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PREFACE 
 
This report presents the findings of WP5 'Newly arrived migrant children' . Specifically, it 

presents the results of a qualitative multi -method study conducted among 10ƒ20 year-old  

children and young adults in schools in six countries: UK, Denmark, Slovenia, Austria, Poland 

and Spain. Newly arrived migrant children (NAM) were defined as those who had been living 

in host societies for less than three years.   

 

In the national reports that follow, the terms 'child' and 'children'  will be used most 

frequently when referring to participants in the study, although we are well aware that this 

may sound inappropriate and inaccurate, particularly in relation to the older group (15 -20 

years), and that a different term would be more appropriate when referring to young people. 

This terminological decision stems from the fact that in our field research the integration 

processes were studied from a child -centred (CC) perspective. The latter is based on the UN 

Convention on the Rights of the Child. Therefore, the decision to use 'child' and 'children' is 

primarily analytical rather than substantive.  

 

The overall objective  of multimethod field work with NAM children was to highlight the 

specific s of t he integration processes of NAM children from a child -centred perspective .  

 

The specific objectives  of the study were:  

 

¶ to improve the qj`anop]j`ejc kb pda _deh`najƕo atlaneaj_ao kb heba ej jas ok_e]h ]j` 

cultural environments related to the arrival and staying in host societies within the first 

three years after arrival from a child -centred perspective , 

¶ to examine the conceptualizations  of well -being and what is important to them in their 

present situation (in relation to living conditions, socioeconomic status, cultural , 

background, gender, religion, language proficiency, etc.) and to learn how newly arrived 

children prioritize their ne eds,  

¶ pk at]ieja iecn]jp _deh`najƕo o]peob]_pekj sepd pdaen jas heba ej pda dkop ok_eapu pdnkqcd 

their self -perceived opportunities, choices and feeling of control over their own life and 

future , 

¶ to examine identification and belonging processes , 

¶ to identi bu pda ]`r]jp]cao ]j` sa]gjaooao kb ateopejc ik`aho kb iecn]jp _deh`najƕo 

integration and to assess their experiences and views regarding the shortcomings of 

integration support services,  

¶ to observe the dynamics of integration in relation to educational s ystems, peer group, 

sport, leisure activities, psychosocial support services, language learning courses; and in 

relation to the dynamics of family and migrant community , etc. 

 

Research in schools in six countries was  conducted over several stages with an o verall 

duration of app. 24 months  (field -work research phase was prolonged due to COVID-19 

pandemic). Firstly the Ɣajpanejc pda beah`ƕ phase was applied in order to get familiar with 

children and school environment in order to get to know children in spont aneous 

manner, spending time with them in the classroom and/or taking part in different 
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extracurricular activities with them in the fields of sport, art, music and similar. In this 

first stage w e adopted ] Ɣha]op ]`qhp nkhaƕ $I]npej( .,--% ]j` ^haj` ej seph the children 

by developing less paternalistic and more democratic and equivalent relationships with 

them. This was also important given that children are typically keen to please adults and 

thus to give socially desirable or confirmatory responses (Due, Riggs and Augoustinos, 

2013). One of the aims of the first participant observation  phase was also to avoid this 

trap. In addition, this phase  enabled as to observe and understand school and peer 

dynamics within the context in which it occurs.  

 

The second method applied among NAM children in the school environment was survey  

as a means to collect quantitative data. The results of Survey are presented in separate 

Nalknp qj`an pda @1*/ Ɣ2 Oqnrau ]j]huoeo kj jashu ]nnera` iecn]jp cdeh`najƕ* 

 

After t his initial entering in the field in some schools participatory art -based methods  

were applied . Children and researchers were drawing, writ ing, taking  photographs, and done 

other arts activities, which were used for  children to express their views and expe rience and 

to build trust in order to apply interviews and focus groups phase .  

 

After that NAM children and young people were encouraged to talk about their past, 

present and future lives  in a form of unstructured narratives and  collection of 

autobiographical life stories  (Bertaux, 2015) and in part with the use of method of 

narratives of location  (Anthias, 1999, 2002). These methods were chosen with the aim to 

empower the children and to give them a central position in collecting data, to locate the 

children as a main source of information. The subjective perception of children w as thus 

p]gaj ]o ]qpdajpe_ ejbkni]pekj ]j` Ɣ] pnqpdƕ( sde_d enabled us to approach the process of 

integration, a s well as well -being, from a child -centred perspective.  

 

The method of collection of autobiographical life stories  is a method of research that 

`aherano ] Ɣnapnkola_pera ]__kqjp pd]p ]j ]_pq]h lanokj i]gao ej lnkoa kb deo ksj ateopaj_a( 

stressing his indire`q]h heba ]j` pda deopknu kb deo lanokj]hepuƕ $Hafaqja( -531%* Pda ranu 

nature of life stories brings to the fore subjectivity and individuality as important basic 

sources of information. The narrative autobiographical method is well suited to conducting  

pda lnklkoa` naoa]n_d( l]npe_qh]nhu oej_a ep ]hhkso ola_e]h ]j]hupe_]h bk_qo kj _deh`najƕo 

experiences and life history, subjectivity, self -perception, flexibility of identity and 

possibility of locating various levels of data such as: concrete family sto ry (what happened, 

sdaj( sdu Ɲ%( ejpanlanokj]h nah]pekjo ]j` pdaen nabha_pekj( qj`anop]j`ejc kb pda ^nk]` 

political and economic situation, the interweaving of micro, mezzo and macro data, etc. 

(Bertaux, 2015).  

 

Additionally, the narrative methods (Anthia s, 1999, 2002) are especially suitable for 

researching (cultural) identity and belonging, and therefore also for examining results of 

migrant integration processes. The process of integration is a process of transforming the 

ej`ere`q]hƕo _qhpqn]h( apdje_( linguistic, etc. identities, and therefore it also addresses 

questions of belonging and self -identifications. Through the analysis of identity changes, we 

saw the actual process and the level of integration into a new cultural environment. We 



  

12 
 

believe that the method of narratives of location is suitable for measuring this process as 

pda aooaj_a kb pda iapdk` eo pk Ɣ_]p_d pda e`ajpepuƕ pdnkqcd j]nn]pera ƒ that is, catch the story 

about where we place ourselves in terms of social categories such as ethnicity,  gender and 

class at a specific time and space.  

 

In schools we also conducted focus groups  with NAM children on selected topics, where 

children were encouraged to express their feelings, perceptions, ideas and attitudes 

concerning friends and socializing,  school, family, local environment, identity, future plans, 

past achievements, desires and also topics such as multiculturalism, immigration, 

integration, current social and political events in the country and further afield, etc. F ocus 

groups, unlike an i nterview, allow ed members of the group to interact and influence each 

other during the discussion and consideration of ideas and perspectives.  

 

In general, our multy -method f ieldwork research in 6 countries  follow ed the principles of 

the Mosaic approach $?h]ng( .,,17 ?h]ng ]j` Ikoo( .,,1%( sde_d na_kcjevao `ebbanajp Ɣrke_aoƕ 

or languages of children; treating children as experts and agents in their own lives; including 

children, practitioners and parents in reflectin g on meanings, and addressing the question 

of interpretation. The Mosaic approach combines the traditional methodology of 

observation and interviewing with the introduction of participatory tools. We believe that 

applying a multi -method approach allow ed children a range of options in terms of research 

activities, and thereby enable them to use different ways of communicating, some of which 

may suit them more than others (Due, Riggs and Augoustinos 2013). It also help ed the 

researchers to break down power re lations between children and us, and deliver a number 

of different forms of data, to allow cross -checking of results and comparison . 

 

What follows are 6 national reports presenting data from qualitative fieldwork with newly 

arrived migrant children in the UK, Denmark, Slovenia, Austria, Poland and Spain. At the end 

of each national report there is also an appendix - a methodological section that presents 

the sample and methodological process in more detail.  

 

Findings from the participant observation phase are common for all three categories of 

children (NAM, LTM and L) as this phase was conducted simultaneously with all the class. 

Furthermore, while observing class dynamic researchers were not familiar of the children 

Ɣop]pqoaoƕ* ?kjoamqajphu pda ]j]huoeo kf this phase is the same in all three reports. (D5.1, 

D6.1 and D7.1) 

 

Each national report includes a brief 1) introduction and 2) short methodological sections, 

a presentation of the 3) main findings from the participant observation phase, the 

interviews/ autobiographical narratives and focus groups with newly arrived  migrant 

children, 4) a discussion (including also a comparison long term  migrant and local children), 

5) a summary of the main fundings related to the newly arrived  migrant children and an 

appendix - methodological section. The appendix is intended for internal use within the 

consortium only. It serves as a detailed description of the course of the research activities 

and collection of data we have obtained from the participant observation, focuses groups 

]j` ejpanreaso sepd _deh`naj ej kja lh]_a* ƗN]s `]p]Ƙ sana qoa` ]o ] ^]oa bkn pda ]j]huoeo ej 
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the reports WP5-7. Findings from participant observation phase are common for all three 

categories of children (NAM, LTM and L) as this phase was conducted simultaneously with all 

the class. Furthermore, while observing class dynamic researcher were not aware of the 

_deh`naj Ɣop]pqoƕ* 
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UNITED KINGDOM 
Farwa Batool 

Aleksandra Szymczyk 

 

 

 

 

1. Introduction   
 

This report aims to highlight the integration processes of migrant children from a child -

_ajpna` lanola_pera* Ejpacn]pekj ej kqn naoa]n_d eo `abeja` ]o Ɣpda lnk_aoo ^u sde_d laklha 

who are relatively new to a country (i.e. whose roots do not reach deeper than two or three 

cajan]pekjo% ^a_kia l]np kb ok_eapuƕ7 ep eo ] Ɣlnk_aoo kb oapphaiajp( ejpan]_pekj sepd pda dkop 

ok_eapu( ]j` ok_e]h _d]jca pd]p bkhhkso eiiecn]pekjƕ (Penninx and Garcâs-Mascareêas, 2016: 

11). We recognise that children are not a homogenous group and there are likely to be 

differences based on varying characteristics, including age and migrant background. As such, 

the research focused on two age groups (10 -13 years old and 14 -17 years old) and newly 

arrived migrant children with the following objective: to improve our understanding of the 

_deh`najƕo atlaneaj_ao kb heba ej jas ok_e]h ]j` _qhpqn]h ajrenkjiajpo nah]pa` pk pda ]nner]h 

and staying in host societies within the first three years after arrival from a child -centred 

perspective . 
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2. Methodological approach  
 

The research was carried out in six primary and secondary schools across Greater 

Manchester from November 2019 to December 2020. All schools were attended by a large 

number of migrant children and children from diverse ethnic, linguistic and religious 

backgrounds. Data was collected in varying stages through 29 days of participant 

observations, 7 focus groups and 51 autobiographical interviews, some of which were 

facilitated through art -based activities, such as drawing. Children were selected to 

participate in the research based on teacher and gatekeeper recommendations and child and 

parental consent. Some interviews had to be conducted online Ɠas opposed to face-to-

faceƓdue to Coronavirus restri_pekjo ej lh]_a ej pda QG ]p pda peia( sde_d heiepa` _deh`najƕo 

availability to participate in the research.  

 

 

3. Results  
 

The newly arrived and long -term migrant  children  in our research reported that they felt 

included and accepted in their host society . Their initial struggles were largely to do with 

language learning and making friends, however, they were soon able to overcome these due 

to the inclusive nature of their schools and efforts made by their peers. They pointed to the 

multiculturality and di versity of their environments, both at school and in the 

neighbourhoods, as helping them to feel a sense of belonging. However, there was often an 

ethnic and gender divide in children's relationships whereby children interacted largely with 

those of their own ethnic and linguistic backgrounds and genders. There was also some 

evidence of ethnic and racial discrimination  against migrants in schools and in Greater 

Manchester. Finally, local children had positive perceptions regarding migrants and were 

understanding of  their needs. They ensured to include them in peer groups and support 

them within the school setting.  

 

 

3.1 Participant observation  

 

Peers 

 

Peer sociability  

 

The peer dynamics, networking and social relations observed among students differed 

between the schools included in the study. The anticipated markers of group differentiation 

according to gender and ethnicity were nevertheless common, although to varying degrees.  

 

Peer groups delineated by ethnicity were observed in S2 and S3, both being public 

secondary schools where the majority of students is classified as having English as an 
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Additional Language (EAL)1. Children of the same nationalities or speaking the same 

languages often sat together during class and socialised during breaks. S2 also had an after -

school club for Black boys only, which caused some controversy among staff and students. 

Particularly, some of the White staff were uncomfortable with the creation of this after -

o_dkkh _hq^ op]pejc ƗSdu _]jƕp sa d]ra ]j ]bpan-o_dkkh _hq^ bkn sdepa ^kuo;Ƙ* Jaranpdahaoo( 

there was also a lot of mixing between these groups in the school.  

 

In S3, the formation o f ethnic subgroups could be observed during most of the classes 

and they became more prominent during breaks. In classes, children speaking the same 

language amongst themselves (for example, Punjabi or Romanian) often sat at the same 

desks (but were someti mes separated by teachers when disruptive). Outside the classes, 

these affinities were amplified in the corridors and other common spaces, where identity 

markers such as skin colour, religious clothing or the use of native language informed how 

small group s are often created. Groups of Romanian children, in particular, were easy to spot 

on corridors and in the cafeteria since they spoke the language of the researcher. One ethnic 

group, the Roma children, who come mostly from Romania, were especially relucta nt to 

socialise with children of different ethnicity. This has been noted by the EAL lead who 

elaborated on the possible reasons behind it : 'They come in year 7 (11 years old), but many 

of them don't mix with non -Roma students in their year group. Instead,  they make friends 

with students from years 8, 9, 10. What happens is that these students often get naughtier 

the older they get'. Another reason for this could be the discrimination faced by Roma 

children. During interviews and informal chats, Romanian an d Roma children conceded they 

are the target of abuse, especially from British peers. According to one Romanian student of 

Nki] apdje_epu( >nepeod laano qppana` pk dei ohqno oq_d ]o6 ·Ck ^]_g pk ukqn _kqjpnu˔§( 

·Nki]je]j ^]op]n`§( ·Celou nk^^an§( sdeha okie of the Roma girls confessed that British 

_khha]cqao ]na ia]j pk pdai ]j` pahh pdai #pk ck ]j` ·a]p oqjbhksan oaa`o§# $sde_d s]o ]j 

insult that the researcher was not necessarily aware of). On the other hand, other Romanian 

(non-Roma) students do not want  to associate themselves or be associated with their Roma 

colleagues for fear of discrimination or stigma.  

 

In S4, a public primary school where 75% of students were EAL, the most obvious 

divisions followed the gender line: while in class the boys and girl s were mixing at the tables 

they are sat, this changes substantially during breaks in the playground. The way groups 

were formed were also informed by how long the children knew each other (i.e. if they 

attended nursery together), which could lead to exclu sion of newer children; whether they 

lived in the same local area or attended extracurricular activities together; and whether they 

spoke a common language, as children who shared a second language were also inclined to 

spend more time together. In S6, a public secondary school where 36.7% of students are 

EAL and around 75% from ethnic minority background s, the groups also were observed to 

be formed along gender lines and were mixed in terms of ethnicity. These divisions were 

certainly not absolute and ther e was still a lot of mixing between genders. Most notably, sub -

 
1 In the UK, schools collect information on children's  ethnicity and first language, which is coded 

to be either English as First Language (EFL) or English as an Additional Language (EAL) and provide 

additional language support to those categorised as EAL.  
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groups were formed around attitude to studying, i.e. very conscientious students sitting 

pkcapdan kn ikna na^ahhekqo+ƕfkganƕ ^kuo oeppejc pkcapdan* 

 

In S1, a public primary with 36% of EAL stud ents, the children had seats assigned by the 

teacher, as the school has a mixed-ability policy in seating so that children of different levels 

sit together. Because of this, each table was gender and EAL/non-EAL mixed. During 

breaktime, most children split  into small groups (four to six children), although some 

children were observed to stay by themselves and not interact with others during break time.  

 

The schools in our study were of varying demographic characteristics and, as can be 

seen from the observa tions, this affected the ways in which social groups were formed. The 

group divisions along the lines of gender and ethnicity were observed, however to a 

different extent depending on the age of the children (primary or secondary) and the 

proportion of mor e recently arrived migrant children (classed as EAL). In schools with a 

higher proportion of EAL students, nationality -based groups seemed to be more common 

than in schools with smaller numbers of EAL students, even when the rest of the children 

were prima rily from ethnic minority backgrounds. This could suggest that children of 

migrant backgrounds that were born in the UK formed social groups that did not necessarily 

follow the ethnic lines.  

 

Peer communication   

 

Positive communication between students was observed in all the schools under study, 

frequently involving instances of mutual support. In S1, students responded to and helped 

each other, when, for example, the teacher did not notice a raised hand, even tho ugh in most 

classes they were focused on individual work. In S2, the children readily communicated with 

each other in the classes observed and collaborated on tasks when required. The same was 

true for S3. Children did not shy away from collaborating in th e class, particularly when they 

were supposed to work in teams, as it was the case during a Chemistry class involving group 

experiments in the lab or during a Geography session where students formed teams 

competing against each other to solve tasks set up by their teacher. One interesting 

observation during a Maths class was that some students smiled at one another with 

complicity when they were asked by the teacher a question and would get the answer right. 

This demonstrates that oftentimes there is a sens e of camaraderie amongst children, 

something which was not necessarily immediately obvious when observing class dynamics.  

 

In S4, students were observed being supportive and affectionate with each other, as well 

as presenting closeness with each other thr kqcd pda gjksha`ca kb a]_d kpdanƕo apdje_epu( 

the languages they speak, their hobbies and favourite school subjects. Children 

congratulated each other when they perform well, sometimes they even applaud their 

classmates. Particularly interesting were the i nstances where children in distress (for 

example, because of a small injury sustained during the Physical Education class) were 

comforted by their peers.  
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In S6, more assertive students often volunteered to help those who seemed to be 

struggling, including students with better English ability often pairing up with those whose 

English was more limited and attempted to explain and help with classwork. These we re 

often children who shared the same ethnic/linguistic community with the struggling 

student, but that was not always the case. Although some instances of children being quiet, 

shy, withdrawn, or not engaging with the rest were observed in S2 and S6; the overall picture 

is that of positive social interaction and dynamics both in personal and educational contexts.  

 

These observations highlight the role of school and friendships between children as 

crucial sites of social capital formation. The concept, dev eloped by Bourdieu (1980)  and 

?khai]j $-544%( _]j ^a ^nk]`hu `abeja` ]o Ɨok_e]h japskngo ]j` pda ]ook_e]pa` jknio kb 

na_elnk_epu ]j` pnqopsknpdejaooƘ $Lqpj]i( .,,36 -/3% ]j` ej _]oa kb iecn]pekj eo _nq_e]h ej 

facilitating community formation and settlemen t (Portes, 1995). Putnam (2000) has also 

highlighted the bridging potential of social capital, where social connection transcends the 

boundaries of ethnicity or socioeconomic status. Attending school and forming friendships 

and social networks for students  in this study is possibly the primary site of social capital 

acquisition, allowing them to foster relationships that connect them (and perhaps, by 

extension, their families) to the local community.  

 

Negative interactions were rarely observed in most of th e schools, nevertheless, there 

were some instances where peer conflict or exclusion were present. For example, in S3 some 

instances have been noticed during classes when Romanian students would make fun of 

a]_d kpdanƕo Ajcheod ]__ajpo ]j` lnkjqj_e]pekjo kn they would bully each other. Another 

such instance involved a Romanian female student who confessed: 'Romanians in school 

sana pahhejc ia E#i ]j knld]j $Ɲ% =j` E bahp hega c]n^]ca pd]p `]u* Ep s]o pda ikop dknnaj`kqo 

day'. An even more disturbing incident  occurred one morning at the school reception, where 

a Roma parent and his boy came to ask for an urgent meeting with the school headmaster. 

The father explained (in Romanian) to the EAL lead that he would not let his child back in 

class because he received abusive and violent text messages via WhatsApp from another 

Roma peer from the same school. This echoes other discussions with school staff, according 

to whom bullying and threats often take place amongst children of the same ethnicity rather 

than from o utside.  

 

 

Educational staff  

 

Engagement with students  

 

The attitude towards and ways of interacting with students varied between teachers and 

schools. In S1, teachers were observed engaging students in a variety of tasks, and praising 

pdai bkn ckk` ]josano( ckejc ]nkqj` pda _h]oonkki( ]josanejc opq`ajpoƕ mqaopions and 

being generally supportive. In S2, teachers were observed to use a variety of techniques and 

tools to engage students, including educational internet programmes, games, music and 

incentives, such as badges, sweets and merits. In S4, the mainstream teacher was engaging 

and successfully combining kindness and authority. For those who do not yet master the 
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language properly, an older EAL female teacher (fluent in Urdu and Punjabi) was also present 

from time to time in the class, working at a separate table with these children. In S6, the 

discrepancies were very visible within the school, with some teachers applying a child -

centric approach and treating the students with a lot of respect and encouragement, while 

other teachers expected the students to m ostly work quietly and independently, harshly 

reprimanded any perceived misbehaviours and continuedly emphasized the threat of 

detention, creating a stressful atmosphere. In S3, the EAL staff was observed to have a better 

understanding of migrant children' s needs. The staff had more regular contact with these 

students both during mainstream classes, where they offer targeted support alongside 

mainstream teaching and in the EAL department where children come for interventions 

tailored for their needs.  

 

Overall, the mainstream teachers did not seem to treat migrant children differently than 

the rest of the group. The EAL staff, if present in the school, due to their particular focus often 

had a better understanding of migrant children and their needs, often b eing of migrant 

backgrounds themselves (S3, S4 and S6). The EAL staff, therefore, could often be seen as 

adopting a child -centred approach:  

 

The principles of child -centred education lead teachers to take into account the 

specific learning needs of migrant o ]j` l]u ]ppajpekj pk ]j ej`ere`q]h ha]njanƕo 

strengths and challenges, as well as needs that are tied to a personal set of 

circumstances such as length of stay, ethnic and cultural background, religion, age, 

gender, socioeconomic and legal status, and ot her personal traits and circumstances. 

(Gornik 2020: 538)  

 

The child-_ajpna` ]llnk]_d ej iecn]jp _deh`najƕo a`q_]pekj _]j ^a oaaj ]o ] r]hq]^ha 

practice, contributing to fostering equal conditions and opportunities for migrants, hence 

stimulating their int egration (Gornik 2020).  

 

Conflict management  

 

In each of the schools taking part in the study, teachers responded to negative and 

disruptive behaviours. Usually, when such behaviour would occur, teachers would give a 

warning. This was a case in S1. In S2, if disruptive behaviour continued, they would ask the 

child to step out of the classroom or would be removed from the classroom by a member of 

the Behavioural Team. In S6, if the misbehaviour continued after warning the teachers would 

snepa `ksj opq`ajpoƕ j]iao kj pda ^k]n` ]j` cera pdai `apajpekj( ]hthough not every 

teacher used this system. In other instances, teachers would raise their voices to control 

unruly classrooms (S3, S6). In S4, conflicts were generally addressed through reward and 

punishment systems in the form of Dojo points: an education  app connecting teachers, 

_deh`naj ]j` l]najpo( sde_d d]o na_aera` oaran]h _nepe_eoio nah]pa` pk epo eil]_p kj _deh`najƕo 

well -being (Williamson and Rutherford 2017), writing down names on the board and issuing 

card warnings for bad behaviour. A similar po int system was also used in S6.  
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These reactive classroom behaviour management strategies, such as punitive reprimands 

and exclusionary discipline methods (i.e. detention) were often observed, despite the 

overwhelming evidence on their ineffectiveness (Sp rick, Knight, Reinke, & McKale 2006). In 

line with research on the topic, the use of such methods would often result in loss of class 

time and negatively impacted student -teacher relationships (see Little & Akin -Little 2008). 

As mentioned above, in S6 the ineffectiveness of these methods used by some of the 

teachers was visible, contrasted with the effectiveness of child -centric and proactive 

approaches utilised by other teachers in the school.  

 

No notable conflicts between children with different ethnicit ies could be perceived 

during the participant observation in the schools. In S3, an isolated incident was observed in 

one class where 'xenophobic language' was proffered (the exact content of this language 

was not made obvious to the researcher), which was  immediately addressed by the teacher 

by asking the pupil to leave the classroom. In S2, no conflicts were directly observed but one 

teacher noted that students sometimes make complaints or raise issues noting the ethnicity 

of students in questions, i.e., Ɨ=n]^ opq`ajpo `e` epƘ* Pda pa]_dan nai]nga` pd]p ep i]u okqj` 

racist but in fact she sees it as means of identifying students in question.  

 

There were no instances of particular different treatment by teachers of children of 

migrant or minority ethnic ba ckgrounds directly observed. However, in S2, some students 

expressed concerns that they are being stereotyped by White staff, for example, by referring 

pk >h]_g ^kuo ]o Ɣpdna]pajejcƕ* Pdeo eo oecjebe_]jp oej_a >h]_g i]ha at_hqoekj ej pda >nepeod 

educationa l system is a contemporary issue, with Black children of African heritage 

underachieving or being excluded in disproportionate numbers compared with their White 

counterparts, which could result from broader anti -Black sentiment in the British society 

(Christian, 2005).  

 

Engagement with cultural diversity topics  

 

Explicit engagement with cultural diversity topics as a separate instance was rarely 

observed, however in some of the schools it was seen to be underpinning the general quality 

of teaching in the schools. In S1, although no explicit engagement with cultural diversity 

topics was observed, there was some evidence that these topics were addressed by teachers 

based on comments from students. For example, the students were familiar with issues 

around gender identity (transgender, non -binary), and when asked by the researcher they 

informed him that they discussed it with the teacher during classes. In S6, cultural diversity 

was often addressed in a very casual and natural manner. As the school is very div erse and 

pdqo ep oaaia` pk ^a ] l]np kb pda o_dkkhƕo aranu`]u heba* Bkn at]ilha( ej A=H _h]oo _kranejc 

the Tudor times in England, the teacher explained to the students what denominations in 

religion means by comparing Protestantism and Catholicism in Chri stianity to Shia and Sunni 

in Islam. In S2, however, the researcher noted that celebrities were often used as a learning 

tool, but the celebrities used were mostly white, which did not reflect the diversity of the 

school.  
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In S3, a difference was noted between mainstream and EAL teachers in approaching 

migrant children, with the former much more attuned to children's needs. This was visible in 

the wide range of languages spoken by the EAL staff: Urdu, Punjabi, Arab, Romanian (all 

handled by native speakers), French, Spanish, Italian, Hungarian. The EAL department is also 

furnished with dictionaries in multiple languages, which other departments often hire, and 

bilingual teaching materials and posters which adorn the departmental walls and tables. In  

the mainstream classes, engagement with cultural diversity appeared both in the topics 

included in the curriculum and the individual efforts made by staff members. The curriculum, 

which is detailed on the school's website, only partly reflects the diversi ty of children. 

Importantly, disciplines such as Literature, History or Reading only tangentially challenged 

a narrow British (sometimes European) perspective. With regards to the EAL classes, the 

curriculum itself is equally narrow in reflecting children' s diversity. The researcher's 

observations and actual involvement in delivering teaching have revealed that some of the 

covered topics are rather Western -centred. 

 

In S4, for children with low levels of English, there were several ways in which 

teachers addressed their cultural diversity. The 'hand singing' in the assembly room and even 

the singing of songs in African languages during these sessions were both effective ways to 

engage children who cannot speak good English. Similarly, during a literacy lesso n with a 

group of children selected from the two Year 4 classes, the teacher used a system called 'tall, 

small and fall letters', which was especially useful for children without prior school 

experience. In mainstream classes, these reflections of cultural  diversity were observed 

during reading sessions, when children are engaging with a book about a girl from Botswana 

or during the aforementioned Religious Education session when the teacher explains 

religious differences and atheism.  

 

 

Perceptions, values, attitudes and opinions  

 

Perceptions, values, attitudes and opinions regarding equality, intercultural dialogue, 

intercultural conflicts, cultural and religious pluralism, migrants and migration were varied 

between schools. Positive attitudes were observed in S1: when discussing s chool values, a 

teacher did not focus on British values but talked about values in general and noted (about 

]jkpdan o_dkkh pd]p pdau d]` ] nah]pekjodel sepd% pd]p ƗSaƕra ckp `ebbanajp r]hqao ^qp pdau 

^aheara ej pda o]ia pdejco pd]p sa ^aheara ejƘ( aild]oeving unity. There was an instance 

observed of the teacher asking the students about who is from a different country and 

around 8 children raised their hands and answered: Sri Lanka, Iraq, Pakistan, India, China, and 

two or three answered Wales. In S6 drama class, one of the student groups was preparing a 

scene about racism and prejudice. They said that they think the topic is very relevant and 

timely and that it is important to discuss these things in order to bring the community 

together, of which the teach er was very encouraging. 

 

In S2, there seemed to be some ethnic tension in the school with one (Black) member 

kb op]bb nai]ngejc pd]p Ɨ=n]^ ^kuo cap ej ] hkp kb pnkq^haƘ ]j` Ɨpdau W=n]^oY nqj ]nkqj` o_dkkh 

hega pdau ksj ep ok pdanaƕo okia naoajpiajp pks]n`o pd]pƘ* Pda o_dkkh ]hok d]` ]j ]bpan-
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school club for Black boys only and some White members of staff were uncomfortable about 

its creation.  

 

 

School environment 

 

In S6, the school environment could be seen as reflective of the diversity of the school. 

In the hospitality classroom, there was a board on the wall presenting distinction and merit 

grade dishes from previous assessments. The board represented a great var iety of dishes 

from different cultures, from gourmet French to traditional South Asian and Middle Eastern 

dishes. The cafeteria in the school served Halal food, amongst other dietary options. As 

described in the sections above, in S6, cultural diversity wa s often addressed in very casual 

]j` j]pqn]h i]jjan ]j` ep oaaia` pk ^a ] l]np kb pda o_dkkhƕo aranu`]u heba* Bkhhksejc >]jgoƕ 

(2019) typology of multicultural approaches, S6 could be seen as exemplifying the 

Transformative approach, where concepts, events , and themes from the perspective of 

diverse ethnic and cultural groups are discussed. At times, such as the example of S6 drama 

class, where one of the student groups was preparing a scene about racism and prejudice, 

could be seen as exemplifying the Soci al Action approach, which takes dialogue as the 

starting point, allows for students to make decisions and take action in order to contribute 

to problem solving. Supported by their teacher, students in this class were able to formulate 

their own ideas about  the topic, themselves recognising its timeliness and importance.  

 

Pda ?kjpne^qpekj =llnk]_d( sdana dankao( dkhe`]uo ]j` ahaiajpo bnki Ɣkpdanƕ _qhpqnao 

are included in the curriculum, and the Additive Approach, where concepts and perspectives 

bnki Ɣkpdanƕ cultures are included, could also be observed in the schools under study.  In S3, 

multicultural displays were observed in the EAL department, which was furnished with 

dictionaries in multiple languages, which other departments often hire, and bilingual 

teaching materials and posters which adorns the departmental walls and tables. In terms of 

mainstream classes, engagement with cultural diversity appears both in the topics included 

in the curriculum and the individual efforts made by staff members. Examples  from S4, such 

as reading the book about a girl from Botswana and activities for EAL students including 

Ɣd]j` oejcejcƕ ]j` =bne_]j okjco _kqh` ]hok ^a reasa` qj`an pdaoa _]packneao*   

 

Many schools in the UK engage in cultural celebrations (i.e., Black History Month, South 

Asian Heritage Month, Eid, the Chinese New Year, Diwali, Christmas and Easter), which 

depending on execution, could fall under either the Contribution or the Additive approach. 

These celebrations usually involve events and displays organi sed by cultural institutions, 

schools and the community. For Black History Month, S6 organised a trip for its history 

students to attend a history talk at a local university. Displays and posters are also a common 

feature of Black History Month at the scho ols. S3, which has a substantial Roma population, 

organises a series of events for Roma students, where they can choose the music and get 

together for fun activities.  
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How different factors affect integration processes? 

 

N/A 

 

 

3.2 Focus groups & Interview s 

 

Dynamics and factors influencing the integration process of migrant children  

 

Premigration period and migration experience  

 

Country of birth/country of ancestors  

 

The newly arrived sample  in the autobiographical interviews  consisted of 24 children  and 

in the focus groupƓ14 children . These children had migrated from various countries 

including Iraq, India, Italy, Pakistan, Romania, Syria, Portugal, France, Norway, Dubai, Turkey, 

Kuwait and Sudan. Reasons for migration differed across the sample, some had left home 

countries due to economic reasons, a minority were fleeing war and others came for 

educational purposes: άInterviewer: Do you know why did your parents move to the UK? 

