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American public schools are growing increasingly diverse and are in need of
refining practices to meet the needs of all students. Annually new groupsgeeas are
resettled in the United States and their children enroll in public schools. Educating
refugees who may have experienced an adverse past such as war, traumaguppress
persecution, loss and interrupted education presents many challenges for sahalsl. off
To better understand those challenges, the purpose of this research was to aswdrtain w
some of the salient educational influences are that impact refugeadraimit
American schools.

The literature speaks in general terms both about the refugee expbeéoree
resettlement and the educational experience after resettlemer.i§ henimal research
that examines these experiences from the perspectives of refugeesvbensehis
study a forum was created inviting a purposeful sample of refugees to be heard.
Refugees’ perspectives informed school officials about how to meet their edataind
socio-cultural needs. As a result, participants were recognized as gfabaimd valued
stakeholders in the American schooling process.

An ethnographic interview-based methodology was the primary research method
used to gather information. Thirteen refugees shared their stories of trandif of the
participants were enrolled in a public high school whereas the others hag alteaded
public schools and were either working in careers or attending univerBgigipants

completed a demographic survey and shared artifacts relevant to their story



These participants’ stories inform the reader about the interconnectetltiess o
different aspects of the refugee experience, which creates a deepstantdieg of their
condition. Participants recounted the specific episodes of the traumatic yastdoeed
as well as the issues related to their school transition. They did not simplyalepot
these events— they invited the reader to experience them through storytelling.
Consequently, transitional issues were not viewed in abstract terms buteaitiieof
specific events that transpired in the lives of participants. Their input yésieand
more credible than a report from one who has not personally experienced these events
firsthand.

While policy makers and school leaders focus heavily on academic outcomes for
students, participants demonstrated that educating individuals is about far more tha
academic development alone. The whole person must be taken into consideration when
creating educational policies and programs. Stories can speak for Wesnskere a
deep listener is available to hear them. Advocates who have listened and understood
those stories can be a voice for refugees in schools and with policy making bbdies. T

stories of this group of refugees demonstrate how this can be accomplished.
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CHAPTER |

INTRODUCTION

Worldwide there are approximately 9.9 million refugees, half of whom are under
the age of 18 (United Nations High Commission for Refugees, 2007). According to the

United Nations High Commission for Refugees (1999), a refugee is someone who

is outside his/her country of origin; has a well-founded fear of persecution
because of his/her: race, religion, nationality, membership in a particuialr soc
group, or political opinion; and is unable or unwilling to avail him/herself of the
protection of that country, or to return there, for fear of persecution. (p. 9)
Kunz (1973) describes two groups of refugees: anticipatory refugees and aaygese
Anticipatory refugees are those who foresee problems in the future for thelamoim
and are able to make preparations for fleeing. Preparations include ld¢amlagguage
of their new country, saving money, and setting up housing in the new country. Acute
refugees are those who find themselves in immediate danger. This group hasriittle
time to make preparations for fleeing, are less educated, have miniraabuat skills
and have experienced far more trauma. Since the 1990s most refugees haoéefied vi
and belong to the acute category (McBrien, 2005). In this study, a purposeful sample of

13 acute refugees provided insight into their experience. It is easy toemealige the

refugee experience by forgetting that each person has a unique backgroumaingar



the number of participants was important for obtaining an in depth understanding of eac
individual’s story.

Refugees endure a lengthy process of obtaining their refugee MaRrsen
(2005) states:

People who flee their countries out of fear of persecution can apply for

‘Convention refugee’ status. Whenever possible, voluntary repatriation is the

UNCHR'’s preference. However, political and civil turmoil in many countney

endure indefinitely. In these cases the UNCHR seeks to settle refuglees in t

country of first asylum, the country to which they fled. The last chosen solution is

permanent resettlement in a third country. (p. 334)

Many will spend the rest of their lives in refugee camps, or they will waéral years
before being resettled in a third country (Hones & Cha, 1999). Those who aredesettl
more than likely will not choose their new country (Cowart & Cowart, 2002). Most have
little financial resources and will bring few possessions to their new horheydes are
more likely to live in poverty than their American peers (Waggoner, 1999). The ypovert
rate among foreign born immigrants has tripled in the past three decaezly; g

impacting the transitional experiences of these families in the Unitees $Ruiz-de-
Velasco & Fix, 2000). Most will possess minimal language skills of thesir country

which will make the transition difficult and could lead to alienation in their néture
(Caplan, Choy, & Whitmore, 1994; Nicassio, 1983; Zhou, 2001).

As refugee children are resettled in new countries, they carry emotional wounds
of their past. Many are resettled having experienced high levels of traumavand ha
significant mental health needs. Post-traumatic stress disorder JRNh8Depression are
common characteristics of refugee populations. Being exposed to trauma and forced
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migration are significant risk factors influencing their developmertto8ng and

literacy development were not priorities when families were fleeingtted in refugee
camps (Crandall, Bernache, & Prager, 1998; Ellis, Lincoln, MacDonald, & Cabral, 2008;
Kinzie, Sack, Angell Manson, & Rath, 1986).

US school accountability standards force refugees into classes with their
American peers with the expectation that they will learn and achievieciasdes at the
same rate as American students. Federal legislation, particilanNo Child Left
Behind Act of 2001, requires high school students to meet graduation standards on time
(in 4 years) and all age groups to achieve on state-mandated tests atethevshas
native English speaking peers (US Federal Government, 2002). Little cotisidesa
given to the language barrier or social challenges refugees famgh@ve limited time
to overcome considerable barriers.

The literature has much to say about the learning needs of students who are
English Language Learners (ELLS) relative to their educationagbakd (Boyson &

Short, 2003; Calderdn, August, Slavin, Duran, Madden, & Cheung, 2005; Chiappe &
Siegel, 2006; Cummins, 2000; Echevarria, Vogt, & Short, 2004; Hakuta, 1986; Helman,
& Burns, 2008). ELLs represent a diverse group of students with a variety of needs.
Some are immigrants, some are refugees, and others were born in the US butdive i
English speaking homes. Students from each of these categories mayrsitare s
characteristics. For example, an immigrant from an impoverished nationavay h
experienced similar levels of oppression and violence as a refugee. In otkdhease

experiences can vary greatly. When studying the experiences of ELLushban



cautious to avoid over generalizing their needs. The participants in this ghuelyert a
small group of ELLs with distinct needs.

As a result of over generalization of ELL needs, minimal research sfueh&s/
past trauma of experiencing war, death of loved ones, and living in exile impact the day
to-day learning process of refugee students (Kindler, 2002). Further,sleesggnificant
gap in the research that enables refugees to share their story. Theiaveis#snt in the
literature and policies that inform educators about their social and academaiscine
school. Abu-Rabia and Feuerverger (1996) state, “Our personal or socidiatcag
implicit influence on all aspects of our lives, including what happens in school” (p. 367).
It is not enough to only gauge the literacy levels or academic background stuments
experienced when designing instruction and implementing programs for nensbdarr
refugee students. School leaders must take into account the past and current socio
cultural factors as well. Students’ past is the broader context that schoo$ leack
understand when designing school structures and learning conditions for refugees. As
Feuerverger (1998) points out, “Peace comes not from the absence of conflict in life, but
from the ability to cope with it” (p. 695). If refugee students are to have hope for a
brighter tomorrow in their new home, school leaders must work to understand how those
past and present experiences are impacting their ability to cope andanansgit the
American school setting.

Rationale and Perspectives of the Researcher
| am the principal of a school in North Carolina serving students from over 40

countries in third through twelfth grade who have recently arrived in the US.



Approximately two-thirds of the students are refugees. Many of tihedernts moved to
the US after facing years of war, loss of loved ones, deplorable living amgjiimited
schooling, and little hope for their future. However, they are survivors. In spite of the
many challenges they have faced in life, the students in our school are éxtyeatedul
for the opportunity to learn and begin a new life.

As | have built relationships with our students, they have shared how they have
never been given an opportunity to speak freely. They have been silenced and exiled
often times not understanding why their oppressors hate them. Consequentlydthis s
grew out of my desire for their stories to be heard within the education profession.

In addition to providing a forum for their voices to be heard, | know that our
students likely would not do well in the traditional school setting if we do not implement
new approaches to helping them succeed academically and socially.tadsbmaNorth
Carolina show that English Language Learners are lagging well bél@mdh\tmerican
peers in all categories (North Carolina Department of Public Instruction,.2li0¥)
resiliency of our students, in addition to their determination and overall gratduda f
opportunity to learn, have compelled me personally learn more about how to best serve
them. They have embraced new hope in their education, and have inspired me.

Due to the nature of my line of work as the principal of a school for refugee
students, it is important for me to understand and disclose my positionality from the
outset of the study. In my position as principal | have been touched by the stories of our
students. Getting to know them and their families has driven me to want to learn more

about how to best create an environment that enables them to learn and grow as



individuals. My overall goal is not just to collaboratively create a grgabol. The focus
must always be on the individual needs of students and finding the best means to support
them. | believe the benefits of what | learned far outweigh the risk of mg bm
closely involved emotionally or otherwise.
Problem Statement

Test results and Adequate Yearly Progress (AYP) data have shed light on an
increasing population of students who are struggling in our schools. Refugeas face
number of challenges when they transition into American public schools. These
challenges include past trauma, language barriers, and interruptededuaé body of
research focusing on how to develop literacy and language skills in ref{agekall
English Language Learners) who have experienced interrupted educatiowiisyg
However, little research exists dealing with how to help refugees overcoremttienal
and social challenges of their past and those they presently face whilengdjuishieir
new lives and schools in the US. In addition, there is limited research alloefirgges
themselves to voice the significant influences that impacted theirtioansg into
American schools. While focusing on academic needs is important, more research i
needed about other significant factors influencing this transition from tepguotive of
refugees themselves.

Purpose Statement

Consequently, the purpose of this study is two-fold. First, | aim to ascertain what

some of the salient education influences are that impact refugee transgiédmatican

schools. In addition, through the shared experiences of refugees, school lekhdgig wi



insight into what they should be doing to help these students transition into American
public schools.
Overview of the Study

To better understand the issues outlined in the purpose statement, | engaged in an
ethnographic, interview-based study involving refugees. First | engagedview 1of the
relevant literature regarding the refugee experience, refugeditramsio American
public schools, and second language acquisition. Next, | engaged in the stgrytellin
portion of the study. Through interviews and the sharing of relevant artifactsekinvi
refugees who are students in American public schools, and those who have already
attended and exited the school system, to share their stories of transitiatyzied their
stories and artifacts looking for themes to emerge that would inform schdeidesbout
the influences which impacted their transition. Once commonalities werefirldnti
compiled their quotes by themes. In short, | provided a forum in which refugelesbe
heard through their storytelling. Finally, | interpreted the information dhaye
participants and | communicated my insight into the stories shared. This enabied m
participate in the meaning-making process that was in fact alreathdgbgrthe

participants themselves.



CHAPTER Il

LITERATURE REVIEW

Introduction

The review of professional literature that follows is intended to serveadever
purposes. First, it is important to provide background knowledge to the reader regarding
the salient influences that impact the refugee transition into American peifadiols.
Second, the review demonstrates how varied and complex the factors are thatanfluenc
the refugee experience. Third, important terms are defined so the readedeastand
them individually as well as how they relate to one another. Fourth, the review of
literature sheds light on the fact that the majority of work conducted on this topic does
not share the perspectives of refugees themselves nor take into account theil persona
experiences. Finally, this review demonstrates to school leaders theaigrefof
studying the refugee experience and its impact on their educationadsucce

Past Experiences of Refugees

Many refugee children experience trauma in a number of ways. This trauma
impacts their adjustment to school life in the US. The refugee experienggtsligheir
entire lives. Family separation occurs when fleeing persecution. This @ozud by
fleeing alone or by separation during flight. At various stages of the eexgeerience,
children are at risk for being raped, abducted, and forced to be child soldiesar&irl

oftentimes forced to marry men from rival tribes. Many experiencin dédoved ones,



including parents. This often results in children becoming the head of households when
parents or other adult caretakers die. Death is experienced in many forel§ aamely
murder, war, malnutrition, and even illness (Boyden, de Berry, Feeny, & Hart, 2004).
The horrific experiences of refugee children are numerous. Some have beendorced t
stand by and watch their parents being butchered or raped. Others havenergeri
prolonged periods of time apart from their parents or siblings when they seemed to
disappear. These periods of absence could last days, weeks or even months. Children
have had to live through periods of anxiety wondering if their loved ones were dead, alive
or would ever return. They may have been taken to prisons to watch their parents being
tortured, or they may have been beaten themselves. The children of parents who have
been killed may still be suffering from shock and tend to struggle to find safetyyso the
can begin to mourn. The anxiety is compounded for children who have lost parents
without knowing what happened to them. They tend to be full of fear and anxiety as they
ponder and imagine what may have occurred. Without their parents they often have no
one to rely on for emotional support or to whom they can express their feelings
(Blackwell & Melzak, 2001). Refugee children have lost any semblancaati@al or
social stability, and they often have been denied access to schooling (Bdyalen, e
2004; Tollefson, 1989).

While similarities exist between most immigrants and refugeescaspf their
journey to the US make them distinct. Most notably, refugees do not leave thedr nati
countries by choice (United Nations High Commission for Refugees, 2000). Violent

circumstances such as war and persecution force many refugees from thetamiasom



Many have lost their home, friends, and way of life. Their journey from haful f
frightening turns, fear, chaos, confusion, and uncertainty about whether or not they wil
survive. Wandering families often find residency in a refugee camp in a neighbori
country. lliness is a major issue in the refugee camps as the conditionsfaymfar
sanitary. The quality of life in camps is poor. There is not adequate shelter, food, or
medical care. This often leads to chronic health issues such as tuberculosignage,
kidney damage, malaria, and hepatitis (Blackwell & Melzak, 2001; Cowaaa@,
1993; Huyck and Fields, 1981; Trueba, Jacobs, & Kirton, 1990; Westermeyer &
Wahmanholm, 1996).

In addition to physical ailments, many refugees suffer from mentabsl such as
post-traumatic stress disorder (PTSD). This is understandable due tottthafanany
have experienced rape, torture, witnessed killings, and brutal murdering lyf &zuchi
loved ones (Hones & Cha, 1999). The children find these feelings overwhelming and turn
to their parents for guidance. Oftentimes they follow the example ofptheants and do
their best to repress these feelings and carry on as if nothing had happenect. athis a
ignoring their past also causes them to ignore present feelings theyeagpeguch as
depression, sadness, inability to cope, and anger. (Blackwell & Melzak, 2001).

