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ABSTRACT

Trauma often disrupts interpersonal relationships and compels children to develop coping
mechanisms for loss and instability, frequently at the expense of normal developmental and
academic progress. This study aimed to establish the prevalence of behavioral problems
among learners in Kakuma refugee schools, determine the challenges teachers faced in
implementing trauma-informed teaching strategies, and evaluate the effectiveness of these
strategies on classroom behavior management. The study was guided by Trauma Theory,
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Attachment Theory, and Ecological Systems Theory, and adopted a descriptive research
design using a mixed-methods approach. The study involved 230 participants, including
teachers, administrators (head teachers, deputies and community school counsellors) and
learners from 21 refugee primary schools in Kakuma refugee camp. Data were collected
through structured questionnaires, focus group discussions, and school behavioral records,
and analyzed using descriptive and thematic methods. The results revealed a high prevalence
of behavioral and emotional difficulties among learners prior to the introduction of
traumainformed strategies, with the most frequent problems being absenteeism or lateness
(72.5%), aggression and defiance (65.0%), and low academic engagement (55.0%). Learners
reported a moderately strong sense of school membership (M = 3.62), indicating thd{ trauma-

challenges such as lack of training (M = 4.42), overcrowded classroo
limited psychosocial support (M =4.09), which constrained consistent

insufficient training, and inadequate resources limited
recommended that education stakeholders, including the Mi
partner organizations, strengthen teacher capacity-building, %gstablish peer support and
counselling systems, and embed traumainformed into teacher training curricula.
Further, schools should implement structured psyéhosecial programs and provide manageable
class sizes and adequate learning materials.
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CHAPTER ONE
INTRODUCTION AND BACKGROUND TO THE RESEARCH PROBLEM

Introduction

Trauma informed teaching strategies promote child’s wellbeing, safe and supportive
learning environments. SAHMSA defines trauma informed approach as an{ inclusive
realization of how trauma impacts and the potential understanding of regbvery ways

which embraces structured policy measures to address the needs o ividudls who have
experienced trauma so as to promote resilience and avoid triggeri as (SAHMSA,
2014). To be a trauma informed approach school accordi %et al. (2024), entails
developing supportive healthy relationships and im@: fe teaching strategies with

the goal of alleviating the negative repercussiens @f trauma on learners. The execution of

trauma-informed methodologies is gov fundamental principles: guaranteeing

safety, cultivating collaboration and mutwal regpect, encouraging peer support, empowering
individuals by valuing their v0 choices, sustaining trust through transparency, and
acknowledging the influenc ural, historical, and gender-related factors (Gunturu,
2024). When thesgprinciples are adhered to, schools become safe havens that promote both
healing and better leaning outcomes for learners with traumatic histories.

ma chahges how a child's brain works, interferes with learning and leads to

I\difficulties and introduces a vicious cycle when unaddressed. Psychological

an overwhelming experience that is exceeds an one’s usual coping mechanism and
this traumatic events elicit feelings of fear, anxiety, helplessness and can have profound effects
on a child's overall development (Spytska, 2023). Teachers are faced with a myriad of

challenges when handling learners with traumatic experiences that traditional methods of

1
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teaching fail to address what may be considered as classroom disruptions (Antonijadu et al.,
2022).

This chapter covers the introduction and background of this research, as well as the
problem statement, which highlights the gap that needs to be addressed, the purpose of the
study, objectives, research questions, scope, importance of the study, and #ie study's

limitations and delimitations. It also includes definitions for the terms ugé€d in tudy,

hypotheses, and justification for the research. X
Background to the Study
The classroom is an essential setting for em &r} sychological growth in
e fr

addition to being a place for intellectual learning. légarn equently exposed to a variety

of adverse childhood experiences in crisis- etfihgs, such as refugee camps, such as

loss, poverty, violence, and relocationf§Thes&engounters may have profound and enduring
effects on a learner's conduct, al health, and emotional state. Trauma may seriously
impede a learner's capacity cus,wemember knowledge, and control emotions, which can
have an impact on aCadgmic performance and classroom engagement, especially when it
occurs during dé¢v tdl years (NCTSN, 2017).Trauma has a detrimental impact on both
physiological a sychological functioning and is widespread and complicated (Han et al.,
20 T%s these issues, trauma-informed educational techniques have been adopted.
obally there is a total of one billion children being exposed to adverse childhood
experiences and 108.8 million displaced persons with the highest number being women and
children (Hauser, 2024; UNHCR, 2023). The burden of adverse childhood experiences is felt

both mentally and economically due to the costs incurred by the healthcare systems and

educational systems to address issues related to trauma (Alrimawi et al., 2024).Studies

2
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indicate that approximately 66 million US citizens struggle with the mental illness and most
of these illness are linked to adverse childhood experiences. By the age of 16, it is expected
that two thirds of learners in the US classrooms had gone through atleast one or more traumatic
events including violence, sexual abuse, loss, bullying, refugee, physical abuse among others
(School of Education American University, 2021). Mood disorders, behaviér related
disorders, substance abuse, self-harm are common mental health conditiong/fepo among

in children with traumatic histories ( Medicaid et al., 2024; School %{ American
lem

University, 2021). In the end trauma becomes a whole communi and not just
individual students for the impacts are felt across (NCTS |
In 2018 the US government spend approximately $592%illion to address issues related

to abuse and neglect confirming the need to adde€ss;prevent'and respond to trauma symptoms

(Alrimawi et al., 2024). Legislative in ma-informed practices has increased

dramatically in the United States, as seeiyby the 49 laws that were submitted between 1973
and 2015 more than half of ere offered in 2015 alone. At least 17 states have
introduced trauma-informed s at the school, district, or state levels, suggesting that
increasing govern al attention to this issue has resulted in meaningful results.(Maynard et
al., 2019) . Impl %n of trauma informed teaching strategies have been found to be more
i the A

effectiv ican education system especially in communities that are underprivileged

024). According to (Han et al., 2021) , integration of trauma informed teaching
has been found to be effective in improving the wellbeing of children.

According to UNHCR statistics, Turkey leads with approximately 3.6 million refugees
with children being among the most affected (UNHCR, 2023). Change in family dynamics,
migration, child mistreatment, violence and juvenile delinquency have been noted as the

common traumatic experiences in Turkey which prompted adoption of TITS (Yildiz et al.,
3
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2024). Linguistic , social, communication, religious, cultural and teachers attitudes were
found to be major barriers to addressing behavioral problems among refugee learners in
Turkey (Antonijadu et al., 2022). Theirworld, one of the organization that implements trauma
informed schools in Turkey incorporated trainings for teachers, counsellors and parents so as
to equip them with skills to better support children with traumatic experiences{found the
program effective and admirable (TheirWorld, 2021).

Research in South Africa indicated that 20% of children betw e ages,of 11 to 17
had been sexually abused whereas 30% had gone through st lénce during the
developmental years with psychological effects and men isogders”such as PTSD being
reported. Kaminer’s (2020) study postulates that qu ho have been exposed to
trauma manifested with behavioral problems sueh aswelationtal problems, emotional outbursts,

ce among others. UNICEF (2025) in

poor performance, defiance, aggression,

South Africa reported a huge population of thildren had been exposed to sexual abuse,

neglect, substance abuse, domés e and other social inequalities. All these according

to Reyneke (2023), are abl p tresses among students that cause behavioral issues and
interrupted learning¥n the%elas
Even, thqugh . Sonth Africa is making great strides in improving child’s welfare,
accordingyto UNIGEF (2025) the education approaches there still exist gaps in meeting the
earners affected by trauma due to the limited TITs skills among educators. Reyneke,
ﬁresses the value of putting into practice trauma-informed strategies that are
appropriate for the community, such as collaboration between school-based support teams,
social workers, educators, and child and adolescent care providers. His research highlights the
critical need for trauma-responsive strategies that enhance educational outcomes in vulnerable

school communities, provide emotional safety, and increase resilience.
4
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In Kenya, National Violence Against Children Survey (VACS) conducted in 2019
found out 46% of females and 56% of males between the ages of 13 and 24 reported having
been the victims of physical, sexual, or emotional abuse as children. 62.6% of female
survivors of sexual abuse reported recurrent episodes, highlighting the chronic nature of

trauma for many Kenyan children. Kenya is committed to protecting children and4gromoting

their psychological well-being through a number of child-centered policiesGove nt of
Kenya, 2023). These policies highlight the necessity for parents to
places for caregiving, improve emotional control, and implement n

The Competency-Based Curriculum (CBC) was, intrpdu

ent discipline, all

of which are in accordance with the objectives of trauma-i edti€ation

dAby the Kenyan Ministry of

Education to replace the old, content-heavy edgcatignal approach. The CBC is founded on

learner-centered, values-based education izes emotional intelligence, teamwork,

critical thinking, and skill development. @BC dcknowledges the importance of the home and

the learner's surroundings in pro listic development (Ministry of Education, 2019).

If well implemented, the. C oach could promote secure parent learner and teacher

relationship that ips lcarners with skills and competencies that prepares them for future
challenges.
Kakum mongrthe largest refugee camps in the Africa hosting a total number of 302,

with 75% of the total population being children between the ages of 0-17 years
Q 2023).A huge percentage of children in Kakuma schools often come from
backgrounds of extreme adversity, including exposure to violence, separation from family
members, and uncertainty about their future. As a result, many of these children may exhibit

challenging behaviors in the classroom, including aggression, withdrawal, and difficulties

with attention and concentration. High rates of traumatic experiences and other mental health

5
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disorders have increased suicidal cases in Kakuma camp (Ngonoi & K’Okul, 2024). This
implies that many of the refugees in Kakuma are suffering mental health problems due to
continuous painful traumatic experiences.

Despite the many attempts made by humanitarian and educational organizations to
enhance classroom outcomes, behavioral difficulties among learners continue td be a big
problem in refugee classrooms. Organizations including the Norwegian Re %1
(NRC), Lutheran World Federation (LWF), International Rescue Commii {& UNHCR,
UNICEF, and WALDOF, among others, have carried out a vari tives in Kakuma

refugee schools with the goal of fostering supportive learnufg envigonittents (Ferguson, 2018,

@py and play based learning are

mented in Kakuma refugee schools

IRC, 2020; NRC, 2025).

Social Emotional Learning (SEL), art a

examples of trauma informed interve
(Porticus, 2024). The teach well projectya program that ensures teachers provide quality
education integrates SEL skills1 iLteaching modules to ensure teachers are well equipped
to address behavioral oblg?' the classrooms (IRC, 2020). A study conducted by
Psychosocial sup Ceitge (2024) acknowledges the implementation of SEL and other
psychosocial interventions to address trauma related issues in Kakuma, however there were

various iers to€nsure effectiveness. NRC implement Better Learning Programme which

Council, 2023). The intervention has been found effective in improving the wellbeing of the
participants with traumatic experiences.
Art therapy was found to be effective especially when addressing learners with historic trauma

(Mahadi, 2023). Better learning program implemented by NRC which involves mindful
6
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exercises during classroom was found to be effective in relieving stress and negative emotions

around traumatic experiences (Flemming, 2024). Art and play is also additional intervention

implemented by LWF to address communication barriers that may interfere with the healing

journey of learners with traumatic experiences. In addition to this interventions, online

trainings are offered to equip teachers in crisis context with skills to prepare themdo address

learners with behavioral problems (LWF, 2025). Despite the increased awar€ness onychild’s
1

wellbeing, many students still display disruptive conduct behaviors, e na egulation,
interpersonal problems and disengagement in the classroom.

by&etuBee teachers who also

Classrooms in the refugee are overpopulated, hang

battle with their own traumatic experiences. Limited yesourceSjhigh temperatures and lack of

professionalism in addressing the psychologi€al “eeds learners increases chances of

retramautization and vicarious trauma ( 22a). Efforts of using punishments,

isolation and exclusion to eliminate bchavioral problems have been futile hence need to

explore Trauma informed teachi oaches to address the concerns teachers report in the
classroom settings (Menden ., 2021).These study seeks to examine the effectiveness
of the implementatidn of the mentioned strategies on classroom behavior management.

Statement of the Problem

Ady€rse” childhood experiences negatively affect children’s wellbeing during the
de ental years and later in adulthood if the needed support systems are not in place.
ACEs have been directly linked mental disorders, chronic illness, difficulties in employment,
and academic problems(Sweetman, 2022a). Research indicates that by the age of sixteen, at
least two-thirds of children had experienced at least one traumatic event. (Rahimi et al., 2021).

A learner's social, emotional, and cognitive development all of which are essential for

7
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fostering academic success, classroom participation, and positive peer relationships can be
significantly impacted by psychological trauma (O’Toole, 2022).

Continued exposure to trauma compromises the stress response system which leads to
behavioral changes that are likely to manifest in anger outbursts, social withdrawal, irritability
and unexplained absences among other maladaptive patterns. Trauma also imgacts both

cognitive and social functioning making it harder for learners to make so deci and
meaningful relationships (Chafouleas, 2023). Trauma disrupts the br. % ent which
affects the physical and mental health resulting in behavioral p P%t deteriorates the
classroom atmosphere. In their research, Dybdahl et al ) ts that unaddressed
adverse childhood experiences result into psycholo@ such as conduct disorder,

ds\”

t of attention lately, existing teaching methods still

anxiety, depression, obsessive compulsive di , substance use and addictions

among other psychological and physiologi

Even though trauma has gained a

find it difficult to meet the speci irements of students who have experienced trauma in

the past or present. The t teaching methods that are often the emphasis of
standardized educational approaches are not adaptable enough to suit the unique demands of
traumatized pupils (Kargis, 2022). Teachers may react punitively trauma to symptoms if they
don't h a traumia-informed perspective, which would make students feel even more

disconnected (Kolk, 2023). In 2021, a study conducted to investigate on corporal

behavioral difficulties and students considered schools as a prison (Oyat, 2021). This further
exacerbates the learner’s sense of insecurity and disconnection.
In high-risk settings like Kakuma, where behavioral disturbances and trauma exposure

are common, it is crucial to look at trauma-informed teaching methods that not only address
8
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behavioral issues but also promote emotional safety, trust, and resilience. Putting
traumainformed teaching techniques into practice presents a chance to establish inclusive,
encouraging classroom environments that foster resilience, safety, and progress. According to
Krishnamoorthy et al (2020), teachers can improve learning outcomes and decrease
behavioral concerns in the classroom by implementing trauma-informed methods.4n order to

effectively address and respond to the many needs of refugee students, #™is esSential to

comprehend the implications of trauma-informed teaching practices if 1&ma ools.

Purpose of the Study %
The main purpose of this study was to evaluate the ss of trauma informed teaching

effeofjv
strategies in addressing classroom behavior manageme ong refugee students in Kakuma

Primary Schools.
Main Objectivg of the Study
The aim of this study was ate the effectiveness of trauma-informed teaching
strategies on classroomgbehav nagement among learners in Kakuma primary schools.

Objectives of the Study
h&objectives of the study are as follows:
bb establish the prevalence of disruptive behaviors among primary school
learners in Kakuma primary schools who have experienced trauma.
il. To examine the challenges teachers in Kakuma primary schools encounter in
implementing trauma-informed teaching strategies.
iii.  To evaluate the effectiveness of trauma informed teaching strategies on

classroom behavior management in Kakuma refugee schools

9
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Research Questions

1. What is the prevalence of disruptive behaviors exhibited by learners who have
experienced trauma in Kakuma school classrooms?
1i. What are the challenges teachers in Kakuma refugee school unter in

implementing trauma-informed teaching practices in the cla &
%‘

iii.  How effective are trauma-informed teaching strategies ot cl management

in Kakuma schools? @

Justification of theStu

Krishnamoorthy et al (2020) recognizé\thatprolonged trauma affects the social

wellbeing, school relationships, personaliti ldviews, and even biological functioning in
childhood and adulthood as well. Traum amaging and can render individuals to have
negative perceptions of self, othe e environments around them for example school
environments. There 1 uge/gap when it comes to addressing and responding to conduct
and oppositional (behaviorSpamong learners in Kakuma refugee classrooms. Learners in
Kakuma re contrfiously are faced with traumatic experiences which with time could

lead neg?eha ioral patterns. Lots of resources including finances and time are lost in the

essing the effects. This study is necessary because there still remains much to

explor€ when it comes to trauma informed teaching strategies, the impact of traumatic
experiences on classroom behavior management and challenges teachers encounter when

implementing TITS.

10
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Significance of the Study

This study is valuable for various stakeholders such educators, legislators, and
humanitarian organizations working in Kakuma and other refugee settings. By shedding light
on the effectiveness of trauma-informed teaching strategies on classroom behavior
management, the results of this study guided the creation of evidence-based int€rventions,
systems, and policies targeted at promoting the academic success and generdt we ing of
students who have experienced traumatic events by illuminafi thefimpact of
traumainformed teaching strategies on classroom behavior man

Additionally, this study adds to the expanding body arch on trauma-informed

education and its applicability in many environmental ahd ctlgural contexts. The researcher

hopes to influence best practices and direc e rescarch endeavors in the field of

traumainformed education by drawing e unique challenges and possibilities

faced by Kakuma schools. Furthermoreghe sfudy is significant because this study aims to

provide solutions that could individuals who work with students and encourage

healing, empathy, optinysm, room transformation.

Assumptions of the Study

The researchég adopted the following during this particular study;

hars in Kakuma refugee school settings had prior knowledge on the meanings of

trauma afld trauma teaching strategies ii. Trauma informed teaching strategies were being
implemented in Kakuma refugee primary schools by teachers iii. Teachers in Kakuma refugee
primary schools faced various challenges when implementing trauma informed teaching

strategies.

11
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There were classroom behavioral problems exhibited by learners as a result traumatic
experiences and after implementation of trauma informed strategies, learners change.
The school administration and organizations that support primary schools in Kakuma

Schools would collaborated and support the research activities in the respective schools.

The Scope of the Study &

This study focused on evaluating the effectiveness of trau ed teaching
strategies on classroom behavior management in Kakuma refugee s “}\kana county
Kenya. The researcher carried out the study in 21 primary s¢ i rkana west county,
Kakuma camp. Kakuma refugee camp hosts a high %f children with traumatic

experiences hence high rate of classroom behaviefal pr s. Data gathered in this context

was of great value to this study and gener other context. The respondents were

play therapy, better learning among others. Teachers are front line workers and well
informed whether TI working or not.

Leaner: 8 to 9™ grade was sampled because of their Swahili and English

comprehension , and are able to express themselves and are able to think abstractly in
relatign to§tudy topic. Having learners who can express themselves in the main language,
lim olvement of translators which increases confidentially in addition to enriching data
collection. The community counsellors, head teachers, deputies who have been in their
position for more than a year are well informed of the various problems or changes learners

have exhibited as a result of TITS hence in a better position to provided information in the

research. These categories interact a lot with learners who are referred to them to address

12
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specific behavioral and make decisions on further steps. The head teachers are also

wellinformed of existing policies. The researcher collected data in the month of September

2025.
Delimitations and Limitations of the Study
Some of the challenges were language barrier among the different nat ities who
are still learning the Kenyan national languages. Communicating mental s were not

accurate as expected when involving third party for interpretafion_servigces from both

constraints and the burden to complete lessons in tise, nditions may influence
teachers to prioritize lesson completion over the resear tivity.

Due to the nature of study, some ions\segmed to be too sensitive to the target
group especially those already going throughiNtrairmatic experiences hence requiring further
follow up and individual m services. The researcher also had few incomplete
questionnaires. Due to cha es amicipated; the researcher prepared early in time, build
rapport, clarified a lain, in advance any concerns including confidentiality and
anonymity. Wher ed” community school counsellors supported in the translations
otherwise learness, from the upper grades and those who can communicate in English or

ahili\was#he target participants. Digital platforms such as WhatsApp and google was

s dminister surveys, allowing teachers to respond at their convenience.
The scope of the study was limited hence careful considerations should be given
generalizing the studies in other areas. However, lessons and recommendations in this study

provided insights in similar areas of study
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Operational Definitions of Terms

Trauma: According to O’Toole (2022), trauma is any emotional or psychological reaction
to a painful experiences which causes distress to an individual. In this study,
trauma is any visible or reported emotional, behavioral, or psychological
challenge encountered by refugee learners in Kakuma prim schools
because of exposure to painful overwhelming experienceg§such as Spnflict,
displacement, loss, insecurity, abuse, or neglect. x

Trauma informed approach: an inclusive realization of how tra imp%and the potential
understanding of recovery pathways whichyackmowledges the impact of

trauma in individuals involved an@l addressig by incorporating policies,

procedures and practices t Wpromote resilience healing without

retraumatization  (SA 2014). In this study, trauma informed

approach is teacher’s useof/Specialized classroom approaches to promote
safe learning cl environments.

Refugee: a person forc f18¢’their county and seek safety in another (UNHCR, 2023). In

1S studygefugees are persons who have fled from their own countries and

no iding in Kakuma, Turkana country, Kenya.