Participant:  E _]ia bkn ha]njejc( bkn AjcheodƘ $?deh` -/( I]ha( =C-%* Dksaran( jkp ]hh _deh`naj 

understood why they had to migrate, and the move came as a shock to them.  

 

"It was like a sudden blast to me, I didnƙt know that. One day I was playing with my 

friends, I came up to our apartment, and my dad told me we are going to the UK. I just 

froze there, I didnƙt feel anything then after a bit, I started asking questions, I had like a 

million questions in my mind. It took like 2 to 3 months to move in here, so we had to 

pack a lot of stuff. In these 3 months, my dad explained to me why we are coming here, 

he told me the names of cities.Ɯ (Child 33, Male, AG1) 

 

Kran d]hb kb pda o]ilhaƕo ^enpd _kqjpnu `ebbana` bnki pdaen ]j_aopn]h _kqjpnu kn pdau d]` 

experiences of staying  in multiple countries before  arriving in the UK. This is illustrated in 

figure 1, where a newly arrived child has drawn his journey to the UK . As it can be seen, he 

was born in Pakistan, lived in Spain for a year and then arrived in Manchester . In his drawing , 

England and Pakistan are close together, whereas, Spain is drawn as a faraway land, almost 

as a mere transitory place.  His drawing also contains several anchors across the countries 

including his friends, his home, family and school. However, there are few  boundaries 

between England and Pakistan making it difficult to distinguish which countries his anchors 

lie, showing the transnational character of these a nchors (Grzymala-Kazlowska, 2018). Like 

this child,  many other children also had several anchors across the countries ensuring a 

oqop]eja` ^kj`6 ƗSa d]ra i]ju iaikneao bnki Jkns]u( ]hh pda iaikneao*** Iu iqi ]j` iu 

dad's families are still there [...] The weather, the landscape, the snow, they are all nice in 

Jkns]uƘ $Child 1, Focus group 4, Female, AG2).  
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Figure 1.  Drawing of a newly arrived child's experience of migration to the UK.  

 

General life  

 

Living conditions  

N/A 

 

Spatial and social positioning  

 

Children relayed positive perceptions and experiences of Greater Manchester. Some 

stated that they enjoy the ]r]eh]^ehepu kb r]nekqo haeoqnahu ]_perepeao6 Ɨ= na]hhu ckk` _epu( sa 

are going, me and my family, sometimes we wen t to, like, cinema. We went shopping, you 

gjks( ^qu pdejcoƘ $?deh` -2( Bai]ha( =C.%* Sdehop a few others enjoyed the safety and 

diversity of the city which enabled them to quickly feel a sense of belonging  as was the case 

for Child 20 , for whom Manchester was strikingly different to his birth country of France. In 

France he did not meet many individuals of his own ethnicity despite having been born and 

having lived in France for several years. In Manchester the child became part of the Pakistani 

community w ho became a support bubble for him enabling him to settle well in his new 

environment:  

 

It's fine, you know because we have a community there, we have too many Pakistani 

there. When I was in France, I didn't know anyone. When I came there (to the 

neighbourhood in Manchester), I saw every Pakistani, they teach me how to speak in 

English, you know, they helped me a lot. So, in Manchester, I feel good, I like it because 

one year I was there, so, obviously, I like now. It's fine. But not too much good than, you 

know, Paris. But it's fine there. I like it. (Child 20, Male, AG2,) 

 

Pdeo eo ]j atailh]n kb ?khai]jƕo pdaknu kb ok_e]h _]lep]h sdanaej ok_e]h _]lep]h nabha_po 

pda _]lep]h pd]p ateopo ej laklhaƕo nah]pekjodelo* Ok_e]h _]lep]ho ]na `alaj`ajp kj na_iprocal 

relationships enabling individuals to gain access to a wide range of resources (Coleman, 

2000). Individuals of a migratory background are considered to have less social capital as 

they have fewer social networks in their host countries. However, by  being part of a 
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community with the same ethnic immigrants , Child 20 was able to access a bank of resources 

that were critical for his English learning.  

 

Perceptions of neighbourhood  

 

Some children had strong bonds with their neighbours, with whom they played, shared 

pdaen baahejco ]j` _aha^n]pa` baoper]ho6 ƗEjpanreasan6 Sd]p `k ukq hega ikop ]^kqp ukqn 

jaecd^kqndkk`; L]npe_el]jp6 Lnk^]^hu pda _kiiqjepu( eb okiakja baaho `ksj( sa skjƕp just 

hap dei ck( sa skqh` dahl pdai* Sa pna]p aranu^k`u amq]hhu( sa skqh`jƕp pna]p pdai atpn] 

ola_e]h kn atpn] eilknp]jpƘ $?deh` //( I]ha( =C-%* Kj pda kpdan d]j`( okia _deh`naj op]pa` 

pd]p pdau ejpan]_pa` heppha sepd pdaen jaecd^kqno6 ƗIu jaecd^kqndkk`( hega E `kjƕp p]hg pk iu 

jaecd^kqno ^qp pdauƕna ]hh necdp* Pdau `kjƕp i]ga jkeoa* Pdau ]na _]hi laklhaƘ $?deh` /4( 

Male, AG2). 

 

Socioeconomic status 

 

Children in this sample came from a wide variety of backgrounds. Some children stated 

the occupations of their parents, however, in many instances these were not mentioned. In 

the instances where the parental occupations were discussed, parents had a range of 

occupations such as surgeon, a kitchen porter, a worker in the food industry and a doc tor. 

 

Inclusion in peer groups 

 

Peers include members of the same community, classroom, or even a sports team (Reitz, 

Zimmerman, Hutteman , Specht & Neyer, 2014). In our research, we found that children were 

part of multiple peer groups including those from  their neighbourhood, school and religious 

communities. Peer groups varied with some children having ethnic -specific friends and 

others with friends of a wide variety of backgrounds. It was noticeable that most newly 

arrived children did not report or allu de to being friends with white British children. Instead, 

children reported being friends with individuals of migratory and ethnic -specific 

backgrounds, for example, those of a Pakistani background spoke of Pakistani, Indian and 

Iraqi friends. Whilst a Rom anian child was friends with children he had known in Romania: 

ƗEj pdeo o_dkkh pdana ]na ]^kqp 1( pdaj E kpdano _hkoa pk sdana E hera* Okia kb pdai d]ra ^aaj 

_h]oo _khha]cqao ej Nki]je]* Sa cnas ql pkcapdan( sa sana ej pda o]ia _h]ooƘ $?deh` -5( 

Male, AG2).   

 

Ethnic-specific bonding and social networks are important in the lives of newly arrived 

children as they provide access to resources to migrant children which may not have been 

otherwise available, thereby, increasing their social capital. This was th e case for the 

children  in our research who relied on these friends for language learning, social support 

and feelings of identification with the host country. For example, Child 21 (Female, AG2,) 

narrates feeling isolated due to not knowing anyone upon ar rival to the country. The delay 

in attending school extended this period of isolation, which made the child yearn for the 

comfort of her home country which housed extended family members and friends. However, 
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the child soon overcame these feelings as atten ding school enabled her to form meaningful 

friendships:  

 

When we came here, it was like ... we didnƙt know any single person, we didnƙt like it so 

much, we liked it, but not so much. We liked Norway best because we didnƙt see anything 

(different). When we came here, I had to wait so long time to get to school. So, it was so 

boring for me ... If you move to a place, you go to school very fast and you have 

something to do ... But now itƙs different because now we have friends (Child 21 Female, 

AG2,). 

 

Involvement in leisure activities, sport  

 

Most children were involved in some form of leisurely activities, they cited engaging in 

the following activities: sports, online video games, reading, shopping, watching TV and 

spending time with family, and friends. Of all these activities, playing sport s was the most 

cited. Children, more specifically boys, were involved in activities such as football, 

basketball and cricket. We also found that through playing sports children were able to meet 

new friends in the park or through sports clubs and bond over  common grounds such as their 

favourite football teams and players.  

 

Interviewer: And what kinds of activities do you and your friends participate in? 

Participant: I rememberơ it was probably in, we participated in an activity, likeơ it was, 

like, a small basketball tournament, and I made friends there as well, like, with other 

people from other schools. (Child 39, Male, AG2)  

In one instance football even seemed to bridge the gap between ethnicities and cultures 

as it provided the opportunity of inclusion  despite language differences. This was the case 

for child 20 a Romanian child with primarily Romanian friends, football became a ground for 

sde_d da _kqh` ejpan]_p sepd deo laano bnki kpdan apdje_epeao6 ˕Ɲsepd pda Iknk__]j ^ku E 

became friends at football . When there's a match, he asks me if I've watched it, to tease me. 

Sa cap ]hkjc sahhWƝY˕ $?deh` -5( I]ha( =C.%* Pdeo eo jkp ]j qj_kiikj bej`ejc ]o lnarekqo 

hepan]pqna d]o odksj pd]p olknpo ]_perepeao _]j ej_na]oa ej`ere`q]hoƕ ok_e]h _]lep]h ]j` dahl pk 

bridge weak ties (Sime, 2017). These findings also highlight the importance of making 

leisure spaces available locally.  

 

Some children reported not being involved in any outdoor leisurely activities or their 

leisurely activities having reduced significantly  since arriving in the UK. The reasons for this 

`ebbana` ]_nkoo pda _deh`naj( bkn kja _deh`( pdeo _d]jca k__qnna` ]o pda _deh`ƕo lneknepeao 

changed from playing games to the attainment of education.  

 

I don't go out much, I stay more at home, learning, that's what I like. That's what my 

mum taught me, that's what I'm gonna do my whole life. It's not that I have to be locked 

indoors the whole time ơ In Romania, I was going out more, I had friends, I would visit 

my grandparents, I'd go to the store. But less so now. (Child 22, Female, AG2) 
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For another two children, the wet and cold landscape of Greater Manchester simply did 

jkp ]hhks pdai pda kllknpqjepu pk lh]u kqp`kkno6 ˕Dana( aranukja eo iu bneaj`( ^qp( hega( epƕo 

cold. I rarely go outside. I just stay inside and play games on my phone with my friends"  

(Child 44, Male, AG2). These findings are in line with previous literature which has shown 

that migrant children retreat to indoor activities post -migration and are less likely to make 

use of leisure servi ces (Sime and Fox, 2014). In our research, we also found that this was 

more common amongst girls than boys. Girls were more likely to engage in indoor activities 

and where they did report engaging in outdoor activities this was usually confined within 

the o_dkkh oappejc kn sepd pdaen oe^hejco ]o kllkoa` pk pdaen bneaj`o6 ˕Uao( sa `kjƕp ck kqp kb 

the house except for my piano lesson but my mom stopped it because of the coronavirus. I 

`kjƕp ck ]jusdana pd]p iq_d at_alp bkn o_dkkh˕ $?deh` /.( Bai]ha( =C-(%* Naasons for this 

gender difference is unclear from the sample, however, this corroborates previous research 

by Sime and Fox (2014), which showed that migrant parents were less likely to impose 

restrictions on movements of boys than girls.  

 

Health (physical and mental health)  

N/A 

 

 Educational environment and system  

 

Experiences of inclusion in school 

 

According to Manzoni and Rolfe (2019), schools are a key site for welcoming migrants and 

pdaen b]ieheao( dahlejc pdai pk `arahkl Ɣbkkpdkh`oƕ pdnkqcd o_dkkhejc ]j` kpdan oqllknp 

measures. This was corroborated in our research, where we found that schools pl ayed a 

oecjebe_]jp nkha ej dahlejc _deh`naj ejpacn]pa6 ƗEjpanreasan6 Sd]p i]`a ukq hega pdeo _kqjpnu; 

L]npe_el]jp6 Iu bneaj`o ]j` iu b]iehu ]j` pdeo o_dkkhƘ $?deh` -3( Bai]ha( =C.%* =hikop ]hh 

children in this sample spoke positively about their school and  described it to be welcoming 

and accepting. They especially appreciated the multicultural aspects of the school which 

enabled them to meet children not only of their own ethnicity and country of origin but also 

children from different backgrounds. They en joyed being able to learn about different 

cultures and languages:  

 

Interviewer: What do you like most about S3? 

Participant: It's a really big community, I've never seen such a big community before. 

People are from a lot of countries, different countries and have different cultures. I enjoy 

being in this school, it's unique. (Focus Group, Female, AG2) 

 

Similarly, Child 16 enjoyed school due to the opportunities it presented to learn, make 

bneaj`o ]j` ^a ej ] iqpq]hhu ]llna_e]pera ajrenkjiajp6 ƗE hega o_dkkh ^a_]qoa epƕo je_a ]j` 

aranu `]u ukq ha]nj okiapdejc jas( ikna skn`o ukqƕra jaran da]n` kb ^abkna* =j` iu 

friends, they are good friends. Teachers, they are more respectful. They respect you, they 

naola_p kpdan laklha( kpdan nahecekjo( kpdan _qhpqnaoƘ $?hild 16, Female, AG2).  
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Experiences of exclusion  

 

A few children reported experiences of exclusion from peer groups within the school 

oappejc* Pdaoa atlaneaj_ao sana `ena_phu hejga` pk pda _deh`ƕo iecn]pknu ^]_gcnkqj`* Okia 

were mocked due to their h]_g kb lnkbe_eaj_u ej Ajcheod6 ƗƝoda qoa` pk ^qhhu kj ia* Oda qoa` 

pk o]u( ·Ukq `kjƕp gjks dks pk ola]g AjcheodƝUkq _]jƕp lh]u sepd qo lnklanhu ok ukqƕna jkp 

ckejc pk ^a iu bneaj`§Ƙ $?deh` 1,( Bai]ha( =C-%* Kj pda kpdan d]j`( Nki]je]j _deh`naj (2) 

were bullied by Romanian and non -Romanian peers due to the perception that they may be 

ƔNki]ƕ* Ej kja kb pdaoa _]oao( pda _deh` nai]eja` oehajp ]j` `e` jkp nalknp pda at_hqoekj oda 

was facing. This was particularly due to the fears that the bullying may worsen. T he child was 

deeply affected by the discrimination but noted that she had no problems with being called 

ƔNki]ƕ ^qp s]o qloap sepd pda qjgej` pna]piajp: 

 

Everyone was mistaking me for a Roma, but this didn't bother me, because they are 

humans too. But they were simply staring at me, 'Who is this?' And this has upset me. 

And there were even Romanian children who insulted me, I didn't expect this. (Child 22, 

Female, AG2)  

 

A number of children also experienced faith -based discrimination but , interestingly , thi s 

was experienced at previously attended faith -based schools and not the schools they were 

interviewed at. This may have been because all the schools in the current sample have a high 

proportion of migrant children  with policies aimed at fostering inclusio n. This was 

particularly the case for Child ren 05 and 37 who faced significant challenges at Christian 

schools attended prior to joining S1. Child 05 a Muslim child reported having previously 

attended a Christian school. The child felt excluded from peer g roups and reported feeling 

d]pa` ^u kpdan _deh`naj `qa pk dan Iqohei b]epd6 ƗBut it was a Christian school like only 

?dneope]jo ck pdana bnki ]jkpdan _kqjpnu pd]p eo ?dneope]j( ok laklha `kjƕp na]hhu hega pk lh]u 

sepd ia ej pd]p o_dkkhƘ $Child 05, Female, AG1). This led the child to move schools, upon 

attending S1, a large multicultural school, the child felt happier as she was able to make 

i]ju bneaj`o6 ƗInterviewer: What do you think, what is really nice in the school? What is great 

in your school? Partic ipant: Lots of friends, the other thing that I really really care about is 

pd]p pdau naola_p kpdan nahecekjo ^a_]qoa pdau `e`jƕp ej pda kpdan o_dkkhƘ $?deh` ,1( Bai]ha( 

AG1). Child 37 reported similar experiences where she was made to study the Christian f aith 

extensively, the child found it difficult to cope with and feared being moved to a year group 

below. She narrates that the environment at her current school is more inclusive. These 

findings indicate that being in a multicultural school can be conduci ve to fostering a sense 

of inclusion for newly arrived children.  

 

So, the teachers here, they respect everyoneƙs religions and welcome them [ơ.] they 

donƙt really consider their religions Ɩ they donƙt care, because here we can be anything 

we want, study here. In other schools where I went, some of the schools, like Catholic 

schools, they werenƙt that welcome, because they wanted people to [have] strong belief 

of Jesus, and that was my first school, and I didnƙt know anything about Jesus. So, they 

said I needed to know, and they put the pressure on me. Every time for homework, well, 

they didnƙt have much homework. They had less homework than here, and every time 
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they used this big Bible, and they would tell me to read like 20 to 30 pages each day or 

something Ɩ because they saw I am a late beginner Ɩif they put me back in year three Ɩ 

If they put me there, I would suffer too, I would have never known anyone in year six, I 

would have never made friends because they would have been in a younger year when 

they [would] know anyone. And Iƙm so glad that they didnƙt come to that stage where 

they had to push me back down to the lowest stage. (Child 37, Female, AG1)  

 

Language & School language policy and practice 

 

Learning to speak English was central to some of the challenges newly arrived migrant 

children faced , as for many childr en their first introduction to English was upon arrival to the 

UK. The experience of being placed in a different linguistic environment was difficult for 

some children  as they were worried about how they would make friends or engage with 

school life if the u `k jkp lkooaoo pda ja_aoo]nu h]jcq]ca ogehho6 ƗSdaj E ]nnera`( E s]o ok 

scared when they introduced me to my class. I just said ·Hello§ ]j` pdaj E n]j kqpƝpdau sana 

]hh ola]gejc Ajcheod( dks _]j E ^a hega pd]p;Ƙ $?deh` ,2( I]ha( =C-%* Pdeo iennkno Aolejƕs (2006) 

perspective on language, where she argued that language is one of the toughest obstacles 

that migrants face, and not primarily because of more technical problems of grammar or 

lnkjqj_e]pekj( ^qp `qa pk e`ajpepu hkoo* ƔHa]njejc pk hera ej ] jas h]jcq]caƕ eo jkp ] jaqpn]h 

]_p( ^qp n]pdan okiapdejc pd]p Ɣeilheao ^a_kiejc eiianoa` ej pda lksan nah]pekjo kb pda 

ola_ebe_ _qhpqna pd]p ola]go pda ola_ebe_ h]jcq]caƕ $Espin, 2006: 247). However, despite 

pdaoa _d]hhajcaoƕ _deh`naj d]` ] opnkjc _kiiepiajp pk hearning the language as they 

perceived it to be important , not just for social inclusion , but also as a doorway to future 

a_kjkie_ oq__aoo6 ƗUkq ha]nj Ajcheod( eb ukq ola]g Ajcheod( ukq _]j cap sdanaran ukq s]jpƘ 

(Child 19, Male, AG2).  

 

There were a minority of other children in the sample who did not struggle with English 

as some were already familiar with the language from their home countries where they had 

^aaj p]qcdp ahaiajpo kb Ajcheod6 ƗWhere did you learn English? The school I went to [in 

@q^]eY s]o >nepeod _qnne_qhqi( ok a]nhu kj E op]npa` ha]njejc AjcheodƘ $?deh` /.( Bai]ha( =C-%* 

Another child had attended private English classes in England prior to joining the 

mainstream school . In fact, these children  preferred speaking in English as opposed to their 

home languages, this may be because they felt competent in articulating their thoughts in 

English. This trend was also seen amongst migrant children  who had not been introduced to 

the English language prior to arriving in Manchester. These children reported that over time 

they felt more confident in speaking the language and therefore it became their preferred 

language to communicate in with their friends and siblings. This is a key issue  for policy , as 

these findings indicate that additional support for language learning can help students to 

become more competent in speaking English and may even become their preferred method 

of communication.  
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School language policy and language learning  

 

Certain school policies also played an integral role in supporting children to develop 

English speaking abilities. Some schools provided children with one -to-one support tutors 

who spoke the same language. This was considered to be a valuable source of help for 

children who received it:  

 

I used to go to another school in Manchester. And I had this teacher, an assistant, who 

stayed with me and she also spoke Italian, I used to speak Italian and tell them and 

everything that I don't understand. And they taught me better English. (Child 14, Female, 

AG1) 

 

Other schools held English classes to facilitate the process of language learning:  

 

 Interviewer: What about in school? 

 Participant: That's OK because I have a teacher who sits with me and she speaks Urdu, 

so it wasn't that hard.  

 Interviewer: Okay so she would translate for you until you learned English? 

 Participant: yeah  

 Interviewer: And now you feel like your English is good? 

 Participant: Yes. (Child 14, Female, AG1) 

 

Another language policy some children reported was that they were not allowed to speak 

in their own language at school. The reason cited for this was that staff did not understand 

what the children were saying:  

 

Interviewer: And do you think, you know, speaking in Italianơ do you use Italian whilst 

youƙre at school at all? Or have you used it in the beginning? 

Participant: like [sighs], because apparently, in school right now, you canƙt really speak 

your own language. 

Interviewer: Right. 

Participant: Because the teachersơ they will think that you are offending them and stuff 

like that. (Child 39, Male, AG2) 

 

However, using or allowing the use of native languages during  class is an effective way 

to enable migrant students to feel comfortable and even learn the host language. According 

to Cummins (2001), when a minority language is welcomed by a school, it leads to a stronger 

sense of self and an improved academic perform ance. This was corroborated in our research, 

where we found that the newly arrived children who were given support from other children 

that shared their linguistic background were able to overcome challenges in English 

speaking and writing:   

 

ơ When I came here, I didn't know what I was talking about. All I knew was ƛhiƜ and 

ƛbyeƜ. But then, I don't know, I think a girl, I think sheƙs [child name], she used to be in 

this school to help me with English and how to talk and all that. She told me about words 
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and then how to write cursive. Because she knew what language I spoke, she would 

translate everything to me. So, I found the first few months a bit more hard in my life. 

But then a girl getting to know everyone was the best thing that happened when I came. 

(Child 37, Female, AG1)  

 

Interviewer: When was it difficult?  

Participant: When I didnƙt know how to say things because I didnƙt know much. 

Interviewer: So, what did you do in these situations?  

Participant: I would just speak in Urdu with my friends. (Child 12, Male, AG1) 

 

Peers 

 

Laano _kjopepqpa ]j eilknp]jp l]np kb _deh`najƕo heba ]o pdau ejbhqaj_a _deh`naj#o sahh^aejc( 

development, life opportunities and sense of belonging. This was also the case for children 

in our sample who implied that their peer relations significantly contributed to their feelings 

kb sahh^aejc ]j` ^ahkjcejc6 ƗEjpanreasan6 Sd]p `k ukq hega ikop ]^kqp pdeo o_dkkh; 

L]npe_el]jp6 Iu bneaj`o* E hega pd]p E cap pk lh]u sepd pdaiƘ $?deh` -.( =C-( I]ha%* =p pda 

beginning of the ir school life children feared that they may not be able to form friendships . 

However, it did not take too long for most of these children to build close relationships. 

These friendships were formed in the classes, at lunch, and through other activities su ch as 

football. For many of the children ƕo peer relationships were ethnic - and culture -specific or 

clustered around a shared first language. This is not surprising since it is natural for one to 

gravitate towards those with whom they have common ground as this can help in forming 

early in -group membership (Evans and Liu, 2018). Our findings indicated that being in 

ethnic -specific friendship groups was useful to children in numerous ways . For example, for 

the newly arrived children whose English speaking abilities were in infancy , it helped  in 

familiarising them with  their host country and learning the language. This practice also 

enabled children to extend their social circles:  

 

Interviewer:  How did you find, was it easy to find new friends or some activities that 

would make you feel like you belong? 

Participant [ơ] At the start, like it wasnƙt easy [ơ] because I couldnƙt speak English well 

and yes, some Italian friends helped me to get some friends. (Child 38, Male, AG2) 

 

What was interesting, however , was that many newly arrived migrant children also spoke 

of holding positive and mutual relationships with children of varying ethnic and cultural 

backgrounds. They displayed feelings of respect and a sense of fascination  for one anothanƕo 

_qhpqn]h( hejcqeope_ ]j` nahecekqo `ebbanaj_ao6 ƗWƝYE d]ra iap ] hkp kb laklha bnki kpdan 

_kqjpneao pd]p E `e`jƕp araj gjks pd]p pdau ateopa`Ƙ $?deh` /5( I]ha( =C. %* 
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Teachers/educational staff 

 

Overall children held positive views about their teachers and felt that they could rely on 

pdai bkn oqllknp ^kpd ]_]`aie_]hhu ]j` ej ejpanlanokj]h ]ola_po kb heba6 ƗEjpanreasan6 Eb ukq 

are feeling unwell, to whom you talk to?  

 Participant: My teacher and they tell me where to go. If itƙs a problem with my friends, I 

try to solve it myself, if I canƙt, I go to the teacher (Child 32, Female, AG1).  

 

Some children made comparisons between teachers in their home countries and teachers 

in England. Two children, one from India and one from Romania described their former 

teachers as strict and serious with the Romanian child stating that teachers sometimes used 

physical punishment as a behaviour management tool. Teachers in the UK were thought to 

be kind, respectin g and helpful. This helped children to become more accustomed to the 

>nepeod o_dkkh ouopai ]j` ]_]`aie_ heba6 ƗUao( benophu pda pa]_dano* Pdau ]na iq_d ^appan ]j` 

ikna ouil]pdape_* Pdau heopaj pk ukq( sd]pƕo ej ukqn okqh* Pdana ]na oq_d pa]_dano ej Nki]je] 

pkk( ^qp okia ]na _nqah( atpnaiahu _nqah* =j` eb o+da `kao okiapdejc pk ukq( pda lkhe_a `kjƕp 

`k ]^okhqpahu ]jupdejc( i]u^a ] beja ]j` pd]pƕo ep* E `kjƕp bej` ep b]en( ^a_]qoa pd]p ge` _]j ^a 

`a]` ]j` ukq kjhu cap ] beja ]j` ukqƕna kqp( pd]pƕo ep* $?deh` ..( Bai]ha( =C.%Ƙ* ?deh` /3 d]` 

similar experiences with teachers in India and felt that the approach educational staff used 

pk pa]_d ej Ajch]j` s]o iq_d ikna abba_pera ej lnkikpejc ha]njejc6 Ɨej Ej`e]( sa jaran ƒ we 

qoa` pk ]hs]uo d]ra pk o]u ƗIeooƘ( ]hs]ys be serious with everything. But here you can 

]_pq]hhu d]ra okia bqj ha]njejc ] sdkha `ebbanajpƘ $?deh` /3( Bai]ha( =C-%* ?kjranoahu bkn 

one Norwegian child, teachers in Britain were more assertive regarding their educational 

practices which instilled a sense of responsibility regarding education in the child:  

 

Now I feel I really study good than I did in Norway. In Norway, I was like ... if I had 

homework, I was like No, I can do it school instead of doing it at home. Because I didnƙt 

think about Itƙs so important for me, because if you get detention, it wasnƙt like here. 

There, teachers say to you 'If you donƙt want to do this, itƙs your choice', but here, the 

teachers say to you 'No, you have to do this, you have to do this. Itƙs like rules you need 

to do'. (Child 21, Female, AG2) 

 

Very little negative experience with school staff was reported, with the exception of three 

children. Two children reported that they felt excluded and not heard by class teachers:  

 

Just I want to say about my teachers, sometimes they need to listen to the student. Like, 

you know, sometimes I have problems, they always give attention. So, when I want to 

explain to them, theyƙre donƙt even listenơ so that sometimes really hurts me. Like ƙWhat 

did I do, why are you not listening?ƙ So, I just get angry and I want to sit alone. 

Sometimes thatƙs always happening to me. (Child 16, Female, AG2) 

 

Whereas another child felt that teachers were not using appropriate teaching methods 

which made the child disconnect from education:  
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Interviewer: What can you tell me about the school where you have studied?  

Participant: It was not good; it was so boring. Like, the teachers will just give you like a 

worksheet and you just have to do it, they don't even look at it. 'It's in your book', that's 

it. They don't give feedback or anything.  

Interviewer: This is for everybody? 

Participant: Yes. I always say to my friend he just plays or eating. They would never 

check on him. Never. (Child 15, Male, AG2) 

 

Inclusion and integration practices regarding newcomers 

 

For newly arrived migrant children , one of the most importa nt inclusion and integration 

practices was that performed by fellow peers , which included helping the newly arrived 

child to make friends and learn the language:  

 

When I came here, I didn't know what I was talking about. All I knew was ƛhiƜ and ƛbyeƜ. 

But then, I don't know, I think a girl, I think sheƙs [child name deleted], she used to be in 

this school to help me with English and how to talk and all that. She told me about words 

and then how to write cursive. Because she knew what language I spoke, she would 

translate everything to me. So, I found the first few months a bit more hard in my life. 

But then a girl getting to know everyone was the best thing that happened when I came. 

(Child 37, Female, AG1) 

 

School policies , such as assigning buddies to newly arrived children , especially helped 

this process and was considered useful by the children:  

 

Interviewer: I was wondering if you had to imagine for example a new student coming 

to your school, like it was yourself for example coming from abroad, not knowing 

English, what are the kind of things that you think a school could do that would be 

helpful for such a student?  

Participant: Like they did for me, assign them to, I donƙt know, a student so that the 

student helps you go, get into some groups and then learn English. (Child 38, Male, AG2) 

 

Psychosocial support 

 

Psychosocial support was thematised in a small number of interviews. In these cases, 

children relied o n friends, parents and teachers for psychosocial support. They reported that 

they could turn to these individuals if they n eed help. One child noted that his school offers 

a service to support children's mental wellbeing:  

 

Interviewer: If you feel unhappy, to whom you comfortable to talk to?  

Participant: There are those clubs that you can go to that they will help you relieve down 

a little, if there is something stressing you a little, we have it. They help children relieve 

down a little and teach t hem how to not be stressed and what they can do in the first 

place to not be stressed.  

Interviewer: Have you been there? 
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Participant: No. Personally, I tell all things to my parents. 

Interviewer: How did you know about these clubs? 

Participant: One day my friend was feeling bad because of something the teacher did, 

and I was feeling bad for him, when he left I followed him, he entered this room, and 

once the door was shut there was this poster that says ƛthe club that caresƜ. (Child 33, 

Male, AG1,) 

 

 Family and wider community  

 

Family 

 

Most newly arrived children had migrated to the country with their parents and siblings, 

leaving behind extended family members such as grandparents, uncles, aunties and cousins 

in their country of origin or ancestral co untries. These children migrated to the UK with their 

Immediate family  members, except for a few whose fathers had migrated earlier for work 

purposes ]j` ej kj_a ejop]j_a ] _deh`ƕo parent had not migrated with them due to parental 

separation. One child who  d]` iecn]pa` pk Ajch]j` pk bhaa s]n Ej En]m d]` jkpa`6 ƗIu iqi 

]j` `]` _]ia sepd ia( ok sa `e`jƕp oal]n]pa kqn heppha b]iehu( saƕna ] je_a b]iehu( sa `e`jƕp 

oal]n]paƘ $?deh` ,1( Bai]ha( =C-%* Pdeo ej`e_]pao pda _deh`ƕo ]s]najaoo pd]p ej pda lnk_aoo kb 

migration families do not always remain together . It is no surprise then that , overall , family 

was considered to be an especially important factor in the wellbeing of children. Some 

children spent time with parents and siblings through play and other activities and also 

received social and emotional support from them. Older siblings played an important role in 

supporting t he education of younger siblings as for most children, parents were unable to 

support their child due to a lack of English -speaking abilities. Those who had no older 

siblings resorted to completing homework alone. This is problematic as parental support in  

education is necessary for good educational attainment, but due to language barriers, many 

migrant children are not afforded this support.  

 

Interviewer: Can your parents help you with homework or do you rely mostly on your 

brothers and sisters? 

Participant: It's mostly my brother and sister helping me with the homework.  

Interviewer: So, they donƙt speak very good English your parents?  

Participant: No. (Child 12, Male, AG1) 

 

Having extended family in the UK was a key theme across some Interviews in feeli ng a 

sense of belonging and integration into British society. Children in the sample who had 

extended families in the form of aunts, uncles and cousins in the UK and also lived close to 

them. Extended family members provided an important form of social and  emotional 

support and a sense of community. Children spent weekends playing with cousins visiting 

family members and engaging in activities such as going to religious centres together:  
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 Interviewer: Do you have any relatives here, in the UK? 

Participant: Yes. I have cousins and an auntie. [upon prompting] I visit them sometimes. 

Interviewer: Do you like visiting them? 

Participant: Yeah. (Child 14, Female, AG1) 

 

It was notable that children without extended family in the UK struggled more to become 

accustomed to the society, as was the case for Child 17 who reminisced about life in Syria 

and the extended family she was forced to leave behind. For this child, life was better in 

Oune] Ɨ>a_]qoa ]hh iu b]iehu s]o pdana* Dana E `kj#p gjks ]jukja( kjhu iu b]iehuƘ $?deh` -3( 

Female, AG2). Similarly, Child 16 speaks about her affiliation to Kuwait and recounts time 

spent with family:  

 

 Interviewer: Do you still have some family in your country?  