Transitional Challenges Faced by Refugees

A variety of factors make the transition to a new culture challengingfiogees.
For example, the family unit becomes strained as children assume new eci@gs®
children are in school, they acquire basic interpersonal skills in English at muatde

than their parents (Zhou, 2001). Consequently, they often serve as the famiketaterp
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at school, banks, or doctor appointments. The parents become dependent on their
children, and this puts undue stress on the family structure. Children will even writ
checks for major family payments. Zhou and Bankston (2000) point out that role reversa
within the family unit can create identity confusion and conflict between adeta&ars
and children.
Family Structure

In addition to the confusing role reversal at home, many refugee children are
confused about trusting their parents’ ability to protect and lead them. They have
witnessed their parents being terrified and full of uncertainty throughauettperience.
Everything changes in the new setting; parents are no longer who they once ware in the
home country. They have a hard time finding work, they are recipients dfyclazd
need assistance with even the simplest of activities. They may also be dethliagock
to the point that they are unable to assist their children in processing and ddélitigw
horrors they have experienced. This comes at a time when children are most in need of
adults to guide them through a difficult period. The people children are the most
dependent on to sort through these feelings are in just as much need as the children
themselves. As a result, children become protective of parents and do not disriss the
issues during transition. The problems resurface later after the initialecshock of
being in a new environment wears off (Blackwell and Melzak, 2001).
Psychological Issues

Untreated psychological needs could pose long-term challenges for refugee

students. Stein (1980) reports that after five years of being in the US 80% of the
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participants in his study still had concerns about family members from whom thhey ha

been separated. AlImost 70% still had stressful memories about war andghefrdm

their home-country. Almost 60% were homesick, wanted to return home and stilldvorrie

about communicating with friends and family in their home country. Asher (1985), in his

study of Southeast Asian refugees, found that other factors impacted thae.pEyese

factors included the shame of rape, war trauma, and gender roles being changed upon

arrival to the US. The psychological stress of parents having to accept job4Jia that

are low skill compared to a prestigious position they may have held in their home country

is also a blow to the already fragile psyche of many refugee adults anchilarien

(Fernandez-Kelly & Curran, 2001). When parents are anxious and under stress they are

unable to provide the emotional support needed by their children to succeed in school.
The effects of psychological trauma manifest themselves in a number of ways

Blackwell and Melzak (2000) have outlined some of the most common responses refugee

students may demonstrate in the classroom. For example, some students ougy expl

into an angry fit at the slightest provocation. Their anger may seem to be out of

proportion to whatever it is they are reacting to. This is due in large ph# fadt that

much violence has occurred to them in their past. If refugee students arérsjragt

authority, they may be dealing with the effects of being let down multiple tyadults

in their past. In their minds, parents have failed to protect them and thécgb@ind

governmental leaders may have persecuted or neglected them in thei niesel.

School leaders need to help students rebuild their trust and hope in adults, because they

still need them. The minds of refugee children often wonder back to their past and their

12



present worries. This could result in poor work or engaging in disruptive behavior. In
spite of a teacher’s best efforts there will be times when nothing will be@hklp

students remain focused. If a child has experienced chaotic experiencesdenays

feel out of control themselves. Their testing of boundaries could be an effoetifdtsey
exist. Boundaries reinforce security. If refugee students find thelremavior is not met

with firm limits they are likely to escalate it. Sometimes the paih@piast and the stress

of the present are simply too much to bear for students. In that case thayteet

isolation and withdraw. Some students can put forth all of the right signs on the outside.
They may be friendly, cooperative, and sociable. However they may not make much
progress in their learning due to limited past educational experience or therehoti
wounds of trauma. Children demonstrating this behavior will at times seem grown up and
responsible, and at other times immature. Their horrors of the past may havedatur

a young age forcing them to grow up fast. They may have missed out on beirtyso chil
they may revert back to reclaiming their childhood while at school.

The behaviors previously mentioned are based on observations of students
performed by school officials. Students were not consulted or questioned about the
behaviors to determine if they perceived the same behaviors in themselvesrdltney
guestioned about why those behaviors manifest themselves, what triggers them, and how
students feel after demonstrating them. For example, are they uncontnofipblses, do
students feel sorry after demonstrating them, or do they even careMoedlthput on

these issues is needed from the students themselves.
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Cultural Identity

Other transitional challenges impacting family life have to do with cultura
identity. Children who are confused and uncertain about their own identity mayydentif
with other minority groups with whom they may find similarities, or they atzandon
their own culture in favor of their host culture. Likewise, the majority culturedcalsb
impose identity confusion on refugee children. For example, Black Aficawe cultural
differences from African Americans, however White Americans ofterstipeeceive
them to be in the same cultural group. In addition, a large number of refugees froa Af
and the Middle East are Muslim. This poses a significant challenge simge ma
Americans have come to fear Islam, associating it with violence aondserr(Carter,
1999; McMurtrie, Bollag, Brender, del Castillo, Cheng, & Overland, 2001; Wingfield &
Karaman, 2001).
Acculturation

Acculturation is the change that occurs when individuals (or groups) batect
with a cultural group different from their own (Berry, 1998; McBrien, 2005). Berry
(1980) describes acculturation as a process that flows from contact betweemandomi
and non-dominant group to conflict or crises that arise between those groups, which
result in adaptation by one or both of the conflicting groups. Often the non-dominant
group is influenced by the dominant group to take on the values, norms, and behaviors of
the dominant group. Other macro-level effects include change in econotors fgocial
structure, and political activity. In addition to broad group changes, acculturtigotsa

the individual experience as well. Stress associated with acculturateatedrto the
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anxiety or depression those from the non-dominant group may feel as theyoatapt t
new culture (Berry, Poortinga, Segall, & Dasen, 2002).

In general, there are two main theoretical frameworks for understanding
acculturation, assimilation, and alternation theory (or biculturalisify¢mboise,

Coleman, & Gerton, 1993). Regardless of which framework one uses to understand
acculturation, theorists agree it has two main criteria: (a) whethtohe individual or
group maintains cultural identity, and (b) whether or not a positive relationghiphe
dominant society is established (Berry, 1998).

When identifying how groups or individuals are progressing through the
acculturation process, Berry (2003) uses the following descriptions to shed ligiet on t
difference between those who are assimilating and those who are bicllose. who
develop a positive relationship to the dominant culture, adopting its values and practices
while discarding their own cultural identity are assimilating. Those whatmaitheir
cultural identity while developing a positive relationship with the new culture are
considered bicultural. Acculturation is not a one time event. It is an ongoing pthaes
continues throughout the individual’s or group’s entire experience with the new culture

One could be experiencing characteristics of both assimilation and bigsitural
simultaneously. This must be understood as a process. For example, one can lwld fast t
their cultural identity and not develop a positive relationship with the new cultuoeeT
experiencing this phenomenon would be considered low acculturated. Likewise, others
struggle to identify with their culture of heritage and the new culture. Tdady f

marginalized by both. To declare that all refugees will fall intoegithe assimilation
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description or the bicultural description would be an overstatement. However, thes
definitions provide a good foundation for understanding how refugees (and all
immigrants) may react when confronted with a new and different American culture

Assimilation.Many disagree about which model is best for acculturation. Those
who are proponents of the assimilation model often describe the metaphor of agmelti
pot”. In plain terms they understand assimilation as the giving up of theiefauiture
in exchange for the new culture of their new home (McBrien, 2005). Assonilati
proponents see value in shedding the former culture to adopt the values, beliefs, and
perceptions of the new culture (Chun, Organista, & Marin, 2003). This model views
acculturation as a linear and continuous change that is non-reversible {Suazea, &
Suarez, Orozco, 2001). The person slowly becomes like the new culture while shedding
his or her former way of life over the course of assimilating. Proponentsthajube
more one becomes like the dominant culture the easier it will be to gain access to
services, heal emotionally, and find security in work and play. The redihignt
generation of refugees tend to focus on an increased standard of living which makes them
thankful for their new found opportunities. Dream perceptions of what the Ameafean |
is like could push refugees to disassociate with their former way of life in ddvoeir
new opportunities (Burnam, Kamo, Escobar, & Telles, 1987).

Assimilation can be caused by pressure brought upon refugees by the dominant
culture. Rogler, Cortes, and Malgady (1994) explain that perceptions of dis¢iomibg

the dominant culture results in self-deprecation, feelings of animositydaitamic
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heritage, and a weakened ego. Individuals experiencing these feelingbedayeir
heritage not by choice but to avoid further discrimination.

Biculturalism.Some question whether assimilation is in the best interest of
individuals. They dispute the value of shedding one’s own culture to blend in with the
dominant culture. These critics argue instead for a bicultural approastk(@e&n as
additive assimilation or transculturalism). This model maintains culturahfe while
still forming a positive relationship with the new culture (de Anda, 1984, Feliciano, 2001,
Suarez-Orozco & Suarez-Orozco, 2001; Trimble, 2003). Feliciano (2001) alseerts t
value in groups and individuals maintaining their own cultural heritage while atitign
the new culture. Others argue that assimilation may have worked fordanrop
immigrants in the 1®and 28' centuries whose cultures did not vary much from
American culture at that time. However, for new immigrant groups fronr&emtd
South America, Africa and Asia a different approach is favorable. They tmgae
approach that enables individuals to navigate between both cultures depending on the
context (de Anda, 1984; Laframboise, Coleman, & Gerton, 1993). This perspective
supports the integration of beliefs, attitudes, and behaviors of both cultures.risully
in bilingualism, code-switching, and differing behaviors. For example, at home one
would behave according to the traditions of Montagnard culture, but at school the child’s
behavior may appear to be that of a typical “American” student (Dolby, 2000; Trueba,
2002).

Many have discovered advantages when implementing bicultural approaches t

helping refugee students adapt to their new surroundings. Gil, Vega, and Dimas (1994)
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found that bicultural youth experienced lower levels of stress associated with
acculturation and reported maintaining a strong sense of pride in their faMiliasda,
Estrada, and Firpo-Jimenez (2000) found that bicultural families enjoyed levels of
conflict and displayed high levels of commitment and support among family menhier
addition, individuals who are bicultural benefit from the ability to adapt to changing
situational contexts. This ability enables individuals to thrive in a variety ufratl
situations with relative ease (Harritatos & Benet-Martinez, 2002). ¥ ifeding

bicultural appears to be linked with language abilities. Studies have denexh it
students who are fluent in their native language and English display higher academ
achievement than those who speak only one language (Feliciano, 2001; Rumberger &
Larson, 1998; Stanton-Salazar & Dornbusch, 1995).

Eisenbruch (1998) found that students grieve for more than just what they left
behind personally. They also grieve for leaving their culture behind. hgawvie’s home
culture and having to adjust to a new way of life can greatly affect one’s senHeldése
advises school leaders to respect the cultures of refugee students whileabieingand
allowing new arrivals plenty of time to learn the new language and culturalesudhc
one is forced to assimilate to a new culture without having ample time v gnier their
many losses long term negative effects can result.

In each of the studies previously mentioned, immigrants and refugees were not
invited to comment on what would be helpful in the acculturation process. The literature
is consistent in this area. Evidence of data collection related to the expsran

refugees exists. However, the researcher alone analyzes thepatsicheeds. It would
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be worthwhile to learn if overlap can be found between what participants yayeie
and what researchers are advising they need. Furthermore, it would be wertbwhil
learn if refugees are able or willing to advise others on what their actotungeds are,
or what caused them to move in an assimilation or bicultural path.

Schooling and Refugee Issues

The UNCHR (2000) stated that education is a fundamental human right and an
essential component in the rehabilitation of refugee children. Constructigigam® and
curriculum for refugee children is a task of grave importance for edscétot only do
refugees need to overcome academic gaps due to their interrupted educathmy but
also need to begin healing emotionally. Education is important for repairing @odial
emotional wounds from their past (Eisenbruch, 1988; Huyk & Fields, 1981; Sinclair,
2001). This means that the people working in schools as well as the environment they
create are crucial in helping students navigate the acculturation process.

Training for educators working with refugee students is also important. Bdaicat
must understand the difficulties and experiences of refugee children so they do not
misinterpret behaviors like those mentioned in the preceding section. When teachers
understand the backgrounds of students, they become more passionate about meeting
their needs, and they are more willing to find strategies to meet their (s,

2002). When educators are not trained to understand the needs of their students,
especially refugee students, they risk behaving in ways that could ersh@arsiame
students (Delgado-Gaitan and Trueba, 1991). This could lead to confusion, mistrust, and

despair on the part of students. Educators must never generalize what the negds of an
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group of students are. Research pertaining to the past experiencege¢sdfom their
perspective will provide a context from which educators can begin to learn theluadivi
needs of each of their students.
Transitional School Issues

Researchers illuminated many issues that hinder the refugeédratsi
traditional American schools. Following is a summary of some of those isstmsa in
the literature. While the literature does provide a base of guidance, mong i3
needed from the perspective of those who have made the transition themselves.

Trust. Trauma experienced by children hinders their ability to learn (Sinclair,
2001). Trauma at all phases in the refugee experience (flight, refugegreaptfjement)
causes many refugee children to distrust those in authority including teflgoers
1995). From the perspective of refugee children, they have been failed by afrange
adults in authority— their government officials, immigration officials, eveimr then
parents who may not have protected them or may have emotionally abandoned them due
to their own grief. Schooling is a difficult experience for refugee childiem ave
learning to trust adults. This is especially true for those who have nexaidexdtschool
due to war or those who come from rural areas where literacy was seancaneong the
adult population. On the other end of the spectrum are those who have attended school in
their home country but are used to a much more strict system of governancehbystea
In retrospect students may look back on that experience as a safe place, whemdsounda
were clearly drawn and enforced. The more liberal approach to schoolingl® tteuld

feel out of control and unsafe for these students (Blackwell & Melzak, 2001).
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Educational gapsA large number of refugee students arrive to the US with
significant gaps in their educational background. These gaps could be due toyaobariet
factors such as war or other military conflict in their native country, lagkcodss to
quality teachers in rural settings, a transient existence moving frotiolota location
for work, safety, or agricultural reasons. Ruiz-de-Velasco and Fix (2000) diedavat
12% of ELL students in middle schools and 20% of ELL students in high schools had
missed two or more years of schooling since age six. Olsen, Jaramillo|l{?e@=z, and
White (1999) discovered a difference of more than one year between what was
considered to be age-appropriate grade placement and the number of ydaoslofgc
students had completed. Most of the students in their study could not read or write in
their native language and they were more than three years below grlde lev
mathematics. What is lacking in the study is how those gaps impacted thdicatfyesf
the participants. Did the participants realize they were that faniggiade level or did
they perceive themselves to be on the same academic level as their Amesis@n pe

School cultureln addition to their academic needs, refugees need assistance to
become acclimated to their new community as well as American school cSitudents
feel isolated and often times confused in their new schools not just upon arrival, but well
into their educational experience (Cheng, 1999; Dufrense & Hall, 1997; Gonzalez, 1994,
Moran, Stobbe, Tinajero & Tinajero, 1993; Olsen, 2000, Olsen et al., 1999, Te, 1997).
They are isolated linguistically because they do not yet speak the larapttieey may
or may not have friends or teachers who speak their native language. loradé:i

customs of American schools with which they are not familiar isolate theperfog at
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sporting events, class changes, cafeteria procedures, dances, clubs, amg chathgis
for PE class). Olsen (2000) reports that ELL students are often feeleilizy English
speaking peers because of their lack of English skills. This leads to thstlddnt
shunning his or her native language, which results in a loss of bilingual abilities.

Social backgroundviuch of evidence exists that speaks to the learning needs of
ELLs relative to their educational background. However, minimal information is
available linking their level of success in the American school systemheithsocial
background. In other words, gaps in the research exist relative to how past tfaum
experiencing war, death of loved ones and living in exile impact the day-teatayng
process of refugee students (Kindler, 2002).