Learner: one actively engaged in the process of acquiring information, skills, attitudes,
or values through formal or informal education. (Ministry of Education,
2019). In this study, a learner is a child between the age of 4-21 years’ old
who is enrolled in a formal primary school in Kakuma refugee camp and
actively participates in class activities and is impacted by their educational

environment

Teacher: A trained professional mandated to facilitate education, direct classroom conduct,
14
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and promote the cognitive and emotional growth of students (Ministry of
Education, 2019). In this study a teacher is an adult officially designated by
the Ministry of Education or through implementing partners to supervise
classrooms, provide teaching, and promote the learning and welfare of

students in primary schools within the Kakuma refugee camp.

Community school counsellor: a mental health specialist who offers assistanéean overy
to community people who have suffered a traumati identy(HandWiki,
2022). In Kakuma refugee community school cou re refugee staff
who have received basic counselling skills t asic counselling to

refugee learners.

Disruptive behaviors: Behaviors that are chara by violation of others rights, go against

what is expected sociall re with daily functioning (APA, 2018).

In this study, the term%as uged to refer to behavior’s learners manifest in

the school d atic experiences. The behaviors interfere with the
learning an: ing of self or others

Classroom Behavi, to’how students actually act in that environment: their

interacfions, their compliance or non-compliance, how they focus or
tract, their cooperation, defiance, or withdrawal ((Karasova & Nehyba,
2023) . In the study, this are observable characteristics and responses of
students during classroom activities.
Classroom management: the strategies, structures and routines teachers that establish and

ensure a conducive preserve a learning environment (Karasova et al 2023).
In this study classroom management refers to teaching strategies teachers

employ on daily basis to minimize disruptions in the classroom.
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Chapter Summary

This chapter sought evaluate the effectiveness of TITS on classroom behavior
management in Kakuma refugee Schools to offer an opportunity for early identification and

intervention, while utilizing an understanding of learner’s cultural backgrounds to address

their diverse needs through collaboration with existing organizations, schools deliver

comprehensive support, including education on mental health and coping, strategi8s: This
chapter presents the background of the study, problem stateme jectives, research
questions, scope, and significance of the study. These compo established the rationale
and direction for examining how trauma informed t€achin n improve classroom
environments and learner well-being in refugee setth
CH
LIT T EVIEW
Introduction
This chapter revigws eorctical, general, and empirical literature that is pertinent

to the topic. The chapterfprovides a summary of the body of research on trauma-informed
teaching meth0Ogds, concgntrating on how they affect classroom behavior, particularly in
refugee Jearning ings. The concepts explored include trauma and impact on learning,
c es{ faced by teachings when implementing TITS, and behavioral difficulties
enc ed by learners and teachers in refugee settings. It also looks at both regional and
global studies that has evaluated the effectiveness of trauma-informed teaching methods in
classrooms. Furthermore, the chapter analyzes the existing knowledge, finding gaps in current
research, and emphasizing the need of trauma-informed interventions for changing learner
behavior.
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Theoretical Framework

According to Varpio et al. (2020), a theoretical framework is a coherent and
interconnected collection of ideas and presumptions drawn from one or more theories that a
researcher develops to support and direct a study. To better understand learner behavior in
refugee classroom settings, this study employs a thorough framework based on gcological
systems theory, trauma theory, and attachment theory. Trauma the addre the

psychological repercussions of trauma, including hyper arousal, intﬁ%l nstriction.

Trauma theory highlights the need of safety, empowerment, elationghip heling in the
healing process (Herman, 2015). However, trauma theory paysitt ention to relational and
environmental elements and primarily concentratg§, on\individual pathology. The gap in

trauma theory gap has been addressed by att theory which emphasizes how early

caregiver connections influence behavio nd emotional regulation. The theory's focus

on relational safety where regular, attentivéteagher-student interactions operate as therapeutic

emotional experiences is one o%dvantages (Robledo et al, 2022).Attachment theory

is criticized for its Westeth bidgZandlimited application to older children, despite its emphasis

on relationship s henc@&application of Ecological system theory.
Ya 021 ands ecological Systems Theory by placing trauma and behavior
within a ber of interconnected systems, including the family, community, school, and

owledges that structural issues like overcrowding, poverty, and a lack of

onal support, in addition to interpersonal trauma or relationships, influence learner
behavior. Together, these theories offer a multifaceted perspective that helps us understand
trauma-informed teaching as a relational and systemic intervention that meets the complex
emotional and behavioral needs of refugee learners, rather than merely as a classroom

practice.
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Trauma Theory
Trauma theory is a multifaceted field that encompasses various concepts and
frameworks aimed at understanding the psychological, emotional, and social impacts of
traumatic experiences (Davis & Meretoja, 2020). Herman's Trauma Theory (1992) is among
the most important frameworks for comprehending the psychological effects of #fauma and
how it influences behavior, especially in vulnerable groups. According to an, tiguma is
a breach of fundamental human safety that exceeds a person's abilit ope, Shatters their

sense of self, and destroys their relationships with others (Herman;, .”For students in

Kakuma who have endured armed violence, forced mdgrati ily separation, and

continuous instability, her work is especially pertinent.

Herman (2015) underlines that complex4tratima causes deeper psychological damage

such as emotional dysregulation, cha ception, dissociation, and relational

problems. Exposure to numerous, prolonged, clironic traumatic events are often interpersonal

in nature occurring throughou developmental stages, have the potential to seriously

impair brain development chment bonds, resulting in a variety of emotional,
behavioral, physi andycognitive disorders (Fonagy et al., 2023). Complex trauma
frequently pecdssitates Jlong-term, multifaceted therapies that address the underlying
emotion sychof6gical, and relational challenges (Meier, 2024). Ash notes that complex
t an\ also results into both physical and mental health issues, such as depression,
anxi drug abuse (Ash, 2023). Teachers may interpret these symptoms as defiance or
misconduct rather than as indicators of psychological discomfort. This misconception may

result in harsh reactions that alienate students and exacerbate the same problems that call for

empathy and trauma-informed care.
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Lannon notes that trauma significantly impacts the brain by disrupting its normal
functioning and altering key structures involved in stress regulation, memory, and emotional
processing. The hypothalamic-pituitary-adrenal (HPA) axis, responsible for managing the
stress response, becomes over activated, leaving individuals in a state of hyper arousal or
dissociation. This dysregulation can lead to difficulty managing emotions and Heightened
sensitivity to stress (Lannon, 2022). From a neurobiological perspective Ataum ds to
structural changes in the brain that further exacerbate emotional and itive culties. In
trauma survivors, the amygdala, which is crucial for processing, feaf, omes overactive,
resulting in heightened fear reactions and trouble differentiating b perceived and actual
dangers. (Lobo, et al., 2011). Ongoing emotional dysregula requently shows up in the

classroom as behavioral issues, which hinders cial and intellectual development.

Schools must therefore deliberately 1 uma-informed strategies that put an

Trauma limits apaindt capabilities to read social cues and trust the intentions
of others which s towelationship issues with peers and teachers which is sometimes
misunderstood &s delibgrate resistance in the classroom. Chafouleas agrees that this is

frequently, the cas€” because traumatized students are always extremely conscious, which

e emotionally depleted and unable to focus, heed guidance, or control their urges

eas, 2023). This explains why learners with traumatic experiences may show lack
inspiration, become disengaged, or quickly agitated by seemingly minimal issues.

Herman distinguishes three main clusters of symptoms that arise from trauma:
constriction intrusion, and hyper arousal (Herman, 2015). Increased alertness, irritation,

anxiety, and trouble focusing are all signs of hyper arousal. Reliving horrific events through
19
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flashbacks, nightmares, or emotional outbursts is referred to as intrusion. Detachment,
emotional disengagement, or a general lack of reactivity are signs of constriction or numbness
(Berger, 2021). These symptoms frequently show up as disruptive conduct, inattention, or
emotional disengagement in refugee school environments (Kumari, 2020) . Without a
traumainformed perspective, these actions might be mistakenly seen as signs of inderlying
resistance, laziness, or a lack of self-control rather than psychological pai Ishatf et al.,
2024).As a result, understanding these trauma reactions is essential t atingNpstructional
practices that support safety, emotional control, and inclusive educa

When individuals are faced with traumatic evenrts, t opt various defense

mechanisms to protect self. Fletcher categorizes trauma régpo nto fight, flee, freeze, fawn

and flop responses (Fletcher, 2023) . In the fighit r8§ponse, the person faces the threat head-

on, usually with aggression or anger; in sponse, the person flees or avoids the

threat, which causes anxiety or restlessn shid, 2018).In the freeze response, the person

becomes immobile or numb, fi ck or unable to move whereas in the fawn response,

the person tries to pleage, or the threat to avoid harm, which frequently results in
people-pleasing bghaviors§(Beck, 2022). Owca (2020) notes that individuals with a fawn
reaction may find it difficult to express their needs and create limits in treatment and in the

end theymaged to b&’Supported to develop appropriate boundaries, assertiveness, and selfworth

ionally.

Herman proposed a structured model with three progressive stages. Which are,
establishing safety, remembrance and mourning and reconnection and integration (Siitterlin,
2020). According to Herman, safety and stabilization, aims to assist survivors regain control
over their bodies, emotions, and surroundings. It includes establishing physical and

psychological safety, treating symptoms, and devising coping methods (Herman,
20
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2015).Fletcher acknowledges that establishing safety, serves as the cornerstone of recovery.
Herman's (1992) model of trauma recovery provide a useful framework for applying
traumainformed teaching strategies. For example, stage, safety, aims to alleviate anxiety and
behavioral problems by establishing a predictable, encouraging atmosphere where students
feel safe both physically and emotionally(Overstreet, 2016).

Apart from explaining the behavioral problems, trauma theory help§™unde d the
importance of safety, routines, empowerment and other trauma info rin s support
recovery (Goodman, 2017). Positive relationships characteri t; empathy, and
consistency can foster a sense of safety and belonging a tr ed students, thereby
reducing disruptive behaviors and promoting academic e %’[ classroom (Fonagy et al.,

'&gular routines, upholding stable and

mpathetic, trustworthy teacher-student

2023). It is therefore worth noting establis

nonthreatening classroom settings, and ¢
connections, trauma-informed teaching practicés meet TITS requirements.
Trauma frequently depr ictims of control, leaving them feeling helpless and

alone. Herman (1992) emp at empowerment, choice, and voice restoration are

critical to healing Ahis is‘€gnsistent with trauma-informed principles that place an emphasis

on relational discipline, supportive behavioral interventions, and autonomy (Overstreet et al,

2016). Imthe setting of refugees, where students frequently lack autonomy, trauma-informed
'% n be an effective means of promoting prosocial behavior and identity
recon$grliction. Recent research has shown Herman's theory's ongoing applicability, especially
in educational institutions impacted by conflict. In order to address behavioral challenges
originating from complex trauma, Mendenhall et al., (2021) study on refugee education

highlights the necessity of trauma-responsive pedagogies. Furthermore, (Opiola et al., 2020)

contend that educators who have received training in trauma theory are better able to meet the
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emotional and behavioral requirements of students, especially in environments where there
has been a crisis. This study adopts the position that incorporating choice and empowerment
into routine classroom activities promotes both emotional and behavioral recovery, a position
that is supported by (Liasidou, 2024). Of importance is assisting learners in kakuma in
reclaiming their identities by reinforcing their potential and worth, which4are often

undermined by traumatic experiences

Herman’s theory makes key contributions to the field of trau diesy providing
a holistic approach that integrates individual and collective aspec .Her stage-based
recovery model offers clear, actionable steps that guide botl/téac learners through the
healing journey (Chafouleas, 2023). However, Hegman’s a theory focus on linear

recovery concept and primary focus on individual ptonis may not be appropriate for the

ongoing, complex trauma that is encou n ps such as Kakuma. Additionally, the
approach tends to prioritize pathology¥yovern resilience and ignores the importance of
relationships. This study uses ent Theory to fill up these gaps. Attachment theory
describes how a child's capac st, control emotions, and build relationships all of which
are characteristics#ftequchtly observed in classrooms is impacted by early relationship
disruptions.
Attachment Theory

hy_Bowlby and Mary Ainsworth developed the attachment theory in the mid-20th
cent as emerged as a pivotal framework for understanding the dynamics of interpersonal
relationships and emotional development (Gibson, 2020). Through an experiment known as
strange situation procedures they came up with what is commonly known as attachment styles

(Demogeot et al, 2022). Attachment theory posits that a child's interactions with their primary

caregivers shape their internal working models, which in turn affect how they view the world,
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other people, and themselves. While insecure or disrupted attachments can result in anxiety,
fear, aggressiveness, and emotional dysregulation, safe attachments provide as a basis for
trust, self-regulation, and resilience (Zinn, 2020). When children are routinely subjected to
trauma, loss, displacement, and caregiver separation it disrupts the attachment system. It’s
worth noting that disturbances in the attachment show up in the classroom as ositional
conduct, hypervigilance, avoiding adults, or emotional dysregulation (Bru et 019).

constant, and predictable adult-child connections. Opportunitiegto

Thus the foundation of all trauma informed approaches is the signifi of selid, reliable,
% egulated stress

reactions and disruptive attachment patterns may arise in thi's envigoniient.
Attachment Theory and trauma-informed teaching @i osely related because they
emphasize relational safety, emotional intelligéncey, and tegular, attentive teacher-student

interactions. Teachers can serve as seco

ent figures in classrooms where they

build trust, uphold consistent routines, amd validate students' emotional experiences which

helps to mend broken relation lates and encourage behavioral stability(Brunzell et

al., 2019) . Teachers m les the effects of early attachment disruptions and promote the

growth of prosociaicon emotional control, and academic engagement by creating safe,

nurturing interagtions_injthe classroom (Fonagy et al., 2023). This is especially important in

Kakumapgwhere fofmal educational environments are among the few safe and secure places

ecure attachment is characterized by a strong emotional bond between a child and
their caregiver, facilitating a sense of safety and trust. This attachment style plays a crucial
role in early childhood development, promoting effective emotional regulation and resilience
in the classroom (Gibson, 2020). Cherniak et al further adds that caregivers who are

responsive and sensitive to their child’s needs contribute significantly to fostering secure
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attachment, which lays a foundation for healthy interpersonal relationships (Cherniak et al,
2021). Research indicates that individuals with secure attachments experience better coping
mechanisms during stress and demonstrate positive outcomes in adulthood, contrasting
sharply with other attachment styles. Teachers and other peers in schools by providing safe
and building trustful relationships in the classrooms help learners with wounded dttachment
bonds build secure ones (Jennings, 2018). Healthy relationships in the clagsroo rve as
corrective attachment experiences, which is in line with TITS id t sa must be

established before greater healing and learning.

The practical relevance of attachment theory in tra %mltional environments
is supported by various studies. For example, (Spilt, ﬁirﬂ at responsive, friendly, and
sensitive teacher-student relationships are essentia studénts who have faced hardship.

In a similar study, Bosman et al., (2021){cohten

at stable teacher-student bonds might

mitigate the adverse consequences attachment disturbances and encourage

constructive school adjustment. t, attachment theory offers a strong framework for
comprehending and megting vioral and emotional requirements of refugee students,
highlighting the of tfauma-informed approaches that place a high value on developing

relationships as & vital healing and educational process (Forslund et al 2021). Students benefit
from hawing carin@; regular relationships with their teachers, which helps them rebuild trust

atiopal control (Jennings , 2018). This implies that emotional safety is increased by

fachers in the classrooms.

Insecure attachment, particularly disorganized attachment, can hinder prefrontal
cortex (PFC) development, making it more difficult for individuals to control emotions,
manage impulses, and regulate stress responses (Siegel, 2020). Children who are persistently

exposed to traumatic experiences can have a hyperactive amygdala, which increases
24
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sensitivity to anxiety disorders, hypervigilance, and emotional dysregulation (Forslund et al
2021). Hippocampal function can be further compromised by early-life trauma or neglect,
leading to dissociation, fragmented memories, and trouble processing emotional events.
Neural integration is also disturbed by insecure attachment, which either results in emotional
suppression in avoidant attachment or increased emotional reactivity in anxious 4dttachment

(Siegel, 2020).Students who have been through trauma, especially those with/insecutg bonds,

benefit from stable, caring teacher relationships that help them rebuil t andégontrol their
emotions . Emotional safety is increased by caring teachers. %

In relationships, learners with a dismissive-avoida achentStyle can come across
as emotionally aloof, detached, and extremely independant. may find it difficult to be

intimate, shy away from strong emotional bo d get' overburdened when over-relied

S,
upon, which causes them to emotionally a retreat (Forslund & Duschinsky, 2021)
. Johann et al observes that, at the heart\gf digmissive attached children is the thought that
being vulnerable would alway in, which is why they subconsciously believe that

they are flawed and that re ps are unpredictable (Johann & Franz, 2024). When

teachers offer clea#nstraightforward communication, portray respect for individuality, and

offer regulag erpotional/support, the outcome is healthy connections. With patience and
empathyggchildrenC€an eventually learn to feel safer in relationships and form stronger

al honds (Gibson, 2020). Building healthy and secure classroom relationships is the

Avoidant attachment style is characterized by emotional detachment and an
unwillingness to rely on people, whereas anxious attachment frequently presents as
hypervigilance to relationships and a dread of abandonment (Gordon, 2022). These tendencies

are usually the result of early relationship experiences in which a child's feeling of security is
25
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undermined by inconsistent or negligent caring (Lowe, 2024). The anxious child could act
incoherently, have trouble concentrating, stay on edge all the time, and find little solace in
other people (Gordon, 2022). Jennings acknowledges that teachers affect the social aspects
of the classroom in both direct and subtle ways, in addition to showing students how to behave.
She further notes that educators who helped learners build support systems, espeefally those

who seemed to be alone increased sense of belonging. If the teacher knows/abou ocial
groups and relationships in the class, students are more likely to st % ressive to
others (P. A., 2018). This indicates that teachers by being tra z%\ and applying

trauma informed principles cultivate supportive healthy peef telatignships in the classroom.
The relevance of attachment theory extend@ idhood, permeating various
aspects of adult relationships and mental health«Th&interplay between attachment styles and

psychological outcomes is of great imp derstanding how these dynamics can

inform and improve classroom relatio Jennings 2018). Trauma informed teaching
strategies are built on secure, onsive and consistent relationships. Teachers play a

big role in repairing the jnse hment styles hence improving classroom behaviors.

is Often pathologized by attachment theory, which fails to take

dislocat or neglect. Additionally, Attachment theory pays more attention to children in

N

considering that a large percentage of students in refugee settings like Kakuma are older

tages, it provides little information on how to heal attachment problems later in life,

children. Bronfenbrenner's Ecological Systems Theory is used to address this gap and show
how different systems can affect teaching strategies, classroom behavior management but
above all expounds on how relationships can be repaired in the relational systems.

Ecological System Theory
26
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Bronfenbrenner came up with ecological systems theory in 1979 to help us understand
how environmental factors affects child’s development. The ecological system theory helps
us understand the many environmental factors that affect children's wellbeing, such as larger
social and cultural factors (Yang, 2021). First, the bio-ecological method sees and describes

"environment" as a complex, multidimensional idea with five levels. The fivedlevels are

microsystem, mesosystem, ecosystem, macrosystem, and chronosysten#™ Eac stem
interacts with and impacts the others, resulting in a complex web o es that determine
development and behavior(El Zaatari & Maalouf, 2022). The gco odel takes into

account that the classroom is an ecosystem that includes inte een multiple factors

and learner’s behavior. Therefore, it is necessary to\ tak@ ifdto account how learning

environment and the relationships between s educational settings interact when

explaining management of classroom be

The microsystem, being the decpgest layer, encompasses the settings that have the

greatest direct impact on the 1, such as family, school, peers, and neighborhood

(Yang, 2021). Microsy ans, (2024) asserts that, whether positive or negative,
these interactions e a @irect impact on developmental outcomes, and the person has an
effect on the attitudes.and behaviors of others in the same context. The frequency, consistency,
and qualty of thes€ interaction which are most formative in early childhood have lasting
S cg throughout life are what give the microsystem its power. When the interactions
in th crosystems are unhealthy and unstable the developmental risk increases and learner
becomes vulnerable (Scharpf et al., 2021a). For refugee learner’s healthy relationships in the

macrosystem act as protective factor increasing resilience hence less disruptive behaviors and

reduced classroom management problems
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Mesosystem is the connections and links between two or more microsystems of which
an individual is represented by which includes home, school, neighborhood among others
(Tong & An, 2024). Recognizing how various aspects of a person's life connect and jointly
influence their development and well-being in a variety of circumstances requires an

understanding of the mesosystem (Guy-Evans, 2024). Strong connections, particularly good

parent-teacher communication, lead to more awareness of students' needs™an sistent
behavioral expectations However, poor relationships can result ififNunev iscipline,
miscommunications, and worsening of behavioral problems (Epstcify, . Parental and
community involvement in managing behavioral prob in building lasting

behavioral change. Coordination and collaboratior%‘ue? es, schools, families and
e

communities strengthens interventions put i to address classroom and learning

behavioral problems.