Participant: Yes, my cousins, my uncle, they are all, like, half in Kuwait, half in Saudi 

Arabia. When I was in Kuwait, I would always go to them. We enjoyed together, chatting, 

playing, do some fun stuffƜ (Child 16, Female, AG2). 

 

It seems that family in the home country is an anchor that keeps them connected to their 

origin. Children sustained this connection through regular phone calls, and video  chats:  

 

Interviewer: What do you remember from Pakistan?  

Participant: My grandparents [upon prompting] I miss them. I speak to them every week.Ɯ 

(Child 13, Male, AG1) 

 

Migrant community, religious community  

 

Religious community  

 

Religion was an important feature in many children  lives. Muslim children reported going 

to the mosque to learn the Quran or Arabic. A Sikh child spoke about going to the Gurdwara 

with family members and friends and a Christian Romanian child narrated being involved in 

Christian mass. These children were happy that they were able to practise their religion 

without restrictions and were accepted for their individual beliefs:  

 

For the Muslims there, in school, they can put the scarf. When you go outside, no one 

talks bad words. If I was in France, they talk about bad things, we canƙt take our scarf in 

school. So, I like this because they all have community there, we are all like normal, they 

all respect there, itƙs fine. I like this because, you know, respect. (Child 20, Male, AG2)  

 

Children also took part in celebrations such as Eid and Diwali with family and friends. 

Religious festivals and holidays were important as they served as a reminder for ethnic and 

cultural affiliation:  
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Interviewer: Do you have festivals that you go here? Are there any or you donƙt go to 

any? Have you been to any festivals here? 

Participant: No, not any British festivals but we celebrate our festivals. Me and my 

friends in our society, we plan to, in our little central garden, we did fireworks and they 

allowed us to so that didnƙt make us feel sad because thatƙs when all of us, the majority 

of our family, meet together so thatƙs why. 

Interviewer: So something that you used to do in India as well? 

Participant: Yes. So we used to go in others homes and give them sweets, take sweets 

and come together in the area where we blow fireworks and then we had loads of fun 

there. 

Interviewer: Thatƙs nice. 

Participant: Yes. (Child 50, Female AG1) 

 

A Sikh child who visits the Gurdwara with his family reported enjoying the celebration of 

Halloween. This is Indicative of the taking on the British identity. This is Illustrated In figure 

2.  

 

 

Figure 2* @n]sejc ^u ?deh` ,26 ƗPdana eo iu dkia ]j` pdana eo iu o_dkkh* E s]hg -*. iehao bnki iu 

home to school. I like chocolate. I like science. My favourite festival is Halloween. I like horror. I belong 

to India. This is the building  of the school in Portugal. There are many things that I like there. I like 

pnaao( E hega oqjoapo ]j` oqjneoaƘ*  

 

Migrant Community  

 

Another noticeable theme was that some migrant families gravitated towards living in 

areas with a high rate of migrant individuals and mostly migrants of a similar background. 

This is not an uncommon finding as migrants often stay in communities with a lar ge number 

of people from origin countries as they share similar experiences. Migrant communities can 

also be important in signposting resources to children enabling them to form friendships 

with individuals who have similar backgrounds. However, despite th e usefulness of 

interethnic ties researchers warn that close -gjep peao sepd kjhu kjaƕo ksj _kiiqjepu _]j 



  

37 
 

ha]` pk oacnac]pekj ]j` _]j heiep ] lanokjƕo ]^ehepu pk ]__aoo ateopejc naokqn_ao ]j` pdanabkna 

improve their social positioning (Putnam, 2007).  

 

Local environment 

 

Hk_]h ajrenkjiajpo ]na ]j eilknp]jp ba]pqna kb ] ukqjc lanokjƕo heba. It helps them to 

develop a sense of belonging which in turn improves  _deh`najƕo baahejc kb oa_qnepu* Pdeo _]j 

be particularly important for newly arrived migrant child ren who have arrived into a country 

opnegejchu `ebbanajp pk pd]p kb pdaen dkia _kqjpnu* Pda naokqn_ao lnkre`a` ej kjaƕo hk_]h 

environment can be imperative to the integration of children. For example, one child cited 

frequently  visiting the park as this fa cilitated the formation of friendships.  

 

Interviewer: And how do you feel when you are in the park, surrounded by nature? 

Participant: It feels nice because I can make a lot of new friends, who I donƙt know, just 

for, like, a day. And then the next day, have some more new friends. They keep coming. 

New friends keep coming there, and I can play with them and then talk about stuff. 

(Child 44, Male, AG2) 

 

 Other  

 

N/A 

 

Conceptualizations of own wellƖbeing and life satisfaction  

 

Self -perceived well -being and life satisfaction  

 

?deh`najƕo lan_alpekjo kb pdaen sahh^aejc ]j` heba o]peob]_pekj sana lkoepera sepd i]ju 

nalknpejc ^aejc d]llu ]j` d]rejc ] Ɣckk` hebaƕ* B]_pkno oq_d ]o b]iehu( bneaj`o( hk_]h 

community and school were commonly cited as contributors. This is illustrated by Child 19, 

who states that despite life being different in Manchester, as compared to Romania, he is 

satisfied with his current way of living. Moreover, strong friendships in Britain can be useful 

anchors in feeling connected to the country:  

 

And here the life is good, a different living. I got used to living here. If you have 

friends, you forget (about Romania). You cannot forget where you were born, but it's 

easier" (Child 19, Male, AG2).  

 

Oeieh]nhu( ?deh` ., ola]go ]^kqp Ɣd]rejc aranupdejcƕ ]o da jks d]o ] Ɣ_kiiqjepuƕ ]j` hkpo 

of friends:  

 

I have a lot of friends, I have my community now, I'm normal. I restart everything, so 

I have my friends, my community, I have everything now (Child 20, Male, AG2). 
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 Identification and belonging  

 

Transnational migration  

 

Much of the sample had participated in transnational migration , whereby they maintained 

connections to their country of origin whilst simultaneously settling into other countries. As 

a result, their feelings of identification and belonging were stretched across various nations. 

Some children identified as belonging more to the country of their birth as opposed to their 

ancestral country. Whilst others were adamant that despite having been born in and spent 

several years in one country, their orig in belonged to the country of their ethnicity. This is 

illustrated in the following quotes from interview 12 and interview 21. Child 12 was born in 

Italy , whereas his parents had immigrated from Pakistan . When asked if he is from Pakistan 

da op]pao6 ƗJk( E ]i bnki Ep]huƘ $?deh` -.( I]ha( =C-%* Child 21, however, speaks about feeling 

more Arab than Norwegian , despite having been born and raised in the latter country. For 

this child , belonging to a country is more than just having been born there, it is also 

represented in the way one dresses, how one speaks, the food one eats and the culture one 

is raised in. From the point of view of social anchoring , Child 21 has several anchors placed 

within her Arab culture that make her feel more Arab than Norwegian.  

 

So, people, sometimes, in this school, ask me how do you feel yourself? Do you feel like 

European? Because you havenƙt been in Arabic countries? Do you feel yourself like 

Norwegian more? Or Arab? So, I used to say Arab, because at home we donƙt do ... like 

Norwegian culture. We eat more Arabic food, we do things that Arabs do, like 

celebrating Eid, different thing they donƙt celebrate ... The clothes we wear, itƙs not like 

them, we wear Arabic clothes, and we speak Arabic at home. So, I feel myself more 

Arabic than Norwegian. Itƙs right that I lived there more than 13 years, but I just feel 

myself Arab because my family is Arab. So, if people ask me, I will say I feel myself more 

Arab than European. Because I donƙt do like European people I just grew up with the 

Arabic culture, so I feel myself more Arabic. (Child 21, Female, AG2). 

 

Family/ social ties 

An anchor discussed by all children that heavily influenced their feelings of identification 

with greater Manchester and their country of origin was family and other social ties. Similar 

to the findings of Grzymala -Kazlowska (2018), children in our researc h had parallel anchors 

in relation to family and friends , which meant they had dual footholds In the UK and their 

home countries. Children missed the relatives and friends they had left behind , but through 

maintaining close ties with members of their commu nity of origin, family and peers in 

England, children were able to remain connected to Britain:  

 

ơ Itƙs quite hard to live without relatives about one year and I came here one year ago 

so I miss India festivals that I do, my relatives. My father came here first. When we came, 

me and my brother and my mother but when he was here, I quite missed him and I used 

to cry. (Child 50, Female, AG1,) 
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Having parallel anchors across countries created a safety net for those children who were 

concerned about their futur e in Britain. As Child 19 explains, the possibility of having to 

leave Britain due to Brexit does not affect him as he has friends and relatives he can return 

to:  

 

Interviewer: (Seeing you have so many friends and family here) How would you feel if 

you had to return to Romania?  

Participant: Fine. With this Brexit, they would also return. But I also have friends in 

Romania, my grandparents, my relatives, my cousins. (Child 19, Male, AG2) 

 

Language 

 

The significance of language to the transformation of identity in migrants has been 

discussed by Espin (2006). Obtaining the new ƒ and losing the old linguistic community ƒ is 

central to the experience of migration. Although the children in our sample were  eager to 

learn the English language, some were concerned that in that process they were beginning 

to forget their native language. Language was an anchor that ensured that they sustained a 

bond to their origins , which was now slowly beginning to fade.  

 

Interviewer: Do you get to speak Hindi here? 

Participant: Yes, because there some other friends who know my language. Sometimes 

we speak in it, when we play cricket.  

Interviewer: How does this make you feel? 

Participant: It makes me happy, I would give them more credit for speaking my  

language, if I had no friends who speak my language, I would have probably forgotten 

it by now. They do help me, when we are playing cricket, if they speak in Hindi, I would 

speak in Hindi, smile a little too. (Interview 33, Male, AG1) 

 

 Feelings of safety  

 

Children generally felt safe in their lives and neighbourhoods. Several factors contributed 

to this, including family, friends, the hustle and bustle of the city , and Greater Manchester's 

multiculturality. However, several b]_pkno pd]p lqp _deh`najƕo baahejco kb o]bapu ejpk mqaopekj* 

For example, two Romanian children spoke about the potential risk of having to leave the 

country due to Brexit, thereby making their future un certain. The children did not wish to 

return to their home country as they both had high aspirations for their future which they 

felt could not be achieved In Romania.  

 

I think about this Brexit thing: Why is it happening? Because people have the right to 

travel, but they do this for a better life, because they didn't have one back in their 

countries. They want to follow a different path, to change their life, to change 

themselves. (Child 22, Female, AG2) 
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A few also felt unsafe due to the pandemic . Their lives had been significantly disrupted with 

one child having lost a friend to the virus.  

 

Interviewer: How do you feel with all this Corona virus situation and how itƙs changing 

your life?  

Participant: Horror.  

Interviewer: Oh, do you feel scared? 

Participant: Yes. (Child 24, Male, AG1) 

 

Self -perceived opportunities, choices and feeling of control over their own life and future  

 

For many children in the sample , moving to the UK was an opportunity for a better life. 

Some reported that their p arents migrated for the sole purpose of a better future: "[...]My 

b]pdan s]jpa` ia ]j` iu b]iehu pk cap ] ^appan a`q_]pekj( ok sa _]ia pk pda QGƘ $?deh` -/( 

Male, AG1). Children themselves thought that Britain was a land of opportunities and felt 

that they  _kqh` ]_deara iq_d6 Ɨ>a]qpebqh life. You can do whatever you want. Like if you want 

pk ^a ] `k_pkn ukq _]j ^a ] `k_pkn* Eb ukq s]jp pk pn]rah( ukq _]j pn]rah* WƝY ukq _]j `k 

sd]paran ukq s]jpƘ $?deh` -2( Female, AG2). This is further illustrated in Child 19 drawing in 

which he has drawn his story of migration  (figure 3) . 

 

Children wanted to become footballers, doctors, surgeons, police officers, businessmen 

and women, dentists and even a chemical scientist. They believed that if they worked hard 

in their e ducation, they would achieve their goals. They did not believe it would be possible 

pk ]_deara pdeo ej pdaen dkia _kqjpneao6 ˕WƝYE gjks E ]i ckejc pk d]ra ] ^appan _]naan dana( E 

know that. In India, there is like a billion people living, and there is a lo t of competition going 

kj* Dana( pdana eo haoo laklha( haoo _kilapepekj WƝYƘ $?deh` //( I]ha( =C-%* Pdeo ^aheab 

encouraged many children to work harder at school and take education more seriously, as 

was the case for Child 21 from Norway. The child reports  not putting much effort into school 

in her country of origin, but since arriving in England she works harder as she has the belief 

that she needs to work more to achieve a good life. It is important for schools to note the 

high aspiration of migrant child ren and their willingness to engage with education:  

 

So, when I was there, I was like I don't care about studying, like, I cared about it, but not 

like here. Here, I was like: ƛNo, I need to study because I need to get to college, I want 

good grades, I want to get to university, I want to be something. I don't want to without 

work, I don't want to be without knowledge, I need knowledge, this is for me.Ɯ But there, 

I didn't care. I was like: ƛSchool is nothing big for me, it's not everything for me.Ɯ But 

here, I know that school is a big thing for me, and study is something important for me 

if I want to be something very good for me. So, that's different. (Child 21, Female, AG2)  
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Figure 3. Drawing by Child 19: All my family is in the UK, only my grandparents are in Romania.  

I miss them. I go visiting them in the summer. I've lived for three years in the UK.  

 

Perceptions, values, attitudes and opinions  
 

The perceptions and attitudes regarding equality and intercultural dialogue were overall 

positive amongst children. Children recognised the diversity and multiculturality at their 

schools as an asset as this meant that they were in an environment where the ir differences 

were accepted. For example, Child 16, who migrated from Kuwait, initially feared facing 

backlash from the country `qa pk dan Iqohei b]epd6 Ɨ>a_]qoa Eƕi Iqohei( laklha ]na ckjj] 

^qhhea` iaƘ*  Dksaran( oda `e` jkp b]_a ]ju `eo_neiej]pekj ]j` belt that "They were really 

ckk` laklha( pdau naola_p kpdano* Pd]pƕo na]hhu je_a( bkn aranukja( ukq gjks˕ $?deh` -2( 

Female, AG2). In fact, children not only appreciated being accepted for  their migratory 

background and religious and cultural differences bu t also readily accepted the cultural and 

religious identities of others. For example, when Child 32 was asked about h er perceptions 

of the diversity of Manchester sda op]pa` ƗEpƕo ] ckk` pdejc ^a_]qoa ukq cap pk gjks kpdan 

pn]`epekjo ]j` kpdan h]jcq]caoƘ $Child 32, Female, AG1). These findings do not coincide with 

some of the previous literature which proposes that diversity is likely to lead to a reduction 

in social capital and social cohesion in the short term (Putnam, 2007).  

 

Some children were also act ively engaged in learning about different cultures , not just 

through academic curriculum or events such as the Black History Month (BHM), but also 

through personal inquiry. For example, Child 22 , a Romanian child with primarily non -

Romanian friends, was fascinated with the customs and traditions of her Muslim friends: "I 

bkqj` ep atpnaiahu ejpanaopejcƝdks i]ju _qhpqnao pdana ]na kj pdeo A]npd ]j` pdana ]na 

laklha sdk `kjƕp gjks ]jupdejc ]^kqp pdai( ^qp epƕo atpnaiahu ejpanaopejc* E s]o ejpanaopa` 

on their cqhpqna( ^qp ]hok pdaen h]jcq]cao* E hega `eo_kranejc jas h]jcq]cao( opqbb( Eƕra ]hs]uo 

been like that ". 
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Perceived advantages and weaknesses of existing models of migrant childrenƙs integration 

 

Perception of integration  

 

It was clear from the interviews that all children hoped to become productive members 

of British society. They had actively engaged in language learning practices, forming 

friendships and engaging with wider communities.  

 

Advantages 

 

Children Identified  several practices employed by their school's that they believed to be 

useful for the integration of migrant children  these are listed below.  

 

Buddy system 

 

A few children mentioned their school using the buddy scheme to support new arrivals. 

This is where a child is chosen to be a buddy for the new arrival. The buddy provides their 

time and support to their mentee. The children in our research noted this to b e an effective 

strategy to enabling new arrivals to become familiar with the school and make friends. Child 

50 who received this support describes her experience:  

  

Interviewer: When you came here last year, in Year 4, did you have a buddy, like 

someone that helped you? 

Participant: Yes, [child name], [teacher name] [ơ]buddied me with her and then she used 

to show me around and her friends. Then I got on and I made friends with Miaƙs friends 

and then there was a group, like six people including me. Now I donƙt play with them 

but I play with one of the group and made another group. (Child 50, Female, AG1) 

 

Language support  

 

Pa]_dejc ]ooeop]jpo sdk sana ]^ha pk ola]g pda _deh`ƕo j]pera h]jcq]ca sana oaaj pk ^a 

important in learning English: 

 

Interviewer: How did you learn it here? At school or outside? 

Participant: Both, I used to go to another school in Manchester. And I had this teacher, 

an assistant, who stayed with me and she also spoke Italian, I used to speak Italian and 

tell them and everything that I donƙt understand. And they taught me better English. 

(Child 14, Female, AG1) 
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4. Discussion  
 

This report aimed to assess the integration processes of newly arrived migrant children 

from a child -centric perspective. The children involved in this research had a variety of 

migrant and ethnic minority backgrounds. In the discussion, however, we will a lso look at 

the results of research conducted among long term migrant children and local children.   

 

We found that almost all children in the sample were transnational migrants. Even most 

of those who were classed as local had 'tangible', 'cognitive' and ' virtual' anchors tying them 

]_nkoo j]pekjo `qa pk pdaen b]iehuƕo iecn]pknu ^]_gcnkqj` $G]vhksog]( .,-4%* Pda e`ajpepeao 

of the newly arrived, long -term and some of the local children were rooted in their 

home/ancestral countries, continually cultivated by cultural and religious practices they and 

their families were involved in. However, more importantly, the newly arrived (and long-

term ) migrant children had begun forging or had already forged themselves a place in their 

host society and had developed many  Ɣbkkpdkh`oƕ ej >nep]ej sde_d dahla` pdai pk baah ] 

sense of belonging, with these footholds including peer groups and schools.  

 

Being part of multicultural communities and schools was thought to be especially useful 

in the process of integration, in fact,  newly arrived  (as well as long-term and local ) children 

advocated for multiculturalism stating its manifold benefits. These findings also link to the 

findings of WP4 whereby schools that housed large ethnic minority populations celebrated 

the diversity in  their schools. For the newly arrived children, it meant that they were able to 

meet other children of similar backgrounds who were a great resource for feeling a sense of 

belonging. Local children, as well as newly arrived and long -term children, also com mented 

that these environments were useful because they enabled them to meet and interact with 

individuals of other cultures and learn more about them. From a theoretical perspective, 

multiculturalism is useful as it has been found to promote inter -ethnic and co-ethnic ties and 

positive attitudes towards others (Marschall and Stolle, 2004;  Oliver and Wong, 2003; 

Werbner, 2013: 416). For example, Agirdag, Demanet, van Houtte, & van Avermaet, (2011) 

in their research found that ethnic minority children who at tended schools with large 

composites of minority children reported less peer victimisation. Indeed, our research 

showed that children were empathetic towards migrant children and certain children relied 

on their ethnic ties for social and emotional support . However, a problematic aspect of these 

settings is that individuals tend to cluster around those with whom they have shared 

characteristics sometimes leading to ethnic enclaves (Danzer and Yaman, 2013), thereby, 

defeating the purpose of promoting interet hnic ties. Our research also found this, as 

participant observations showed in some cases there clustering of children of ethnic groups 

and genders. Similarly, children from ethnic minority backgrounds in the interviews and 

focus groups remained in large p art friends with other ethnic minority children, except for 

some. There is a need for schools to focus more on cultivating interethnic ties amongst 

children. Despite this, we would like to argue that multiculturism, in schools can and should 

be seen as an asset to be utilised for the integration of migrant children as they provide 

migrant children with a bank of resources that may not be otherwise available to them.  
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?deh`najƕo _qhpqn]h ]j` nahecekqo ^]_gcnkqj`o bknia` ]j eilknp]jp l]np kb pdaen e`ajpepeao 

and the children needed them to be accepted. Parents and families engaged in many 

practices that ensured that these identities would remain cultivated. This included 

maintaining ties to home countries, sending children to Arabic classes, or churches. In a  few 

cases, newly arrived children had attended schools where their own religious identities were 

undermined, which resulted in the pupils feeling alienated and therefore changing schools. 

In the new schools, it was felt that the teachers were more accepti jc kb _deh`najƕo e`ajpepeao* 

These feelings were shared by long -term and local children whereby the supportiveness and 

fair and equal treatment of children by class teachers was felt to be a positive aspect of their 

school lives.  

 

Peers were central as to the lives of newly arrived (and long-term migrant children ). Long-

term migrant children noted that they initially struggled to make friends when they were 

new arrivals. However, they quickly became part of multiple peer groups. Their peers 

supported them linguistically, socially and in the classroom. The local children were also 

empathetic towards the experiences of newcomers and engaged in practices to ensure they 

would feel included in the school setting. For example, children who had a migratory family 

background and a good grasp of a minority language supported migrant children by 

translating for them. Other children found a great sense of comfort in having peers who had 

the same ethnic background as them as they could feel a sense of belonging far from  home. 

Generally, children were positive about their interactions and relationships with their peers 

with very few children reporting any conflict. This, however, does not mean that the children 

were not facing any discrimination, as it is possible that ch ildren were reluctant to discuss 

this at the school setting especially when there may have been teachers present. There was 

some evidence regarding discrimination against migrants in the data sets with children in 

focus groups discussing issues pertaining to racism in Manchester and Romanian children in 

the interviews reporting being bullied. This issue needs further pursual in order to 

understand the full picture of discrimination against certain categories of migrant children.  

 

Language skills were identibea` ^u ]hh _deh`naj ]o kja kb pda gau _d]hhajcaƕo iecn]jp 

children face in Britain. Newly arrived and long -term children had anxieties around their 

competency in speaking English and recognised that without this they would not be able to 

access the majority culture and form friendships. The new arrivals and long -term children 

placed a great emphasis on their English learning abilities and were supported by local 

children in developing their competency in the language.  At school, children were expected 

to conform to the majority language and some stated that they were not allowed to speak 

pdaen dkia h]jcq]ca ]p o_dkkh* @qa pk pdeo ln]_pe_a( pdaoa _deh`najƕo j]pera h]jcq]ca ^a_]ia 

confined to the spheres of their homes or friends. Some bilingual children not ed that in the 

process of learning English they were losing proficiency in their own language. This is 

lnk^hai]pe_ ceraj pd]p h]jcq]ca eo jkp fqop ] _kiiqje_]pera pkkh( ^qp decdhu hejga` pk kjaƕo 

identity and sense of belonging. Children found a sense of c omfort in speaking their own 

language and often times was a necessary means to remain connected with the countries of 

their origin.  Bilingualism also has many benefits with previous research showing that 

bilingualism has cognitive advantages to children ( Engel de Abreu, Cruz-Santos, Tourinho, 

Martin & Bialystok, 2012). Moskal and Sime (2016) argue that schools should promote home 
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languages and include them in the curriculum. It can also be argued that in a multicultural 

Britain, bilingualism will be useful  at an economic level whereby bilinguals can become a 

support mechanism for new arrivals and those without competency in English speaking.  

 

Another important finding was that, overall, children reported feeling satisfied with life 

and had many aspirations. Newly arrived children were more aspirant than long -term and 

local children as they recognised the long -term benefits of education for upward mobility. 

For the newly arrived children, Britain was a land of opportunities and they believed that by 

focusing on their education and learning English they could achieve well.  However, the 

restrictions placed due to Covid -19, such as school closures, had a negative impact on some 

_deh`najƕo sahh^aejc sepd kja _deh` nalknpejc baahejc pn]lla`* Ep eo jkp possible to comment 

further upon this due to minimal data, but these findings do indicate that further research 

needs to be carried out on the impact of Covid -19 on migrant children.  
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5. Executive summary  Ɩ newly arrived migrant children  
 

This report presents findings of research carried out in schools, mainly across Greater 

Manchester on the experiences of integration of Newly arrived migrant children. Children 

were classified as being newly arrived if they had lived in the country for less than three 

years. They had migrated from various countries including Iraq, India, Italy, Pakistan, 

Romania, Syria, Portugal, France, Norway, Dubai, Turkey, Kuwait, and Sudan. Reasons for 

migration differed across the sample with some having left home countries due to ec onomic 

reasons, a few due to war and others came for educational purposes. Displacement clearly 

marked their lives and having left behind loved ones; they were now in the process of 

_na]pejc ] jas heba* Ej pdaen jas heraoƕ b]iehu( o_dkkh ]j` laano lh]ua` ] central role in 

feelings of identification and a sense of belonging.  

 

 In regard to their migration experiences children arrived in the country with their 

immediate families with the exception of a few whose fathers had migrated earlier for work 

purposes. These children had left behind extended family members such as grandparents, 

uncles, aunties, and cousins but many also had extended family members in the UK. The 

extended family in the UK provided children with important forms of social and emotional 

support as well as a sense of community. In the immediate family older siblings were ab le 

to support younger siblings with their homework as many parents were unable to speak 

English. Family was also a key anchor that helped to sustain a bond between children and 

their home countries.  

 

In relation to inclusion in peer groups, friends played  a central role in the lives of newly 

arrived children. They were part of multiple peer groups including those in their 

neighbourhood, school and religious communities. Peer groups varied with some children 

having ethnic specific friends and others with a wide variety of backgrounds.  Ethnic specific 

bonding was important as they provided children with resources that may not have been 

otherwise available to them, for example, many children relied on their friends for language 

learning. Exclusion from peer g roups was only reported in a few instances, in these cases the 

`eo_neiej]pekj s]o `ena_phu hejga` pk pda _deh`ƕo iecn]pknu ^]_gcnkqj`* Pdana sana nalknpo 

kb `eo_neiej]pekj `qa pk kjaƕo b]epd( apdje_epu ]j` hejcqeope_ ]^ehepeao* Apdje_ `eo_neiej]pekj 

was particularly described by Roma children who felt discriminated against by both Roma 

and none Roma pupils.    

 

=jkpdan _ajpn]h ]ola_p pk _deh`najƕo herao ej >nep]ej s]o a`q_]pekj( pdaoa _deh`naj 

recognised the importance of school and had high aspirations, wi th many already having 

forged ideas of their future occupations. For the newly arrived children, Britain was a land of 

opportunities and they believed that by focusing on their education and learning English 

they could achieve well in their future. An aspe ct children especially appreciated within their 

school environments was the multicultural nature of their schools. Children enjoyed 

learning about different cultures and appreciated the efforts schools put in place to 

celebrate the diversity of the culture s. Those of a religious background appreciated that they 

are able to practice their religion without restriction. In the beginning there were anxieties 

on how they would integrate in to this new society. The anxieties were rooted in the lack of 
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English-speaking abilities, with children wondering how they would form friendships if they 

_kqh` jkp _kiiqje_]pa sepd kpdano* @qa pk pdaoa _d]hhajcaoƕ _deh`naj d]` ] opnkjc 

commitment to learning the language as they perceived it to be important, not just for social  

inclusion, but also as a doorway to future economic success. Children were supported In 

learning English by their teachers and peers.   

 

The question of identity and belonging was a complicated one for this sample, namely 

because for over half the sample, United Kingdom was not the only country they had a 

migration experience off.  Over half the sample was either born in a different country to that 

of their parents or they had lived in multiple countries prior to arriving in England. When 

asked about belonging some were adamant that they belonged to their birth country for 

others their identity was rooted in the country of their parents. The country of origin 

remained important to the children as most of the children still had extended family 

members and friends that they had left behind. Overall, it seemed that the children were 

satisfied with their lives and had positive perceptions of their wellbeing . It seems that it was 

social relations such as family, friends, local community and school that lar gely contributed 

to these feelings.  
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1. Introduction  
 

This report aims to explore integration processes from the perspective of newly arrived 

migrant children aged 10ƒ17, answering the following research questions:  

 

¶ How do (newly arrived migrant) children perceive and experience processes of 

integration?  

¶ How do educational staff approac h and address newly arrived migrant integration 

processes? 
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In this nalknp( pda lnei]nu bk_qo eo kj _deh`najƕo ]__kqjpo kb ejpacn]pekj( sdeha a`q_]pekj]h 

op]bbƕo ]llnk]_dao ]na opq`ea` l]nphu pdnkqcd k^oanr]pekjo ]j` l]nphu pdnkqcd pda _deh`najƕo 

accounts in interviews and focus groups.  

 

Integration is understood in a bro ad sense as Ɣthe process by which people who are 

relatively new to a country (i.e., whose roots do not reach deeper than two or three 

generations) become part of society ƕ (Rudiger & Spencer, 2003 : 4); hence, it is understood 

as a Ɣprocess of settlement, in teraction with the host society, and social change that follows 

immigration ƕ $Lajjejt " C]n_âo-I]o_]naê]o, 2016: 11).  

 

The integration processes wer e studied as far as possible from  a child-centred 

perspective. The child -centred perspective takes its point  of departure in the UN Convention 

kj pda Necdpo kb pda ?deh` $=npe_ha -.%( aild]oevejc _deh`najƕo necdps and capacity to express 

pdaen ksj reaso* Oej_a _deh`najƕo necdpo, in this view , apply to all children below the age of 

18, the concept child is used t hroughout the report when describing the research 

participants. Hence, while emic concepts such as adolescent or young person (for the 

participants aged 14ƒ17) or student or pupil (minding the school context in which research 

took place) could seem like mo re natural or appropriate descriptions, the concept child is 

sustained, underlining its purpose as an analytical, etic  research category due to the child -

centred approach of the research project.  

 

 

2. Methodological approach  
 

The research was carried out on six schools in different parts of Denmark (both small 

towns and large cities) from August 2019 to September 2020. All fieldwork schools were 

public schools characterised by linguistic and religious diversity and had a proportion of 

migrant children of 15% or above. Three schools (S1, S2 and S6) were primary and lower 

secondary schools (Grades 0ƒ9), and two were lower secondary Grade 10 schools (S3 and 

S5). S4 was a school with only two reception classes aimed at newly arrived children (Grade 

7ƒ10). 

 

Data was collected through participant observation (86 days), 10 focus groups and 77 

individual interviews. In the observation phase, passive, moderate and active participation 

were practiced (Siegel, 2018; Fine & Sandstrom, 1999). Most of the inte rviews were  

facilitated by art -based approaches, such as drawing, mapping and photo elicitation.  

 

For interviews and focus groups, written consent from parents/legal guardians was given 

to participants aged 14 and younger, while participants aged 15 and ol der signed the 

consent forms themselves. Besides written consent, ongoing and situated consent (Warin, 

2011) were pursued by researchers in all research phases and sites, aiming at ensuring that 

children felt safe and comfortable participating in research ]_perepeao* =hh pda _deh`najƕo 

names mentioned in the report are pseudonyms.  
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3. Results 

The result s section  provides a summary of the findings from fieldwork at the six schools . 

Special attention is paid to similarities and differences among schools, and age groups (age 

group 1: 10ƒ13 years old [AG1]; age group 2: 14ƒ17 years old [AG2]). Detailed description s 

of the methods used and the types of collected empirical data are provided in WP 5ƒ7 

Methodologica l section (appendix to this report).  

 

 

3.1 Participant observation  

 

Peers 

 

Peer sociability  

 

The observations showed varied patterns of peer dynamics, networking, inclusion and 

exclusion and social relations among schools and among primary schools (AG1), lower 

secondary school (AG2) and reception classes (mainly AG2). 

 

In some classes, the researchers observed social subgroups along gender and ethnic lines, 

but the patterns were far from stable. In one school, an exception was the football field, 

which was very popular during breaks but used exclusively by boys. Clear signs of the 

tensions revolving around identity categories were not observed, although there was one 

exception: in one class, there appeared to be a pattern of bullying of children with  

disabilities.  

 

The observations showed academic subgroups among the children while they were at 

work in class. Children experiencing academic challenges often worked together Ɠ

sometimes across ethnic and gender lines. In some classes, children were expected to work 

independently, which posed a challenge for children in need of more extensive help and 

facilitation. Observations indicate that these children Ɠsome of them migrant children Ɠ

were excluded from groups having less or no troubles with their sc hoolwork. Some of the 

observed teachers opposed this tendency by using cooperative learning or similar working 

methods. 

 

Peer communication  

 

Some children appeared almost mute in class and during breaks,  while  others were both 

verbally and nonverbally very  communicative. However , very few children did not interact 

with peers. Often, the teachers urged the m to participate and interact with their peers and 

the teacher. Unsurprisingly, off -task communication was observed during classes, too.  