Dropout issuesThe limited formal schooling experienced by refugee students
coupled with weak literacy skills places them at great risk for failudedaopout. This is
due in part to the low literacy skills refugees possess in their native languagek of
English skills and background in specific content areas, as well as the takesi to
become accustomed to school routines and expectations in the US. The challenge is
overwhelming since refugees are entering American schools with weledgrtacds
during an unprecedented time of rigorous standards-based curriculum and high stake
testing (Short & Boyson, 2003). Recent refugees are confronted with poliaisedoan
expecting them to learn English as quickly as possible with few supports (Gibson, 1998).
Often, students consider dropping out and going to work to be a better alternative than

staying in school and struggling.
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One isolated factor usually does not cause refugees to drop out, rather many build
over time. Among the reasons are self-perception and academic abilitye(l2004).
Some students are involved in anti-social behavior and are rejected by theicadme
peers (French & Conrad, 2001). Others face obstacles related to a lack ofiacadem
preparation before entering American schools. Many students are not psychglogicall
prepared for what they will face in US schools (Rong & Preissle, 1998). Many student
also arrive to the US with little vision for their future and no goals. Even in cdsse
they have high expectations for their education, unsafe school conditions, poverty, and
hostile social environments contribute to the dropout issue (Portes & Rumbaut, 2001).
This is a critical issue facing school leaders. The dropout rate amongramitrstudents
is considerably higher than their American peers (Ruiz-de-Velasco,&600;
Waggoner, 1999). Eighteen percent of 17 year old immigrants and 26% of 18 year old
immigrants drop out of high school (Rong & Preissle, 1998). If students are to be
successful in a world that is increasingly becoming more and more dependent
technology, academic skills are essential (Shanahan, Mortimer, & Krdg&). 2

Parental involvemen®Parental involvement in schools is not something that
comes easy for refugee families for many reasons. Most familienemeng the US with
scarce funds. Parents are busy in those first few years working, ledr@ingew
environment and trying to make ends meet. The concept of parent-teacher cosference
(something that typical Americans see as routine) can be confusing and incensdrk
for certain groups who have no frame of reference (Timm, 1994; Blakely, 1983). Many

parents view teachers as the experts and turn over responsibility for edulcair
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children to school officials. They do not expect to be involved in the learning process or
school based decisions (Eisenbruch, 1998). Not only do many refugee parents not expect
to be involved, but they are emotionally unable to. The trauma of their past can be
overwhelming to them, and they may not have the emotional stamina to support the
educational efforts of their children or the school. Slow language acquisition for the
parents relative to the rate their children are learning can also discoaragesgrom

wanting to get involved at the school or help with homework (Asher, 1985).

Portes and Rumbaut (2001) reported that refugee students are positively impacted
when their parents are interested in their education and support them at home, even
though this support may not necessarily take the form of parental involvement in the
school itself. Parental involvement also is a factor that contributes to geefilgee
youth from participating in negative subcultures such as gangs (Bankstbau% 7097).

School expectationSchool leaders must also gauge the expectations of staff
members. Lee (2002) reported that content teachers in a high school in Wisconsin
believed that immigrant students were not their responsibility. They belibaethe
ESL teacher was responsible for meeting the non-English speaking studetss’ nee
Further some even viewed the refugee students in their school as being inferior to the
typical American peers. They did not take the time learn about the cultimeirofefugee
students. In fact, some even criticized the cultural practices andgeesitthe students in
their school. Along those same lines, Smith-Hefner (1999) found that many educators
believed that refugee families do not value education. School leaders would serve the

students well to ensure that all teachers in their buildings not only value and honor the
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heritage of their students, but that they hold high expectations for the learnifiggekre
students as well. If expectations are important, more research needs to e done t
ascertain what refugee students perceive to be teacher expectations dihtheesearch
does not tell us if there is a correlation between refugee academic pragudagh
teacher expectations. Nor does it provide guidance about the affective impatt of hi
expectations. In other words, are refugee students more motivated to lbamn if t
teachers have high expectations for their academic success?
Language Learning Targets

What are the expectations for English Language Learners in theamadlgichool
setting? How should we define success and how long should we expect that success to
take before it becomes reality? If refugee students are to adapt aedrnhheir new
American setting, they must be proficient in English. In general thred lareas
influence second language learning. These include the level of proficiency iritlee na
language (this includes academic background), the type of second language input, and
social factors (Mace-Matluck, Alexander-Kasparik, & Queen, 1998). Thomas aliet Col
(1997) define success for English learners as, “Reaching eventual fultiedakcparity
with native-English speakers in all content subjects (not just in English pnafygiafter
a period of at least 5-6 years” (p. 7). The period of 5 to 6 years is not a haesdtandef
as further research will point out, however it is a starting point.

The period of acquisition is impacted by numerous factors. Thomas and Collier
(2001) point out that the strongest influence on the level of achievement students will

attain in a second language is directly correlated to the level of forhwdlst they
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have received in their native language. They demonstrate that students who have
experienced four to five years of schooling on grade level out perform their pderswi
primary language schooling. This correlates to refugee success (or laK)tihethat
most refugees have had minimal if any formal schooling at all. Furtleegai for
success widens for students who arrive illiterate in their native languagesasefugee
students are (Perkins-Gough, 2007). One does not learn to read twice. One transfers
literacy skills from his or her native language to the new language @sdine acquires
vocabulary (Thomas and Collier, 2001). For many refugee students who are unable to
read in their native language, they face the double challenge of second language
development and learning basic literacy skills simultaneously (Shortz&ifdinons,
2007).
Academic Language

The time students need to acquire English is influenced by their exposure to
academic content in previous schools (Mace-Matluck, Alexander-Kasparike&rQ
1998). It is not only easier to master a second language if one is literate inithaiypr
language, but acquisition occurs at a faster rate if one has had exposuremsi@acad
content in his or her previous educational experience. Cummins (1989) describes the
difference between acquiring basic interpersonal communication skiCS{Eind
cognitive academic language proficiency (CALP). The BICS are ishregcessary to
interact in social settings whereas the CALP is the more complex segaitd academic
language one needs to succeed in academic contexts. The eventual goayder refu

students is mastery of academic language. However, most refugeescattieéJS
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having had little exposure to academic content in their past. Thomas and Q6Bié) (
claim that the level of schooling in the native language is the most important @ariabl
when determining how long it will take for students to master CALP. According to thei
findings students aged 8 to 11 with two to five years of formal schooling in their home
country took five to seven years to master CALP. By contrast their counsenper had
little or no schooling before arriving in the US took seven to 10 years to masté&. CAL
The implications for students older than age eight are that they will run out dbtime
completely master CALP before it is time to graduate. Hakuta (1986) lsetieve
greatest obstacle refugee students face in acquiring a second laisghagi¢hey did not
master all of their native language (e.qg., literacy, academic cpbieptiberty. They
believe anyone can learn a second language at any age if they haweralstated one

or more languages. This poses a significant challenge to refugee studentsywiavena
BICS level proficiency in several languages, but mastery of none.

In addition to BICs and CALP one must also consider the impact that common
underlying proficiency (CUP) has on the language acquisition process. Cldtoetee
academic and cognitive proficiency that underlies academic perfoentaboth
languages. The brain does not have separate areas for processing differage&ngu
Rather, languages are stored together and the knowledge is linked and can interact. On
the surface it appears that the languages are separate because one usag#oem
write, speak or listen. However the cognitive process under the surfaceasieJP
points to the importance of mother language development in second language acquisition.

When both languages are developed bilingualism results in addition to enhanced
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linguistic, cognitive, and academic development (Cummins, 2000). Consequelinky, nat
language instruction can assist reading development in the second langtzagpeg(e,
1995).

Many school-related issues impact the refugee experience. Thesedasume
any combination of social, cultural, or academic in nature. One cannot predict hgw man
of the factors will influence each child, however school officials should be advised to
consider how these social issues, academic gaps, and language barrierameddd i
progress. Especially in the area of language acquisition and mastzdegrac
vocabulary, school officials need to be patient with students and have realistic
expectations regarding the time it will take for them to master academcepts.

Addressing the Literacy Issue

While the preceding section focused in a general sense on schooling issues, a
major issue looms that all refugees must face in the current era oicAmechooling.
Literacy skills are essential to a student’s success in the curreneaflstandardized
test accountability. If one cannot read, she or he will not meet graduation ds&andar
Schools have varied approaches to addressing the literacy challengeypo=fedde
students. The research speaks in generalities of literacy concepts but duesidet
adequate information about the specifics of programs implemented by schoolsirand the
effectiveness. While it is general, this literature is worthwhilevestigate because
when educators are addressing the literacy issue, whether a student is@mercerdias
been in the US for a prolonged period of time, many of the strategies will bentlee s

Refugees have additional needs, and those needs are addressed. However, this section
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focuses on what the literature says about factors educators should consider when
designing English literacy instruction for students with limitedlaogic background and
low literacy skills in their native language, such as refugees.
Boyson and Short’s (2003) survey of the 115 newcomer programs across the US
in 2003 revealed that many newcomer students become literate for thenfrat
American schools. This is in spite of the fact that they are often timébeyeind the
expected age of initial literacy. Boyson and Short also point out that imsguictthose
programs use a wide variety of strategies such as sheltered instructiceratoep
learning, scaffolding, modeling, hands-on activities, visual aids, graphic orgaarmr
real objects. They add:
programs incorporate computer technology to teach reading and writing, basic
reading approaches (e.g. phonics instruction) with low-level high inteeehge
selections, instruction in the writing process, oral skills through conversatien, rol
plays, drama, and presentations; the whole language approach; and the language
experience approach to teach literacy. (p. 15)
Boyson and Short’s study stops short of examining the effectiveness of such eproac
or of the programs themselves.
Literacy Needs
Since the research is limited regarding specifics schools are impleg®
address the literacy issue for refugees, one must turn to the literdduessing the
literacy needs of ELLs in general. Connections can be drawn between thec syssuilfs
of refugees and the general literacy needs of all ELLs. Educators rept #at a single

literacy program that fits the needs of all students does not exist. Thi®abds t
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challenge of addressing the needs of students who are not only learning English, but
learning to read at the same time. Language development and litetadgwdiopment
must occur simultaneously. Language teachers must become readimeyseand

reading teachers must become language teachers. Language amglecaadind should
support one another in the acquisition process.

This can be unsettling for ESL teachers who are accustomed to teachumpkang
skills and perhaps mixing in a few comprehension strategies during an aonadeled
reading activity. Comprehension of text is related to the level of decoding alksiudent
possesses. One is proficient in reading when one can automatically decode words on a
page. This enables a reader to place his or her mental energy on comprehehsion of
text rather than figuring out each word (National Institute of Child Healtd Human
Development [NICHD], 2000). Johnston (2000), claims that students who develop a large
word bank from which they can easily draw upon will find reading texts emsiemore
meaningful. One way to do this is through focused work on developing a sight word
vocabulary.

Oral Language and Sight Word Development

Developing a sight word vocabulary poses a challenge to transitioning refugees
because they are less familiar with English vocabulary, syntax, and phonolddgr(@a
August, Slavin, Duran, Madden & Cheung, 2005). One way to alleviate this challenge is
to focus on building oral language while simultaneously building sight word vocabulary
and word-attack skills (phonics and phonemic awareness). Helman and Burns (2008)

conducted a recent study in which they discovered the following:
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Students with the lowest oral English proficiency had the lowest rate foriagqui
sight words in a single setting (about three words), and the group of ELLs with
the highest oral language proficiency had the highest mean acquisitiosesaa (
words). (p. 16)
This study indicates the rate at which educators can expect new arrivalgresprin
their literacy development. Furthermore, it also demonstrates theoresdlitators to
connect overall language development and literacy development.
Word Attack Skills
August and Shanahan (2006) have demonstrated that ELLs develop word-reading
skills in a similar manner to native speakers. One of the many factorsrifigesecond
language acquisition is word-reading skills. These skills include phonemiersass,
phonics, and letter knowledge (Chiappe & Siegel, 2006; Lesaux, Koda, Siegel, &
Shanahan, 2006). For low English proficient refugees with low academic bankgr
language development combined with reading skill development could be a productive
use of instructional time. Oral language proficiency supports reading deeiophis
is due to the fact that if a student possesses a word in their oral vocabulary, heitr she
have an anchor for word-reading development (Helman & Burns, 2008).
Balanced Literacy
A panacea program that addresses all of the literacy issues faraefiand ELLS
in general) is not available. Therefore, educators should consider a balanced approach
that is geared to the individual needs of students. This will allow teachers tdegrovi
support to individual students on the skills they need when they need them. To do this,

teachers must not only know their students’ reading proficiency levels but also thei
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English language proficiency levels (Helman & Bear, 2007). Learners mulltebio a

show what they can do with English (Mansoor, 2000). A balanced approach takes into
account the individual level of each student. In addition, balanced literacy corte&lers
type of text to be used as well as multiple aspects of literacy and landgsagepment

such as oral language, reading skills (comprehension and word/sound level skilid), as w
as writing.

For example, refugees who are just beginning to learn to read will be developing
letter-sound recognition and phonemic awareness. Oral vocabulary development is
crucial at this point because

The more words students know in English, the larger the pool of sounds they can

work with and the more examples of letter-sound relationships they will have to

draw from. Using picture sorts of words that compare beginning or ending sounds
supports vocabulary learning, phonemic awareness, and phonics (Helman &

Burns, 2008, p. 16).

Oral language can be further advanced at these early levels of reatimgskiction
(phonics/phonemic awareness) through discussion about word meanings and creating
sentences using them.

While comprehension skills are difficult to teach to students who are just
beginning to read due to the nature of the low proficiency books, teachers can reinforce
these skills through modeled and shared reading times. These strategi@s provi
opportunities for students to be exposed to a variety of vocabulary through read-alouds.
In addition, they provide teachers with the opportunity to model and teach

comprehension skills using grade level text (Clay, 1991).
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In addition to the modeled and shared reading opportunities, Clay also
recommends that teachers provide time everyday for students to read at thendedepe
and instructional level. The reading conducted at the students’ instructionaHeudd
occur with teacher support. Some refer to this as guided reading. The instruetrehal |
text should be slightly higher than what students could read independently but supports
such as scaffolding allow the text to be comprehensible. Clay recommend®that t
independent reading occur using a text students can read with 95% accuracy. kmepend
reading is crucial for vocabulary development because in order for speaitis to
become a part of ones sight word vocabulary, they must be read dozens of times (Hargis,
Terhaar-Yonkers, Williams, & Reed, 1988).

This raises the question of what type of texts teachers should use when working
with students who have low proficiency in English and reading. Teachers should seek
decodable texts that use repetition, high frequency words and words that followaa regul
phonetic pattern. Texts that have words of high interest to students including those
representing familiar concepts and images with a small number of urmfawidlids
would also be useful (Heibert, Brown, Taitague, Fisher, & Adler, 2004). Teachers and
students could also create a collection of personal readers. These would include a
collection of memorized poems, stories, songs, or chants that students could read and re
read (Bear, Invernizzi, Templeton, & Johnston, 2008). This promotes confidence in
reading, and allows students to make connections between the oral language@demor
and the print language on the page. Repeated reading increases fluency anthaids i

automaticity of sight word recognition (NICHD, 2000).
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Literacy Research Models

The body of research explaining the literacy needs and quality of interventions
used by schools focuses primarily on quantitative approaches to inquiry. Thegs studi
are important and should be considered when developing effective programs. However,
input from students or former students about the strategies that are most Heaeficia
them is also important. Students provide a depth of insight into why certain apgroache
work well for them and why others do not. They should be empowered to provide that
information and help shape the instructional programs they will participafe
example, if oral language development and word-attack skills taught simultgna@us
effective, it would be helpful to know from students why. Their perceptions on how these
methods work together (or do not work together) would only serve to strengthen data
provided in the quantitative approaches to inquiry. To compliment the quantitative
studies, qualitative research approaches seeking refugee input is needed.