The exosystems looks at the so institutional structures that affects the child
indirectly (El Zaatari & Maalouf} .Bronfenbrenner's theory states that the exosystems is
made up of outside events ieumstances, including a parent's place of employment,
neighborhood assgéiationSyor governmental regulations, that have an indirect impact on a
person's surgounding stein, 2010).These environments have a big impact on a person's

developmgnt even ¥ they may not be directly engaged, showing how factors outside of one's

experiences may shape possibilities and conditions in life(Yang, 2021). Poor social

parental financial constraints, poor government policies and lack of communal
resources are risk factors, hence leading to high prevalence to trauma.

The chronosystem is mostly concerned with how life transitions and historical events
impacts the life of a child (Guy-Evans, 2024) . A child's welfare may be significantly impacted

by a number of circumstances, such as the child's age, the support systems they currently have,
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and how society as a whole respond to events like global epidemics, droughts, or family
relocations(Tong & An, 2024). This implies that occurrences such historical trauma, changes
in family dynamics, gender role changes, cultural changes among others especially during
critical developmental years results in severe behavioral outcomes. This calls teachers to
adjust the classroom management strategies that would meet the learners where ey are at.
The macrosystem refers to the broad cultural, social, political, and economiC circumastances
that influence all other systems. It consists of rules, beliefs, beli stem$y,and social

conventions that have an indirect impact on life (Guy-Ev ronfenbrenner

advocates for a more continuous welcoming and encoupdgi phere by integrating

culturally appropriate behaviors in learner’s interactions. i imperative to implement

policies that reduce poverty, provide equitable4dccess to resources and culturally responsive

policies and research (Scharpf et al., en's exposure to trauma and coping

strategies are greatly influenced by theig cultural beliefs, political climate, and economic

systems. Children are more li have ongoing behavioral issues in situations where
structural injustices restrict to support resources or where social norms justify
violence(Tong & \ 4).The sociopolitical dimensions of trauma cannot be fully

understood without considering the systemic and collective factors that contribute to its

occurre Structiiral violence, including war, systemic racism, oppression and power

@ etuate harm.

The general literature review was discussed under various topics as guided by the

General Literature Review

objectives of the study. The topics include classroom behaviour problems among the refugees,
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challenges teachers encounter when implementing TITS and the effectiveness of TITS on
classroom behaviour.
Classroom Behaviour Problems Among the Refugees
Teachers in the refugee context face various challenges during classroom interactions.

According to (Antonijadu et al., 2022) learners in the refuge contexts struggle with dggressive,

insecurities, fears, anxiety, bullying among other behaviours that manifest i cla m as
a result of mental traumas. It has been noted that behaviours suc lac empathy,
withdrawal, resistance to authority, and erratic emotional reactions a f the classroom

behavior that may be misunderstood as misconduct or intpfitionafdeftance rather than signs
of trauma among learners. ( Columbia et al., 2020) . Understanding trauma functions enables

teachers to provide these learners with the resoufcesthey require to appropriately address and

teach new coping mechanisms.

Sweetman records teachers are likgly tg meet reduced classroom participation, social

withdrawal, attention problents; and aggressive behaviours among learners with
traumatic experiences ee 22) . Children and teenagers who are living through a
crisis frequently incfeased anxiety and hypervigilance, which makes them see danger

where none is. While_saime retreat and become passive, others may behave aggressively or
disrupti as a way to vent their pain which hampers their capacity to learn (Jennings.,

ositive relationships characterized by trust, support, and empathy can buffer the
mffects of trauma and foster a sense of safety and belonging in the classroom (Fonagy
et al., 2023). In traumatized environments like Kakuma refugee schools, social safety and
connection are especially important. Improved behavior management is directly impacted by

trauma-informed teaching practices that increase cooperative learning, decrease social

isolation, and enhance social acceptance.
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According to Sweetman trauma impacts children’s cognitive abilities, relationships,
physical health, performance and school continuity. These may lead to poor performance and
increase school dropout and unfortunately this may be considered as defiance and attract
negative punishments (Sweetman, 2022a). When teachers listen, care and respond, they in
turn create secure classrooms thereby reduce disruptive behaviors, promotedacademic

engagement and build conducive learning environment (Foreman, 2021). understanding how
N

relationships between learners and teachers influence classroom behawor dentifying
strategies to enhance supportive interactions is key in Kakuma refug chools. Jones's
(2022) research highlights that peer interactions are essents %smm management, not
only a supporting element. Peer modeling, organized $oci gagement, and restorative

we proach to behavior modification

al principles of trauma healing.

practices when are all integrated they provide a

which is in line with the psychological a

(€]

Children may display physical ptdms, dissociation, avoidance behaviors, fear,

mistrust, or discernible behavi s in school environments (Spytska, 2023). Despite

the commonalities in tr es, learners may respond differently, which can have a
big influence on their e day lives and long-term development. Some children when
supported they ‘are able/to exhibit resilience and are able to resume their prior level of
follo

functiony g traumatic experiences (Santiago, 2018). Establishing routines that are

iving learners the freedom of choice and autonomy, imparting emotional
regulagién skills, teaching them mindfulness and relaxation techniques, and employing
trauma-informed disciplining tactics is key in preventing classroom negative classroom
behaviours (Foreman 2021). It is worth noting that empowering learning environment helps
learners acquire the social, emotional, and cognitive skills necessary to overcome the effects

of trauma and succeed even in future.
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Challenges in Implementing Trauma Informed Teaching Strategies
The effectiveness of trauma-informed teaching strategies hinges upon teachers'
knowledge, skills, and attitudes towards trauma and its impact on students. Identifying barriers
encountered by teachers in implementing trauma-informed practices, such as limited
resources, time constraints, or organizational challenges, is essential (Sweetmafi, 2022a).

Financial issues that schools particularly those in low-income communities sfich as ¥akuma,
encounter limit hiring and training of professional teachers who can i % S.

The implementation of trauma-informed teaching practi e%n s a number of
challenges. According to El Zaatari and Maalouf, (2022 s%jusﬁces like racism,
poverty, and historical oppression all of which tead@: control over are frequently
the root cause of distress. Many teachers just addres§personal trauma, ignoring the effects on

the community or generations, which ma ssrooms less successful. Goldin et al.,

n whenjfunding is available, high-quality training is frequently lacking or poorly
td, the requirements of schools. Implementation becomes inconsistent and
unsustaifiable in the absence of continuous assistance (Nkoyo et al., 2024).Challenges in
accessing training opportunities, limited resources for implementation, and insufficient
support from educational institutions have been highlighted in studies (Rose et al., 2019). Lack
of training among teachers in Kakuma limits teachers the knowledge on identifying trauma

symptoms and hence poor responses that leads to retraumatization in the classroom. Insights
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gained can inform efforts to enhance teacher preparation and support mechanisms, thereby
improving the implementation of trauma-informed strategies in Kakuma schools.

Cultural, linguistic barriers, structural and resistance to change along with the impedes
the effective implementation of trauma-informed strategies (Nkoyo et al., 2024). Conflicting
perspectives on trauma and cultural stigma might also lower community involvemdent. TITS
lack consistency when it comes to definitions hence leading to barriers 1 plication and

integration into teacher training programs (Avery et al., 2021). Ad of QLTS is also

hampered by misconceptions, such as the idea that trauma-in tment is just for

children who are badly impacted or is only connected to "(Nkoyo et al., 2024).
Understanding these barriers is crucial for developing su§tain: training initiatives tailored

to the needs of teachers in Kakuma. Policy ref@rniyleadership backing, culturally sensitive

methods, and solid community relations ssary to overcome these obstacles in

Kakuma.

Sweetman acknowledges the € turmoil, compassionate fatigue and burnout teachers

experience while handling le ith traumatic experiences in the classroom (Sweetman,
2022b). He furthe s that for’some teachers, learner’s painful experience also triggers their
own trauma, hence unable to realize, recognize and respond to the learner’s problems

positive erger yand Martin (2021) in agreement to this view also adds that teachers are

other challenges including time constraints and the burden of curriculum

inadequate support are among the challenges teacher in Kakuma experience when addressing
classroom behavioral problems (Mendenhall et al , 2021).

Effectiveness of Trauma Informed Teaching Strategies
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Integrating trauma informed teaching strategies means those interacting with the
learners ensure they employ the key trauma informed principles which include; safety,
transparency, trustworthiness, cooperation empowerment, voice and choice, and cultural
humility and gender responsiveness (Thompson et al, 2022). Recognizing the symptoms of

traumatic experiences, responding to or addressing these traumatic symptoms usifig trauma

focused approaches principles is the first step for every teacher who seek sup their
learners (Spytska, 2023). According Maynard et al, implementati trautaa informed
teaching strategies promote safe learning environments, reduce bgha lems, improve

academic performance and learn to express emotions in a h y aynard et al., 2017).
Teachers confirmed when TITS is implemented, pupils arg les$ydisruptive and more involved,
demonstrating the benefits of a responsive and eficotraging atmosphere (Nkoyo Lynn Majebi

et al., 2024). This implies that learners e emotionally and mentally in a better

position to excel in academics and adopt¥etter)coping mechanisms in the classroom

that learners feel ecte ically from harm and that their mental and emotional health

are given first pkiorit aynard 2019) . Transparency and Trustworthiness being a principle
trauma iaformed teaching entails qualities of establishing and preserving a relationship of trust

e\who are receiving care as a result trauma (SAHMSA, 2014). This necessitates
depe ility, stability, and honesty when having conversations. On examining the
effectiveness of trauma informed teaching strategies, (Tabone et al., 2020) found that trauma
informed classrooms showed improved attention in the classroom, reduced traumatic

symptoms, led to emotional stability and eventually healthy development.
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Cooperation and Mutuality highlight how crucial it is to work as a team with those
affected to provide needed help. Cooperative strategy encourages shared decision-making,
mutual respect, and empowerment while respecting diversity (O’ Toole, 2022). Empowerment,
voice, and choice support learners’ capacity to make knowledgeable decisions about their care
by recognizing their innate resilience and capabilities (Sweetman, 2022). Studies€conducted

by (Nkoyo Lynn Majebi et al., 2024) in the united states confirmed redug€d abséateeism,

higher student accomplishment and enhanced staff-student connecti s ki enefits of
TITS in schools. The initiative's overall success was facilitated by t 's emphasis on
the value of incorporating families, communities and stdkeholder addressing trauma

related behavioral problems.

Learners from schools that implement

f@hown improvement in attention,

problem solving skills, self-expressio social interactions and respect for

boundaries (Sun et al., 2024). Criag rec@mmehds establishing routines that are predictable,

giving learners freedom of ¢ d autonomy, imparting emotional regulation skills,

putting mindfulness andaela chniques into practice, and employing trauma-informed
disciplining tacticge achigye all this benefits (Criag, 2016). SAHMSA highlights among the
significance of gstablishing a safe and empowering learning environment, students acquire

the socialyemotiondl, and cognitive skills necessary to overcome the effects of trauma and are

succeed both academically and solving problems in their personal lives (SAHMSA,

Building supportive Teacher-learner relationships play a central role in creating
favorable learning environments, especially for students who have experienced attachment
trauma. Despite the essential nature of early attachment experiences, research suggests that

attachment patterns are not set in stone (Garcia-Rodriguez et al., 2023). According to Opiola
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et al (2020) teachers trained on trauma informed approaches were in a better position to
realize and recognize trauma symptoms and therefore reduced retraumatization. This also
helped teachers to gain more insights of student behavior, categorized these behaviors and had
refined behavior interpretation which in the end reduced teacher stress and enhance the

emotional competence to handle classroom behaviors.

communication and not defiance. Supportive relationships creat esilience, foster

Wall (2021) confirms that teachers who are who have built better rgfationships with
learners with traumatic experiences change how they view bff; ral blems as
trust, improve teamwork, leverage stories and personal ex nces, that’support recovery and
safety(D’Urso & Pace, 2019). Parental involvement, conimu ngagement, cultural norms

and peer support have been found to be an impoftaigprotective element in building inclusive

educational settings, lowering aggressive 1015, 'and promoting better mental health (Tol

et al., 2013). El Zaatari asserts that, ery feel a sense of belonging when they have

supportive connections and co itive reinforcement across these systems.

They further recomm suring family standards, school culture, and community
ideals all fit toget or eep learners interested, safe, and behaving well(El Zaatari &
Maalouf, 2022).\In Turkana Kenya, Wanjiku and Alexis (2024) conducted a descriptive cross
sectionalptesearchdesign to assess the role of community, parents, teachers, educational

N
relatiomn

ship between the variables. This systems-based view emphasizes how important it is

n\community development including quality education, the study found a positive

to include multiple stakeholders in educational practices that aim to enhance classroom
management and student’s well-being.

Empirical Literature Review
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Empirical studies have consistently shown that students who have experienced trauma,
such as refugees, often exhibit challenging classroom behaviors. Behavioral problems and
physiological complications among refugee children, including difficulties with selfregulation
disruptive behavior, aggression, withdrawal, and inattention and interpersonal relationships
are commonly reported (Betancourt et al., 2017). The findings were discussed undef the three
research objectives.

Prevalence of Classroom Behavioral Problems Among Refugees

Scharpf et al., (2021c) conducted an a systematic review by reyie ings across the
globe to examine the social-ecological factors leading £0" pr e of behavioral and
emotional problems among refugee children and adglesdents ss North America, Europe

%1 ings revealed high prevalence of

mong other PTSD symptoms. Family

and across the globe using ecological mod

aggressive behaviors, anxiety, withdraw

systems dysfunctions, poor system icie§, poor peer relations, unhealthy learning

environments, poor parenting d Jack of collaboration was to be found to be among

the factors that increases.ret jzation (Scharpf et al., 2021). It is evident that children

adopt various waysto cOpe with traumatic experiences and these behaviors manifest as
behavioral problems in the classrooms.

ationwide, school-based cross-sectional research was carried out in Jordan by

alg with children and adolescents from public, private, refugee camp schools as well

as nofpformal education facilities. The participants ranged in age from 8 to 18. Significant

rates of behavioral and emotional disorders were discovered by the study using the Strengths

and Difficulties Questionnaire (SDQ), with conduct issues and emotional symptoms being

more common among refugee learners. This demonstrates the increased susceptibility of

displaced children in learning environments (Labib et al., 2024).
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Research continuously demonstrates that refugee students have significant rates of
behavioral and mental health issues, which are mostly caused by trauma exposure,
displacement, and ongoing stresses in their surroundings. In a cross- sectional study of 1,591
Syrian refugee children living in informal settlements in Lebanon, for example, McEwen et
al., (2023), discovered startlingly high prevalence rates of anxiety disorders( (47.8%),
depression (20.1%), conduct/oppositional defiant disorder (26.9%), and TS 9.6%).
These figures demonstrate the intricate mental health requirements of ee stiidents as well
as their susceptibility in educational environments.

Children and teenagers between the ages of 2 and hoSusitéd pediatric outpatient
clinics in Damascus, Syria, participated in a cross-sgctional rch by Alsharif. The study

used the WHO Quality of Life Questionnaire and th&Strengths & issues Questionnaire (SDQ)

and found that behavioral issues were hi t in children ages 2—4 (74.7%) and 5—

17 (61.3%). The most common issues w tional, followed by behavioral and peer

difficulties (Alsharif et al., 2024).

In a research ied out in Kenya's Kakuma Refugee Camp, using a qualitative study,
Horn (2010) interw 32 Xey informants and 52 community members using the free listing
approach t ine the emotional and general psychological wellbeing of refugees. The
study fou pessimism, fear, sorrow, anger outbursts, feelings of hopeless, sadness were

ommon emotional issues among refugees from diverse nationalities. According

to these results, addressing emotional issues is crucial for enhancing psychosocial wellbeing
and lowering antisocial behavior in the neighborhood(Horn, 2010). Refugees continuously

face traumatic events in their host countries that continuously increase emotional turmoil.
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A longitudinal study conducted in Kakuma Kenya to assess the degree to which
children's prosocial behaviors are encouraged by mainstreaming in a refugee camp while
taking into consideration their emotional and behavioral issues. Two groups of learners with
disabilities were assessed, those in special classes and those in mainstream classes, the

researchers findings indicated learners in mainstream classes exhibited more behayioral and

psychosocial problems compared to those in special classes(Crea et al., 3). tudy
concluded that more support was needed to support learners in the refu % itigating
these behavioral issues and fostering positive classroom re ts%t auma-informed
teaching practices that focus on relationship-building, ti ntrol, and systemic

supports. g{
Challenges in Implementing Trau rmed Teaching Strategies

educational instifutions. Berger and Martin (2021) who conducted a critical literature analysis
targetingpolicy maKers, educators other scholars is in agreement with definitional vagueness,

this challenge leads to limited application of trauma informed principles in the

and teacher training programs.

In a scoping review Wassink et al., (2022) , sought empirical data on the factors that
support and hinder TITS adoption in various educational settings. Using data from 37
empirical studies, the study emphasized the importance of whole-school cooperation, staff

training, and leadership support in promoting the adoption of trauma-informed practices. The
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absence of resources, inadequate professional development, teachers' emotional strain, and
ambiguous policy direction, on the other hand, were some the challenges in the
implementation of TITS. A systematic review conducted by Avery et al (2021) from 24 studies
concluded that inconsistent training and limited resources led to poor integration of trauma
informed principles in the classroom settings.

In a systematic review by Lembke et al., (2024) to examining trauma#Sensitivig school
models for refugee students, highlighted global gaps in trauma-i ed cation for
displaced learners. Of the 9,363 sources screened, only 17 concepts m on criteria. Just
35.3% specifically targeted refugee learners, and only A7.6%Runcfided adaptations for
challenges like war trauma, cultural displacement, or disripte cation. While many models

addressed general trauma, few disaggregated .gutcCemes refugee students due to under

resourcing in the refugee settings. C 3) in agreement to this challenge

recommends structural changes, enhamced ) professional development, and improved
interagency cooperation amon ors. The necessity of trauma-informed pedagogy in
teacher preparation progra the significance of providing teachers with useful,
classroom-based t 1ques, were underlined by the participants.

Emotional exhaystion, burnout , time constraints and pressure to meet curriculum

goals nother €hallenge that was recorded in a mixed approach study conducted by Kim

021).The study which engaged 112 educators, 71 intervention groups and 41

siSon conducted in south Western Ontaro aimed at assessing the effects of trauma
informed training on teachers’ outcomes registered reduced stress levels. Even though
instructors who took part in the intervention expressed greater comfort utilizing
traumasensitive techniques, they still felt drained and emotional exhausted when addressing

the behavioral problems in the classroom. In order to reduce teacher burnout and enhance
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professional attitudes, the same study highlighted the value of trauma-informed training in
conjunction with mindfulness-based social-emotional learning (Kim et al, 2021). From this
study, it is evident that teachers who get trauma-informed training and are also supported to
address vicarious trauma are more resilient, emotionally stable, and relationally competent.
Mary et al (2018) conducted a mixed method study by analyzing data frefn refugee
hosting countries including Uganda, Kenya, Nigeria, Syria among other”countrigs, The
researchers analyzed education policies, education data, conducted intervaews surgery to
educators to assess challenges and available opportunities to prov lity education.
Among the challenges recorded included overpopulate c% poor infrastructure,
inadequate learning materials, lack of training amon@es. These findings support
the role of both an individual, schools, familiesdcomgmunities and systems play in addressing

disruptive behaviors in the classrooms.

Effectiveness of Trautaa Intormed Teaching Strategies

Integrating trauma-info iques into educational settings improves behavioral

The researchers who are affiliated to Monash University analyzed schools that implemented
SAHMSA whole approach principles and found that implementation of TITS increased
emotional safety, lessened behavioral problems, and fostered resilience among learners. A

participatory study by (Brunzell et al., 2019) to 18 teachers in Australia, reported personal
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Library Archives Copy



Daystar

Library

University Repository

improvement in confidence, emotional regulation, and the ability to use trauma-sensitive
practices, in addition to changes in how the teachers interacted with students who had
experienced trauma, a confirmation of the effectiveness of TITS.

Sun et al. (2023) conducted a scoping review that looked at the data from across the
world on trauma-informed methods in Early Childhood Education and Care settings. Studies
from Australia, the United States, Canada, and the United Kingdom werg/tnhclu
review. Intervention features, target groups, and results were carefully du PRISMA
criteria. The results underscored that effective trauma-inform ation programs
frequently entail caregiver involvement, teacher training inid auma symptoms, and

the establishment of secure and predictable environmehts (Swwa, et al., 2024). The results

these results provide ¢ he efficiency of trauma-informed practices in fostering

young children's ein
Meier in\ South Africa, conducted a contextual and conceptual literature review to
examineéyaow traumta informed neuroscience theory informs the pastoral role early childhood

.\lhe study conclusion indicates that when early learners education teachers

and the brain functioning and how it is affected by trauma, the teachers are able to
build safer, empathetic and nurturing classrooms that enables learners to thrive (Meier, 2024).
This confirms findings in exploratory descriptive study design conducted to 26 teachers by
Munyadziwa et al, (2025) who sought to find out whether teachers in Limpopo primary

schools were well informed to support traumatized learners. The study found out that, how
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teachers understood and defined trauma helped in employing strategies suitable to support
traumatized learners. Even though with little understanding their definition of trauma helped
them support learners and build conducive learning environments.

