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1 Executive Summary

This document reports on the data and methodological harmonisation efforts of the IMMERSE
project as it moves into the data collection phase of Work Package 3 (WP3): Data Collection and
Monitoring. WP3 builds on Work Package 1: Co-Creation of the Dashboard of Indicators, which
was completed in February of 2020. The Dashboard of Indicators is a comprehensive set of 30 key
indicators of educational integration of migrant and refugee children in schools, covering three
levels: the macro, e.g. countries and regions, the meso, e.g. schools and other non-formal education
centres, and the micro, e.g. children and their families. The dashboard was selected through a multi-
stage process involving qualitative data collection and analysis, a Delphi evaluation, an online meso/
macro evaluation across the six countries of the research consortium, and micro level workshops
with migrant and refugee children. For a full description of the dashboard and its formation process,
see D1.5 IMMERSE Dashboard (Serrano et al., 2020a) and D1.6 Report on the Results of Evaluation
System of Socio-educational Integration of Migrant Children (Serrano et al., 2020b).

The dashboard forms the foundation for the subsequent phases of the IMMERSE project. With the
finalisation of the dashboard, the tasks of WP3, which constitute the bulk of IMMERSE activity, can
move forward. WP3 contains the main data collection phase of the project, both quantitative and
qualitative. The data resulting from this work package are the basis on which our final reports and
policy recommendations will be made.

In this document, we outline the first critical tasks of WP3: construction of data collection instruments
and sampling strategy for the large-scale quantitative data collection and the methodological approach
for the small-scale qualitative data collection. In Section 2, we outline the harmonised approach we
are taking to the data collection in order to ensure a high degree of transparency and comparability,
beginning with key definitions and critical concepts, including the dashboard. There are six data
collection instruments, four at the micro level for parents and children, and two at the meso level for
principals and teachers. The construction process and contents of these are described in Section
3. In Section 4, we discuss sampling strategy at the regional, school/non-formal environment, and
classroom level. Appendices A-F outline the country- specific adaptations of the sampling strategy
for each of the IMMERSE partner countries: Spain, Ireland, Italy, Germany, Belgium, and Greece. In the
final section, we outline the methodologies proposed for the qualitative data collection, which aims to
capture the experiences of those groups who will likely be underrepresented in the large-scale data
collection.

2 Harmonisation of Data

In order to achieve the objective of forming national and European policy recommendations on
educational integration, IMMERSE must collect and analyse data that represents the reality of
migrant and refugee children in schools across the consortium. Detecting trends that can lead to
such recommendations requires a large and robust set of data that, though gathered in disparate
locations by different people, is nevertheless comparable. It is the quality and comparability of the
data that will allow IMMERSE to affect positive change in schools for migrant and refugee children
across the continent. To ensure this quality and comparability, IMMERSE research partners must use
standardised instruments and follow a harmonised approach:
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Harmonization is a generic term for procedures used predominantly in official statistics that
aim at achieving, or at least improving, the comparability of different surveys and measures
collected . . . Harmonizing procedures may be applied in any part of the survey lifecycle, such
as study design, choice of indicators, question wording, translation, adaptation, questionnaire
design, sampling, data collection, data coding, data editing, or documentation.

(Granda & Blasczyk, 2016, p. 1)

Granda & Blasczyk (2016) describe two basic types of harmonisation in research involving
multinational surveys: input harmonization and output harmonization. Input harmonisation should
be adopted when a project aims to collect primary data and is able to centrally control this process
from the beginning, resulting in a high degree of comparability. Output harmonization can be used
when attempting to bring together data from multiple sources after it has already been collected.

One of the strengths of IMMERSE is the collection of primary data and the cooperation of a consortium
of research teams in order to achieve this. In order to take full advantage of this opportunity, we are
employing an input harmonisation approach. This document reports on the harmonisation efforts of
IMMERSE as it relates to the data collection instruments and sampling approaches of its large-scale
quantitative data collection and the methodologies associated with its small-scale qualitative data
collection. A second report (D3.2 Handbook for the IMMERSE Data Collection Fieldwork, forthcoming)
will provide documentation and guidance to harmonise the fieldwork process.

2.1 Standardisation of Definitions and Indicators
2.1.1 Definition of target population

IMMERSE focuses on refugee and migrant children. “Children” comprise for us: children and young
people under 18, although we restrict data collection to 6-18 years. Six is the age at which general
compulsory school starts across Europe, and 18 is generally the age at which schooling finishes
and represents the moment of transition to adulthood. For the purpose of IMMERSE, the definition
of "migrant and refugee” children comprises children of migrant background using the following
criteria:

1. First generation (foreign-born children). This includes children with at least one native parent
(i.e. "returning foreign-born" according to OECD definitions below).

2. Second-generation children (born in the country, with at least one foreign-born parent),
including children with one native parent (i.e. “native children of mixed heritage" according to
OECD definitions below).

3. Regardless of citizenship and/or legal status (these children may or not be asylum seekers or
beneficiaries of different types of international protection).

4. Regardless of the accompanied/ unaccompanied status (all included).
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| ® Mative-born parent | ® Foreign-born parent ‘

| o Native-born student | o Foreign-born student ‘

NATIVE STUDENTS
®+@®
-

o

STUDENTS WITH AN IMMIGRANT BACKGROUND
Immigrant students with at least

Immigrant students one native-born parent
First-generation immigrant students Returning foreign-born students
®+® ®+® ©®+O@

First generation immigrant students are students Returning foreign-barn students are students who were
who were not born in the country in which they not born in the country in which they sat the PISA test

sat the PISA test at the age of 15 and have but who have at least cne parent who was born
twe foreign-born parents {or one fereign-bern parent in in such country (or one native-bern parent in the case

the case of students living in single-parent households) of students living in single-parent househclds)

Second-generation immigrant students Native students of mixed heritage

®+® ®+®
ey ——
o o

Second generation immigrant students are students Native students with mixed heritage are students
who were born in the country in which they whao were born in the country in which they
sat the PISA test at the age of 15 but who have sat the PISA test at the age of 15 and who have
two forelgn-born parents {or one foreign-born parent in one parent who was also born in the country

the case of students living in single-parent househelds) and one parent who was foreign-born

Figure 1. OECD/PISA Definition of Migrant Children
(OECD, 2018, p.50)

This definition reflects both the Eurydice definition of ‘students from migrant backgrounds’ and the
OECD definition of migrant-background children in its specialized PISA-based report on resilience of
migrant children.

TEURYDICE definition: What do we mean by 'students from migrant backgrounds'? The report focuses on children and
young people from migrant backgrounds. They are defined as newly arrived/first generation, second generation or returning
migrant children and young people. Their reasons for having migrated (e.g. economic or political) may vary, as may their
legal status - they may be citizens, residents, asylum seekers, refugees, unaccompanied minors or irregular migrants. Their
length of stay in the host country may be short- or long-term, and they may or may not have the right to participate in the
formal education system of the host country (European Commission/EACEA/Eurydice et al., 2019)

2.1.2 Dashboard of indicators

At the foundation of IMMERSE Work Package 3 and its harmonization is the Dashboard of Indicators,
the culmination of Work Package 1, which took place over the first 14 months of the project. The
main objective of the IMMERSE project is to develop a dashboard of indicators about migrant children
integration and provide representative data to impact policy making in the European context. The
dashboard consists of 30 parameters considered most relevant for refugee and migrant children's
integration in schools. A first set of 50 indicators was selected and validated through a three-stage
process, then refined to the final 30 through a content validation process consisting in a Delphi
methodology and later a CARA methodology that ensured migrant children’s voices were represented
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Table 1. Ove

Outcomes
01.2.1

ation of the inventory of socio-educational integration indicators. The full final dashboard

in D1.5 IMMERSE Dashboard (overview in Table 1), and the methodology of the selection
process is explained in detail in D1.6 Report on the Results of Evaluation System of Socio-educational
Integration of Migrant Children (overview in Figure 2).

rview of the IMMERSE Dashboard

Children’s access to compulsory education

01.2.3 | Children's access to health care
0214 Children's perceived competence in host language
02.2.2 Children maintain their cultural identity adopting key host country cultural values and
intercultural competences
03.1.2 Children’s life satisfaction/happiness
03.1.3 Children's sense of belonging
04,11 Interconnectedness! Friends and peers
04.1.1 | Interconnectedness/ Friends and peers
0412 | Interconnectedness/ Teachers
0413 | Interconnectedness/ Institutions
0511 Children's academic skills
05.2.1 Children complete compulsory education
05.2.2 Children remain in formal education heyond compulsory levels

05.2.3
Determina
04.2

Types and levels of (formal) non-compulsory education attended
nts
Leqgislation and practice conditioning (LPC) the acquisition of superior legal status

D4.3 LPC access to education
04.8 LPC access to healthcare
D3.7.1 Conceniration in disadvantaged schools
03.2.1 Clear leadership and school identity around interculiural values (against xenophobia, prejudice
and stereotypes)
03.2.3 School promotion of parental involvement in school activities, extra-cumicular activiies and
parental associations
D3.4.5 Intercultural competence as part of syllabus orfand transversally
04.15.5 | LRR Intercultural education
[4.16.1 | LRR Preparatory classes
D4.16.2 | LRR Educational support for migrant children, particularly leaming and language support
[ D5.6 Supplementary community Services for leaming/language support
03.5.4 Extra-cumicular activities available/ after-class leaming centres
[D3.6.2 | Counseling services at school
"D6.1 Experiencel/perception of negative attitudes
"D6.2 Expeﬂence of harassment and/or physical violence (incl. bullying) outside famiby
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Figure 2. Overview of Dashboard Building Process
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2.1.3 Focus on third country nationals and economic migrants

The EC call of our project within the H2020 framework stated that, “[t]he call will also provide
evidence based knowledge on the effects of migration on social systems, the access to and impact on
labour markets and the cultural integration of third country nationals, in particular in urban settings”
(European Commission, 2019, p.10). Additionally, the European Commission definition of integration
is as follows:

Integration should beunderstood as atwo-way process based on mutualrights and corresponding
obligations of legally resident third country nationals and the host society which provides for full
participation of the immigrant. This implies on the one hand that it is the responsibility of the
host society to ensure that the formal rights of immigrants are in place in such a way that the
individual has the possibility of participating in economic, social, cultural and civil life and on
the other, that immigrants respect the fundamental norms and values of the host society and
participate actively in the integration process, without having to relinquish their own identity.
(European Commission, 2003, p.17-18)

After discussion between the coordinators and WP3 leaders and following the focus of the initial
project call under which IMMERSE was funded and in line with the European Commission definition of
integration, we decided that the core of the sample will be made up of third country nationals (TCNs).
This does not mean that EU nationals must be wholly excluded from the sample, but that the main
focus of sampling and data collection will be on TCNs.

TCNs are any persons who are not citizens of the European Union within the meaning of Art. 20(1) of
Treaty on the Functioning of the European Union and who are not persons enjoying the European Union
right to free movement, as defined in Art. 2(5) of the Regulation (EU) 2016/399 (Schengen

10
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Borders Code), the right of EU citizens and legally resident TCNs to move and reside freely within the
territory of the EU Member States. The free movement of persons is a fundamental right guaranteed
by the EU to its citizens. It enables every EU citizen to travel, work and live in any EU country without
special formalities. Schengen cooperation enhances this freedom by enabling citizens to cross
internal borders without being subjected to border checks.

Once Schengen Borders were established in the European Union, EU citizens acquired free movement
and freedom of establishment and residence within the territory of the EU Member States (Charter
of Fundamental Rights of the European Union, 2006). The first two countries signed the agreement
in 1985 and the majority of EU Member States joined this agreement in the following decades. There
are five more EU members, that have not joined Schengen zone: Ireland (who still maintains opt-
outs), Romania, Bulgaria, Croatia, and Cyprus (who are seeking to join soon).

Since the unification, the EU Strategy and Actions to promote migrant integration are oriented to
TCNs as specified in the European Agenda on Migration? and in the Common Agenda on Migrant
Integration through its Action Plan on the integration of TCN. Since EU unification, the concept of
migrant has narrowed to TCNs and this conceptualization is reflected in the basis of EC initiatives,
including this H2020 project.

Given this, in the context of IMMERSE, the definition of migrant will, in general, denote third country
nationals. In addition, even if all third country nationals may be part of the sample, we strongly
recommended to partners to try to avoid including children coming from high-income countries
in the sample. For this decision we suggest the OECD classification of countries based on their
Household Disposable Income.® According to the OECD, “[h]ousehold disposable income is
the closest to the concept of income as generally understood in economics,” and is therefore a
commonly used metric for comparing individual wealth across nations. Based on this classification
of countries by their Household Disposable Income, we suggest excluding the top 10 TCN of the
list (2019): United States, Luxembourg, Switzerland, Australia, Norway, Austria, Canada, United
Kingdom, New Zealand, and Japan.

In terms of EU nationals, we understood that each partner within the consortium has special
migration flows that should be incorporated in their sample to reflect the reality of migration and
integration concerns in that country. In cases where some of the principal economic migrant
communities belong to EU countries, like, for instance, Romanians in Spain, who are the second
biggest migrant community in the country, IMMERSE partners may justify their insertion in the
sample. As another example, migrants from EU East countries, such as Poland and Latvia, make
up about 45% of all migrants in Ireland, and previous research shows that this group has the lowest
proportions of third level education completion (compared to Irish-born and other migrant groups)
and higher levels of unemployment than Irish-born. In light of circumstances such as these, each
partner can include those EU nationals that do not usually enjoy the same rights as other EU

2https://ec.europa.eu/home-affairs/sites/homeaffairs/files/what-we-do/policies/european-agenda-migration/
background-information/docs/communication_on_the_european_agenda_on_migration_en.pdf

3For details on definition and measurement, see OECD (2020), Household disposable income (indicator). doi:
10.1787/dd50eddd-en (Accessed on 09 July 2020) https://data.oecd.org/hha/household-disposable-income.htm

11
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members (EU countries outside the Schengen Area would fall into this category) or because they are
considered to be economic migrants within the context of the host country. We understand the term
“economic migrant” to refer mainly to low or semi-skilled workers (though potentially highly- skilled
workers, as well) who have moved from a country where potential job, earnings, or quality of living
prospects are appreciably lower than the host country to which they relocate.

We clarified with the partners that we would still use a whole-classroom approach (see classroom
sampling section) to collect data — they did not need to exclude anyone in a class from taking the
survey because they were not from our core focus group. In addition, the partners would be free to
use whatever data they collected in their own within-country analyses, whatever the origin countries
of the respondents. However, we recommended that the majority of their data collection focus on
economic migrant TCNs and the EU nationals they selected as the most relevant for their country,
as these are the groups that will be focused on in the cross-country analyses and who will form the
basis of our policy recommendations.

3 Large-scale Quantitative Data Collection: Instruments

3.1 IMMERSE Data Collection Instruments Overview

One of the primary ways the IMMERSE project aims to standardise data collection is by using the
same data collection instruments across the research partner countries and across data collection
sites within countries. For large-scale data collection in schools and non-formal education
environments, surveys were chosen as the most efficient way to collect data on a large scale (i.e. from
thousands of participants) across several countries and environments. Moreover, using standardised
questionnaires would yield data suitable for cross-national comparison, allowing detection of trends
and patterns (and dissimilarities) on key measures and control of influential demographic variables,
like socio-economic status.

In order to gain as complete a picture as possible of integration in schools and to allow analysis to
take place at any of the three levels outlined in the IMMERSE conceptual framework, data relating to
all three levels needed to be collected: the macro level (country/region), the meso level (school/non-
formal environment), and the micro level (the individual child).

3.1.1 Macro level data

Data relating to the macro or country level was gathered from secondary sources, such as MIPEX,
and linked directly to the dashboard. Table 2 shows the macro level indicators and their sources.
These indicators mainly relate to legislation and resources available in each country that support
migrants and their integration. For a complete discussion of the IMMERSE macro indicators, please
see D1.5 IMMERSE Dashboard (Serrano et al., 2020a) and D1.6 Report on the Results of Evaluation
System of Socio-educational Integration of Migrant Children (Serrano et al., 2020b).
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Table 2. IMMERSE Macro Indicators and Data Sources

Indicator Description Source
01.2.1 Children’s access to compulsory education Eurostat and country
administrative data

01.2.3 Children’s access to healthcare EU-SILC survey

05.1.1 Children’s academic skills PISA

05.2.1 Children complete compulsory edu cation PIAAC survey

0522 Children remain in formal education beyond Eurostat/EU-LFS
compulsory levels

0523 Types and levels of (formal) non-compulsory PIAAC survey
education attended

D4.2 Legislation and practice conditioning (LPC) the MIPEX policy indicators
acquisition of superior legal status

D4.3 LPC access to education MIPEX policy indicators

D4.8 LPC access to healthcare MIPEX policy indicators

D3.7.1 Concentration in disadvantaged schools PISA and TIMSS

03.2.3 School promotion of parental involvement in school Epstein’s framewark, PISA,
activiies, extra-curnicular activities and parental collected from IMMERSE
associations principals’ sunvey

D4.15.5 LRR Intercuftural education MIPEX policy indicators

D4.16.1 LRR Preparatory classes Eurydice 2019

D4.16.2 LRR Educational support for migrant children, MIPEX policy indicators
particularly leaming and language support

3.1.2 Meso level data

In the context of IMMERSE WP3, the meso level refers to the schools and non-formal environments in
which we will collect data. Data relating to the meso level will be collected from those environments
via questionnaires to be filled out by the principal and teachers in the case of schools and by an
organisation representative in the case of non-formal environments.

3.1.3 Micro level data

Micro level data will be collected from migrant children and their parents/guardians, along with non-
migrant children and parents to establish baselines for comparison. Data collection at the micro
level involves questionnaires for parents and children, divided into two groups: children 6-9 years old
(and parents/guardians of 6-9 year old children) and children and young people 10-18 years old (and
parents/guardians of 10-18 year old children and young people).

We chose to divide the children into two age ranges because of the challenges of collecting data from
very young children. The younger age group required a shorter and simpler version of the questionnaire,
with some indicator items removed because they were inappropriate or too complex and with some
socio-demographic items transferred to their parents'/guardians' questionnaire. The validation
workshops for the dashboard indicators during WP1 also demonstrated that the youngergroup would
likely need more facilitation from the researchers during completion of the questionnaire.
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3.2 Data Collection Instruments: Questionnaires
3.2.1 Questionnaire development process

Questionnaire development took place over several months, beginning in October 2019, shortly
after the start of the selection process for the dashboard of indicators. The dashboard items would
constitute the core of the questionnaire, as the results from these items would ultimately form the
basis for the project's policy recommendations. However, the dashboard indicators would need to be
supplemented by other items, mainly socio-demographic background variables. The non- dashboard
variables would allow us to contextualise the results from the dashboard variables by providing
insight into the relevant histories and circumstances of our micro level participants, namely children
and parents, and the circumstances of the meso level environments in which integration took place,
mainly schools. We employed a collaborative and iterative approach to the construction of the
questionnaires, involving a cycle of draft questionnaires, consortium partner feedback, and revision,
with UCC leading this process and all research partners participating.

In October 2019, Comillas provided partners with an extensive list of potential non-dashboard
variables to include in the questionnaires, alongside the list of 50 potential indicators for the
dashboard. Indicators and non-dashboard variables were divided into three lists, and members of all
the research partner teams were formed into working groups and assigned a list of dashboard/non-
dashboard variables for which to propose survey questions and measures. The indicators and their
accompanying proposed measures, as the core items that would form the dashboard, went on to the
Delphi expert panel for validation, while UCC and Comillas continued to work with the non-dashboard
variables and their proposed measures.

Proposed non-dashboard variables came in several varieties:
e socio-demographic: age, gender, country of birth, religion, etc.
e socio-economic: household income, parental occupation, parental level of education, parental
employment status, resources and possessions, cultural capital
e household/family characteristics: housing type, members of household, parental absence,
family cohesion, parental involvement with school
e migration: legal status, circumstances of arrival, length of time in country, nationalities held

e education: level of education, academic achievement, previous education experience, barriers
to accessing education, education aspirations, absenteeism, repetition of grades, special
educational needs

e language: languages spoken, home language, parent language skills

e health: self-assessed physical health, self-assessed mental health, barriers to accessing
healthcare

e psycho-social: self-esteem, self-efficacy, resilience, self-identity, cultural dissonance

e school factors: size and type of school, school climate, staffing, resources, resources
available for student use, student population characteristics, staff characteristics/diversity,
school neighbourhood characteristics

Through November and December 2019, as the dashboard was undergoing the Delphi evaluation and
then the meso/macro validation, UCC and Comillas worked together to narrow the list of potential
non-dashboard variables. For guidance on the selection of the non-dashboard items to be included
in the questionnaire, we looked to a combination of the established research literature on integration
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and education, our own results from IMMERSE Work Package 1, and other large-scale national and
international surveys of children and young people (PISA, HBSC, TIMSS, Growing up in Ireland). We
also had to keep practical considerations in mind, such as the length of the questionnaire, capabilities
of the younger children, translation to multiple languages, suitability for digital and pen-and-paper
(PAP) versions, and coding and analysis of results.

Following the finalisation of the dashboard at the end of February 2020, UCC began to prepare first
drafts of the questionnaires including the indicator items and the non-dashboard items. These drafts
were in the form of Word documents and formatted in a PAP survey style. Each item was labelled
with a comment indicating whether it was a dashboard or non-dashboard item, what it measured,
and other relevant notes, e.g. how the item might be analysed later, which items we thought were
candidates for dropping if the questionnaire was too long, etc. These drafts were circulated to all
research partners for feedback as they were completed (over March and April 2020), starting with the
10-18 year olds questionnaire and its accompanying parent/guardian questionnaire, followed by the
principal and teacher questionnaires, and finally the 6-9 year olds questionnaire and its accompanying
parent/guardian questionnaire. Partner feedback was returned to UCC who compiled and reviewed
all comments and further revised the questionnaires based on these critiques. Few to no changes
were made to the indicator items, as these had already been through the Delphi and meso/macro
expert validation, so changes were concentrated on the non-dashboard items. The sections below on
the micro and meso level questionnaires in more detail.

The revised drafts were circulated to the research partners over April and May 2020 to begin
translation into the consortium languages in preparation for programming the questionnaires into
the online data collection platform for the piloting phase (see below). A further round of feedback
and revisions resulted from the translation process, as we fine-tuned the phrasing and intention of
the questions.

Because the project not only takes place in several countries but also will have participants from
potentially all over the world, it is important that we attempt to offer as wide a selection of languages
as possible to avoid language as a barrier to participation. The questionnaires for principals and
teachers will be available in the languages of the consortium. The questionnaires for parents and
children will be available in the consortium languages, plus some additional languages, no matter
which country the data collection is taking place in. In order to determine which additional languages
to offer the questionnaires in, we asked all the research partners which would be the most useful in
their context (based on common languages amongst their migrant populations) and chose the most
cited ones. The pilot-ready versions (and the final field versions) will therefore be translated into the
following languages:

e English
e Spanish
e ltalian

e French
e Dutch

e German
e Greek

e Arabic

e Farsi

e Romanian
e Chinese
15
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The questionnaire items contained in this document are the versions that will be used in the pilot
phase. Piloting is critical for any data collection instrument and is particularly recommended for data
collection focused on children using surveys (Borgers, Hox, & de Leeuw, 2000); “There's only one
way to know if you've got your survey right, and that's to test it with children" (Office of the Children's
Commissioner, 2015). From September (depending on the public health advice relating to Covid and
the readiness of the online data collection platform) all research teams will undertake piloting the
surveys in 2 — 3 schools in one of their sampling regions. These will be selected from some of the
schools which were engaged in the workshops in WP1 through convenience sampling, schools which
will not be engaged in the main study. We will pilot all aspects of the survey including online consents,
parents survey, children's surveys, teachers survey, and principals survey. We will pilot the online
surveys with 20 to 30 children and young people across the age ranges (6-9 years and 10-18 years)
in each school. While piloting can also be conducted with paper versions, certain aspects such as
download time require piloting an electronic version of the parents'\children's survey (Regmi et al.,
2016).