Addressing Transitional Issues in Newcomer Programs

Since the researcher in this study seeks to understand the salient esfludanch
impact the refugee transition into American public schools, it was importandmarex
what the literature says about the initial phase of transition. The firstexperefugees
have in their new schools creates the foundation on which all of their learning
experiences in the US are built. Consequently, it is important to have an understanding of
what schools are currently doing to acclimate and transition newcomentsttaléheir

new setting.
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Schools have responded to the needs of newcomer refugee students in a variety of
ways. One such model employs a transitional newcomers program. Whilestgezati
diversity in the make-up of these models, they all serve to assist studentsimittake
experience in American schools. Short and Boyson (2003) researched severa of thes
programs and discovered that traditional ESL programs and bilingual progeantt ar
designed to meet the specific needs of newcomers. This is due in part to the tct tha
the secondary level curriculum and resources take for granted that all stoaest
literacy skills and understand the cultural expectations of American schools. The
newcomer program model was developed to bridge the gap between newcmedss’
and the regular ESL programs found in the traditional school setting. While griety va
among the newcomer programs throughout the US exists, these programsrsdiare ce
characteristics. Overall, Short and Boyson came to the conclusion that fafic spec
considerations and beliefs influenced the decision to establish such programs:

e The literacy needs of English language learners can be addressed
more effectively in newcomer classes than in a classroom that
includes both literate and non-literate students.

e A welcoming and nurturing environment is beneficial to older
immigrant students (i.e., those of secondary school age, generally
12-21 years old) who may have limited prior experience with
schooling.

e Gaps in the educational backgrounds of middle and high school
immigrant students can be filled more readily, and learning of core
academic skills and knowledge can be accelerated in the newcomer
program.

e The chances of educational success for newcomer students are

enhanced when connections between the school and students’
families and communities are established and reinforced. (p. 15)
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Program Models

Short and Boyson (2003) described three types of newcomer program models
that school systems are implementing: program within a school, separatehsite
school. In the first and most common of these models, program within a school, students
receive services in their attendance zone school. They have the opportunitsatd inte
the mainstream setting for a portion of the day while spending the remairterdafy in
the newcomer program. These programs generally last one year.

In the second model students are served in a separate location, usually at a centra
office building, rented space in the community or a former school. IntensivisiEng|
classes are offered as well as orientation to US schools. Students adesgerefull
day or half-day and remain at these sites for a short period of time, anyvamer f
weeks to 18 weeks. These sites often double as intake centers for all newoder@s st
for enroliment purposes.

The final model, and least common, is the whole school model. This model is
generally used to serve high school students and is often times a four year ghagram
leads to graduation. This setting is typically popular in areas serving high rsunfibe
refugee students who have experienced interrupted schooling or who lack formal
education.

Instruction

While the program models offer differing characteristics, certgpees remain

consistent to assist in the refugee transition. Newcomer programvel{as traditional

ESL) programs generally provide English language development coursestionaiddi
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content area courses using sheltered language strategies to make tiatiofor
comprehensible to students (Echevarria, Vogt, & Short, 2004). This is an essential
strategy to overcome the years of interrupted education and academic yapstha
the majority of refugee student backgrounds. Traditionally students wegaexkt
classes that focused on language development for a portion of the day, and other classes
offered access to the content areas. The focus in the content classes wouleésbkely b
content (e.g., biology, algebra, chemistry) with no attention to language deegiopm
classes such as these, newcomers are unable to access the content due tagee lang
barrier. Effective programs and teachers of newcomer refugee studentsgnihet
content course or language courses, understand the need to include language development
into their teaching at all times (Mohan, 1986). This is easier to do in a newcomer
program, because all staff (regardless of area of certification)gamedrand are sensitive
to the linguistic needs of their students. Newcomer programs emphasizagang
development throughout the curriculum (Lucas, Henze, & Donato, 1990; Short, 1991).
The marriage of content and language development is crucial to overcometizedsa
based curriculum and high stakes testing requirements newcomer refugee stedents a
faced with. Hertzberg (1998) states, “If language minority studeat®araduate from
high school and reach cognitive levels similar to their American-born pwdrst(er),
they cannot be denied content” (p. 58).

Consequently, content and linguistic needs of refugee students are met through
the implementation of sound instructional strategies that make language camsitriehe

for students. Oral and written language are not the sole source of conveying iiliormat
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to students in these programs. Teachers build in more diverse media and learning
activities such as visual material, dramatization, hands-on activitegshigrorganizers,
cooperative learning groups, scaffolding, modeling, realia, and even naiineage
support when needed. In addition, effective programs incorporate computer programs for
reading and writing; basic reading strategies, instruction in the writotegs, oral
language skills through conversations, role plays and presentations (Hertzberg, 1998;
Short & Boyson, 2003). All of these strategies employed by schools to reach nes/come
instructional needs (such as diverse media and hands-on activities embedded in new
material within a context) serve to make the new material more compitgkens
(Cummins, 2001).
Community Connections

In addition to meeting the instructional needs of students, newcomer programs are
reaching out to meet the social, cultural, and health needs of refugees dhess!
connections include partnerships with local agencies (governmental, unigersitie
businesses, and religious organizations) as well as families of studently. &xgents
connect the entire family unit to the school and social agencies in the commugritygpff
transition assistance. These services include physical health, mexttia) kegal
referrals, post-traumatic stress counseling, substance abuse preveigtiant m
education, technology training, adult literacy/English classes, after sdhbs|
parenting programs, internships, translation and interpreting servicescGaEs2s,

citizenship courses, and employment services. (Short & Boyson, 2003).
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Connecting families to these services is often an outgrowth of the dedication of
teachers and other staff members of the Newcomer programs. Staff meaft@erescort
students to medical check-ups, immunizations, and to excursions in the community that
are not officially sponsored by the school system (Shur, 1999).

Life skills

The high dropout rate among refugee newcomers is due in part to their age. Many
students enter the public school system between 17 and 21. These students are not able to
complete the required coursework before turning 21 and therefore will not graduate
(McCall-Perez & White, 1999).

Consequently, school leaders must be creative in finding solutions to address the
learning and acculturation needs of these students. In response, schoolsafkdidif
courses and programs within in the overall newcomers program. Thesgisgatclude
teaching business classes in addition to the regular curriculum of largdp:sdepment
and content courses. The business curriculum includes topics such as businessswarene
how to read a want ad, how to prepare for an interview, how to look for an apartment,
speak on the phone properly, and apply for a driver’s license (Shur, 1999). Most
programs strive for a basic foundation in language and content development,
acculturation to US schools and culture, with the overall goal focused on students
thriving in the traditional school setting, post-secondary educational settinggher i

workforce (Short & Boyson, 2003).
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Self-Efficacy

The linguistic and academic needs of refugee students are only part of the overa
picture. They arrive needing support to overcome the social and emotiosahsyabear
from past experiences. In addition, they are learning to negotiate anyeméwebnd
foreign culture. One strategy employed by school officials to overcomelibllenge is
to offer a holistic approach to addressing these needs through critical ggdago

Many immigrant and refugee students in nations such as Australia and the US

have experienced war and economic devastation, and face daily the negotiation of

their languages and cultures in a new society. For their teachics] pedagogy

offers a pathway to engage these students, honoring their linguistic andlcultur

abilities, acknowledging their many struggles, and encouraging tlaeleasc

and social progress through a transformative educational process. Imgprtantl

educators who employ critical pedagogy can pursue what Gruenwald (2003)

refers to as the twin goals inhabitationanddecolonizationteaching youth

how to live well in their total environments while challenging and changiryg wa

of thinking that injure and exploit. (Hones, 2007, p. 2)

The environment of a newcomer program offers a buffer period for newcomer
refugees to acclimate to their new surroundings, and grow in their senspaiemment
and faith in self. Feinberg (2000) states, “How students feel about themaelleasners
can have an important impact on their success in school” (p. 223). Focusing on self-
development and building self-efficacy in students is an important strategy safeols
currently employing to assist refugees as they transition. In all ofuties of newcomer
programs, not one included feedback from the students. The studies focused more on

what the programs looked like as opposed to how effective they are. No information was

provided about whether the dropout rate was reduced, no information demonstrated the
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long term benefits (or lack thereof) of the programs, and none discussed how stlidents fe
about them.
Summary and Significance to School Leaders

One consistent gap has emerged throughout the review of current literktia@ re
to refugee transitional issues. More information is needed from refugeesetlies
about their personal transitional experience. Rather than talking about refugees
research is needed empowering refugees to speak for themselvesteltiycal
stakeholders in the educational process and their voices remain unheardembésisil
the most powerful argument for the need of a qualitative study such as this taiascer
the issues surrounding the refugee transition. Their stories are just aamhpsrtiata
collected by quantitative measures related to their literacy oeagadevel. Educators
must take their perspective into account, and must create learning structacebahat
feedback.

Why is this significant to school leaders? Sinclair (2001) reports on the
importance of a sound education to help youngsters overcome much of the psychological
trauma they have experienced. A quality educational experience promot$eating
because it restores a sense of normalcy and hope to refugee students. Acztreling t
students are in need of a sense of safety, self, and a period of adjustmenth@atheir
cultural surroundings. This must all occur while maintaining connections tacthieiral
heritage. One cannot underestimate the importance of providing a qualitpdearni

environment and experience for refugee students.
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Upon arrival to the US, refugee students are thrust into the public school system.
They are expected to achieve at the same levels of their typicalcam@eers in a short
amount of time. Little consideration is given to the language barrier @l sbeillenges
these students face. The pressure of standards based achievement pleskes asi
guestion of how past experiences impact the day-to-day learning processyetref
students (Kindler, 2002). It is not enough to simply gauge the literacy leveisbote
academic background students have experienced when designing instruction and
implementing programs for newly arrived refugees. It is not enough to simply
mainstream them into regular classrooms to provide “access.” Schookleadsrtake
into account the past and current socio-cultural factors as well. Then thég will
equipped to design instructional programs that address those factors. Thisrcathey
context that school leaders must understand when designing just school strunctures a
learning conditions for refugees.

If refugee students are to have hope for a brighter tomorrow in their new home,
school leaders must work to understand how those past and present experiences are
impacting their ability to transition into the American school settingtfkisrto happen,
school leaders must stop and learn from the stories of refugee students. Then they mus
work in conjunction with their students to address those needs to promote a healthy and
meaningful transition:

No longer can we view schooling and education as processes by which we

assimilate students; we must view them instead as processes by which students

and parents contribute to the evolution of systems and programs responsive to
their needs, interests, and aspirations, respectful of their differences, atal able

accommodate their rights and freedoms. (James, 2004, p. 45)
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CHAPTER Ill

METHODOLOGY

Introduction and Research Questions

An emergent, multi-site, ethnographic study was used to gain an in-depth
understanding of the salient educational issues faced by refugee studemts withi
American public schools. As was demonstrated in the previous chapter, morehresearc
needed regarding the transition from the perspective of refugees thesngelvthis
reason, an ethnographic interview-based approach was necessary tohextsaefegees
were providing insight on the issues they face and how to best overcome themimhe ma
goal of this methodology was to hear their stories. Glesne (2006) deschibegraphic
research as a practice that seeks “to interpret people’s constructioaktypfared identify
patterns in their perspectives and behaviors” (p. 9). This is precisely aihatd to do.
The study also needed to be emergent because participants’ insights could not be known
at the outset. | reserved flexibility in the event that perspectivasiparits shared
warranted analysis in other areas. | was more concerned with findteghgadnd
meaning in their stories than controlling the parameters of their input. Tanthat e
addressed the following two research questions:

1. From the perspective of refugees, what are some of the salient

educational influences that possibly impact refugee acculturation into

the American public school setting?
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2. With regard to the perspectives and stories shared by refugees, what
should school leaders be doing to ensure their adaptation to the
American schooling process?

The first question is the result of reading studies that separate the refugee
experience into various categories. The implication is that these categainot linked,
whereas | believe they cannot be separated. Certain studies focus on the tackoyf li
skills possessed by refugees (Short & Fitzsimmons, 2007). Others speak tarttatitra
experiences they faced due to war and oppression (Kinzie, Sack, Angell, Mansdh, & Ra
1986). Others discuss the lack of schooling and how that relates to a gap in academi
vocabulary (Mace-Matluck, Alexander-Kasparik, & Queen 1998; Thomas & Collier
2001). Still others discuss the need for helping students maintain their identitglaed
their heritage (Hones, 2007). Minimal focus is given to how all of these \esiabl
interact, such as how refugees navigate the changing of identity when theysréta
new culture. It was my intention with the first question that | listenftggeees share the
sum of their experience rather than isolating the various parts. Becauisashan
emergent study, | allowed the stories of the participants to speak for thesremative
looked for connections and themes within their stories. With both questions there was no
expectation of finding one defining solution. With narrative inquiry the focugavas
search for answers that are meaningful to the participants and theieexpsri
(Clandinin & Connelly, 2000).

The second question served as an opportunity for school leaders to learn from the

participants about their needs. It was my goal to enable participantsatotepgbe
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instructional strategies, programs, and structures that were in place scti@ls. |
aimed to have them advise on the effectiveness or lack of effectiveness of siagiesty
programs, and structures based on their personal experience. In addition, ldnares t
participants advise school leaders on what is now lacking in our schools so we can
implement change to benefit other students facing the same issues.
Research Design

Multiple perspectives influenced the methodology of this study. Glesne (2006)
states, “Typically, qualitative research is not explicitly driven by thewut it is situated
within theoretical perspectives” (p. 29). Due to the ethnographic natune sfudy, |
conducted interviews to gain access to multiple perspectives. Rapportlgevias a
consideration that | had to take seriously. It would have been inappropriate to cross the
line between rapport and friendship, as discussed by Glesne (2006). However, lddid bui
a level of rapport between the participants and myself. This was partidoi@dytant for
refugees who have had past experiences that limit the trust they have ey othe
especially those they feel are in a position of authority (James, 2004).

| also aimed to identify various themes and patterns of the refugee experie
within schools. While interviews were the primary method of data collectemployed
other methods as well. Triangulation is “the use of multiple data-collectitrods data
sources, analysts, or theories as corroborative evidence for the valiguglaétive
research findings” (Gall, Borg & Gall, 2003, p. 574). Triangulation not only provided

deeper insight into research questions, but it augmented validity and minimizesddfiase
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my findings (Glesne, 2006; Merriam, 1998). | had the opportunity to compare, contrast
and analyze the information collected from the various data sources.

I employed the following methods to gather data: interviews, demographic
guestionnaires, artifact review, and follow-up interviews when necessatyntehbod
provided a different perspective to the overall topic of the refugee expenence i
American schools. | built upon what | learned from each source which pushed me to
search for richer data throughout the process. Each participant and soured ereati
understand the refugee experience from different lenses, thereby aaesiogelf-check
against subjectivity.

Study Participants

| conducted individual interviews with refugees who entered the Americarcpubli
school system upon their arrival to the US. Participants were divided into tweniffe
categories: adults who are former students and current students. Toefigstonsisted
of adult (over 18) refugees in a central North Carolina county who arrived tiSthe
when they were under the age of 18, enrolled in US public schools, and have attended an
American public high school. The group consisted of six participants. In order to have
perspectives from a variety of cultures this group of participants repedsgrtdifferent
countries in Africa and Asia. Not all of the participants graduated high sclwoé S
dropped out but obtained their GED. All six were either attending college or \gorkan
profession. | recruited this group of participants through a process of sneatnglling.

Local agencies serving immigrants and refugees assisted me ifiyidgrttiree of the
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participants. Those three participants identified others who were interesedstudy as
well.

The second group consisted of refugee students who were enrolled in high school
in a central North Carolina School System. These students were in their seadechia
year of schooling in the US. The group consisted of seven participants remgeseati
different countries in the Middle East, Asia, and Africa. Teachers irctimbsystem
assisted me in indentifying this group of participants.

All of the participants arrived to the US as refugees and did not speak English
fluently prior to arriving. Some had minimal English instruction before cominget®s,
but they were all at the novice level of proficiency. All but one student expede
interrupted education. Her education was not interrupted because she was too young to
attend school in her home country. She began kindergarten in the US. The lack of prior
schooling presented challenges to the extent that participants arrived to theahoals
below grade level and unfamiliar with much of the new content being discussed.