In Kenya, study was conducted to Somali refugee youth in urban areas with the aim
of establishing if trauma informed psychoeducation would reduce PTSD symptoms{(Im et al.,
2018) engaged 141 somali refugees who underwent 12 Psychoeducation ses and
after the pre-post study they found reduction PTSD symptoms, incfcaged aWgreness and

selfreferral for further help among those with PTSD symptoms. This 1 that when TITS

is implemented reduces the disruptive behaviors. In 2023 ,An" K1 ty Kenya, Omare et
al, investigated the effectiveness of trauma-informgd appro s on students' adjustment.

They sampled with 275 adolescents from a tot 00 and used a mixed-methods approach

to conduct the study. They found a si sitive relationship between academic

adjustment and trauma-informed prac pplying TITS techniques helped students
become more resilient and 1 heir coping mechanisms, according to FGDs and

interviews with studentsa(O %2023). This implies the implementation of TITs eventually

results in better a mic Outcomes and mentally healthy students.

Summary of Knowledge Gaps

There "gre gaps in the research, especially in refugee schooling environments like
Ka despite the substantial theoretical and practical contributions made by both Trauma
Theory and Attachment Theory and ecological theory. Trauma theory exhibits a lack of
awareness of cultural and environmental differences, particularly in African contexts where
caregiving is frequently shared. Attachment theory places a strong emphasis on early

caregiver interactions but frequently dismisses attachment styles as fixed, undervaluing the
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impact of relationships at school, such as those with classmates and teachers, which can act
as compensating attachment systems in situations of displacement. Despite the fact that
ecological theory considers structural issues including forced migration, overcrowding in
classrooms, and poverty most of the research in the Kenyan settings have paid little attention

on education setting and specifically in Kakuma refugee camps.

Most of the empirical research on trauma-informed teaching has been/done 1 stern
countries and clinical contexts with very little being done in refugee 1 hool$,In addition
to a scarcity of culturally appropriate instruments to evaluate behavi mes in various

educational contexts, there is a scarcity of longitudinal reg€atch 'doctfienting the long-term
effects of trauma-informed practices. The voices of lgarn ho are the end users to

determine the effectiveness is minimal. By ining “how trauma-informed teaching

X
strategies affect student behavior wi rticular sociocultural and structural

circumstances of Kakuma refugee schoolSythis study A systematic review conducted by Avery

et al (2021) from 24 studies co that inconsistent training and limited evaluation tools

led to poor integration f tr ormed principles in the classroom settings. seeks to

reduce these gaps ow 1§,the’literature gap table
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Table 1: Summary of Knowledge Gaps
Sources Area of Study Study Findings Type ap Knowledge Gap How Current Study
A Addresses Gap
Rose et al. Attachment-aware Positive impact of irical, Lack of longitudinal ~ Incorporates teacher and
(2019) schools attachment-based ethddplogical data, minimal learner voice in refugee

GarciaRodriguez Teacher-student
et al. (2023) attachment
measurement

Siitterlin (2020) History of trauma
theory

Maynard et al.  Trauma-in
(2017) ap es in
sch
Herman (2 uma and
Recovery
Forslund Attachment theory
insky and research
2021)

interventions

Systematic reyigw O

CES ma

Systematic review
showing mixed
evidence of
effectiveness
Outlines trauma's

impact and recovery
models

Compilation of
evolving attachment
studies

ethodological,

heoretical

Theoretical

Empirical

Theoretical

Theoretical

Archives

learner’s voice
Lack of consistent
measurement tools;
under-researched in
refugee settings

Lacks cultural
adaptation or
application in
lowresource schools
Need for more robust
and longitudinal
evidence

Clinical focus with
little application to
school systems
Emphasis on clinical
settings, less on
classrooms

context

Provides empirical
context for choosing
culturally appropriate
tools in Kakuma

Puts trauma theory
within historical limits
and updates

Adds a rationale for
long-term study in
Kakuma schools

Applies trauma recovery
models to classroom
setting

Adapts modern
attachment perspectives
to education
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El Zaatari & School Belonging Teacher-student Empirica Limited research Examines teacher-
Maalouf, & Engagement interactions and peer linking microsystem learner relationships and
2022 relationships factors with peer support as part of
influence school traumainformed trauma-informed
belonging and teaching in refugee strategies
engagement :\ classrooms
@' 46
Sources Area of Study Study, Findin Type of Gap Knowledge Gap How Current Study
Addresses Gap
Guy-Evans, Child diate Theoretical gap Uses ecological system
2024 Developmen vironment directly Few studies apply theory to improve
ffects child’s ecological system classroom behavior and
wellbeing theory to address improve the systems in

Epstein, 2010, Sc amily-
Comimunity
rtnerships

School-
familycommunity
partnerships enhance
student well-being
and engagement

behavioral problems.

Limited application

of mesosystem

insights in refugee

education.
Implementation gap

place

Integrates parental and
community involvement
into trauma-informed
teaching.

WSe‘archer 2025
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Conceptual Framework

A conceptual framework is an organized depiction of the main ideas, factors, and
connections that support a research project. It serves as a map that guides the research by
illustrating how independent and dependent variables interact, based on existing theories and
empirical evidence (Creswell & Creswell, 2023).The researchers' knowledge of fhe current
connection between the independent and dependent variables is illustrate&o tual

cat impact

framework that follows. Trauma-informed informed teaching strategi M

on classroom behavior management. The intervening variables gicates tllat when teachers

are knowledgeable on what is TITS, its symptoms and th€ mani tions in the classroom
settings, they are likely to implement what they know{hente be#ér classroom outcomes.
Independent variables Dependent Variables
Reduced disruptive behavior
p Classroom engagement
Emotional regulation
Positive peer relationships

Routines and structures
Chllaboration and supportive
relationships

Safety and predictability
Empowerment voice and choi
Cultural inclusion

Teacher training and professional
development
Support systems

Intervening Variables
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Discussion

The above conceptual framework indicates the relationship between trauma informed
teaching strategies and classroom behavior management. Implementation of trauma informed
strategies principles has a great effect on the classroom behaviour positively and lack of it
leads to adverse consequences. In their comprehensive literature analysis, Wilson-Ching et al
contend that establishing trauma-informed practices in educational contex§ require$psolid,
ongoing connections between teachers and students (Wilson-Chi Berger, 2024).
According to their results, when teachers implement trauma j ed tgaching strategies
which includes ensuring safety, predictability, routines and¢tructuts, collaboration, creating

inclusive classroom, and reinforcing empowermeng, and chojée, this leads to admirable

classroom behaviors (Kim et al., 2021). TITS_ eVentually leads to reduced aggressive

behaviors, increases classroom engagement, ‘strengthens healthy peer relationships and
selfemotionally regulated learners.

Classroom behaviour is highly% on whether teachers are professionally trained on
trauma informed teachipg strategiePand whether implementation is done. Teachers with TITS
skills are well equipped to handle challenges, prevent problems before the happen or worsen
the classrooiy behaview’ by reacting to trauma symptoms instead of responding. Teachers

trained 1 ma-informed approaches significantly report fewer disruptive behaviors from

ents and a discernible increase in student-teacher connection. According (Loomis et

al., 2022), even brief, targeted professional development can enhance important behavioral
and relational elements in early childhood classes.
The intervening variables which were teacher training and professional development

and support systems play a huge role on implementation of TITS. For example, Brunzell et

al.,( 2019) acknowledges that teachers who are trained and are knowledgeable in TITS are in
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better place in addressing behavioral problems in the classroom. Supportive systems for both
teachers and learners is reinforced through classroom behaviour, consistency and
responsiveness provided through routines and structures plays a huge role in building secure
base attachments (Garcia-Rodriguez et al., 2023). Learners who may have poor social

relationships benefit a lot from teachers who put an effort in building trusting and tansparent

relationships.

Chapter Summary \
This chapter reviewed theoretical and empirical literature, ge ieSyand the conceptual
framework. The study was guided by trauma theory, att t th and ecological theory.

ma-informed approaches, gaps

remain particularly in evaluating classroo n refugee settings where complex
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CHAPTER THREE
RESEARCH METHODOLOGY

Introduction

Research methodology is the process that clearly describes the methods that was used
in carrying out this study. This chapter outlines the methodological approach adopfed for the
study. It includes the philosophical foundations, research design, populati nd ling

procedures, data collection instruments, data analysis, and ethical '(&dera s among

others. The methods selected align with the research obyj assessing how

traumainformed teaching strategies influence classroom behéavior akuma refugee schools.
Philosophical Un. &
The study adopted pragmatism whi ofts the use of both qualitative and

quantitative data to get a deeper understanding\of ¢omplex educational environments, such as

refugee schools. In addition t@/ pfeducing quantifiable results, pragmatism permits the

employment of mixed meth ather more in depth of participants experiences which is
key in this study (Lelto,2024)yAccording to (King, 2022), pragmatism is more concerned
with practical sélu an abstract theory, which made it particularly appropriate for this
study. The pragmagic approach allowed this study to combine behavior observations, focused

groupediscussiof, and teacher interviews to determine the effectiveness of trauma-informed

tea rategies in Kakuma. To support the practical view point of pragmatism, this study
to examine teacher’s practical experiences, real behavioral problems, challenges and
thereafter provide practical knowledge and recommendations to improve school and

classroom learning environments.
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Research Design

Research design is the plan, organization, and techniques of the study in order to
control variation and find answers to the research objectives (Kumar & Praveenakumar,
2025).The research design framework outlines how a study was carried out, with the target
population, methods and techniques, data collection and interpretation tools,“and other

essential components that are necessary for the study's success (Rosen, 201

The study used a descriptive mixed survey research & sess how
traumainformed teaching practices affect classroom behavior 1 %ools in Kakuma.
Descriptive approach seek to observe, and record elenl%;%ﬁon as it naturally
arises(King, 2022). The researcher systematically g@da from a specific population

using the descriptive survey methodology, whicinis suitable for this study since it allows the

researcher to characterize current circum behaviors and practices without changing

any the variables. The mixed methods allowged the researcher to separately gather quantitative

and qualitative data, examine the independently, and then combine them during the

interpretation phase. To %—depth understanding of the effects of trauma-informed

teaching, a variety of dataNseurces was gathered through school behavioral data records,
cus

roups discussions and thorough observations. Creswell (2023)

e recorded in addition to improving the validity and dependability of the

questionnai%
postulate mixed method guarantees that both quantifiable trends and a deeper contextual
g e

Study Population
A population is an essential part of research methodology, denoting a collection of
individuals with similar characteristics in a certain institution or region(Willie, 2024). The

foundation of research technique is a population, which is a larger group of people or
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components related to the study topic or phenomena of interest. The African Population and
Health Research Center (APHRC, 2025) estimate that there are about 25 primary schools in
the Kakuma Refugee Camp, hosting up to 72,000 students and 700 instructors. In order to
provide a representative sample of the refugee education situation in Kakuma, participants
were selected from 21 accessible schools located within the camp. The study fdcused on
teachers, administrators, counselors, and students. These individuals were se ause
they include all of the important parties involved in managing behavi he clagsroom and
putting trauma-informed teaching methods into practice. Accordi LWF EMIS data
report the total population of the 21 primary school is ap im 072 which includes
50,456 learners, 566 teachers, 21 head teachers, deput d 18 community school

counsellors. The study was conducted in the sc %’Vﬂ n the table below:
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Table 2:Study Population
School Learners total population Teachers population
Hope 3768 30
Peace 4879 45
Elliyes 3028 30
Newlight 2902 30
Fuji 3439 34
Horseed 2239 25
Gambella 3886 35
Shebelle 2056 40

Palotaka 3675 35
Alnuur 2130 3

Lokitaung 3255 0
Unity 1571

Ngundeng 3553

14

1
1

Fashoda 712
Bhar-el-naam 1188 9
Jebelmara 791 \ 8
Malakal 1580 21
Kadugli 2440 27
Cush 1429 25
Shambe 9 22
Angelina 8
Total 50456 566

Source: Researcher 20

% Target Population
arget population is subset of the larger population under investigation, the target
ar h by particular characteristics or standards that are directly related to the

uestion (Willie, 2024). Finding the target group allows researchers to better tailor
their sample plans and research goals to the goals and objectives of the study. The target group
comprised of community school counsellors, head teachers, deputies and teachers trained on
trauma informed teaching strategies and students in upper primary (Grades 8 to 9) classes who

were able to comprehend the English and Swahili languages.
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Grade 8-9 are learners who had been schools for quite some time and are at a
developmental stage where behavioral issues are likely to manifest as a result of compounding
effects of past experiences, current developmental changes and school work. Cognitively
grade 8 and 9 learners were able to reason and identify strategies teachers are putting in place
to address behavioral problems. Teachers are directly involved in implementing S in the

classrooms and have firsthand information when it comes to behavior chi@lenge§,in the

classroom. The community school counsellors provide psychosocial s r& teachers
and learners hence well informed with behavioral themes in their chools. The head
teachers and deputies are directly involved when addr %’oral problems, they
influence policies and systematic structures that govern the sc

x

pulation, sampling involves choosing a

To estimate the characteristics of th
subset of individuals from witht specific group (Rosen, 2019). This study employed
Yamane’s (1967) formula, ¢ S maller groups. According to Hasan & Kumar (2024)
using Yamane’s (1960%111 is more preferable when calculating a sample size for large
population whi %tu y includes learners and teachers

To dert scientifically viable sample, Yamane's method's theoretical foundation
highlights nificance of the confidence level, margin of error, and total population size.
I@ theoretical framework as a guide, the study calculated the sample size for learners
and teachers using Yamane's formula where n represents the sample size, N for the population

and e for the margin error. A 95% confidence level with a 10% margin of error (e = 0.10) was

chosen for the learner population of 50,456.
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N 566
2
n=1 +N(e2) 14566(0.102) 5 —
50456 566
Nn=1+50456(0.102) Nn=1+566(0.12)
50456 566
Learners = 1+504.46 Teachers=6.6)
Learners=100 Teachers=85

Table 3: Sampling Frame

Respondents category Population Sample Sier N
Learners 50,456 100 ’
Teachers 566 85
Head teachers 21
School deputies 21
Community school Counsellors 18 \%

Total 51,072 ,\\15

Source: Researcher 2025

As indicated, from the calculation a $ample size of 100 students was derived at, which
is statistically representative of the total ulation and offers a high degree of accuracy. A
more practical 90% confidence le i 10% margin of error (e = 0.10) was applied to the

566-teacher populationgyielding a Sample size of 85 instructors. This choice was made while
u

f generality and considering pragmatic factors like time,

maintaining a faj 0
accessibilit%i e resources. For populations that are small and controllable, a census
ec

was use omplete coverage is both desirable and possible. A census method was used

R

study Whereas quota sampling was used to get the sample size of teachers. The study engaged

alk the 21 head teachers, 21 deputies and 18 community school counsellors in this

245 respondents.
Sampling Technique

A sampling technique is the procedure the researcher used to gather people for the study
(Divakar, 2021). The research utilized the purposive sampling technique, stratified sampling
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techniques and simple random sampling. Purposively sampling technique is mostly used in
qualitative studies and is deliberate in choosing specific characteristics that meet research
objective (Divakar, 2021).The researcher initially used purposive sampling to choose a
specific group of participants who met study-related criteria, in this case teachers
implementing trauma-informed teaching and students in grades 8§ to 9.

Within the selected schools, stratified sampling was used to ensuge™representation
across gender and grade levels for learners. Due to the individual difft & teachers
and to ensure gender and age appropriate responsiveness, the % ategorized the
participants according to their genders and grade level. Thi %that every subgroup
is sufficiently represented in the sample, enabling Aﬁfu parisons between various
demographic groups. For example, the researc % 8 male learners separately from

grade 8 female learners and apply the sa

Simple random sampling was choose participants within each stratum
following stratification. This imp t every student in a certain gender and grade level had
an equal opportunity to be.a p study. To prevent bias, the random selection procedure
was carried out utifizing rfandom number generators. This multi-layered sampling strategy
maintained a balance bgtween objectiveness, diversity, and relevance. Random sample

improvetygthe validity and generalizability of the results to comparable refugee school

tification guaranteed equal representation, and purposeful sampling focused on

Sampling Criteria

Inclusion criteria outline the necessary qualities that research participants must have

in order to qualify. By specifying who is eligible to participate, inclusion criteria assist
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guarantee that the chosen participants are suitable for achieving the study's objectives (Keung
et al., 2020).
Since the study's focused on trauma-informed teaching practices, participating schools

must be actively putting them into practice TITS principles. Due to their cognitive capacity to

describe classroom experiences in focus group discussions and other data collectio
students in Grades 8 through 9 was included in these studies. Additio , 1n erder to
guarantee that they have sufficient exposure to and knowledge wi &infomed
techniques, only teachers who had taught at the chosen schoolsggzan pecific classes
were involved. Teachers who had not yet implemented magin ed practices were
excluded based on the exclusion criteria. Due to developrhent. tors and language barriers

1 )Ntudy rocess, learners below Grade 6

¢. Newly recruited teachers and those who

that can restrict their capacity to fully engage

learner and below were not allowed to p

have not received training was not partic the study.

Da ollection Instruments

Data collectio&n s are the tools that researchers use to collect data from study
participants or gt ces that are pertinent to a research topic in a methodical manner
(Creswell & Creswell, 2023).The researcher gathered data through structured questionnaires,

integyiew and observation. Teachers responded to questionnaires via google forms to

eir use of trauma-informed teaching practices and the behavioral shifts they see in
their students whereas learners were engaged in FGDs using face to face interviews.

The teacher’s questionnaire was divided into section A, B, C and D. Section A of the
questionnaire seeks to collect demographic data which includes, age, gender, working

duration among others. Section B has multiple choice questions that sought to identify
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teacher’s general knowledge on TITS, specific strategies they have been applying, and
effectiveness and section C mostly sought to find out the current classroom behavioral
problems. Question three on section C on teacher’s questionnaire sought to examine the
challenges and question two section C sought to evaluate the effectiveness of trauma informed
teaching strategies on classroom management in Kakuma refugee schools.

Section D of the research instrument was standardized test. T tre and

Goodman (1997) was administered to teachers. It had twenty-fived vided into five
subscales: Prosocial Behavior, Conduct Issues, Hyperactivi %, Emotional

Symptoms, and Peer Relationship Issues. It comes in self-xepo acher, and parent versions.

Difficulties Questionnaire (SDQ) behavioral assessment tool for chi agesy2 to 17 by
te

This study employed the teacher’s version to exdming the disruptive behaviors among

learners.

The head teacher’s questionnaire‘€gonsisted of section A that is to collect biodata that
included their names, genders, ration and age among others. section B question
1&2 of the questionnaige. so establish the behavioral problems whereas, section B
question five, sou o eXamine the challenges and question 3 & 4 sought to find specific

strategies ang effectiveness through changes observed.

valuate’the effectiveness of trauma informed teaching strategies on classroom

ent in Kakuma refugee schools question 3&4 of head teacher’s questionnaire sought
e specific strategies being implemented and changes observed. Both questionnaires
had questions that sought to find the support systems in place and recommendations from the
respective respondents. Question 7,8 and 9 sought to find how the systems including parents,

policies, organizations support TITS in schools.
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To gather detailed information from learners' experiences, interview guides were used
for focus group discussion (FGD) with students. FGDs consists of interviewing and behavior
observations which encourages social interactions, clarity and high responses (Taherdoost.,
2021). The interview guide consists of section A and B. Section A sought to collect
demographic data from the learners. Section B seeks to gather information on.lassroom
behaviors, application of trauma informed principles, effectiveness of TIT a es and
what learners considered as better approaches to improving classroom I€agning Sxperiences.

Goodenow (1993) created the Psychological Sense of Scho ership (PSSM)
Scale to measure school belonging among adolescents. Thi %estionnaire assessed

at school using a 5-point

how learners feel about being welcomed, respected, and\inc

Likert scale (1 being completely false and 5 beingcomapletely*‘true). Both positive and negative

remarks were included in the items; the 1 se-coded. Better emotional and social

ties to the school are indicated by high s, which also represent a stronger sense of

belonging. These tools are inte work in harmony with one another to guarantee the
analysis of data for reliabili alidity. School records was used to collect data on
behavioral proble epofted from the respective classes. Open ended and close ended

questions were émplayed which according to Taherdoost (2021) are useful when collecting

both qualitative andquantitative data.

Types of Data

Primary data refers to original and actual material that has been gathered directly by
the researcher for the first time with the express intent of answering a current study subject or
problem. It is regarded as real-time data, and direct approaches including surveys,

observations, experiments, questionnaires, and in-person interviews are used to acquire it.
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Secondary data is information collected from already existing collections including books,
records, journals among others (Ajayi, 2023) .

The study employed qualitative data and quantitative data which was gathered through
questionnaires, interviews and school records. Primary qualitative data was collected through

questionnaires, focused group discussions and checklists from classroom observafions. The

researcher also used interview guide in focused groups which included discugétons, fallow up

questions and observations on nonverbal communications. Quantitati ata collected
from numerical analysis for example number of recorded cases by, th teacher, deputies
and community school counsellors and specific behaviors essed.