 

Some children appeared isolated or excluded, and some seemed to withdraw from social 

relations, academic collaboration , etc., apparently being challenged on their wellbeing.  
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Especially in primary school (AG1), tensions and conflicts among children were observed, 

for insta nce, combined with stressed teachers or the lack of help and facilitation of 

schoolwork. At two schools, instances of violent communication were observed in Grades 4 

and 5. 

 

On the other hand, many observations showed assertiveness, recognition and 

cooperation among children. Regarding language, multilingual peer communication was 

mostly observed in reception classes, while communication in mainstream classes was 

mostly in Dan ish. In S1 and S2, this was in accordance with school policies prohibiting 

speaking languages other  than Danish. 

 

 

Educational staff  

 

Engagement with students  

 

Observations showed both signs of child -centredness and the opposite. Thus, a focus on 

_deh`najƕo lnaoajp _kibknp( d]llejaoo ]j` ^ahkjcejc $Cknjeg, 2020) was not part of all 

k^oanr]pekjo( ]o pdau ]hok odksa` at_hqoekjo kb _deh`najƕo r]hqao ]j` ^aheabo( o_kh`ejc ]j` 

threatening , and sometimes a strong focus on good behaviour and academic achi evements 

as a precondition for future success and wellbeing and for the integration of migrant 

children. However, some teachers appeared explicitly oriented pks]n`o pda _deh`najƕo jaa`o 

and comfort, trying to combine schoolwork with the childrenƕs wellbein g. For instance, one 

teacher insisted on the course content but present ed it in a humorous and engaging way, 

acknowledging that many of her students were not fond of academic work. In a reception 

class, a girl was given a non-academic space (outside classes) and care for months in school, 

being a seemingly distraught newcomer. The teacher bought crayons and paper for her to 

express her feelings while painting.  

 

Regarding migrant children, teachers were observed integrating their cultural 

background and migr ant experiences in to the lessons, indicating a transformative approach 

(Banks, 2019) that facilitated  intercultural dialogue. Other teachers preferred an infusion or 

assimilative approach (Banks, 2019), for instance , presenting Danish society and history 

from a ƔDanishƕ perspective  and urging migrant children to assimilate to ƔDanish valuesƕ( thus 

othering the migrant children, their values and experiences. Teachers were also observed 

culturali sing migrant children, explaining their behaviour and opinions  by referring to their 

cultural background or religion. Some teachers expressed essentiali sing beliefs about 

school systems in the iecn]jp _deh`najƕo _kqjpneao kb knecej( _na]pejc ] `e_dkpkiu ^apsaaj 

ƔDanish valuesƕ and Ɣvalues of othersƕ. 

 

Conflict management  

 

Only a few conflicts explicitly related  to religion, ethnicity, nationality or race were 

observed. Apparently, most conflicts arose from social relations in a broader sense. To 

resolve  negative behaviour, especially noise and off -task behaviour during lessons, some 
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teachers scolded the children, ranging from threatening to contact parents to ending 

reprimands positively, for instance , opnaooejc pd]p Ɣep eo ok je_a ^aejc ej pdeo _h]ooƕ. 

 

In a reception class, a teacher straightened out a conflict between two boys, which the 

parents denied was a conflict , by talking with the boys after school, letting them express 

their view s on a forced friendship. One potential ethnic conflict between two boys w as 

solved (for the moment ) in a respectful  way. Especially in the lower Grades, some teachers 

spent large amounts of time opening class dialogue to deliberation about conflicts and other 

matters of  concern to  the students.  

 

Engagement with cultural diversity topics  

 

In primary school , the engagement with cultural diversity topics appeared sparse. Thus, 

rituals and cultural traits connected to the Danish majority culture were maintained. For 

instance, in December at some schools, it was a common project to decorate the school for 

Christmas. These activities were taken very serious ly  by the teachers . At one school in the 

week before the Christmas break , no mention of religions  other  than Christianity was 

observed. This could be seen as a Ɣdifference blind ƕ approach, not acknowledging, for 

instance, that some Muslim children found it challenging to join the church service excursion 

arranged by the school. 

 

In some instances, comparisons between Christianity and Islam were drawn during 

lessons, but mainly in a comparative and multicultural manner rather than in an intercultural 

or transcultural manner (Hill , 2007, Hrvatic , 2007, Holm & Zilliacus , 2009, Risager, 2007).  

 

In one Grade 10 class, cultural meetings and conflicts were included in the curriculum, for 

instance, by reading and discussing texts about the conflict in Northern Ireland in English 

lessons. Different youth cultures, identities and dreams about the future were  also 

discussed. 

 

In a reception class, the teacher tried to bridge languages by using phrases and the ir 

meanings in different languages and cultures. The parents were involved in the task. Some 

teachers tried to integrate the diversity of languages and cultural appearanc e for purposes 

of inclusion,  while  others did not integrate multilanguage resources on a daily basis.  

 

In two reception classes , we observed that the teachers often asked the children to tell 

Ɣwhat this is like in your country of origin ƕ, both providing an  opening for a dialogue about  

cultural differences  and risking essentiali sing ethnicity and culture. For some teachers , it 

oaaia` `ebbe_qhp pk ^]h]j_a pda ejpanaop ej pda _deh`najƕo ^]_gcnkqj` ]j` `ki]ejo kqpoe`a 

school, integrating an intercultural and in clusive approach for all children in class, without 

asserting some students an essentiali sing ethnic identity. Other teachers successfully 

avoided the essentiali sing of ethnic identity when inviting children to talk about their 

different cultural backgroun ds and migrant experiences. This was done in an atmosphere of 

mutual recognition. Furthermore, the children were urged to develop and clarify their values 

and points of view.  
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Perceptions, values, attitudes and opinions  

 

Intercultural dialogue ( Dervin & Jacobsson, 2021; Dervin , 2015; Breidenbach & Nyiri , 

2009) in class was sparse and often took place in relation to religious festivals or delimited 

pedagogical issues. Some teachers klajhu ajc]ca` pda _deh`najƕo atlaneaj_ao nac]n`ejc 

intercultural conflict or cultural pluralism, while other teachers focused on educational 

outcomes or learning in class, disregarding multicultural or intercultural issues. How 

conflicts, dialogue or discussions about equity and migration were part of the relations in 

school seemed to depend on the resources of the teachers. In classes with a stressed and 

unorganized atmosphere, such issues have poor conditions.  

 

In reception classes, intercultural pluralism appeared appreciated, especially when part 

of the academic tasks. But predominantly, rituals and cultural traits related to the Danish 

majority culture were maintained, expressing monocultural normativity.  

 

 

School environment 

 

The observations showed some variety regarding visibility or articulation of 

multiculturali ty in school, but in general, there were very limited indications or signs of a 

iqhpe_qhpqn]h ajrenkjiajp* =o pda panio Ɣiqhpe_qhpqn]hƕ ]j` Ɣejpan_qhpqn]hƕ ]na kbpaj qoa` 

interchangeably in a European context, multiculturality is here related to the term 

Ɣejpan_qhpqn]hƕ6 pda necdp pk ^a `ebbanajp( lnkikpejc amq]h kllknpqjepeao ]j` _kateopaj_a ej ] 

`aik_n]pe_ ok_eapu $Dnr]peĀ, .,,3%( sdeha iqhpe_qhpqn]h _]j ^a qj`anopkk` ]o Ɣ_qhpqnao herejc 

]hkjcoe`a kja ]jkpdanƕ ]j` ]o oq_d eo ] haoo `uj]ie_ pani $Dkhm & Zilliacus , 2009).  

 

The schools and classrooms used different approaches to reflect the diverse multicultural 

student intake. In some classrooms, different sayings in Danish and minority languages were 

displayed, while in other classrooms, the exhibitio ns on the walls were strictly 

monolinguistic. In the reception classrooms, easy -to-read books or books with simple 

pedagogical content (compared to the age of the children in class) were used. Outdated, age -

inappropriate teaching materials, with content th ]p `e` jkp iennkn _deh`najƕo e`ajpebe_]pekjo 

or interests, were prevalent in reception classes. Overall, it seemed that the main reason for 

integrating or reflecting multicultural approaches was to assimilate (Banks , 2019) or as an 

additive part (Castagno , 2009), indicating that school was perceived as a place where 

children learn how to be part of the existing social order. At one school, the approach in some 

subject -specific areas could be described as educating for amalgamation, meaning that 

different gr oups form a new group instead of assimilating to the dominant culture (Castagno , 

2009). Here, the teacher used different teaching strategies, for instance, by including 

_deh`najƕo atlaneaj_ao pk na`q_a lnafq`e_ao ]j` ajd]j_a ejpancnkql nah]pekjo $?]op]cjk, 

2009).  

 

 

 



  

58 
 

How do different factors affect integration processes? 

 

Newly arrived children were either observed in reception classes or during flex 

arrangements. At S1 and S2, newly arrived children were part of so -called flex arrangements , 

meaning that they joined mainstream classes from an early stage after arriving.  At S1, part 

of the flex arrangement was extra resources for Danish as  a Second Language (DSL),2 

meaning that a co-teacher with DSL competencies was assigned in some lessons. However, 

the teachers had noticed that the migrant children felt singled  out if the co -teacher paid 

them special attention in class. Thus, it was observed that in the co -teaching lessons, the two 

teachers supported all children in their group work, making sure that all children got the help 

they needed but without singling  out migrant children as special or deficient . This approach 

may contribute positively to integration.  

 

However, in the flex arrangements of S1 and S2 , some children were apparently placed  in 

mainstream classes without sufficient Danish skills. At S2, newly arrived migrant children 

were included in regular schooling despi te the fact  that they, based on observations, did not 

appear to have sufficient language proficiency. Teachers confirmed in field conversations 

that further language support was impossible because of  a lack of economic support. To 

compensate, they used children who shared the mother tongue of newly arrived migrant 

children as interpreters.  

 

At S3, S4, S5 and S6, newly arrived children were taught in reception classes. A potential 

barrier to integration was observed at S4, a small school with only two reception classes and 

no other students, thus precluding contact with local children in school. For S3, S5 and S6, 

the receptio n classes were placed in local schools. This meant most of the participating 

children had friends from their reception class, and some had friends outside their class. 

Children were assigned to the mainstream classes in some subjects (for instance, physica l 

education, maths and English), which for some appeared as an integrating factor , while 

others seemed not ready or nervous joining the mainstream classes. It was also observed 

that migrant children visiting mainstream classes did not succeed in their atte mpts to 

connect with local children.  

 

 

 

2 DSL, the Danish L2 subject, is designed to meet the needs of students who do not speak Danish 

at the native level , bringing grammar and an appropriate selection of texts into focus. Students in L2 

courses are primarily immigrants, refugees or second-generation immigrants. In general, there has 

been criticism raised against the courses and the educational system for L2 students in Denmark, 

because of the failure to support immigrantsƕ ]j` nabqcaaoƕ ]_]`aie_ ogehho $AR= 2006; Holmen  2008; 

Holmen 2011; OECD 2010). The criticism also includes pda pani ƔH.ƕ $kn @OL) as it limits the 

]_gjksha`caiajp kb pda opq`ajpoƕ h]jcq]ca _kilapaj_ao7 bkn i]ju opq`ajpo( @]jeod sehh ^a ]p ha]op 

their third or fourth language. In primary school, DS L can be an additional subject, used when children 

are assessed as needing Danish language support for a limited period. Children are then usually 

taught outside of class, or paired with  an assistant teacher in class. 
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In S3, S5 and S6, the researchers observed children appearing excluded from academic or 

social activities. Processes of exclusion seem to  negatively  affect the process of integration.  

While some children apparently withdrew from activities to protect themselves, this is st ill 

a sign of an environment that is not sufficiently inclusive.  

 

 

3.2 Focus groups and interviews  

 

The findings regarding newly arrived migrants, presented in this section, are based on 43 

individual interviews and 10 focus group interviews. Table 1 gives  an overview of the 

distribution of interviews according to school and age . 

 

 Individual 
Interviews  

Focus Group 
Interviews  

Age Group 

S1 - - - 

S2 5 2 10ƒ13 y/o  

S3 11 1 14ƒ17 y/o  

S4 17 2 14ƒ17 y/o  

S5 8 2 14ƒ17 y/o  

S6 2 2 14ƒ17 y/o  

Table 1 

 

 Dynamics and factors influencing the integration process of migrant children  

 

Premigration period and migration experience  

 

Country of birth/country of ancestors  

 

(Thematised in 27 individual interviews and one focus group interview.) 

 

Refugees, family reunited children and children of labour migrants take a very similar 

position when it comes to their country of birth. Feelings of belonging, wellbeing and 

identity are knit together in stories of the country of birth and family members living there. 

Thus, the children grow up in transnational social fields (Levitt & Schiller , 2004), the 

transnational family and the country of birth being important anchor points (Grzymala -

Kazlowska, 2016). They miss their grandparents, their family, their house, their friends, etc. 

ƔIu _kqjpnu kb ^enpd eo ranu ^a]qpebqh,ƕ some say. In particu lar, some state that they miss 

deceased family members. It may be elderly  grandparents  or younger family members who 

died in a war. One Kurdish child talks about the freedom fighters that she misses. Another 

stresses that having his homeland in your heart is important, even though it is Palestine, 

where he has never been. Many children are in touch with family and friends through soci al 

media. 

 

Had it not been for war (refugees) or the quest for better jobs and better education (labour 

migrants) , they wish ed they had stayed in their country of birth with their parents and family. 
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One girl states that she hates Ɣthe bombsƕ and hates Ɣboatsƕ (sailing on the Mediterranean) 

(Child 87, female, AG2). 

 

On the other hand, many children note that Denmark is a great place to live. The Danes 

are very pleasant, one child says, and only a few of the children mention experiences of 

explicit racism. D enmark is better than their country of birth because it offers free education, 

la]_a ]j` oa_qnepu* Kja eo araj ]hhksa` pk p]hg ]^kqp lkhepe_o( ]j` kja _]j ola]g kjaƕo ksj 

language, a Kurdish child adds. 

 

General life  

 

Living conditions  

N/A 

 

Spatial and social positioning  

(Thematised in 15 interviews and two focus group interviews.) 

Most children like the city they live in, but some of them do wish to move to a bigger city 

when possible. They like to know their way around in the city. One girl is still th inking of an 

important, distinctive building in her city, which was the first thing she recognized on arrival  

as a form of identifiable anchor (Child 87, female, AG2). Another  girl prefers to live in a rural 

area, close to her family, while a third  girl cannot wait to move to a bigger city to study . 

 

Many of the children describe Denmark as a peaceful place where life is easy. In Denmark , 

it is possible to get an education and for parents to find a job. One underlines that one can 

d]ra kjaƕo ksj nkki* Dksaran( i]ju kb pda _deh`naj ]hok ]`` pd]p pdau h]_g @]jeod bneaj`o( 

and one child fears end ing up unemployed.  

 

As important places , the children highlight footb all clubs, after -school classes, upper 

secondary school and workplaces (stressing afterschool  jobs and the opportunity to earn 

kjaƕo ksj ikjau%* 

 

The children miss their country of birth , which they describe as the place of family and 

friends. Transit coun tries visited on the migration journey are not described in a positive 

light . Refugees from Afghanistan and Syria do not miss Iran and Turkey. These places, where 

they spent time in transit during their flight, evoke bad memoires of being treated badly, no t 

going to school, having to work to earn money to support the family, etc. One child mentions 

Germany, where his family lives, as a better place than Denmark.  

 

Inclusion in peer groups 

 

(Thematised in 30 individual interviews and two focus group interviews.) 

 

The children share experiences of not being included in Danish peer groups. The lack of 

Danish friends affects their wellbeing, feeling s of belonging and identity. Attachment to 
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friends from the country of origin seems to be crucial to the children. These friends are 

important anchor points.  

 

Some quotations from the interviews:  

 

Thus, my friends, I do not have a lot of friends, because I do not have Danish friends, that 

isơbut not after schoolơthey are drinking beer.ƙ (Child 118, female, AG2) 

ƘYeah, I think if I have Danish friends, I can, like, learn Danish faster. Yeah, but I donƙt 

have Danish friends.ƙ (Child 118, female, AG2) 

ƘNot really. Not from originally, I mean I have some Danish friends but Iƙm not with them 

a lot and when Iƙm not with them we speak English soơwe all prefer it [speaking 

English], itƙs just better.ƙ (Child 144, female, AG2) 

 

Refugee children, family reunified children  and children of labour migrants, girls and boys  

alike , do not have many or any Danish friends outside school, they say , not even if they 

attend organised sports or a youth club during their leisure time.  

 

One child states that having Danish friends is impo rtant  and that learning to speak Danish 

is easier if one has Danish friends. One child mentions Danish children acting in a racist way 

and another mentions harassment and bullying.  

 

Almost all the children say that they have friends in their countries of birth. They miss 

their friends but keep in contact via social media, Skype, etc. Some explain that their families 

know each other , too, being part of a transnational migrant network. Others explain that they 

found friends from their country of birth in Denmark, for instance , in neighbouring towns. 

One girl talks about a close friend from her country of birth  who lives in Denmark. They talk 

about their country of birth and discuss what it is like to be a refugee.  

 

One boy explains that he was raised to be moving between different countries. He 

experienced a whole year of complete solitude during his  first year in a Danish school. 

Afterwards, he had a clear experience that his inclusion now in the different local 

communities of sport, leisure time activities , etc., are the fruits of his own hard work and will 

to meet other young people and take the initiative to communicate and make friends . (Child 

99, male, AG2). 

 

Involvement in leisure activities and sport 

 

(Thematised in 30 individual interviews and one focus group interview.)  

 

The children are involved in leisure activities . Some play football, for instance, in clubs 

around their neighbourhoods. One boy stresses that he is together with local children in the 

football club but does not have any other contact with the local children (Child 141, male, 

AG2). When not in school, the children watch television or movies, listen to music, do their 

homework, visit friends and eat together, read books (Danish books and Arab ic books are 
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mentioned), go shopping, go to caf es, etc. Some of the children have or have had an 

afterschool job.  

 

One girl says that she is alone after school , Ɣlooking at my telephone ƕ (Child 125, female, 

AG1). Social media, such as TikTok, appear important to the children. Many, especially boys, 

mention gaming. They game with children all over the world using English as a lingua franca. 

 

Health (physical and mental health)  

 

(Thematised in nine interviews.) 

One child praises the Danish free healthcare system, which is apparently an anchor point 

for him in the new country. The wellbeing of two other children appears threat ened due to 

psychological problems associated with the migration process and communication problems  

in the health sector.  

 

= cenhƕo pn]qi]pesing experiences during the long journey to escape war in the home 

_kqjpnu aj_kil]oo ]__kqjpo kb oqe_e`]h pdkqcdpo ]j` b]iehu iai^anoƕ lou_dkhkce_]h 

hardship after arriving in Denmark. Another girl says that she ha s been diagnosed with a 

kidney disease and was treated at a Danish hospital. ƔAfterward , they say, if you drink four 

hepnao kb s]pan( bera hepnao kb s]pan( ukq sehh i]u^a ^appanƝ^qp E `e` jkp na_aera ]ju 

pna]piajpƝep ]_dao*ƕ Thus, she seemingly feels othered. However, she adds that the nurses 

are nice people and not racists (Child 87, female, AG2). 

 

Educational environment and system  

 

Experiences of inclusion in school 

 

(Thematised in 27 individual interviews and one focus group interview .) 

 

The children express an experience of being  included in school with regard  to being 

taught and educated. The education system is an anchor point (Grzymala -Kazlowska, 2016) 

in the new country and causes a sense of belonging. Generally, the children say that  they are 

fond of going to school and pleased with their teachers. They are happy to be taught school 

subjects, such as math and English, and some state that they look forward to further 

education. However, being in a reception class seems complicated in r egard to inclusion,  as 

pda _kj_alp kb Ɣna_alpekj-_h]ooaoƕ ]__ajpq]pas otherness, and provides limited options for 

attending the full range of school subjects and for qualifying for access to further education.  

 

Many point to the importance of learning Dani sh in a hurry and the challenges related to 

learning a new language at a fast pace. ƔWell, everybody speaks Danish in Denmark, so you 

d]ra pkƝeb ukq s]jp pk qj`anop]j` a]_d kpdan(ƕ says one of the boys (Child 92, male, AG2). 

Some of the children miss scien ce-related  subjects, as the focus in reception classes is on 

math and Danish. They worry about  how it will be to start general upper secondary school, 

for instance, as they lack instruction  in several subjects in reception class.  
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Also, being socially included Ɠmaking Danish friendsƓis difficult. In the breaks and in 

their  spare time, they are together with other migrant children. None of the children mention 

having Danish friends. Four menti on harassment, and one girl says that she has been bullied 

and called Ɣblackƕ (Child 122, female, AG1). One girl says that it is hard to make Danish friends 

because they do drink alcohol, which she does not (Child 118, female, AG2).  

 

Language and school language policy and practice 

 

(Thematised in 23 individual interviews and three focus group interviews.)  

 

Many of the children mention speaking many languages: their mother tongue, other 

languages from their country of birth or from neighbouring countries, English, Danish and 

other languages. However, none mention teachers using languages  other  than Danish as a 

resource in the lessons. 

 

Many of the children add that it is hard to learn Danish. Some are pleased with receiving 

extra instruction in D anish as a second language, while others are worried and frustrated 

about the slow pace in teaching Danish. In two classes, the children act as substitute teachers 

for newly arrived peers. Using the mother tongue when helping newcomers seems well -

reputed. However, in a focus group interview, five girls discuss being aware of not speaking 

the mother tongue when in social company, so people around them do  not feel le ft out (FG 

208, AG2). 

 

One girl says that she is not allowed to speak languages  other  than Danish in some 

lessons, but that she asks her girlfriend in Turkish to explain if there is something she does  

not understand. In another subject , they are allowed by the teacher to speak languages  other  

than Danish, but if they do , the Danish classmates say, ƔSdu `kjƕp ukq ola]g @]jeod;ƕ (Child 

125, female, AG1). 

 

Peers 

 

(Thematised in 27 interviews and two focus group interviews.) 

 

According to the interviews, it seems that newly arrived migrant children sociali se with 

other migrant children in the classroom and during breaks. They are important anchor points 

(Grzymala-Kazlowska, 2016) for the children and for the development and maintenance of 

their identit ies and feeling s of belonging. We have the same refugee e xperiences, one girl 

emphasizes. A boy says that his best friend is an Arab boy and that he speaks Arabic and 

helps him in class. Some children say that it is hard to make friends because they do not 

speak Danish very well, and two AG2 children say that it  is because they do not drink alcohol. 

Asked if he has any friends in his class, one boy answers, ƔSo, we know each other and we say 

hi to each other, yesƕ (FG 208, male, AG2), indicating that this is the only kind of contact he 

has with Danish peers. A boy says that he is annoyed with his Danish classmates, and a girl 

adds that Danish classmates are noisy. Not speaking Danish very well makes it difficult to 
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work together with Danish classmates , one girl states, and one boy says he works alone 

during lesson s. ƔThat is better for me, I think(ƕ he adds (Child 137, male, AG2). 

 

Teachers/educational staff 

 

(Thematised in 13 interviews and two focus group interviews.) 

 

Generally, the children are pleased with the teachers and apparently see them as 

gatekeepers to Danish society. ƔI like the teachers, the teachers are nice(ƕ one says (Child 85, 

female, AG2). A girl supports this perception: ƔHe [the teacher] helps me a lo t(ƕ (FG 209, 

female, AG2). Some of the children explain that their teachers helped them when they 

started in school, especially with extra instruction in Danish as a second language.  

 

One boy is afraid of being stuck in school. He has been in the reception  class for almost 

two years now , and he is anxious about never getting out of the reception class system. Being 

16, his ambitions for future education are fragile, as he foresees a long, difficult road  before 

he can enter higher education. Still, he mentio ns the teachers helping him with his wishes 

for education  (Child 136, male, AG2).  

 

Two children say that they refrain from telling the teacher about being harassed. One 

explains that he does not think it will help ; on the contrary, his experience is that it can get 

worse if the teachers are involved (Child 136, male, AG2).  

 

Some children compare the school system in Denmark with the school system in their 

countries of birth. Most prefer the Danish system. However, one child says that one learns 

more in school in his country of birth.  

 

Inclusion and integration practices regarding newcomers 

 

(Thematised in 18 individual interviews and one focus group interview.)  

 

With regard to inclusion and integration practices for newcomers, above all, the children 

mention being taught Danish as a second language. Affiliation with Denmark seems to 

depend on language competence. Receiving extra instruction in Danish as a second language 

was very good, one child says. ƔI did learn a whole lot ,ƕ she states.  

 

Another apparently blames himself for  a lack of inclusion and social and academic 

participation:  

 

I went to 10 th Grade directly and there they barely spoke English [ơ] having a whole 

school year not talking to anyone, but I was like, maybe it was also my fault, because 

Iƙm too... like left in [country of origin] like, I was in Denmark but like, my real me was 

like in [country of origin], so I was still calling my friends in [country of origin], I wanted 

to go home so bad. Reached a point where I was like crying one day, I was like, I want to 

go back to [country of origin], I just want to go back. (Child 99, male, AG2) 
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One states that one does not learn Danish in the reception class because everyone speaks 

English. Another explains that she joined forces with  another newcomer because neither  of 

them spoke Danish. One claims that it was hard to learn physics because the assignments 

are full of Danish text.  

 

H]jcq]ca eooqao ]j` ^aejc l]np kb ] fkejp Ɣh]jcq]ca _kiiqjepuƕ oaai pk ^a eilknp]jp bkn 

the perception of inclusion and integration (Rytter , 2019), particularly because learning 

Danish to be included in the educational system is a challenge for newly arrived children. In 

summary, learning Danish as soon as possible is important to newly arrived c hildren, but 

they point to many problems in their learning processes. They do not mention other 

inclusion and integration practices regarding them as newcomers.  

 

Psychosocial support 

 

(Thematised in nine individual interviews and one focus group interview.)  

 

While none of the children talk  about institutionalized psychosocial support, one says 

that his teacher has helped him fight his shyness.  

 

One girl, who plans to continue to general upper secondary school , explains her worries:  

 

This is a new country, a new culture, and thenơeducationơwe are a little anxious. Well, 

if we go to that schoolơif it is not good for usơor if we canƙt get on with the Danes, 

because we have never hadơDanish friends. (Child 87, female, AG2) 

 

Looking for support, the ch ildren find friends and peers from their countries of birth. One 

of the girls explains , ƔWe have the same history. Thus, we understand each otherƕ (FG 209, 

female, AG2). Another girl says , ƔUao( lna_eoahu* E d]ra iu cenhbneaj`oƝuaoƝEƝeb pdau d]ra 

almost tha o]ia deopkneao( ^qp jkp d]rejc ] peia ]o d]n` ]o iejaƝ^qp ]jus]uƝ^qp pdau d]ra 

lived through adversity , too*ƕ (Child 83, female, AG2) 

 

Family and the wider community  

 

Family 

 

(Thematised in 35 individual interviews and three focus group interviews.) 

 

When it comes to belonging, feeling secure  and having a sense of wellbeing , the family 

plays a key role and can be seen as the most important anchor point (Grzymala -Kazlowska, 

2016).  

 

Family is important in relation  to migration. Some children talk about family members 

travelling to Denmark ahead of the rest of family, and about family reunifications Ɠwaiting 

time, delays and insecurity. They talk about missing family members Ɠin particular,  

grandparents and deceased family members are mentioned.  
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Some talk about new family members born in Denmark and the importance of marrying 

and settling down. Having a boyfriend and Ɣkissingƕ is not allowed by her parents, one girl 

says, but she has one, and her mother tacitly knows (Child 83, female, AG2). When married , 

you can move out of  your l]najpoƕ dkqoa( ]jkpdan cenh ]``o* 

 

It is important for many of the children to stick together in the family or the extended 

family and to take care of other family members, such as younger siblings. Some of the 

children declare their sisters and brothers Ɣmy best friendƕ (Child 87, female, AG2).  

 

Migrant community, religious community  

 

(Thematised in 13 individual interviews and one focus group interview.)  

 

Almost all 13 children talking of this subject highlight extended families (in Denmark, 

other countries  and their country of origin) as the core of  the migrant community. Social 

and/or religious institutions and organisations are only mentioned sporadicall y. 

 

ƔWe have helped each other(ƕ one child states (FG 209, female, AG2). Newly arrived 

refugees are helped by those who have been here for a while, she says. This may be as 

interpreters or peers who have similar or comparable experiences and thus can suppo rt and 

understand other newcomers.  

 

Some children mention the importance of speaking the mother tongue with family 

members and watching television from the country of origin. Two children refer to the 

importance of places. One Kurdish child refers to a sp ecific mountain in her country of birth, 

]j` ]jkpdan _deh` nabano pk ] ikomqa $=h =mo]% ej dan cn]j`b]pdanƕo _kqjpnu kb ^enpd* 

 

Local environment 

 

(Thematised in 15 individual interviews and one focus group interview.)  

 

The local environment is mentioned in relation to different activities: going for a walk or 

a bike ride, hanging out with friends or going on a trip to nearby cities. The local area is also 

the site of afterschool classes and afterschool  jobs. Two children  explain that they have 

relations to their Danish neighbours. Two girls say that they use d to visit the local library,  

and one of them used it to borrow books in Arabic.  

 

 Other  

 

N/A  
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Conceptualisations of own wellbeing and life satisfaction  

 

Self -perceived wellbeing and life satisfaction  

 

(Thematised in 28 individual interviews and two focus group interviews.)  

 

With regard to wellbeing and life satisfaction, the overwhelming indicator was having 

good friends, while others include d being with family and spending time in nature. A few 

children mention leisure activities (mostly sports) as an important aspect of wellbeing . The 

opposite clearly has a negative impact on wellbeing: not being part of friendships, feeling 

lonely and missi ng family members and important places in the country of origin.  

 

Almost all children mention the importance of friendship. In a focus group interview, four 

girls explain the importance of friendship with other migrant children in this way: ƔWe share 

pda o]ia atlaneaj_a* Ok sa `k qj`anop]j` a]_d kpdan* WƝY Ok( eb kja kb qo eo o]` WƝY sa ]og 

why and are together the whole day ƕ (FG 209, female, AG2). 

 

Hence, strong and long-standing friendship s with other migrant peers seems important 

for wellbeing  and life satisfaction. Another girl explains that friendship and family are the 

most important for her life; she mentions friends because Ɣpdau ]na aranupdejc bkn iaƕ $?deh` 

87, female, AG2). 

 

Family is also closely related to wellbeing. A boy underlines that obtaining a good 

education is important , as he can afford to take his family on trips. Some of the children link  

friendship and family by mentioning a brother or a sister as their best friend, strengthened 

by sharing famil y ties and experiences. 

 

A more ambivalent part of wellbeing is nature; it is ambivalent because nature is  

associated with joy and wellbeing but also with recollections of war: ƔI will say, the sky is 

ranu la]_abqh( ^qp WƝY hkkgejc ]p pda h]ga( ep eo ] iennkn bkn pda ogu ]j` ] s]u bkn nk_gapo* WƝY 

when the children look at it, they hate it , actuallyƕ (Child 87 , female, AG2). Another talks 

about the silence and beauty of the sea , but is simultaneously reminded of the dangerous 

escape across the ocean. 

 

Negative influence s on wellbeing are closely connected to not having friends at all or not 

having local or Danish friends. The lack of local friends and the difficulties in meeting Danish 

peers is prevalent in many interviews ; for instance , this boy remarks: ƔBut, like , ok_e]h( E `kjƕp 

gjks( ^a_]qoa E `kjƕp d]ra, like , Danish friendsƕ (Child 141, male, AG2). 

 

The feeling of loneliness as part of insufficient life satisfaction is mostly connected to 

^aejc ] Ɣjas_kianƕ ej pda _kqjpnu ]j` o_dkkh( ehhqopn]pa` ^u pdeo ]j` kpdan at_anlpo6 

ƔSometimes...when you move to another country, and yo q baah ] ^epƝ]hkja* Ukq ]na jkp 

baahejc sahhƕ $?deh` .,4, male, AG2). 
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Missing family members  who remained in the country of birth seem  to be of immense 

importance for many of the children. Some children a lso mention missing familiar places or 

spots in the  country of birth.  

 

Using the concept of social anchoring (Grzymala -Kazlowska, 2016) to understand 

wellbeing  ]j` heba o]peob]_pekj( _deh`najƕo lkejps of stability Ɠor instability Ɠare closely 

related  to friendships and family, both facilitating social and p sychological feelings of 

belonging and temporary stability. Family and friends represent both subjective and 

external dimensions of anchoring, intensifying  the importance of both.  

 

Identification and belonging  

 

(Thematised in 31 individual interviews and three focus group interviews.) 

 

As is the case for wellbeing, three aspects seem to be key to both identification and 

belonging: enduring or trusting friendships, family relations, and education experiences. 