It is important to bear in mind that participants were never viewed as being one
dimensional in the sharing of their stories (Clandinin & Connelly, 2000). However, both
groups did share some common characteristics. All members of both intgrowps
had to possess a level of proficiency in English that enabled the entisngessccur in
English without the need of interpreters. They also had to be able to read Eniglest at
a fourth grade level in order to understand the assent/consent forms and deraographi

surveys they completed.
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| included participants who were enrolled in school and those who are former
students because both groups provided a richer source of data about the various stages of
transition for a refugee student. The inclusion of both groups was not a strategy fo
comparing and contrasting their experiences. The purpose was to heattpaspe
various points in the experience to draw from a deeper pool of knowledge.

This study did not include the school at which | am employed. This was to protect
against biases that could have resulted from perceived coercion to partcipaéepart

participants.

Table 1

Participant Information for Current Students

Participant Years of School Region of | Gender Age | Current
Alias School Entry Origin Grade
Missed Grade
Eve 3 g Africa F 15 1¢
(Burundi)
Julius 2 16 Africa M 17 11"
(Tanzania)
Sa Sa 2 g" Asia F 20 1§
(Burma)
Mahmud 6 9 Africa M 17 10"
(Somalia)
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Ali 3 o Middle East| M 17 10"
(Iraq)
Nuk 2 g" Asia F 14 g
(Vietnam)
Mohammed 6 9 Africa M 18 10"
(Djibouti)
Table 2
Participant Information for Former Students
Participant | Years of School Region of | Gender | Age Current
Alias School Entry Origin Status
Missed Grade
Mloa 2 g" Asia F 24 | Interpreter
(Vietnam)
Nung 3 3 Asia F 25 Interpreter
(Vietnam)
H Dek 1 3 Asia F 36 | Program
(Loas) Assistant
Kin 0 K Asia F 23 College
(Thailand) Student
Miriam 6 5" Africa F 18 College
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(Somalia) Student

Yung 3 3rd Asia M 37 Welder

(Cambodia)

Data Collection Techniques

Interviews

The goal of the interviews was to allow the participants to share theirsstbhie
format allowed me to obtain perceptions on the refugee transition in an open-ended and
non-threatening environment (Krueger, 2000). Interviewing had several aglsrgach
as being effective at providing access to a depth of data due to the one-to-omematur
the session. This enhanced data quality. Interviews also tend to be enjoyable to
participants because they enable voices to be heard from individuals who may have never
before been invited to provide input (Kruger & Casey, 2000; Patton, 2002). Interviews
can also provide an opportunity for the researcher to explore the topic and determine a
line of questions for follow-up interviews (Glesne, 2006). The purpose of the initial
interviews was to gather data relative to the experience partigipadtas refugees in
American schools. | crafted questions that triggered memories and encouraged
participants to be vocal about their experiences. During the interview sessions and
analysis of responses | was able to see overlapping themes emergectiarhtbair
individual stories. Follow-up interviews were used if | felt | neededfiation from

participants on issues or needed further information on a topic. | conducted follow-up
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interviews with nine of the participants. Initial interviews lasted apprateiy one and
half to two hours. Follow-up interviews lasted about an hour.

In the first interview, | guided the discussion and fostered dialogue with the
participants through pre-made prompts and questions. | created a list of questions
and employed a process similar to that used in semi-structured interviess/eQy
1994; Holstein & Gubrium, 1995; Rubin & Rubin, 2004). Participants were asked a series
of open-ended questions (appendix Based upon their responses, | probed more
deeply to obtain additional information (Gall, Gall, & Borg, 2003)e impromptu
follow-up questions also assisted me in clarifying participant responses thereby
ensuring that data collected were reliable (Seidman, 1998). Having structured
prompts in advance was important because | was able to keep participants
focused thereby increasing the probability of collecting meaningful data (Patton,
2002). Interviews took place in a location chosen by the participants.

Demographic Questionnaire

Prior to the interviews, participants responded to a brief demographic
guestionnaire (appendix B). This instrument was used to gather important imdormat
including age, gender, ethnicity, years of schooling in the US, years of sthpobr to
arriving in the US, reason for fleeing one’s home country, and experiaseesefugee. |
also invited participants to share input related to their experience as a stutient in t
American school system. | had hoped this instrument would enable me to have
background knowledge about the participants to guide the creation of questions or

direction of probes during the interview session. Participants filled in the dgphagra
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information but did not respond in depth about their experience as a student in an
American school. | was not able to draw meaningful data from that part of the tool.
Document Analysis

Although interviewing was my primary method of data collection, | asked
participants to share artifacts with me that could help tell their sStbse could have
included any photos, drawings, or writings school projects/assignments, looglesar
This was important because sometimes there is more to the story than justnieat ca
shared verbally. Not all participants shared items. Some shared journiad)syrdar
transcripts from their previous school. Others shared photos during the session that had to
be returned, and one shared a yearbook from his first American school.

Data Collection, Management and Analysis

Data Collection and Management

Demographic questionnaires, interviews, and analysis of artifacts retevaet
refugees’ stories were used to collect data. Follow-up interviews viétt participants
were also used when responses during the initial interview required fclghécation
or indicated a richer data source. As data were collected | looked for comemoest to
emerge from among the data sources (Miles & Huberman, 1994; Patton, 2002).

All interviews were recorded digitally and transcribed verbatim by mmis. T
ensured that everything said in these sessions was preserved foltsepabposes
(Merriam, 1998; Patton, 2002). In addition, | took notes during the interviews to assist

with data collection regarding non-verbal communication not captured by audio-
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recording devices. This served as an additional component of quality control to Basure t
data | collected were extensive and reliable (Patton, 2002).

Using a semi-structured interview approach with participants enabled roketti ¢
pre-determined categories of data while also providing me the flexibilitycesa@
greater depth of information as opportunities arose (Patton, 2002). The follow-up
guestions that | posed enabled me to gain further clarification while alglipg deeper
insights and a better understanding of the participants’ responses (Ma9g8,

Data Analysis

After collecting the data, | began the analysis. Marshall and Rossman £181@9)
“Reading, reading and reading once more through the data forces thehrestar
become familiar with those data in intimate ways” (p. 153). This process wasyenhplo
several times in order to gain further acquaintance with the data. Ditsisipaovided
structure and assisted with the interpretation of the large quantity of edliéata
(Marshall & Rossman, 1999). Since | used an ethnographic approach to dateooollec
my analysis enabled me to search for patterns and meaning. Afteretivéeintsessions,
| coded the transcriptions, artifacts offered by participants, as whlkasgjtiestionnaires.
Coding is a process of sorting and defining data that are meaningfulres#agch topic.
By putting similar pieces together an organizational framework watedréalesne,
2006; Karlsson & Ahlstrom, 1997; Miles & Huberman, 1994). During my multiple
readings of each transcript, questionnaire, or artifact | looked for speeyfivords or
ideas and coded them to identify the emerging themes. The process of coding provided

further familiarity with the data and generated meaning (Coffey & Atkin$696).
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Academic, Professional and Personal Perspectives
Due to the nature of my line of work as the principal of a school for refugee students,
it was important for me to understand and disclose my positionality from the outset of t
study. As mentioned previously, the following is and explanation of my experiences and
perspectives relative to the study.

In my position as the principal of a school for refugees and immigrants, | have
been touched by the stories of our students. Getting to know them and their families has
driven me to want to learn more about how to best create an environment that enables
them to learn and grow as individuals. Knowing how closely | am connected emgtional
to the needs of the students and the school, | must disclose this important perspective.
However, with consistent self monitoring for this perspective, | believe thditsevfe
what | have learned far outweigh the risk of me being too closely involved emiytional
otherwise.

A number of theoretical perspectives played a role in my study. G280é)(
states, “typically, qualitative research is not explicitly driven by thdaut it is situated
within theoretical perspectives” (p. 29). Rapport certainly is a consioletthat | had to
take seriously considering how closely connected | was to the researclpaats. Some
were former students and others were members of the community with whank | w
closely. In my role as principal it would have been inappropriate to cross thetlivexehe
rapport and friendship discussed by Glesne (2006). However, | worked to build aflevel
rapport with my former students and the other participants. This rapporteckater

trustworthiness, care, and concern for their overall being. This was imiptorthe
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extent that participants were comfortable opening up to me and sharing abophishes
well as their needs. Their willingness to do so made it easier for me tot ciata.

The balance of rapport between researcher and researched was no diféerent t
the balance | walk between administrator and student. Collins (2003) statethithef
caring suggests that personal expressiveness, emotions and empagimyratéocthe
validation process. One of the three interrelated components comprising thef ethic
caring is the emphasis placed on individual uniqueness” (p. 62). It is through the
validation and understanding of the uniqueness of each participant’s experience and
personality that they understood | care. Consequently, they were comfohiatiheg) s
information and there was an altering of “the traditional relationship betthee
researcher and the researched such that the research subjects’ voicesisp i
concerns become the focus of research” (Hytten, 2004, p. 101).

Subjectivity

My subjectivity certainly played a role in my research. Glesne (2006} state
“subjectivity, once recognized, can be monitored for more trustworthy research and
subjectivity, in itself, can contribute to research” (p.119). It is throughraomtis self-
examination that | was able to use my subjectivity to my advantage dadimea t
hindrance. | performed periodic self-checks through journaling and discussing my
perspectives with colleagues. Consequently, my passion for the people involved in the
study served as a motivator rather than clouding my judgment.

| chose to approach this task from the perspective of a critical reseattiker |

want to see social transformation, | had to bear in mind that | do not have aibtiners
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In fact, | had limited knowledge about the emotional and socio-cultural needsgéeef
students. | had to be willing to listen to and learn from the participants in the study
Hytten (2004) states, “this means that critical researchers need to gheiopticit
assumption that they know how the world works and power operates, and the researched
don’'t” (p. 96). In my case, | had to understand that the participants in my studyhevere t
experts and | was the novice.

Information shared by participants was viewed through the constructivist
paradigm. Their experiences are real and valid. They had to be takeslgeffuuman
beings construct their perceptions of the world, that no one perception is ‘right’ or more
‘real’ than another, and that these realities must be seen as wholeshathdivided into
discrete variables that are analyzed separately” (Glesne, 2006, p. 7). Tdigmara
encourages the researcher to not find fault, nor to find “Truth” but to find the experience
and how that experience has shaped the individual. Our thirst to critique often times
overshadows our ability to accomplish this. While our motives may be pure, the result
can be damaging. Especially in the case of those who have been the victims of
oppression, such as refugees. Goodall (2000) warns, “True dialogue-which westaach a
communicative virtue- can seem virtually impossible. A culture of critichemes on
finding fault with every person, every argument, every thing (including itgplf28).

While it is good to always find ways to improve, | made it a priority to honor the story of
the participant alone. | worked to avoid overly critiquing the participant or thenrtae
participant fled in the process. Collins (2003) speaks of the narrative method.|She cal

experience a “criterion of meaning” (p. 56). The experience of the partisipast
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validated not by being critiqued but as having real meaning to the one who egpérie
it. Their stories were told and not overly analyzed as if they were a form offedat
scientific data. The stories were trusted and valued.

Reflexivity in My Research

Engaging in this form of research requires one to continuously monitor oneself as
well as the process. Reflexivity was an important component to my reggacess.
Glesne (2006) defines reflexivity as being “as concerned with the reqgaess as you
are with the data you are obtaining. You ask questions of the process all along,the way
from creating your research statement to writing up your report” (p. 12%)e Wbelieve
that this is an important component of reflexivity, | believe that one must als&ibg as
guestions of oneself. If we are to believe that subjectivity is a factor insearah, then
we must continuously be gauging the impact that subjectivity is having on theedata w
gather, the rapport we are establishing with participants, and the methods we are
employing in the process. An analysis of self must be ongoing. The data hatecaoref
the researcher. This certainly was the case in my project. Each btagdl affected me
emotionally as well as in my role as the principal of a school for refugees.

Lincoln and Guba (2000) claim reflexivity “is a conscious experiencing ofehe s
as both inquirer and respondent, as researcher and learner, as the one coming to know the
self within the process of research itself” (p. 183). This paradigm exhertesearcher
to not simply reflect on the process but to reflect on the “I” throughout the process. Who
am | becoming through this process or am | tainting the data by injeayirsgibjectivity

without acknowledging its existence? Lincoln and Guba further state:
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Reflexivity- as well as the post-structural and postmodern sensibddreserning

quality in qualitative research- demands that we interrogate each alves s

regarding the ways in which research efforts are shaped and staged around the

binaries, contradictions, and paradoxes that form our lives. (p. 183)
We are inextricably linked to our research and the approach we take to it.

Validity of Research Findings

Creswell (1994) warns that it is important for qualitative researchers to
understand their personal values, perspectives, assumptions and identity. Sorea pers
perspectives can distort data-collection and analysis, one must createesda keep
this from happening. One example | implemented was member checks. | gave
participants the opportunity to review interview transcripts, verifying treatiata
collected were consistent with their thoughts, feelings, and ideas (G2¥I. | asked
participants to review the transcripts, reflect on them and submit feedbackfio cla
meaning if needed. This helped me to ensure | was reflecting their pgempec
accurately, and it provided deeper insight into their responses.

| also kept all transcriptions of interviews and demographic questions in a locked
file in the event that my primary data sources were to be questioned. Copies ai¢he sa
with my coding analysis are also being kept on file should the reasonaliénggs
analysis and conclusions be called into question.

Other strategies were employed in this study to ensure validity:

e triangulation of data— using multiple data sources and methods to corroborate

patterns in findings.

e member checks— asking participants to review data to ensure the perspectives
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reported are accurate reflections of participant viewpoints.
peer/colleague examination— asking colleagues to comment on the findings and
the process employed to discover those findings.
researcher’s biases/subjectivity— disclosing the researcher’sexpes,
assumptions and biases at the beginning of the study (Creswell 1998; Gall, Borg
& Gall, 2003, Glesne 2006, and Merriam 1998).

Benefits and Risks of the Study

One benefit of participating in this study is that participants had a chatedé t

their story to someone who cared to listen and learn about their experiences.vEuis ser

to empower them. Also, participant input has been written about and will be shtred wi

school leaders so they might better understand the refugee experience.

To protect confidentiality and anonymity during the writing process (and

throughout the study) | used pseudonyms for all participants. | also chspeefic

locations (cities/towns), proper names, and identifying details of partisipafith their

consent, | included the nation of origin for each participant. They felt that informa

was necessary to accurately represent their story. All of the intervieresaudio-

recorded with the permission of the participants and transcribed. All recordarg

deleted from hard drives after transcription. Any notes | made on electramseslare

password protected to ensure | am the only one with access.