Piloting will test the effectiveness of the surveys and address usability and design issues. The aim
of piloting will be threefold - to test for clarity of questions, to ensure the survey can be competed
in a reasonable timeframe, and to test the online platform. Piloting will be conducted to assess
survey design and whether the quantity and quality of questions/statements are satisfactory (Merolli
et al.,, 2014). It will help ensure the adequacy of the questions, appropriate ordering of the questions,
comprehensiveness of the contents, the clarity and adequacy of instructions, feasibility of the
technology, skipping patterns, data compatibility/ transfer issues, etc. (Regmi et al., 2016). The
assessment of usability includes measurement of: attractiveness and aesthetics, suitability and
appropriateness of functions, ease of use and user interface design, learnability, technical issues
and safety and security of design. A space for feedback will be embedded into the end of the beta
version of the survey to allow the pilot participants to comment on any issues they had while filling
it out (Merolli et al., 2014).1t is expected that feedback from the pilots will result in another round
of revisions to the questionnaires. For all the questionnaires, one of the chief concerns throughout
the construction process was length. If the piloting indicates that the questionnaires are too long
and take up too much time to fill out, we will need to drop questions to make them shorter. UCC and
Comillas, together with IECISA who are responsible for IMMERSE's IT solutions, will work together to
compile and review feedback from all the research partners and produce the final field-ready versions.

The Children and Young Persons' Advisory Group (CYPAG) play a critical role in IMMERSE and
have been involved in the construction of the children's questionnaires and will play a vital part
in the piloting process. The CYPAG was the first group outside of the IMMERSE research partners
to validate the micro level children's indicator measures. Six of the older members of CYPAG were
invited to comment and offer their opinions on the children's indicators and some of the non-
dashboard variables at a meeting on 16" November 2019. The online data collection platform was
not yet constructed at this time, so paper versions of the proposed questions were prepared and
the indicators and non-dashboard variables were also displayed on a screen for the young people
to view. They were asked if they understood the questions, their opinions on their relevance and
adequacy, and for any further suggestions. Their feedback was incorporated into the review and
revision process of the questionnaires. At this meeting CYPAG members were also updated on the
progress that had been made by the IMMERSE project and the development of the questions were
contextualized through the work undertaken in WP1 and thereafter in WP3. The CYPAG members
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were guided through the validation process by members of the IMMERSE research team.

Further piloting of the children's online and paper versions of the survey will be undertaken by
members of the CYPAG from September 2020 (depending on the readiness of the online data
collection platform). Depending on Covid-19 public heath advice, this process will be undertaken at
face-to-face meetings or digitally. Every effort will be made to ensure that face-to-face piloting can
take place for these members, as it is expected that they will face challenges should the process
be only advisable digitally. The importance of ensuring younger members of the CYPAG safety is of
primary concern, however, so we will arrange video conference sessions via Skype or Microsoft Teams
if necessary. The CYPAG will be asked to comment on the online data collection platform (its ease
of use, appearance, any technical issues) and the questionnaires (the dashboard and non- dashboard
items, appropriateness, wording, formatting, sequence, etc.). They will have the opportunity to
provide more extensive feedback than the school pilots and their comments will be crucial in the
final revisions of the data collection instruments.

3.2.2 Micro level questionnaires

We developed four questionnaires for data collection at the micro level: one for children 6-9 years old,
one for parents of 6-9 year old children, one for children and young people 10-18 years old, and one
for parents of 10-18 year old children and young people.

Because IMMERSE is committed to prioritising the lived experiences of migrant and refugee children
in its study of educational integration, gathering information from children must form the core of our
data collection efforts. Based on previous experience of research with young children and examination
of other studies involving children, we quickly realised that having a single data collection instrument
for all the children in the IMMERSE age range (6-18 years) would not yield optimum results. After
discussion between UCC and Comillas and on the advice of the Economic and Social Research
Institute (ESRI)* we divided the children into two age groups: 6-9 years old and 10-18 years old. We
aimed to collect as much data as possible that would be common to both groups so as to allow for
comparison in the later analyses, but we recognised that the instrument for the younger children
would need to be simplified in its content and phrasing.

Developing the questionnaire for the younger children proved the greatest challenge of all the
questionnaires. As Borgers, Hox, and de Leeuw note, “[a]lthough children are no longer a neglected
minority in official statistics and surveys, methodological knowledge on how to survey children is
still scarce” (2000, p.60). Indeed, many of the other studies from which we drew guidance, such as
PISA and HBSC, did not involve children as young as 6-9 years. Most survey-based studies that do
involve children this age, such as the longitudinal Growing Up in Ireland study that our consultants at
ESRI conduct, do not collect data directly from the children but from parents, teachers and doctors.
As such, we decided to collect some data from the parents but as much data as possible from the
children.

The 6-9 year old children's questionnaire, like all the questionnaires, began with the dashboard
indicators as its core. We removed certain dashboard items if we felt they were too complex or
abstract for young children, if they asked for information we felt young children would not have, or if
they were not applicable to young children's lives. Of the 15 micro-level dashboard indicator items, we
excluded four from the younger children's questionnaire (the questions can be seen in Table 3):
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e 04.1.1 Interconnectedness with friends/peers — friends from different countries
e 04.1.1 Interconnectedness with friends/peers — friends from different cultures

e 02.2.2 Children maintain their culture while adopting key host country values and
intercultural competences
e D6.1 Experience/perception of negative attitudes

For the rest of the indicators, if the phrasing was too complex, we used other terms, attempting to
make the questions short, limit response options, use simple vocabulary, and keep the questionnaire
to a reasonably short length, in line with general advice around creating questionnaires for children
(Office of the Children's Commissioner, 2015). The need to use clear and simple language was
emphasised during the indicator validation workshops in December, as the workshops with the
youngest groups showed that some of the wording we had used was still too complex. These
workshops also indicated that even if wording was simplified, the 6-9 year olds would very likely
still need some researcher facilitation in order to be able to fill out the questionnaires. More than
any other questionnaire, the piloting of the 6-9 year olds will determine how the data collection is
accomplished in the field and will probably result in the greatest amount of revision. See Table 3
and Table 4 for the exact items as they appear in the pilot version of the questionnaires. The second
column lists the item wording and the far right column indicates whether the items is included in the
younger children's questionnaire and whether it was adapted and how.

In terms of the 32 non-dashboard items, we included 10 of them in the younger children's
questionnaire (see Table 3 and 4). There were a greater number of non-dashboard items that we did
not think the younger children would be able to answer, but in this case, unlike the indicator items,
we had the option of transferring some of them to the parent questionnaire if we felt the information
was stillimportant to obtain and would not make the parent questionnaire too long. This was the case
for a further 14 of the non-dashboard items. If during piloting, the younger children have difficulty
with the length of the questionnaire, candidate items to be dropped all come from the non-dashboard
category.

In addition to excluding certain questions and adapting others, the younger children's questionnaire
will contain some visual aids in order to assist understanding. There was a great deal of discussion
around the use of visual aids, and UCC decided (in consultation with ESRI) that in order to avoid
confusion and cultural misinterpretation (given that the study is taking place in six countries and the

participants will come from all over the world), visual aids used will largely be simple emojis to
represent answer options. An example of this is below, in an item for self-rated happiness:

15. Usually, are you:
O Very happy @
O Quite happy @
O Not very happy @

O Not at all happy @

The parent questionnaire for parents of 6-9 year old children was limited to non-dashboard items
only, largely important socio-demographic, socio-economic, and migration related information that
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we did not think we could collect reliably from the children. This included things like household income,
parental level of education, parent and child's migration status, schooling before arrival in the host
country and barriers to accessing education. The parent questionnaire had to include questions about
the spouse/partner/other guardian of the person filling it in (if applicable) and had to be designed for
a scenario in which the parent/guardian had multiple children participating in the study. As such, it is
the most complicated of the questionnaires.

In order to accommodate concerns from some of the research partners about the length of the parent
questionnaire as a barrier to participation (and possibly consent for their children to participate),
we developed a shortened version containing only items deemed to be essential. See Table 5
for a comparison of items contained in the shortened ‘core' parent questionnaire and the original
‘extended’ parent questionnaire. Each research team can decide whether they want to use the core or
extended version of the parent/guardian questionnaire during their data collection. As of July 2020,
research partners in Ireland, Greece, Italy, Germany, and Belgium have opted to use the extended
parent questionnaire, though this decision can be changed depending on the performance of the
questionnaires in the pilot phase or once data collection has begun.

The questionnaire for 10-18 year old children and young people could more closely resemble a
traditional survey, though we still aimed for simple phrasing and clear, straightforward questions to
accommodate the children at the younger end of the age range. The 10-18 year olds questionnaire is
longer than the 6-9 year olds and includes all 15 of the indicator items (see Table 3).

For the non-dashboard items, the 10-18 year olds questionnaire includes 22 of the 32 variables we
want to collect. We felt that this older group would be able to answer some of the non-dashboard
questions that the younger group would not, such as how long they had lived in the host country and
whether they went to school before arriving. The remaining ten non-dashboard variables were included
in the accompanying parent questionnaire (see Table 4 for full list). These items, such as household
income, parental level of education, and parent and child migration status, are critically important for
contextualisation, and we felt that this data would be more reliably gathered from the parents. As with
the parent/guardian questionnaire for 6-9 year olds, the parent/questionnaire for 10-18 year olds has
a 'core’ version and an ‘extended’ version (see Table 5).

The older children's questionnaire asks the participants what level of education they are currently in,
and one of the answer options is I am not in any kind of education.” This question and option were
included to account for those participants whose data will be collected in a non-formal environment
and who are not currently attending school. Data collected during WP1 of IMMERSE indicated that
there is often a gap in services for young migrant people who are close to aging out of the school
system, so 16-18 year olds, past compulsory school age, and as such they are often not in formal
schooling. If this answer option is chosen by the participant, the next four questions, which all ask
about school environment, will be skipped. It is not expected that we will need this question/skip
pattern for the younger children, because the whole of this group is within the mandatory school age
range.

4ESRI is a research institute in Dublin, Ireland who are experts in social and economic research and its application to the field
of public policy. They have provided and will continue to provide crucial project support and guidance to IMMERSE through
consultation with the Irish partners at UCC. For more information on ESRI and to view recent research and publications, see

https://www.esri.ie/.
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Table 3. Micro Level Questionnaire Items Related to IMMERSE Dashboard Indicators

« IMMERSE Dashboard
« Indicator

« Question

« Source of
« question

+Included in

» 03.1.3Children's
sense of belonging

- How frequently do the following occur to you? 1=al-
most never, 2=sometimes, 3=almost always

- | feel like | belong at my
school I can really be myself
at school

« | feel like people at my school care about me

* Student subjective
wellbeing ques-
tionnaire (School
connectedness
subscale)

« Children's questionnaire — 6-9 years
* Children's questionnaire — 10-18 years

*04.1.2

« Interconnected-
ness/ Teachers

* How frequently do the following occur to you? 1=al-
most never, 2=sometimes, 3=almost always

* My teachers really try to help me

» Most of my teachers really listen to what | have to
say My teachers stand up for me if someone mis-
treats me

» My teachers trust my abilities to continue with my
studies

* ICCS survey

« Children's questionnaire — 6-9 years **items 3 & 4 adapted=**
My teachers stand up for me if someone is mean to me
My teacher thinks | can do my schoolwork if | try

« Children's questionnaire — 10-18 years

» D5.6 Supplementary
community services
for learning/language
support — school

* Are there services in your school providing learning
support for students after school hours (to help them
with homework, language learning, etc.)?

* Yes, and | do use them

* Yes, but | do not use them

* No, there is nothing | can afford/access

* No, there are no such services at all at my school
* | don't know

* Developed
by IMMERSE
Team

* Children's questionnaire — 6-9 years **adaptedx**

« A. Do you take any classes at your school to help you
learn new languages (after school finishes)?
* Yes, | do take classes.

* My school has those, but | don't take any.
* No, my school doesn’t have those.
* B. Do you take any classes at your school to help with
your schoolwork (after school finishes)?
* Yes, | do take classes.
* My school has those, but | don't take any.
* No, my school doesn't have those.
« Children's questionnaire — 10-18 years
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* Almost always

« IMMERSE Dashboard | - Question « Source of +Included in
+ Indicator * question
» D3.5.4 Extra-curricu- - Are there after-school activities (such as sports, arts, mu- » Developed * Children's questionnaire — 6-9 years **adaptedx**
lar activities available/ sic, etc.) in your school? by IMMERSE « Do you take part in any after-school activities in your
after-class learning * Yes, and | do use them Team school (like sports, arts, music)?
centres — school * Yes, but I do not use them * Yes, I do take classes.
« No, there is nothing | can afford/access * My school has those, but | don't take any.
* No, there are no after-school activities at all at my * No, my school doesn't have those.
school .
* I don't know « Children’s questionnaire — 10-18 years
* 02.1.1 Children's A. You need to ask your teacher for some information in * Developed * Children's questionnaire 6-9 years **adapted+**
perceived competence <host country language>. Can you explain yourself? by IMMERSE * A. Speaking <host country language> is
in host language « Almost never team « Easy
* Sometimes  Okay
» Almost always * Hard
B. B. When your teacher gives you some information in * B. Understanding <host country language> is
<host country language>, can you understand it? « Fasy
» Almost never » Okay
* Sometimes * Hard

« Children's questionnaire — 10-18 years

* 03.1.2 Children'’s life
satisfaction/ happiness

* In general, would you say you are:
* Very happy

 Adapted from
European So-

+ Children’s questionnaire — 6-9 years

* Interconnectedness
with friends/peers

most never, 2=Sometimes, 3=Almost always
My friends really try to help me

« | can talk with my friends about what makes me hap-
py and sad My friends stand up for me if someone
mistreats me

Heath Behaviour

in School-aged
Children Survey
(HBSC), conducted
by the World Health
Organization

« Quite happy cial Survey « Children's questionnaire — 10-18 years
* Not very happy
* Not at all happy
*+04.1.1 » How often do the following happen to you? 1=Al- - Adapted from the « Children’s questionnaire — 6-9 years **item 3 adapted+**

My friends stand up for me if someone is mean to me
« Children's questionnaire — 10-18 years
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with friends/peers -
different country

* All of them

* Most of them

e A few

* None

* Don't have any friends

« IMMERSE Dashboard * Question - Source of +Included in

+ Indicator * question

*04.1.1 * How many of your friends were born in a different * Adapted from the Com- « Children's questionnaire — 10-18 years
. Interconnectedness country than you? munity Life Survey UK

+ 04.1.1

e Interconnectedness
with friends/peers -
different culture

How many of your friends are from a different culture
(beliefs, customs, traditions, ways of eating, etc.)
than you?

« All of them

* Most of them

* A few

* None

« Don't have any friends

* Adapted from the Com-
munity Life Survey UK

* Children's questionnaire — 10-18 years

* 02.2.2 Children maintain

key host country cultural
values and intercultural
competences

their culture while adopting

Do you feel close to the following groups? For each group,
check yes or no.

People from your neighbourhood

People from <city where they live>

People from <host country>

People working at your school (teachers, etc.)
People from the same country as you or your par-
ents (if born outside <host country>)

People with your same home lan-

guage People with your same religion

People of your same age

People of your same gender

People with your same interests and hobbies

* Adapted from the Euro-
barometer survey

« Children's questionnaire — 10-18 years

+ D5.6 Supplementary
community services
for learning/ lan-
guage support —

* neighbourhood

Are there services in your community/neighbourhood
providing learning support for students (to help them
with homework, language learning, etc.)?

* Yes, and | do use them

* Yes, but | do not use them

* Developed by IM-
MERSE team

« Children's questionnaire — 6-9 years **adapted=**
« Do you take any classes in your neighbourhood (outside of

school) to help you with schoolwork?
* Yes, | do take classes.
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» Sometimes
* No

« If answer to above question is yes or sometimes, this fol-
low-up question will appear:

« IMMERSE Dashboard |- Question « Source of +Included in
+ Indicator + question
* No, there is nothing | can afford/access * My neighbourhood has those, but | don’t take any.
* No, there are no such services at all in my * No, my neighbourhood doesn’t have those.
community/neighbourhood. « Do you take any classes in your neighbourhood (outside of
* I don't know school) to help you learn new languages?
« Yes, | do take classes.
* My neighbourhood has those, but | don't take any.
* No, my neighbourhood doesn't have those.
« Children's questionnaire — 10-18 years
- D3.5.4 Extra-curricular | * Are there after-school activities (such as sports, arts, mu- * Developed « Children's questionnaire — 6-9 years **adapted+*
activities available/ af- sic, etc.) in your community/neighbourhood? by IMMERSE « Do you go to other activities (like sports, arts, music) in
ter class learning cen- * Yes, and | do use them team your neighbourhood (outside of school)?
tres — neighbourhood « Yes, but | do use them * Yes, I do go to those.
« No, there is nothing | can afford/access * My neighbourhood has those, but | don't go to any.
« No, there are no such activities at all in * No, my neighbourhood doesn’t have those.
my community/neighbourhood « Children's questionnaire — 10-18 years
* | don't know
+04.1.3 * In <host country>, do you trust the following? For each * Adapted from the « Children's questionnaire — 6-9 years **question adapted™
« Interconnectedness group, answer yes or no Eurobarometer In <host country>, do you trust these groups? For each
with institutions . survey group, answer yes or no.
« Teachers and schools Doc- « Children's questionnaire — 10-18 years
tors and hospitals
* Police & justice system (judges, lawyers, courts, etc.)
 D6.1 Experience/ per- - Do you ever avoid certain places (such as shops, cafes, pub- | < Adapted * Children's questionnaire — 10-18 years
ception of negative lic transportation, some particular neighbourhood, some from EU- MI-
attitudes places in school) for fear of being treated badly? DAS Survey
* Yes item
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« IMMERSE Dashboard
« Indicator

+ Question

- Source of
- question

+Included in

- Is the reason for this related to any of the issues below?
Choose all that apply.
« Your culture (traditions, customs, dress, etc.)
« Your race/ethnicity (i.e. skin colour)
* Your religion
* Your gender

* Your sexual orientation (the gender(s) you are at-
tracted to)

* Your age
« Your social class
« Other

« D6.2 Experience of ha-
rassment and violence
(including bullying)
outside family

Have you been bullied in <host country> by schoolmates at
your school, in your neighbourhood, or online?

* No, hever
* A few times
* Many times

» Adapted from
HSBC ques-
tion

* Children's questionnaire — 6-9 years
* Children's questionnaire — 10-18 years

Table 4. Micro Level Questionnaire Items Related to Non-dashboard Variables

» Male

» Female

* In another way

« Prefer not to say

tionnaire item, no
specific source

+ Non-dashboard + Question - Source +Included in
- variables
* Gender » How would you describe your gender? « Standard ques- « Children's questionnaire — 6-9 years **adapted=**

Are you:
* Boy
« Girl
« Children's questionnaire — 10-18 years

- Date of birth

* When were you born?
e dd/mm/yyyy

« Standard ques-
tionnaire item, no
specific source

« Children's questionnaire — 6-9 years **adapted=*+
How old are you?
« Children's questionnaire — 10-18 years
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* Country of birth

* Where were you born?

« For online questionnaires, there will be a dropdown
list of countries. For PAP questionnaires, the top 10
origin countries and ‘other’ will be listed as options
(specific to each IMMERSE partner)

« Standard ques-
tionnaire item, no
specific source

« Children's questionnaire — 6-9 years
« Children's questionnaire — 10-18 years

« Parent Questionnaire (6-9 years) — core and extended Parent
is also asked the country of birth of their spouse/partner/ other
guardian

* Parent Questionnaire (10-18 years) — core and extended

« Parent is also asked the country of birth of their spouse/
partner/ other guardian

* For online questionnaires, there will be a dropdown
list of countries. For PAP questionnaires, the top 10
origin countries and ‘other’ will be listed as options
(specific to each IMMERSE

* partner)

* Number of years child « How many years have you lived in <host country>? (If you « Developed « Children's questionnaire — 10-18 years
has lived in host country | have lived in <host country> more than once, record only the by IMMERSE .
i . i i t . .
SVL;rSrent instance.) [If answer to country of birth question eam « Parent questionnaire (6-9 years) — core and extended
« <host countrys, this question will be skipped.] * *adapted-« . o
«_years * How long has [Child 1] lived in <host country>?
« I don't know * Child 1 was born in <host country>
* years.
« Child's nationality  What is [Child]'s nationality (country of citizenship)? If * Developed « Parent questionnaire (6-9 years) — extended only Parent
(citizenship) s/he has dual citizenship, please enter both. by IMMERSE
« For online questionnaires, there will be a dropdown team questionnaire (10-18 years) — extended only
list of countries. For PAP questionnaires, the top 10
origin countries and ‘other’ will be listed as options
(specific to each IMMERSE
* partner)
« Parent/guardian nation- | + What is your nationality (country of citizenship)? If you have * Developed « Parent questionnaire (6-9 years) — extended only
allty (citizenship) dual CitiZenShip, please enter both. by IMMERSE e Parentis also asked the nationality of their partner/
team spouse/other guardian (if applicable).