Furthermore, belonging to two or more countries Ɠby heart, by choice, or by forceƓis a 

recurring motif in the interviews, often as part of self -identification.  

 

Friendship is very important as part of both identification and identity. Having enduring 

friend ships seems to strengthen identity constructions and social anchoring (Brockmeier & 

Carbaugh, 2001; Grzymala-Kazlowska 2016). One girl explains why her friends are so 

important to her: ƔWe [five girls] have been together for almost three years, where we 

exlaneaj_a` ok i]ju ckk` ]j` ^]` pdejcoƝƕ (Child 85 , female, AG2). Not having friends can 

negatively  influence identity construction and a feeling of belonging:  

 

[ơ] like itƙs my first year here in Denmark and I still feel like Iƙm left out, I donƙt really 

know how things go on here, and then I could talk to somebody else who isnƙt from 

Denmark, and we would relate to each other.ƙ (Child 99, male, AG2) 

 

Families and close relations hips wi th relatives are closely connected to aspects of 

identity. Being together with the family Ɠoften by family reunification Ɠseems to be a 

protecti ve part of belonging to a new country, even if it is not without conflicts, hurdles or 

losses:  

 

[...] when there was no war, we were together with the whole family [in the country of 

origin], the whole family. Also my sister [ơ], we always went together [ơ], my mom and 

dadơthey werenƙt...very sad and so. They were happy.  But now...my mom has five 

brothers...they are all dead. (Child 35, female, AG2) 

 

Taking conclusive part in school life seems difficult, because of language, personal or 

social issues, but seems important for the children ƕs sense of belonging and future 

perspectives: ƔI wanted to becoia iknaƝE s]jp pk pdejg ikna ]^kqp iu a`q_]pekj* Sahh( E 

think so much about my education, because in [country of origin] , ep eo d]n`Ɲd]n`an pd]j 

danaƝpk cap ]j a`q_]pekjƕ (Child 85 , female, AG2). Talking about the importance of feeling 
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part of daily schoo l life and getting  an education, one girl reflects on her position: ƔIt...is hard 

pk ha]nj h]jcq]caƝ=j` pdeo eo jkp iu h]jcq]ca***epƕo ranu d]n`* Okiapeiao***E cap ranu ]jcnu 

on it...But it is also good that I did come here [to Denmark] ƕ (Child 86, female, AG2). 

 

Complex feelings towards ]j ]heaj h]jcq]ca pd]p eo jkp l]np kb kjaƕo e`ajpepu are mixed 

with gratitude f or being safe and belonging (partially) to a new country. Some of the children 

point at future identities and belonging by contemplating their future; this often involves 

obtaining a good education (a t the university level) and having their own apartment.  

 

Other aspects of self -identification can be associated with ethnic affiliation, such as when 

a child is painting the Palestinian flag or another boy describes the importance of cultural 

artefacts lost in the airport on the escape route. A more complicated o r ambiguous part of 

belonging is articulated by a couple of children as they express relief to arrive in Denmark 

and appreciate being there ; at the same time , however, they express sadness about the 

forced escape from their well -known country and city, fri ends and relatives. 

 

Feelings of safety  

 

(Thematised in 20 individual interviews and one focus group interview .) 

 

Feelings of safety seem to be tied to four topics. The most frequently mentioned topic is 

instability in the country of origin and in transit countries and the relatively high stability 

and safety in Denmark regarding lasting peace, protection and fulfilme nt of basic needs, 

such as those related to health and family finances . As one child explains, when asked about 

her life in Denmark: ƔUao* Ep eo ^appan***iq_d ^appan* WƝY E _]j bej`Ɲpk a]p kn ohaalƝep eo ranu 

different [from  the country of origin] ƕ (Child 84, female, AG2). 

 

The children predominantly perceiv e the absence of war as safety; the fear of bombs , 

losing thei r livelihood and being at the mercy of family or friends are compared to being 

safe and feeling secure in Denmark. Thus, a second aspect of the feeling of safety is related 

to the absence of war, anxiety and separation:  

 

In these periods...where my dad was here [Denmark]ơwe didnƙt have a house or other 

thingsơWe lived at my uncleƙs place. It was very hard. I never thought we could get out 

of there. I was sure I had to be there forever. (Child 83, female, AG2) 

 

A third aspect of safety concerns their  legal status and future in Denmark because of harsh 

immigration and naturalization policies. It seems that  a lack of predictability and security 

a^kqp kjaƕo hac]h op]pqo ]bba_po lan_alpekjo kb o]bapu ]j` oa_qnepu* Kja _deh` atlnaooao 

worries about the Danish immigration policies on Syrian refugees in particular (pointing out 

certain areas as Ɣsafeƕ for returning to Syria)  in this way:  

 

Sometimes... [ơ] if I am from the capitol of [country of origin] ơ That means [ơ] they get 

kicked out. [...] Out, yes, because they think in the capital [of country of origin] that you 

can... you can stay there. (Child 118, female, AG2) 
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A few children also  mention experiences of racism, among them vicarious experiences of 

racism witnessed by siblings or peers. One girl mentions her difficulties in getting an 

afterschool  job because of her hijab.  

 

A fourth  important aspect of feeling safe in life is friendsh ip, which  contribut es to stability 

and continuity for newcomers. Relations hips wi th teachers may also seem important, 

especially in one school. By believing in the children and affirming their importance, one girl 

underlines that her teachers ma ke her feel comfortable and confident about herself, 

supporting her feelings of safety. This p erspective is confirmed by other children at the same 

school. 

 

Self -perceived opportunities, choices and feelings of control over their own lives and 

futures  

 

(Thematised in 29 individual interviews and two focus group interviews.)  

 

This aspect of wellbein g seems to be more blurred regarding self -perceived personal 

opportunities on the micro  level and structural barriers ( such as legal status, level of 

education  and age) on the macro level. Thus, wellbeing  can be perceived despite structural 

barriers. 

 

Having choices and opportunities often  seems to be connected to current education and 

a hope for being able to stay in Denmark. Several children express a desire to stay in 

Denmark, even if they have the choice to go elsewhere (including their country of origi n); 

however, some doubt if they  are legally allowed to stay, which has a negative impact on the 

feeling of control and choices.  

 

Some children express a feeling of control and opportunities in the present because of 

their devastating experiences while fleeing  from their country, pointing at new and better 

opportunities in Denmark ; some express ] oajoa kb Ɣqjb]iehe]nepuƕ sepd pda _kqntry of birth, 

as they have only vague memories of their life before war and exile : 

 

Yes, because I was young in (country of origin). I canƙt remember how it was. But it was 

good sometimes. [ơ] But I canƙt remember...when I went to schoolơor being together 

with my family...my house...Yeah.ƙ (Child 35, female, AG2) 

 

One boy expresses his perceived opportunities as getting  an education: ƔBut I think 

_kiejc pk @aji]ng( uao* Ep eo***] ranu dqca kllknpqjepu bkn ia* WƝY Getting an education and 

] fk^Ɲuao*ƕ He also stresses that living in a democracy is perceived as an opportunity to 

participate and engage in society: ƔSo, one of the things I like in Denmark, that is democracy. 

Ukq _]j fqop ^a***ukq _]j pahh ukqn klejekj* Uao* WƝY E d]ra pda o]ia kllknpqjepeao ]o 

everybody elseƕ (Child 89, male, AG2). In this case, the perception of having opportunities 

]j` _kjpnkh kran kjaƕo heba eo _kjja_pa` pk a`q_]pekj ]j` ^aejc kj ]j amq]h bkkpejc ^a_]qoa 

of democratic rights.  
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Almost all the children relate control over life a nd future opportunities to education, 

pointing at a preference for  higher education. Some of the boys, though, want to be 

mechanics, okia ^u _dke_a ]j` kpdano ^u Ɣbkn_a` lkooe^ehepeaoƕ( oej_a ]nnerejc ]p ]ca -0 kn 

older limits the possibilities of an acade mic career.  

 

Often, the great extent of liberty and independenc e in school is mentioned as a positive 

naejbkn_aiajp kb ]qpkjkiu ]j` _kjpnkh kran kjaƕo ksj heba* Ej ] bk_qo cnkql ejpanreas( psk 

girls share their experiences as follows:  

 

Well, if we want to study, then we study, if we donƙt want to, then we donƙt [ơ]. Itƙs me 

to decide.ƙ The other adds, ƘSo it is you who is in charge of your future. (FG 209, female, 

AG2). 

 

A boy points at his dream of  becoming a professional football playe r as part of his 

perceived opportunities:  

 

Like, itƙs like better education and for example I like football, so if I ever want to be a 

football player, I got more chances here than in Africa (Child 141, male, AG2)  

 

A few children do have a feeling of bei jc Ɣopq_gƕ ej pda na_alpekj _h]oo ouopai* Pdau `k 

not feel control over their schooling and  have only limited option s regarding their education:  

 

Well, I am a little afraid ofơwhen I am a grown up. And I canƙt be a pilot. I have to stay 

here [in the reception class] until I am 25 (Child 136, male, AG2).  

 

The feeling of being in an educational limbo with limited opportunities is mostly 

expressed by newly arrived children aged 14 ƒ17. A girl relates being in the reception class 

pk ^aejc ]j Ɣkqpoe`anƕ ]j` jkp d]rejc i]ju _dke_ao nac]n`ejc o_dkkh6 

 

Becauseơyou know [ơ], you are not part of the ordinary school [ơ] you are a special 

place, that is for me, because I am refugee. Thatƙs not good to think about...I know why 

I am here [at the school for newly arrived migrants]ƙ (Child 83, female, AG2).  

 

Pdeo oi]hh opknu lkejpo pk h]_g kb _kjpnkh kran kjaƕo heba ]j` bqpqna( i]gejc pdeo pdaia ] 

complex affair.  

 

 

Perceptions, values, attitudes and opinions 

 

(Thematised in 15 individual interviews .) 

The perceptions, values, attitudes and opinions that can be related to equality, 

intercultural dialogue, intercultural conflicts, cultural and religious pluralism, migrants and 

migration  in the interview material can be divided into different themes.  
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New in school (migration) : A boy notes that it is important to know the language, and he 

suggests what the school should do when someone new starts in class:  ƔYou should give the 

person extra lessons, like I got, because then he begins to find friends and play and talk to 

people and understandƕ (Child 123, male, AG1). A girl notes that if a new girl comes to class, 

she will help her understand things and trans late for her. She believes that the teacher would 

like her to do that.   

 

Language and intercultural dialogue : Girls in a focus group interview wonder why people 

must correct their language even though they understand very well what they are saying. It 

obviously irritates them a bit, and one of them offers  the example that if she confuses Ɣoneƕ 

with  Ɣaƕ in a sentence, people understand very well what she means, but they still correct 

her. She wonders, ƔIf you understand me, why correct me?ƕ (FG 209, female, AG2). 

 

Plans of education and future (equality/opportunities) : Some children have globally 

oriented plans regar ding education:  

 

Because studying medicine isơit is something like a global study, you can use it 

everywhere. So, if you decide to stay in Denmark, you can work here. If you decide to go 

to wherever it isơ[country of origin]ơThe United StatesơGermanyơeverywhereơyou 

can work asơa doctor. (Child 81, male, AG2) 

 

Hatred (intercultural conflicts, cultural and religious pluralism, migrants and migration) : 

Five girls in a focus group talk about whether they have experienced hatred or bullying . One 

cenhƕo sister experienced a girl in class that hated refugees. All the other children in this class 

had no problem with refugees: ƔSa `kjƕp p]ga ep pd]p oanekqo ^a_]qoa pdana ]na bas kb pd]p 

kind of people, and that...like our teacher, most people love  qo ranu iq_dƝok( kja kb ] 

million ƕ (FG209, female, AG2). 

 

Approaches to children (intercultural dialogue (Dervin , 2015) and identity (Anthias , 2002, 

Dervin & Jacobsson, 2021): A child likes the way teachers in Denmark are supportive of what 

children are d oing and producin g in school. She compares it to her country of origin , where 

everything must be perfect, or else it is thrown away. She appreciates Deji]ngƕo policy of 

displaying student work  on shelves.  

 

Democracy and comparison of countries and possibilities (equality,  intercultural conflicts, 

cultural and religious pluralism, migrants and migration):  In some interviews , the children 

_kil]na pdaen herao pk kpdan laklhaoƕ heves inside and outside Denmark, compare their lives 

and opportunities with  pdaen l]najpoƕ klejekjo ]j` r]hqao( ]j` _kil]na pdaen cn]j`l]najpoƕ 

life circumstances and lack of opportunities with their own. A girl says that she likes living 

in a democratic country like Denmark, but she does not like that at some workplaces , one 

cannot wear a hijab:  
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Child: Sometimes when I go and talk to...a boss [at the workplace] about a job. So they 

say you cannot work here because you wear a headscarf. 

Interviewer: Because you have what?  

Child: A headscarf. So...one time I went to a hotel, and they told me that I can work there 

if I take off my headscarf. But I cannot.  

Interviewer: But you will not do that?  

Child: Yes...So, always...it is a little difficult when I ask for employment. It is only this 

once...and there were many...many people who were nice and kind, yes. (Child 35, 

female, AG2) 

 

 

(Perceived) advantages and weaknesses of existing models of migrant childrenƙs integration 

 

Perception of integration  

 

(Thematised in 18 interviews.) 

 

=__kn`ejc pk pda _deh`naj( pda bkhhksejc ]ola_po ]na eilknp]jp ej pda _deh`najƕo 

understanding of integration. First, language. Having or learning the language of the new 

country to express oneself is of great concern to the children. The satisfaction with  

expanding Danish language skills and the frustration of not being able to articulate your 

thoughts in Danish were mutually dominant in the interviews.  

 

Second, equality is important. Some children find  Denmark to be a socially equitable 

country, thereby e nhancing their sense of integration. A boy puts it this way: ƔBecause they 

d]ra***pda kllknpqjepu pk qoa pdaen Wa`q_]pekjYƝPdanaƕo jk `ebbanaj_a* WƝY Aranu^k`u eo 

equalƕ (Child 118, female, AG2). 

 

Third, an important aspect is friends, both among local children and  among fellow 

migrants. Not having friends/Danish friends can weaken the feeling of being integrated . As 

a boy says, ƔBut, like , ok_e]h( E `kjƕp gjks( ^a_]qoa E `kjƕp d]ra, like , Danish friends. Like, all 

my friends are from this school o r online.ƕ (Child 141, male, AG2). On the other hand, migrant 

peers are also important for integration. For instance, a group of girls state s that long -term 

friendship with equally experienced migrants support s their inclusion in the Danish school 

system. 

 

Lastly, system support or lack thereof is perceived  as important for integration. Children 

mention insufficient interpreters, bureaucracy when renewing passports or residence 

permits and long case processing time s as barriers to integration.  

 

Also, a few _deh`najƕo $=C.% discussion of independence from their parents ƕ beliefs about 

marriage, living alone , etc. can be seen as part of their understanding of integration.  
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Advantages 

 

(Thematised in 13 individual interviews .) 

 

According to the children, it is a positive thing to learn the language of the country and to 

have several languages one can use. A few children mention leisure -time activities, often 

sports, as advantages. Most of the children refer to the school system, teachers or peers as 

lkoepera Ɣik`ahoƕ( ]j` okia atlh]ej pd]p pda @]jeod o_dkkh ouopai eo jkp ok beta` kj paopo 

]j` _kilapepekj* Kja cenh opnaooao pd]p ej_hq`ejc _deh`najƕo lea_ao kb ]np ej he^n]neao( bkn 

instance, is an advantage when it comes to integrat ekj6 Ɣ>qp ej W_kqjpnu kb ^enpdY***eb sa _na]pa 

something like this [paper dolls in the he^n]nuY( ok fqop lqp ep ej pda pn]od* Epƕo jkp ckk` ajkqcd* 

WƝY >qp WdanaY eo ckk` pd]p ukq oqllknp _deh`naj ej _na]pejc pdejcoƕ $?deh` 43( bai]ha( =C.%*  

 

Summing up, pda lkoepera b]_pkno ej ateopejc ik`aho ]na Ɣeilknp]jp lanokjoƕ $pa]_dano( 

peers, neighbours), learning the language and using well -known languages. Opposing 

integration seems to be not having models or practices to welcome newcomers.  

 

Weaknesses 

 

(Thematised in 13 individual interviews.)  

 

A more attentive welcoming system in school is recommended by several children. Some 

wish for more support  during  the first days of school, simply to be able to navigate the 

building. One girl describes her first day. Being left alone on the playground, in school or 

between classes during the first days of school is confusing and gives an impression of 

loneliness. One boy remembers his first days of school with similar experiences, helping a 

newcomer around a couple of months later Ɠas a mentor by choice. 

 

A small school and isolated reception classes are mentioned as a main weakness in the 

existing system by children (AG2) attending S4. They explain that the school is very small 

and not connected to schools where they can meet Danish youth and speak Danish during 

the day except with the teacher . They describe it as a weak point that they attend a reception 

class for three years to learn Danish, but still do not reach proficiency . They find that they 

are lacking Ɣa Danish lifeƕ( as a boy says. Another expresses worry that they might get stuck 

in the reception class, and he might never be able to move further in the educa tion al system. 

It is important to him that his teachers help him.  

 

A girl explains that the school she attended previously was bigger and that she prefers 

that school because of its greater variety of students ; for example , there are more girls there, 

compared to her being the only girl in her class now. Another girl suggests that they as 

refugees should attend a bigger school and , for instance , follow  maths lessonsƓwhich they 

are good at from the country of origin, she says Ɠwith Danish students. Other scho ols in the 

Danish sample have reception classes established at the compulsory school, as in the 

_deh`najƕo oqccaopekjo dana* Ep `ebbano by municipalit y. 
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Lack of opportunity to establish friendship s with Danish children is generally perceived 

as a weakness. This may be due to isolated schooling or  a lack of interest from local children. 

One boy articulates that not attending a Danish school makes it difficult to meet people. And, 

even when playing fo otball in a club , it is difficult to become better  acquainted with the 

other players, the Danes:  

 

Child: But like, like, the Danish people, I just talk to them at footballơafter that I donƙt 

talk to them, likeơI donƙt know.  

Interviewer: Okay. Is it hard to get, like, close to them, or just because?  

Child: I think, like, they already got so many friends [okay], so, like, theyơlike, for them 

they have a lot of friends, so like, itƙs not like a big thing to, like, [...] Like haveơlike, make 

you, their friend or something.  (Child 141, male, AG2) 

 

Children attending big schools also note that it is difficult to make Danish friends. They 

perceive it as their own responsibility to make friends:  

 

Yeah, just in general do it or else you donƙt get anything. Like what I said earlier, in order 

to get something [yeah] you need to do something. (Child 99, Male, AG2)  

 

It is thus a weakness in the existing integration system, that the responsibility of 

integration rests, to a large extent , with the newcomers , while majority society and citizens 

do not reach out sufficiently ; this is seen both in school organization s and the isolation of 

migrants , even among Danish students. 

 

=jkpdan sa]gjaoo heao sepd pda hk_]h ]qpdknepeao opnaooejc _deh`najƕo l]najpo ^u( bkn 

example, forcing them into practical trainee work despite illness such as backpains and 

headaches. One girl explains that she often wants just to leave the school and get  a job to 

free her mother of the dependency on the municipality and its decisions. In addition , a lack 

of trust in health professionals and inadequate treatment of family members or children 

pdaioahrao eo iajpekja` ]o ] lnk^hai ejbhqaj_ejc _deh`najƕo abili ty  to integrate .  

 

Some girls in a focus group interview also mention that the interpreter who translates at 

school for their parents in meetings with their teachers does not translate sufficiently  well . 

The interpreter does not translate all the important  details or mistranslates. It feels like the 

interpreter wants to control the situation.  

 

Issues mentioned are also digitali sation of services if , for instance , renewal of certificate 

of residence is not going through as expected. There is no office to vi sit and ask for help, 

only a telephone number, and they tell you to wait for the certificate.  
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 Good practices 

 

(Thematised in 12 interviews.)  

 

Elements in school that children and young people emphasise as good practices are 

mostly focused on language learning but also o n gaining knowledge and education in a 

broader sense. A boy talks about his favourite school disciplines, history and social science, 

because he gets to know people better and learn how p eople react:  

 

 Not only in Denmark, but in the Middle East and everywhere (Child 89, male, AG2). 

 

A girl especially likes that they have a lot of group work in school. As a newcomer, she 

explains, it is very easy to get to know people if you work with them in smaller groups in 

school. She also recognizes that the tone in class is easy-going when the students make 

jokes, play a game while doing maths or during Danish lessons. She recognizes a good day 

in school, and she appreciates when it is fun to lear n. However, other children prefer  when 

the teacher is in charge and takes control in class instead. One mentions that he does not 

like to be left alone to work by himself or in groups.  

 

 

4. Discussion 
 

This report has explored integration processes from th e perspective of children aged 10 ƒ

17 who are newly arrived migrants in Denmark. However, bellow discussion will also include 

some findings from the research with long -term migrant and local children as well. 

Addressing the first and overall research question , ƔHow do (migrant and local) children 

perceive and experience processes of migrant integration?ƙ, some major themes can be 

extracted from interviews, focus groups and participant observations. When integration is 

considered as processes of migrants and children of migrants becoming part of society 

(Rudiger & Spencer, 2003), settlin g, interacting  and being part of social changes (Penninx & 

C]n_âo-I]o_]naê]o, 2016), four topics stand out from the empirical material: ontological 

security, transnationality, peers and friendship  and language. 

 

A basic sense of ontological security is cru cial for the experience of becoming part of and 

interacting with the new society. The interviews with the children show, explicitly and 

implicitly, a tendency for external social anchors (Grzymala-Kazlowska, 2016) related to 

being in Denmark to provide a sense of ontological security. Hence, newly arrived children 

in particular speak of democracy in Denmark, the opportunity to get a free education, a job  

or income support  and the high degree of security in Denmark as positive framework 

conditions for integr ation. In addition , the importance of the family and extended family Ɠ

representing both internal and external dimensions of social anchoring (Grzymala -

Kazlowska, 2016)Ɠis underlined in almost all interviews. The feeling of basic security, 

stability  ]j` lna`e_p]^ehepu bkn kjaoahb ]j` kjaƕo b]iehu pdqo ]lla]no to be a main factor 

influencing integration processes in a positive way and allowing for wellbeing . However, the 

interviews also point to feelings of lack of security. Some children worry about t heir future 
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jobs and education options , indicating a mismatch between the rigorous demands of the 

education system and an inadequate reception teaching system not fully suitable for 

bqhbehhejc opq`ajpoƕ ha]njejc jaa`o* Kpdano sknnu ]^kqp pailkn]nu naoe`ajp permits, insecure 

housing policies  and unstable conditions for family members both in Denmark and abroad. 

Hence, conditions contributing to ontological insecurity may comprise  barriers  to 

integration.  

 

Transnational social fields (Levitt & Schiller , 2004)  are another important factor to take 

into consideration when examining the integration and wellbeing  of children. It appears 

from interviews and focus groups that transnational social anchors (Grzymala -Kazlowska, 

2016) play an important role in the lives  of the children, in particular relatives and friends 

living abroad, either in the countries of origin  or in other countries. The children tend to be 

in contact with their relatives via phone or video calls or social media. Some of the children 

visit relati ves abroad for shorter or longer periods, while others are restricted from such 

travels due to unrest and war. COVID-19 is also mentioned by several children, both with 

and without migrant backgrounds, as a hindrance to travel ling abroad. In addition, 

transnational social anchors play a significant role within the _deh`najƕo local context. In 

school, including languages  other  than Danish can strengthen the transnational social 

anchors of both migrant children and local children  whose mother tongue is not Da nish. The 

opposite  also seems to be true: the exclusion of other languages can contribute to an 

experience of important anchors, experiences  and competences as not valued in the school 

context.  

 

Peers and friends appear to be a crucial factor for integrati on and well -being , based on 

the distribution of the theme in the empirical material and the ways in which the children 

qualify the theme. It is difficult for the newly arrived migrant children to make friends , 

especially local Danish -speaking friends. In additi on, long-term migrant children and local 

children describe friendship and peer groups as of the utmost importance for wellbeing . 

School is important , as it provides the context for the friendships that children do make. Also, 

leisure activities and organised sports appear to play a major role as sites for social 

anchoring, seen in peer groups in schools hanging out after school, going to sports togethe r, 

watching television together  or being together online. Belonging to peer groups as 

communities on the micro level is thus crucial for the experience of integration and inclusion 

in society in a broader sense for all children , regardless of background. For migrant children, 

having friends with the same background or mother tongue seems important, as such peers 

contribute to feelings of belonging and safety. Hence, a one -aua` bk_qo kj Ɣcappejc @]jeod 

bneaj`oƕ ]o _kjpne^qpejc pk ejpacn]pekj eo jkp na_kiiaj`ed. However, it is noteworthy that 

many migrant children describe significant difficulties in connecting  with Danes, and that 

some indicate advanced Danish language skills as a prerequisite for making Danish friends.  

 

With regard to practices and policies surrounding the issue of language, there are 

interesting tendencies connected to specific groups of children. Across all schools, 

observations and interviews show that significant  measures are taken to promote migrantsƕ 

gaining a sufficient level of Danish . Three models have been observed: reception classes 

placed in mainstream schools (S3, S5 and S6), reception classes placed in separate schools 
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(S4) and a flexible reception system where children are placed in mainstream classes on 

arrival or after a short  period  but receive additional training in Danish as a Second Language 

as an integrated part of their school day (S1, S2). Two main barriers to integration are 

identified: reception classes placed in separate schools hinder contact with Danes, children 

at S4 explain. However , when included in mainstream classes, several children report 

insufficient support for connecting with others and participating in instructional activities. 

Hence, isolation is a risk in both the separate and mainstream system s. 

 

Newly arrived migrant children find it difficult to learn Danish and welcome the efforts 

made by the school to enable them to learn Danish . As mentioned, they see their lack of  

Danish proficiency as limiting their ability to make local friends ; in addition , they see 

speaking Danish as a prerequisite for further education and employment. Long -term 

migrants  who arrive after a certain age experience similar challenges in learning Danish. A 

point to note is that children assume that learning Danish is their own  responsibility  and 

blame themselves if they fail.  

 

Another important finding, described by long -term migrants and local children with 

migrant parents, is a school practice of prohibiting children from speaking their mother 

tongue in school (S1, S2). Several children describe how they are forbidden  to speak their 

ikpdan pkjcqa sepd atlhe_ep nabanaj_a pk pda o_dkkh ^aejc Ɣ@]jeodƕ* Dksaran( ejpanreaso ]j` 

observations show an exception to this practice. If local children have the same language as 

a newcomer, they are allowed and encouraged to speak their mother tongue and act as 

interpreter s for the newcomer.  

 

The findings regarding language practices point to a rather assimilatory approach, as 

learning Danish seems to be happening at the expense of the other languages  that  children 

speak. According to the long -term migrant children and local children with migrant parents, 

pda o_dkkhƕo ]llnk]_d pk pdaen ikpdan pkjcqa eo na]okj]^ha, and they accept it. However, 

from t heir own accounts and from observations, in practice, they want to and do speak their 

mother tongue at school. Thus, on the one hand, the mother tongue is important for the 

children , as it anchors them in larger social fields that transcend  school, and, on the other 

hand, schools appear to be anchor points to only a minor degree for the use, practice  and 

appreciation of languages other than Danish. This does not hold only for non -Danish mother 

tongues, but for all other languages except English, German  and French (the foreign 

languages officially taught in Danish elementary schools), such as classical Arabic, which 

many children learn in Qur Ὰúj o_dkkh* Daj_a( the potential for _deh`najƕo iqhpehejcqeope_ 

resources for integration and learning seems overlooked in fieldwork schools. In addition , in 

reception classes, a one-sided focus on learning Danish and using Danish materials seems 

to hinder the use of age -appropriate materials in response pk _deh`najƕo ]_]`aie_ okills and 

interests.  

 

The second research question, ƔHow do educational staff approach and address migrant 

integration processes?ƙ, was approached partly through observations and partly through the 

_deh`najƕo ]__kqjpo ej ejpanreaso ]j` bk_qo cnkqlo* Pda nasults show both barriers and 

positive factors for child -_ajpna` ejpacn]pekj lnk_aooao ej pa]_danoƕ ln]_pe_ao* 
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Tendencies towards  monoculturalism, monolingualism and adult -centrism have been 

observed; these represent barriers. The prohibition against speaking minority languages in 

school, because the school eo Ɣa Danish schoolƕ( is an example of a combined monocultural 

and monolinguistic practice that excludes _deh`najƕo ]j_dkno ]j` naokqn_ao bnki pda o_dkkh 

context. Many observations also point to a tendenc y resembling methodological nationalism 

(Wimmer & Schiller , 2002) that focuses on nation states as natural entities and anchor points 

for children, not acknowledging transnational aspects of their life worlds. For instance, when 

teachers, though aiming at inclusion, ask children ƔWhat is it like in your country? ƕ( it implies 

that children represent certain countries and Ɣculturesƕ, not leaving space for alternative and 

more multifaceted identity processes.  

 

Teachers obviously often imply adult -centric approaches, focusing on good behaviour 

and good performance in school as integration measures (Fattore, Mason , & Watson, 2007; 

Gornik, 2020). On the one hand, these aims seem reasonableƓhence, also internalized by 

several childrenƓas they comply with societal expectations. On the other hand, it places a 

large burden on children if they do not succeed in, for instance, speaking fluent Danish 

within two years after arrival.  

 

As for positive factors for integration, teachers were observed and des cribed by children 

]o _kjpne^qpejc lkoeperahu ^u ]_gjksha`cejc _deh`najƕo wellbeing  in the present. This 

includes descriptions of having stable and secure relations with both teachers and peers. 

However, some children point to experiences of feeling nervou s and exposed in class, for 

instance when being examined in lessons, and either feeling lonely or fearing loneliness. 

Such experiences appear to be in sufficiently acknowledged by teachers. By keeping 

_deh`najƕo need to belong $Oñj`anc]]n`, 2012) and their need for ontological security and 

predictability in mind, teachers may contribute positively to integration processes. An 

experience of security and stability in school may be of particular relevance for refugee 

children and others having severe worries in  their lives outside school.  

 

Regarding interculturality, some observations and interviews indicate that pointing out 

cultural or national differences is not always the most suitable approach to integration. 

Some children feel pointed out in an uncomfortab le way when asked to account for, e.g., 

situations in their countries of origin. In addition , some children appear uncomfortable with 

being made visible in the need for special linguistic support during lessons. Such 

uncomfortable feelings may again be rel ated to the need for belonging and feeling one is an 

equal member of the class. Hence, more diversity-sensitive and discrete approaches are 

recommended, not pointing children out as different when considering their learning needs  

but encouraging them to sh are their experiences and opinions without relating this to 

specific national identities.  

 

 

  



  

80 
 

5. Executive summary  Ɩ newly arrived migrant children  
 

The findings regarding newly arrived migrant children in Denmark consists of a sample of 

43 individual interviews (5 Age Group 1 and 38 Age Group 2) and 10 focus group interviews 

(2 Age Group 1 and 8 Age Group 2).  

 

According to the children, the following  aspects are important in their understanding of 

integration. First, language. Having or learning the language of the new country to express 

oneself is of great concern to the children. Both the satisfaction with expanding Danish 

language skills and the frqopn]pekj kb jkp ^aejc ]^ha pk ]npe_qh]pa kjaƕo pdkqcdpo ej @]jeod 

were dominant in the interviews.  

 

Equality is another important factor. Some children point out that Denmark is a socially 

equitable and democratic country, a perception that may enhance th eir sense of integration.  

 

Thirdly, an important aspect is having friends, both among local children and among 

fellow migrant children. As for friends among local children, not having Danish friends can 

weaken the feeling of being integrated and accepted i n the new society. On the other hand, 

migrant peers are also important for integration since (migrant) experiences and often 

language are shared. Some children state that long -term friendship with equally 

experienced migrants supports their inclusion in th e Danish school system. 

 

Lastly, system support or lack thereof is perceived as important in integration processes. 

Children mention insufficient interpreters, bureaucracy when renewing passports or 

residence permits and long case processing times as barriers to integration, as well as 

]jteapu nac]n`ejc nabqcaaoƕ lkooe^ehepu pk op]u ej @aji]ng i]u dej`an ejpacn]pekj lnk_aooao* 

 

According to the children, the most important advantages in the Danish integration 

system are learning a new language and thus to have several languages one can use. Most 

of the newly arrived children refer to the school system, teachers or peers as positive 

Ɣik`ahoƕ( ]j` okia atlh]ej pd]p pda @]jeod o_dkkh ouopai eo jkp ok beta` kj paopo ]j` 

competition. Leisure -time activities,  often sports, are also seen as advantages. Summing up, 

pda lkoepera b]_pkno ej ateopejc ik`aho ]na Ɣeilknp]jp lanokjoƕ $pa]_dano( laano( jaecd^kqno%( 

learning the language and being able to use well -known languages. 