Another risk for participants was that it may have been emotionallguliffior

them to remember and share hurtful experiences. This could also be true of sharing

artifacts that may have deep sentimental value. | had a list of potestailrces of
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mental health support that participants could access if they were haviogltyifiiealing
with the memories of their past. Furthermore, participants were freise e
participate and free to withdraw consent at any time during the process.wWdseno
penalty or unfair treatment if someone decided not to participate or decided to dobp out
the study. Assent and consent forms were written in English at a fourth grddegre
level and were translated into the native language of the participants to thresure
comprehended the contents of each form (See informed consent form appendix C).
Limitations of the Study

Thousands of refugees reside throughout the US. Many have successfully
transitioned to their new lives and schools, others have not. This study used a small
sample population of current refugee students and older refugees who have completed
studies in American schools. The participants all resided in central Northn@andte
results from this study cannot be overly generalized. Stake (1995) warns agdiimgt m
generalizations from a small sample group. However, patterns and themes of how
refugees overcame and are overcoming their transitional challenges havednséed.
Further limitations in this study are:

1. The possible conflict of my role as the principal of a school for newcomer
refugees and researcher. Given my role and emotional attachment to my
current students and their plight, there was a risk that | could have had
difficulty with objectively analyzing the data. | continually exfted on
my perspectives through journaling and discussion with peer-colleagues to

guard against this.
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2. Participants selected for the study had to meet the following criteria:
Group A- second year refugee student attending an American public
school and proficiency level in English to be able to answer questionnaire
and interview questions.
Group B- Adult refugee who came to the US as a child, attended an
American public school, and possesses proficiency level in English to be
able to answer questionnaire and interview questions.
Summary
This ethnographic study examines how 13 refugees have overcome and are
overcoming the challenges of adapting to a new life and school experiencé&Ji.the
With a focus on interviews, the researcher provided a forum in which current and former
refugee students were given the opportunity to share their stories. Vaigable to
educators because the current literature infrequently examines thegbieespof
refugees themselves in the transition process. Although researchdasvhstt schools
are doing in the area of language acquisition and literacy, minimal information is
available regarding how the students themselves feel about those practicelsaatinyw
believe schools should be doing to help them transition to their new setting. This study
provides school leaders and policy makers with a perspective from the studgnts the

serve regarding how schools can be structured to support their needs.
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CHAPTER IV

ANALYSIS OF DATA

Introduction
This study aimed to answer two main research questions:
1. From the perspective of refugees, what are some of the salient
educational influences that possibly impact refugee acculturation into
the American public school setting?
2. With regard to the perspectives and stories shared by refugees, what
should school leaders be doing to ensure their adaptation to the
American schooling process?
In addition to answering those questions, | also set out to provide a forum in
which refugees could be given an opportunity to provide their perspective. In sotdoing i
was important to design a study that enabled refugees to share theaf stangition
into the American public school setting, and for their words to be heard. Thigicisapt
organized in a manner that enables those voices to be heard with minimal commentary b
me. Direct quotes from participants are categorized by themes thafeshtlerough
analysis of their artifacts and stories.
Organization of Data Analysis
The data in this chapter are organized by themes and patterns that enzanged fr

the stories of the participants. The participants were not viewed in thisrsaatrely as
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data producers. Rather each individual is the embodiment of his or her story.
Consequently, much of the information shared in this section is shared from the
perspective of the participant. Clearly defined conclusions to each tesg@stion were
not drawn because lived experience cannot be disaggregated into neat and tidy data
points. While | provided my own analysis at certain points in this sectionsihatamy
goal to simply prescribe black and white applications. | aimed to allogtdhies of the
participants to speak for themselves enabling a space for the readetéonoeaning and
application (Clandinin & Connelly, 2000).

Therefore, each section of this chapter provides feedback from participants
around a general theme related to the research questions. The first portiole®f stor
shared relate to the first research question. The second research quessweis@in
part as the reader creates meaning from the stories shared throughoaptbe dine
majority of stories shared in this chapter provide insight into the salientno#éadhat
possibly impact refugee acculturation to American schools. The particigaersy
shared about those influences and how they impacted their unique transition to their new
schools. The reader must bear in mind that no two experiences are the same, therefore a
variety of conclusions can be drawn in relation to research question one. At the end of
this chapter, participants shared direct advice to school officials getatthe second
research question. They offered advice to school leaders based upon their own
experiences. Consequently, some of that advice may not agree. | alsorzlgeid &
this section. My analysis and proposed application are interspersed in thethext of

stories shared by the participants. This chapter cites direct quotesrtakepatticipant

63



interviews or documents shared. It was important to maintain the stories inrtte of
the participants rather than summarizing. Since English is not the lzatgueage of all
participants their responses may not always be grammatically cdtmgas important to
refrain from editing their words. This allowed for participants’ voicelsd heard,
enabling their stories to speak for themselves.
Analysis of Data

In the sections that follow participants speak to their experience of tozamnsitito
American schools. Much effort was made to give the proper attention to the sforie
each participant. Interspersed in their words are comments and abglysés However
the commentary and analysis on my part was minimized to enable the readdpspac
interpret and make meaning of the stories shared by participants. In additidryas
made to provide space for participants to tell the story of their life befavangrto the
US. This was important because their story did not begin when they arrived in their
American schools. Arrival to the US is only a chapter in a larger storpéigan in
another land.
Past Trauma

One’s past is inextricably linked to his or her present and future. The expsrience
of participants before coming to the US had a direct impact on their transitilosirt
new home. Each participant recounted what life was like for him or her in the home
country or in a country to which one fled. Each recounted tales of trauma thhedeig
heavy on their minds and hearts as they settled into their new home. It is mhporta

have knowledge of their past and the conditions they fled to be able to grasp how new
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and different their life in the US is. Their past experiences and the en@ticass they
endured certainly influenced their transition to their new setting.

Eve, a female refugee from Africa, recounted the animosity that oddugteveen
rival Tutsi and Hutu tribes in her home country:

When we were in refugee camp many student and many teacher they were student

from family Hutu. So if you were like Tutsi you couldn’t say anything to them

Anything they tell you, you say yes. You can’t say no. If you say no you can’t

pass the class. You can’t have job. We have difficult life. We don’t have good life

because my mom and dad they say they are different. My dad they say he is Hutu,

my mom they say she is Tutsi so we have difficult life.

Eve understood the alienation of being considered different by others. She also
understood that this level of hatred among rival tribes could lead to denial cksdike
education, violence, or even death. The conflict between Hutus and Tutsis has ravaged
many parts of Africa and has resulted in atrocities at national anddwveds |

For others the trauma came at the hands of an oppressive government. This
oppression resulted in a lack of trust for government officials or for those itopef
authority (such as teachers or principals). Mloa (Asian female) edcall

In 1975 my dad was helping American soldier and after the American people

came back to the US the communist put my dad in jail about 4 years...with the

church we had problems with the government. We have to go to church at 1 in the
morning and be over at 4 without them knowing. They did not allow us to have

church or to worship. It was scary sometimes some village were in churdimeand t

communist come in and persecute the pastor or deacon of church. Some would be

in jail. Sometimes they beat the pastors or deacon sometimes they elose th
church. If the communists saw you have a Bible they would take it.
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Mloa shared that in Vietnam the government sanctions certain churches aonsvets
the Bible. She is a member of a minority ethnic group called Montagnards. Téere ar
various distinct Montagnard groups such as Jirai, Radai, and Hnong. Most Modtagnar
churches, like hers, are not sanctioned by the government and are targetetartioers
The most common factor of trauma among participants was war. Tremendous loss
was experienced by them. For example, Mohammed (African male) explained,dMy m
has three sisters and three brothers. They all died in the war.”
The effects of war and mistrust of officials was more apparent whenipantis
told stories of an oppressive government forcing families to flee, only to be haymed b
civilians or officials in a neighboring country. Participants recounted tdlbeing taken
advantage of at each point in their journey to freedom. H Dek’s (Asian festaig)of

flight and survival is one such example:

During the Vietham war, while in Laos, when the Viethamese soldiers were
coming to the forest to kill everyone who lived in the forest...we were crossing a
river and | was not older than 2. | can’t walk for long distance. Every now and
then my dad had to carry me on his back. | remember | was on his back there was
a guy coming from the right side have a knife this long holding to my dad’s
throat, ready to cut his throat. Then my dad just hold on to me really tight. He told
me to hold on. He know something will happen if he falls I will fall. It wasfé cli

so who knows if | fall with him what happens to me. Then my cousin who
suddenly comes out of nowhere and kills the soldier before he kills me and my
dad. I can’'t remember where he was all | remember was his neck and &g

and something on top of bag then | saw the knife. It was so brave of him. My
cousin coming out of nowhere and the soldier just fall down. | look down and |
saw blood everywhere.

Then we moved after the Vietham War. My dad didn’t want to move he
wanted to stay where we were. We no longer could stay where we are because the
communist coming to kill everyone in the village so we were able to move to
Thailand. We were able to cross the Mekong river and go to Thailand. We were in
some sort of group that they help people to cross the river and you pay them a
certain amount of money per person. They help you build the boat. Then you get

66



off the boat they have some bad people. Thai people that were on the other side of
the river. They rape children and young girls. | can still rememlzemuetheir
voices crying and yelling for help, and any man that would help them they would
kill right away. | remember seeing them hitting this man who tried to help this
girl. We were lucky my two sisters were still young like eleven @\tevand we
were the last family to arrive to the other side of the river so they glgedll
the girls before that. They finally saw my sister-in-law who just gatiethto my
brother. They came and took her. They hurt my brother and dad because they tried
to stop them from taking her away. They finally got her took her maybe &fty y
away. We could see her clearly. My mom get down on her knees and pray and she
said oh God please help us. Then suddenly everything just got black. You can’t
see anything and then everything went back to light. She was just in front of us.
We ask her how she got there she can’t remember. She said the last thing she
remember was they were pulling her apart and then when everything went dark
and she can’'t remember how she got where we are. Everything went cmplete
dark. It was the middle of the night but there as moon light so you can see but
everything went dark for a couple of second and when everything went back to
light she was just in front of my mother. We went to where the rest of everybody
was, but there was some girls that the Thai men left behind on the river. They
could barely walk. They died there.

That night we were sleeping outside. This is when one of the Thai men got
ready to kill me with a gun. | couldn’t sleep because everything. | closeyasy |
was seven at the time, | close my eyes | could hear their voices, thgititl
voices, so | opened my blanket and | saw this Thai guy who said go to sleep so |
got scared and he pointed the gun right at me. | got scared and pulled the cover
over my face and waited to see what happens. Nothing happens and | open the
blanket and he was gone. So it was night and in the morning time they took us to
the refugee camp. We were so scared to go outside. We stay in the house for 3
months because we think that if we leave the house something bad is going to
happen. That was even in the camp. Little did we know that we were safe because
everyone in the village was safe. Going shopping for grocery we were scared
because vendors were Thai and we thought they were all bad people.

Persecution in home countries and flight to neighboring countries unfolded a
series of traumatic events. Life in refugee camps was also harshipats experienced
a challenging life, never feeling they could trust anyone. Learninggbadfficials in

their new schools and home at the camps proved to be equally difficult. Juliusr{Africa

male) recalled what life was like in his camp:
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The difficult is you don’t have opportunity to do anything. Only is to sit there.
You don’t have school. The school is so crowded. It's hard. You don’t do nothing
you just sit down sleep and go to your friend to the neighbor and you can’t walk
at night because the soldier they control everywhere. If you walk tonight you
gonna have problems. It's too hard to live in refugee camps. It's small, many
houses, small house, then some market. You gonna find many child in the road,
people gonna see some people fighting too.

Eve recalled her fears in camps as well: “Sometimes if you were thermbbers come

to steal everything. Sometimes the soldiers because they have guns theéy steak

Night, night when we was in my country they come at night.” Sa Sa (Asiatelema

remembered that fear well:

Sometimes in summer time Burmese soldier come in the camp. Beforeel ¢

here we live in mountain. Mountain was like one side was low and one was high.
The low side people come to high side of mountain to sleep and live over there
because they are scared of Burmese soldier on other side of mountain, so they
were scared like that. If they came like they fire or burn all the houset dhjos/

the bomb.

The threat Sa Sa experienced also came from within the camp:

There fighting between people living in camp. That happen a lot teenager like
that. They become a group of people and other group of people together fight like
that. One time it's between the Muslim and the Karen. They fight each other, they
really fight.

There are a variety of distinct ethnic groups persecuted for distisctieavithin Burma,

of which Karen is one. Religious diversity is also common. One can be Karen by

ethnicity and Muslim, Buddhist, Christian, or various other religions.

Ali (Middle Eastern male) never lived in a refugee camp but had experidreed t

horrors of war in his country:
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Because you know the situation in my country it was like difficult to go into the
streets in my country, go out with friends. | see like cars exploding, like people
shooting. And | saw one car exploding but | was very far. | wasn’t hurt. My
teacher was there and he got hurt.

Mohammed (African male) also told of the horrific situation in his country

created by rival tribes:

Some people came to our land to take it. When you have a land people are going
to come and say they are there to take it. There is no law, so people do whatever
they want. Certainly we had some land and some people came and they said we
will take this land, so they took it. Simply, they are at war, tribe against léye t

are at war. Later, we had a house, my uncle’s house. | lived with him. | was wit
him like that in his house. And it fell, how do you say it, it fell in the house...a
bomb. It was the other tribe who fired at us. | was small. No one was hurt, it
landed right next to the toilet... | will tell you in our country | was in a tyibe

see. During the war the other tribe outnumbered us. So they would come into our
homes and break down the door, and drag the men out and burn them. A 25 year
old man was burned. | saw he was burned. It was a different tribe who came to do
this, from another region. They killed and burned like that, many people. They
killed many people like that. In my country there is the war. People are dying,
dying in the war.

Fear and memories of dangerous circumstances were fresh in the minds of
participants when they arrived to their new schools in America. These are not
circumstances that one walks away from and forgets. Participants sharbeyhat
mentally relived the experiences often which hindered their ability to focte in t
classroom.

Previous Experience in Schools

In order to understand the influences that possibly impact refugee aatoitur

into the American public school setting one must take into account the holistic

background participants experienced before arriving to the US. To be morécspasif
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also important to understand what prior schooling was like for participants. The
expectations for schooling in America were based on what was familiar—etneir
experiences. In addition, they had heard stories about life in the US. This riext isec
an overview of what participants’ prior schooling experiences weralidenow that
impacted their transition to American schools.

Class size and materialSchools in the refugee camps, as well as the home
countries of participants, varied. However, there was a consistent themméngée in
each of their stories. While participants perceived they worked hardptbeious
schools were not adequately equipped to meet their educational needs. Classrsize
large and materials were scarce. This resulted in students not learmeagairte pace as
most of their American peers. Therefore, they entered the American sgbigoh Helow
grade level in many areas. Julius described the school he attended in a caiuge

There we use lap board but we don’t have too much book. Only the teacher has

book and student after the teacher write on whiteboard and then the student copy

onto notebook then you go to study, just from the notebook. We have fifty
students for one teacher. It's big.

Sa Sa described a similar situation at her camp, “Big class, one cldsg/has
students totally different than here. No book we just copy down.” Mohammed déscribe
schools in his country in a similar manner, “You don’t have chair and table you can sit
together with your friends. We have to pay the money for books. We have to buy.” Nuk
(Asian female) described classes of “forty students and up, forty to fiftyhalelong

table one table can sit four students. We need to buy books for your own self. It was
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expensive so we can share books with whoever don’t have book.” Mahmud (African
male) told a similar tale:
If you want a book, you have to buy one, even in math. If you have no money you
borrow the book of a friend and have it photocopied. It can be photocopied. You
have to pay someone to do it for you. | had to copy books from friends. We do not
have enough money.
Oversized classes and lack of materials conspired to create a substandatidrethrc
participants. The academic gaps they possessed impacted their ability thlgmoot
transition into an age appropriate grade level in American schools.
System of schoolin@he overall system of schooling was different for
participants than what they experienced when they first arrived in Aenesahools.
Unfamiliarity with how the American system works resulted in confusion ancbtersa
Sa described the school in her refugee camp, “We have different teachéies siutients
stay in class all day long. Teacher comes in and teach one block then laclver; te
changes.” Class changes were something completely new to herseibagel a similar
scenario from his country:
In Irag we start as one class they take one class be like forever. Wgafre2hds
they're from first grade to ninth grade with me in the same classhé\lasses
we take the teacher comes to our class, we don’t go to teacher’s class. e teac
comes to us. We have a class when the class is finished the teacher ghes and t
other teacher comes. If we pass the years we be together for lifie twelve
years.