- Parent questionnaire (10-18 years) — extended only
* Parent is also asked the nationality of their partner/
spouse/other guardian (if applicable).
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°2
3
<4
*5
*6
°7
- 8+

« Child's migration « What is [Child]'s legal status in <host country>? [If * Developed « Parent Questionnaire (6-9 years) — core and extended Parent
status answer to Child's nationality was <host countrys, this by IMMERSE
question will be skipped.] team Questionnaire (10-18 years) — core and extended
« Temporary permit (up to 5 years)
« Permanent permit (5 years or more)
* Asylum seeker
* Refugee status
« Subsidiary protection
* Other
* Prefer not to say
« Parents’ migration « What is your legal status in <host country>? [If an- * Developed « Parent Questionnaire (6-9 years) — core and extended
status swer to nationality question was <host countrys, this by IMMERSE Parent is also asked the migration status of their part-
question will be skipped.] team ner/spouse/other guardian (if applicable).
« Temporary permit (less than 5 years) « Parent Questionnaire (10-18 years) — core and extended
« Permanent permit (5 years or more) Parent is also asked. the _migrat_ion status of their partner/
spouse/other guardian (if applicable).
* Asylum seeker
* Refugee status
« Subsidiary protection
* Other
* Prefer not to say
* Household size » How many people currently live with you? Do not include * Developed « Children's questionnaire — 6-9 years
yourself. by IMMERSE * Children's questionnaire — 10-18 years
o1 team
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* Housing situation » Where do you and your family (including the child(ren) « Developed « Parent Questionnaire (6-9 years) — core and extended Parent
participating in the survey) currently live? by IMMERSE
* In an owned house or apartment team Questionnaire (10-18 years) — core and extended

* In a rented house or apartment

* In temporary state-provided housing for asylum
seekers

« In a refugee camp
* In a shelter

* Other

« Members of household « Who are the people who live with you? Choose all that * Developed « Children's questionnaire — 6-9 years
apply. by IMMERSE « Children's questionnaire — 10-18 years
* Mother(s) team
« Father(s)

* Brother(s) and/or sister(s)
« Grandparent(s)

* Uncle(s) or aunt(s)

« Cousin(s)

« Foster parent(s)

« Social worker(s)

* Friend(s)
* Other(s)
« Family cohesioscale * Please read the following 5 statements and indicate wheth- « Adapted from The « Children's questionnaire — 10-18 years
er you agree that the statement describes you: 1=always or CHAMPSEA Proj-
almost always, 2=sometimes, 3=never or almost never ect (funded by the
» When something is bothering or troubling me, | can Wellcome Trust,
turn to my family for help UK) Older Child

Questionnaire (for
Children Aged 9 to
11), 20085

* | like the way my family talks things over and shares
problems with me

* | like how my family lets me try new things | want to
do

* | like what my family does when | feel angry, sad, happy or
loving

* | like the way my family and | share time together

« My family has serious arguments

5 Source [https://ari.nus.edu.sg/clusters/asian-migration/projects/champsea-home/]. For further detail consult Graham, E. and B.S.A. Yeoh (2013) Introduction: Child Health and
Migrant Parents in South-East Asia: Risk and Resilience among Primary School-Aged Children. Asian and Pacific Migration Journal, 22(3): 297-314.
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« Parent highest level » What is the highest level of education you have com- * Developed « Parent Questionnaire (6-9 years) — core and extend-
of education pleted? by IMMERSE ed Parent is also asked highest level of education of
* | did not complete <ISCED 1> team spouse/partner/other guardian, if applicable.
* <ISCED 1> « Parent Questionnaire (10-18 years) — core and extended
« <ISCED 2> Parent is also asked highest level of education of spouse/

« <ISCED 3> partner/other guardian, if applicable.

« <ISCED 4/5>
* <ISCED 6/7/8>
| don't know

* Parent employment » Which of the following best describes your current situation * Developed * Parent Questionnaire (6-9 years) — core and extended Parent
status with regard to work? by IMMERSE is also asked employment status of spouse/partner/other
» Employed full-time team guardian, if applicable.
* Employed part-time « Parent Questionnaire (10-18 years) — core and extend-
« Self-employed ed Parent is also asked employment status of spouse/

. Take care of home/children partner/other guardian, if applicable.

* Full-time student

* Unemployed

* On long-term sickness or disability
* Not entitled to work

* Retired
* Other
* Household income » What was your approximate total household income over * Developed « Parent Questionnaire (6-9 years) — core and extended Parent
the past 12 months? Please include all sources of income. by IMMERSE
« Less than €10,000 team Questionnaire (10-18 years) — core and extended

« €10,000 — 19,999

* €20,000 — 39,999

» €40,000 — 59,999

« €60,000 — 79,999

» €80,000 — 99,999

» €100,000 — 119,999
*€120,000 or more

* | don't know

« Prefer not to say
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» Household domestic * How many of these are in your home? If you are not sure what | *+ Adapted from PISA « Children's questionnaire — 6-9 years
resources - technology the item is, choose '0". [Answer options are 0 1 2 3+] Televi- item « Children's questionnaire — 10-18 years
sions
* Cars

* Rooms with bath or shower

* Mobile phones with internet access Computers (e.g. desk-
tops, laptops) Tablets (e.g. iPads®, Galaxy Tab®) e-book
readers (e.g. Kindle®, Kobo®)

* musical instruments (e.g. guitar, piano)

» Household domestic » Which of the following are available where you live? * Adapted from PISA « Children's questionnaire — 10-18 years
resources - cultural [Answer options are yes or no] item
capital * A desk to study
at Aroom of your
own

* A quiet place to study

« A computer you can use for school
work A link to the internet

- Classic literature

* Books to help with school work Tech-
nical reference books
* A dictionary

 Books on art, music or design

» Household domestic * How many books are there where you live? Do not in-  Adapted from PISA * Children's questionnaire — 10-18 years
resources - books clude magazines, newspapers, or your schoolbooks. item
» 0-100 books

*101-200 books
« 201-500 books
* 500+ books

« Child's religion « Do you belong to any religious group? « Growing up « Children's questionnaire 6-9 years **question adapted++
* Yes in Ireland * Do you have a religion?
*No « Children's questionnaire — 10-18 years
* Don't know

* Prefer not to say
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« If answer to previous question was yes, this follow-up
question will appear.

» What religious group do you belong to?

* For online questionnaires, there will be a dropdown
list of religions. For PAP questionnaires, the top 5-6
religions and ‘other’ will be listed as options (specific
to each IMMERSE

* partner)

« Child's religiosity

« In general, would you describe yourself as a religious

» Growing up

« Children's questionnaire — 10-18 years

* No
» Don't know

person? 0=not at all, 5=very much so in Ireland
+012345
« Child's schooling « Did you attend school before arriving in <host country>? * Developed « Children's questionnaire — 10-18 years
before living in host [If participant was born in <host countrys, this question by IMMERSE - Parent Questionnaire (6-9 years) — extended only
country will be skipped.] team x*adapted++
* Yes « Did [Child] attend school before s/he came to <host
* No country>?
 Don't know * Yes
* No
* Don't know
« Child's number of « How many years did you attend school before arriving * Developed « Children's questionnaire — 10-18 years
years education before in <host country>? by IMMERSE .
living in host country * _years team « Parent Questionnaire (6-9 years) — extended only *xadapted=+
How many years did child attend school before arriving in
<host country>? years
« Child's school * Have you ever been taken out of school for six months * Developed * Children's questionnaire — 10-18 years
absences or more (not including Covid-19 situation of 2020? by IMMERSE .
* Yes team

« Parent Questionnaire (6-9 years) — extended only **adapted=*+
After Child 1 started school, was s/he ever taken out of school
for six months or more (not including Covid-19 situation of
2020)?

* Yes
* No
* Don't know
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« | take course/classes, but not in a regular secondary
school (e.g. <country specific examples>)
« | am not in any kind of education right now.

« Child's access to » Have you ever been prevented from going to school in * Developed « Children's questionnaire — 10-18 years
school - meso/macro <host country> for any of the following reasons? Tick by IMMERSE « Parent Questionnaire (6-9 years) — extended only *+adapted+*
barriers as many as apply. team Has [Child] ever been prevented from going to school in <host
« There were no places at school available country> for any of the following reasons? Tick all that apply.
« The school was far away, and | had no way to get * There were no places at school available
there  The school was far away, and s/he had no way to get there
« 1 could not afford to go to school » We could not afford to send him/her to school
« 1 did not know how to register for school » We did not know how to register him/her at school
« 1 did not speak the school’s language  S/he did not speak the school's language
« It was not safe to go to school * It was not safe to go to school
¢ | was in transit Wa|t|ng for relocation » S/he was in transit Waltlng for relocation
« Other  Other
« | have never been prevented from going to school in <host * S/he has never been prevented from going to school in <host
country>. country>.
« Child's access to « Do any of the following reasons keep you from going * Developed « Children's questionnaire — 10-18 years
school — micro barriers to school now? by IMMERSE
« Helping with household chores like cooking, clean- team
ing, laundry
« Helping take care of younger brothers/sisters/chil-
dren
* Helping an elderly or sick relative
» Working for a family farm or business
» Working outside my home for wages (not for a family farm
or business)
* Lack of transport
* School is not useful to me
* Other
» None of these has ever kept me from going to school
« Child's current level » What level of school are you currently in? * Developed * Children's questionnaire — 10-18 years
of education « <ISCED 1> by IMMERSE
« <ISCED 2> team
* <|SCED 3>
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« Child's educational » What is the highest level of education you expect to » Adapted « Children's questionnaire — 10-18 years
aspirations complete? from ICCS
* <ISCED 1>
* <ISCED 2>
* <ISCED 3>

* <|SCED 4/5>
 <ISCED 6/7/8>
* | don't know

« Parental involvementin | * During the last school year (2019/2020), have you partici- * Adapted from « Parent Questionnaire (6-9 years) — extended only Parent
school pated in any of the following school-related activities? Tick PISA items
all that apply. Questionnaire (10-18 years) — extended only

« Parent-teacher meeting

Local school government (e.g. parent council or school

management committee)

« Information sessions for parents

Volunteer in physical or after-school activities (e.g. sports,

field trip, school play, maintenance)

Volunteer to support daily school activities (e.g. in the

school library, canteen, assisted a teacher)

Social activities for parents/families (e.g. coffee morning,

cultural or religious events, open house night)

Attend school events in which your child(ren) participated

(e.g. sports matches, school plays, concerts)

During the last school year (2019/20), has your participation

in activities at your child's school been hindered by any of

the following issues? For each item, tick yes or no.

 The meeting times were inconvenient | was not able to get
time off work

« | had no one to take care of my child/children The way to
school is unsafe

¢ | had problems with transport

« | felt unwelcome at my child's school school | feel generally
awkward in a

« My <host language> is not very good
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« | think participation is not relevant for my child's development
« | do not know how | could participate in school activities My
child(ren) do(es) not want me to participate
* The school does not provide opportunities to participate
« Number of languages * How many languages do you speak? « Developed by + Children's questionnaire — 6-9 years
child speaks IMMERSE team « Children's questionnaire — 10-18 years
+ Child's home language | - Of the languages you speak, which would you consid- * Developed « Children's questionnaire — 6-9 years **adapted=**
er your home language? by IMMERSE What language do you speak most of the time at
. team home?
« For online questionnaires, there will be a dropdown * Children’s questionnaire — 10-18 years
list of languages. For PAP questionnaires, the top 10
languages and ‘other’ will be listed as options (spe-
cific to each IMMERSE
* partner)
« Self-rated physical « Would you say your physical health is: » Adapted from « Children's questionnaire — 6-9 years **question adapted+*
health « Excellent HBSC Survey Would you say your health is:
« Good item + Children's questionnaire — 10-18 years
« Fair
* Poor
+Self-rated mental health |+ Would you say your mental health is: » Adapted from « Children's questionnaire — 10-18 years
« Excellent HBSC Survey
« Good item
« Fair
* Poor
Table 5. Parent Questionnaires ‘Core’ vs ‘Extended’
« Parent questionnaire variables + Parent FULL (6-9) + Parent CORE (6-9) « Parent FULL (10- » Parent CORE (10-18)
18)
* SECTION A: PARENT AND PARTNER/SPOUSE
* Parent 1 country of birth v v LRV 4 v
« Parent 2 country of birth v v RV 4 v
« Parent 1 country(ies) of citizenship V4 LRV 4

33




N

Report on Standardisation across Data Collection/Implementation

R. Maier | D. Hordan | S. Martin | J. O'Riordan immerse

« Parent questionnaire variables + Parent FULL (6-9) + Parent CORE (6-9) -1 8;=’arent FULL (10- » Parent CORE (10-18)
« Parent 1 legal status v v Y4 v

 (‘citizen' option added)  (‘citizen' option added)
- Parent 2 country(ies) of citizenship V4 TRV 4
« Parent 2 legal status v v Y4 v

 (‘citizen' option added)  (‘'citizen’ option added)
« Parent 1 highest level of education v v RV 4 v
« Parent 2 highest level of education v v RV 4 v
« Housing situation v v Y4 v
« Parent 1T employment status V4 v Y 4 v
« Parent 2 employment status V4 v Y4 v
« Total household income V4 v Y4 24
« Parent participation in school life V4 RV 4
- Parent participation in school life - follow up (barriers) V4 TRV 4
* SECTION B: CHILD(REN)
« Child 1 country(ies) of citizenship V4 RV 4
« Child 1 legal status v v Y4 V4

« (‘citizen’ option added) + (‘citizen’ option added)
« Child 1 length of time in host country V4 V4 + on child's questionnaire + on child’s questionnaire
« Child 1 schooling before arrival in host country V4  on child's questionnaire  on child's questionnaire
« Child 1 # years schooling before arrival in host country V4 + on child’s questionnaire » on child’s questionnaire
- Child 1 extended absences from school v » on child’s questionnaire  on child's questionnaire
« Child 1 access to education - meso/macro barriers v  on child’s questionnaire  on child’s questionnaire
* Repeat for Child 2
« Repeat for Child 3
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3.2.3 Meso level questionnaires

We developed two questionnaires for data collection at the meso level: one for school principals or
staffrepresentatives of non-formal environments and one for teachers in schools. The questionnaire
for principals/staff representatives was the most critical, as these gather data not only on the meso
level indicators in the dashboard, but also demographic (as it were) data on the schools.

The principal/staff representative questionnaire is needed to gather information about the school
or non-formal environment in which data collection with children and young people is taking place.
In order to do analysis using the school/environment as the unit of analysis, we need information
regarding funding, management, staffing and resources, student population, etc.

The questionnaire contains six indicator items that come from the meso level of the dashboard
and 23 non-dashboard items. The indicator items look at supports for migrants and integration in
curriculum and values of the institution. The non-dashboard items include a few items about the
participant her/himself, such as age, country of birth, and length of professional service. The
majority of the non-dashboard items, however, ask about the school/environment, gathering key
contextual information such as funding sources, management structure, staffing (teaching and
administrative), resources, and student population vital stats and characteristics. See Tables 6 and
7 for the list of indicator and non-dashboard items that are included in the principals’ questionnaire.

The teachers' questionnaire gathers information about the teacher's training and classroom
practices. As it does not need to collect data on the school itself (this is collected in the principals’
questionnaire), it is much shorter. It contains two indicator items and 12 non- dashboard items.
Like the principals' questionnaire, it includes non-dashboard items relating to the participant her/
himself. The other non-dashboard items ask about classroom practices, teacher training, and an
attitudinal question about migrants.

The principal and teacher questionnaires will be available in the languages of the consortium:

e English
e Spanish
e [talian

e French
e Dutch

e German
e Greek
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- IMMERSE Dashboard « Question - Source of * Included in

+ Indicator + question

* D3.2.1 Clear leadership « How important are the following aspects for this school * Developed « Teacher questionnaire
and school identity around (consider how it is presented to parents who approach the by IMMERSE
intercultural values school for the first time)? For each item, 1=not very import- team Principal questionnaire

(against xenophobia, prej-
udice, and stereotypes)

ant, 2=somewhat important, 3=very important, 4=this is one
of our insignias

+ Educational excellence and/or students' results Edu-
cational innovation

« Intercultural values (e.g. appreciation of diversity,
cultural awareness, openness and tolerance)

« Other types of ethical values (e.qg. religious, civic)

* D3.4.5 Intercultural com-
petence as part of syllabus
or/and transversally —
school curriculum

* Does the school curriculum include the following topics?
For each item, yes or no.

« Communicating with people from different cultures or
countries Knowledge of different cultures

» Knowledge of different religions Re-
spect for cultural diversity

« Recognizing cultural prejudice and stereotypes

* PISA survey

« Principal questionnaire

* D3.4.5 Intercultural com-
petence as part of syllabus
or/and transversally — in
the classroom

« In your lessons, do you usually include opportunities to
promote the following skills? For each item, yes or no.

« Communicating with people from different cultures or
countries Knowledge of different cultures

» Knowledge of different religions Re-
spect for cultural diversity

« Recognizing cultural prejudice and stereotypes

* PISA survey

« Teacher questionnaire
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+ D3.6.2 Counselling « How many staff does your school currently have in the fol- « Developed « Principal questionnaire
services at school lowing capacities? Please note this refers to staff hired spe- by IMMERSE
cifically to conduct these tasks, which usually require some team

specific training. For each item, please list the number of
full- time and part-time staff. If you have staff who fill multi-
ple roles, please count them only once.

Language support teachers (to support students in gain-

ing fluency in school's language of instruction) # full-

time # part-time
« Learning support teachers (excl. for language) # full-time__
# part-time___
« Psycho-social support/personal counselling # full-time___
# part-time__
+ Academic counselling/guidance # full-time__#
part-time
« Integration/cultural mediators # full-time__# part-
time
*D4.16.1 LRR Prepara- * Are there provisions or recommendations at the regional * Eurydice * Principal questionnaire
tory classes — regional/ or national level to offer preparatory classes for newly ar- 2019
national rived migrant students?

* Yes, at national level.

* Yes, at regional level.

* Yes, at both national and regional levels.
* No

* I don't know

* D4.16.1LRR Prepa- * Does this school offer preparatory classes for newly « Eurydice « Principal questionnaire
ratory classes — in arrived migrant students? 2019
this school * Yes
* No
* D3.2.3 — School promotion | < Does your school provide the following to students' par- * Self-elaboration * Principal questionnaire
of parental involvement ents? For each item, 1=no, 2=yes, generally for all parents, based on Epstein's
in school activities, extra- 3=yes, adapted for parents' needs (e.g. language, culture, framework and
curricular activities and etc.) Information on child's progress PISA
parental associations « Requests and ideas to help students at home with home-
work Requests to volunteer and participate in school-relat-
ed activities

« Channels to participate in decision-making
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Table 7. Meso Level Questionnaire Items Related to Non-dashboard Variables

+ Non-dashboard « Question - Source of * Included in
Data - question
« Gender of teacher » How would you describe your gender? * Developed * Principal questionnaire
« Male by IMMERSE
« Female team Teacher questionnaire

* In another way
* Prefer not to say

« Age of teacher

* What is your age?

« Standard item, no
specific source

* Principal questionnaire
« Teacher questionnaire

« Country of birth » Where were you born? « Developed * Principal questionnaire
« For online questionnaires, there will be a dropdown by IMMERSE
list of countries. For PAP questionnaires, the top 10 team - Teacher questionnaire
origin countries and ‘other’ will be listed as options
(specific to each IMMERSE
* partner)
* Time in role at « How many years have you been a principal [teacher] at this * Developed * Principal questionnaire
school school? (Please exclude any significant interruptions, i.e. 1 by IMMERSE « Teacher questionnaire
year or more.) team
* _years
* Length of profes- « How many years have you been a professional educator (in * Developed « Principal questionnaire
sional service any role)? (Please exclude any significant interruptions, i.e. by IMMERSE « Teacher questionnaire
1 year or more.) team
. _years
* FT/PT status » What is your current employment status as a teacher? * Adapted « Teacher questionnaire
« Full-time (more than 90% of full-time hours) from PISA
« Part-time (50-90% of full-time hours)
« Part-time (less than 50% of full-time hours)
» Temporary/permanent « Is your current position permanent or temporary (i.e. on a * Developed « Teacher questionnaire
employment status limited contract)? by IMMERSE
* Permanent team

» Temporary
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* Subject area taught « If you focus on teaching a specific subject, which subjectdo | * Developed « Teacher questionnaire
you teach? by IMMERSE
« Do not teach a specific subject team
» Mathematics
* History

« <host country> language

« Foreign languages

* Religious education

* Geography

« Natural sciences

» Civics education

« Arts education (visual arts, music, drama)
« Physical education

» Literacy/literature

* Other
* Intercultural competence * Do the following statements reflect your education and * PISA * Teacher questionnaire
as part of teacher training training as a teacher? [Answer options are yes or no]

* | have received training on intercultural communi-
cation | have received training on conflict resolution
strategies

* | have received training on the role education can play
in confronting discrimination in all its forms

« | have studied culturally-responsive teaching ap-
proaches and techniques

« | have received training on issues related to teaching
in multi-

« cultural classrooms.

39



Report on Standardisation across Data Collection/Implementation

R. Maier | D. Horgan | S. Martin | J. O'Riordan

N7

immerse

« Teacher confidence in
coping with multicultural
classroom

» How do you judge your own competence to teach in a
class with a high degree of cultural and ethnic diversity?
1=strongly disagree, 2=disagree, 3=agree, 4=strongly agree

« | can cope with the challenges of a multicultural
classroom

« | can adapt my teaching to the cultural diversity of the stu-
dents | can take care that students with and without mi-
grant backgrounds work together

« | can raise awareness of cultural differences amongst
the students

« | can contribute to reducing ethnic stereotypes be-
tween the

* students

* PISA

* Teacher questionnaire

« Teacher attitudes toward
intercultural competences

« To what extent do the following statements reflect an opin-
ion shared by the teachers of your school? 1=shared among
none or almost none of the teachers, 2=shared among
some of the teachers, 3=shared among many of the teach-
ers, 4=shared among all or almost all of the teachers.

* It is important for students to learn that people from other
cultures can have different values

* Respecting other cultures is something that students
should learn as early as possible

« In the classroom, it is important that students of different
origins recognize the similarities that exist between them
When there are conflicts between students of different ori-
gins, they should be encouraged to resolve the argument by
finding

* common ground

* PISA

* Principal questionnaire

Teacher questionnaire
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* By a public education authority, government agency, or gov-
erning board appointed by government or elected by public
franchise
* By a non-government organisation, e.g. a church,

trade

« union, NGO, charity, or other private institution

* Teachers' attitudes « People are increasingly moving from one country to anoth- * PISA * Principal questionnaire
towards immigrants er. How much do you agree with the following statements
about migrants? 1=strongly disagree, 2=disagree, 3=agree, Teacher questionnaire
4=strongly agree
» Migrant children should have the same opportunities
for education that other children in the country have
» Migrants who live in a country for several years should have
the opportunity to vote in elections
» Migrants should have the opportunity to continue
their own customs and lifestyle
» Migrants should have all the same rights that every-
one elsein
« the country has
* School level * What education level is your school? * Developed * Principal questionnaire
- Secondary team
« Combined primary and secondary
+ School funding » About what percentage of your total funding for a typical * Adapted « Principal questionnaire
school year comes from the following sources? Please enter from PISA
“0" if there are none.
» Government (includes departments, local, regional, state,
national, European)
« Student fees or school charges paid by parents _____
» Benefactors, donations, bequests, sponsorships, par-
ent fundraising _____
* Other
+ School management * How is your school managed? * Adapted * Principal questionnaire
from PISA
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« Religious affiliation

« Is the school affiliated with a religious institution in
any of the following ways? Choose all that apply.
* Yes, through funding
* Yes, through management

* Yes, through religious practices in school life, e.g. prayers,
services, observance of religious rites/rituals/holy days,
etc.

* Yes, through faith formation education (classes intended
to develop a particular faith, as opposed to classes to
educate about religion more generally)

* No, the school does not have a religious affiliation

* Developed
by IMMERSE
team

* Principal questionnaire

* Type of religious
affiliation

- To what religion is it affiliated? [If the answer to the
previous question is no, this question will be skipped.]

* For online questionnaires, there will be a dropdown
list of religions. For PAP questionnaires, the top 5-6
religions and ‘other’ will be listed as options (specific
to each IMMERSE partner)

* Developed
by IMMERSE
team

* Principal questionnaire

- Staffing resources
(teachers)

* How many full-time/part-time and temporary/permanent
teachers work at this school?
* Full-time, permanent
* Full-time, temporary
* Part-time, permanent
« Part-time, temporary

* Adapted from
Growing UpinIre-
land

« Principal questionnaire

- Staffing resources
(administrative staff)

» How many full-time/part-time and temporary/perma-
nent administrative staff work at this school (exclud-
ing yourself)?

* Full-time, permanent
« Full-time, temporary

* Part-time, permanent
« Part-time, temporary

« Adapted from
Growing Upiin Ire-
land

* Principal questionnaire

« Diversity of staff
(teachers)

* How many members of the teaching staff at this school are
foreign born or from an ethnic/racial minority? If exact num-
ber is not known, an estimate is enough.