Data Collection P,
Data collection is the practice of gathesi ecific information in order to support or

contradict certain facts. During the s

credibility and participant protection, the
researcher ensured the data gat techniques adhere to ethical and methodological best
standards. The study comr?ed r permission from relevant bodies. To guarantee
compliance with in&l nd research ethics guidelines, after approval from the
supervisors. Prigr sting clearance from the National Commission for Science and

Technology an novation (NACOSTI), the researcher first sought approval from the

ity School of Applied Human Sciences, Daystar University Institutional

Ethics Review Committee (DU-ISERC). The researcher proceeded and sought

permission from LWF education department through the Human Resource Manager who
supported through making communications to the school administration.
Due to language barriers and other unavoidable circumstances, the researcher conducted

meetings with all the parents/caregivers whose children was participating in the FGD in the 5
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zonal areas where they were briefed on the purpose of the study and thereafter given consent
forms to sign prior to the study. The identified teachers were given the opportunity to seek
clarification so as to address any concerns before the study. Once the researcher was given
the consent and introductory letter, questionnaire was shared to the group with a google form
link where those who consented proceeded to answer the research questions.

FGDs was conducted to learners at zonal level in school safe spaces to/atlow feel
comfortable share their experiences. Only the learners whose paren iver§ysigned the
consent forms, participated in the FGDs. A separate group that in head teachers,
deputies and community school counsellors was create % were briefed and
questionnaire was shared through google link where they'clic nd continue with the

activity.

Pretesting ofgthe Research Instruments.

Pretesting is the process aluating research tools such as questionnaires, surveys,
or interview guides on a lim rolp of participants before their use in the primary study.
Pretesting is done to findyand fix any possible problems with the instruments, such phrasing
errors, unclear or response choices that don't fully capture the required data
(Denscombe, . Perneger et al recommends 10%-20% of sample size to increase the
tting any design or understanding difficulties before to the primary data

(Perneger et al., 2015). A pretesting was conducted in Kalobeyei settlement primary

school. Kalobeyei is an extension of Kakuma refugee Kakuma camp that hosts an overflow
of refugees. 15 learners and 4 teachers, 2 head teachers, 2 deputies and 2 school counsellors
was engaged in the pretest study. In cases where gaps are identified adjustments was made

before the actual study.
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The teacher’s questionnaire was updated to improve efficiency and respondent
engagement after participating instructors provided input on the questionnaire's length and
time requirements. Without compromising the tool's content validity, repetitive questions were
eliminated and similar were combined. The updated questionnaire was brief, easy to use, and
feasible to do in less time while keeping the major focus on trauma-informed teaching

methods, classroom behavior, and associated difficulties.

Validity and Reliability %\

While reliability is the consistency and stability of me ts @Cross time, validity
is the degree to which a study measures what it is intend. @ , ensuring that the results
are trustworthy and pertinent.(Mira Andersson, Qﬁe validity and reliability of the
e

research tools was established in order to gu ecision and coherence of the study's
findings. To ensure that the tools suffieigntly ®oveér'key aspects of trauma-informed teaching
practices and observable the co validity of questionnaires, observation checklists, and
FGD guides was evaluated b expests in the counselling department. Detailed descriptions
of data, validation fr ertsy methodological alignment, and clear role definitions for the
researcher was.dd nsure of validity. The researcher provided adequate contextual
information for sferability and further seek for expert assessments to ensure careful data
reliability es and detailed checks.
Operationalization and Measurement of Study Variables

The main purpose of this study was to evaluate the effectiveness of trauma informed

teaching strategies in addressing classroom behavioral problems among refugee students in

Kakuma. The independent variable is the trauma informed strategies whereas Classroom

behavior is the independent variable.
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Table 4: Operationalization and Measurement of Study Variables Table

Variable Operational definition Indicators Data source
Trauma informed Teacher’s use of Integration of SEL Questionnaires
teaching specialized classroom techniques, play
strategies approaches, such as therapy, mindfulness,

routines, safe places, quiet clasgroom safety and

corners, mindful routines,

techniques, music, play Recognition of

therapy and empathetic trauma symptoms, &

Collaboration

language
Classroom Maladaptive behaviors % guides,
behavior that learners adopt to Classroom records
Management maneuver in their current

classroom environment

Teachers' knowle
skills, and attitudes

Teacher training
and professional

development towards tra nd its
impact on lea
Support systems atprovide
emotional

‘ Ec
participation. angl observations
anc

ot1 egulation,
ullyjing, low self
e

Questionnaires,
Skills gained, number School records
of units taken,
refresher trainings

Questionnaires

Mentorships, peer : _
Interview guides

clubs, counselling
services, Parental
involvement,
community
collaboration,
policies etc.

Unit of analysis

Unit of analysis is the entity that can be studied including persons, groups,

organizations of environments so as to make conclusions and generalizations (Babbie, 2021).
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During the study, the learners in Kakuma refugee schools was the individual entities to assess
the behavioral outcomes in the study whereas, teachers and community school counsellors
was used to evaluate the effects of trauma focused approaches in Kakuma refugee primary

schools.

Data Analysis Plan and Data Management

Data analysis is the process of converting collected data into information is

known as data analysis (Taherdoost, 2020). In order to examine ions between

e
trauma-informed teaching practices and student behaviora es,'SPSS was used to
compute descriptive statistics. The first objective % fy the current specific
classroom behavioral patterns among primary s ﬁers in Kakuma primary schools
e

who have experienced trauma. The data w,

sing descriptive statistics whereby

tables with percentages and frequenci rzed to analyze the data and identify the
common classroom behavioral rns among learners who have experienced trauma.
Structured summaries and thegoug 1d notes were used to assess qualitative data from
interviews and focu{% ussions thematically. Reviewing the notes revealed any
recurrent them %Ve ts, perspectives, and noted behavioral changes. using specific
TITs.

Th nd objective examine the challenges teachers, encounter in effectively
iing trauma-informed teaching practices in the classroom. With this objective
thematic analysis was utilized to examine the challenges. Descriptive statistics and charts were
used to display the main challenges teachers encounter in implementing the TITS. The third
objective was to evaluate the effectiveness of trauma informed teaching strategies in

mitigating classroom behavioral problems among refugee students in Kakuma. Inductive
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thematic analysis was employed to identify the specific types of strategies teachers implement,
how they apply the strategies and its effectiveness. Frequencies and percentages were
calculated to indicate the proportion of teachers

Every questionnaire was examined to ensure it is comprehensive. All the completed
online questionnaires responses were safely kept to the google drive where the resedrcher can
only access. Other physical confidential documents were locked safely to re safgty and
confidentiality.

Diagnostic Tests

The quantitative data was analyzed using SPSS Versién while the qualitative data

underwent thematic analysis. In SPSS, descriptive statistics s s frequencies, means, and

standard deviations were generated to summ ¢ data. Parametric tests were used to

compare group differences where approprt alitative data were transcribed, coded,

and analyzed thematically to identify rectigring patterns, concepts, and themes relevant to the

study objectives. Findings fr uantitative and qualitative analyses were then

triangulated to enhance the v d comprehensiveness of the study results.

For qualitatite ‘dataégathiered from focus group conversations, the research employed
essential techniques of dqualitative consistency to ensure trustworthiness. Triangulation of
several sourcg§ including observations, questionnaires, and focus group discussions,
p t member checks, and extended fieldwork was all used to assure credibility. Giving

detail@gds/in-depth explanations of the participant histories, the refugee school context, and the

type of trauma-informed strategies used in the study would improve transferability.
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Ethical Considerations

The researcher took responsibility in ensuring adherence to the ethical guidelines. The
researcher sought approval from Daystar University School of Applied Humanities Sciences

and there after ethical clearance letter from Daystar University Institutional Scientific and

Ethical Review Committee. Thereafter the research proceeded to seek permisSion from
National Commission for Science and Technology and Innovation (&T Y The
researcher also sought a go ahead from the county government befo %ﬁ to school
administration. After receiving the needed documents, the reseaf@her also Jgot consent from

school administration through the organization that managés psim chool that is LWF.

Respondents, including teachers, school cefinselors, @eputies, head teachers and

learners, were fully informed about the purpose, objectives, procedures, potential risks or

benefits of the study. The participants iven the opportunity to ask questions for
clarifications purposes and deeper unde ing. A written informed consent form was
provided, and participants was to voluntarily sign it prior to participation. For

learners, assent was ob d alengside consent from parents or guardians through the school

administration. Th€ participant’s autonomy was respected during the research. Respondents

were told th ir partieipation is fully optional, and that they can choose to answer questions
or step d rom the research at any time without penalty. The cultural context of Kakuma

hdels was carefully considered to ensure that the study is carried out in accordance

with cOfmunity norms and traditions.
To ensure confidentiality, participants were assured that all identifiable information
such as school names, personal names, was tagged or anonymized in all records and

publications. No personally identifiable information was included in reports or presentations.
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Collected data was securely saved in encrypted digital files and backed up to a password
protected external device. Hard copy records were stored in a secured cabinet.

All sessions were held in a safe and secure space while ensuring anonymity. The
researcher ensured debrief before and after the focused groups was offered to both learners
and teachers. The study findings and recommendations were shared with the LWE€ducation

department and academic community through reports and publications. All s es wege cited

and supervisor of this study acknowledged to avoid plagiarism ’\
Chapter Summary
This chapter's primary goal is to provide an overyie the’research techniques that

was used in this study. An overview of the researcli des tudy location, target population,
sample strategies, data collection strategies, \Eedures, how the data was evaluated,
and how ethical guidelines was adher eld are among the topics discussed. The
study was descriptive in nature the researcher is aware that there was no control over

study factors.

CHAPTER FOUR
DA RESENTATION, ANALYSIS AND INTERPRETATION

Introduction

is chapter presents the analysis and interpretation of data collected to evaluate the
effectiveness of trauma-informed teaching strategies on classroom behavior management in
Kakuma refugee schools. The study employed a descriptive mixed-methods research design,
combining quantitative survey data from teachers and school administrators with qualitative
data from focus group discussions with learners to provide a comprehensive understanding of
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current behavioral problems, implementation challenges, and the effectiveness of
traumainformed teaching strategies. The quantitative data was analyzed using SPSS version
27.0, while qualitative data underwent thematic analysis. The chapter is organized into
sections covering response rates, demographic characteristics of participants, quantitative
analysis addressing the three research objectives, qualitative findings from fodus group

discussions and administrator surveys, and integration of findings to provideAvidenég-based
recommendations for enhancing trauma-informed teaching practices assr behavior

management in refugee education settings.

Data Analysis and Presen
Response Réate

inistrators (head teachers, deputy head

teachers, and community school coun earners from 21 primary schools located

in Kakuma refugee camp, Tur County, Kenya. The distribution included all refugee
primary schools where traufpazinfofiged teaching strategies have been introduced and are
currently being impl ted. A calculated sample size of 245 participants was targeted,

comprising 85 a%l ead teachers, 21 deputy head teachers, 18 community school

counsellors, and™#Q0 learners from grades 8-9. The researcher successfully collected data from
all c%akuma refugee camp. A total of 230 questionnaires and interview responses
\@leted out of the targeted 245 participants, representing an overall response rate of
93.9%. Table 5 presents the detailed response rates by participant category. The 15 participants
were either due to relocations to their country of origin, teachers on sick leave and four
participants who were not willing to participate in the study due to issues related to

differentiated assistance
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Table 5: Response Rate by Participant Category
ici Response Rate (%)

Teachers 85 80 94.1%
Head Teachers 21 17 81.0%
Deputy Head Teachers 21 19 90.4%
Community School 18 14 77.8%
Counsellors

Learners (Grades 8-9) 100 100 100.0%

Total 245 230 89.8%
Source: Researcher 2025 Q

The achieved overall response rate of 93.8% falls within the exce% according

to Mugenda and Mugenda (2003), who indicate that a response rat%) s adequate for

analysis and reporting, 60% is good, and 70% and above ig”exc wl.carner participation
achieved a perfect response rate of 100%, with al}Qti ed’learners from grades 8-9
participating in focus group discussions. This ex t response was facilitated by face-toface

data collection during school hours, stro

1on with school administration, and

learners' willingness to share their clasSgoom Yexperiences. Head teachers and community

school counsellors demonstrat participation rates of 81.0% and 77.8% respectively,

ensuring that key decisign- d mental health support providers were adequately
represented. Teach chigyed an excellent response rate of 94.1%, with 80 out of 85 targeted
teachers participating. Dgputy head teachers achieved a 90.4% response rate. The overall

sample 0£230 parti¢tpants provided adequate representation across all 21 schools and ensured

di efspectives from teachers, administrators and learners for meaningful statistical
anal nd valid conclusions about trauma-informed teaching strategies in Kakuma refugee
schools.

Demographic Characteristics of Participants
This section presents the demographic profile of the study participants, including
teachers, administrators (head teachers, deputy head teachers, and community school
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counsellors), and learners who participated in the study. A total of 230 participants were
involved, comprising 80 teachers, 50 administrators (17 head teachers, 19 deputy head
teachers and 14 community school counsellors) and 100 learners from grades 8-9. Table 6

presents the comprehensive demographic characteristics of all participants.

B\
QC
6%
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Table 6: Demographic Characteristics of Study Participants

Demographic Variable Category Frequency  Percentage
() (o)
Gender (Teachers, n=80) Male 53 66.3%
Female 27 33.8%
Gender (Administrators, n=50) Male 36 72.0%
Female 14 28.0%
Gender (Learners, n=100) Male 53
Female 47
Working Duration Less than 1 year 7
(Teachers, n=80)
1-2 years 22.5%
3-4 years 38.8%
5-7 years 1 18.8%
8-10 years 8.8%
More than I ye 2 2.5%
Working Duration (Administrators, ‘X 3 6.0%
n=50)
12 24.0%
18 36.0%
11 22.0%
years 5 10.0%
Grade Level (Learners, n=1 rade 8 52 52.0%
Grade 9 48 48.0%
Administrative Pgsitton (h=50 Head Teacher 17 34.0%
Deputy Head Teacher 19 38.0%
Community School 14 28.0%

Counsellor

Source: rcher 2025

e ydemographic profile reveals several important characteristics of the study
participants. Learners constituted the largest group of participants at 45.5% (n=100), while
teachers and administrators represented 36.4% (n=80) and 21.7% (n=50) respectively. Gender
distribution showed male predominance across all categories except learners, with males
representing 66.3% of teachers, 77.5% of administrators and 53.0% of learners, reflecting the

demographic composition of the refugee education workforce in Kakuma camp. The learner
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sample achieved near-gender parity with 53% males and 47% females, ensuring balanced
representation of both genders' classroom experiences.
Working experience among teachers and administrators indicated that the majority had

been in their current positions for 3-4 years (38.8% of teachers and 37.5% of administrators),
followed by 1-2 years of experience (22.5% of teachers and 25.0% of admiufistrators).
Teachers with 5-7 years of experience constituted 18.8%, while administr: %ilar
experience represented 22.5%. Only a small proportion had less than % xperience
(8.8% of teachers and 5.0% of administrators), and very few had % years (2.5% of
teachers). This distribution suggests that the majority of pargiCipa sufficient experience
(3-7 years) to provide informed perspectives on t@tion and effectiveness of
eSsed b

trauma-informed teaching strategies, having wi ehavioral patterns before and after

the introduction of these strategies.

The grade distribution of learners%gas rélatively balanced between grade 8 (52%) and

grade 9 (48%), ensuring repres om both upper primary levels where behavioral

challenges are more ppeno e to developmental and academic pressures. This
comprehensive demadgrap rofile establishes that the study participants possessed adequate

experience, diveyse positlonal perspectives, and balanced representation to provide reliable

data on tyauma-in ed teaching strategies and classroom behaviour management in

efugee schools.
jective one: Prevalence of Disruptive Behaviors Among Grade 8-9 Learners The

first objective of the study was to establish the prevalence of disruptive behaviors among
primary school learners in Kakuma primary schools who have experienced trauma. Data for

this objective was collected from teachers through questionnaires that asked them to identify
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common behavioral problems observed among grade 8-9 learners before the implementation

of trauma-informed teaching strategies.

Participants could select multiple behavioral categories from a provided list. The responses

from the 40 administrators was coded and analyzed to determine the frequency and prevalence

of each behavioral problem. Table 7 presents the frequency and percentage %ioral

problems reported by administrators. &

Table 7: Distribution of Behavioral Problems Among Learners

Behavioral Problem Frequency (n) me age (%)
Frequent absenteeism or lateness 29 5%
Aggression and defiance 26 65.0%
Low academic engagement 22 55.0%
Emotional outbursts (anger, crying, mood swings) 2 52.5%
Attention and concentration problems 50.0%
Withdrawal and isolation 8 45.0%
Disruptive classroom behavior 45.0%
Hopelessness and low self-esteem 37.5%
Bullying or victimization 11 27.5%
Hypervigilance or anxiety 6 15.0%
Vandalism 1 2.5%

Note: Respondents could seleet. mu behavioural problems, percentages do not total

100%

Source: Researcher 2

The findingsa le’9 reveal that behavioral problems were widespread among grade
8-9 learners m Kakuma refugee schools prior to the implementation of trauma-informed
jes. The three most prevalent behavioral problems were frequent absenteeism

s (72.5%, n=29), aggression and defiance (65.0%, n=26), and low academic

engagement (55.0%, n=22). More than half of the administrators (52.5%, n=21) reported
emotional outbursts characterized by anger, crying, and mood swings, while exactly half
(50.0%, n=20) identified attention and concentration problems as common issues.

Internalizing behaviors were also significantly present, with 45.0% (n=18) of administrators
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reporting both withdrawal and isolation, and disruptive classroom behavior among learners.
Hopelessness and low self-esteem affected 37.5% of learners (n=15), while bullying or
victimization was reported by 27.5% of administrators (n=11). Less common but still notable
were hypervigilance or anxiety symptoms (15.0%, n=6), and vandalism (2.5%, n=1). These

findings indicate that behavioral problems among grade 8-9 learners were multifaceted,

encompassing externalizing behaviors such as aggression and disrupti
behaviors including withdrawal and hopelessness, attendance-relate % academic
difficulties. The high prevalence across multiple categories, with te%\ from 37.5% to
72.5%, suggests that trauma exposure significantly im \ ehavior in refugee
educational settings, affecting not only individual learners bu classroom dynamics and

the overall learning environment.

Objective two: Challenges Teachers Enco

The second objecti the s sought to examine the challenges teachers in
Kakuma primary schools fagg,in infplementing trauma-informed teaching strategies (TITS).

menting Trauma-Informed Teaching

Trauma-informed tea¢Ring requires educators to integrate practices that acknowledge
learners' advers ignces, promote safety, trust, collaboration, and empowerment, and
avoid re-trau ation. Despite its recognized importance in refugee education settings,
teachers ce multiple barriers that hinder consistent implementation. Data for this

as collected from 80 teachers through structured questionnaires that included both

quantitative rating scales and open-ended questions about their experiences implementing
trauma-informed approaches. Teachers were asked to rate their level of agreement with
statements regarding their trauma-informed teaching practices using a 5-point Likert scale.

The questionnaire instructions were as follows
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Table 8: Teacher Agreement with Trauma-Informed Teaching Practice Statements (n=380)

No.

Statement Strongly eutral n
Disagree/Disagr
ee n (%)

Agree/Strongly Agree
n (%)

Mean

SD

As a teacher in the refugee setting, | 4 (5.0%) \ .3%)
believe trauma affects a child physically,

emotionally, and mentally.

When I incorporate routines and 6 (7.5%)
structures in my classroom, learners who

have experienced trauma are able to

manage their emotions and reduce

classroom disruptions.

As a teacher I have created a safe
supportive classroom envixon ere
learners are able to expxess themselves
emotionally.
I make it my go nsure [ work with 3 (3.8%) 5(6.3%)
parents, caregive
administrati unSetlors and child
protectidn serwiCesto ensure my learner
1S syppo emptionally.
ers to other peers who are 6 (7.5%) 11 (13.8%)
ble to support them outside the
ssroom.
I emSure my teaching methods and 4 (5.0%) 4 (5.0%)
lassroom interactions are culturally
sensitive and respect the diversities in
my class.

5 (6.3%) 8 (10.0%)

Archives

75 (93.8%)

66 (82.5%)

67 (83.8%)

72 (90.0%)

63 (78.8%)

72 (90.0%)

4.68

4.21

4.28

4.42

4.08

4.36

0.58

0.84

0.76

0.69

0.87

0.71
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7 Before I engage in the classroom, I'm 7 (8.8%) 5(6,3%) 68 (85.0%) 4.18 0.83
aware of my own emotional needs and

how they can affect my learners if not
addressed.
K

~J

N

2

No. Statement Stro Neutral n Agree/Strongly Agree  Mean SD
Di Disagr (%) n (%)
ee
8 Learners freely come to tell me if they 6.3 9 (11.3%) 66 (82.5%) 4.14 0.79
have a problem or need any kind o
assistance.
Overall 4.29 0.76
Practice
Score

Source: Researcher 2025
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The results in Table 10a reveal that teachers demonstrate strong awareness and
commitment to trauma-informed teaching principles, with an overall mean score of 4.29 (SD
=(0.76). The highest agreement was with the statement that trauma affects children physically,
emotionally, and mentally (M =4.68, SD = 0.58), with 93.8% of teachers agreeing or strongly
agreeing. This indicates nearly universal recognition among teachers of gtrauma's
multidimensional impact on learners. Teachers also reported high levels of collabo with
support systems (M =4.42, SD = 0.69), cultural sensitivity (M =4.36, S i d efforts
to create safe classroom environments (M = 4.28, SD = 0.76). Howev tly lower scores
emerged for linking learners to peer support (M = 4.08, SD #0. earners' comfort in
approaching teachers with problems (M = 4.14, & ; suggesting areas where
implementation could be strengthened.