 

According to the children, an importan t weakness in the existing system is the lack of a 

more attentive welcoming system. Some wish for more support during the first days of 

school, such as simply to be able to navigate the building or to get welcomed by a peer 

mentor. Children attending one o f the fieldwork schools, a small school with isolated 

reception classes, mention this form of organization as a weakness. They explain that the 

school is very small and not connected to schools where they can meet Danish youth. Their 

only possibility to sp eak Danish during the day is with the teacher. They describe it as a weak 

point that they attend a reception class for three years to learn Danish, but still do not reach 

lnkbe_eaj_u( ]j` ba]n pk cap Ɣopq_gƕ ej pda na_alpekj ouopai* =jkpdan sa]gjaoo ej na_eption 
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classes is the huge focus on learning Danish at the expense of other subjects such as maths 

or physics.  

 

Lack of opportunity to establish friendships with Danish children is generally perceived 

as a weakness. This may be due to isolated schooling or a lack of interest from local children. 

It is thus a weakness in the existing integration system to a large extent seems to rest with 

the newcomers, while majority society and citizens do not reach out sufficiently; this is seen 

both in school  organizations and the isolation of migrants, even among Danish students.  
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1. Introduction  
 

This report presents main findings of the research conducted among newly arrived 

migrant children in primary and secondary schools in Slovenia from October 2019 to March 

2021. The main aim of the research was to explore  the nature, dynamics, and strategies  of 

the integration process of migrant children who attend primary and secondary schools in 

Ohkraje]* Sa qj`anop]j` iecn]jp _deh`najƕo ejpacn]pekj ]o ] _kilhat ]j` iqhpe-layered 

process through which migrant children who are new to a country become a part of the 

society (GarcŞs-MascareƷas and Penninix 2016). Following this, our aim was to collect 

evidence on how NA migrant children perceive and experience the processes of integration. 

Furthermore, we tried to analyse the experiences of this heterogeneous gr oup through the 

lens of a child -_ajpna` lanola_pera* Pdanabkna( kqn ]ei s]o pk _]lpqna _deh`najƕo oq^fa_pera 

understandings and perspectives about their own lives and experiences of migration, life 

transitions, integration, and general well -being (Mayeza 2017). Children were considered 
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experts of their own lives, skilled communicators, and meaning -makers (Clark and Moss 

2005; Fattore, Mason and Watson 2007; Gornik 2020), and the most relevant source of 

information (Mayeza 2017).  

 

Personal experiences of th e migration process and the dynamics of social adaptation and 

inculturation after migration depend on various factors, age being one of them ( Heckmann 

2008;  White 2010; Sime and Fox 2015; Huijsmans 2015). While the decision to migrate (at 

least in the case of voluntary migration) is primarily made by adults, this is usually not the 

case for children who are forced to follow the decisions of their parents. Moreover, the 

migration experiences of children differ from those of adults. The issues and challenges 

related to youth migration are very diverse and range from linguistic and cultural 

adaptation/acculturation ( OqÚnav-Knkv_k( OqÚnav-Orozco and Todorova 2008), identity and 

belonging (Collier 2015), nationalism, xenophobia, and discrimination (Jensen et al. 2012; 

)hlund and Jonsson 2016), well -being and mental health (Ajokn ]j` Ckų`ve]g .,-,7 Soriano 

and Cala 2018; Anagnostopoulos et al. 2016) and similar.  

 

There were 2 age groups of children involved in the study: 10 -14 years old children 

(primary school) and 15-19 years old (secondary school). In this report, we use the terms 

Ɣ_deh`ƕ ]j` Ɣ_deh`najƕ sdaj nabannejc pk pda l]npe_el]jpo kb pda opq`u( ]hpdkqcd sa ]na ]s]na 

that this may seem inappropriate and inaccurate, particularly in relation to the older grou p 

(15-19 y/o), and that a different expression would be more appropriate when referring to 

adolescents. This terminological decision stems from the fact that in our fieldwork the 

integration processes were studied from a child -centred (CC) perspective. The latter takes 

its point of departure from the UN Convention on the Rights of the Child. Therefore, the 

`a_eoekj pk qoa Ɣ_deh`ƕ ]j` Ɣ_deh`najƕ eo lnei]nehu ]j]hupe_]h n]pdan pd]j oq^op]jpera*    

 

What follows is: firstly , presentation of methodology, secondly, the results from 

participatory observation phase, which lasted at least 15 observation days per school and 

was conducted prior to the collection of the autobiographical stories, thirdly , presentation 

of the results from the focus groups and the collect ed autobiographical life stories with the 

newly arrived migrant children (NA), who are in Slovenia less than three years, We conclude 

with  a discussion and short summary. 

 

 

2. Methodological approach  
 

The research was carried out in 7 schools: 3 primary schools and 4 secondary schools 

across Slovenia from October 2019 to March 2021. All schools were public educational 

institutions, located in the urban environment and attended by a significant number of  

migrant pupils and children who vary in their linguistic, religious, and ethnic backgrounds. 

Primary school children were in our first age group (10 -14 years old), while secondary school 

children were assigned to the second age group (15 ƒ 19 years old). In relation to secondary 

schools, two different types of schools were part of our sample: grammar schools which lead 

to academic education and vocational schools that offer a profession. More details about the 

school selection process can be found in the r eport on WP 4 - Educational Community and 
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School System in Slovenia $Oa`i]g( Cknjeg( Ia`]neĀ( @aŷ]j( .,.,%* =``epekj]h ejbkni]pekj 

about the methods and methodology used can be found in the attached report on WP5 -7 - 

National report on quantitative researc h, qualitative research and reflexive methodology: 

Methodological section  (Oa`i]g( Cknjeg( Ia`]neĀ( @aŷ]j( .,.-%* 

 

Data was collected by applying several methodological approaches. First, we conducted 

at least 15 days of participant observation at 5 schools. At two remaining schools, we were 

able to arrange 5 to 10 days of observation. This phase consisted of passive, moderate , and 

active participation. Gatekeepers organised classes that were the subject of observation 

according to the MiCREATE criteria (ethnic, linguistic, religious, etc. diversity). Apart from the 

organisational role, these gatekeepers did not take an active role in this phase of the 

research. Considering that Slovenian schools participating in the MiCREATE project collect 

parental consent forms for the research activities conducted in the school at the beginning 

of the school year, we were able to start the o bservation phase immediately.  

 

This stage was followed by the collection of 99 autobiographical interviews and 

organisation of 11 focus groups. Participants were selected on the recommendation of 

teachers and gatekeepers (usually a school counsellor or som eone who is responsible for 

migrant learners) or they volunteered to participate. All respondents were informed about 

pda lnkfa_pƕo lqnlkoa ]j` oecja` ejbknia` _kjoajp bknio ^abkna naoa]n_d ]_perepeao ^ac]j*  

 

Most interviews were conducted face -to-face. They lasted between 15 and 65 minutes. 

Only a few interviews involved more participants (e.g., a pair) and always at the request of 

the children demand, while the rest were organised as a conversation between a researcher 

and an individual child. In two sch ools, the interviews took place in an online environment 

(e.g., MS Teams), as restrictions regarding Covid-19 were in place in Slovenia at that time. 

The interviews were recorded and later transcribed verbatim.  

 

Regarding focus groups, our research team conducted two focus groups in 5 schools and 

one focus group at 2 schools. In total, we interacted with children in 11 focus groups that 

consisted of 3 to 6 participants. Sometimes, the children who participated in the focus 

groups were already participants in the interviews. All focus groups were recorded and later 

transcribed verbatim.  

 

Interviews and focus groups started in October 2020 and ended in April 2021. Despite 

the outbreak of COVID-19 that interrupted and prolonged our research, we successfully 

reached our goals and fulfilled sample requirements. To some extent, this was a 

consequence of the partnership previously established with selected schools. All but one 

o_dkkh l]npe_el]pa` ej pda lnkfa_pƕo beah`skng sepdej pda SL0 ej sde_d kqn naoa]n_d ]_pevities 

focused on educational professionals.  
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3. Results 
 

What follows is the presentation of main findings from the fieldwork at 7 Slovenian 

primary and secondary schools.  

 

3.1 Participant observation  

 

This phase lasted from November 2019 to October 2020. Our observations were not 

limited to classrooms nor to c lass time exclusively. We extended our research activities to 

school yards, hallways, school cafŞs, nearby grocery stores etc., conversed with learners 

during breaks or on the way to P.E. classes, silently filling field notes in the back of the 

classroom, or observed interactions from a distance. These field notes included content 

information (peer interaction, teacher -child interaction, general class dynamic, teaching 

techniques, child centred approach, etc.) and our personal observations and reflections 

(thoughts, concerns, doubts, and similar).  

 

 

 Peers 

 

Peer sociability  

 

In the participant observation phase, our attention was on general observation of peer 

interactions, social networks, and relationships or in relation to specific determinants such 

as gender or ethnicity.  

 

In most classes observed, we could identify the tendency towards differentiation 

between genders; girls hung out and sat together, while boys formed their own group. This 

was especially true in the primary schools . Sometimes, the number of representatives of a 

particular gender determined how the groups were formed. For example, if the class 

consisted of 5 boys and 20 girls, boys were more likely to hang out together. Sometimes 

gender and ethnic determinants overla pped, as in primary school S1 and secondary school 

S2 where newly arrived and/or migrant girls socialised almost exclusively among 

themselves. In addition, although children of younger and older age groups worked and 

socialised together in the classroom, t he situation during breaks, in the cafeteria or in the 

school playground often revealed that groups tended to form according to gender.  

 

Peer interaction in class was generally friendly, cooperative, and tolerant, however 

individuals who are less proficien t in Slovene language were often excluded. Considering 

that migrants of Albanian ethnic origin differ significantly in language compared to other 

migrants from the former Yugoslavia, it is not surprising that this ethnic group was regularly 

identified as m ore internally connected or distant from the rest of the classes. To some 

extent, such patterns are sometimes encouraged by teachers who, when migrant children 

arrive, decide to sit together children who speak similar language. However, it depends on 

the ij`ere`q]h sdapdan pdeo heiepo pda _deh`ƕo kran]hh ok_e]^ehepu* 
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Another characteristic that may have kept a child from peers was academic ability. 

Learners who needed more help with learning and/or language, regardless of migrant status, 

were often less po pular in terms of group work. Sometimes, learners who were more 

successful spent their time together, while children with learning difficulties formed their 

own group.  

 

At several schools, groups were formed according to language, ethnicity and/or kinship.  

For example, at secondary school S3, one group of children spoke Bosnian when interacting 

while the Albanians spoke Albanian. In terms of group characteristics, at no school did we 

find that migrant status had an impact on whether the group was loud or re served, noisy or 

calm, shy, or outgoing. For instance, in primary school S1, migrant children were more often 

among the noisy lads while in S2 secondary school, Albanian boys were more reserved, quiet, 

and reserved. In S3 secondary school, local children w ere more likely to be the ones who 

sought attention, etc.  

 

Peer communication  

 

Generally speaking, each observed class consisted of more extroverted, loud, and 

talkative children, and their more reserved and shy peers. We identified examples of 

positive and constructive communication, encouragement, and support, but also examples 

of exclusion, conflict, and sometimes abusive behaviour. Additionally, we could observe 

_hkoajaoo ^apsaaj _deh`naj ej panio kb gjksejc a]_d kpdanƕo opnajcpdo ]j` sa]gjaooao 

(e.g., who is good at which subject, who speaks which language, what hobbies they have, 

etc.). In several classes, children were willing to help each other with class work. Long -term 

migrant children (but not exclusively) who spoke the same language as their mi grant peers 

were more likely to help them.  

 

Further, we observed several incidents of exclusion of children whose language 

proficiency was limited. In S1 primary school, a child from Kosovo who had language and 

learning difficulties was excluded from clas s interactions. However, he kept company with 

peers from other classes who had the same cultural background. Similarly, the Albanian 

speaking migrant children in S2 secondary school tended to be more silent and preferred to 

spend time among themselves. In S3 secondary school, the newly arrived migrants were 

quiet and reserved, some were sitting alone. On the other hand, in S1 primary school and S3 

secondary school individual local girls were excluded because of their shy and quiet nature, 

while in S4 primar y school, a girl with mental disabilities rarely interacted with her peers. 

Regardless of her limitations, classmates helped her. From our observations, we can 

_kj_hq`a pd]p pda h]jcq]ca ^]nnean _]j oaranahu ]bba_p iecn]jp ha]njanoƕ ]^ehepu pk ejpan]_p 

wit h local peers. On the other hand, exclusion from peer groups is not limited to migrant 

children as we found several examples of local children who were excluded due to their 

personal characteristics, academic abilities and/or mental disabilities.  

 

In most schools, the children were very communicative, verbally, and nonverbally. Non -

verbal communication was very explicit in the form of pushing around, hugging, shaking, 
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playful fighting and teasing, but this was not limited to any particular nationality, and it was 

present in both primary and secondary schools. Physical communication increased during 

breaks and in secondary vocational school during practical classes. More violent 

communication was evident at secondary vocational school S2, where mainly male 

adolescents insulted each other and used coarse language, however, this seemed to be 

ikophu Ɣbneaj`hu ]`khao_ajp bkhghknaƕ n]pdan pd]j oanekqo ejoqhpo* Bqnpdan( iecn]jp _deh`naj 

often conversed in their languages (e.g., Bosnians in Bosnian language, Albanians in Albanian 

language etc.), especially during breaks but as in S2 secondary school, also regularly during 

_h]ooao* Ej O.( pa]_dano `e` jkp _kilh]ej ]^kqp pdeo ]j` okiapeiao araj pa]_danoƕ 

instructions were in Bosnian. Sometimes, local children participat ed in the discussion and 

used the Bosnian language or accent themselves or, as in one school, asked migrant peers to 

pa]_d pdai okia ldn]oao kn skn`o ej iecn]jp ha]njanoƕ h]jcq]ca* Kj pda kpdan d]j`( okia 

migrant children intentionally spoke Slovene exclus ively to improve their language skills. 

Sometimes, local children were not satisfied with migrant peers not speaking Slovene in 

school and were criticising them for speaking in their language.  

 

During our observation, we also noted several examples of mor e or less prohibited use of 

digital devices inside schools and secret messages between peers. In S2 vocational 

secondary school, children openly used mobile phones and Bluetooth speakers during 

classes, with the knowledge and consent of teachers, to commun icate with each other, to use 

Google Translate to understand the lecture or because they were bored. On the contrary, at 

S7 secondary school, children relied on more analogue methods to send notes; these were 

hidden in a pencil case or similar and sent acr oss the classroom. 

 

 

Educational staff  

 

Engagement with students  

 

Interaction between teachers and children varied greatly and dependent heavily on the 

teachers themselves. Some teachers facilitated engagement with children to a significant 

extent, irrelevant of their languae proficiency or interest, by using innovative teaching 

materials (e.g., video clips, music, boardgames, educational sites and applications) and 

incentives (sweets), stimulating discussion, and creating a safe but demanding atmosphere. 

In contrast, other teachers limited themselves to ex cathedra teaching methods where they 

developed little interaction with the children.  

 

In all schools, our research group had difficulty identifying a child -centred approach. The 

principles of child -centred education require teachers to consider specific learning needs of 

migrant and local children and to respond to strengths and challenges of individual learner. 

Further, attention is paid to personal circumstances such as length of stay, ethnic and cultural 

background, religion, age, gender, socioeconomic and lega l status, and other personal 

characteristics (Gornik 2020: 538). In S6 primary school, some teachers came closer to the 

child -centred approach because of the general teaching approach this school advocates for, 

e*a*( pda Ɣbkni]pera ]ooaooiajp ]llnk]_dƕ* Dare, children are encouraged to play a more 
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active role within the educational approach, set their teaching goals, assess their strengths 

and weaknesses, choose learning methods, etc. To be more precise, in S6 primary school, we 

could observe that  at the beginning of the lesson, the teacher asked the children what they 

already knew about a specific topic, and they listed the associations, phenomena, concepts 

on which they were building. Then the teacher asked them what they wish to know about 

this phenomenon  at the end of this lesson and how they will  achieve the goal (which 

methods will be used), wrote these goals in a notebook and at the end of the lesson the 

teacher checked if they have reached this goal. After that, the children themselves 

formulated ques tions for review and prepared a guide for the next lesson ("What else do I 

want  pk bej` kqp ]^kqp pdeo pkle_( E#i ]hok ejpanaopa` ej Ɲ( ap_*%* 

 

In one primary school and one vocational secondary school, a more child -centred 

approach was observed in subjecto _kjoe`ana` Ɣhaoo `ai]j`ejcƕ $a*c*( ]np( L*A*( dkia 

economics) or in subjects that are oriented towards practical skills (hairdressing) and 

children had more say in the design of activities. For example, children could suggest a 

particular hair technique or make a certain product from chosen material, decide whether 

they want to play volleyball rather than football and similar. When observing other subjects, 

learners were part of the discussion, however all tasks were selected by the teacher. In 

general, teachers in all schools expected children to work mostly quietly and independently.  

 

Usually, the additional Slovenian language course for migrant children is an environment 

where teachers are more innovative, creative, attentive and child centred. One reason lies in 

smaller groups of such classes and the more relaxed atmosphere. Moreover, the language 

_kqnoao ]na jkp ok Ɣp]og kneajpa`ƕ( opnq_pqna` ]j` `apanieja` ^u _qnne_qh] ]j` pa]_dano d]ra 

more freedom in designing the lessons. This feature enables t eacher with more 

opportunities to respond to each learner individually. Moreover, such a class is usually 

smaller and allows teachers to tailor instructions, explanations, and materials more 

successfully than in regular classes. In these classes, teachers praise learners for all and not 

just the correct answers, answer questions, use innovative teaching methods, rely on a more 

personal approach and are generally supportive.  

 

However, we noted examples of scolding, threatening, ignoring, and insulting behavi our. 

For example, in S1 primary school, most teachers paid no attention to a group of migrant 

children from Kosovo. Consequently, these children are not motivated or interested in 

schoolwork. Implicit tensions, lack of respect and lack of encouragement wer e observed 

towards a boy from Albania, where a teacher gave the impression that he had given up on 

him and considered him a failure. In S2 secondary school, few teachers attempted to address 

individual needs. However, these attempts were limited to occasio nal checking whether 

learners understood the tasks. The checking was in a form of direct questions and not, for 

example, explanation in a foreign language. In S2 school, some teachers did not care whether 

all learners understood the lessons or had the oppo rtunity to participate. Consequently, 

learners became bored and texted or browsed on their mobile phones. Surprisingly, teachers 

were not bothered by such behaviour as long as they had silence in the classroom.  
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Conflict management  

 

During participant observation, we did not register any significant conflicts between 

learners that would stem from ethnic, religious, or racial characteristics. However, there was 

general misbehaviour present (e.g., chatting during lessons, inappropriate comments, rude 

behaviour towards teachers or among peers, etc.). Often, teachers looked powerless, they 

gave a warning, raised their voices, threatened with punishment, or asked for silence, sent 

learners out of the classroom while a notification about ina ppropriate behaviour was also 

sent to their parents or guardians, or changed the seating arrangement. Other teachers tried 

to engage children who were misbehaving in class activities, but often without success. 

Sometimes, they continued with the lesson or punished learners. On rare occasions, teachers 

did not respond to negative and disruptive behaviour which affected the quality of the 

learning experience for all participants. We were surprised by the prevalence  of 

exclusionary disciplin ary methods in prim ary and secondary schools, where children were 

asked to leave the class. The ineffectiveness of these methods was also clearly evident  

during our observation days.  

 

In general, we noticed that teachers often paid more attention to local learners and less 

attention to migrant learners. However, this was usually because they represent the majority 

of the class and not necessarily because of discriminatory behaviour. Consequently, this was 

nabha_pa` ej pda pa]_danoƕ hks ]ppajpekj ]j` oajoeperepu pk _kjbhe_po phat have possible roots 

in ethnic, religious, or racial factors. Contrary, in S3 secondary school, two groups of children 

who differed in their ethnic backgrounds had a dispute, and as a solution to this conflict, 

their mainstream teacher organised a class  lesson in which they discussed the principles of 

multicultural cohabitation. Another example comes from S7 secondary school, where 

although no direct conflict was observed, a teacher reported that local children sometimes 

express discriminatory attitudes when writing an essay.  

 

One practise that might work to prevent conflicts is the method used by the teacher at S6 

lnei]nu o_dkkh* Kj_a ] saag( pda i]ejopna]i pa]_dan knc]jeoao Ɣpda _en_haƕ sdana pda 

children sit in a circle and discuss about interpersonal relationships, evaluate the week and 

the strengths of their classmates, while at the same time look for improvements in their 

behaviour and the behaviour of their classmates. Additionally, all classrooms in this school 

have a class rules board, highlighting positive attitudes and values for a respectful 

environment.  

 

Engagement with cultural diversity topics  

 

Discussing this aspect, there were few examples of schools (S4 primary and S5 secondary 

school) that did not pay attention to topics re lated to cultural diversity, however, the picture 

was not entirely positive since explicit and direct engagement was seldom observed. For 

addressing these topics, primary and secondary schools used different international 

awareness days and individual school traditions (e.g., charity fairs in December, school talent 

shows, charity concerts). For example, in S1 primary school, children went to the cinema on 
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the Day of Tolerance. After the movie, they had a class discussion about tolerance and 

tolerant behavi our. At the same school, International Day of Migrants was dedicated to 

migrant learners who went to the intergenerational centre where they presented their 

cultural traditions to the residents. Several schools decided to present different languages 

spoken in the schools on the World Day of Languages. The hallways were sometimes 

decorated with posters presenting different cultures and cultural traditions, and one primary 

o_dkkh l]ejpa` cnaapejco kj o_dkkhƕo op]ens]uo ej `ebbanajp h]jcq]cao* 

 

Language classes for migrant learners proved to be most filled with various opportunities 

to discuss about cultural diversity (secondary schools S2 & S7, and primary school S6). In 

these classes, teachers more often addressed stereotypes, compared linguist ic and cultural 

similarities, and highlighted the benefits of migrations and intercultural dialogue (secondary 

schools S3 & S7). In relation to other subjects (i.e., Civic Education, History, Geography, 

language courses, Sociology), we could recognise a cultural blindness approach, even though 

above subjects offer a plethora of topics related to cultural diversity. This goes in line with 

the themes of the curriculum, which neither reflects the diversity of learners nor challenges 

Eurocentrism. Sometimes, teachers satisfy by merely asking migrant children how 

something is called in their mother tongue (S6 primary school). On the other hand, other 

teachers linked teaching topics to different cultural traditions. For example, before the 

Christmas holidays, chil dren compared customs and local traditions related to Christmas 

(secondary school S7).  

 

 

Perceptions, values, attitudes and opinions  

 

Positive attitudes towards multiculturalism and cultural cohabitation were observed 

mainly in two primary schools (S4 an d S6) and two secondary schools (S5 and S7). In these 

schools, we most frequently saw classmates discussing language differences (e.g., different 

]hld]^ap% ]j` ha]njejc kja ]jkpdanƕo h]jcq]ca* Bqnpdan( pdau sana _qnekqo ]^kqp nahecekqo 

activities (especial ly food prohibitions and traditions) and cultural habits (e.g., family 

traditions related to holidays) in formal (during class) and informal settings (during breaks).  

 

When topics related to intercultural conflict, racism, migration, and similar were 

discussed as a consequence of the curriculum, some children openly shared their opinions. 

Usually, children were advocating for equality, tolerance and an inclusive approach that 

encouraged adjustments on both sides. At S2, examples of hate speech, intolerant attitudes 

and ethnic labelling could be observed when children teased each other (e.g., Come on, shut 

ql >koje]j% kn iecn]jp _deh`naj i]`a bqj kb pdaioahrao $a*c*( ƗPa]_dan( E ]i fqop ] `qi^ 

>koje]j( sd]p _]j E `k;Ƙ%* Oq_d _kjrano]pekjo sana jkp lnk^hai]pezed by either the children 

or the teachers. 

 

In S7, a couple of children decided to organise a roundtable to address issues of migrant 

peers. During one lesson, the children presented their plan to their classmates and sparked 

a discussion. Most classmates encouraged them in their attempts or raised no direct 

objections. In addition, a group of girls shared their positive experience of volunteering at 
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the nearby non -governmental institution that organises learning support for migrant and 

refugee children. A t this school, one teacher often covers topics related to intercultural 

`e]hkcqa( opanakpulao( nahecekqo lhqn]heoi( ]j` pda ^ajabepo kb iecn]pekjo( pdqo _deh`najƕo 

increased sensitivity to these issues may be a result of her teaching. In another class at t his 

o_dkkh( pda _deh`naj sana lnal]nejc bkn pda o_dkkhƕo ]jjq]h p]hajp odks ]j` kja cnkql 

`eo_qooa` sepd ejpanaop pda jqi^an kb h]jcq]cao nalnaoajpa` ej h]op ua]nƕo odks* Bnki pdeo( 

sa iecdp _kj_hq`a pd]p pdau r]hqa pda o_dkkhƕo iqhpehejcq]h ajrenkjiajp ]o an advantage. 

 

 

 School environment 

 

Our observations revealed  considerable  variety in the visibility of  the multicultural 

nature of the school. In some schools, there was no visibility at all, in some only limited, and 

in others, we could find  several signs of a multicultural nature of the school. In general, 

primary schools put more effort into visible expressions of multiculturalism with posters, 

drawings, poems, pictures, etc. displayed in the hallways and on the classroom walls.  

 

S4 primary school has most elaborate visible signs of multiculturality. This school is also 

nationally recognised as the primary school with the best practices related to addressing 

multiculturalism and integration of migrant children. The entrance door of this pri mary 

o_dkkh d]o ope_gano pd]p na]` ƗMulticultural, multiethnic, multinational, multilingual, 

contemporary, innovative, healthy, eco-school*Ƙ Bqnpdan( pda o_dkkh _kiiqjepu ]`]lpa` pda 

school anthem and created a school rap song to include and acknowledge th e children of 

diverse backgrounds present in the school. In the hallway, stairs are covered with stickers 

with greetings translated into the languages present at the school. In one of the corners, a 

Nationality stew hung with information about how many dif ferent countries are represented 

in the school, a national flag for each country and the exact number of children from each 

country. They also organised an exhibition called ƛOn the path of stories and inspirationƜ, 

which features portraits of successful migrants in Slovenia.  

 

Several primary and secondary schools had posters in classrooms and hallways that 

learners had made to inform the rest of the school about the European Day of Languages. 

These posters contained information about the differ ent languages spoken in Europe and 

their alphabet. At one school, we noticed an example of a riddle in Macedonian language. 

Similarly, at S3 secondary school, in the entrance hall posters were informing about the 

International Day of Tolerance and The Day of Greetings (also known as hello day). These 

materials provide information about tolerance and human rights declaration. In S6 primary 

o_dkkh( lkopano pepha` ƗIu E`khƘ kn ƗIu DkiaƘ d]jc ej pda _h]oonkkio( sdana _deh`naj lnaoajp 

their homeland or a famous person from their country. In terms of school cafeterias, most 

schools have a policy of acknowledging at least some cultural restrictions related to food 

(the Muslim children have an alternative menu to pork) .  

 

In the geography classroom of primary school S1, dictionaries and English books were 

stored. In another classroom, we observed language games and books in Albanian and 

Macedonian that foster cultural identity of migrants. In secondary school S2, there were  
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didactic materials for Slovene language course developed by the teacher of Slovenian 

language herself (e.g., the script I Speak Slovene, a series of multilingual stories All for one, 

one for all). The latter is a collection of short Slovene tales that was  translated into Bosnian, 

Macedonian and Albanian by migrant peers. Another such material is the workbook Time for 

Slovene language (primary school S6). 

 

 

 How different factors affect integration processes? 

 

According to the data collected during the participa nt observation phase , it is difficult to 

assess the role various factors (e.g., age, gender, ethnicity, religion, SES, language) have on 

the integration process of migrant learners in Slovenian schools.  

 

In terms of cultural background several ob servations indicated that migrant children with 

Albanian cultural background and Albanian mother tongue experience more difficulties in 

the process of integration and acceptance compared to migrant children of other ethnic 

groups from the territory of the former Yugoslavia and elsewhere. The reasons for this are 

_kilhat6 _hkoa apdje_ ^kqj`]neao( h]jcq]ca _kjopn]ejo( `eo_neiej]pekj( Ɣkpdanejcƕ ]j` 

stigmatisation by the majority Slovenian population, but also by other migrant ethnic groups, 

the traditional fa mily orientation, which advocates for mothers staying at home, socialising 

only with family members and often not being fluent in the Slovenian language, and fathers 

being absent because they work all day.   

 

Regarding the age, it looks that integrational challenges were more pronounced among 

newly arrived older children enrolled in secondary school or in the last grades of primary 

school.  

 

Regarding socio-economic status (SES), we could notice that migrant children from 

families with  low SES has less opportunities for peer sociali sation  in extra -curricular actives 

as for instance football training, or other social events that require  financial  participation 

(going to the cinema, bowling, shopping, hanging out at pda _]bâ ]bpan o_dkkh%, which affects 

the in tegration processes.   

 

Proficiency in Slovenian language by migrant parents also positively influence the 

integration process of children, as the children are exposed to the opportunity to practice 

the Slovenian language also at home and receive help with the schoolwork. Children who 

joined parents who already lived in Slovenia and spoke the Slovenian language and were 

b]iehe]n sepd Ohkraje]j Ɣnkhaoƕ( atla_p]pekjo( ap_* ej o_dkkh ]j` ok_eapu d]` ]j a]oean lnk_aoo 

of integrating to some extent.  

 

Finally, we found that the restrictions  related to  the COVID-19 outbreak and consequent 

school closure also affected migrant children integration process. They missed the 

opportunity to socialize with peers, Sloven ian language course was interrupted, some of 

them retu rned to the ir  country of origin where they had less opportunit y to interact with the 

culture /language  of  the host country. Additionally, migrant children had difficulties 
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attending and following online classes; sometimes they had no access to computer, int ernet, 

or a suitable room to study,  or they were taking care of their younger siblings  because their 

parents were working.  

 

 

3.2 Focus groups & Interviews  

 

Dynamics and factors influencing the integration process of migrant children  

 

Premigration period and migration experience  

Country of birth/country of ancestors  

 

The newly arrived sample in the autobiographical interviews consisted of 31 migrant 

children living in Slovenia for less than 2 years. In the focus groups, 15 newly arrived migrant 

children participated. These children had migrated from different countries  including 

Albania, Kosovo, Montenegro, Croatia, Bosnia and Herzegovina (BiH), North Macedonia, 

Serbia, Austria and China. Their reasons for migration vary; most migrant families had left 

their country of origin due to economic reasons, while a few came fo r educational purposes. 

Migrant families decided to go to Slovenia directly or after living in some other European 

country because they were searching for better work, life and future opportunities for the 

family and especially, as is so often the case, fo r migrant children.  

 

In most cases, at least one family member (usually from the territory of the former 

Yugoslavia) worked in Slovenia for years before the rest of the family followed. Usually, it 

was a father who worked there and was then followed (often  after several years) by his wife, 

children, and other family members (grandparents, etc.). Sometimes, several members of the 

extended family migrated to the same town in Slovenia. In a handful of cases, the children 

stayed in the country or origin with th eir grandparents or another member of the extended 

family for another year or more, after the mother moved to Slovenia to join the father. In 

such cases, children finished the primary school, took care of grandparents, and waited until 

both parents had adapted to the host society and arrange living facilities.  

 

Some newly arrived migrant children were happy and excited when parents told them 

that they were moving to another country, but later concerns arose about school, peers, 

academic success, and language barriers. Others did not want to move because of a strong 

attachment to their country of origin.  

 

Honestly, I didnƙt want to come here. I didnƙt like it. I wanted to stay in Macedonia but 

my father said that there was no life for us, no money. (girl 1, 17 y/o, newly arrived)  

 

On the other hand, not all of them were comfortable with peer relations in their country 

of origin.  
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I felt happy when parents told me that we will move because I didnƙt like it there. I didnƙt 

like how people behaved to me in Bosnia. Friends were giving me a weird look. I only 

had two friends I enjoyed hanging out together. (girl 1, 13 y/o, newly arrived)  

We didnƙt like each other. I donƙt know, we quarrel all the time. Had conflicts. I liked it 

better here than in Serbia. (girl 2, 13 y/o, newly arrived) 

 

Despite fond memories of their country of origin, most newly arrived migrant children 

have no intention to return. They perceive Slovenia as a country that offers them a better 

quality of life, better education, and more employ ment opportunities. Some are eager to live 

in more economically successful countries (e.g., Germany or Austria). Several migrant 

children pointed out that their parents invested a plethora of resources to ensure them a 

better future in the host country, so  they try hard not to disappoint them.  