« Foreign born
« Ethnic/racial minority
* Don't know

* Developed
by IMMERSE
team

* Principal questionnaire
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available for pupil use

able in the school for student use (i.e. excluding those
used solely by administrative or teaching staff)?

« Computers (without internet connection)_____

« Computers (with stable internet connection)_
e Tablets

* Interactive whiteboards/smart boards___

» Reading rooms or libraries______

Growing Upin Ire-
land

« Diversity of staff * How many members of the administrative/support staff at * Developed « Principal questionnaire
(admin/support) this school are foreign born or from an ethnic/racial minori- by IMMERSE
ty? If exact number is not known, an estimate is enough. team
« Foreign-born
* Ethnic/racial minority
« Don't know
- Staff languages « How many members of the teaching staff at this school * Developed « Principal questionnaire
spoken (teachers) can speak a language other than <host country languages by IMMERSE
(if more than one official)>? If exact number is not known, team
an estimate is enough.
 Don't know
- Staff languages spoken « How many members of the administrative/support * Developed * Principal questionnaire
(administrative and sup- staff at this school can speak a language other than by IMMERSE
port staff) <host country languages (if more than one official)>? team
. If exact number is not known, an estimate is enough.
* Don't know
* Resources - technology » Approximately how many of the following are avail-  Adapted from « Principal questionnaire
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« # of pupils, gender
breakdown

« How many pupils are there at your school?
e _boys___ girls total

 Growing Up in Ire-
land

* Principal questionnaire

* For schools that combine primary
and secondary, principals will be
asked to report on

* these levels separately in this ques-
tion.

- # of classes

« How many classes (across all year groups) are there
in the school?

 Growing Up in Ire-
land

* Principal questionnaire

* For schools that combine primary
and secondary, principals will be
asked to report on

« these levels separately in this ques-
tion

* Average class size » What is the average class size in your school? * Developed * Principal questionnaire
« _students/class by IMMERSE « For schools that combine primary
team and secondary, principals will be
asked to report on
« these levels separately in this ques-
tion
* Pupils in minority « Approximately how many of each of the following groups of | » Adapted from « Principal questionnaire

groups

pupils do you have in your school? If none, please write ‘0’
— do not leave blank. The same child can be recorded more
than once.

« Students with migrant background (i.e. foreign-born or has
at least one parent who is foreign-born) __
* Newly arrived migrants (within the last 12 months)

« Pupils with language difficulties (where native language
is other than <host country language(s)>
* Pupils with physical/sensory disabilities
« Pupils with learning/intellectual difficulties
* Pupils from socioeconomically disadvantaged back-

grounds

Growing UpinIre-
land
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4 Large-scale Quantitative Data Collection: Sampling
Strateqgy

Another critical way in which the IMMERSE project will achieve harmonisation across data
collection is through a common approach to sampling. Sampling takes place at a number of levels:
regional, school/non-formal environment, and classroom. The sampling strategy developed had
to provide a clear framework that would ensure the credibility of the data collection and result in
data that was comparable cross-nationally, but it also had to have enough flexibility to be adapted
to the specificities of each of the partner countries. Decisions around sampling were guided by
the work package leaders but were ultimately made by each research partner based on the needs
of the project and country context, taking into consideration intellectual and theoretical concerns
along with practical and logistical limitations. In this section, we will describe the general sampling
strategy as developed by UCC, in consultation with the ESRI. The country-specific adaptations
developed by each of the research partners for their own country context appear as Appendices
A-F.

4.1 Regional Sampling

Region selection was guided by coverage of relevant variability within each country as far as was
possible and practical. In July 2019, we asked the research partners to begin developing their plans
for sampling, starting with the regions in which they intended to collect data and what axes of
variability these covered, e.g. urban/rural, low/high SES, low/high proportion of migrants, etc. Based
on feedback from the sample planning sheets completed by the partners, most research teams
were working within a context where migrants were not evenly distributed throughout the country.
Regional sampling therefore usually concentrated on those areas where data collection would
yield a high enough number of participants to reach quotas agreed on in the original proposal (see
Table 8 next page), while still attempting to capture important dimensions of variability. Feedback
indicated that the regions sampled would be able to cover a range of socio-economic statuses
(SES), though for some teams, the areas where migrant populations were concentrated tended to
be in the medium to low end of the SES range.

We asked each research partner to develop regional profiles for the areas in which they would collect
data and provide a rationale for including these areas. The region profiles contained key information
related to the following:
e Boundaries: the geographic area to be sampled, useful to consult established
boundary markers like municipal or electoral districts
e Population demographics for the defined area: total population, SES distribution, age
distribution, racial/ethnic profile, level of education
e Characteristics of migrant population: proportion of population, countries of origin, how
recently arrived, SES, level of education
e Schools of the region: number of schools, school types, geographic distribution,
number of students, student characteristics (if data is available)

Partners were also asked to note what, if any, areas of the country would not be included, why, and
what limitations this might place on the resulting data.
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4.2 School Sampling

School sampling, like regional sampling, was to cover as much variability as was possible and
practical. Again, based on the feedback from the sample planning sheets, an entirely randomised
approach did not appear to be appropriate for most of the research teams, because we had a
specific target population that was not evenly distributed. Instead, as recommended by the ESRI,
we employed a stratified random sampling technique, which involved dividing your population
into groups or strata that represent important dimensions of variability, and randomly selecting
participants from within each group (Cohen, Manion, & Morrison, 2007).

421 Theoretical 'ideal’ sampling framework

The ESRI worked with UCC to develop a theoretical ‘ideal' sampling framework based on the
stratified random approach to be used as a starting point for each team to create a sampling pool
of schools in their country. In this ideal framework, each team was to compile a list of schools in
the selected regions, preferably using official data provided by a government body in charge of
education or data provided by the schools themselves. Using this data, schools were to be grouped
according to key characteristics that represented important sources of variability between schools
in that country’'s context and important sources of variability in the context of the IMMERSE project.
Schools would then be randomly chosen from each group to contact for participation, the number
of schools depending on the number of participants from which the team was expected to collect
data.

Table 8. Number of Schools/Centres and Migrant and Refugee Children per Country®

*BEL * GER = GRE * IRE = ITA »SPA
= SCHOOLS/ =20 =70 =60 =30 =60 =90
CENTRES
* CHILDREM = 800 = 3,000 = 2,400 = 800 = 3,280 = 3,600

The critical part of the framework was the data available that allows grouping by key characteristics.
These characteristics should reflect what was relevant for the country/region and for IMMERSE.
These might have included:

6Note that the number of children here refers to the total number of migrant and refugee children
from which data is to be collected. In reality, because we are using a whole-classroom sampling
strategy within schools, we will also be collecting data from non-migrant students, resulting in a
higher overall number of children in the final dataset.

¢ sizeof school (humber of students): raw number of students preferably, but could also be
grouped into categories (such as small/medium/large) for the purposes of the sampling,
if all schools in the region were approximately the same size, then you would not need
to include this as a variable

e socio-economic status measure: consistent measure across schools’ reflecting the SES
of the student population or, failing that, the neighbourhood/district the school is in

e proportion of migrant students: number and proportion of students who fit our target
definition of migrant student (either foreign-born or at least one foreign-born parent)
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e geographic location: urban/rural, or if the team was concentrating on urban areas, they
may have decided to include a location variable differentiating between urban/suburban
(define what these categories mean) if that difference was significant in their context

e country/region-specific characteristics: other characteristics that were important
sources of variability for the schools of the country or selected region, for example,
religious denomination, academic/vocational, fee paying/non-fee paying

Each key school characteristic included in the sampling framework needed to be accompanied by a
brief definition and explanation of how it was measured. We recommended using 3-5 characteristics;
the more characteristics that are used, the more groups result, and the more complicated and
unwieldy the framework becomes, so it was best to limit the choice to those that are necessary.

Using these variables, categories of schools were created. For example, if a team were to use size
of school (big/small), location (rural/urban), and migrant concentration (low/high), this resulted in
eight categories:

big/rural/low migrant concentration big/
rural/high migrant concentration big/
urban/low migrant concentration big/
urban/high migrant concentration small/
rural/low migrant concentration small/
rural/high migrant concentration small/
urban/low migrant concentration small/
urban/high migrant concentration

Using the available data, these categories were populated with the schools that fit the criteria, then
schools were randomly selected from each category. At this stage, the teams would likely find that,
in reality, not all categories would necessarily be viable, and therefore it would take a bit of time to go
through the data available to refine the categories to cover the appropriate

variability for their location and the number of participating schools they needed. Once the schools
were sorted, random selection could be done by assigning a number to each of the schools in the
list, then using a random number generator to select the schools.

The number of schools selected from each category would depend on how many schools the partner
needed to participate. UCC, as WP3 leaders, recommended aiming for about 30-50 migrant children
surveyed per school (covering various age groups) in order to have sufficient numbers for statistical
analysis of school effects. In the initial random selection, we recommended overshooting the number
needed, because not all schools selected will choose to participate.

Each partner was responsible for adapting this framework and designing and carrying out their
school selection. These country-specific adaptations are documented in Appendices A-F.

4.2.2 School sampling Plan B

There was understandably concern amongst the partners about access to schools and reaching
participant quotas. In the event that the stratified random sampling strategy yields poor response
rates from schools, we have developed a back-up sampling plan that aims to maximise the potential
for positive responses through the use of the partners' knowledge of schools, contacts, and networks.
The back-up strategy will therefore be a combination of purposive sampling and snowball sampling.
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Purposive sampling is a type of non-probability sampling in which the researcher makes deliberate
choices about who to include in the sample, based on the nature of the research question and
whether the characteristics of participants will yield data that will allow the research question to be
answered; “Simply put, the researcher decides what needs to be known and sets out to find people
who can and are willing to provide the information by virtue of knowledge or experience" (Etikan,
Musa, & Alkassim, 2016, p.2).

There are different types of purposive sampling, and we propose to use maximum variation sampling.
This, “involves selecting candidates from across a broad spectrum relating to the topic of the study”
(Etikan, Musa, & Alkassim, 2016, p.3) in order to cover as much variability as possible. Because
each team will have constructed a sampling framework dividing schools into different categories,
the variability to be covered is already known. Instead of randomly selecting schools from each
category, however, the researchers will purposely select schools factoring in practical concerns
and knowledge, like accessibility and willingness to participate. At this stage, we believe it will also
be justifiable to use snowball sampling, in which current participants recommend possible future
participants, a technique commonly used when collecting data from populations that are difficult to
access.

4.3 Classroom Sampling

Once a school has agreed to participate, teams will need to select the children in the school that
will complete the survey. We have decided to go with a census-type approach and survey whole
classrooms, rather than selecting from lists of individual children. This approach is common in
school research and is more logistically practical and efficient. It also does not single out the migrant
children in the class. Teams will need to confirm with the principal ahead of time how many classes
of whatever level(s) there are in the school from which they want to collect data. We recommend
collecting data from 30-50 children in each school per year group, which will likely be two classes
(assuming an average class size of about 20-25 students), in order to have enough clustering
to compare different school characteristics. If there are only one or two classes at the level the
researchers want to collect data from, they would administer the survey to all the children at that
level. If there are more than two classes, they will randomly select two to use for data collection. This
can be done by assigning each class a number and using a random number generator to choose.

It is very important, however, that research teams confirm with the principal ahead of time whether
children are divided into classes randomly or if they are divided using any criteria that might result
in the over-representation of any group in one class and an under-representation of them in the
next class. Some examples of this might be schools that group pupils by ability or by special needs,
concentrating them together in one class, while another class may have none. If this is the case, then
the researchers will not select classes randomly. Again, if there are only 1 or 2 classrooms at the level
being sampled, both will be surveyed anyway, so there is no concern there. If there are more than
2 classrooms, and they are grouped by ability (or by some other criteria), then instead of choosing
the classrooms to survey randomly, the researchers will choose the 2 classes that best capture the
population we are most interested in, i.e. migrant students. If there is no difference between the
classes in terms of the distribution of migrant students, but the students are grouped by, for example,
academic ability, the researchers will choose 2 classes that cover the range of variability between
them. So, if there are 3 classrooms that are arranged by academic ability, with 1 class representing
the highest group, 1 class in the middle, and 1 class at the lower end, then the researchers would
survey the highest and lowest. In cases where the researchers are choosing classes deliberately
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rather than randomly, this is to be documented for later reporting purposes.

It is recommended to the research teams that they sample a subset of year groups in each school
if possible, rather than collecting data from across every school year group possible. Again, this is
logistically more efficient and will result in data that is more amenable to looking at stage effects
and school effects. Targeting subsets of the age range will give us better sample sizes by class
and year, rather than a more diluted sample across years. In Ireland, for example, each year group
at school will cover 2 ages; 1st class in primary school contains 6- and 7-year olds, 2nd class
contains 7- and 8-year olds, 3rd class 8- and 9-year olds, etc. The Irish team can therefore survey
1st/3rd/5th classes in primary school and 1st/3rd/5th years in secondary school and still cover the
whole IMMERSE age range. We encourage the

consortium research teams to pursue a similar strategy if their education system is similarly
organised to cut down on the number of classrooms teams need to survey in each school.

Research teams will need to ensure that they have proportionate representation of each year/class
group across all types of schools in which they are sampling. They can do this either by collecting
data from all of their selected year groups in each school they visit (if you are visiting only one school
for any category of your sampling framework, then this will probably be necessary), or by collecting
data from a subset of their selected year groups in each school and collecting data from multiple
schools of each category.

4.4 Sampling in Non-formal Environments

Non-formal educational environments are those places in which educational activities for migrant
or refugee children are taking place but are outside the formal schooling system. Sampling of these
environments should, like school sampling, cover as much variability as is possible and practical.
However, it is much less likely that sufficient data will be available on such environments to be
able to employ a stratified random sampling technique similar to what we are using in schools. In
addition, these environments are also likely to be difficult to access, making any kind of probability
sampling inefficient and less likely to yield results. As such, we propose a non-probability sampling
technique similar to the one described in the above section on school sampling plan B, namely
maximum variation purposive sampling and snowball sampling.

Research partners should survey the non-formal educational environments available in their context
to gauge whether there are different types or categories of these and what those types are. If there
are different types, the researchers should attempt to sample from each category to cover maximum
variability. Even where the researcher deems that access and willingness to participate is extremely
unlikely, an attempt to recruit should be made. If such attempts are unsuccessful, the researchers
can then make use of contacts, networks, and knowledge to concentrate pursuit on those non-
formal environments where they think access is more likely, still trying to cover as much variability as
possible. Snowball sampling is also justified in this approach, due to the likely difficulty of accessing
populations in non-formal education environments.
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4.5 Timeline of Data Collection

The timeline for WP3 activities has had to be adjusted due to Covid-19. Earlier this year, we therefore
proposed that the piloting take place over September and October (M22-23), recruitment begin in
September (M22), and the data collection window begin in November (M24). Originally, WP3 was
meant to have two separate 7-month periods of data collection with a 5-month gap in between for
data analysis on the first phase (resulting in D3.3), then 8 months for analysis of the full dataset and
production of the final WP3 reports (resulting in

D3.4, 3.5, and 3.6). This left four months for the production of the final reports for WP4, WP5, and
WP, all of which draw (to a greater or lesser extent) from WP3 results and reports.

Given the importance of the final data analysis, the final WP3 reports, and the final reports from
the other work packages that depend on WP3 results, particularly WP4's policy recommendation
documents, we do not think it is wise to shorten the amount of time allotted for these. Instead, we
proposed to change the data collection timeline from two separate 7- month phases with a break in
between to one continuous 12-month period of data collection from Nov 2020 to the end of Oct 2021
[M24-M35]. We can still produce an interim analysis (D3.3) when the data collection window reaches
the halfway point [M29, due around M32], but data collection would not stop during the analysis and
production of this report. The proposed timeline for WP3 is below:

Table 9. Timeline of Large-scale Data Collection

+ Task + Period + Responsible
Partner

- Finalisation of data collection instru- + MM. « UCC, COMILLAS,

ments and country sampling strategies 17-18 DOZ, ACE, SCIT,
2020)

« Finalisation of online data collection +MM 18 « IECISA
platform and database (WP2 activi- -20
ties) - (May

-July
2020)

» Pre-testing of online data collection +M21 « IECISA

platform, research partner training (August
+ 2020)

» Finalisation of D3.2 Fieldwork Hand- +M 20 - - UccC

book 21 (July
« — Aug
2020)

« Piloting of data collection instru- * MM 22 + UCC (lead), SCIT,
ments and online data collection -23 COMILLAS, DOZ
platform in schools - (Sept - Oct e. V., ACE, PAN-

2020) TEION
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- Large-scale data collection in schools « MM 24 + UCC (lead), SCIT,

and non-formal educational environ- 335 COMILLAS, DOZ
ments « (Nov - Oct. e. V., ACE, PAN-
2021) TEION.
« Interim analysis of data, completion « MM 29 + UCC (lead), CO-
of D3.3 Report on Interim Analysis of =& MILLAS
Data Collection « (Apr - July
2021)
« Analysis of full dataset M 36 - + UCC (lead), CO-
40 (Nov MILLAS
+2021 -
Mar
- 2022)

» Task s Period » Responsible
Partner

« Develop the first draft of the final re- « MM 39 + UCC (lead), COMIL-

ports for D3.4 and D3.58 - 41 LAS, PANTEION
« (Feb — Apr
2022)
+ Write the final report on the quantita- * MM 42- «UccC
tive data from WP3 for D3.4 D3.5 and 43 (May
D3.6 « — June
2022)
+ Upload final reports on EC platform. *M. 44 +D3.4and 3.6
D3.4,D3.5 and 3.6. (July ucc
+2022) 5

+ D3.5 PANTEION

The completion of tasks according to this timeline depends, of course, on schools re-opening in
September and allowing researchers in. Should the situation remain unchanged or worsen with
respect to Covid by the autumn, this timeline may have to be revisited.

4.6 Analysis of the Full Dataset

The large-scale data collection will yield micro level data from migrant and non-migrant children and
parents of all participating children and meso level data on schools and non- formal environments
from principals and teachers. Macro level data has already been obtained from secondary sources
like MIPEX and EU-SILC. The data from all three levels will be combined into a single dataset. Through
the online data collection platform, data provided by parents will be linked to the data provided by
their children, data provided by principals/staff and teachers will be linked to the data provided by
the participating children who attend those schools/non-formal environments, and country-level
data will be linked to all participating children from that country. Each line of the final full dataset will
therefore represent a single child embedded within a micro, meso, and macro context.

There is a fantastic amount of analysis that can be done with such a dataset, with many relationships

" Though we will not be able to have a consistent measure across all countries.
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to explore among the variables. The specifics of the analytical strategy are currently under discussion
and will be detailed in D3.3 Report on the Interim Analysis of Data Collection, to be submitted around
July 2021 (month 32 of the project). We will cover a range of statistical approaches, from basic
descriptive tables to simple correlations to complex multi- level models.

5 Qualitative Data Collection

The Grant Agreement (p.102) states that the qualitative element of WP3 will build case studies to better
understand how migrant and refugee children who do not attend formal schooling are integrated in
society. Qualitative data collection is in some ways less amenable to harmonisation than survey-
style research, however, there are still a number of ways we can ensure data comparability across
the consortium countries. The methodological approach we outline here specifies some aspects
to be common for all research partners but allows a significant degree of flexibility to allow for
creativity, co-creation with participants, and capturing rich detail that will not be present in the large-
scale quantitative data collection.

5.1 Selection of Groups to Be Researched

The group(s) selected for interrogation through qualitative research methods in WP3 should relate to
the IMMERSE Dashboard of Indicators, provide variety across the consortium, but with a particular
focus on underrepresented groups whose experiences may not be fully captured in the IMMERSE
quantitative survey. These groups will be different across the consortium and will be identified by
each partner. It is expected that they will likely include unaccompanied minors, undocumented
migrants and newly arrived migrants. A key aspect of this WP3 qualitative element will be to address
some of the EC concerns about co-construction and participation by including children and young
children in the development/choice of methods.

The main objective of the qualitative research element of WP3 will be to provide more in-depth
examination of underrepresented groups in the 10-18 year migrant cohort within the main study. For
each partner in the consortium this will take perhaps a different focus but within this there should be
a specific emphasis on unaccompanied minors as identified in the Grant Agreement. All partners will
collect data from two groups, with 5 to 8 children/young people in each group, including at least one
group from an informal centre to ensure each partner has data from 'other learning environments'
as required for D3.5. All partners will focus on 10 years+ age group given the challenges and time
associated with qualitative research with younger children. As an example, the Irish partner's
qualitative case studies for WP3 will comprise a focus on unaccompanied minors and those young
people ‘ageing out' of the education system (16-18 years old) as the experiences of these groups
will be harder to capture in the IMMERSE survey. This focus has emerged from our data collection to
date through workshops conducted in WP1.

It will be up to each partner to choose the geographic regions in which the qualitative research is
conducted and this will be guided by the location of the underrepresented groups they have chosen
to focus on. Each partner should provide a clear rationale for their choice of group and region.
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5.2 Methods

We suggest a suite of individual and group methods, with one method — focus groups — that will
be common across all partners, and other methods to be pursued at each partner's discretion,
in consultation with their child/youth participants. This strategy ensures that we will have some
qualitative data that is comparable across the consortium, in addition to facilitating some flexibility,
allowing the partners to tailor a part of their data collection to the needs of their context and the
child/youth participants involved in co-construction in each of their collection sites. Many of the
methods suggested are drawing on the Stakeholder Engagement and Activities Training Programme
completed by DOZ in WP1 (Rutzen, Krys, & Ramadan, 2019).

We envisage small-scale and in-depth qualitative data collection with two groups of between 5
and 8 young people each aged between 10 and 18 years of age comprising focus groups; diarying/
blogging; and mapmaking or photovoice; and/or other methods as developed by the partners in
conjunction with young people. Each partner will conduct individual interviews/focus groups as the
common methodological approach. The partners, in consultation with their participants can choose
the other qualitative research methods they will use.

UCC will liaise with the partners regarding the operation of the methods outlined in this document
and will provide a one-hour training session in the Autumn.

5.2.1 Focus groups / individual interviews

Focus groups will look at a small number of the Indicators from the older children's survey in more
detail. This will ensure that we are addressing key indicators with these groups who are harder to
capture and therefore underrepresented in the larger survey. These focus groups will be held with a
maximum of 5-8 young people (see Rutzen, Krys, & Ramadan, 2019 for an overview of Focus Group
methods). Partners may deem it more appropriate to conduct individual interviews with young people
at this point. However, for comparative data analysis purposes it is preferable that all partners try to
conduct focus groups.

If Covid 19 restrictions are still in place when fieldwork commences, then focus groups/individual
interviews will need to be conducted over Google hangouts or another such platform.

A sample focus group interview guide is provided, however, some of these questions might not
be appropriate — e.g. for the ageing out cohort in Ireland, one issue is that they are not in school.
Partners are asked to identify the indicators they are focusing on for the particular groups they
identify. UCC can develop suggested prompts for each indicator that can be adapted for a number
of situations.
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School:

What is your sense of belonging in the school/education service you attend?
(prompts: school is a place where you can really be yourself; people at your school
care about you; teachers really try to help you; most of the teachers really listen
to what you have to say; your teachers stand up for you if someone mistreats you;
teachers trust your abilities to continue with your studies)

Are there services in your school providing learning support for students after
school hours (to help with homework, language learning, etc.)?