Thematic analysis of teachers' opengen nses revealed six major themes that

The most fr ntly tioned challenge was insufficient training on traumainformed

ers reported that training sessions were typically brief, one-off

on trauma issues as a teacher”, “Limited experience”, and “Lack of training on how to handle

such cases”.
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Several teachers articulated gaps between understanding trauma concepts and confident
application. Instructors reported that the majority of training courses they participated in were
short, one-time workshops that focused on theory without providing realworld classroom
applications. In remarks like "We were trained once and never got followup," a number of
participants highlighted the lack of continuing mentorship or refresher courses. £Lack of
follow-up or supervision after training" and "sometimes we forget how to handle.tra cases
properly". According to these opinions, there is a structural gap in pro s fomteachers in

refugee schools to get ongoing professional development and capacit

Teachers reported it was hard to tell the difference %ﬂa-related reactions
and behavioral issues. As an example, two teachersep% N 1t/1s difficult to distinguish
between misbehavior and trauma response”, and@ndgher satd, "We are attempting to handle

those traumatized learners in the school, b

t be doing it in the right way." This

ambiguity highlights the necessity o

el

tematic, hands-on, and continuous training to

empower educators to react effee

y to students' trauma expressions.
Within this category, emotio ssure also surfaced as a subtheme. Some teachers

acknowledged that xpagiences of their students was emotionally draining as well, as seen

by the comment,\"l am also not informed in certain strategies." I get emotional exhausted

sometimeg,too”. suggests that teacher burnout and secondary trauma are caused by the
e strain’ of working with traumatized students as well as a lack of adequate training
and rt. Therefore, the results highlight the necessity of ongoing professional

development, encouraging supervision, and self-care strategies for educators working in
trauma-impacted classrooms.

Theme 2: Resource and Infrastructure Constraints
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The adoption of trauma-informed teaching approaches is severely limited by
infrastructure and resource limitations, which was the second major theme found. Teachers
frequently stated that the development of trauma-sensitive learning settings was hampered by
a lack of funding, instructional resources, and physical space. "Lack of classroom”, "learning

resources, such as a textbook" and "inadequate materials or teaching resources (g.g., SEL

tools, play items)” were mentioned. Teachers emphasized that the absence of calm
spaces, stress-relief tools, emotion regulation aids, and age-appro e tal health
resources made it difficult to create the supportive environments_tra ed teaching

requires. %
Theme 3: Workload and T@s

Overwhelming workloads and time constraint erged as major barriers to consistent

implementation. Teachers expressed that ri , academic target pressure, and heavy
administrative duties leave minimal fleXibili
individual student check-ins, or r e practices essential to trauma-informed teaching.
Several teachers stated sthat e little to no time to attend to the emotional and
psychological nee &Adents due to the demands of the curriculum, administrative
work, and extracurric ctivities. Statements like "Time constraints”, "Limited time", and
"There is

ly tim€ to teach the syllabus, let alone check on every child's emotional state"

Participants also clarified that ongoing follow-up is necessary for the long-term
management of traumatized students, adding to their already demanding burden. One teacher
said, for instance, that "long-term management of such learners affected by trauma leads to
consumption of more time to dwell on other school activities", and another said, "Sometimes

they don't concentrate." The topic is difficult for them to understand. These answers show that
81
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working with students who have experienced trauma takes a lot of time and calls for emotional
involvement, patience, and repetition.

Teachers underlined that trauma-informed techniques take more time for
individualized attention, relationship-building, and counseling referrals activities that are
frequently foregone because of rigorous academic goals. As a participant noted, "It takes time
for a change." Requires willingness. "Needs tolerance", emphasizing that behavio ange
in traumatized students is gradual and necessitates patience, adaptability, ongoing

involvement elements that are challenging to maintain within strict s dules.

h
Another significant stressor mentioned was administrativ %{eachers expressed

feeling overburdened by duties like keeping recordﬁl t of books, and meeting
loa

reporting obligations. Statements such as "High nd "Too many books to mark"

(reported across different schools) demonstrdte obligations cut down on the amount

of time available for psychosocial interactions Wwith students. One educator pointed out that
"teachers have limited time" , ichting the tension between the obligations of the
classroom and the need to,pro tional support.
Thete 4: Learner-Related Barriers

Teachers \identified several learner-related factors complicating trauma-informed
approachwnplementation. Many students, according to teachers, were unwilling to interact or
op which reduced the efficacy of psychosocial support. Examples of this resistance
inclu following: "Learners not willing to open up" and "Resistance from learners where
some of them refuse to open up." Others commented, "It takes time for some learners to open

up and share their problems," indicating that students need time to develop trust in their
teachers. Additionally, there was fear and stigma because some students connected trauma

conversations to mental illness.
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Low comprehension and engagement were also noted by teachers, who noted
"Students' inability to understand the concept" and "Poor participation from the learners".
Language hurdles, trauma, and uneven education have all been found to impact motivation
and focus. Severe behavioral problems, including disrespect, hostility, and harsh language,
were also commonly reported ("Physical altercation” and "Lack of respect from tragymatized
learners”. More severe mental health concerns were displayed by some students. chers
noted that deep-seated trauma, normalized trauma responses, and cultgal tabgos around
discussing family trauma and mental health contribute to learner tance to accept

support.

Theme 5: Systemic and Admipistrativ S

Teachers identified systemic and inistrative  weaknesses undermining

traumainformed teaching implementation. ited a number of institutional issues as

significant barriers to trauma-responsivéyteaching, including big class sizes, a lack of

counseling resources, low pare olvement, and inadequate administrative assistance.
One of the main issues, W vercrowded classrooms made it hard to provide
individualized attentioh. This was reflected in statements like "Managing many learners

makes it difficult'to observe and support" (THO022) and "Large class sizes, making it difficult
to give individual attention" (TGP009). Language variety, according to some, made classroom
m nf even more difficult ("High population and language barrier of learners" -
TEPO

There were also reports of inadequate counseling services. There is a need for more
psychosocial professionals and more robust referral procedures, since teachers noted that

"some clients are difficult to handle" and "insufficient collaboration with counselors"

(CGPO76).
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Another problem that surfaced was low parental involvement. There was little parental
involvement in addressing learner conduct, as evidenced by comments such as "Lack of
parental engagement" (TGP074) and "Some parents and guardians do not take full
responsibility for their children's behavior" (TSH056). Finally, teachers mentioned a lack of
administrative assistance and the frequent disregard for their concerns. One educatogsaid, for

example, "I feel ignored because I am not heard most of the time" (TSH056).

Theme 6: Teacher Emotional Burden and Secondary TMK

Teachers noted that constant exposure to learners' distressing experiences, coupled
with limited access to professional mental health supp peer supervision, leads to
compassion fatigue, reduced patience, and decreasedgclassroo anagement effectiveness.

Some teachers mentioned being refugees the dealing with personal trauma while

supporting traumatized students, compounds tional burden. Teachers who worked

with students who had experienced trauma reported feeling extremely emotionally spent.
Statements like “Emotional burno 29), “Working with trauma-affected students can

be emotionally exhausti ( , and “Emotional strain on teachers” (THOO038) were

used by many to e tions of burnout and strain. Teachers saw that exhaustion and

decreased moti ted from continuously witnessing students' distress without proper

assistanc

N

moti@ral strain as teacher and cultural misunderstanding" (TEP043) and "Sometimes am

self-care techniques. A few individuals also reported symptoms of vicarious

ich educators are emotionally impacted by the experiences of their students.

"E

emotional too" (TEP010) were stated by two teachers. These answers demonstrate how
instructors frequently internalize the trauma experienced by their students, which has an

impact on both their own mental health and their effectiveness in the classroom.

Theme 7: Language and Cultural Barriers
84
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The multicultural and multilingual nature of Kakuma refugee camp presents unique
implementation challenges. Teachers noted that cultural and linguistic limitations were major
roadblocks to using trauma-informed teaching practices. Language barriers hampered
effective communication and emotional bonds with students, according to numerous reports.

These difficulties were expressed in statements like "You do not understand the language of

that learner hence it may be difficult to understand each other" (TSHO067)
barrier makes it difficult to speak to a learner directly" (THOO021). T nding of

trauma and behavior was also influenced by cultural differencest ral taboos and

conflicting norms impede open communication regardin %istress, as seen by

teachers' observations of "Cultural misunderstandin@l nd "Cultural beliefs and
n (m

stigma around discussing mental health and trau y responders). Teachers from

different national backgrounds reported di reting learners' behaviors through

culturally appropriate lenses, understanding cultyrally specific trauma responses, and building

trust across cultural divides. Th f interpreters and culturally adapted trauma-informed
materials exacerbates thesg ch
Objective three: of Trauma-Informed Teaching Strategies on Classroom

ehayior Management in Kakuma Refugee Schools

Data for thisjebjective was collected from administrators (head teachers, deputy head
tea, and community school counselors) through questionnaires that asked them to
ident1 ommon behavioral problems observed among grade 8-9 learners before the
implementation of trauma-informed teaching strategies. Additionally, qualitative data was

gathered from learners during focus group discussions to identify behaviors that make them

uncomfortable in the classroom, and the Psychological Sense of School Membership (PSSM)
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Scale was administered to assess learners' sense of belonging and safety in school, which

University

provides indirect indicators of behavioral and emotional challenges.

Table 9: Psychological Sense of School Membership Scale Responses

Repository

Item Strongly

Not Sure  Agree/Strongly

Disagree/Disagree n (%) Agree n (%) n (%)

Me

SD

1. I feel like I belong in 5 (5.0%)
this school

2. My teachers care 7 (7.0%)
about me

3. I have friends [ can 3 (3.0%)
trust in this school

4. People notice when I 8 (8.0%)
do something well

5.1 feel safe in my 6 (6.0%)
classroom
6. I feel left out of 9 (9.0%)

school activities*
7. My opinions are

6 (6.0%
respected by teachers
8. I feel happy coming (&
to school

5
9. When I have a 3 (3.0%)
problem, there is
someone at sch
can talk to

24 (24.0%)

Source: Researcher 2025

The PSSM Scale results reveal both strengths and areas of concern in learners' sense
of school membership. Items with the highest mean scores indicated strong overall

institutional belonging, with learners reporting they feel like they belong in their school
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(M=3.87, SD=0.43), feel happy coming to school (M=3.86, SD=0.46), and have someone to
talk to when they have a problem (M=3.86, SD=0.43). Additionally, learners felt proud to be
part of their school (M=3.76, SD=0.60), believed their teachers care about them (M=3.75,
SD=0.61), and felt both safe in their classroom and that their opinions were respected by
teachers (M=3.70, SD=0.62 for both items).

However, lower mean scores emerged for items indicating areas of vulaera . The
lowest positive item score was for feeling noticed when doing someﬁ% M=3.42,
SD=0.72), with only 58% agreeing and 34% being unsure. Regardin ationships, 70%
reported having friends they can trust (M=3.64, SD=0.58)¢/*but ere uncertain. The

reverse-coded items revealed significant concerns: for ftem eling left out of school

activities), 65% of learners agreed they feel left outhwith ean score of 2.48 (SD=0.85),

indicating that the majority experience exclgsi chool activities. For item 10 (feeling

different from others in class), 48% agr eel different, 28% were unsure, and only
24% disagreed, resulting in a m 2.76 (SD=0.89), meaning 76% of learners either feel
different from peers or argun i about fitting in. The overall PSSM mean score was 3.62
(SD=0.44), indicati moderatély strong to strong sense of school membership overall, but

with notable  variability) across dimensions, particularly regarding peer integration,

recognitien, and inclusion in school activitie

Q
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Table 10: Descriptive Statistics for Strengths and Difficulties
No Statement Not True n omewhat True n (%) Certainly, True n Mean SD
%) L (%)
1 Considerate of other people’s feelings 10 (10&% 40 (40%) 50 (50%) 2.40 0.66
2 Restless, overactive, cannot sit still for long %) 8 (38%) 40 (40%) 2.18 0.78
3 Often complains of headaches, stomach aches 6% 34 (34%) 30 (30%) 1.94 0.81
or sickness
4 Shares readily with other youth (pencils, 4%) 33 (33%) 53 (53%) 2.39 0.71
books, food)
5 Often loses temper 25 (25%) 37 (37%) 38 (38%) 2.13 0.79
6 Would rather be alone than with o ut 28 (28%) 40 (40%) 32 (32%) 2.04 0.74
7 Generally well-behaved, us es what 11 (11%) 32 (32%) 57 (57%) 2.46 0.68
adults request
8 Many worries or often segms,worried 27 (27%) 39 (39%) 34 (34%) 2.07 0.77
9 Helpful if someon urt, ypset or feeling ill 10 (10%) 30 (30%) 60 (60%) 2.50 0.66
10 Constantly fidgeting or i 30 (30%) 36 (36%) 34 (34%) 2.04 0.80
11 Has at least© iend 5(5%) 22 (22%) 73 (73%) 2.68 0.55
12 Often fights wit er youth or bullies them 35 (35%) 38 (38%) 27 (27%) 1.92 0.78
13 Oft n%fepressed or tearful 25 (25%) 40 (40%) 35 (35%) 2.10 0.76
14 efally liked by other youth 11 (11%) 28 (28%) 61 (61%) 2.50 0.67
15 E distracted, concentration wanders 20 (20%) 36 (36%) 44 (44%) 2.24 0.75
1 Nervgus in new situations, easily loses 27 (27%) 40 (40%) 33 (33%) 2.06 0.77
confidence
7 ind to younger children 8 (8%) 29 (29%) 63 (63%) 2.55 0.63
8 Often lies or cheats 40 (40%) 34 (34%) 26 (26%) 1.86 0.79
Picked on or bullied by other youth 30 (30%) 42 (42%) 28 (28%) 1.98 0.77
20 Often offers to help others (parents, teachers, 7 (7%) 36 (36%) 57 (57%) 2.50 0.64
children)
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21 Thinks things out before acting 12 (12%) 9 (39%) 49 (49%) 2.37 0.69
22 Steals from home, school or elsewhere 45 (45%) (32%) 23 (23%) 1.78 0.80
23 Gets along better with adults than with other 16 (16%, 37%) 47 (47%) 2.31 0.73
youth p
No Statement % Somewhat True n (%) Certainly, True n Mean SD
A ’ (%)
24 Many fears, easily scared (26%) 41 (41%) 33 (33%) 2.07 0.76
25 Good attention span, sees work through t 10 (10%) 35 (35%) 55 (55%) 2.45 0.66
end
Source: Researcher 2025 '\
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Based on the quantitative findings in the Strengths and Difficulties Questionnaire
(SDQ) analysis for learners in Kakuma refugee schools, the results revealed varying levels of
emotional, behavioral, and prosocial attributes. The overall mean score across the 25 SDQ
items was 2.23 (SD = 0.73), indicating a moderate level of behavioral and emotional

challenges among the learners. Items related to prosocial behaviour, such as being considerate

of others’ feelings, helping peers, and being kind to younger children, recorded th
mean scores ranging from 2.45 to 2.68, implying that despite experiencing

learners demonstrated positive social interactions and empathy toward oth so’results

highlight the resilience and adaptability of refugee learners, a %‘ue to show
e

compassion and willingness to help others even in difficult @
In contrast, items related to conduct and hypera; suchas losing temper, fighting with

peers, restlessness, and fidgeting had relatively lowe es between 1.86 and

2.13, signalling the persistence of disruptive bghaviguf and attention-related difficulties.
Teachers and administrators noted the % rners often exhibited impulsivity, inability to

concentrate for extended periods, an onal aggression, which are typical manifestations

of trauma exposure. &

Further, peer relationship @difficulties were evident in moderate proportions. Items such
as “would ratherbe alone™and “picked on or bullied by other youth” scored between 1.98 and
2.04, sug that while many learners-maintained friendships, a considerable number
experience 1 withdrawal or bullying. This reflects the fragility of peer networks in post-
conflict learning environments and the challenges of integration among learners from diverse
cultural backgrounds. However, the mean score of 2.68 for “having at least one good friend”
shows that most learners maintain some positive relationships that could serve as emotional
support systems. The qualitative findings reinforced these observations, with several learners
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expressing that their friendships helped them cope with fear, homesickness, and distress
during lessons.
Learner Perspectives on Classroom Behavioral Dynamics
Qualitative data from focus group discussions with 100 learners provided contextual
understanding of behavioral patterns and classroom experiences from the students'
perspective. Learners were asked nine open-ended questions covering various aspec

classroom environment, safety, behavioral challenges, coping mechanisms, t@% er
1

relationships, classroom management, teacher challenges, and recon%“[ s for
improvement. The responses were analyzed thematically to identif§-r atterns and
themes.

included respect and cooperation among

learning environment, peer relationsh d Bupportive teachers. A strong sense of belonging
and understanding amongs &va fostered by trauma-informed practices, as evidenced
by statements like " %is respect and cooperation among learners and teachers,"
"When we worlgtogether,yand " friendships. “Additionally, learners linked emotional safety
to peace l<&mimd settings, citing "when there is quietness" as a sign of focus and
comfort. Th pinions are in line with trauma-informed approaches that highlight the
importance of cooperation, consistent routines, and civil interactions in restoring trust and

lowering behavioral issues.

Factors Contributing to Classroom Safety
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Learners' perceptions of safety encompassed both psychosocial and physical
dimensions. When asked what makes them feel safe in the classroom, learners emphasized
the importance of predictable environments, teacher fairness, reduced punishment, and trust.
Learners used phrases like "When there is no chaos or noise in the classroom," "When I can

trust my teacher and classmates," "When we study together," and "The school fencing and

security" to convey their association of safety with both emotional and physical pr:

These responses suggest that learners' sense of safety depends on environma% ili

trustworthy relationships with teachers and peers, collaborative learnin %\

physical security measures. This is consistent with trauma-info approaches,
which emphasize physical safety, predictability, and teamwark the cornerstones of

emotional control and preparedness for learning.

Behavioral Challenges and steom Triggers
When asked to identify behaviorsethat ma em uncomfortable in class, learners
provided extensive descriptions of behavi allenges and triggers. The most prominent

themes included fighting, gossif, nois&, drug use, verbal abuse, emotional neglect, classroom

conflicts, and physical pul ntsLearners complained that emotional pain and tension in
the classroom wer d by harsh discipline, unfair treatment, and peer conflicts. Punitive
and dismissive s erode trust and emotional safety, evidenced by statements like

"When te haut or beat us," "Verbal abuse from teachers hurts," and "When teachers

jump to concltsions instead of listening when I'm on the wrong." Others expressed similar
sentiments of neglect and annoyance: "When I'm blamed for what I didn't do" and "When the

teacher ignores what I have to say when I'm absent or report to school late." These responses

reveal that both teacher behaviors such as physical punishment, verbal abuse, dismissive
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attitudes, and unfair blame, as well as peer behaviors including fighting and gossip, contribute
substantially to classroom discomfort and may trigger or exacerbate behavioral problems
among trauma-affected learners.

Coping Mechanisms and Emotional Regulation

Learners' responses regarding what they do when sad, angry, or hurt revealed a range
of coping strategies from adaptive to maladaptive. Maladaptive coping mechani er

i w
evident. Learners discussed a variety of coping mechanisms for handling stre & ict,
t

including avoidant, adaptive, and confrontational reactions. Some disp ational
or retaliatory coping, which is indicative of unresolved trauma in te emotional
control. Examples included: "I will wait until we are out of gchogl, 1ll meet at the laga

to see who is strong," "I must get even when someon

Ne,” nd "Usually my friends

many students turn to violence or collective repfigal i an attempt to reclaim their sense of

authority and acceptance. %

Others included traumaéinform€d adaptive coping techniques including "We talk to

will come through and fight the other person wh

the counsellor," "I practicg exercis "I talk to someone who hurt me," and "I walk away."
According to these rs, certain students are able to handle conflict more effectively when
they are expose chosocial support and emotional literacy in the classroom. However,
some s played avoidant or passive coping, stating things like "I keep quiet" and
"The pain will eventually go away." This suggests emotional repression, which could be
brought on by stigma, fear, or a lack of trust in adult support networks
Teacher-Learner Relationships and Emotional Support
When asked whether teachers have done something to make them feel better, learners

reported various forms of teacher support as well as instances of inadequate support.
94
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Supportive teacher actions included advising, referring to counselors, calling parents, and
leveraging community support. Learners explained how teachers react in different ways when
they are distressed or have behavioral issues. Through responses like "The teacher talks to
me," "When I'm sick, another learner is assigned to accompany me to the hospital," and "The

teacher will send me to the counselor," many recognized receiving direct assistance

attention from teachers. "My parent is called to school and asked to talk to me"

teacher asks learners from my community to talk to me" are two examples o

interventions that involve peers or caregivers. %
These behaviors demonstrate a trauma-informed strategy t % connection,
safety, and empathy. However, some students complained aboyt the, lack of follow-up or

teacher availability, stating that "sometimes the teac s a of work, he cannot do

nothing" and "I'm given a letter to go home a n." These answers highlight

structural barriers to regular trauma-informed in nt, such as heavy workloads and little
time for emotional support. These resp ‘@ also suggest that while many teachers provide
emotional support through direct c ication, referrals, and family engagement, some

learners perceive teachers o Busy of overwhelmed to address their emotional needs.