Not only was changing classrooms each period a struggle for him, but he had tamadjust t

having a different group of peers in his classes as well.
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Others described a scenario where education was not valued due to the
circumstances of the country. Mohammed described:

There are people dying they can’t support themselves. People can'’t findfwork.

you have a diploma if you leave school if you earn your diploma you will not find

work. You will not find work. You will certainly find war. Why go to school? To
eat there is business. To find money people buy bananas. Women sell bananas.

They find money like that. People buy something like that. | started schbel at t

age of 6. | stopped when | was...when | was 12 | quit. | went back but I quit for a

while. In our country after middle school you take a big test. You wait ahmont

for the results. If you don’t do well you can’t go on. You have to re-do the test.

Me, | failed it twice. Yeah, four years | didn’t go to school. | stayed houhien’t

want to go to school. | refused because life was too difficult, the war.

Miriam shared, “I never went to school. There were schools available but
education there was not useful. It would be like graduate, you can’t do anytktinigy wi
no government, no real jobs. So what'’s the point?” This perspective is in contrast to the
cultural value and expectation in the US that all children will go to school and schooling
is profitable. Miriam and Mohammed had to learn the value of education in order to
understand why it was important for them to remain in school to be able to accomplish
their goals in the US.

Discipline in previous school®articipants were all surprised by what they
perceived as a lack of discipline in the American schools. Student behavior imetveir
schools shocked many of them. This lead to confusion about roles in schools and further
complicated how participants interacted with those in authority. The level gflotiec
they experienced in their schools before coming to the US was more stniet.d the
practices which were normal in the eyes of participants are not practiceaeincan

schools. When participants saw American students not listening to teachersgor bei
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disrespectful, they were surprised and confused. These refugees not only haltlydiffic
understanding the disrespect they witnessed but also the informal relatiortgal@prbe

students and teachers. Mohammed described his previous school:

The teachers, when you speak in Africa in a school, they give you a diclation.

you don’t know how to write something the teacher gives you a zero, and tell you,
give me your hand, and he takes a stick and beats your hand. If you don’t do your
homework they take a big pipe and hit you. They take it and hit you. They're
going to hit you on the hand or on the rear. When you talk they hit you. In middle
school or high school they hit you or tell you to get out. The principal sometimes
makes a student come sit next to the board, and then the one who spoke writes his
name on the board. After that they hit you for talking in class.

Mloa described her experience, “The school was like so strict. When you go to
school when they tell you stuff they don't care if they hurt your feeling #iley t

you straight. Sometimes you know you can get spanked by teacher.”

Nung (Asian female) shared:

In school they're very strict how they dress, how we talk to teacher. We can never
look teacher in the eye. When the teacher walk in room we stand up say good
morning and sing national anthem. We wear uniform, black pants and white shirt
dress shirt and a red tie which represents the flag of Vietnam. | guessidni

wear that we be in trouble and we have to stand near the flag pole, it depends you
can stay there half of the day or if you just leave off tie you can stay 3Qenir
depends. The teacher well very strict, you don’t do your homework you get hit,
and you cheat then you get hit also. Each of us have chores at school we have to
plant garden. We break into groups and we have a team leader. Today this group
do this and that group do this we all have chore to do erase the black board who
would help the teacher. You carry her stuff home.

H Dek also recounted a strict school experience:

In Laos Hard punishment. If you were late you would get into trouble. If yo& we
late three times they would take you outside and there was gravel there. You
kneel down on gravel with pants or skirt up both hands out, one rock in each hand
and one on head. If you drop any rock then you get to do that again the next day.
You have to stay like that all day, no break.
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Participants experienced harsh punishment for disobedience as well as for
struggling academically. They were confused when they did not see this happening in

their American schools. H Dek continued:

It's hard to get into school. If you don’t appreciate school you don't take

education seriously you leave, because there are too many students to fit in
school. So you have to be your very best if the teacher is talking and you talk they
have a yard stick and she will throw that across the room and hit you. If you don’t
do good on your test or if you don't listen to the instruction they will write on

your hand really really hard. They would hit your hand with a ruler very hard. |
remember clearly being hit two times, and | remember saying nolrdoret

want this no more. You receive harsh punishment. When | got older | would cry. |
don’t receive any punishment after that.

Mloa stated:

They did help us learn a lot, over there if you don’t wear uniform or be late you
gonna be kicked out. If we don’t do homework we will be kicked out. If teacher
give you assignment you have to do it. It have to be done before you come to
school or else you get spanked. On Mondays we have special thing for flag
ceremony for people who don’t do work for the whole month we have to stand in
front of whole school and stand outside in front of school, and if we don’t follow
rule we stand in front of whole school. It's embarrassing. So the teacherdke
you embarrass to make you focus in school so you don’t want to stay over there
where people look at you so you will do your best.

Eve described what happened when one did not understand a lesson in her home
school, “If you don’t understand they beat you, in high school if you don’t understand
they beat you.” Participants had experienced schools where harsh punishment was

received for not completing class work. They did not find the same level of enforcement

in their US schools.
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Academic rigor in previous schooRarticipants were also struck by what they
perceived to be a lack of academic rigor in American schools compared tscti@iting
in their home country. Although they may have experienced limited years of sichooli
had scarce materials, most perceived that they were required to workdraddgudy
more topics in their home country. Much of the learning they experienced was rote in
nature. They were required to memorize numerous facts and little time adasfon
group work, self exploration, or analysis. They were surprised to be working on
assignments that did not require memorization or copying of notes. Progressi
methodology employed by teachers in American schools was unfamiliar ¢o thes
refugees. The new teaching methods represented an additional adjustment te.conside
Further, participants described a major adjustment to the course offerthgs inew
schools. They were surprised to be taking only four or six classes at a time. They
provided a contrasting view of what the academic rigor was like in their houmnérg.

Julius described school as difficult because he had to take 10 subjects at once and
had to pass all of them in order to advance to the next grade level. At one time he was
taking French, mathematics, biology, geography, civics, morale, phgdigeation, and
more. Ali believed school in Irag was more demanding than in the US:

It's like we go to school from 7:30 to 12:30, and we take eleven classes a year and

six classes a day. And it’s difficult, the class is short and you don’t have time.

Like the teacher don’'t have time to explain to us the whole thing so like we have

to go to our house, like if our parents know the stuff they sit down and we do it.

They help us, but if people don’t have good parents like educated parents they fail
the classes. They don’t get good education. It's a lot of homework.
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Nuk explained:

In the whole year we have like eleven subjects, algebra, geometrystty hi

forgot others. Eleven subjects in one year and homework a lot! Every subject we
do four or five pages at night. You get zero if you don’t do homework. It was
difficult there more than here. When you go to school the teacher give you
homework to do and you need to study all the homework and the next day come
to school and have five minutes at the beginning of the class. He will call you and
if he call your name you need to come there and he will give you the question. If
you don’t say it he give you a zero.

Eve stated:

American school is not difficult like Tanzania because we have four subjects in
semester, but in Tanzania we have thirteen subjects and they are different. You
have to pass all of those classes but you have to pass here too. But it's not too
many. Four classes is easy to pass thirteen classes is tiffipalss. Here there is

not many homework like in Tanzania, only in math class. But other class we don’t
have homework. Like in English | want homework because | want to know
English.

Julius shared, “Maybe friends in Tanzania they gonna laugh because ihaoy sc
in Tanzania we have 14 subjects in year, but here we have only eight subjeets for y
School in US is easier.”
Perceived lack of rigor in US schools (due to less workload and memorization)
was only part of the adjustment for participants. Nung was also confusked by t
American system’s use of age appropriate grade placement. In helyiudents
advanced to the next level only if they mastered the content:
The grade and age compared to here is different it doesn’t matter how old you are
there are people sixteen years old still in fourth or fifth grade. We havaeum
school but most kids don’'t pass summer school so they retain them until you pass
the test then you can go on to next level it's very strict. It's not like here th
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school over there is very strict. Then we have to say multiplication everyf day.

you don’t know it by end of week you have to stay after class and memorize that

and poems. They have special poems by end of day you must remember poem if

you don’t you can’t go home and sometimes you get spanked.

H Dek was the only participant who arrived to her new school above grade level
in one area. Mathematics was a strength for her although she could not reae ior wr
her native language. She shared:

So my expectation coming here we thought the course would be higher than what

we had in Thailand. But what | didn’t know was the math level skill was lower

than the Thai and Laos country math level. They put me in third grade because of
my English but because my math level was so much | was in seventh grdde leve
math. The third grade students were still learning multiplication and atviso

they didn’t know what to do with me.

Each individual had a different experience in their previous school. Their former
schooling experience seemed to them to be more rigorous and strict than irStheir U
school. Adjusting to the expectations of their American schools was arpadtiisue
impacting their transition.

Comparing the old to the neWwarticipants naturally drew comparisons when
talking about their new schools and their previous schools. Some of these comparisons
were shared in the previous section even if not directly stated by partscipatitis
section, participants explicitly shed light on how their school experience viexedif
than what they experienced upon transitioning to their American school. These

differences were so striking to participants that they shared them ti¥@fpfiompting

from me.
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Julius pointed out the difference between teachers in his country and in his new

school:

In my country they are not friendly. If you don’t have money not friendly. But if
you have money you will have many friendly from teacher. Here if you don’t

have money they still love you. Then | can tell them if you don’t understand the
subject the teacher he gonna stay after school to help you. But in my country he
don’t stay after school. If you have money the teacher gonna stay after, sichool
you don’t you gonna go home. The government pay the money to the teacher but
the teacher they still ask your parent to pay them money to pass the school.

H Dek discovered cultural differences in the US compared to her country. They

had to do with schooling and marriage:

During recess we did not play. We each had a garden bed. And we were supposed
to plant vegetables, all kinds. We had to determine how long it would take to

grow. | made several vegetables, one line beans and lettuce and all kinds of
fruit...In our culture girls are not allowed to go to school. Once you educéte gir

she will get married and benefit husband family not your family. Naturally the

don'’t let girls go to school.

Nuk explained that eating at school was new to her. She said that everyone went
home to eat lunch in her country but in her new school everyone ate in the cafeteria. Th

impact of eating at school may seem subtle but it was a major issudebttchH Dek:

Something | had to get used to one thing I will never understand is eating in
school. | remember because in our culture we never say no to food. So when
someone comes to ask for food because food is only valuable thing we have in
our family in our culture, if someone ask for food you say yes. A lot of kids ask
do you want that pizza | say no, they say can | have your pizza or can | have you
food, | say yes. So for three months | give away all my food. | wasn't eatithg)
would be so tired and a teacher send a note to my brother saying does this child
speak? And he ask me what is wrong at school do you not speak? | say | don’t
speak because | was so hungry because | gave all my food away. He wkote ba
to teacher and explain situation so after that the teacher tell the studentsskot to a
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for food anymore and then | did much better. | had to learn how to say no. At first
it was really hard. Then the teacher told me that you don’t have to give away you
food you just say no it's OK to say no. After | said no it was really hard.
Whether the differences were cultural in nature or relational, they made a
impression on participants. Navigating cultural change is a stressful enqeeri
Participants felt the impact of trying to understand their new environment dail
The Transition: Experiences in American Schools
Understanding the past of participants assists in understanding thdir initia
impressions of schools in the US. They all had expectations of what their new litk woul
be like. In many instances those expectations were not true. Expectatiormsenteon
stories they had heard or ideas that life in America would be like a dreamrceme t
They encountered many differences culturally and had to learn how to navigaie
system of culture and schooling. Kin (Asian female) provided an example dieddas
dream:
You hear stories that in US people sit around and wait for check to come. That's
myth. American people do what they want. They don’t do anything they just sit
and wait for a check to come. That's all they have to do. The lands are fiee all i
free. Not true. | remember the story about waiting for a check to come argd that’
how you live. | think that's why a lot of people came.
The sections that follow highlight some of the main themes that influenceddbijs of
refugees’ transition into American schools.
The initial experiencel he initial experience of transitioning was stressful for
most of the participants. They all recalled feeling scared and andiduss described
that feeling:
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| was scared because | think I'm gonna find new teacher. The studentdileg m
they not talk to me because | don’t speak English like them. | scared of subjects
because if you don’t study hard at new school you won’t pass anything. | was
worried. | was worried because the first day | came here | didn’t kinew t
language. The cafeteria we don’t know the number for classes, but it's too hard
maybe they tell you the room number but maybe it take long time to go to room.
Or you find you are outside because you don’'t know where to go. | go outside for
two days because | don’t know the number for the room. And very crowded here.
If the bell rings you go to class and its very crowded. This is a problem bdcause
have to go to my class and you have to go to your class. Also, at the first day |
come here | see almost seven people fighting. | was worried. Thesh firy

lunch. I go somewhere because | was scared.

Sa Sa was also nervous:

Start school here | think is very nervous. | didn’t speak just stay alone. | didn’t
talk to the friends too much like, and then sometimes afraid to talk to teachers
sometimes to ask other questions. Because this is a new culture and different
language not normal language you speak everyday so nervous. | was lonely
because | don't talk to friends. | was lonely after that | would say thayin m
experience it was fine later. Just that first time | was nervous.

Mohammed remembered feeling scared as well: “| was scared beforeelhere

| didn’t speak English and then | say you go to American school you gonna fesel.dca
can’t go to American school | tell my sister. The culture is different.

Ali remembered having difficulty understanding other student’s behavidre AV

| came here | didn’t know people. | don’t want to say bad word because people say them

| didn’t know what saying so | got confused.” Nuk was ready to leave schaohafte

first day:

| am scared. | am confused and nervous because the people talk English and they
talk very fast. | get some words and | don’t understand. | feel like | wat to g

back home. | very scared because | go to every class and everybody likdnevhen t
teacher open the door, everybody look at me like. | was scared. When | at middle

80



school every day | want to say why everybody look at me every day. | don’t know
why. | be confused because when the teacher asking me | didn’t understand. Like
nervous when the teacher asking me questions. | don’t understand them. | say |
don’t know English. | felt like | am crazy.

Mloa’s first experience was also difficult as she tried to fit in with osthedents:

| feeling really hurt. You try really hard you want to achieve you want likbe

them. You really want to communicate with others and understand what others
are going to say, and plus | want to do good in my grade. The first time the school
look way different, way way different from the school | attend in Vietham. You

can dress anyway you want to, some student they have attitude with téacher.
that happen in my country we will kneel down whole day in the classroom.

Nung was also surprised on her first day:

| think, oh my God, they have big school and I have to go to different classes.
Back home you don’t go to different classes the teacher move. Here | go many
classes. | get lost many times. | go to wrong class at wrorglt@oause | had no
clue. We go to school by bus, but home we don’t do that. | feel weird on the bus.
Am | going to be lost? Am | going to get home? | wish someone would have told
me that. The rules the policies, for transportation and stuff like that.

Yung (Asian male) remembered, “They didn’t have help for us back then. We
were on our own, nobody helped that first day. | was like really scared. | didn’t
understand nothing.” For example, Kin had had a bad experience in the cafeteria:

| didn’t speak the language. | remember being in the cafeteria thdtrdagt

have love for food. | sat there and ate and didn’t realize my class left. Tidette i

like the school was really big. My uncle had to come get me because | cried the

whole time. Seeing sister during the break was the best thing. | alwaks st
really close to her.

Mahmud also struggled during his initial experience:
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It was confusing. It was scary. Nobody gave clear directions. We camieota sc

and | didn’t know how to pick up a pencil or how to write. The teacher writes in

cursive and | couldn’t understand that. | was with these kids who had been in

school all their life. It was really hard. It was frustrating andlehging.