Are there after-school activities (such as sports, arts, music, etc.) in your school?

What particular challenges have you faced in school?

Language:
e Whatis your level of competence in the host country language?
(Prompts: can you explain yourself to your teacher; can you understand your teacher).

e Do you use your mother-tongue language at school — is this accepted/ promoted??

e Have you ever had to translate for your parent in a school situation e.g.
parent-teacher meetings or other school events?

Well-being, friends and the community:
e How happy are you in your current situation? Spectrum exercise (Rutzen, Krys, &
Ramadan, 2019, p.52)
e How good is your physical health and mental health?
e Do youhave good friends?
e Are many of your friends from your host country or home country?
e Arethere opportunities to access school/language supports in the community?
e Arethere opportunities to access dance, music, art etc. in the community?

e Do you feel safe in your local area?

e Have you experienced bullying or discrimination in your local area?

The problem tree analysis (Rutzen, Krys, & Ramadan, 2019, p.37) may be helpful in exploring further
a key problem identified by the focus group.

We encourage partners to consider engaging with the remaining methods outlined below, although
these are not mandatory. UCC will be using all three methods or a variation of these in consultation
with the children/youth participants.
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5.2.2 Diarying or journaling

We envisage that two groups of approx. 5 — 8 young people each will document their daily
experiences of education 3 times per week over a period of one month — the challenges and
positives, their relationships both with their peers and teachers.

Diarying will provide children and young people with an opportunity to document their
experiences in real time. These are a good way to address some of the co-construction
concerns identified by the EC. Diaries are self-reporting research exercises, in which
participants periodically log entries describing their experiences with a particular task, product,
or activity in their lives. Researchers conduct these studies over a fixed period of time that can
last for a couple of days to a number of months. Researchers pair up this approach with larger
quantitative data analysis methods to dig deeper into users' particular behaviours, motivations,
and perceptions. Useful tips are provided at https://www.uxmatters.com/mt/archives/2012/07/
a-closer-look-at-diary-studies-with-children- and-teenagers.php

Itis important to keep parents involved during all stages of the process. Here are some important
guidelines to follow:

e Set up contact with the adults and children, and provide all of the necessary
documentation, including proof that you are a researcher working on an EU funded
project.

e Describe what the IMMERSE project is about in depth, the activities that the children
would perform, how you will use the data that you obtain, and how you will communicate

with the child and the adults throughout the process.

e Although young people will complete the diary by themselves, you should still be sure to
keep parents involved. Let them know how the process is going.

e Be sure to manage everyone's expectations. How many times a day or week should
children log entries and when? Let them know how the platform we are using works too.

The diaries can be in paper or phone or online format (e.g. on Google forms). The advantage of
using phone/online is that young people can insert text, photos and videos easily. Also, given
the current Covid 19 conditions it may be a realistic way of obtaining the data for the qualitative
element of WP3. Smartphones would also work well for the mapmaking exercise. However, the
technology may not be available to all participants and so we can distribute journals in that
case.

5.2.3 Mapmaking or photovoice

We envisage young people walking around their local area taking photos on their phones or
drawing the spaces where they spend their time. The objective is for the young people to provide
a sense of their ‘world’ including home, school and community and what facilitates their sense
of belonging or otherwise in these spaces. If they take photos they would send

them to the researchers for printing off and then individually or together, create ‘Integration
maps'. If Covid 19 restrictions prevent holding a group activity this can be done by the young
people individually.

Mapmaking and photovoice can be completed individually or in groups — the purpose is for
children/young people to provide a sense of their ‘world’ including home, school and community
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and what facilitates their sense of belonging or otherwise.

White and Green (2012) document the rising interest in children’'s and young people's
geographies in recent years, which has led to deeper insights into their lives. It highlights the
complex meanings, frameworks, identities and subjective relationships that children and young
people have in relation to place and space. Reay and Lucey (2000) and Mitchell and Elwood
(2012) observe that experiences of places and spaces are structured by broader social power
relations, including race, class, age and gender. From a methodological perspective, the focus
on exploring and understanding young people's relationships with space and place has seen
a range of innovative and mobile methods and approaches being employed to complement
or replace more traditional approaches to research. Many of these creative approaches have
focused on utilising young people's written, oral and visual skills. Some of the most notable
research in this field has incorporated mapwork exercises, self-directed photography, writings,
drawings and commentaries (Ross, 2007); mental maps, thematic and non-thematic drawings,
photo diaries and daily timelines (Young & Barratt, 2001).

Below is an example which children (aged 11-12) developed on another project of UCC team
members.

Suggested steps to follow for those choosing all of the qualitative methods

8p3.4 Analysis reports after carrying out the research across countries in schools and other learning environments, D3.5
Analysis reports after carrying out the research across countries in reception centres and other experiential environments
and D3.6 Final analysis report after carrying out the research will all contain quantitative and qualitative data analysis.
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5.2.4 Suggested steps to follow for those choosing all of the qualitative
methods

For those who wish to adopt the methods outlined in their entirety, below is a suggested template
for completion. However, partners may choose to only engage with the focus group element
and in conjunction with the young people develop/construct other elements. The qualitative
methods planned by UCC entail four visits with the young people over the course of 7 - 8 weeks,
as outlined below.

Table 10: Format/timeline for Qualitative Methods

Stage Purpose

Stage 1 Agreement on methods

Stage 2 Selection of focus

Stage 3 Fieldwork: Diarying, photovoice, focus
group, individual interviews

VISIT 1 Start Week 1: An introduction to the project and this

component of it along with consent forms for
parents and young people. Explain methods
fo be used. Discussion with young
participants about other possible methods.
VISIT 2 End Week 2: Cuollect all consent forms and explain diarying
methods — give diaries (templates) to the
group and explain what is expected of each
young person. Diary entry 2 to 3 times per
week.

Explain photovoice and ask young people to
take photos of home, school and local area
for use then in mapmaking exercises and
send these to the researchers by an agreed
date; one wesk before the next visit.

WVISIT 3 Wesek 6: Mapmaking for approx. one hour as detailed
above.
VISIT 4 Week 7-8: Explain focus groups. Carmy out focus group

for approx. one hour.

5.3 Data Analysis

The data collected in this element of WP3 will be textual and (for some partners) visual (diaries,
interview transcripts, photos, maps, observational notes, researchers notes etc). Visual materials
will be treated as texts. Data analysis will be thematic. This can be completed manually or
through NVivo or other qualitative analysis package, or both.

Thematic analysis, a sub-set of content analysis, is a common approach to data analysis
and is used by researchers with different theoretical orientations. It offers an accessible and
theoretical flexible approach. In IMMERSE WP3, thematic analysis will used to analyse the data
since the approach to the data-collection is question-driven. UCC is drawing on the Growing Up
in Ireland data analysis approach to qualitative methodology (Greene & Harris, 2011). It refers
to Braun and Clarke's (2006) work highlighting the theoretical freedom of

thematic analysis as one of the key advantages of this approach, suggesting that thematic
analysis can adopt the following perspectives:
e Essentialist or realist: reporting the experiences, meanings and reality of participants

e Constructionist: examining the ways inwhich events, realities, meanings and experiences
are the effects of a range of discourses operating in society
e Contextualist: characterised by theories which acknowledge the ways individuals make
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meaning of their experience and thus also the ways the broader social context impinges
on those meanings
The coding structures are based on the topics covered by the interview schedules for the
qualitative research in WP3 (outlined above) which map onto the domains of the quantitative
study. The overarching themes relate directly to the topics covered in the interviews. As the
content of each interview is analysed, each theme can be further divided into subthemes, thus
highlighting emerging themes.

The findings will be described and common and divergent themes identified. Quotes from
children will be used to illustrate themes and to demonstrate the diversity within the sample.
Connections between children's responses to different topics will be described, with reference
to the literature. Possible explanations of findings, expected and unexpected, will be explored.

Thematic analysis entails the examination of data in order to identify patterns in respondents'
behaviours or responses. A theme is thus a pattern discernible in the data that captures
something important in relation to the research question. Some themes are imposed from the
start and some emerge. This analytical approach allows for a rich description of the entire
data-set and subsequent more detailed and nuanced analyses of one particular theme or set
of themes. Thematic coding can be inductive in that the themes identified are data-driven and
do not fit a pre-existing coding frame, or more theoretical in that the researcher's theoretical
interests drive the analysis.

Miles and Huberman (1994) identify three concurrent activities in qualitative data analysis that
can be usefully applied when approaching the analysis thematically:

1. Data reduction: This process helps to organise the data and sharpen the focus of the
analysis. It involves identifying the data to be categorised across a particular theme,
summarising the content of this data and paraphrasing.

2. Data display: Once the data has been reduced, it can be displayed in an organised
and compressed way that allows the researcher to follow the patterns and look at
relationships within the data. Matrices can be useful at this stage.

3. Conclusion drawing and verification: At this stage the researcher identifies regularities,
patterns, similarities and differences, and draws possible configurations, causal
flows, explanations and propositions.

Each partner is to analyse their own data, following which UCC will compile a draft report which
the partners can then provide feedback to before we produce a final report.

5.4 Timeline of Data Collection

We recommend that partners undertake the work on the qualitative element of WP3 between
April and August 2021 (M27 - M31). Leaving it later means that it will be more likely that we
won't have to adjust methodology to accommodate Covid-19 restrictions. However, we are
aware that there is a lot of data collection ongoing from November 2020 and so will aim to offer
flexibility to partners, as long at the qualitative research for WP3 is completed by August 2021
(M31). This will be collated by UCC for Deliverables 3.4 and 3.6.
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Table 11: Timeframe for Qualitative Elements of WP3

+ Develop methodology for qualitative
research for WP3

» Share the draft methodology and
receive feedback from partners.

» Share the final qual. methodology and tim-
ing with partners. Partners to send their
plans. Write-up for D3.1

« Partners to apply for ethical approval

- Data collection by research partners.
These materials will be uploaded on IM-
MERSE Hub and ODD

« Preliminary analysis of qualitative
data at national level against the rel-
evant literature.

- Collating of national data analysis reports
and development of first draft of qualita-
tive research report

» Share the first draft of the report on
the qualitative research with the Con-
sortium partners to receive feedback

+ Develop the first draft of the final re-
ports for D3.4 and D3.5

« Write the final report on the qualita-
tive data from WP3 for D3.4 D3.5 and
D3.6

+ Upload final reports on EC platform.
D3.4, D3.5 and 3.6. The qualitative data
will be part of all of these reports.

«MM. 17-18
« (April - May 2020)

+MM18-19
+ (May -June
2020)

+M 19 (June
- 2020)

*M20-23
(July

- — Oct. 2020)

MM 24 - 33

+ (Nov. 2020 -

+ Aug. 2021)

«MM 34 - 35
+ (Sept - Oct. 2021)

MM 36 - 37

+ (Nov- Dec.
2021)

+ M 39 (Feb
- 2022)

« MM 39 - 40
+ (Feb— Mar
2022)

- MM 41-43
(Apr
« — June 2022)

« M. 44 (July
- 2022)

- UCC

+ SCIT, COMILLAS,
UCC,DOZ e. V., ACE,
MEYSS, PANTEION.

- UCC

« All partners as appro-
priate

« UCC, SCIT, COMIL-
LAS,DOZe. V., ACE,
PANTEION

« UCC, SCIT, COMIL-
LAS,DOZe. V., ACE,
PANTEION.

- UCC

+ SCIT, COMILLAS,
UCC, INFODEEF, IECI-
SAES,DOZe. V., ZA-
BALA, ACE, MEYSS,
PANTEION, RDPSEC

- UcC

- UccC

+D3.4and 3.6
ucc

+ D3.5 Panteion

» Task + Period + Responsible
Partner
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7 Appendix A — Spain (Research Partner: Comillas)
7.1 Regional Sampling

The political division of Spain comprises Autonomous Communities, which in turn are divided
into provinces and municipalities. An Autonomous Community is a first-level political and
administrative division subordinated to the decentralised and unitary State. Provinces are
local entities determined by a group of municipalities (towns and cities). Provinces are legal
entities and an administrative demarcation with full capacity to fulfil the State activities. Given
the political division of the Spanish territory and the competences of the provinces in local
government, regions and provinces must be selected according to territorial dispersion, rural/
urban variability and percentage of foreign population and foreign students in relation to the
total student body.

The regions or Autonomous Communities selected to carry out the IMMERSE survey in Spain
are three: The Community of Madrid (hereinafter, Madrid), Andalusia and La Rioja. Considering
the provincial division of the Spanish territory and, above all, based on the geographic size
of Andalusia, which is the second largest Autonomous Community of the State, our unit of
measurement will be the province. Madrid and La Rioja are single province regions, but in
Andalusia the fieldwork will be done in Malaga, Almeria and Huelva because these are the
provinces having the largest share of migrant population in this Community. Therefore, the
fieldwork will be carried out in five provinces, all selected according to territorial dispersion,
rural/urban variability and percentage of foreign population and foreign students in relation to
the total student body.

In terms of territorial dispersion, the selection of the regions is intended to represent the
geographic variability of the country: La Rioja is an Autonomous Community situated in the
north of the country, Madrid in the centre, and Andalusia, in the south. With regard to rural/
urban variability, Madrid was included because of its large metropolitan area, predominantly
industrial in nature and because it has many centralized services; La Rioja because of its large
rural centres of agricultural production (such as Calasparra and Haro) and Andalusia because
it is predominantly rural (such as the provinces of Almeria and Huelva) and because of its
fundamental role in the construction sector (as is the case with the province of Malaga).

The five selected provinces have 26% of the total foreign student body in Spain. In the case of
Andalusia, the three selected provinces represent 67% of the total foreign student body in this
Community reflecting the fact that the multi-provincial selection is highly representative of this
region.
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Table 1. shows the highest level of education attained per age for the overall population in each
of these Autonomous Communities. Table 2 shows the highest level of education attained by
nationals, foreigners and EU nationals at the national level.®

Table 1. Highest level of Education attained (%) per age group and per Autonomous

Community in 2018.

« ISCED 0-2'°
+ National Total + 399 . T78.7
* Andalusia « 49.0 - 814
« Community of Madrid o 2717 * 66.1
* La Rioja - 382 - 81.0
» ISCED 3-4
+ National Total .+ 229 - 8.7
« Andalusia . 207 « 76
« Community of Madrid « 251 « 132
* La Rioja « 230 - 82
» ISCED 5-8
« National Total « 373 - 127
* Andalusia + 303 « 111
« Community of Madrid o 472 . 20.7
* La Rioja . 387 « 10.7

Source: INE, 2019.

As data shows, there has been a clear generational shift in terms of the highest level of education
attained by the Spanish population. While a clear majority (78.7%) of the population over 65 only
attained an ISCED 0-2 level, this is more balanced for population between 25-64, where people
having attained an ISCED 0-2 level (39.9%) represent a similar share of those having attained
an ISCED 5-8 level (37.3%). At the level of Autonomous Communities, La Rioja is quite aligned
with the national average for both age groups whereas Madrid's population tends to have higher
education levels (in both age groups) while Andalusia shows the opposite.

Table 2. Highest level of Education attained by Foreign Population in Spain (and total

population) (%) per age group in 2018.

» ISCED 0-2
« National Total + 326 + 399 . 787
* Spanish population 294 * 395 795
- Foreign (EU) .« 51.1 . 298 . 46.3
* Foreign (rest of the world) + 543 + 504 * 639

9Unfortunately, data sources do not disaggregate this data at the level of Autonomous Communities.

10Note: ISCED Levels: 0-2: preschool, primary and lower secondary education. Levels 3-4: upper secondary education
and post-secondary non-tertiary education. Levels 5-8: Short-cycle tertiary education, Bachelor, Doctoral or equivalent.
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+ Age: 18-24 * Age: 25 - 64 + Age: +65

« ISCED 3-4
+ National Total - 504 229 - 87
* Spanish population « 521 218 « 82
* Foreign (EU) - 396 . 37.1 . 246
* Foreign (rest of the world) - 385 . 273 - 153
» ISCED 5-8
« National Total ¢ 171 . 373 - 127
* Spanish population * 185 - 388 e 122
* Foreign (EU) -+ 93 « 332 * 29.1
« Foreign (rest of the world) « 7.1 « 223 + 208

Source: INE, 2019.

Table 2. shows that younger foreign-born population aged 18-24 in Spain, tends to have attained
lower education levels (ISCED 0-2) than Spanish nationals. As it is possible to see, while 54.3% of
third-country nationals and 51.1% of EU nationals residing in Spain have an ISCED 0-2 level, only
29.4% of Spanish citizens have it. Looking at the following levels (ISCED 3-4 and ISCED 5-8) the
tendency is the opposite, showing that a larger share of Spanish nationals has attained these levels
compared to foreign-born ones. In the case of ISCED 5-8 levels, the distance between both groups is
greater, as 18.5% of Spanish population between 18-24 attained this level compared to 9.3% of EU
nationals and 7.1% of Third-country nationals.

For the population aged 25-64, while third country nationals largely remain having ISCED 0-2 levels
(50.4%), in the case of EU citizens there is a high decrease compared to the previous age groups
(passing from 51.1% having attained this level to 29.8%). In the case of ISCED 3-4 levels, EU citizens
having attained these levels are now a majority (37.1%) and there are more third-country nationals
than Spanish citizens having attained these levels too (27.3% compared to 21.8%). Finally, regarding
ISCED 5-8 levels, the difference between the three national groups is more reduced than in the
previous age category, but still Spanish population shows a higher share of people having attained
this educational level compared to EU citizens and third country nationals (38.8% compared to
33.2% and 22.3%).

Interestingly, the last age group (over 65) is completely different, as Spanish population tends to
have attained lower education levels (79.5%) far from EU citizens (46.3%) and third-country nationals
(63.9%). In both the following categories (ISCED3-4 and ISCED 5-8) foreigners' share having attained
these levels are much higher than those related to the Spanish population (for instance 29.1% of EU
citizens having an ISCED 5-8 level compared to 12.2% of Spanish population).

About the foreign population in Spain, the main counties of origin are Morocco and Romania, both
highly represented (making almost 30% of foreign population in Spain between them). Given these
numbers, in our sampling EU nationals will be excluded, except Romanians (671,985) and Bulgarians
(122,813). In this research, the concept of “economic immigrants” was assumed as the focus of
attention. Considering this, EU citizens will not be included, as the unification of Europe
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brought new migration flows between the EU Member States (mainly residential migrations from
British, Italians and Germans).11 A particularly significant flow is that of northern European citizens
towards Mediterranean countries. Nevertheless, Romanians and Bulgarians are not included in
this kind of migration as the main reason in these two cases is still economic.12 That is, not all
third countries nationals (TCN) will be included in the sampling but only those with lower income
(economic migrants) as even if some may possess specific citizenship rights (because they belong
to the EU) their social conditions entail difficulties regarding their integration.

Table 3. Foreign population in Spain by nationality (2019)

» Morocco = 813,687
* Rumania * 671,985
* United Kingdom * 250,392
* Italy 228,283
* China * 224,559
* Colombia + 206,719
* Venezuela * 137,776
* Ecuador + 131,814
* Bulgaria * 122,813
* Total 5,036,878

Source: INE, 2020.

Regarding the employment of migrants, Table 4 shows that 9.3% (more than 2 million) of employed
people in Spain were foreigners in 2019. This data is a bit higher when looking at unemployment,
where the rate of migrants without a job attains 12.1%.

Table 4. Employment/ Unemployment Statistics for Nationals and Foreigners in Spain 2019

* Total labour registration * 22,512,221
* Foreigners in labour registration * 2,104,260
* % Foreigners over Total *9.3

* Total unemployment * 4,469,919
* Foreigners in unemployment » 540,906

* % Unemployed foreigners over total *12.1

Source: Estadisticas de la Seguridad Social 2020.

11Spain is one of the main destinations for residential migrants within Europe since the unification, not only for its climate
but also for the conditions of political stability and social welfare. Source: Huete, R., & Mantecon, A. (2013). La migracion
residencial de noreuropeos en Espana (North European residential migration in Spain). Convergencia, 20(61), 219-245.

12Viruela, R. (2016). La movilidad geografica de bulgaros y rumanos durante la Gran Recesion en Espana (The geographical
mobility of Bulgarians and Romanians during the Great Recession in Spain). Documents d'analisi geografica, 62(1), 183-
206.
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7.2 Region Profiles

Figure 1. Map of Spain indicating the three Autonomous Communities of the sample: La
Rioja, Madrid and Andalusia.
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7.2.1 Region: Community of Madrid

Madrid is located in the centre of Spain, bounded by the regions of Castile and Leon and Castile- La
Mancha. It is the third most populated Autonomous Community of the country (out of nineteen) and
the third most densely populated region: 833 inhabitants per km?. It is the 12" biggest region with
an area of 8,028 km? and is a predominantly urban region where the capital of both the region and the
country, the city of Madrid, is the largest city.

Table 5. Population and Household Income in Madrid. 2018

+ Total *  %ofPopula- « Average « Household income level in
Population tion over total

* Household Income « relation to National

Household income

* 6,663,394 c 14% » 33,055€ * +16% (4th wealthiest region of the
 country)

Source: INE, 2019.
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Densely populated despite its small extension Madrid's region represents 14% of the total
population of the country and, thanks to its dynamic economy, it's the 4th wealthiest region of the
country, having an average income over 30,000€.

Table 6. Age distribution of the population in Madrid. 2018.

0-4 10-14 15-19 20-29 30-39 0-59 60 or otal
mare

Total 314,763 349272 353692 328,133 715216 955530 2096830 1,550,568 5,803,417
% Of A47% 5.2% 5.3% 4.9% 10.7% 14.3% 31.5% 23.3% 100%
total

Source: INE, 2019.

Madrid's population distribution by age is relatively balanced with about 20% of the population
under 20, 25% between 20-39 and around 50% over 40.

Table 7. Highest level of Education attained (%) per age group in Madrid. 2018

+ Age: 25 - 64 * Age: +65

+ ISCED 0-2

+ National Total * 39.9% o 78.7%
« Community of Madrid o 27.7% * 66.1%
+ ISCED 3-4

+ National Total ° 22.9% c 87%
« Community of Madrid « 25.1% * 13.2%
» ISCED 5-8

+ National Total + 37.3% e 12.7%
* Community of Madrid o 47.2% * 20.7%

Source: INE, 2019.

In terms of higher education level attained, Madrid's population in both age groups has attained a
higher level than the national average, mainly in ISCED 5-8 levels where the difference is ten points
higher (47.2% compared to 37.3%).

Table 8. PISA results in Science, Mathematics and Reading in Madrid. 2018

s L ahemaies L -peaiog

 Madrid . 487 486 * 520
* Spain * 483 481 * 496
« OECD 489 + 489 * 493

Source: PISA 2018 for Science & Mathematics & 2015 for Reading.'®

Madrid's results in PISA 2018 (and 2015 for reading) show that this community has attained a
better level in Science, Mathematics and Reading than the national average, being the difference in

13 There are no results available in Spain for Reading 2018.
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reading highly accentuated (24 points of difference). Compared to OECD, Madrid is a bit under the
average in Science and Mathematics but, again, has a higher score in reading.

Table 9. Employment/ Unemployment Statistics for Nationals and Foreigners in Madrid 2019.