Classrodm Behavior Management Practices
Learners cribed”how teachers address unpleasant behaviors in the classroom,

teachers' hand

revealing ofapproaches from supportive to punitive. The experiences of learners with
g of misbehavior in the classroom were diverse. Some people talked about
supporting and disciplinary methods, citing comments like "I'm sent to a counselor" and "They
give verbal warnings." These reactions are consistent with trauma-informed discipline, which

places more emphasis on direction than punishment. Punitive measures, however, were

recorded more often. Students reported being given manual labor assignments like "fixing the
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fence," "picking papers around the compound," and "washing the toilets." Statements such as
"We are taken to their favorite rooms for punishment viboko" and "Exclusion from school for
parental guidance" match the reports of exclusion and corporal punishment made by others.

Such actions may incite learners' dread or resentment and run counter to trauma-informed

concepts.

With statements like "Some teachers will do nothing," "The teacher stops tgaching,
and "We are so many that he won't notice who misbehaved," several partiGipantsSatso

discussed teacher inaction or collective punishment. According to these camments, metfective
behavior management is hampered by overcrowded classroomg/an ven disciplinary
methods. These responses indicate that despite the introduc@informed teaching

Nnis ment and manual labor

or indiscriminate responses.

strategies, punitive disciplinary measures including ¢

remain prevalent, alongside instances of teacher i

Teacher Challenges in Mana Classroom Behavior

Learners demonstrated awareness allenges teachers face in handling learners,

identifying several significant lda '%ding large classes, emotional learners, language

barriers, absenteeism, a lassr fights. Participants listed a number of classroom

management issu&% de both emotional safety and efficient learning. Both

communication va d authority issues were highlighted by the comments made by
t

many thd chers don't understand our language" and "teachers cannot manage the

learners who Jmisbehave”. Commonly reported disruptive behaviors were "big learners
wanting to fight the teachers when corrected," "learners moving in and out of class," and

"stealing teacher's items." Weakened discipline systems and potential trauma-related acting

out are seen in such behaviors. In order to demonstrate avoidance and disengagement, students
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also mentioned instances of "some learners do not come to class" and "learners using the

puncture (gaps in the fence) to run away from school."

A deeper level of emotional distress and dangerous disciplinary techniques are
indicated by disturbing instances like "Drug use" and "Learners, especially girls, fainting after
punishment." As indicated by "Too many books to mark," teachers' personal stress was af§o
apparent, indicating the overwhelming workload that restricts their ability to comSistent

b

control behavior. These observations reveal learners' recognition of the compléxtghallefige’s

teachers face, including overcrowded classrooms, language diversity, age students who

challenge authority, physical infrastructure limitations, high wor tarnice abuse, and

safety concerns.

Recommendations for Improving ClasstQomyEnvironment

When asked what should be done to i e classroom environment, learners
provided constructive suggestions centered on ps ocial support and classroom climate.
learners offered helpful recommendatio ow to improve the safety, equity, and
engagement of their classes. With statements like "We need more activities to participate in"
and "Teachers should give‘us &Eclmnto explain ourselves," many highlighted the importance
of voice and involv. . Notirfg "Listen more," "Stop beating us in front of small learners,"

and "Try to find hat happened," others urged teachers to act with empathy and respect.

Additional s emphasized the value of fair discipline and psychosocial assistance,

suggesting that "students who disrupt the teachers should be punished individually and not
the entire class" and "invite counselors to talk to us more often." "Make good rules and
regulations" and "Create more awareness on discipline issues" are two examples of calls for

more explicit school rules and awareness-raising. These recommendations emphasize

learners' desire for increased access to counseling, reduced corporal punishment, individual
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rather than collective punishment, teacher listening and fairness, recreational activities, and
clear disciplinary policies.
Enhancing Sense of Belonging and Inclusion

When asked what should be done to make them feel they belong to school, learners
emphasized the importance of being listened to, receiving teacher recognition, experiencing
peer acceptance, and feeling safe. Learners stressed that feeling safe and appreciated atsc
depends on instructors and classmates treating them with respect, being faify, an ing
inclusive. They conveyed their gratitude for situations in which "teach isten fo us,"
"teachers treat us equally," and "we participate in school activities ."Peer and respect

"

were also necessary for emotional safety, as evidenced by phrases li pect my opinion”

and "When friends don't laugh at me." Students also hasi the need of emotional

intelligence and forgiveness by saying, "Forget istakes, don't remind me." The

request to forget past mistakes suggests that som@&learngrs‘feel stigmatized by their behavioral
history. These responses indicate tha ‘@ ers' sense of belonging depends heavily on
respectful teacher-student relations fitable treatment, meaningful participation in
school activities, peer acceptancSyhavifig their voices heard, and not being defined by past

behavioral problems.

Discussion of Key Findings

Thi ef\provides discussion in existing research. It follows your three objectives:
classroom beRavior problems among refugees, effectiveness of trauma-informed teaching
strategies (TITS) and challenges teachers encounter when implementing TITS. With reference
to tables (6—9 and PSSM results

The Prevalence of Disruptive Behaviors Among Primary School Learners in Kakuma

Primary Schools Who Have Experienced Trauma
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The emotional symptoms subscale, which included items like “often unhappy or

b

tearful” and “many worries,” revealed that a significant proportion of learners reported
feelings of sadness and anxiety, further affirming that trauma experiences continue to
influence classroom behaviour and emotional stability. This aligns with studies showing that
refugee learners exposed to displacement and chronic stress frequently display behaviogal
dysregulation and attention difficulties (Mendenhall et al., 2021).

Administrators reported high prevalence of difficulties prior§to S:
absenteeism/lateness (72.5%), aggression/defiance (65.0%), low acaderni ement

(55.0%), emotional outbursts (52.5%), and attention/concentrat%%o.O%), with

additional withdrawal/isolation (45.0%) and disruptive behaviour o). Learner PSSM
scores indicate strong general belonging (overall M %62) but®gaps in recognition and

inclusion: many feel left out of activities (item 6,

“different” from peers (item
10, M = 2.76). Qualitative findings echo these p ighlighting triggers such as shouting,
corporal punishment, gossip/fighting, lame, and inconsistent teacher responses.

These behavioral patterng mi ee-context research that links trauma exposure with

aggression, anxiety, hyperyigilande, withdrawal, and attention problems (Sweetman,

2022;). The PSSM “‘indlusion/recognition” gaps align with evidence that lack of social acceptance and

predictable support sustaips distress and misbehavior, whereas relational safety trust, empathy, and
consisten es\buffers trauma effects (Foreman, 2021). Learners quoted on wanting to be heard, treated
fairly, and s public punishment reinforce literature on the centrality of teacher—learner relationships,
peer connections, and restorative practices for sustained behaviour change (Jones, 2019).

The combination of high externalizing/internalizing problems with partial belonging

suggests classrooms benefit when recognition, participation, and voice are deliberately built

into daily routines precisely the stance advocated in trauma-informed pedagogy.
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The Challenges Teachers in Kakuma Primary Schools Encounter in Implementing Trauma-
Informed Teaching Strategies

Teachers reported significant agreement that multiple barriers hinder consistent TITS
implementation, with a composite mean challenge score of 4.02 (SD = 0.88). The most
prominent challenges were inadequate training and refresher courses (M = 4.45, SD = 0.63,
83.8%), overcrowded classrooms (M = 4.38, SD = 0.71, 76.3%), and limited time
psychosocial activities (M = 4.31, SD = 0.74, 72.5%). Additional barriers incl &aﬂe
diversity (M = 4.28, SD = (.76), parental disengagement (M =4.19, SD = %\Xﬁcient
counselor collaboration (M = 4.16, SD = 0.79), limited resourc%%

D = 0.83),
learner resistance (M = 4.09, SD = 0.85), and teacher bq .03, SD = 0.88).
Qualitative data revealed workload pressure, inconsistent disciplifié policies, cultural stigma

around mental health, and profound emotional to

ted trauma exposure without

adequate support structures.

System constraints. Large cl averaging 70-100 students, rigid curriculum
requirements, examination pressur d”weak teamwork significantly reduce TITS
feasibility (Goldin et al., 202S5; et’al., 2018). Teachers stated overcrowded classrooms

make it difficult to "nOtice whefi a child is breaking down" or "give individual attention."

Refugee settings ampli ese constraints through infrastructure shortages, inadequate
materials, of facilities. Teachers reported "Lack of classroom and materials resources"
and noted th igh population and language barrier of learners" compound implementation
challenges, aligning with research on humanitarian education resource constraints (Mary et
al., 2018).
Training and follow-up. Inconsistent, one-off workshops without coaching or supervision predict

uneven, unsustain practice (Avery et al., 2021; Majebi, 2024; Rose et al.,
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2019; et al.,). Teachers emphasized "We were trained once and never got follow-up.
Sometimes we forget how to handle trauma cases properly" (THO002) and struggled to
"differentiate between misbehavior and trauma response" (THOO022). While teachers
understood trauma theoretically, they lacked practical confidence, noting they were "just
trying to handle them in the school and it might not be the appropriate way" (TAD069).
Whole-school cooperation and clear guidelines improve adoption; ambiguity and i

undermine implementation (Wassink et al., 2022). Administrators conﬁmed%" tent

training and understanding" (HPAO0O7) and "Teachers lack training on tr ental

health" (HSA027) as critical capacity gaps. %%

Cultural and linguistic barriers. Language diversity c@ anfial communication
22).

barriers requiring local adaptation (El Zaatari & Maalo

Kakuma’ s multilingual

3

context, 65.0% of teachers identified language = 4.28, SD = 0.76) as major

challenges. Teachers cannot communicate empatheti or understand trauma narratives

when lacking common languages: "Lar ‘w e barrier makes it difficult to speak to a learner

are their feelings" (THOO021). Cultural stigma

around mental health, beligfs thag beh&vioral problems reflect poor discipline, and taboos

against discussing family traumajfurther constrain implementation. Teachers noted "Cultural
beliefs and stigma around§éiscussing mental health and trauma" and requested interpreters
(TPA003, 1X). The absence of culturally adapted materials and interpreters prevents
building tru ss cultural divides.

Compassion fatigue and secondary trauma. Emotional exhaustion significantly
undermines implementation effectiveness without structured teacher support (Kim et al.,
2022; Sweetman, 2022). Over half of teachers (51.3%) reported burnout (M = 4.03, SD =

0.88), noting "Working with trauma-affected students can be emotionally exhausting,
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especially without adequate support, self-care, or mental health resources" (TNL039). Some
teachers revealed their own refugee status compounded the burden: "Sometimes am emotional
too" (TEP010). Constant exposure to learners' distressing experiences without professional
support leads to compassion fatigue and reduced classroom effectiveness (Sweetman, 2022b).

Refugee-specific implementation gaps. Reviews highlight limited refugee-specific

trauma-informed models and under-resourced adaptations (Lembke et al.

Administrators reported "Insufficient professional development, lack of Aghole-

integration, and insufficient resources" (HGP035), "Limited mental health 001),

and "Inadequate policy integration" (HCUO037). With one coungélor img over 1,000

students in some schools, weak referral pathways, limited paq eptent due to survival
insta

pressures, and inconsistent attendance from displace y, implementation faces

unique refugee-context challenges requiring cont stainable interventions rather

than direct transplantation of well-resourced m ke et al., 2024).

The Effectiveness of Trauma Info @ eaching Strategies on Classroom Behavior

Manageme cuma Refugee Schools
Across quantitatiyg * a quédlitative strands, teachers reported meaningful

improvements in cooperation, Jattention, and classroom climate when TITS routines

(calm/empathetig_langua indfulness breaks, counsellor referrals, predictable structure)

were use s also described feeling safer and more supported when teachers listen,
avoid shami d respond fairly.

The pattern is consistent with evidence that implementing the core TITS principles
safety, trust/transparency, collaboration, empowerment/voice/choice, and cultural humility
improves behaviour and socio-emotional outcomes (Thompson et al., 2022). Studies show
reductions in disruptive behaviour and gains in attention/self-regulation when classrooms
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adopt predictable routines, relationship-centered responses, and brief regulation practices
(Sun et al., 2024). Teacher training on recognizing trauma cues reduces retraumatization and
reframes behaviour as communication (Wall, 2021). Broader systems study also notes benefits
for academic adjustment and resilience when TITS is embedded (Omare et al., 2023). These
results support the position that day-to-day enactment of TITS not only one-off interventigns

drives classroom behaviour improvements through emotional safety, regulatign,

Summary of Key Findings %\
Establish the prevalence of disruptive behaviors among Grade 8-9, leatners who have
experienced trauma. q%
NS

strengthened relationships.

Administrators reported widespread diffic rior to implementation of

traumainformed approaches. Most prevalent w en m or lateness (72.5 percent),

aggression and defiance (65.0 percent), and adademic engagement (55.0 percent).
Emotional outbursts were noted by 52. d attention and concentration problems by

50.0 percent. Withdrawal and igelati isruptive classroom behavior each appeared in

s and low self-esteem affected 37.5 percent, bullying or

good fri 8; helps others M = 2.50; kind to younger children M = 2.55), while
conduct and tion difficulties persisted (for example, loses temper M = 2.13; restless M =
2.18; easily distracted M = 2.24). Peer challenges and bullying were present at moderate

levels.

Examine the challenges teachers face in implementing trauma-informed teaching strategies.
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Teachers and administrators agreed that barriers are significant, with a composite
mean challenge score of 4.02 (SD = 0.88). The most acute challenges were lack of adequate
training and refresher courses in trauma-informed pedagogy (M = 4.45, SD = 0.63), reported
by 83.8% of teachers, followed by overcrowded classrooms making individualized support

difficult (M =4.38, SD =0.71, 76.3%), limited time to integrate psychosocial activities within

lessons (M =4.31, SD = (.74, 72.5%), and language barriers with diverse learner popula

(M =4.28,SD=0.76, 65.0%).
Additional substantial obstacles included lack of parental involveme d 0
ited.€o

M
=4.19, SD = 0.81, 60.0%), insufficient collaboration with counselor unseling
services (M =4.16, SD =0.79, 57.5%), limited teaching resourc ychesocial materials

(M =4.12, SD = 0.83, 55.0%), learners' resistance to chan luctance to open up (M =

4.09, SD = 0.85, 53.8%), teachers' emotional exhaustion out (M =4.03, SD = 0.88,

51.3%), inadequate support from school administrats =3.97, SD =091, 47.5%), and

cultural sensitivity challenges and stigm =0.94, 43.8%).

Qualitative accounts reinforogd thesgfindings through detailed narratives, noting large

classes of 70-100 students ppéenting|individual attention, heavy marking and curriculum

workloads leaving mini ime for €motional support, inconsistent discipline policies across
classrooms, cultur igma around discussing mental health and family trauma, lack of
follow-up after aining workshops, and the profound emotional toll of repeated

exposurr ssing learner experiences without adequate self-care structures or

professional mental health support for teachers themselves, many of whom are also refugees
dealing with personal trauma.
Evaluate the effectiveness of trauma-informed teaching strategies on classroom behavior

management.
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Learners reported a generally strong sense of school membership on the PSSM
(overall M = 3.62, SD = 0.44). High agreement on belonging, feeling happy to attend, having
someone to talk to, feeling safe, and teacher care (Ms = 3.70-3.87) points to protective

classroom climates consistent with trauma-informed practices. However, recognition and

inclusion gaps remain: many learners felt left out of activities (item 6, M = 2.48; 65 percent

agree) and different from peers (item 10, M = 2.76; 48 percent agree, 28 percent not i
Qualitative data showed that respectful listening, fair treatment, predictabl &lﬂd counselling
referrals helped learners feel safe and behave better, while shouting, corpo isiment, unfair blame,
and inaction undermined safety. Overall, evidence suggests partia @ effectiveness of trauma-

1
informed strategies, with clear gains in safety and belonginﬁ d _to strengthen practices that build

recognition, voice, and inclusion.

The study found high baseline prevalence(© ive and internalizing behaviors

among learners, measurable strengths in prosocidhbehayior, and clear classroom climate gains
associated with trauma-informed routs Effectiveness is strongest where teachers use
predictable structure, respectful communigation, learner voice, and timely referrals. Sustained

impact may require capacity ‘building,”Smaller or better-supported classes, stronger school

counselling linkages, consistent flon-punitive discipline, and staff wellbeing supports.

v Chapter Summary
h ter reported the demographic profile of teachers, administrators, and

learners, then” presented results by objective. For Objective One, PSSM and qualitative
evidence showed improved safety and belonging, with gaps in recognition and inclusion that
call for stronger learner participation and positive feedback. For Objective Two, administrator

reports and SDQ data confirmed widespread behavior difficulties before trauma-informed
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practices, alongside notable prosocial strengths. For Objective Three, both quantitative ratings
and narratives identified training, class size, time, support systems, resources,
culturallanguage diversity, and teacher emotional load as the main barriers to consistent
implementation. Together, the findings show that trauma-informed teaching improves
classroom climate and behavior, but full and consistent adoption depends on school-leyel

support, collaboration with counsellors, and practical workload solutions.

CHAPTER FIVE \
CONCLUSIONS AND RECOMMENDATION
Introduction

This chapter presents the main conclusions and p, &:o mendations from the

study on the effectiveness of trauma informed teaching\strategies in classroom behavior

management in Kakuma refugee schools. The goncl follow the three study objectives.

The chapter also offers actionable recom dations¥or teachers, school leaders, counsellors,

and partners, and suggests areas for further arch.
Conclusions

Before the gtrategie re introduced, administrators reported high and varied

behavior difficulties, Most'common were absenteeism or lateness, aggression and defiance,
picyengagement. Emotional outbursts and attention problems were also

frequent. Intepalizing signs such as withdrawal and low self-esteem were present, and

bullying appeared in a notable share of reports. SDQ patterns supported this picture with
steady prosocial strengths but continued conduct and attention challenges. This confirms that
trauma exposure shapes classroom behavior in many ways and that support must address both

externalizing and internalizing needs.
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Teachers and administrators agreed that barriers are significant. The most pressing was
limited training, overcrowded classes, limited time to integrate psychosocial activities, and
weak administrative support. Other barriers included low collaboration with counsellors,
resource shortages, low parental involvement, cultural and language diversity, and secondary

trauma among teachers. These conditions reduce the consistency and depth of trauma

informed practice, even where teachers are committed. The study shows clear be
trauma informed teaching for safety, belonging, and day to day classroom con
a high baseline of behavior needs and strong teacher level barriers. Sustainedsimprovement

will come from strengthening recognition and inclusion for learners er capacity

and wellbeing, and aligning school systems to support daily practice:

The results show that trauma informed routines a ed fer and more supportive

classrooms. Learners reported a strong sense of e from teachers, someone to
talk to when in difficulty, and feeling safe in hese gains reflect consistent use of
respectful language, predictable routi and referral to counselling. Gaps remain in
recognition and inclusion. Many lea 1t Jeft out of activities and some felt different from

peers. This means the stratggres Wiork, But classrooms still need stronger practices that build

voice, participation, and\positivejrecognition for every learner.

Recommendations

Practical Recommendations
The study recommends that Kakuma refugee schools, through their education
departments and supporting agencies such as UNHCR and education partners, should
organize continuous workshops and refresher training sessions for teachers on trauma

informed pedagogy. These sessions should equip teachers with practical strategies for
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emotional regulation, safe communication, and restorative discipline. Teachers should also be
encouraged to share classroom experiences and co-develop locally relevant trauma-informed
routines. Regular on-site coaching, mentorship programs, and refresher courses are required
to enhance teacher confidence and reinforce learning. To guarantee that training is
institutionalized and pertinent to refugee contexts, collaborations between the Ministry of

Education, TSC, and implementing organizations like LWF, UNHCR are necessary.
This study also recommends school management to implement co ensive

trauma-informed education programs that include classroom-based psyc cialysupport,

structured peer mentoring, and mindfulness activities. These progra 1d mbedded

within the school timetable to ensure all learners benefit and shg counsellors and
community leaders to sustain continuity between school . 8Schools to strengthen
early identification and referral of trauma-affected lea . ool administrators need to
include trauma-informed principles into classcpom s, discipline policies, and school
rules. School administrators need to inelude tra@md-informed principles into classroom

routines, discipline policies, and schol ru nsistent use of these strategies can be further

encouraged by regular supepvsion, &ncouraging evaluation procedures, and recognizing

teachers who exhibit tra - behaviors.