 

But honestly, I would never consider returning there. I mean, forever. Because ơ I have 

more life opportunities and more possibilities here. Something draws me back, but I 

would not leave Slovenia ever. (girl, 18 y/o, newly arrived). 

 

Expectedly, a significant proportion of migrant children still fell strongly connected with 

their country of origin and miss their previous life.  

 

I always want to return to Kosovo. I feel it that way, itƙs natural, itƙs good there. I feel 

good there. (girl 3, 13 y/o, newly arrived) 

 

In Bosnia, I lived in a village, and I was free, turned on the volume, listened to the music, 

couldnƙt hear anything. Nobody was nagging. (boy 3, 17 y/o, newly arrived) 

 

However, newly arrived migrant children are able to identify benefits and advantages of 

living in the host country.  

 

People in China just ignore each other. In China, everyone works hard, they need to walk 

fast, and they donƙt care about anything around them. My dad and my mum worked 

every day, students are doing their homework all the time and are exhausted. Life here 

is healthier, more relaxed, it benefits me. (boy 1, 17 y/o, newly arrived) 

 

In Kosovo, you have no health insurance and stuff. (girl 3, 13 y/o, newly arrived) 

 

Life is better here, more work opportunities. Education is better. I learn here more. In 

Kosovo, the situation is challenging, itƙs not like here. When they finish schools, they 

canƙt work, thereƙs no job. Thatƙs why they come here, go abroad, because of money and 

jobs. (boy 2, 17 y/o, newly arrived) 

 

Usually, migrant learners reported frequent visits to their country of origin, where part of 

their family and friends still live. Before the pandemic, these visits were more frequent (for 

example every month). However, due to the COVID-19 outbreak several of them have not 

seen relatives for months or even a year.  
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We go in Bosnia every three or four months. When parents take a holiday. (boy 2, 17 y/o, 

newly arrived) 

I wasnƙt in Macedonia during summer holidays because of Covid. I havenƙt been there 

for 10 months actually.Ɯ (girl 1, 17 y/o, newly arrived) 

During the quarantine, others purposely spent time in their country of origin.  

 

I liked it when schools were closed because I was in Bosnia with my family.  

 (girl 1, 16 y/o, newly arrived)  

 

General life  

 

Living conditions  

 

Migrant children differ in their living conditions.  Some have large apartments and houses, 

while others  live in  crammed, damp and narrow spaces. Sometimes, siblings or relatives had 

to share their rooms, which was a challenge during the school closure, but also in terms of 

having a sense of privacy. We were able to identify two examples of newly arrived migrant 

children who reported additional tens ions that arose when landlords took advantage of 

migrant families. However, when landlords and migrant families share the same ethnic 

background, these relationships often developed into friendly interactions.  

 

Currently, my father and I, we live in an apartment. We rent a room, share bedroom. We 

would like to buy a house here. (boy 2, 17 y/o, newly arrived) 

 

I share bedroom with my sister. I would love to have my own room. It would be quieter 

and more peaceful. But we also have a younger brother. He has toys in our room and 

thatƙs just wow. We constantly tidy up this room! (girl 2, 13 y/o, newly arrived) 

 

Me and my sister are sharing the bedroom while my brother sleeps with parents. (girl, 

12 y/o, newly arrived)  

 

The majority of newly arrived migrant chil dren have a room for themselves. They listed 

several advantages of such accommodation, for example having a private place where you 

can be alone or to talk with friends without being disturbed, the possibility to decorate the 

nkki ]__kn`ejc pk kjaƕo ksj p]ste, it helps to have a quiet place to study and similar. 

Regarding their future aspiration, migrant families longed for real estate ownership.  

 

We live in a house. I have my own room which is quite large. My brother has his own 

room. (girl 2, 16 y/o, newly arrived) 

 

When my brother and mother will arrive, we will move to a larger apartment. Then, we 

will apply for citizenship so we could buy a house. (girl 1, 16 y/o, newly arrived) 
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Sometimes, families liv e in apartments that present a risk factor for heal th, mainly 

because of mould . Small apartments require more adjustment and consideration among 

family members, which can lead to family tensions. A few migrant children live in student 

dorms. Usually, these dormitories are comfortable enough so learners can  study without 

unnecessary interruptions. An advantage of such facilities in terms of easier integration is 

that they also support socialisation with (local) peers.  

 

Student dorm is much better for students. You have everything you need, just like at 

home. Also, you have friends which help you to achieve. You achieve certain language 

level, if you donƙt understand something, they can help you. This helped me 

tremendously with language learning.  (girl 3, 16 y/o, newly arrived)  

 

Spatial and social positioning  

 

The children share positive perceptions and experiences of the Slovenian towns in which 

they live. Some children enjoy the availability of parks, playgrounds, shopping malls, 

cinemas, bowling centres, and football clubs. The majority of migran t children perceive their 

migration as a transition to a better in terms of spatial and social positioning.  

 

[name of the town]  is beautiful. The nature. Everything is great! When I am here, I feel 

calm. (girl 1, 13 y/o, newly arrived)  

 

[name of the town]  is very good. It has the sea, it has everything and itƙs nice. (girl 4, 16 

y/o, newly arrived) 

 

I like that we could go shopping or for a walk here. I live in the [name of the town] city 

centre, close to the bakery. Itƙs better to live here than on a hill. Itƙs prettier here, 

everything is close. (girl 1, 17 y/o, newly arrived) 

 

Others point out the safety of these towns and environment that makes them feel 

accepted.  

 

First time I got here, I realised that Slovenians are very friendly. People in [name of the 

town] are less friendly than in [name of the town]. This country is very peaceful and 

beautiful. I think lifestyle here is better than in China, people still feel happy. Here is 

healthier, people live very healthy. This is the best way to live. On the other hand, in 

Slovenia, there is less things you can do for fun. This city has only one or two places 

where we could go for karaoke. This city is safe, this is a safe country. (boy 2, 17 y/o, 

newly arrived) 

 

I like [name of the town] because my new friends live here. I like that we live in a city 

centre because we used to live in a village. People here are nicer, the nature is more 

beautiful. (girl, 15 y/o, newly arrived)  
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Some migrant children have quickly developed strong bonds with their neighbours. 

Migrant families feel accepted in their new neighbourhood and the children and/ or families 

visit each other regularly. In this context, we would like to point out that the culture of 

neighbours visiting each other is not very strong in Slovenia, so we should consider such 

encounter as particularly positive. However, some migrant chil dren reported negative 

experiences with neighbours when racist or discriminatory remarks were made.  

 

My mum adapted. She found some neighbours, they are friends now, they drink coffee 

together. (girl, 19 y/o, newly arrived)  

 

We also have neighbours that are impolite to me. I donƙt think theyƙre Slovenes. When 

they see me, they speak so loudly and say corona. I think theyƙre not from Slovenia 

because their skin is brown or black. We have a neighbour from Macedonia who is 

friendly, we talk a lot. Some neighbours are foreign students at the university. (boy 2, 

17 y/o, newly arrived)  

 

We have good relationship with all neighbours except one. This older lady often nags if 

you listen to loud music. Everyone else is friendly and nice. I listen only to Balkan music 

and once she came upstairs saying that in Slovenia, I cannot listen to Balkan music, 

especially not so loud. Nobody else heard anything. We talk with all neighbours, they 

are nice, we see each other every day. This old lady sits on her balcony all day and 

monitors everything. There are Serbs, Bosnians and Slovenes in our building. I often 

babysit a girl from one Bosnian family. (girl 2, 17 y/o, newly arrived)  

 

Others established polite but rather distant interactions with neighbours.  

 

Slovenes and Bosnians live in our building. We donƙt know Bosnians, we donƙt talk much, 

we greet each other on a hallway. (girl 5, 16 y/o, newly arrived) 

 

Our neighbours are fine, I never heard anything negative. We say hello to each other. 

(girl 1, 13 y/o, newly arriv ed) 

 

In terms of SES, most children come from a lower or middle socio -economic background, 

as their families are mostly economic migrants. Regarding our sample, we could find 

numerous examples where mothers and children followed the father who previously w orked 

in Slovenia and consequently lived there alone for some time. Mothers often stay at home 

or work in low -skilled professions (e.g., as cleaners) with rare exceptions of self -employed 

mothers. Sometimes, the restriction was that the mothers had to wait  a certain period of time 

to obtain a working permit.  

 

Plenty of migrant fathers are self -employed or own a business (having a truck company, 

construction company, or bakery) or work on construction sites, at the port, as truck drivers, 

plumbers, and in other blue -collar professions. In rare examples, the fathers still work 

abroad (in Germany or Austria), but the rest of the family lives together in Slovenia. A very 

few interviews revealed that the parents had obtained a higher education degree in the 
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country of origin (e.g., in pharmacy, computer engineering, health care) but had to take a 

lower -paid position in the host country.  

My father is self-employed. Currently, he renovates houses. In Bosnia, he completed a 

school for programmers. Technical school. My mum wants to work but she canƙt. She 

needs some documents. (boy 1, 13 y/o, newly arrived) 

 

My dad works for Slovene company but in Germany. (girl 2, 16 y/o, newly arrived) 

Several migrant families still own a home in their country of origin. Some migra nt children 

have expressed that the family is attempting to buy a house in Slovenia, while several have 

already completed this process.  

 

In some cases, older siblings, or migrant children themselves help in restaurants, kitchens, 

bakeries, grocery stores and similar areas to earn pocket money. Sometimes, they work to 

help their parents, but they also want to earn some money to support their own interests.  

 

I was working now and bought my phone. The one I wanted. I donƙt need a fancy phone. 

I donƙt care for iPhones, people look whether is iPhone or not, but Iƙm not bothered. What 

matters to me is whether it works fine, fast, thatƙs all I need. (girl 4, 16 y/o, newly arrived) 

 

I work during summer holidays, I wash the dishes. I save mostly for shoes, make up and 

clothes are not so important. (girl 5, 16 years old, newly arrived) 

 

During the pandemic outbreak, SES revealed that newly arrived migrant children had to 

rely on school resources to get a computer or tablet. Sometimes, migrant children owned a 

personal computer or tablet, sometimes families managed to meet the needs of all family 

members with computers that parents used at work, or they purchased another device.  

 

Inclusion in peer groups 

 

Our research shows that newly arrived migrant children are part of multiple peer groups, 

for example in their neighbourhood, in leisure activities, and at schools. Peer groups differ 

in that some children have friends from the same ethnic background, while others have 

friends from various backgrounds. Sometimes, r elatives of similar age act as a link between 

different social groups. These groups are important because they work as anchors that 

enable migrants to identify with the host society (Grzyma Ʊa-KazƱowska, 2018). Their first 

attempts to become part of a peer group were facilitated by extracurricular activities (mostly 

related to sports). In terms of class dynamics, it was easier for newly arrived migrant children 

to interact with other migrant children or children who have similar ethnic backgrounds. 

Shared experiences and similar cultural characteristics and language eased the process of 

communicating and interacting with peers.  

 

Newly arrived migrant children in the 1 st year of high school often pointed out the 

advantage that all children were in a new situation and had to form social bonds with 

classmates from the beginning. This helped them to be more relaxed, proactive, and less 

anxious. On the other hand, teachers in primary schools are more involved in the process of 
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peer group formation. They have more tools (e.g., tutoring system) and resources to organise 

a peer support system, which affects how relationships are formed between children.  

Migrant children rely on friends for language support, social support, and identification. 

Usually, newly arriv ed migrant children assess their peers as tolerant, helpful, and nice. If 

long-term or second/third generation migrant children know someone from their country 

who is struggling with the same challenges and situations, they are willing to turn to them.  

 

Classmates are nice, they didnƙt comment on anything, they donƙt tease me, they are 

good, nice, helpful, also during school closure if I donƙt understand something they help 

mi. I write to them, and they help me. (girl, 19 y/o, newly arrived) 

 

In the dorm, I had plenty of peers from Bosnia. They were Bosnians and they helped me 

with language. They translated to me, we had a language course in the dorm, another 

course in school. In the dorm, my roommate was a girl from Slovenia and we talked, we 

helped each other. (girl 3, 16 y/o, newly arrived) 

 

However, we must not idealise, because sometimes newly arrived migrants are excluded 

from group activities or peers make fun of them because of their language mistakes. Such 

behaviour prevents migrant chi ldren from participating in leisure activities and reinforces 

their feelings of being excluded, lonely and alone. As a result, they refrain themselves from 

approaching peers and cannot practise their social and language skills nor form friendly 

relationshi ps. In some cases, slightly challenging peer dynamic is the result of migrant 

children being older than their classmates. However, not all migrant children respond with 

withdrawal. Several migrant children point out that the responsibility of becoming part  of 

the group lies with the newcomers, who must try to be proactive, brave, and friendly, when 

coming into a new environment. Eventually, such an approach will result in befriending 

several peers. 

 

I was always standing alone during the long break. Nobody came to me. I felt so, I donƙt 

know, so bad. (girl 3, 13 y/o, newly arrived) 

 

At other school, some older girls were giving me the look, they were commenting, 

laughing when I said something wrong. They werenƙt nice. Thatƙs why I didnƙt want to 

play volleyb all anymore, I started avoiding P.E. They often laughed at me because I 

didnƙt speak Slovene correct and they have comments on my accent. (girl 2, 17 y/o, 

newly arrived) 

 

Peer activities revolve around common interests (music taste, sports clubs) and are 

characterised by a relaxed atmosphere. Although newly arrived migrant children were 

concerned about how classmates would accept them, in most cases they had no difficulty 

making friends with at least few children.  

 

My classmates are great! I canƙt say anything bad about them. I didnƙt expect that they 

will accept me so nicely. They all want to help, and this is very dear to me. They speak 

Slovene and I try to answer in Slovene. We donƙt quarrel. (girl 2, 13 y/o, newly arrived) 
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In relation to peer groups th at existed in their countries of origin, plenty of migrant 

learners have lost contact with their friends or were only rarely in touch with them using 

chat applications (e.g., Instagram, Messenger, Snapchat, Viber, WhatsApp). However, others 

were eager to v isit them, they share common interests and can interact as nothing happened 

when they visit them. Due to their relatively short time away from their country of origin and 

the people living there, these connections are still rather strong, and they invest 

considerable amount of time and effort in maintaining them.  

 

Involvement in leisure activities, sport  

 

The most common leisure activities among newly arrived migrant children are sports, 

online video games, shopping, watching series on Netflix, and spending  time with family or 

friends. Boys engage in activities such as football, hockey, skateboarding, and video games. 

We have found that migrant children are able to expand their social network through sports 

and make friends quickly upon arrival. These childr en often bond over common interests 

such as their favourite football teams. Girls, on the other hand, are more likely to engage in 

sedentary and artistic activities or prefer reading. However, several of them enjoy sports 

activities, such as roller -skating, skateboarding, and volleyball.  

 

Other children reported that their leisure activities had decreased significantly since their 

arrival to Slovenia. The reasons for this differed. Sometimes, cultural differences regarding 

how they spent time in their _kqjpnu kb knecej ej _kil]neokj sepd dkop _kqjpnuƕo d]^epo 

affected the quality of interaction. In other examples, the children were still searching for 

the right activity, or they were not confident to participate in group activities. An additional 

constraint could be that they are not very well informed about what the environment offers 

in terms of free time activities. Further, the habit of participating in extracurricular activities 

may not be developed to such extent within different cultures.   

 

Here, we hang out with friends, we go out, drink some coffee and talk every time. I feel 

a little bit bored because we just talk every time, we just eat, and sometimes we go to 

the cinema. We had different sense of humour. Sometimes, I go and hike or run by the 

river. (boy 2, 17 y/o, newly arrived) 

 

I walk in the park. Thatƙs all. I still havenƙt found what Iƙm looking for. I donƙt do anything 

at home. (girl 1, 13 y/o, newly arrived) 

 

Health (physical and mental health)  

 

Some newly arrived migrant children reported about the difficulties encountered when 

they arrived in Slovenia. They struggled with the idea of being away from their country of 

origin while their relatives still live there. Sometimes, only part of the family left the country, 

or the decision affected friendships and relationships. Combined with concerns about the 

new country and anxiety regarding how they will fit in, these challenges affected their 

mental and physical health. In terms of the first day of school, they worried about whether 
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anyone would understand them, whether they would be laughed at, and how they would get 

along in school. Such concerns filled them with anxiety and fear.  

 

When we arrived in Slovenia, I struggled a lot, I left my friends and my sister in 

Macedonia. I had to adjust to new stuff, school, language, friends, everything was new, 

I was confused. It was hard. (girl 1, 17 y/o, newly arrived) 

 

Additionally, family calls and visiting their country of origin could cause stress. However, 

these calls were a stress reliever for several newly arrived migrant children. In the first 

weeks and months of living in Slovenia, some migrant children developed psychosomatic 

symptoms (skin rash, heart pain, breathing difficulties) and had to be monitored by medical 

staff. Other migrant learners reported feelings of being relieved, relaxed, curios and calm 

after they left their country of origin.  

 

At first, it was hard, but now Iƙm better, thereƙs huge improvement. It is not that hard. If 

I face challenges, I believe I can deal with them. I feel better now. When my family call, 

I am happy, but afterwards, everything is normal, I am not sad anymore. (boy 2, 17 y/o, 

newly arrived) 

 

In general, we observed that educational community pay little or no attention to the 

mental and physical health  of migrant children. They did not have relevant professionals, 

services or interventions designed to address these issues. Similarly, newly arrived migrant 

children were not paying much attention to their mental health except in cases where 

disorders sign ificantly affected the quality of their life (e.g., anxiety that causes breathing 

troubles and requires hospital visit). Additionally, physical and psychological condition of 

family members was rarely addressed. Perhaps the already challenging situation of  migrant 

parents who struggle with employment and household management pushed the problems 

related to mental and physical health aside.  

 

Educational environment and system  

 

Experiences of inclusion in school 

 

Almost all newly arrived migrant children express positive views about the process of 

inclusion in schools. They are generally satisfied with their classmates and teachers and their 

willingness to help them. Before their first days at school, most of them were full of concerns, 

questions, and fears. They did not know if anyone would understand them, how would they 

fit in or find the right classroom. However, they soon realised that classmates are attentive 

and friendly to them, and that most teachers are wi lling to help them. Such circumstances 

helped migrant children to adapt relatively quickly to the new educational environment.  

 

Immediately if they see that I donƙt understand something or that I have a weird look on 

my face they explain it to me. Not just Bosnians but also Slovenians. (girl, 16 y/o, newly 

arrived) 
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Newly arrived migrant children are often involved in school clubs (e.g., reading club, chess 

club) and extracurricular activities that took place in school, especially in primary schools. 

From our sample, they are rather quick in approaching these activities and use these settings 

to expand their social network and practice language. Even though some migrants attract 

more attention because of their appearance, they rarely encountered negative at titudes.  

 

I had just one experience that left me feel not that confident. When I walked through the 

hall, there was a group from a higher level and they said, ƛFrom ChinaƜ. And they were 

laughing, and I didnƙt know what happened. They never say anything bad, they just say 

ƛFrom ChinaƜ. Sometimes, they look at me and just smile. That confuses me because I 

donƙt know if they are friendly, or they laugh at me. (boy 2, 17 y/o, newly arrived) 

 

Within the primary schools, teachers are noticeably more involved in the process of 

welcoming and supporting migrant children. They organise a tutoring system, sit learners 

who share the same language/cultural background together, organise learning assistance 

and similar. Migrant children are grateful for such help. In seco ndary school, most migrant 

children are more autonomous and do not seek/expect such support from peers. However, 

they appreciate friendly classmates who are willing to include them in their social circle and 

support them at multiple levels (with schoolwork , personal life, and bureaucratic tasks). 

Further, they were grateful for approachable teachers. In general, teachers and classmates 

were vital in ensuring that the school was perceived as a welcoming environment.  

 

However, not all migrant children are not  included as one would hope. During some 

interviews and focus groups, we found tensions that resulted in this exclusion. In one 

particular case, there were quarrels present in a female group that discriminated others in 

terms of SES and ethnicity. A group of girls from Slovenia belonging to wealthier and more 

educated families, disapproved of migrant girls from BiH whose parents were blue -collar 

workers. However, the dynamic was not always on the axis ethnic majority -minority as we 

recognised conflicts also  between Serbs and Bosnians or Albanians and Serbs (or other 

minority groups).  

 

Language & School language policy and practice 

 

Learning to speak Slovene is a key challenge for newly arrived migrant children. For many, 

their first introduction to Slovene is when they arrive in the host country. Being in a different 

linguistic environment can cause stress and anxiety. Considering their lack of language skills, 

learners were concerned how to make friends, achieve high grades, engage with school life 

and simih]n* Pdeo eo ej heja sepd Aolejƕo $.,,2% reas pd]p h]jcq]ca eo ]ikjc _d]hhajcejc 

obstacles migrants face. This is not only due to the new linguistic system (grammar and 

lnkjqj_e]pekj% ^qp ]hok `qa pk pda Ɣe`ajpepu hkooƕ*  

 

Certain school policies play an important role in supporting children to develop language 

proficiency. Among these, a language course designed for foreign students was most 

frequently mentioned. These courses vary in duration; some extend over the official  period, 

while other schools stick to the prescribed number of lessons. Another measure schools 
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often adopt is to designate classmates who speak the same language as migrant children as 

buddies or tutors. Usually, these children sit together. At least for newly arrived migrant 

children, the possibility to speak in their mother language helps them to integrate more 

quickly.  

 

Newly arrived migrant children themselves quickly realise that language proficiency is 

crucial for the inclusion in new environment an d succeeding in school. In fact, the number 

of migrant children who spoke in their mother tongue (when this was possible) when talking 

to the researcher was very low. Considering this, we can say that migrant children are soon 

able to have a conversation i n Slovene, at least to some extent.  

 

One of the strategies to become more proficient in a new language is to consciously 

spend more time with local peers and practice the language with them. Additionally, Slavic 

languages share some common features that help migrant children from the territor y of 

former Yugoslavia (Balkan region) to learn Slovenian language more quickly.  

 

We all hang out together but sometimes itƙs better that I sit with a Slovenian girl and try 

hard so we can understand each other. I need someone who speaks Slovene a lot 

because this will help me to improve. That way, I will be fluent in another language 

since I assume that my language will not bring me as many benefits as Slovenian 

language, especially after some time in relation to job and similar. (girl 6, 16 y/o, newly 

arrived) 

 

Two newly arrived migrant children from Serbia had no difficulties with the Slovenian 

language because they attended private Slovenian language lessons in their country of 

origin. Other migrant children read books in their free time to improve thei r language skills.  

 

At first, it was difficult. Slovene is very similar to Bosnian language, and this has its 

advantages and disadvantages. We rely on fact that people will understand us, so we 

donƙt need to learn as much. This is not true, we need to learn it, we have to know it. /ơ/ 

At first, I had to ask for explanation but now itƙs quite easy. When someone wants me to 

speak, I try hard to use Slovene so people can understand me, for example, in hospitals 

and so. (girl 6, 16 y/o, newly arrived)  

 

Children often used social interactions and informal peer support to learn the language 

better. They indicated that interaction with local peers empowered progress as it enabled 

ln]_pe_a kb pda h]jcq]ca* Ej ]``epekj( pa]_danoƕ oqllknp ]j` aj_kqn]caiajp s]o ]llna_iated. 

Several migrant children expressed gratitude because their classmates were interested in 

their mother tongue and migrant learners had the opportunity to teach them something new.  

 

In some schools, children reported that they are not allowed to use their own language at 

school. Sometimes, this prohibition extended to formal and informal occasions (e.g., lessons, 

during breaks, in the cafeteria). Teachers either politely remind a group of migrant children 

chatting in their language that they should tr y to speak Slovene because this would help 
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them in various situations, or they prohibit such interactions stating that only Slovene should 

be spoken. 

 

In some other schools, as in the secondary school S2, Serbo-Croatian and Albanian 

languages are prevailin g languages among children in the hallways, school cafŞs etc. At the 

same time, teachers do not interfere with this practice.  

 

They donƙt allow us to speak Bosnian in school. Not all but some say that we are not 

allowed to speak Bosnian because we are in Slovenia and should speak Slovene. (girl 2, 

17 y/o, newly arrived)  

 

When migrant children encounter difficulties and do not understand something, some are 

brave enough to speak up and ask teachers or classmates to repeat or explain it, some of 

them use language applications (e.g., Google Translate) and dictionaries, while many of them 

remain silent.  

 

When they are in public places (for example, hospital, post office, grocery shop), migrant 

children and their families try to speak Slovene. However, not all families and family 

members are equally successful in learning the new language. We spoke with newly arrived 

migrant children whose older siblings had given up studying on university because language 

barriers prevented them from following the lectures.  

  

Peers 

 

Newly arrived migrant children report that peer relationships significantly contribute to 

their feeling of being part of the group and are accepted, but also to their feeling of 

belonging and wellbeing. On their first school day, many of them were te rrified that they 

would be excluded and lonely. However, for most of them, it was not difficult to form 

relationships in the classrooms, school playground, in the cafeteria, in the language course 

and similar.  

 

I was worried whether someone who speaks my language will be at school and how will 

I manage everything. When I came to school, my mainstream teacher told me that 

thereƙs another classmate from Bosnia. That was great! I hang out with her all the time. 

We chat and lunch together. (girl 5, 15 y/o, newly arrived) 

 

At first, I was nervous, I didnƙt know how I will approach them, how to get to school, 

everything was different. What should I do, I donƙt understand their language? (girl 2, 

13 y/o, newly arrived)  

 

Others experienced more difficulties because of their language constraints and/or 

reserved character. Another challenge arises when migrant learners differ in age from the 

rest of their peers. In Slovenia, this may happen because schools want to give migra nt 

children an additional year in which migrant children are not assessed but have the 

opportunity to learn the language and form close ties with their peers. In such situations, it 
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is not unlikely for migrant children to feel different from classmates and  they must find a 

way to overcome this barrier. Sometimes, migrant families decide to send their child to a 

lower grade for the same reasons as the schools.  

 

Apart from language barriers, we identified rare examples where cultural differences 

presented a significant barrier to group dynamics as migrant children were less familiar with 

the customs and traditions of the host country. Additionally, negative remarks regarding 

iecn]jp _deh`najƕo h]jcq]ca ogehho( apdje_epu( kn b]iehu ]bba_pa` iecn]jp _deh`najƕo wellbeing 

and their position among peers.  

 

Sometimes, I canƙt get whatƙs the point of things my friends are talking about and 

sometimes, they think I am weird. Yeah, you need to feel it (laugh). We need to 

understand each other. Thatƙs important. Slovenian teenagers are not interested in 

making new friends. They always have old friends, they became friends when they were 

6 or 7 and that lasts forever. They keep distance. This is hard. Apart from having different 

logic, this is another thing why we canƙt talk so much. We canƙt make fun, we canƙt joke 

because we donƙt understand each otherƙs jokes.Ɯ (boy 2, 17 y/o, newly arrived) 

 

Teachers/educational staff 

 

In general, newly arrived migrant children hold a positive attitude towards their teachers 

and feel tha t they can rely on them. Teachers help and encourage them to learn the language, 

participate in school activities and become part of the class. For most children, mainstream 

teachers and school counsellors are their first contact after arriving at school. They introduce 

migrant children to other members of the class community, guide them around the school 

and sometimes decide which classmates will help migrant children. The latter is especially 

common in primary schools.  

 

Some teachers pay more attention to  whether newly arrived migrant children follow 

explanations or perhaps need additional information than others. Primary school teachers in 

particular seem to be more attentive to migrant children compared to teachers from the 

secondary schools. Throughout the school year, teachers encourage other learners to help 

migrants when necessary. Considering the low language proficiency of newly arrived 

migrant children, some teachers adjust learning materials and do not punish language 

mistakes with lower grades. Especially teachers of Slovenian language and mainstream 

teachers show a high level of empathy and are more willing to spend time organising 

activities to promote tolerant behaviour. Sometimes, they recognise when learners struggle 

in interacting with peers  and offer their help.  

 

Professors are very kind. They take into account that I donƙt speak Slovene and help me. 

During Slovenian language class they allow me to read texts in Bosnian language so I 

can understand the context. Everyone is very kind. (girl 5, 15 y/o, newly arrived)  

 

Teachers helped me a great deal. They told me that if I have any trouble, they will help 

me. This felt good, I felt good. (girl 3, 13 y/o, newly arrived) 
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On the other hand, some teachers are ignorant and unaware of the needs  and concerns 

newly arrived migrant children have or even openly express negative attitudes regarding 

migration processes. One teacher frequently makes fun of migrant children and uses 

sarcastic tone when communicating with them. Another teacher often shou ted at migrant 

children asking what a migrant child does in school if he is not able to learn the language. 

Moreover, a few newly arrived migrant children had an impression that teachers tolerate 

inappropriate behaviour more when it is committed by local c hildren than by migrants.  

 

No, usually they donƙt pause their lectures, wrap up the content in 5 minutes and explain 

it to me in English. If I would ask them to do so, they probably would. To be honest, I 

think they are not very good in English. (boy 2, 17 y/o, newly arrived) 

 

I often heard people say that Bosnians are stupid. One professor said that we, Bosnians, 

are stupid and good only for work in drains, that we canƙt be doctors and office workers 

because we are not smart enough, that we are good only construction sites and so. (girl 

2, 17 y/o, newly arrived) 

 

Some migrant children compared teachers and school system from their country of origin 

with teachers and system in Slovenia. A few of them were able to compare both at different 

educational l evels. While some migrant children from BiH and Serbia assessed school system 

and teachers from their countries of origin to be more demanding, they were convinced that 

teachers in Slovenia are stricter. On the other hand, some migrant children from BiH an d 

most from Kosovo felt that educational system in Slovenia is much more demanding than 

theirs and that Slovenian teachers tolerate inappropriate behaviour (e.g., using swear words 

in schools) for longer. In general, a more demanding school system and teac hers with higher 

expectations were associated with better education and improved future opportunities.   

 

Further, several migrant children have an impression that they can influence the school 

process and express their wishes and interests for the teachin g content. They believe that 

teachers are often interested in their opinions. When asked to describe exact situations they 

had difficulties recalling them.  

 

Inclusion and integration practices regarding newcomers 

 

The most often mentioned inclusion and integration practice regarding newcomers is the 

Ɣpqpkne]hƕ ]j` Ɣ^q``u ouopaiƕ sdana ] pqpkn kn ^q``u eo oaha_pa`+]llkejpa` ^u ] pa]_dan( 

especially in primary school, to guide and support the newly arrived child. This contributes 

greatly to a  sense of safeness and overall wellbeing.   

 

Slovene language course for foreigners was also one of the most frequently listed. It is 

also a highly rated practice. These courses are scheduled early in the morning or late 

afternoon; however, it is also not uncommon to place these lessons in the middle of the 

regular schedule. Sometimes, they are concentrated in the first few months of the school 

year or run through the entire school year.  

 



  

110  
 

In few schools, an additional teacher is appointed to the newly arri ved migrant children. 

Such a professional provides learning help and support.  Further, school libraries furnished 

with books in foreign languages are also highly appreciated by migrant children (and 

teachers of Slovene language for foreigners).  To a limited extent, and only some of them, 

migrant children had the opportunity to present their culture and language in class. 

However, such opportunities were rare.  

 

Another seldomly used integration practice with a questionable effect is the placement 

of migran t children in a grade below their biological age. Such a decision is usually made to 

secure the migrant child an additional year without grades, however, the child is subjected 

to a more intensive language course.  

 

Psychosocial support 

 

Some migrant childr en rely on friends and teachers for psychosocial support, but the main 

source of support for newly arrived migrant children at this point are parents and family. 

Only a few migrant children reported awareness -rising activities at school that promote 

preven tive measures related to racism, xenophobia, social exclusion, bullying, and different 

types of violence. Several migrant children pointed to the supportive role of school 

counsellors and/or teachers, especially on their first school day and in the first f ew weeks. 

However, no migrant child was able to recall whether there is a specific school service to 

oqllknp _deh`najƕo iajp]h da]hpd* Jkpa pd]p iecn]jp _deh`naj ej Ohkraje] `k jkp na_aera 

specific and targeted mental health support. They are highly depend ent on competencies, 

knowledge, skills, available time and other resources of school counsellors.  

 

Family and wider community  

 

Family 

 

All newly arrived migrant children in our sample came to Slovenia with their family -

parents and siblings, often leaving behind other relatives (grandparents, uncles and aunts, 

cousins, etc.). In numerous cases, the fathers had already migrated for work purposes a few 

years earlier and the rest of the family followed them later. In some cases, the fathers are 

still w orking abroad (e.g., in Austria or Germany), while the rest of the family lives in 

Slovenia. In such cases, the fathers return to Slovenia every weekend, and family time is 

limited to two days and the holidays. In other examples, one parent and younger sib lings of 

migrant children live in the country of origin (for example, because they are waiting for the 

younger sibling to finish primary school in the country of origin), while another parent and 

the migrant child are already in Slovenia. Such separation a ffects family dynamic negatively.  