* Total labour registration « 2,801,261
* Foreigners in labour registration * 427,362
* % Foreigners over Total *15.3%

« Total unemployment * 827,654
* Foreigners in unemployment * 70,124

* % Unemployed foreigners over total *8.5%

Source: Estadisticas de la Seguridad Social 2020.

The rate of employed foreigners in Madrid is higher than at the national level, reaching 15.3%
(compared to 9.3%) and the rate of unemployed foreigners over the total unemployment in the
region is lower as only 8.5% of unemployed workers are foreigners (compared to 12.1% at the
national level).

In 2018, foreign-born residents amounted to 13.23% of the region's population (881,819 inhabitants).

Table 10. Regions of Origin of foreign-born residents in Madrid. 2018

Narth South
America America - Oceania

Tatal 330,287 111,805 T, 748 18,860 239131 103,227 619
% Of ar.e% 12.7% 3.8% 2.1% 27 0% 11.7% 0.1%
Total

Source: INE, 2019.

As it can be seen in table 10, the majority of foreign-born residents in Madrid come from Europe
(37.5%) followed by South Americans (27.1%), summing both more than 50% of all the foreigners
residing in Madrid. Africans (12.7%) and Asians (11.7%) are present in similar magnitudes while the
number of North Americans and Oceanians is extremely reduced.

Asylum applicants

Madrid assumes most of Spain's asylum applications (38.16%). In addition, two of the four Refugees
Reception Centres managed by the Spanish Government are in this province, one in the municipality
of Vallecas and the other in Alcobendas. The main countries of origin of the asylum seekers in 2018
are Venezuela (8,107), Colombia (3,652), Palestine (1,251) and El Salvador

(1,210).
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Table 11. Asylum applicants in Madrid by country of origin from January to December 2018

» Venezuela - 8,107 » 20,053
« Colombia ¢ 3,652 - 8,818
* Palestine 1,251 * 1,970
* El Salvador * 1,210 * 2312
» Honduras « 1,081 * 2,465
¢ Ukraine * 532 » 2,068
* Nicaragua « 492 * 1,368
* Peru » 323 » 532

» Dominican Republic * 272 * 291

* Turkey * 240 283

* Guinea 238 * 732

* Other countries * 3,333 * 13,432
* Total 20,731 + 54,324

Note: Asylum applications filed at embassies and resettlement are not included.
Source: Asilo en Cifras, 2019.14

Table 12. Number and type of schools in Madrid, foreign-born students enrolled and their
share over total students. 2018

Number of Private Number of Foreign-bormn % Foreign Students
schools students Students over total
3,880 1,948 1,932 1,209,956 142,173

Source: Educabase, 2019.

Practically half of Madrid's schools are either public or private with about 12% of its students
being foreign-born.

7.2.2 Region: La Rioja

La Rioja is located in the north of Spain, bounded by Navarra, Aragon, Castile and Leon and the
Basque Country. Is it the third least populated Autonomous Community of the country (out of
nineteen), only followed by Ceuta and Melilla, and is the fifth least densely populated region: 62
inhabitants per km2. It is the fourth smallest region with an area of 5,045 km2. It is a predominantly
rural region where the capital, Logrofio, is the only municipality considered as “urban” as it is the
only city of the region having more than 30,000 inhabitants.

14 http://www.interior.gob.es/documents/642317/1201562/Asilo_en_cifras_2018_126190829.xIsx/0b370591-496b-
4489-8049-06d6665bc87d
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Table 13. Population and Household Income in La Rioja. 2018

- Total » % of Population -+ Average + Household income level in

+ Population . over total + Household Income relation to
- National Household income

- 316,798 . 0.6% - 28,549¢€ + +0.4% (9t wealthiest region
of the country)
Source: INE, 2019.

La Rioja is one of the less populated regions in Spain, only attaining 0.6% of the total population of

the country, however, despite its small size, it is the 9th wealthiest region of the country, having a
high average income.

Table 14. Age distribution of the population in La Rioja. 2018.

Total 13589 15890 16457 15,151 30,083 40,175 09,379 85,969 302,392
% Of 4.3% 50% 5.2% 4 8% 9.5% 12.7% 31.4% 27.1% 100%
Total

Source: INE, 2019.

La Rioja's population distribution by age shows that an important majority of the population is over
40 (more than 58%) showing a more acute ageing tendency than in Madrid.

Table 15. Highest level of Education attained (%) per age group in La Rioja. 2018

* Age: 25 - 64 + Age: +65

« ISCED 0-2

+ National Total * 39.9% o 78.7%
* La Rioja * 38.2% + 81.0%
» ISCED 3-4

+ National Total * 22.9% « 87%
* La Rioja ¢ 23.0% * 8.2%

» ISCED 5-8

+ National Total  37.3% e 12.7%
* La Rioja * 38.7% * 10.7%

Source: INE, 2019.

In terms of higher education level attained, La Rioja's population in both age groups is relatively
close to the national average, being only a bit higher in ISCED levels 3-4 and 5-8 for population
between 25-64 and a bit lower in those levels for population over 65.
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Table 16. PISA results in Science, Mathematics and Reading in La Rioja. 2018

oo e

* La Rioja . 487 . 497 - 520
* Spain * 483 e 481 * 496
- OECD - 489 - 489 e 493

Source: PISA 2018 for Science & Mathematics & 2015 for Reading.'®

La Rioja' results in PISA 2018 (and 2015 for reading) show that this community has a better level
of Science, Mathematics and Reading than the national average, being the difference in reading
highly accentuated (24 points of difference) like Madrid. Compared to OECD, La Rioja is slightly
below the average in Science but, again, has a higher level of Reading and Mathematics.

Table 17. Employment/ Unemployment Statistics for Nationals & Foreigners in La Rioja 2019.

* Total labour registration * 176,806
« Foreigners in labour registration * 16,483
* % Foreigners over Total ©9.3%

* Total unemployment * 51,264
* Foreigners in unemployment * 4,048

* % Unemployed foreigners over total *7.9%

Source: Estadisticas de la Seguridad Social 2020.

The rate of employed foreigners in La Rioja is the same as the national one (9.3%) but the rate
of unemployed foreigners over the total unemployment in the region is lower as only 7.9% of
unemployed workers are foreigners (compared to 12.1% at national level).

In 2018, foreign born residents amounted to 11.75% of the region's population (37,230 inhabitants)
Table 18. Regions of origin of foreign-born residents in La Rioja. 2018

Central America Narth South America
Europe  |Africa  |and the Caribbean America
261

Tatal 17,541 9,603 919 5,722 3267 10
% Of 47 1% 25.5% 2.8% 0.7% 15.4% 3.8% 0,01%
Taotal

Source: INE, 2019.

As it can be seen in table 18, practically half of the foreign-born residents in La Rioja come from
Europe (47.1%) followed by Africans (25.5%), who represent one quarter of its migrant population.

15 There are no results available in Spain for Reading 2018.
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South Americans (15.4%) are the third category, followed by Asians (8.8%). With 0.7% and 0.01%,
respectively, there are extremely few North Americans and Oceanians in the region.

Asylum applicants

La Rioja has almost no asylum applications, with 0.26% of the total applications in Spain. The main
countries of origin of the asylum seekers in 2018 are Colombia (56) and Venezuela (55).

Table 19. Asylum applicants in La Rioja by country of origin from January to December 2018

« Colombia - 56 - 8818
» Venezuela - 55 - 20,053
 Honduras .« 7 + 2,465
- Other countries . 24 - 22,988
- Total « 142 + 54,324

Note: Asylum applications filed at embassies and resettlement are not included.
Source: Asilo en Cifras, 2019.76

Table 20. Number and type of schools in La Rioja, foreign-born students enrolled and their
share over total students. 2018

Number of Public Private Number of Foreign-born % Foreign Students

schools students Students over total
213 140 73 7,592 54,907 14%

Source: Educabase, 2019.

65% of schools in la Rioja are public, which represents a higher share than Madrid where this
is more balanced. As it can be seen, 14% of the total amount of students are foreign-born.

7.2.3 Region: Andalusia and its provinces, Huelva, Malaga and Almeria

The Autonomous Community of Andalusia is located in the south of Spain bounded by Murcia,
Castile-La Mancha, Extremadura and Portugal. It is the most populated Autonomous Community of
the country (out of nineteen) and is the eleventh most densely populated region: 96 inhabitants per
km2. It is the second biggest region with an area of 87,600 km2. Although the majority of its territory
can be considered as “rural”, Andalusia has some of the most populated cities of the country like
Sevilla (fourth) or Malaga (sixth) and has several small but urban municipalities like Roquetas de
Mar (Almeria) or San Fernando (Cadiz). The fieldwork within Andalusia will be done in the provinces
of Malaga, Almeria and Huelva, because these are the provinces with the largest share of migrant
population in this Community.

16http://www.interior.gob.es/documents/642317/1201562/Asilo_en_cifras_2018_126190829.xIsx/0b370591-496b-4489-
8049-06d6665bc87d
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Figure 2. Map of the selected provinces in Andalusia

The province of Huelva is located in the western part of Andalusia bounded by three other Spanish
provinces (Badajoz, Seville and Cadiz) and also by Portugal and the Atlantic Ocean. It is one of the
least densely populated provinces in Andalusia (seventh out of eight): 51.53 inhabitants/km2. It is
the fifth biggest province within this community with an area of 10,127 km2. Most of its territory
can be considered as “rural” as the only urban municipality (having more than 30,000 inhabitants)
is the city of Huelva.

The province of Malaga is located in the south of Andalusia bounded by Cadiz, Seville, Cordoba,
Granada and the Mediterranean Sea. It is the most densely populated province in Andalusia:

227.45inhabitants/km2 (surpassing both the Spanish and the Andalusian average). It is the smallest
province in this community with an area of 7,306 km2. Most of its territory can be considered as
“rural" although it also has some main urban areas.

The province of Almeria is located in the eastern part of Andalusia bounded by Granada, Murcia and
the Mediterranean Sea. It is the fourth most populated province in Andalusia (although below the
Andalusian average): 81.69 inhabitants/km2., It is the third smallest province within this community
with an area of 8,775 km2. Most of its territory can be considered as “rural”.

Table 21. Population and Household Income in Andalusia. 2018

+ Total + % of + Average + Household income level in

+ Population Population + Household Income relation to
- over total - National Household income

8,414,240 « 18% +24,091€ + -15% (ranked 17/19, third
poorest region

+ of the country)
Source: INE, 2019.
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Table 22. Population and Household Income in the provinces of Almeria, Huelva and Malaga.

2018
Total Popula- % of  Population Average
tion over Household
Andalusia Income
* Almeria * 716,820 *8.52% * 22,540€
* Huelva + 521,870 *6.20% * 16,896€
- Malaga 1,661,785 *19.75% * 32,615€

Source: Institute of Statistics and Cartography of Andalusia, 2019; INE, 2019.

While low densely populated, Andalusia represents 18% of the total population of the country thanks
to its great extension (it is the second largest community of the country). Its average income attains
24,091€ making it the third poorest region of the country. However, there are several differences
between its provinces as, for instance, Malaga's average income is quite similar to Madrid's one,
but Huelva's average household income is 50% of Malaga's one.

Table 23. Age distribution of the population in Andalusia. 2018.

0-4 10-14 15-19 20-29 0-59 60 or OTAL
more

Total 385011 448571 489360 448704 932060 1,165803 2618824 1023393 8414240

% Of 4.6% 5.3% 5.8% 5.3% 11.0% 13.9% I11% 22.9% 100%
total

Source: INE, 2019.

Andalusia's population distribution by age is relatively balanced with about 20% of the population
under 20, about 25% between 20-39 and around 50% over 40. Table 24 shows that these magnitudes
are more or less the same in the three selected provinces.

Table 24. Age distribution of the population in the provinces of Almeria, Huelva, and Malaga.

2018.
i e T
more
Almeria 38417 41227 42042 38051 85110 110751 217,692 143530 716,820
% Of total 5.4% 5.8% 5.9% 5.3% 11.9% 15.5% 30.4% 20.0% 100%
Huelva 23250 27,728 29,617 27,048 57949 75401 164725 116052 521,870
% Of total 4.5% 5.3% 5.7% 5.2% 11.1% 14.4% 31.6% 22.2% 100%
Malaga 75372 89614 95874 86418 174104 235235 522103 3820975 1,661,785
% Of total 4.5% 5.4% 5.8% 5.2% 10.5% 14.2% 31.4% 23.0% 100%

Source: Institute of Statistics and Cartography of Andalusia, 2018.
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Table 25. Highest level of Education attained (%) per age group in Andalusia. 2018

« ISCED 0-2

+ National Total * 39.9% o 78.7%
* Andalusia * 49.0% « 81.4%
» |ISCED 3-4

« National Total . 22.9% . 8.7%
* Andalusia * 20.7%  7.6%

« ISCED 5-8

+ National Total + 37.3% o 12.7%
* Andalusia * 30.3% « 11.1%

Source: INE, 2019.

In terms of higher education level attained, Andalusia's population in both age groups has attained
a lower level than the national average in ISCED3-4 and 5-8 levels but has more population in both
age groups having only attained ISCED 0-2 levels. In the case of population between 25-64, the
difference is practically of ten points (49% compared to 39.9%). Table 26 shows these differences
at the regional level where it can be seen that Almeria and Huelva tend to have a larger share of
population having attained lower education levels than Malaga.

Table 26. Highest level of Education attained by provinces (%) (data for 2017)

* Age: 25 - 64

» |ISCED 0-2

* Total * 40.93%
« Andalusia * 50.52%
* Almeria » 58.69%
* Huelva * 5579%
* Malaga o A47.72%
» |ISCED 3-4

» Total o 22.72%
« Andalusia * 19.87%
* Almeria e 22.29%
* Huelva * 17.60%
* Malaga * 22.00%
» ISCED 5-8

» Total * 36.35%
 Andalusia * 29.61%
* Almeria * 19.02%
* Huelva * 26.60%
* Malaga » 30.28%

Source: Estadistica de la Educacion en Andalucia (Education Statistics in Andalusia), 2018.
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Table 27. PISA results in Science, Mathematics and Reading in Andalusia. 2018

s athmaies oy |

« Andalusia o 471 o 467 * 479
* Spain - 483 . 481 - 496
- OECD - 489 . 489 * 493

Source: PISA 2018 for Science & Mathematics & 2015 for Reading.

Andalusia results in PISA 2018 (and 2015 for Reading) show that this community has a lower
level of Science, Mathematics and Reading than the national average. This is as well repeated
compared to OECD, showing an important educational lag with reference to Spain and the whole
OECD.

Table 28. Employment/ Unemployment Statistics for Nationals, Foreigners in La Rioja 2019.

* Total labour registration ¢ 5,202,621
« Foreigners in labour registration * 251,112

* % Foreigners over Total *48

* Total unemployment *2511,768
« Foreigners in unemployment + 81,581

* % Unemployed foreigners over total *3.2

Source: Estadisticas de la Seguridad Social 2020.

The rate of employed foreigners in Andalusia is much lower than the national one (4.8%), but the
rate of unemployed foreigners over the total unemployment in the region is, as well, much lower as
only 3.2% of unemployed workers are foreigners (compared to 12.1% at the national level).

At the level of provinces, data is more varied as, for instance, the rate of employed foreigners
over the total in Almeria in very high (16.3%) and, even if lower than the national data, in Huelva
and Malaga their share of migrant workers over the total employed population is higher than the
Andalusian mean (7.1% and 9.1% respectively). About unemployment rates, there is as well a huge
variation as 11.4% of unemployed workers in Almeria are foreigners which is high for Andalusia
(3.2%) but lower than the national average (12.1%). In the case of Huelva (5.2%) and Malaga (5.4%)
the rates are very low compared to the national average but a bit higher than the Andalusian mean.

Table 29. Employment and Unemployment Statistics for Nationals and Foreigners in Almeria

2019.
* Total labour registration * 372,482
« Foreigners in labour registration * 60,614
* % Foreigners over Total *16.3%
* Total unemployment « 174,675
« Foreigners in unemployment 19,847
* % Unemployed foreigners over total *11.4%

Source: Estadisticas de la Seguridad Social 2020.
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Table 30. Employment/ Unemployment Statistics for Nationals, Foreigners in Huelva 2019.

* Total labour registration * 502,791
« Foreigners in labour registration 35,877
* % Foreigners over Total *7.1%

* Total unemployment « 208,229
* Foreigners in unemployment + 10,764
* % Unemployed foreigners over total *5.2%

Source: Estadisticas de la Seguridad Social 2020.

Table 31. Employment/ Unemployment Statistics for Nationals, Foreigners in Malaga 2019.

* Total labour registration * 829,197
* Foreigners in labour registration 75,870
* % Foreigners over Total *9.1%

* Total unemployment » 376,004
* Foreigners in unemployment 20,256
* % Unemployed foreigners over total *5.4%

Source: Estadisticas de la Seguridad Social 2020.

Table 32. Foreign-born residents and their share over total population Andalusia and in the
provinces of Almeria, Huelva, and Malaga over the total population in Andalusia. 2018

- Total Population + Foreign Population c %

« Andalusia - 8,414,240 + 655,555 * 7.79%
+ Almeria « 716,820 - 145,908 +20.35%
+ Huelva - 521,870 + 44,838 - 8.59%
- Malaga - 1,661,785 - 253,153 «15.23%

Source: INE, 2019.

While Andalusia has only 7.79% of the foreign-born population of all the country, as it can be seen
in Table 32, in Almeria, almost 20% of its population is migrant. In the case of Malaga there is also
a high share of foreigners (15.23%) while Huelva, with only 8.59%, still has a higher share than the
regional one.

Table 33. Regions of Origin of foreign-born residents in Andalusia. 2018
Europe Africa Central America/ Morth South Oceania
Caribbean America America
Andalusia 318634 185935 19658 9,588 80,848 39,850

% Of Total 48.7% 28.4% 3.0% 1.5% 12.3% 6.1% 0.1%

Source: INE, 2019.
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As it can be seen, practically half of all foreign-born residents in Andalusia come from Europe
(48.7%) followed by Africans (28.4%), who represent more than one quarter of its migrant population.
South Americans (12.3%) are the third category, followed by Asians (6.1%). With 1.5% and 0.1%,
respectively, there are extremely few North Americans and Oceanians in the region. In this case, the
distribution is quite similar to La Rioja.

Table 34. shows their distribution in the selected provinces. As it is possible to see, there are several
variations from one to another being noticeable the fact that 50% of foreign-born residents in
Almeria are Africans while 60.9%, in the case of Malaga, are European.

Table 34. Regions of Origin of foreign-born residents in the provinces of Almeria, Malaga, and

Huelva. 2018
I N I N O N

Almeria 57,241 73,003 12,372 3,233 145,908

% Of total 39.2% 50.0% 8.5% 2.2% 0.0% 0.0% 100%

Huelva 24,724 15,541 3,350 1,211 4 8 44,838

% Of total 55.1% 34.7% 7.5% 2.7% 0.0% 0.0% 100%
Malaga 154,079 40,644 40,224 17,883 265 58 253,153

% Of total 60.9% 16.1% 15.9% 7.1% 0.1% 0.0% 100%

Source: Estadistica de la Educacion en Andalucia (Education Statistics in Andalusia), 2019.

Asylum applicants

Andalusia assumes 9.97% of Spain's asylum applications (5,414). One of the Refugees Reception
Centres managed by the Government is located in this Autonomous Community (in the province of
Seville). From the total applications in Andalusia, most were concentrated in Malaga (2,043). The
main countries of origin of the asylum seekers in Malaga are Venezuela, Colombia, and Ukraine. In
the other two provinces of our sample numbers are smaller, with a total of 503 asylum seekers in
Almeria and 299 in Huelva (mainly from Venezuela, Mali and Colombia in both provinces).

Table 35. Asylum applicants in Almeria by country of origin from January to December 2018

Venezuela 153 20,053
Mali 112 707
Colombia 76 8,818
Ukraine 36 2,068
Guinea 28 732
Ivory Coast 16 449
Other countries 82 21,497
Total 503 54,324

Note: Asylum applications filed at embassies and resettlement are not included.
Source: Asilo en Cifras, 2019.17

17http://www.interior.gob.es/documents/642317/1201562/Asilo_en_cifras_2018_126190829.xlsx/0b370591-496b-4489-
8049-06d6665bc87d
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Table 36. Asylum applicants in Huelva by country of origin from January to December 2018

Venezuela 118 20,053
Mali 67 707
Colombia 38 8,818
Ukraine 22 2,068
Georgia 9 1,040
Other countries 45 21,638
Total 299 54,324

Note: Asylum applications filed at embassies and resettlement are not included.
Source: Asilo en Cifras, 2019.'8

Table 37. Asylum applicants in Malaga by country of origin from January to December 2018

Venezuela 815 20,053
Colombia 392 8,818
Ukraine 203 2,068
Russia 80 663
Guinea 70 732
Georgia 63 1,040
Nicaragua 53 1,368
Morocco 49 1,321
Ivory Coast 32 449
Honduras 30 2,465
Other countries 256 15,347
Total 2,043 54,324

Note: Asylum applications filed at embassies and resettlement are not included.
Source: Asilo en Cifras, 2019.19

Table 38. Number and type of schools in Andalusia and in the provinces of Almeria, Malaga
and Huelva, foreign-born students enrolled and their share over total students. 2018

Number of Number of Foreign-born | % Foreign
schools students Students Students over
total

Anda- 7422 4,736 2,686 1,608,790 93,504 6%

lusia

Almeria 693 463 230 141,313 24,862 18%

Huelva 503 374 129 100,310 6,385 6%

Malaga 1,278 744 534 308,825 31,520 10%

Source: Educabase, 2019.

18nttp.//www.interior.gob.es/documents/642317/1201562/Asilo_en_cifras 2018_126190829.xIsx/0b370591-496b-4489-
8049-06d6665bc87d
19http://www.interior.gob.es/documents/642317/1201562/Asilo_en_cifras_2018_126190829.xIsx/0b370591-496b-4489-
8049-06d6665bc87d
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Like in La Rioja, most schools in Andalusia (63%) are public, which represents a higher share than
Madrid where this is more balanced. This distribution is quite similar at the level of the selected
provinces with the notable difference of Huelva where the share of public schools over total is
higher. Regarding the number of foreign-born students, while in Andalusia only 6% of the students
enter in this category, in Almeria the share is much higher (18%) and in Malaga it is also higher
(10%). Huelva goes in line with the regional magnitudes.

7.3 School Sampling

In Spain, as set out in the Grant Agreement, we will visit 90 centres where we will survey 3,600
migrant children in two rounds. The number of surveyed children will be finally higher as we will
also collect data from non-migrant classmates. In order to define our model, we have first decided
the geographical distribution of the centres and then which characteristics these centres should
have. We have followed the stratified random sampling to do so.