To support s working in high-stress refugee settings, this study recommends

teachers to hav to peer support and mentorship systems that promote emotional

resilience e secondary trauma. Regular debriefing meetings and peer reflection
circles can help teachers process distressing experiences, share coping strategies, and restore
their emotional balance. Teachers' mental health and effectiveness in the classroom may be

improved by promoting self-care behaviors and giving them access to psychosocial assistance.

Since teachers who are emotionally healthy are better able to support students who have
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experienced trauma, school administrators should foster an environment of understanding and
support.

Additionally, this study recommends, administrators, parents and counsellors to
promote collaborative classroom management models that combine teacher, parents ,learner,
and counsellor inputs. This includes developing individualized behavior support plans for

learners who exhibit chronic behavioral difficulties. Involving learners in c

rulesetting, classroom monitoring, and problem-solving enhances resp
belonging. Improved parent-school collaboration lessens the stigma associ
health concerns and promotes shared accountability for students/Awe imgr In order to
establish reliable support networks for students after school, community lgaders and religious
% ends the Department of
educe class sizes and provide

ishing calm corners, supplying

organizations should also be involved. These study fu

Refugee Education to collaborate with humanitari
adequate teaching and psychosocial mateti
stressrelief tools, and creating inclusiv ity spaces may help learners regulate emotions
and reduce classroom disruptions.
licy’Recommendations

The study recommends that the Ministry of Education, Teachers Service Commission
(TSC), and supporting pastners should integrate trauma-informed education into teacher
professio el@pment and certification programs. Every teacher working in humanitarian
or displace contexts should receive mandatory training on trauma awareness and
classroom emotional safety. Training in trauma awareness, emotional control, and classroom
safety should be mandatory for all educators working in humanitarian and displacement
situations. Teachers could gain useful skills to recognize the signs of trauma, react
empathetically, and prevent retraumatization as a result. In order to maintain sustainability
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and strengthen abilities, coaching programs and refresher courses should to be offered every

term.

Additional recommendation is for the Ministry of Education, in collaboration with
Non-governmental organizations, should develop a standardized policy framework for
psychosocial and trauma-informed interventions in refugee schools. This policy shodld

include teacher wellbeing programs, counsellor deployment guidelines, an utin

psychosocial assessments for learners. How to include trauma-informed &es into

guidance and counseling, school safety regulations, and the implementati %

Competency-Based Curriculum (CBC) should be made clear in 1%%5. Kenya's
&

Mental Health Act (2022) and international MHPSS stand@ ¢ incorporated into

refugee education through regular policy reviews.

Government and development partners should all ed funding to improve teacher-

student ratios, upgrade learning spaces, and establigh counselling facilities in refugee schools.

Proper infrastructure and manageable@& are prerequisites for consistent trauma-
informed practice. To combin %&pectaﬁons with psychosocial duties, teachers'
workloads should be as d. ficient funding is essential to guarantee that trauma-

d into core education funding and are not exclusively reliant

These s ey recommends Partnerships to be strengthened between education, health,
and protectiow”sectors to coordinate trauma care, mental health services, and school
interventions. Formal referral pathways between schools and mental health professionals may
ensure timely support for learners exhibiting severe behavioral or emotional difficulties. To

guarantee consistent case management and early intervention for students with significant
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emotional or behavioral challenges, interagency coordination should be institutionalized

through platforms such as the Education and MHPSS Working Groups in Kakuma.

Recommendations for Further Research

Future research should track the long-term effects of trauma-informed teaching
strategies on learner behavior, emotional well-being, and academic outcomes to deteami
their sustained impact in refugee school contexts. Monitoring students across er of
academic years would help determine whether the beneficial behavioral and@§ocial-8motional

changes seen in this study are maintained over time, as well as what s orgfhdermines

the continuation of trauma-informed practices.
Conduct comparative research between refuge &:0 munity schools to

sshof ma-informed interventions.

evaluate how contextual differences influence the s
Comparative studies of this kind would be use out how contextual factors, such
community stability, cultural beliefs, te prepardtion, and resource distribution, impact
the effectiveness of trauma-informethinterveémtions. Additionally, this could direct the scaling
of trauma-informed models ding to context in Kenya's various educational contexts.

Investigate the i ip” between teacher wellbeing, compassion fatigue, and
classroom manageme fectiveness in high-stress learning environments such as refugee
camps. Both qua iye and qualitative methods could be used to evaluate how teachers'
mental he fects their capacity to maintain trauma-informed practices and offer
suggestions for frameworks for teacher self-care.

Future studies should examine how parental engagement and community

psychosocial initiatives contribute to sustaining trauma-informed learning environments.

Strategies for school-community collaboration and the improvement of comprehensive child
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safety systems can be informed by knowledge of how caregivers' attitudes, parenting styles,
and community awareness affect learners' resilience.
Explore the potential of digital tools and e-learning platforms to deliver traumainformed
training, counselling, and classroom management support to teachers in remote or resource-
constrained refugee schools. In order to improve teacher capacity and learner suppgrt
mechanisms, research could assess the viability, usability, and efficacy of mobile couns
applications, digital peer-help systems, and virtual training modules. \
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APPENDICES

Appendix A: Introduction Letter

Dear Participant,

My name is Carolyne Mwavali, a Clinical Counselling Psychology student at Daystar &
itled:

University in Nairobi. I am currently conducting a research projéct
" Evaluating The Effects of Trauma Informed Teaching Strategies on Classrtbom Behayior: A

Case Study of Kakuma Schools", as part of my thesis to fulfill acad uifetnents. The

information you share with me during this interview may help i what is working well

and where improvements are needed in supporting learneg§ botheigthis school and in others.
This may inform the development of policies and pragti atpetter support learners in safe

and inclusive classroom environments.

There are no right or wrong answers y nest opinions and experiences are what matter

most. Your responses may be treate@gyith Stgict confidentiality and used only for academic
purposes. To help me reme accugately, I may take a few notes. Your participation is
completely voluntary. Yo ee’to refuse to participate, skip any question, or stop the
interview at any time ut any negative consequences.
Do youagre e part in the study?
O Yes 0
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Appendix B: Consent of Teacher Participant

By signing this consent form, I agree that I have read the information presented in the
introduction letter about the study being conducted by Carolyne Mwavali a student at Daystar
University. I have had the opportunity to ask any questions related to this study, to receive

satisfactory answers to my questions, and any additional details I wanted to know. [ am awdre

that I may withdraw from the study at any time by notifying the researchers of thi is10
in advance. The interview will take approximately 15 minutes. \
Researcher’s Name: Carolyne Mwavali. %
Signature %

Participant Name/Guardian Name:

Signature: \\

NB

For any other concern reach out to Carolyne Mwayali through phone Number -0726769318
Appendix C:Parent/Guardian Consent Fo

Dear Parent or Guardian,

Your child is being invi icipate in a research study titled: “Evaluating the Effects of
Trauma-Informed g Strategies on Classroom Behavior management: A Case of
Kakuma Refuge Is.” This study is conducted by Carolyne Mwavali, a student at

Daystar l% y.”The purpose of the study is to understand how teachers can better support
learners who” may have experienced trauma and create a safe, inclusive classroom

environment.
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If you agree, your child will participate in group discussions, complete a short questionnaire,
or share their experience. Participation is entirely voluntary and your child may withdraw at
any time. All responses will be kept private and confidential.

Consent Statement
I have read and understood the information provided. I give permission for my child o
participate in the study. I understand that participation is voluntary and that I may
my consent at any time.

Learner’s Name:

Parent /Guardian Name: P

Signature: Date ) « )

Relationship to the Child: '1'\(\ -

Appendix D: Learner Assent Form

Hello!
My name is Carolyne Mwavali, a studen star University. [’m training to become a

better become an effective help€r: As\parti6f my studies, I’'m doing a research project. This

research is about undersfanding teachers support learners who have gone through
difficult experienc as ma or stress. | want to learn how these teaching strategies
affect classroom vior, how learners participate in class, and a safer supportive learning
environ oWragree to take part in this study, you will be requested to participate in

group discussions, complete a short questionnaire and share your thoughts or experiences
about your classroom and how teachers support you

Your participation is completely voluntary. You do not have to take part if you don’t want to,
and you can say “no” or stop at any time, even after we’ve started. Nothing bad will happen

if you choose not to participate. There is very little risk in taking part. Some questions might
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make you think about difficult or emotional experiences. If you feel uncomfortable, you can
skip any question or let me or community school counsellor know for support. What you share
will be kept private and confidential. Your name will not appear in the report, and your
answers will only be used for learning and research purposes. Thank you for your time and
honesty!

Do you agree to take part in the study?

O Yes 1 No \
Learner's Full Name: E >
Signature/Thumbprint:

Date: q

Instructions: Please read each statement caref]

elect the response option that best
reflects your thoughts, feelings, and behaviors. Th no right or wrong answers, so please

answer as honestly as possible.

Test administration: The test 4§ self-administered Part

Az

Section A
Name
Name of (M
Positi y

Working D on
Gender

PART B: Teacher Experience and Practices Survey
Instructions: Please respond to the following sections based on your experience in your role.

Where applicable, rate your agreement on a scale from 1 to 5:
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1 = Strongly Disagree

2 = Disagree

3 = Neutral

4 = Agree

5 = Strongly Agree

No.

Statement

[

N
)

N

1

As a teacher in the refugee
setting, I Dbelieve trauma
affects a child physically,
emotionally, and mentally.

O
O

Repository

When 1 incorporate routines
and  structures in  my
classroom, learners who have
experienced trauma are able to

O (|

manage their emotions and
reduce classroom disruptions.

As a teacher I have created a
safe and supportive classroom
environment where learners
are able to express themsel
emotionally.

Nid

K
A\
>

I make it my goal to e

school
counsellor

my
emotignally.

ink¢ my~ learners to other
pee o are able to support
outside the classroom.

I ensure my teaching methods
and classroom interactions are
culturally sensitive and respect
the diversities in my class.
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7 Before 1 engage in the | O | O O O
classroom, I'm aware of my
own emotional needs and how
they can affect my learners if
not addressed.

8 Learners freely come to tell me | [ O O O O
if they have a problem or need
any kind of assistance.

A
PART C £ 5
1. What classroom behavioral difficulties have you mostly observed amon (&wh have gone

through trauma?

2. Which specific strategies did you put in place to address this r

3. What are some of the challenges you face or gaps you identified while implementing trauma

informed approaches?
4. What kind of support do you need to make i&ntation of Trauma informed approaches
successful?

Thank you for your particip
Appendix F: Communt Counsellor Questionnaire

Instructions: Thank you fof taking”your time to respond to the following questions. The
questions should take atleast 20mins.»Please record your answers as honest as possible.
Section A

Name
Name of School x

Gender
PART B

1. What are some of the common behavioral problems have received before implementation of
trauma informed strategies in grade 6-9?

2. Have you recorded any behavioral changes among grade 6-9 learners after teachers started
implementing trauma informed teaching strategies? If yes, what are some of the changes have you
observed?
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Thank

Dear learner, I was asking some questions, please

been for you over past 6 months in school.

University Repository

How are behavioral problem cases handled in the school?

Which strategies do you find helpful in addressing this issues?

What are some of the challenges teachers encounter in implementing trauma informed strategies?
What support are teachers given in school when handling behavioral problems?

What additional support do teachers need to implement trauma informed teaching strategies

How does the community view trauma, mental health, and behavioral issues among children?
What support systems currently exist at the school, county, parents or agency level to,help teachers

implement trauma-informed teaching strategies?

. Do current child protection or education policies address the mental healthyand pSychosocial needs

of learners in refugee camps?

you for your participation

Appendix G: Learner’s Inte

ur aniswers on the basis of how things have

Name

Name

Section A %
of School m

Age

Year enrolled in s

Grade Level &
choo
X

Gender

ing you like about your classroom?

What dre some of the things that make you feel safe in the classroom?
Which specific behaviors in your classroom makes you uncomfortable?
What do you or your friends do when you are sad, angry or hurt?

Is there something your teacher has done to make you feel better?
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6. How does your teacher address behaviors that are not pleasant in the classroom?

7. What are some of the challenge’s teachers face in the classroom when handling learners?
8. What do you think should be done to improve classroom environment?

9. What do think should be done to make you feel you belong to school

Thank you for your participation

Psychological Sense of School Membership Scale Instructions

to Learners:
Read each sentence and choose how much you agree or disagree. There are ight rong answers.

Just be honest.

No. | Statement Strongly

Disagre Sure | Strongly
Agree
1 I feel like I belong in this school. O O
2 My teachers care about me. B\\ O O O
3 I have friends I can trust in this school.&) ’ O O O
4 People notice when I do someths 1. | O O O O
5 I feel safe in my classroom. O O O O
6 I feel left out of schoo O O O (|
(reverse-coded) _a
7 My opinions ar;“reH by teachers. | [ O O O

O
O
O

8 | Ifeel happy%o\sgﬁool. O
9 When I hwo em, there is O O O O

S0 ea 11 can talk to.

10 |1 di éft from others in my class. | [ m O O
(reverge-goded)

11 | I feel proud to be part of this school. O O O O

Adapted from Goodenow, C., 1993

Strengths and Difficulties Questionnaire for Teachers
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Strengths and Difficulties Questionnaire TR, Overall, do you think that this student has difficultics in any of the following arcas:
cmations, concentration, behavior or being able to gct on with other people?
For each item, please mark the box for Not True, Somewhat True or Centainly True. 1t would help us if you answered all items as

Yes- Yes- Yes-
best you ean even if you are not absolutely certain. Please give your answers on the basis of this student's behavior over the last =iy definite bols 99
six months or this school year. No
Student's name L Lo . Male/Female [m] (] m] O
Date of birth
Not  Somewhat Certainly
True True True If you have answered "Yes”, please answer the following questions about these difficultics
Considerate of other people’s feelings [m] O |E!
R O @] @] « How long have these difficultics been present?
headact Less than 1-5 612 Over
lains of h-ach
o hes. 0 Wickneay 0 ] = amonth months months ayear
Shares readily with other youth, for example pencils, books, food [m] || m| O
Often loses temper ] O O = s
Would rather be alone than with other youth [m] O [m]
« Do the difficultics upset or distress this student?
Generally well behaved, usually does what adults request O [ [m]
Not Only a A medium A great
Many worries or often seems worried a O O atall little amount deal
Helpful if someone is burt, upset or feeling ill ] [m] [m] (m] =] (m} =]
Constantly fidgeting or squirming O |m] )
Has at least one good friend O O (] « Do the difficulties interfere with this student's everyday life in the following arcas?
Often fights with other youth or bullies them [m] 0 [m] Not Only a A insdlian A great
Often unhappy, depressed or tearful (] (] O atall title smount deal
Generally liked by other youth [m] [m] O PEER RELATIONSHIPS O (] O O
e pr——— O o o CLASSROOMLEARNING ] 0 O 0
Nervous in new situations, casily loses confidence (] [m] [ ]
Kind 1o younger children (] [m] =] « Do the difficultics put a burden on you or the class as a whole?
Often lies or cheats ] O ] Not Only a A medium A great
Picked on or bullied by other youth O [m] [m| atall little amount deal
Often offers 1o help others (parents, teachers, children) ] O O a O | O
‘Thinks things out before acting [m] O O
Steals from home, school or elsewhere (] [m ] O
Gets along better with adults than with other youth [m] O O
Many fears, easily scared = O [m]
Good attention span, sees work through to the end (] O [H]
Signature Date
Do you have any other comments of coacems?
Please turn over - there are a few more questions on the other side Thank you very much for your help e
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Appendix H: Approval Letter

A9 @Y\
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FTOERATION
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CAROLYNE MWAVALLI,

SCHOOL. COUNSELLOR,
LWF-KAKUMA FIELD PROGRAM
14/10/2025.

THE HUMAN RESOURCE OFFICER
LUTHERAN WORLD FEDERATION — EDUCATION DEPARTMENT

P.O. BOX 48
KAKUMA, KENYA

Dear Madam,
RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH
I am writing to request permission 1o conduct an academic research study within LWF-

supported schools in Kakuma. | am a student pursuing Masters degree in Clinical Psychology
at Daystar University.

The title of my study is:
“Evaluating the Effects of Trauma-Informed Teaching Strategies on Classroom Behavior
Management: A Case of Kakuma Refugee Schools.™

The purpose of this study is to assess how the use of trauma-informed teaching approaches
influences leamers' classroom behavior and emotional well-being. The findings will contribute
to improving psychosocial and educational support services for both teachers and learners in

refugee settings.

The research will involve a sample of teachers and leamers from selected LWF-supported
schools. Teachers will be requested to complete short questionnaires while learners will be
observed and assessed through focused group discussions. Participation will be voluntary, and
all information collected will be treated with strict confidentiality and used solely for academic

purposes.

| kindly seek your approval to conduct this study and to engage the relevant teachers and
learners under your supervision. | am available to provide any further information. Attached

are Institutional ethical document and Nacosti License.
Carolyne Mwavali,

s’
School counsellor,

LWF W
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Appendix I: Ethical Clearance

VERDICT: APPROVED WITH COMMENTS |||||’!;|||||iii
Daystar University Institutional Scientific and Ethical Review Conmiitiee (DU- AL Sk
Ismc) Al River Campas

PO. Bax 17, Dayster Univetsty,
Our Ref: DU-ISERC/07/10/2025/00488G

POLAS, A River, Kangn

Vallvy Road Campes
PO Pax 44400 . 00100

Date: 7" October 2025 Nairbl, Koty
To: Carolyne Mwavali 5,'5% 4:::
Dear Carolyne Emal: wimuiondbdope acba OF

Wabiie www dayiler ac ke

THE EFFECTIVENESS OF TRAUMA INFORMED TEACHING STRATEGIES ON CLASSROOM
BEHAVIOR MANAGEMENT: A CASE OF KAKUMA REFUGEE SCHOOLS, TURKANA COUNTY,
KENYA

Reference 1s made to your ISERC application reference No. 260925-03 dated 26* September 2025 m which you
requested ethical approval of your proposal by Daystar University Institutional Scientific and Ethical Review Commuttee
(DU-ISERC).

We are pleased to inform you that ethical review has been done and the verdict is Revise to the satisfaction of
supervisors then proceed to the next stage. As guidance, ensure that the attached comments are addressed. Please be
advised that 1t 1s an offence to proceed to collect data without addressing the concems of DU- ISERC. Your application
approval number is DU-ISERC-2025/00488G. The approval period for the research is between 7" October 2025 to 6"
October 2026 after which the ethical approval lapses. Should you wish to continue with the research after the lapse you
will be required to apply for an extension from DU-ISERC at half the review charges.

This approval is subject to compliance with the following requirements:

¢ Only approved documents including (informed consents, study mstnments, MTA) will be used.

e All changes including (amendments, deviations, and violations) are submitted for review and approval by
Daystar University ISERC.

¢ Death and life-threatening problems and serious adverse events or unexpected adverse events whether related or
unrelated to the study must be reported to Daystar University ISERC within 72 hours of notification.

e Any changes anticipated or otherwise that may increase the nsks or affect the safety or welfare of study
participants and others or affect the integnty of the research mmst be reported to Daystar University ISERC
within 72 hours.

Clearance for export of biological specimens must be obtained from relevant institutions.
Submission of a request for renewal of approval at least 60 days prior to expiry of the approval period. Attacha
comprehensive progress report to support the renewal.

¢ Submission of a signed one-page executive summary report and a closure report within 90 days upon conpletion
of the study to Daystar University DU- ISERC via email [dwiserci@daystar.ac ke].

Prior to commencing vour study, vou will be expected to obtain a research license from National Commission for
Science, Technology and Innovanon (NACOSTD) https://oris.nacosti.go.ke and other clearances needed.

Yourssmcajv

Dr.R Jine Olumbe. PRD unt¥ the chry dhwti g { ﬁ‘-- daystar
Chair, Daystar Umversity Institutional Scientific and Ethics Review Commuttee ',' ,m, ,,, K o
Encl. Review Report '
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Appendix J: Research Permit

|

REFLILIC OF RENYA NATIONAL COMMISSION FOR .
SCIENCE. TECHNOLOGY & INNOVATION |

| RefNo: 289754 Date of Issue- 12/October/2025 |
| RESEARCH LICENSE §
i Hllr
| \ L/ i
| ol |

E This is to Certify that Ms.. Caroline Mijenga Mwavale of Daystar University, has been Bcensed fo conduct research as per the
i pmmothomngmwmmnmnﬁll)nmnmm The Effectiveness of Trauma |
! Informed Teaching Strategies on Classroom Behavior Management: A Case of Kakuma Refugee Schools; Turkana County,
Kenya. for the period ending - 12/October/2026.

i License No: NACOSTLP/ 254130433

239754
Applicant Identification Number

NOTE: This is a computer geneated License To verify the authenticity of this document,
i Scan the QR Code using QR. scanner application.
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