 

In general, we can say that having family members living in the same country encourages 

migrant children to better cope with the daily challenges that migration brings, while at the 

same time, this is also a motivating fa ctor for success. It was not uncommon to hear from 

migrant children that their parents sacrificed plenty to assure better future for them, so the 

children have to adapt quickly and perform at their best.  
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Itƙs hard, nobody can be indifferent in such situation, you leave for example your 

grandma and you go to some unknown place. The system is different and itƙs not easy, 

but we have to make efforts because our parents have done this for our own good. Not 

because they want something bad for us but because they wish great things for us. We 

have to adapt, and we have to remain strong. (girl 6, 16 y/o, newly arrived) 

 

In general, the family is considered the most important and relevant factor in the context 

kb _deh`najƕo sahh^aejc* Aola_e]hhu ej pda benop lanek` after the migration, family is also a 

source of psychological support and has a therapeutic function. Migrant children spend 

significant amount of time with parents and siblings and receive plenty of social and 

emotional support from them. Family life dete rmine their weekends, when they have more 

opportunity to spend time together, go hiking, grocery shopping, and play boardgames. 

Sometimes, fathers spend weekends recovering from hard work. Older siblings support the 

education of younger ones and often help  them and parents with language. In addition, many 

migrant families encourage their members to speak Slovene. Other families decide to 

maintain their mother tongue and use it at home.  

 

I speak Bosnian mostly at home where my family is. When we go somewhere, for 

example, to grocery shop or hospital we try to speak Slovene. (girl 6, 16 y/o, newly 

arrived) 

 

Some migrant children have extended family members (aunts, uncles, cousins, 

grandparents) in Slovenia who arrived in the country before or after them. Thes e family 

members usually live in close proximity to each other, or are located in a nearby town. Like 

parents and siblings, relatives provide vital social and emotional support. Migrant children 

organise sleepovers, picnics, and game nights for their cousi ns and maintain contact with 

them. For a few migrant children, it was important that they could engage in religious 

activities with their cousins. With relatives who are still in the country of origin or live 

somewhere abroad, migrant children sustain regu lar contact through phone calls, video 

chats and messages.  

 

We call each other every day using Messenger and Snapchat. We also have a group, but 

mostly we speak separately. Group is used when weƙre sharing stuff. (girl 2, 17 y/o, 

newly arrived) 

 

Migrant community, religious community  

 

Religion is important for migrant children lives. It presents an anchor, a sense of 

belonging, identity, a root and tie with family traditions and culture. It gives children a sense 

of pur pose, hope and tranquillity. Muslim children reported fasting and going to the mosque 

to learn the Quran, while Orthodox children celebrate Slava. Newly arrived migrant children 

indicate that religion is important to them, however, they have fewer opportun ities to 

practise it in Slovenia than in their country of origin, since they are not as familiar with the 

location of religious institutes and where they can find the necessary information. 

Consequently, they often limit religious practises to the privacy of their household.  
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I like Christmas and Easter. I think Easter is 7 days after your Easter. We paint eggs and 

then we play games with them. On Good Friday, we fast. (girl 2, 13 y/o, newly arrived) 

 

A more institutionalised religious involvement also depends on the concrete local 

religious community ƒ if there is a religious community or/and a migrant community at all.  

 

Newly arrived migrant children enjoy celebrating religious holidays because extended 

family and relatives have the op portunity to gather, eat traditional food and play traditional 

games.  

 

In terms of the migrant community, some migrant families live in buildings where other 

migrants from the same ethnic background already live. Cultural similarities and 

experiences of m igration help them to connect and socialise. Some migrant families live in 

rented apartment owned by the landlord, who comes from the same country. Usually, these 

people helped them with information concerning the host country during their first months. 

Such communities also enable children to make friends with peers who have a similar 

background. 

 

One Serbian family lives in 4th floor. We are in 3rd floor, in the basement are another 

Bosnians and the rest are Slovenes. These Bosnians are from our town, and we know 

each other from there. They have younger kids, 9-years old boy and 6-years old girl. We 

often go for a walk together. Her mother is very grateful when I take the girl because she 

is very curious. I was the same when I was child (laugh). (girl 2, 17 y/o, newly arrived) 

 

Local environment 

 

Regarding the local environment, newly arrived migrant children often compared the 

local environment in the country of origin with the environment in the host country. Children 

who previously lived in a village and  now live in the centre of the town were enthusiastic 

about the proximity of important places (e.g., playground, shopping centre, school), 

however, they also missed quiet places (especially forests and countryside) from their 

country of origin.  

 

Additionally, several migrant children said that the size of the town meant that people are 

more tolerant, friendly, and positive towards newcomers. In relation to this, most of them 

had very few or no negative interactions with locals.  

 

Other  

N/A 
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Conceptualizations of own wellƖbeing and life satisfaction  

 

Self -perceived well -being and life satisfaction  

In general, newly arrived migrant children mostly reported being happy and having a 

good life. Factors that contribute to overall satisfaction and wellbeing are family, friends, 

local environment, classmates, school, leisure activities. However, where familie s are still 

oal]n]pa`( iecn]jp _deh`najƕo heba o]peob]_pekj eo ]bba_pa`* >abkna pdaen benop `]u ]p o_dkkh( 

migrant learners experienced a severe amount of stress and anxiety, they were worried and 

sad, but soon they were able to interact successfully with peers and establish important 

social ties that contribute positively to self -perceived well -being. 

 

I feel better than in the past. I feel better in Slovenia, I like that I found new friends and 

that we live in the town, we used to live in a village. (girl  5, 15 y/o, newly arrived) 

 

Itƙs ok but because my father is always missing, I feel like nobody is really here. (girl 3, 

13 y/o, newly arrived)  

 

Identification and belonging  

 

Migrant children reported feelings of identification and belonging to different n ations. 

However, due to their newcomer status and the relatively short time they spent in the host 

country, belonging and identity were often strongly linked to their country of origin. 

However, newly arrived migrant children who feel accepted and supporte d by teachers, 

classmates and friends can develop a sense of belonging to the host society very fast.  

 

I never felt that Iƙm from a foreign country, Iƙm from Slovenia. In the primary school, at 

the beginning, I felt it that way but later no more. Because of my friends, classmates, 

teachers, this helped me. (girl 4, 16 y/o, newly arrived)  

 

When I look at it that way, it seems that now my home is here. I go to Macedonia only 

on vacation, I need to adapt that I will not return to Macedonia, except during the 

holidays, this will be my home now, job will be here, everything. (girl 5, 16 y/o, newly 

arrived) 

 

=ikjc eilknp]jp ok_e]h ]j_dkno pd]p ejbhqaj_a iecn]jp _deh`najƕo e`ajpebe_]pekj ]j` 

feeling of belonging to the culture of origin are, first and fore most, family, relatives 

(especially those who still live in the country or origin), and religion. On the other hand, new 

friends, leisure activities, schoolmates, teachers, and school are the new anchors in Slovenia.  

 

I like it better here because me and my friends can go to stadium every dan, we go to the 

beach when itƙs warm, we swim. (boy 3, 13 y/o, newly arrived) 

 

In terms of language, as Espin (2006) discusses, the acquisition of the new language and 

the loss of the previous linguistic community is a common feature of migratory experience. 

Language is identified as another anchor that helps them maintain ties to their country of 
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origin. Migrant  children usually speak their mother tongue at home, while they tend to 

communicate in Slovene in public institutions (e.g., school, post office, grocery shop, 

hospital). Contrary, when they interact with peers from the same country, they use their 

mother tongue. 

 

Feelings of safety  

 

Newly arrived migrant children feel safe in their lives and neighbourhoods. Several 

factors contribute to this, from family to friends to the size of the town and an objectively 

low crime rate . However, some very specific incidents  can affect the general feeling of 

safety, such as violen t episode  in dance clubs, football hooligans in the town or cultural 

differences regarding gender. In  most cases, life in the host country was evaluated safer than 

previous life in terms of social security, economic wealth, and physical safeness. Finally, the 

feeling of not being safe was often related to the pandemic outbreak.  

 

Iƙve often seen in the clubs that people were fighting. Boys and girls. Last time, two girls 

were beating each other in the loo because of a guy. Iƙve seen them fighting outside as 

well. Sometimes, I see people brawl  in the town. I donƙt like this in Slovenia, people brawl 

more. In Bosnia and in my town, this doesnƙt happen so often, people are not fighting in 

the clubs just because theyƙre bored. (girl 2,  17y/old, newly arrived)  

 

Self -perceived opportunities, choices and feeling of control over their own life and future  

 

Ikrejc pk Ohkraje] eo lan_aera` ^u i]ju $aola_e]hhu kh`an ]ca cnkql% _deh`naj ]o ]j Ɣql-

cn]`aƕ ]j` ] _d]j_a bkn ] ^appan heba* Oaran]h iecn]jp _deh`naj nalknpa` pd]p pda na]okj bkn 

migration lies in parental decision to secure better future for themselves and especially for 

their children. Newly arrived migrant children often describe Slovenia as a country with a 

stable economy, better educational opportunities, and promising career prospects.  

 

We came here because of me, because of school, because in Bosnia you donƙt have Ɩ you 

finish elementary school, high school, college and then you sit home because thereƙs no 

work for you. (girl 3, 17 y/o, newly arrived)  

 

My dad decided for Slovenia because of me. I think this is the most important reason. He 

wanted to start a business here, give me an opportunity to go to school here because he 

thinkƙs thereƙs a better education. Also, I wouldnƙt be so tired here as a student. (boy 2, 

17 y/o, newly arrived)  

 

?deh`najƕo bqpqna ]olen]pekjo n]jca bnki lnkbaooekj]h ]pdhapes (footballers and hockey 

players), police officers, detectives, lawyers, teachers, entrepreneurs, dentists, doctors, 

hairdressers, beauticians, coaches, plumbers, translators, bodyguards, and car mechanics. 

They are convinced that if they put enough effo rt, they will achieve their goals. Such a 

mindset is not very common in their countries of origin, according to their words. Many of 

them are motivated to succeed and try hard in school because they feel a certain 

responsibility towards their parents.  
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My parents put plenty of effort to get me here, everything is better here for me. I donƙt 

want to disappoint my parents.  (girl 6, 16 y/o, newly arrived)  

 

 

Perceptions, values, attitudes and opinions  

 

Overall, the interviews revealed that newly arrived migrant children have positive 
attitudes regarding equality and intercultural dialogue. Often, the children speak positively 
about equality, multiculturalism and cultural and religious pluralism.  

 
For me, itƙs important that new learners are accepted. In terms of religion as well. This 
is important for me.  (girl 2 , 13 y/o, newly arrived) 
 
If I feel good in your company, I donƙt care whether you have money or not. In most 
cases, this is important and thatƙs really impolite . Why do we divide people in such a 
way? We are all the same, all people. I donƙt know how parents can raise their children 
dividing people between those who have money and those who havenƙt. We are all the 
same, we were all born, we will all die, thatƙs life. Youƙre not better than me if you speak 
to me in such a way. How dare you speak to someone in such a way? (girl 7 , 16 y/o, 
newly arrived) 

 
 

(Perceived) advantages and weaknesses of existing models of migrant childrenƙs integration 
 

Perception of integration  
 

From the interviews, it appears that newly arrived migrant children want to become active 

members of Slovenian society. Often, they emphasise that they want to learn the language 

and understand Slovenian cultural traditions because they want to live, work, and raise 

children here. They are actively engaged in lang uage learning and making friends, which 

helps them to understand Slovenian culture, but also to maintain customs. They are 

respectful and tolerant of cultural and religious pluralism. Sometimes, migrant children feel 

that minorities are more often the targ et of peer violence.  

 

I think itƙs better that they speak Slovene with me, this will help me to learn more, it will 

be easier for school, for job, for everything. (boy 1, 17 y/o, newly arrived) 

 

Advantages 

 

Practices often cited by migrant children as bene ficial include opportunities given by 

teachers where migrant children present their country of origin and cultural characteristics 

to classmates, additional hours of Slovene language course where teachers use various 

teaching materials to help them learn t he language, and adapted materials. Additionally, ice 

breakers upon arrival are valued as positive activities that help with the atmosphere. Several 

children are included in the buddy or tutor system at their schools. These buddies (local 

learners) volunte er their time and support to migrant learners and help them achieve certain 

academic and social goals quicker. Sometimes, the buddies are migrant children who are 

already more proficient in Slovene but have had similar experience. Moreover, migrant 
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childre n are eligible to special learning status and have a possibility to set the dates for 

exams in advance, so that they can prepare for exams on their own terms and pace. In 

relation to the food restrictions, the children reported no incidents where these res trictions 

were violated.  

 

Last year, when I arrived, I didnƙt speak a word. I didnƙt know the language. My friend 

spoke for me. Then I started attending this language class, got the foreigner status, set 

my exam dates. (girl 1, 17 y/o, newly arrived) 

 

My classmate who sits with me translates instructions or what is for homework. (boy 2, 

17 y/o, newly arrived)  

 

 Weakness 

 

Sometimes, newly arrived migrant children miss more interaction with teachers in their 

mother tongue (either to talk to teachers who are fluent in their language or to have special 

lessons in their mother tongue) or a short summary of the lesson in adjusted form. In 

addition, migrant children sometimes complain that the number of hours for language 

learning is too low. Several children were  not given the opportunity to present their culture, 

while others were scolded for using their mother tongue during breaks or in class. In some 

examples, teachers and migrant children struggled in communication and that led to migrant 

children being ignore d. Rarely, this escalates into arguments and impolite behaviour by 

teachers. 

 

 Good practices 

 

Look at the chapter 3.2.4.2.  

 

 

4. Discussion 

 
In this report, we have aimed to reflect on the integration process of migrant children 

from a child -centred perspective, drawing on observations and opinions expressed in 

interviews and focus groups with newly arrived. The children involved in the researc h have 

a variety of linguistic, cultural and religious backgrounds, however, most of them come from 

the territory of the former Yugoslavia: Bosna and Hercegovina, Serbia, Kosovo, North 

Macedonia, etc. According to the theory of social anchors by GrzymaƱa-KazƱowska (2016), 

migrant children have different anchors in the process of integration. Some of them are 

related to the country of origin, while the others are related to the host society. The most 

important anchors for (newly arrived) migrant children included in our research are 

(extended) family and friends, school, teachers and classmates, leisure activities, religion, 

and orientation towards a (better) future. All anchors contribute to an easier integration into 

the host society, wheha ]hhksejc pda lnaoanr]pekj kb pda _deh`najƕo b]iehu _qhpqna* Iknakran( 

all anchors contribute to a sense of ontological security, belonging, identity, and personal 

meaning. All these factors are essential in preventing potential social exclusion, spatia l and 
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social segregation, and radicalization. Finally, anchors change upon arrival. Those connected 

to their homeland and past experiences are stronger, and over time their strength weakens, 

and the anchors established in Slovenia become stronger.  

 

Social media and frequent visits to the home country help migrant children  stay 

connected  to their country of origin, so most migrant children have transnational and mixed 

belongings and identities . 

 

Migrant children perceive host country Slovenia as a country of  better educational and 

job prospects and also as a country with a high level  of social and physical security.  All these 

are very strong motivators for integration. Consequently, most migrant children perceive 

Slovenia as a place where they will stay and r aise a family; very few plans to return to their 

home country.  

 

Children are generally empathic to one another. However, we could recognise several 

patterns in terms of migrant children cluster in groups according to specific characteristics 

(e.g., ethnicity, language, or gender). Thus, interethnic interactions are not developed to the 

extent one would hope for. Schools should spend more time and resources cultivating 

interethnic relations among children.  

 

Peers and friends present crucial pillar of childr ajƕo sahh^aejc* Hk_]h _deh`naj ]j` hkjc-

term migrant children support newly arrived migrant children learn the language, while 

social ties extend over these categories. Children engage in activities designed for migrant 

children; they are tutors or study b uddies or translate instructions. However, some newly 

arrived migrant children find it difficult to make local friends. Several have huge language 

constrains and several children reported instances of discrimination and violence, but 

generally, interaction s with class-mates are tolerant. Belonging to a group of peers is crucial 

pk pda atlaneaj_a kb ej_hqoekj ej ok_eapu( nac]n`haoo kb pda ej`ere`q]hƕo ^]_gcnkqj`* 

 

In terms of integration, language is cited by all learners as a crucial barrier and important 

factor for successful integration.  Several newly arrived migrant  children  struggle with 

Slovenian language in the first year after arrival. Similar to our findings from research with 

the educational community in WP 4, schools rely only on additional Slovene  language course 

for migrant children, but newly arrived and long term migrant children as well as local 

learners most often point out that language courses are often insufficient. Findings 

regarding language practise point to the assimilatory approach since learning Slovene is 

happening at the expense of other languages. However, English, German, and Italian 

language are exceptions since they are part of the foreign languages officially taught in 

Slovenian schools (but not languages of the prev ]ehejc iecn]jpoƕ _kiiqjepeao bnki pda 

territory of former Yugoslavia).  

 

Regarding teachers and school approaches, we could hardly detect any child -centred 

approach. However, learners often describe teachers as supportive, friendly, and respectful. 

However, some NA migrant children feel nervous in class or report discriminatory  attitudes 

from teachers as well.  



  

118  
 

Feeling safe, having friends, family support  and having a stable position for future events 

appear as one of the key factors influencing the integration process. Overall, learners report 

high levels of life satisfaction an d have many aspirations and ambitions. However, the 

restrictions caused by the pandemic outbreak have noticeably affected their general 

wellbeing.  

 

 

5. Executive summary  - newly arrived migrant children  
 

Learning to speak Slovene is a key challenge for newly arrived migrant children. For many, 

their first introduction to Slovene is when they arrive in the host country. Being in a different 

linguistic environment can cause stress and anxiety. Newly arrived migrant children 

themselves quickly  realise that language proficiency is crucial for the inclusion in new 

environment and succeeding in school. Almost all newly arrived migrant children express 

positive views about the process of inclusion in schools. They are generally satisfied with 

their  classmates and teachers and their willingness to help them.  

 

 Before their first days at school, most of them were full of concerns, questions, and fears. 

They did not know if anyone would understand them, how would they fit in or find the right 

classroom. Most often mentioned inclusion and integration practice regarding newcomers 

^u J=I _deh`naj eo pda Ɣpqpkne]hƕ ]j` Ɣ^q``u ouopaiƕ sdana ] pqpkn kn ^q``u eo ]llkejpa` ^u 

a teacher, especially in primary school, to guide and support the newly arrived child.  This 

contributes greatly to a sense of safeness and overall wellbeing. Slovene language course 

for foreigners was also one of the most frequently exposed. In few schools, an additional 

teacher is appointed to the newly arrived migrant children. Such a pro fessional provides 

learning help and support.  

 

 In relation to school and integration practices in general, newly arrived migrant children 

hold a positive attitude towards their teachers and feel that they can rely on them. On the 

other hand, NAM children expose that some teachers are ignorant and unaware of the needs 

and concerns newly arrived migrant children have or even openly express negative attitudes 

regarding migration processes. In general , the child -centred approach in schools and classes 

is non-existent. It could be observed that educational community pay little or no attention 

to the mental and physical health of migrant children. They did not have relevant 

professionals, services or interventions designed to address these issues in school settin gs. 

Some migrant children rely on friends and teachers for psychosocial support, but the main 

source of support for newly arrived migrant children at this point are parents and family.  

 

Moving to Slovenia is perceived by most (especially older age group) _deh`naj ]o ]j Ɣql-

cn]`aƕ ]j` ] _d]j_a bkn ] ^appan heba* Oaran]h iecn]jp _deh`naj nalknpa` pd]p pda na]okj bkn 

migration lies in parental decision to secure better future for themselves and especially for 

their children. Newly arrived migrant children oft en describe Slovenia as a country with a 

stable economy, better educational opportunities, and promising career prospects. In 

general, newly arrived migrant children mostly reported being happy and having a good life. 

Factors that contribute to overall sat isfaction and wellbeing are family, friends, local 
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environment, classmates, school, leisure activities. However, where families are still 

oal]n]pa`( iecn]jp _deh`najƕo heba o]peob]_pekj eo ]bba_pa`*  

 

Migrant children reported feelings of identification an d belonging to different nations. 

However, due to their newcomer status and the relatively short time they spent in the host 

country, belonging and identity were often strongly linked to their country of origin. 

However, newly arrived migrant children who feel accepted and supported by teachers, 

classmates and friends can develop a sense of belonging to the host society very fast.  

 

Overall, the interviews revealed that newly arrived migrant children have positive 

attitudes regarding equality and intercultu ral dialogue. Often, the children speak positively 

about equality, multiculturalism and cultural and religious pluralism. Newly arrived migrant 

children want to become active members of Slovenian society. Often, they emphasise that 

they want to learn the l anguage and understand Slovenian cultural traditions because they 

want to live, work, and raise children here. They are actively engaged in language learning 

and making friends, which helps them to understand Slovenian culture, but also to maintain 

customs.  
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1. Introduction  
 

The MiCREATE project aims to study integration processes from a child -centred 

perspective. In its broadest and most basic sense, integration means "the process by which 

people who are relatively new to a country (i.e., whose roots do not reach deeper than two 

or three  generations) become part of society"; it is a "process of settlement, interaction with 

pda dkop ok_eapu( ]j` ok_e]h _d]jca pd]p bkhhkso eiiecn]pekj˕ $Lajjejt ]j` C]n_âo-

I]o_]naê]o( .,-26 --%* Bkhhksejc pdeo _d]n]_panev]pekj( pda psk i]ej naoa]n_d mqaopekjs of 

our fieldwork are:  

 

How do (migrant and local) children perceive and experience the processes of 

integration?  

 

How does educational staff approach and addresses integration processes?  
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The aim of this report is therefore to shed light on the integrati on processes of newly 

arrived migrant children in Vienna, Austria, from a child -centred perspective. Therefore, it 

was worked with the understanding that (migrant) children are not a homogeneous group, 

but experts in their own lives. The overall research focused on two age groups  (10 to 13 

years and 14 to 17 years) and three migrant categories (newly arrived children, long -term 

children, and local children). The research with the group of newly arrived migrant children  

includes all children who arrived in A ustria within the last three years and focuses on their 

perception of being relatively new in Austria.  

 

Moreover, children from two different types of schools (AHS and MS) were included in the 

sample. In this context, it is important to mention that the A ustrian secondary school system 

is divided into two types of schools that offer different prospects for the future. Children 

from socio -economically and educationally advantaged families often attend AHS 

(Allgemeinbildende Hõhere Schule), which leads to academic education. Socio-economically 

and educationally disadvantaged children usually attend MS (Mittelschule ), which leads to 

vocational training or a profession. These disadvantages are often structurally intertwined 

with migration history. Therefore, ma ny of the children with a migration background in the 

sample also attend MS. However, as the Viennese school system is very diverse and in most 

schools more than 50% of the children have a mother tongue other than German, some in 

the sample also attend AHS (see also report on WP4). 

 

 

2. Methodological approach  
 

The MiCREATE study was conducted between February 2020 and June 2021 in seven 

schools (two AHS, five MS) in Vienna, Austria (for more details on the school selection 

process, see the report on WP4). All schools were attended by approximately 50% of 

children with a mot her tongue other than German. Therefore, the children in the sample had 

different linguistic, religious, ethnic, social and cultural backgrounds. The study was 

conducted in different phases (with interruptions due to the Covid19 pandemic) and 

included 37 d ays of participant observation, 87 biographical narrative interviews and 12 

focus groups. Children in the sample were selected through recommendations from teachers 

and principals, as well as personal contacts and consent from children and parents or 

guardians. Due to the Covid19 pandemic, many interviews and focus groups had to be 

conducted online via video chat, which limited the ability to use child -centred approaches 

such as arts-based methods. For instance, it was not possible to conduct a photo safari  (walks 

with children to places where they feel comfortable). However, it was possible to use some 

art-based methods via video chat, such as identity mapping. However, conducting them via 

video chat limited the opportunities and the process of building tru st. 

 

More detailed information on the methods used can also be found in the methodological 

report (WP5-7 Methodological Section).  
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3. Results 

The results of the study clearly show that for all the children in the sample, migration and 

different linguistic, religious, ethnic, social and cultural backgrounds are the norm in their 

social environment and among their classmates. Moreover, most of the m hold inclusive 

views and stated that no one should be discriminated against because of their origin, sexual 

orientation or gender. The local children mostly shared with the researchers positive 

attitudes towards their migrant peers. Nevertheless, observa tions and some interview 

content indicated that discrimination among peers does exist. Even if diversity is part of 

everyday life and inclusive opinions exist, it can lead to disadvantages in the classroom due 

to certain affiliations.  

 

The diversity of children that exists needs to be taken more into account in school policy 

and the curriculum. It was reported that issues such as migration and diversity are rarely 

addressed in school. However, some children also reported that there were few incidents of 

racism by teachers and educational staff, as well as by people outside school. Accordingly, it 

is important to incorporate children's personal and cultural knowledge and the different 

needs associated with it more into school policies and curr icula. 

 

For newly arrived migrant children and children with long -term migrant backgrounds, the 

greatest obstacles in the integration process were language acquisition and academic 

success. At this point, the intersection of class and ethnicity could becom e relevant. For 

instance, if there is no money for the necessary school support, the migrant child from a 

family with a low socio -economic background is at a disadvantage. The Austrian education 

system also relies heavily on the support of parents and guar dians (see OECD 2018). This 

means that children with a migration background receive less support in learning German 

than other children. In this respect, an understanding of integration must always take into 

account the confluence of different disadvantagi ng structures. 

 

 

3.1 Participant observation  

 

Participant observation could not be fully conducted due to the Covid19 pandemic, as the 

majority of classes were switched to online instruction. We were therefore only able to 

conduct the participant observati on in short phases (from February to March and from 

September to November 2020).  

 

Peers 

 

Peer sociability  

 

In general, it can be said that certain categories, such as gender, had a structuring effect 

on the observed group dynamics. For example, groups of peers formed during breaks 

according to gender. The boys formed a large group where they massaged each other  or 

pretended to hit each other for fun. Similarly, the girls formed several small groups. There 
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were the "cool" girls who also interacted with some boys, and quieter girls who talked or ate. 

So the category of gender shapes the classroom. The appearance of the popular and 

unpopular children also had a gender aspect. Some boys who were dominant and attracted 

the attention of their classmates and teachers also appeared popular and integrated. In 

addition, it was mainly the "cool" girls who interacted with bo ys. Thus, in the classroom, 

certain power structures also influence who is popular or unpopular.  

 

It has also been observed that not every child is included in a group. For example, a girl 

who was new to the class sat alone during breaks and did not active ly participate in class nor 

was she included by the other children. Due to the Covid19 situation, it was not possible to 

further observe whether the girl was included in the rest of the class. However, it is clear 

that inclusion in a group is not a given a nd may depend on various factors.  

 

In addition, the topic of the lesson can encourage interaction between the children. For 

instance, one topic in class was cultural festivals. The children talked about the festivals they 

celebrated and also exchanged idea s about them during recess. From this we can conclude 

that cultural commonalities can connect the children.  

 

Peer communication  

 

Peer communication was often found to be respectful and helpful during lessons. For 

instance, some children helped each other by whispering to each other when someone did 

not know the answer to a question. In addition, children helped each other by translating 

words into other languages. It was also observed that some children talked to their 

neighbours when they had the op portunity. It can be assumed that the children are aware of 

the difficulties that can arise from multilingualism and therefore support other children 

when they cannot follow the lessons or do not understand something.  

 

Regarding communication at recess, observations suggest that not every child interacted 

with others, which could be related to popularity in the class. In particular, "naughty" or 

"funny" boys attracted the attention of other children and actively particip ated in the 

interaction by addressing others. On the other hand, there were some children who did not 

participate in interactions during recess. During observation, it was not clear whether they 

did not want to or had other reasons such as being shy. Accordingly, some children are very 

dominant in their behavior while others are quiet and do not interact much with others.  

 

As far as language was concerned, children sometimes used a special language that 

differed from that of adults. Older children in partic ular used their own style of speech in 

the form of words and phrases. These were often derived from expressions used in English 

pop culture. In addition, some children also conversed with each other in their mother 

tongue, which is not German, which is not  welcomed in every school and by every teacher. 

In this way, the different language skills can be used by the children to differentiate 

themselves from others.  
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It could also be observed that children reported unauthorised behavior to teachers, which 

usually has negative consequences for the children who do not follow the rules.  

 

In summary, sociability and peer communication may depend on the composition of the 

class and the popularity and achievement of the children. It was also observed that children 

support each other when it comes to achievements or when someone does not understand 

something. Thus, despite the diversity of the children, a certain type of community was 

observed in which a certain hierarchy of popularity and achievement prevailed.  

 

 

 Educational staff  

 

The following section focuses on educational staff, their interactions with children, their 

management of conflict, and their consideration of diversity in the classroom.  

 

Engagement with students  

 

Interaction between teachers and children varied according to the personality of the 

teachers and their relationships with the children. Some teachers placed great emphasis on 

discipline and performance in class, while others placed more emphasis on connec ting with 

children and getting them to participate. For example, one teacher tested the children and 

commented on each child's performance. In contrast, some teachers interacted with the 

children at eye level. This was done by asking open and simple questi ons. But also by taking 

their time, showing interest and asking follow -up questions. During the observation, it 

seemed that the playful and interactive teaching also lightened up the class atmosphere.  

 

Moreover, we observed that the voluntary requests to s peak mostly came from the same 

children. For instance, one child was able to leave the German support class because he 

raised his hand several times. This decision seemed to have been made spontaneously 

during the class. Instead, another child was immediat ely placed in the remedial class. It was 

stated that he would have gone there earlier, but there are limited places. This shows that 

every achievement and effort counts. So the motivation to participate is primarily to improve 

one's grades. On the other hand, it also shows that the school does not have the resources 

to support all the children. Other children were pulled in by the teachers. It was also 

observed that some children did not respond to questions at all. Therefore, some teachers 

made efforts to include different children in the lessons. Nevertheless, it was never possible 

to actively involve all children.  

 

In addition, some teachers expressed their distrust of the children's performance by, for 

example, insinuating that they were copying their ho mework. These situations took place in 

front of the whole class.  

 

It was also observed that some teachers had a very particular way of interacting with and 

teaching the children. To the observer, it almost seemed as if they were playing/acting a role, 

e.g. one teacher was the "cool" one who wore t -shirts with comics and was funny and 
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impulsive. Others were known as "strict", so had a very stern demeanour. Of course, they 

probably have different characteristics, but still it seemed that some teachers portray ed 

their characteristics in an exaggerated way.  

 

In general, observations during the lessons indicated that there was a lack of child -

centeredness, especially with regard to the participation of all and the inclusion of well -

being, as the lesson topics seemed very distant from the real life experiences of the children. 

This could be related to socio -economic and migrant characteristics that are not addressed 

in the curriculum. Scholars highlighted that monocultural approaches label the migrant child 

as 'dif ferent' and delegitimise experiences and perspectives (see Banks 2019). This can lead 

to a negative educational career trajectory. Accordingly, it is important that a child -centred 

approach includes children's experiences and personal as well as cultural k nowledge.  

 

Conflict management  

 

As far as conflict management is concerned, we have observed different situations. If 

there was a conflict with an individual child, the teacher warned the person first. If there was 

trouble again, the child was sent out of the class or the teacher started  shouting. It was also 

observed that the teachers used their authority to force the children to follow the rules. A 

mediation session was also observed between a class and two teachers. The class had a 

general problem with one teacher and therefore sought to talk to another teacher.  

 

Engagement with cultural diversity topics  

Culture and identities play an active role in the classroom. The issue of culture has been 

approached in different ways. On the one hand, some teachers incorporate diversity into 

their  lessons, for example by doing identity mapping with the children, referring to their 

cultures or talking about cultural celebrations. On the other hand, it also happened that 

teachers stressed that they "felt sorry" for the children because they did not k now the 

"Austrian" culture. Another teacher also referred to cultural differences. Moreover, diversity 

was sometimes incorporated into the schools' "corporate identity". For instance, some 

schools greet their visitors with banners saying "Hello" or "Welcom e" in several languages. 

The school seemed to pride itself on its diversity. However, it was not always clear how 

this diversity was dealt with. Sometimes it felt that diversity was presented externally but 

not from different perspectives. Furthermore, the re seemed to be a dominant approach that 

propagated that anyone can do anything, regardless of where you come from. However, this 

way of thinking, which can be described as neoliberal, overlooks various inequalities based 

on socioeconomic status, ethnicity , gender, etc. In order to do justice to the concept of 

diversity, multiple perspectives need to be brought into focus . 

 

 

 

 

 




































































































































