7.3.1 Key characteristics using in sampling framework

In total, 90 education centres have to be visited. In order to cover the regional distribution of the
sample among the five selected provinces we have organized this according to the proportion of
foreign-born students in each province. We set a minimum of 5 centres to visit per province, so, at
least, 10% of the sample will correspond to each regional unit. Data on foreign-born students comes
from: Estadistica de las Ensefianzas no universitarias. Curso 2018-19. Datos Avance Subdireccion
General de Estadistica y Estudios del Ministerio de Educacién y Formacion Profesional. (Statistics
of Non-University Teachings. Academic Year 2018-19. Preview Data. Subdirectory of Statistics and
Studies of the Ministry of Education and Vocational Training).?°

In Spain, there are three types of centres according to their financing: public, private and private
with subsidised public funds (concertado in Spanish). We extracted from “Escuelas Catdlicas”
the number of centres per province. We excluded private-owned centres from the sampling as
according to Garcia-Castaio and Rubio Gomez (2013)21 these have a low number of third country
nationals. Then we calculated the share of each type of centre over the total. We transferred this
percentage to the number of centres that we will visit in each province (see point a) to decide in how
many centres of each type we will carry out the survey (for example, if we are going to 10 centres
and in that province 80% are public and 20% are private with subsidised public funds, we will go
to 8 public and 2 private with subsidised public funds). Data on ownership of the centre: Catholic
Schools Statistics Service.??

Considering the percentage of foreign students by educational level, ownership of the centre and
provinces we will try to replicate the same distribution in the selection of the centres in our sample.

20 Available here: http://estadisticas.mecd.gob.es/EducaDynPx/educabase/index.htm?type=pcaxis&path=/Educacion/Centros/
Centrosyun id/RD2018-2019/Res&file=pcaxis&l=s0
21 gee Garcia-Castafo, F.J. y Rubio Gémez, M. (2013) “«Juntos pero no revueltos»: Procesos de concentracién escolar del

«alumnado extranjero» en determinados centros educativos”, Revista de Dialectologia y Tradiciones Populares, vol. LXVIll (1):
7-31.22 Available here: https://www.escuelascatolicas.es/estadistica/

80



&

Report on Standardisation across Data Collection/Implementation

R. Maier | D. Horgan | S. Martin | J. O'Riordan immerse

Table 39. Distribution of foreign students by educational level, ownership of the centre and
province (%)

Basic Vocational
Primary Special Secondary Profes- Education and | TOTAL

Education sion al Training
Training

« Public Schools

Madrid 57.47% 0.86% 27.08% 8.90% 2.08% 3.61% 100%
LaRioja 57.20% 0.66% 27.19% 5.07% 3.48% 6.40% 100%
Malaga 52.56% 0.63% 33.93% 9.59% 0.91% 2.37% 100%
Almeria 59.08% 1.06% 29.39% 6.44% 1.08% 2.95% 100%
Huelva 58.18% 0.55% 31.03% 7.18% 0.89% 2.18% 100%
TOTAL 56.98% 0.84% 28.60% 8.44% 1.77% 3.38% 100%
Private and private with subsidised public funds

Madrid 50.12% 0.52% 35.19% 7.66% 2.00% 4.51% 100%
La Rioja 50.18% 1.08% 31.74% 2.17% 8.14% 6.69% 100%
Malaga 48.93% 0.48% 36.42% 12.06% 0.22% 1.89% 100%
Almeria 50.44% 2.40% 29.04% 4.80% 0.00% 13.32% 100%
Huelva 35.04% 0.85% 44.87% 1.28% 5.98% 11.97% 100%
TOTAL 49.83% 0.55% 35.28% 8.17% 1.89% 4.28% 100%
TOTAL

Public+ 55.25% 0.77% 30.22% 8.37% 1.80% 3.60% 100%
private

Given the previous distribution, the approximate distribution of the sample of 90 schools would be
the following:

Table 40. Distribution of schools in the sample

Primary Secondary + Vocational TOTAL
High School Training

Public Schools

Madrid 18 12 2 32
La Rioja 4 2 2 8
Malaga 6 6 0 12
Almeria 6 4 0 10
Huelva 4 2 2 8
TOTAL 38 26 6 70
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Primary Secondary + Vocational TOTAL
High School Training

Private and private with subsidised public funds

Madrid 6 4 2 12
La Rioja 2 0 0 2
Malaga 0 2 0 2
Almeria 2 0 0 2
Huelva 0 2 0 2
TOTAL 10 8 2 20
TOTAL Pub- 48 34 8 90
lic+

private

Data on foreign students by educational level, ownership of the centre and province come from:
Estadistica de las Ensenanzas no universitarias. Curso 18-19. Subdireccion General de Estadistica
y Estudios del Ministerio de Educaciéon y Formacion Profesional. (Statistics of Non-University
Teachings. Academic Year 18-19. Subdirectory of Statistics and Studies of the Ministry of Education
and Vocational Training).?

Special education?* percentages were not included in the final selection; however, it is likely that
some of these students will be included in the sample, although we will not include any variable
that differentiates them.

Secondary and High Schools centres count together in the sample distribution because most
schools in Spain include both educational levels. Basic Professional Training and Vocational
Education and Training are also grouped thus trying to incorporate centres that include these two
educational levels in the same centre.

In order to determine the exact location of the centres, we used the largest territorial breakdown of
data available: the census sections?®. We obtained the data of foreign-born residents?® per census
section and so we organized them to exclude those having a share lower than 20% in order to
maximize the possibilities of finding a high number of foreign-born students in schools of the
sample. This data come from INE's database Estadistica del Padron Continuo a 1 de enero de 2019.
Datos por secciones censales.?

23 Available here: http://estadisticas.mecd.gob.es/EducaDynPx/educabase/index.htm?type=pcaxis&path=/Educacion/
Alumnado/Matricula do/2018-2019RD/Extranjeros&file=pcaxis&l=s0

24 students who have learning difficulties that make it necessary to have special educational resources to attend them.
To be considered special needs students they require an official diagnosis. They can be undertaken schooling in special
education schools or in standard centres.

25 census sections are the lowest level units for the dissemination of statistical information in Spain (e.g. from the
census) and are also used to organize the electoral processes. As they are basically operational, they are always defined
by more or less fixed sizes.

26 Ey nationals will be excluded from sampling, except Romanians and Bulgarians as explained in the first section.
27 See https://www.ine.es/dynt3/inebase/es/index htm?type=pcaxis&file=pcaxis&path=%2Ft20%2Fe245%2Fp07%2F%2F
2019
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After excluding those census sections having less than 20% of foreign-born residents, we organized
the remaining ones characterizing them as urban or rural applying the most widely used definition
in Spain contained in Law 45/2007 of 13 December, for the Sustainable Development of the Rural
Environment (LDSMR), which establishes that a rural environment is one with a population of less
than 30,000 inhabitants. So, those census sections belonging to a municipality with less than
30,000 inhabitants were labelled as rural and the rest of the selection was left as urban.

Census sections with more than 20% of the migrant population were also organized according to
their average household income. This data come from INE's Atlas de distribucién de renta de los
hogares.?®

In order to refine the selection, we decided to discard those census sections having a household
income level considered as "high" because, as shown by Echazarra (2010),% in the case of the
metropolitan area of Madrid, the majority of foreign-born residents in those sections will likely be
EU citizens (as explained in section 1, residential migration will be excluded).

To determine which income levels of the Spanish population are considered as "high" we applied
the division by deciles used by INE in the Encuesta de Condiciones de Vida (ECV) (Living Conditions
Survey). Thus, the first three deciles (D1, D2, D3) are considered as “low income”, the intermediate
deciles (D4,D5,D6 and D7) are considered as "average” and the highest deciles (D8, D9 and D10) are
considered as "high".3°

Table 41. Household income level per deciles in Spain. 2016

2016

Second decile 5.297,1€ Low Income
Third decile 7.684,1€

Fourth decile 9.588,6€

Fifth decile 11.634,0€ Median Income
Sixth decile 13.680,9€

Seventh decile 15.869,0€

Eighth decile 18.600,8€

Ninth decile 22.356,4€ High Income
Tenth decile 28.437,0

Source: Encuesta de Condiciones de vida (ECV) INE, 2016.

Since the most recent income data of census sections recorded by INE are from 2016, we used the
deciles of 2016 to determine their income level. According to these data, those census sections

28 gsee https://www.ine.es/experimental/atlas/exp_atlas_tab.htm
29 see Echazarra, A (2010), “Segregacion residencial de los extranjeros en el area metropolitana de Madrid. Un analisis
cuantitativo, Revista Internacional de Sociologia (RIS), 68 (1): 165-197.

30seehttps://www.ine.es/ss/Satellite?l =es_ES&c=INESeccion C&cid=1259925432454&p=1254735110672&p
gename=Pro ductosYServicios %2FPYSLayout&param1=PYSDetalle&param3=1259924822888
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with a household income of more than 18,600.8 euros would be considered as "high income”.
However, adopting this measure as a cut-off for the selection would greatly reduce the sample in
some provinces (given that these data are taken at the national level, but the average income varies
according to the census sections). For example, with this criterion there would only be two census
sections leftin Huelva. We therefore decided to eliminate only those census sections whose average
income per household belongs to the last two deciles (D9 and D10), that is, we excluded from the
sample those sections with an average household income of 22,356.4 euros or more.

Given that all the public centres in Spain are non-religious, it is proposed that all the private schools
with subsidised public funds in the sample should be Catholic in order to guarantee that we cover
this variable. In Spain, according to the Catholic Schools Statistics Service (2019) 72.1% of these
schools are Catholic, therefore, of the 10 private schools with subsidised public funds that will
be included in the sample, 7.2 should be religious and the other 2.8 should be lay. However, it is
highly probable that the non-EU foreign student body attending to private schools with subsidised
public funds will be concentrated in Catholic schools, as indicated by Poveda et al. (2007)3" for
the municipality of Madrid. Therefore, it is proposed that the 10 subsidised centres in the sample
should be Catholic. Sources: Catholic Schools Statistics Service. Available here: https://www.
escuelascatolicas.es/estadistica/ (2019) and Poveda et al. (2007).%2

Recalling the distribution of public and private with subsidised public funds schools by province
listed in Table 39 and taking into account that 24.4% of the census section sample is in rural areas
(22 sections of 90) this distribution will be replicated for the selection of public and private with
subsidised public funds schools. Thus, 24.4% of the private centres with subsidised public funds
will be in rural areas (6 of the 20 schools) and the rest of them will be in urban areas (i.e. 14 out of
20) and the same for public schools; 24.4% will be located in rural areas (16 out of 70) and the rest
of the public schools will be in urban areas (54 out of 70).

Data on census sections distribution by urban/rural area come from section €) in this document.

To ensure that small, medium and large schools are included in the sample a small centre shall be
considered to be one with less than 300 students,*® a medium one, between 300 and 450 students, a
large one, more than 450.

31 See Poveda, David, Franzé Mudand, Adela, Jociles Rubio, Maria Isabel, Rivas, Ana Maria, Villaamil Pérez, Fernando,
Pelaez, Carlos and Sanchez, Paula (2007) La segregacion étnica en la educacion secundaria de la ciudad de Madrid: un
mapa y una lectura critica. Emigra Working Papers (91). p. 18. Available at: https://eprints.ucm.es/32983/

32 This source comes from an annual report made by a private organization that centralizes the catholic schools in
Spain. Although it is not an official source, the data within this report comes from micro-data from “Ensefianzas no
universitarias. Centros y servicios educativos. Curso 2016-2017. Resultados Detallados. MECD" (Statistics of Non-
University Teachings. Academic Year 2016-17. Detailed Results. Ministry of Education, Culture and Sports). Micro-data
are not publicly accessible although they can be requested by other organizations.

33 Schools below 100 pupils will not be included because they will not let us collect enough data to be able to do analysis
on school effects.
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In Spain, the limit of the official maximum ratio in primary is 25 students per classroom. Considering
this, a Primary School with 3 classes per year and 25 children in each class would have a total of
450 students. Considering this criterion, a school will be qualified as "large” if it has more than 3
classes with 25 students per academic level.

The distribution of the sample will be proportional according to the size of the school due to
a pragmatic issue: in small schools, less children will be found and therefore less data will be
available. Thus, of the 90 centres, approximately 16 will be small (1/6 of the sample), 30 medium
(1/3 of the sample) and 44 large ones (1/2 of the sample).

Inthose schools thatinclude primary and secondary levels, as data will be collected in all educational
levels, they will be counted twice in the sample (i.e., as primary school and a secondary school).
To calculate the school size, in these cases, only the number of students enrolled in a specific
educational level will be considered (not the total number of students in the school). For example,
one school that has both primary and secondary levels might have around 720 students in total.
Considering this, it would be a large school, but if we consider separately the students in primary
and secondary there will be only 360, therefore, this school should be considered a medium school.
This last option is the one that will be considered when doing the sampling.

Based on the previously indicated processes, the educational authorities would be requested to
give us access to the educational centres with the highest percentage of students of immigrant
origin in that census section (at least 15% must be foreign-born, if there is no centre with these
characteristics, we would move on to the next census section of the sample). Likewise, the centres
must comply with the characteristics presented below.

Once the specific educational centres have been selected data will be collected from all classrooms
in schools with more than 15% of foreign-born students. If any centre has been selected for a
specific educational level such as “Secondary + High School” but has some other level such as
Basic Vocational Training, data will also be collected for those levels.

If any classroom has less than 15% of students of immigrant origin, data will not be collected in it,
although it will be collected in the rest of the educational centre. For example, if in a classroom with
30 children there are less than 4 of immigrant origin, data will not be collected in that classroom.

7.3.2 Categories resulting from Framework and Sampling Pool

- Provinces: Madrid, La Rioja, Almeria, Malaga and Huelva.
- Regional distribution of the centres: minimum of 5 per province.
- Ownership: public and private with subsidised public funds schools.

- Percentage of foreign students by educational level, ownership of the centre and
province: sample distribution similar to the total distribution.
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- Urban/rural census section.

- Census sections organized by average household income (excluding the higher incomes)
- School size: small, medium and large.

- Religious denomination: catholic and non-denominational.

- Minimum percentage of foreign students in the school: 15%

- Minimum percentage of migrant background students in the classroom: 15%.

Table 42. Final Sampling Distribution per categories

Rural- Urban-
Rural - |Private with Urban- ! . Medium
Public |Subsidised i;han  |Public Centres
public
funds
Madrid 44 2 o 2 4z 3z 10 a8 14 22
La Rioja 10 G 4 2 4 4 0 2 4 4
Malaga 14 2 2 0 12 10 2 2 8
Almeria 12 4 4 0 8 & 2 2
Huelva 10 2 2 2 0 2 4
TOTAL a0 22 16 G 6B 54 14 16 30 44

7.4 School Sampling — Plan B

In the event that the stratified random sampling technique for selecting school sites discussed
aboveyieldslow responserates, we will use the back-up strategy involving non-probability sampling
techniques (as described in the general sampling strategy) that allow us to use our contacts and
networks to recruit schools to participate (the organization Catholic Schools, for the subsidized,
and the Ministry of Education and its regional levels for the public ones). We will still sample from
each of the categories from the stratified sampling framework, but we will choose sites purposively,
rather than randomly, in order to maximise response rates in order to reach our participant quota.

7.5 Child/classroom Sampling

We will use a census-type approach for sampling classrooms within schools, as described in the
general sampling strategy section. We do not anticipate needing to make any adjustments to this
strategy. We will ensure that we have sufficient and proportionate representation of each age group
across all types of schools delineated in our school sampling framework.

7.6 Sampling in Non-Formal Education Environments

Previous studies have described different models and degrees of recognition of non-formal
education in Europe (Bjornavold, 2000). Non-formal education in Spain is characterised by an open
curriculum, a lower degree of prestige, certification and professionalization compared to formal
education, more individualised approaches, learning that is more autonomous, more participatory
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instructional methodologies and more freedom for the students to choose the subjects based
on their individual interests. In this regard, the following contexts of implementation have been

identified (Herrera Menchén, 2008):

Figure 3. Non-formal educational context in Spain
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Source: translated from Herrera Menchén, 2008

In Spain, the vast majority of children somehow attend formal educational environments.
Consequently, there is a lack of systematised data on the characteristics of key non-formal
education environments for migrants in Spain, which in turn present higher levels of inaccessibility.
For this reason, we will not include non-formal education centres in our sampling strategy (leaving

them for the case studies).
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8 Appendix B — Ireland (Research Partner: UCC)

8.1 Regional Sampling

Ireland is an island of about 84.5 thousand square kilometres and has approximately 4.76 million in
habitants (2016 census), 50.6% female and 49.4% male. It is divided into four provinces, 32 counties,
137 Local Electoral Areas, and 3,409 Electoral Districts. Over the past fifty years, the population has
shifted from living mainly in rural areas (towns or settlements of less than 1,500 people, about 54%
in the 1966 census) to being concentrated in urban areas (almost 63% in 2016). In fact, over a third
of Ireland'’s population now lives in five urban centres and their surrounding suburbs: Dublin, Cork,
Limerick, Galway, and Waterford.'

The national labour force participation rate2 in 2016 was 61.4%, with the smallest ever gap between
the male and female participation rates (67.8% for males, vs about 82% in 1966, and 55.2% for
females, vs about 28% in 1966). Overall, the majority of employed people worked in managerial
and technical positions, non-manual labour jobs (not at managerial level), or skilled manual labour
jobs, with professional workers and unskilled labour positions making up smaller groups. It is
important to note, however, that there were significant differences between counties in terms of the
socio-economic distribution of their inhabitants. Almost 80% of all jobs were in the services sector.
Agriculture, which employed almost a third of all workers in 1966, now counted for less than 5% of
total employment. Just over a third of working adults, 36.6%, had third level education.3 Ireland is
still a predominantly Roman Catholic country (78%), though there has been a steady decline over
the past 30 years, with increasing numbers claiming no religious affiliation or an affiliation other
than Roman Catholic or Church of Ireland.4

Ireland has, historically, been a migrant-sending rather than a migrant-receiving country, with small
flows of immigration outweighed by much larger flows of emigration. Economic growth in the first
half of the 1990s, however, triggered significant change in migration patterns. In the latter half of
the decade and particularly following the enlargement of the EU in 2004, immigration numbers
began to surpass emigration numbers, peaking in 2006/7. Economic change then produced a sharp
reversal, with the recession of 2008 prompting a dramatic fall in the number of immigrants and a
rise in the number of emigrants. Immigration began to climb slowly again in 2010, and 2019 figures
were around the same level as 2005 (though still well below the peak of 2006/7).5 According to the
2016 census, 17.3% of Ireland's population were foreign-born, and 11.4% were born somewhere
other than Ireland or the UK. Figure 1 shows the proportion of Ireland's foreign-born population by
region of origin.

T Central Statistics Office. (2017a). Census 2016 Summary Results — Part 1. Dublin: Central Statistics Office. Data on
general population stats and geographical distribution comes from Chapters 1 and 2 of this document. https://www.cso.
ie/en/media/csoie/newsevents/documents/census2016summaryresultspart1/Census2016SummaryPart 1.pdf

2 central Statistics Office. (2017b). Census 2016 Summary Results — Part 2. Dublin: Central Statistics Office. Data on
labour force participation comes from Chapter 1 of this document. https://www.cso.ie/en/media/csoie/newsevents/
documents/census2016summaryresultspart2/Census_2016_Summary_ Results_%E2%80%93 Part_2.pdf

3 Economic and Social Research Institute. (2019). ESRI Review of research 2018. Dublin: Economic and Social Research
Institute.

4 £s0,2017a, p. 72.
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Figure 1. Foreign born population in Ireland by region of origin — 2016 Census
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The IMMERSE team in Ireland will carry out data collection in three areas: Dublin, Limerick, and Cork
(shown in Figure 1). According to 2016 census data (the most recent census), Ireland's migrant
population is highly concentrated in urban areas, in particular the city centres of Dublin, Cork, and
Limerick, and the suburbs of West and North Dublin.7 These areas account for about half of the
country's migrants and contain electoral districts (EDs) that have as much as 59% foreign- born
residents. Most rural areas, by contrast, have less than 5% foreign-born residents, with 81 EDs
having only one or no foreign-born residents. Due to practical and financial constraints related to
personnel, travel, and ensuring our participant quota, we have therefore decided to concentrate on
Dublin, Cork, and Limerick as our data collection regions. This means that we will not be covering
migrant and refugee students who are in more rural areas, however, we will include some of the
smaller communities that make up the commuter belts of our urban centres that have a high enough
migrant population.

5 McGinnity, F,, Fahey, E., Quinn, E., Arnold, S., Maitre, B., & O'Connell, P. (2018). Monitoring Report on Integration 2018.
Dublin: Economic and Social Research Institute.

6 Central Statistics Office. (2017¢c). Population usually resident and present in the state 2011 to 2016 by sex, birth
place, census year and age group. Retrieved from CSO StatBank website: https://statbank.cso.ie/px/pxeirestat/Statire/
SelectVarVal/Define.asp?maintable=E7055&PLanguage=0

7 Fahey, E., Russell, H., McGinnity, F.,, and Grotti, R. (2019). Diverse neighbourhoods: An analysis of the residential distribution
of immigrants in Ireland. Dublin: Economic and Social Research Institute.
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Figure 2. IMMERSE Data Collection Sites - Ireland
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8.2 Region Profiles

8.2.1 Region: Dublin

Figure 3. Counties of Dublin Regional Authority
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Source: 2016 SAPMAP Viewer (http://census.cso.ie/sapmap/). The purple lines indicate county boundaries.
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Dublin Regional Authority contains 4 counties (Fingal, Dublin City, South Dublin, and Dun Laoghaire/
Rathdown, shown in Figure 3) which make up the city centre and surrounding suburbs. Dublin is
Ireland's capital, the centre of political, administrative, and economic activity in the country. This is
by far the most populous and population dense area of Ireland. According to the 2016 census, the
population of the region was 1,347,359 or 28% of Ireland's total population (49% male and 51%
female).®

Table 1. Age Distribution of Dublin Regional Authority

M Dublin Proportion National Proportion
0-9

181,831 13.5% 14.4%
10-19 156,870 11.6% 13.1%
20-29 203,552 15.1% 12%
30-39 243,970 18.1% 15.8%
40-49 186,747 13.9% 14.4%
50-59 148,839 11% 12%
60+ 225,550 16.7% 18.4%
Total 1,347,359 100%

Source: Central Statistics Office, 2019a, 2019b.

The population of Dublin is more highly educated, has more income, and is more likely to be in
higher social class categories than populations in the rest of the country, as Table 2 indicates. It is
important to note, however, that there are significant variations in wealth, education, and other SES
markers within Dublin; not all areas are equally affluent. Data from the Pobal HP Deprivation Index
indicates that Dublin contains the most advantaged and some of the least advantaged electoral
districts in the country, based on factors such as demographic and social census data, e.g. highest
level of education completed, unemployment rates, and occupation classification.?

Table 2. Socio-economic Status Indicators: Dublin Region

Dublin Ireland™®
Completed higher education™ 36% 28%
Median Gross Income per Household™ €52,853 €45,256

8Unless otherwise indicated, all data for Dublin in this section comes from: Central Statistics Office. (2019a). Census
2016 Sapmap Area_Nuts3 2016 Dublin. Retrieved from: http://census.cso.ie/sapmap2016/Results.aspx?Geog
Type=NUTS3&Geog_Code=F97E459B-57ED-49C0-8A28- 2BC1C7FO8E88#SAPMAP_T9_901

9 pobal. (n.d.). Deprivation Indices. https://maps.pobal.ie/WebApps/Deprivationindices/index.html. For more information
on the methodology of the Deprivation Index, see Haase & Pratschke. (2017). The 2016 Pobal HP deprivation index for
small areas (SA): Introduction and reference tables. Dublin: Trutz Haase. http://trutzhaase.eu/wp/wp- content/uploads/
The-2016-Pobal-HP-Deprivation-Index-Introduction-07.pdf

10 ynless otherwise indicated, all data for Ireland comes from: Central Statistics Office. (2019b). Census 2016 Sapmap
Area: State. http://census.cso.ie/sapmap2016/Results.aspx?Geog_Type=S&Geog_Code=S#SAPMAP_T9_901

T Bachelor Degree or National Diploma, Honours Bachelor Degree or Professional Qualification, Postgraduate Diploma
or Degree, Doctorate (PhD) or higher, ISCED levels 5-8.

12 reland income figure source: Geographical Profiles of Income in Ireland 2016 https://www.cso.ie/en/
releasesandpublications/ep/p- gpii/geographicalprofilesofincomeinireland2016/incomeinireland/#:~:text=The%20
median%20gross%20income%20per,in%202016%2C%20see%20Table%201.1. City income figures source: Central Statistics
Office, Geographical Profiles of Income in Ireland, Table IIA14 (2019) https://statbank.cso.ie/px/pxeirestat/Database/
eirestat/Geographical%20Profiles %200f%20Income%20in%20Ireland/Ge ographical%20Profiles%200f%20Income%20
in%20Ireland_statbank.asp?SP=Geographical%20Profiles%200f%20Inco me%20in%20Ireland&Planguage=0
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Proportion in top 2 social classes™ 40.5% 36.2%

Proportion in bottom 2 social classes 11.4% 14.1%
Sources: Central Statistics Office, 2019a, 2019b.

Dublinis also more diverse than the rest of the country in terms of ethnicity and religious orientation.
While still overwhelmingly White Irish and Catholic, there are greater concentrations of groups with
different ethnic backgrounds and religions in Dublin than Ireland in general, both in raw numbers
and proportions.

Table 3. Ethnicity and Religion: Dublin Region

Ethnic or cultural background

White Irish/White Irish Traveller 75.9% 82.8%
Other White 11.6% 9.5%
Black or Black Irish 2.2% 1.4%
Asian or Asian Irish 3.8% 2.1%
Other 2.3% 1.5%
Religion

Catholic 68.9% 78.3%
Other 12.5% 9.2%
No religion 14.4% 9.8%

Sources: Central Statistics Office, 2019a, 2019b.

Approximately 21% of the population of Dublin and its suburbs was foreign-born in 2016, which
is higher than the national proportion of 17.3%. Table 4 shows the breakdown of the foreign-born
population by region of birth. It indicates that Dublin has much lower concentrations of UK migrants
than the rest of the country and higher concentrations from EU West countries, Africa, the Americas,
and especially Asia. The most popular countries of origin in Dublin in 2016, besides the UK, were
Poland, Romania, India, Brazil, and Lithuania.™

13 The Census divides occupations into six classes based on skill level: professional workers, managerial and technical,
non-manual, skilled manual, semi-skilled, and unskilled. There is also a 7th “residual” category for “all others gainfully
occupied and unknown". See “Socio-economic group” at https://www.cso.ie/en/releasesandpublications/ep/p- cp9hdc/
p8hdc/p9bgn/#:~:text=Social%20class %20The%20entire % 20population,Unskilled%207%20AIl%20others %20g ainfully

14 Central Statistics Office. (2017e.) Population usually resident and present in the state 2011-2016 by sex, aggregate
town or rural area, birthplace, county of usual residence, and census year. Retrieved from CSO Statbank website: https://
statbank.cso.ie/px/pxeirestat/Statire/SelectVarVal/Define.asp?maintable=E7050&PL anguage=0
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Table 4. Foreign-born Population of Dublin City and Suburbs by Region of Birth'®

Country of birth Dublin _____________eland |

United Kingdom 19.7% 34.2%
EU West 11.5% 7.8%
EU East 26.9% 28.4%
Other Europe 4.6% 3.3%
Africa 8% 6.3%
Asia 18.2% 11.6%
Americas 10% 7.2%
Other 1.2% 1.2%

Source: Central Statistics Office, 2017d.

18% of Dublin's population spoke a foreign language in 2016, with Polish being the most
common, and about 85% of those who spoke a foreign language said they could speak English
“well" or "very well."

Migrants in Dublin are more concentrated in the inner city and in the suburbs to the north and
west; the more affluent suburbs in the south have lower proportions of foreign-born residents.
There are no significant differences between EU and non-EU migrant populations in their
distribution around Dublin."®

Schools in Ireland are split into two levels: primary (ages 4/5 to usually 12) and post-primary
(ages 12/13 to usually 18). For the 2019/20 academic year, the Dublin Regional Authority had
452 mainstream primary schools (142,192 pupils, 51% male and 49% female), 49 special primary
schools (2793 pupils, 65% male and 35% female), and 184 post-primary schools (hereafter referred
to as secondary level, 92,392 pupils, 50% male and 50% female).'” At both primary and secondary
level, the majority of schools were located in Dublin City (43% at primary level and 41% at secondary
level), commensurate with the concentration of the population there.

Irish schools can be differentiated by several factors — size, language, DEIS status, and religious
“ethos”. Because Irish, alongside English, is an official language in Ireland, some schools offer some
or all subjects using Irish as the language of instruction. Irish medium schools are the minority,
however, as the vast majority of schools (90% nationally) use English as the language of instruction
for most subjects, with compulsory classes for learning Irish.

In 2005, the Department of Education and Skills established a school classification system designed
to help address educational disadvantage, known as Delivering Equality of Opportunity in Schools
(DEIS). This is a national programme aimed at prioritising the educational needs of children and
young people from disadvantaged backgrounds. Schools who have concentrations of students

15 Central Statistics Office. (2017d). Population usually resident and present in the state 2016 by town of usual residence,
census year and birthplace. Retrieved from CSO Statbank website: https://statbank.cso.ie/px/pxeirestat/Statire/
SelectVarVal/Define.asp?maintable=E7051&PLanguage=0

16 Fahey, E., Russell, H., McGinnity, F, and Grotti, R. (2019). Diverse neighbourhoods: An analysis of the residential
distribution of immigrants in Ireland. Dublin: Economic and Social Research Institute.

17 Unless otherwise stated, all school data comes from school lists made publicly available by the Department of
Education and Skills, found here: https://www.education.ie/en/Publications/Statistics/Data-on-Individual-Schools/
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from lower socio-economic backgrounds are designated as DEIS and receive extra supports.'® For
the 2019/20 academic year, 22% of all primary schools and 27% of all secondary schools in Ireland
were included in the programme.

Despite increasing secularisation in Ireland, particularly over the past two decades, religious
institutions continue to play a key role in education delivery. Although the majority of schools are
state-funded, “they are established by patron bodies [non-governmental, usually churches] who
define the ethos of the school and appoint the board of management to run the school on a day to
day basis".’ Primary schools are overwhelmingly owned and managed by local Catholic parishes
(almost 89% nationally), and secondary schools are largely under either Catholic patronage
(nationally, 48%) or joint Catholic and Protestant patronage (21% nationally, known as inter-
denominational). There has been a move in recent years toward multi-denominational schools
under the patronage of non-religious organisations, like NGOs, but these remain in the minority as
yet. Multi-denominational schools do not generally provide religious ‘faith formation' education,
though they may provide education about different religions and beliefs.

Table 5 shows the breakdown of primary (mainstream only?®) and secondary schools in Dublin
Regional Authority (and nationally) by key characteristics in the Irish education system.

Table 5. Schools in Dublin Regional Authority by Level and Key Characteristics

Primary Primary Secondary Secondary
Dublin National Dublin National
452 723

Total number of schools 3106 184

Average number of pupils 314 180 502 513

Min number of pupils 7 3 30 6

Max number of pupils 949 1114 1282 1538

DEIS status 162 (36%) 691 (22%) 64 (35%) 198 (27%)

Religious ethos

Catholic 350 (77%) 2760 (89%) 98 (53%) 344 (48%)

Church of Ireland 33 (%) 172 (5.5%) 9 (5%) 22 (3%)

Interdenominational 3 (<1%) 17 (<1%) 38 (21%) 150 (21%)

Other religion 8(1.8%) 21 (<1%) 3(1.6%) 5 (<1%)

Multi-denominational 58 (13%) 133 (4.3%) 36 (20%) 202 (28%)

Irish classification

All subjects 37 (8%) 250 (8%) 10 (5%) 49 (7%)

Some subjects 3(<1%) 29 (1%) 0 23 (3%)

No subjects 412 (91%) 2827 (91%) 274 | 651 (90%)
95%

Source: Department of Education and Skills, 2019.

18 gee https://www.education.ie/en/Schools-Colleges/Services/DEIS-Delivering-Equality-of-Opportunity-in-Schools-/
for more details.

19 see https://www.education.ie/en/Schools-Colleges/Information/Diversity-of-Patronage/Diversity-of-Patronage-
Survey- of-Parents.html!

20 we do not include special schools in these figures, because we will be sampling from mainstream schools only. We
unfortunately do not have the resources to adapt the data collection instrument for special needs, and moreover, special
schools tend to be very small (less than 100 pupils altogether) which would not yield sufficient numbers for statistical
analysis.
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Dublin's primary schools are, on average, larger than schools in the country more generally, while
secondary schools have an average number of pupils similar to the national average. Like the restof
the country, both primary and secondary schools have a large range of school sizes, from very
small (less than 50 pupils) to very large (close to or over 1,000). In terms of religious ethos, Dublin
has a lower proportion of Catholic and a much higher proportion of multi-denominational primary
schools than the rest of the country, though this pattern is somewhat reversed at the secondary
level. Given Dublin's diverse population, it is perhaps unsurprising that, though there are very few
schools with a religious ethos other than Catholic, Protestant, or a combination of the two, those
that do exist are mainly in Dublin (8 out of 21 at primary level and 3 out of 5 at secondary level).”
The most noticeable difference between Dublin's schools and the schools of Ireland in general is
the larger proportion of DEIS designated schools at both primary and secondary level in Dublin.

8.2.2 Region: Cork

Figure 4. Cork City and Suburbs and Surrounding Electoral Districts

Cork City and suburbs

Source: 2016 SAPMAP Viewer (http://census.cso.ie/sapmap/). The black line indicates the boundary of Cork City
and Suburbs, and the red lines indicate the boundaries of electoral districts within and surrounding Cork City.
Electoral Districts filled in with beige are IMMERSE sampling areas, because they are either part of Cork City or have
higher proportions of migrants (13% or higher).

Cork is Ireland's second largest urban settlement and is a cultural and economic centre. It has a
population in the city centre of 125,657 and 208,669 including the surrounding suburbs (49% male
and 51% female).??

21 Atthe primary level, schools with other religious affiliations include Presbyterian (16), Muslim (2), Jewish (1), Methodist
(1), and Quaker (1). At the secondary level, schools with other religious affiliations include Presbyterian (1), Jewish (1),
Methodist (1), and Quaker (2).

22 ynless otherwise stated, all data for Cork in this section comes from: Central Statistics Office. (2019c). Census 2016
Sapmap Area: Settlement Cork City and Suburbs. Retrieved from: http://census.cso.ie/sapmap2016/Results.aspx?Geog
Type=ST2016&Geog_Code=2640ADAE-4EBB-460C-BBD4- D666DEBB3C8A
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Table 6. Age Distribution of Cork City and Suburbs

Age range Cork Proportion National Pro-
portion
0-9

25,295 12.1% 14.4%
10-19 24978 12% 13.1%
20-29 34,063 16.3% 12%
30-39 34,828 16.7% 15.8%
40-49 27,020 12.9% 14.4%
50-59 24,766 11.9% 12%
60+ 37,719 18.1% 18.4%
Total 208,669 100%

Sources: Central Statistics Office, 2019c, 2019b.

Cork's population is more representative of national trends in terms of socio-economic markers
than Dublin. Cork does have a higher proportion of residents who have completed higher education
and a slightly higher median household income than the rest of Ireland but is on par with the country
in terms of socio-economic distribution based on occupation. Like Dublin, however, there is
significant variation across the city. The Pobal HP Deprivation Index indicates that not only are
there electoral districts ranging from “affluent” to “very disadvantaged" in Cork, but also that these
districts are often in very close proximity to each other.?®

Table 7. Socio-economic Status Indicators: Cork City and Suburbs

o and

Completed higher education 33% 28%
Median gross income per household? €46,783 €45,256
Proportion in top 2 social classes 36% 36.2%
Proportion in bottom 2 social classes 14.2% 14.1%

Sources: Central Statistics Office, 2019c, 2019b.

Cork is also closer to national trends in terms of ethnicity and religion than Dublin. The city has very
slightly higher proportions of Other White and Asian ethnic groups than the rest of the country and
a higher proportion of people who do not belong to any religion.

Table 8. Ethnicity and Religion: Cork City and Suburbs

o and

Ethnic or cultural background

White Irish/White Irish Traveller 81.6% 82.8%
Other White 10% 9.5%
Black or Black Irish 1.4% 1.4%
Asian or Asian Irish 2.5% 2.1%
Other 1.7% 1.5%

23 popal. (n.d.). Deprivation Indices. https://maps.pobal.ie/WebApps/Deprivationindices/index.html
24 gee footnote 12.
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T

Religion

Catholic 76.3% 78.3%
Other 8.1% 9.2%
No religion 12.8% 9.8%

Sources: Central Statistics Office, 2019c, 2019b.

The proportion of Cork City and its suburbs that is foreign-born is 17.3%, the same as the national
proportion. However, as Table 9 indicates, Cork's foreign-born residents are more likely to be from
the EU West and Asian countries and less likely to be from the UK than foreign-born residents in
Ireland in general. The most common countries of origin for Cork's foreign-born residents in 2016
were Poland, EU West countries (France, Spain, and Germany), and the United States. The most
common non-EU origin countries were India, Brazil, and China.?®

Table 9. Foreign-born Population of Cork City and Suburbs by Region of Birth?¢

United Kingdom 23.3% 34.2%
EU West 15.6% 7.8%
EU East 27.9% 28.4%
Other Europe 3% 3.3%
Africa 6.9% 6.3%
Asia 14.5% 11.6%
Americas 7.6% 7.2%
Other 1.4% 1.2%

Source: Central Statistics Office, 2017d.

14% of Cork's population spoke a foreign language in 2016, with Polish being the most common,
and about 86% of foreign language speakers reported being able to speak English “well" or “very
well".

Migrants in Cork are concentrated in the electoral districts in the city centre, with a few districts in
the suburbs to the southwest and to the east having moderately high proportions of foreign-born
residents (17-22%). There are no significant differences between EU and non-EU migrant
populations in their distribution around Cork, but Cork does not contain any of the country's top
10 electoral districts in terms of non-EU population (Dublin contains 6 and Limerick contains 3).%

25 Central Statistics Office. (2017d). Population usually resident and present in the state 2016 by town of usual residence,
census year and birthplace. Retrieved from CSO Statbank website: https://statbank.cso.ie/px/pxeirestat/Statire/
SelectVarVal/Define.asp?maintable=E7051&PLanguage=0. This dataset does not have full disaggregation of countries
of origin, so many are grouped into regions rather than numbers being reported for individual countries. "Other Asia” and
“Other Africa" had larger numbers than India, Brazil, or China, but these categories represent large regions with dozens of
countries.

26 central Statistics Office. (2017d). Population usually resident and present in the state 2016 by town of usual
residence, census year and birthplace. Retrieved from CSO Statbank website: https.//statbank.cso.ie/px/pxeirestat/
Statire/SelectVarVal/Define.asp?maintable=E7051&PLanguage=0

27 Fahey, E., Russell, H., McGinnity, F., and Grotti, R. (2019). Diverse neighbourhoods: An analysis of the residential
distribution of immigrants in Ireland. Dublin: Economic and Social Research Institute. The ED of Custom House B in
Waterford has the highest concentration of non-EU migrants in the country, but this is an extremely small ED with less
than 300 residents.
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For the purposes of this project, we will be sampling schools from Cork City and Suburbs plus
the full electoral districts of Ballincollig, Inishkenny, Lehenagh, Carrigtohill, and the settlement of
Midleton. For the 2019/20 academic year, our sampling area had 83 primary schools (25,207 pupils,
51% male and 49% female), 13 special primary schools (800 pupils, 66% male, and 34% female),
and 40 secondary schools (20,424 pupils, 50.6% male and 49.4% female). At both the primary and
secondary level, the majority of schools are located in Cork City centre, 55% at primary and 65% at
secondary.

Table 10 shows the breakdown of primary (mainstream only) and secondary schools in Cork City
and surrounding suburbs and EDs by key characteristics of the Irish education system. At the
primary level, Cork schools are larger on average than in the country in general, though secondary
school average size is on par. Like the rest of the country, there is a wide range of school sizes in
Cork. There are disproportionately more DEIS status schools in Cork, a pattern also noted in Dublin.
In terms of religious ethos, Cork has proportionately more multi-denominational schools at primary
level and proportionately more Catholic and fewer multi-denominational schools at secondary level
than the rest of the country. Cork does not have any schools affiliated with religions other than
Catholicism and the Church of Ireland (or a combination of both). Cork's schools reflect national
trends in terms of Irish language classification.

Table 10. Schools in Cork City and Surrounding Suburbs and EDs

Primary Primary Second- Secondary Na-
Cork National ary Cork tional
Total number of schools 83 3106 40 723
Average number of pupils 303 180 510 513
Min number of pupils 7 3 71 6
Max number of pupils 840 1114 1361 1538
DEIS status 27 (33%) 691 (22%) 14 (35%) 198 (27%)
Religious ethos
Catholic 68 (82%) 2760 (89%) 25 (62.5%) 344 (48%)
Church of Ireland 5 (6%) 172 2 (5%) 22 (3%)
(5.5%)
Interdenominational 0 17 (<1%) 10 (25%) 150 (21%)
Other religion 0 21 (<1%) 0 5(<1%)
Multi-denominational 9(11%) 133 3(7.5%) 202 (28%)
(4.3%)
Irish classification
All subjects 10 (12%) 250 (8%) 3 (7.5%) 49 (7%)
Some subjects 1(1.2%) 29 (1%) 2 (5%) 23 (3%)
No subjects 71 (86%) 2827(91%) 35 (87.5%) 651(90%)

Source: Department of Education and Skills, 2019.
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8.2.3 Region: Limerick
Figure 5. Limerick Local Electoral Areas and Electoral Districts

Limerick City West Limerick City East

Source: 2016 SAPMAP Viewer (http://census.cso.ie/sapmap/). Black lines indicate Electoral Area boundaries,
and red lines indicate Electoral District boundaries. The three Electoral Areas (Limerick City North, West, and East)
in this figure combine to form the Municipal District of Limerick. Electoral Districts filled in with beige indicate the
areas from which our school sample will be drawn, as these areas are either part of Limerick City Centre or have
migrant populations over 7%.

Limerick is Ireland's third largest urban centre, with a population in Limerick City of 94,192 and
104,952 including the electoral areas that make up the full municipal district (49.5% male and 50.5%
female).?®

Table 11. Age Distribution of Municipal District of Limerick

0-9

14,266 13.6% 14.4%
10-19 13,439 12.8% 13.1%
20-29 16,079 15.3% 12%
30-39 17,323 16.5% 15.8%
40-49 13,873 13.2% 14.4%
50-59 11,738 11.2% 12%
60+ 18,234 17.4% 18.4%
Total 104,952 100%

Source: Central Statistics Office, 2019d, 2019b.

28 Unless otherwise stated, all data for Limerick in this section comes from: Central Statistics Office. (2019d). Census
2016 Sapmap Area: Municipal District Limerick. Retrieved from: http://census.cso.ie/sapmap2016/Results.aspx?Geog
Type=MD2014&Geog_Code=C87338E0-A7B9-4305-B7F2- FC23410FEFE2
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28.5% of Limerick residents had completed higher education in 2016, a proportion in line with
the national rate. Median household income, however, was 13% lower, and Limerick had a lower
proportion of working adults who were in professional or managerial/technical occupations (top 2
social classes), indicating that it was the least affluent overall of our three sampling areas. The Pobal
HP Deprivation Index indicates that Limerick City has only two EDs that are rated as “affluent”, while
16 (out of 38) are rated as “disadvantaged", “very disadvantaged” or “extremely disadvantaged".?
This was partially due to high unemployment in Limerick in 2016; the unemployment rate was
approximately 17%, and almost half of the electoral districts in Limerick City were “unemployment
blackspots”, where unemployment was over 27%.3°

Table 12. Socio-economic Status Indicators: Municipal District of Limerick

Completed higher education 28.5% 28%
Median gross income per household? €39,373 €45,256
Proportion in top 2 social classes 32.9% 36.2%
Proportion in bottom 2 social classes 14.1% 14.1%

Sources: Central Statistics Office, 2019d, 2019b.

Limerick has higher concentrations of Asian ethnic groups and slightly higher concentrations
of Black ethnic groups than in the rest of the country but is very similar in terms of religious
identifications.

Table 13. Ethnicity and Religion: Municipal District of Limerick

O S [

Ethnic or cultural background

White Irish/White Irish Traveller 79.8% 82.8%
Other White 9.4% 9.5%
Black or Black Irish 1.8% 1.4%
Asian or Asian Irish 3.6% 2.1%
Other 1.6% 1.5%
Religion

Catholic 76.8% 78.3%
Other 9.5% 9.2%
No religion 10% 9.8%

Sources: Central Statistics Office, 2019d, 2019b.

29 popal. (n.d.). Deprivation Indices. https://maps.pobal.ie/WebApps/Deprivationindices/index.html

30 central Statistics Office. (2017b). Census 2016 Summary Results — Part 2. Dublin: Central Statistics Office. Data on
unemployment comes from Chapter 2 of this document, discussion of unemployment blackspots p.25. https://www.cso.ie/
en/media/csoie/newsevents/documents/census2016summaryresultspart2/Census_2016_Summary_ Results_%E2%80%93
Part_2.pdf

31 see footnote 12.
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18.4% of Limerick City and its suburbs is foreign-born, slightly higher than the national proportion
of 17.3%. Table 7 indicates that Limerick has lower concentrations of UK migrants and higher
concentrations of EU East and Asian migrants than are seen in the rest of the country. In Limerick
City and County, the most common countries of origin (other than the UK) are Poland, Latvia,
Pakistan, Afghanistan, and Lithuania.®

Table 14. Foreign-born Population of Limerick City and Suburbs by Region of Birth*?

United Kingdom 20.8% 34.2%
EU West 5.9% 7.8%
EU East 34.3% 28.4%
Other Europe 3.4% 3.3%
Africa 7.6% 6.3%
Asia 21.5% 11.6%
Americas 6% 7.2%
Other 0.6% 1.2%

Source: Central Statistics Office, 2017d.

About 16% of Limerick residents spoke a foreign language in 2016, with Polish being the most
popular, and 82% of foreign-language speakers reported being able to speak English “well" or “very
well".

Like Cork and Dublin, migrants in Limerick are heavily concentrated in the city centre, with some
moderate concentrations found in electoral districts to the east and to the southwest, just outside
the city centre. Also like Cork and Dublin, there is no significant difference in the distribution of EU
and non-EU migrants in Limerick.?*

For the purposes of this project, we will be sampling from the Municipal District of Limerick but
excluding those electoral districts outside the city centre with low concentrations of migrants, as
indicated in Figure 5. For the 2019/20 academic year, our sampling area had 35 mainstream primary
schools (11,028 pupils, 51% male and 49% female), 8 special primary schools (575 pupils,
67% male and 33% female), and 15 secondary schools (8,443 pupils, 50.6% male and 49.4% female).
Schools at both the primary and 