The initial anxiety experienced by participants was felt in a numbeeasar
Some expressed angst about their interactions with American peers, ahers w
overwhelmed by how the size of the new school and the lack of help, others were in
school for the first time and did not even know how to hold a pencil. Regardless of the
individual experience, those first few days in school for participants wéieuttif

Other students’ behaviom addition to feeling scared and nervous on that initial
day, participants expressed being surprised by the behavior and attitudes of their
American peers. They witnessed behavior that was completely shocking to them
considering the strictness of the schools they had previously attended.

Eve could not believe what she saw happening in her classes. While giggling, she
uttered:

When the teacher is teaching the students sleep. They don’t care about the

teacher, they just talking. Sometimes this will happen in math class becage m

students in math class they just talking. Sometimes the teacher czdl pod we

feel scared because we want to be in class, because we don’t know math. Other

people they don't care. They say if | have F | will come back in summer school

and | will pass this class. The police they take the students outside. When the

police come in the kids say you can call the police or principal they don’t care
anybody. They say that to the teacher.

Sa Sa told this story:
The classes sometime some friend like just talking or some stuff like th&t so w

cannot learn from teacher very well. English 10 class teacher teachirg but t
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students are really noisy and they talk across the class. My friends and ihe we s
and listen to them like that. Yes it's hard to learn. | feel like we have to tiear
much. We have to learn all of this but they don’t teach. They don’t study, so we
cannot go very fast or we cannot go what is our goal.

Mahmud claimed that the biggest obstacle in his learning was not the language
barrier. He said disruptive students hindered his learning, “They soesetiay get up
and then they say bad things. Do this don’t do that, | can’t learn.” In a dialogue with Ali
about this topic he wondered out loud, “People don’t want to learn why they come to
school? They make the school worse.”

Not only did participants describe witnessing disrespect by students shown to
teachers, but they also told stories of how they felt disrespected by their newdpéas

understood this feeling:

The things they are doing, the other students, sometimes when | come in math
class and the students they don't like us. We pay attention and because we try to
do everything the teacher asks us to do. If we do what teacher tell us they tease.
They say bad things to the teacher. Sometimes we don't ask the teacharigswve
something because if we say something they begin shouting us. Teacher says if
she watch they not gonna do it, but if the teacher doesn’t watch they still gonna do
it.

Mohammed was not happy in his new school because his peers mistreated him:

| can’t say anything about this school. It's not a good school. Most teaueers

good but these students are not good. Then there is fighting, then they do
something bad to you. You cannot do your work. Not all the days but sometimes
they fighting and they gonna say something bad at the locker or in PE. They
gonna throw something. One day | open my locker and they took something, food
and they throw. It hit me. | say who throw something. They say | don’t know.
They throw again. It hit my head. | say who throw something on me. | St for

it. | take and put in trashcan.
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Mahmud shared similar struggles with his new peers:

They say things all the time, then do something kind of things. The most difficult
part of this school is the other students who are here. If you come the first time
they gonna do something. They gonna do something or throw something to you.
They laugh and say shut up. | don’t want them laughing at me.

Yung lashed out against the students who confronted him, “Man | got into a lot of
trouble ... a lot of fights. | didn’t want to take what the other kids were saying to me so |
just fought all the time. | didn’t know the rules.” Nuk has also felt the pain of others

laughing at her:

Like in Vietnam | did learn English at school. Still but the teacher was
Vietnamese and he talk English but not like here. When | come here everybody
laughing at me. When | first come here in the middle school and people just ask
me what your name and where you from and they laugh. | don’t understand why.
They laugh at me but | don’t care | want to say something but | don’t want to say
in English because they laugh at me. So | just don’t worry about it.

Kin has also experienced bullies:

Also kids are bullies. You have to accept that not everyone is willing to accept
you or differences. That's OK. There are people out there who are not willing to
accept you and be a part of that. You gonna be OK. There’s gonna be bad things.
Kids are gonna pick on you and say mean things, and you look funny. But is
gonna be OK.

Miriam (African female) recalled her experience with her neerg:

Some were | guess mean and aggressive, but | didn’t care because | didn'’t
understand what they were saying. | just shook my head yes or no. | didn’t know
what | was agreeing to and they left me alone. In those classes | wadidthjus

guiet in those classes. | never paid attention to them, to the teacher, not to the
students. | developed that habit at a young age. If students bothered me | would
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ignore them. Over the years | learned to not make it an issue, just igndhenk. |

my least favorite classes were when most of the students were rowd yarndidt

take me a while to understand what the teacher was saying.
Many of the participants expressed a concern over the number of fights thesseatie
their new schools. “When | come here | was scared. If you go to youryolase gonna
see fight there. If you come to school you see people fight” (Julius). “kiiaeg they
are kidding each other and they become a fight. For girl too not just between she boy
(Sa Sa). “Beware because the friends in here like they all in groups ankivelys a
fighting” (Nuk). The violence they withessed made them feel frightenédnaecure.
Many expressed disappointment because they thought they had left violent behavior
behind in their home country.

Other students’ affectiofRarticipants were amazed and even embarrassed by the
affection they saw taking place between boys and girls in school. This wasra maj
cultural difference they did not expect to see, and one they could not understand.

Julius told about his initial perspective:

| gonna talk about the new culture | found here, about the school...about the

people who live here in America...about the girl friend and boy friend. In my

country we don’t have anything like that. If you are child you have gintdrigere.

The girl you like too much. But in my country we don’t ever do anything like that.

Here, they kiss each other like that sometimes. | don’t watch them I'edsdar

don’t know why they kiss each other because in my culture we don’t do that

things we don’t do those things. They don't kiss the women only if they married.

Ali was also surprised by the display of affection between boys andngirls

American schools:
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| don’t have girlfriend but in America, like you can have girlfriend. The scheols
boys and girls, so they together. It's very different. | see them kisEivag not

happen in Iraq because we don’t have the chance to do that. In Iraq if the parents
of the girl find out they gonna ground her and maybe hit her. They gonna go to
the other parents of the boy and tell them for their boy to not come to the girl
again to see her. But the boy is not like, the boy is special. The boy they don't hit
him only the girl.

H Dek explained how different this was from what she was used to:

Then | had to deal with the boyfriend girlfriend stage. | remember Anmerica

culture was so upfront. | remember one boy in fifth grade liked me so he fdllowe
me everywhere | go and he carried my books. It was something | didn’t want to
be bothered with. In my culture you would never let anyone know you like this
person. You supposed to keep that secret. You talked to many boys at one time. In
your mind you have patrticular one you like, but that one you like you would never
share to anyone. But in American culture the one you like is the one you want the
whole world to know. | think that’s a huge difference right there. We never say
directly I like you, you want to be my girlfriend. Here they do that. It'srehéor

us if people know she like him. We want that to be secret. American they want the
whole world to know. In our culture hold hands is not allowed. No touching no
hugging. You are allowed to like the person but you like him in your heart but not
be so obvious. That will show the other people that you don’t have respect for the
other person. It's a way to show respect.

The affection participants witnessed was odd to them considering the cultural

norms with which they were familiar. Touching and hugging, especially betwakes

and females, made them uncomfortable. Their body language expressedalisoomf

they giggled while telling these stories.

Difficulties Transitioning

Participants cited a number of issues that made transitioning to Amsdicaols

and culture difficult. The language barrier was an obvious issue that atiypeants

raised. Laughing Eve said, “It is too difficult because | don't speakdind don't speak
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good English. When | speak English it’s difficult and we don’t know anything about
here.” Eve is not the only participant who found the language to be difficult. Mahmud
explained:
In America if you don’t speak English is going to be difficult for you. Ifi gylon’t
speak English you can’t do anything. It's been difficult for me. | spe##tea |
English that’s why it is difficult for me. | can learn it if | go to jobotYhave to
learn English to have a job.
Nuk shared, “I don’'t understand the language, and almost everything | don’t
understand here. The language is most difficult.” Sa Sa said languagezagy
difficulty, “for me it's not really difficult but for one reason. It's vean’t speak English.
It's language.” Mloa remembered those first language barriers:
The bad parts were that sometimes in class there were words | didn’t umdlersta
They were like deep words. | tell you truth | had to carry a dictionaryewere
| went. When it comes to words you don’t know you get frustrated without
knowing that word you didn’t know what to do.
Difficulty finding work was another struggle cited by many of the piguaints.
Mohammed described his situation:
It's tough to speak to people in English, | don’t know anyone, so if you don’t
know English you won’t have money. It can be tough. My mom says it's difficult
for her in the US because she has nothing, no car to go to the supermarket. We
left our country our city. She has nothing. It's tough. She wants to leave. She said
| don’t want to stay here. My mom she came here to have more money, she has no
work.
Julius stated, “It’s difficult because my mom she gotta have job, is theeprobl

Maybe one day we gonna make job.” Sa Sa also cited the job market, “Anothenprobl
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is job. Parents have really difficult to get a job. If they didn’t have edugalidn’t know
English so they cannot get a job.”

In addition to the language barrier and job situation other common themes
emerged from conversations with participants. The comments that follow dea@nst
further challenges participants faced when they transitioned to the US.

Loss of loved oneRarticipants experienced much loss, not just through the
circumstances of their flight but also in choosing to come to the US. It iseue t

families left behind the harsh life of the refugee camps or hostile ctances in their

home country. Families did this in order to pursue new opportunities and safety in a new

country. However, as participants shared their stories | learned tlegtclonew

opportunity they gained by coming to America, they experienced a lossoSheas felt

in losing their culture, their language, or even loved ones who could not make the journey

with them. The emotional strain of experiencing loss and grief certainheirded their

transition to American schools. Nuk recalled her last day in Vietnam:

My family were coming to my house. All my grandmother, aunt, neighbor, they
come to my house and they cry. Everybody were crying. It was hard bdcaus

leave where | was born and | come to another country and I’'m not sure if this new

country is difficult for me. | miss them. Because my grandma is théraya
friends are there. Yeah, it's difficult being away from friends here. Ighiou
friends would be good here but it's not...I feel sad. | miss them but they send
emails to me and | send back.

Ali remembered the day he left Iraq, “When we cross the borders it veas lik

difficult. Because like you were leaving your country and you go crosslisay bye Iraq

never come back again, maybe. | cry, a little, inside.” Ali further desttiefriends he
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missed. He stared off into space and said, “In Irag we start as onthelasske one
class forever. | have two friends they’re from first grade torgvgrade with me in the
same class. In the same class, yes | miss them.”

Mahmud also missed his loved ones and longed to be reunited with them. He had

created a plan to be with them again:

| miss my friends too and all my cousins. They stay in Africa So now my cousin
and his family they went to refugee camp in Ethiopia. They will come here, but
not yet. I’'m not sure when they are going to apply. | get upset and then | think
about them. What's going on? Are they going to eat? | mean they live in Somalia
then they call here and they say | can’t live in Somalia there is figl8mthey

want to go to Djibouti | say go there when you go there you have to stay with my
grandfather and he is not my grandfather, just tribe member. And then | say go
with him. They stay one month, then they go to Ethiopia and stay and then they
may come to USA.

Eve had to leave her father and brother behind when she came to the US. She said
she cries often missing them:

It is difficult. My dad and big brother are in Africa. It is very difficulthen we

think about it we cry. It's very difficult because sometimes we think how they

were coming. Always when we was in refugee camp we have 5 groups come.

Then the government of Tanzania say that we have to leave. They takegjgzrefu

camp and after three month they say you have to go back in. That's what it’s like

for them in refugee camp. They moved 3 times in one year always to different

camps. It’s difficult to communicate. Sometimes they email us and thaysca

through phone Saturday or Sunday. It is a very short conversation.

The tone of the conversations turned solemn when participants shared about

leaving home and those they loved. These wounds were still affecting themoiibesgt |

for those they left behind.
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Loss of culture and devaluing of heritagarticipants also described the
difficulty with cultural confusion and losing touch with their heritage as thegitraned
into a new country. This proved to be more challenging than anticipated. Cultisre at i
simplest definition is how we do things. Culture is what tells us how to live. hedefi
how we should greet our teachers or friends. It tells us how close to stand to one another
when we speak and whether we should look one another in the eye. It even tells us what
we should eat for breakfast. Culture defines values, and you learn it by living it.
Consequently, culture is always evolving and can be quite different even among people
living in the same country. Culture is something that can and does change, gspeciall
when one lives in a new culture (Jenista, 1996).

Heritage is similar to culture in that it defines aspects of life howéeeitage is
different. Heritage is what one possesses as a result of birth. These arenttioge t
cannot change. It is genetic background, how one looks, and one’s ethnicity. It also
includes the history of the people with whom one shares those physical traits. Many
people know little about their heritage but none the less it belongs to them. If eanower
classify people just by their heritage one would be stereotyping (Jenista, 188&@a1®
possess a certain heritage but share none of the cultural traits that people likatg i
country possess. Several participants reported about cultural and heritggkestas
they transitioned to their new home and school. There seemed to be an overall sense that
their peers and teachers did not much care about their backgrounds. Eve reported,

“Sometimes they care about my culture. But mostly nobody care. Just ffarardi”
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Nuk missed her familiar holidays, “Here when it's a holiday it’s just a normal
day. But in Vietnam we have no school. | go to different place with my friené. Hest
stay home. We have no car. If you have car you know where to go on Vietnam Holiday.”
She also missed her language, “I sit in class and | remember when |sgasahin
Vietnam. We like, | miss talking in my language. The other students theydaungh at
my desk when | talk.” She also experienced loss in adapting to the food of her new
school, “Because pizza, first time | come | didn’t know how eat. | say why geetidhe
food? And have a lot of sugar. People drink Coke a lot. But my family like Viethamese
food and water.” She also experienced confusion about what to do when she was sick, “In
my country when | am sick they can make medicine for you by vegetable oBfrtit.
here you need to go to hospital. When you sick you confused, don’t know where to go.”
These are examples of cultural issues that typical American$otaggented in their
daily routine. However, they proved to be problematic for this group of refugees. Mloa
recalled the difference in her faith now that she is in the US:
Most people when they in Vietnam their faith is really strong because they know
they are under persecution by government. They want to get away frora that s
their faith is really strong. But here with the freedom their faith has beowak.
Because they always ask God to help them to get, you know, escape from the
government from persecution. But over here when they already have freedom |
see less of them come to the church. Sometimes before | used to work in
community outreach with the church and we been helping with refugees who
escaped from Vietnam. Over | think it's over 2,000 montagnard people who came
in 2002, but it’s for religious reasons...freedom. My faith, | think it's like kind of
like get weaker. | think it's due sometimes personal stuff. Like back were
usually work in our own time. We do anything we wanted. We worship on

weekday not always Sunday or Saturday. Sometimes Wednesday or Monday. We
control our time. But here time is just the time. Here our faith get weaker.
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For Nung, she missed playing with friends and holidays:

We go to movie, play games with my friends, play video games, and festivals.
They have festival. We go to festivals on certain days. There is thisfasti
Vietnam. It’s called, it has something to do with the moon being full we hang out
there. | miss that.

H Dek and Kin described what it is like to be caught between two cultures. The
transition created a cultural identity crisis as they attempted to hold orgashehile

embracing a new life.

Now the problem we have is your parents want you to learn English be good and
successful. So you learn English and they forget about the old culture. So here |
am. | speak English everyday but | can’t communicate with parents at Bome
teachers should tell kids to practice their language at home. You don’t want to
forget your own language. (H Dek)

For some culture if you lost your elder you gonna lose culture. It might bewome
full blown American culture because a lot of us are losing a part of thexltl
little. 'm losing it and | like to think I'm pretty well educated about thait Hill

| feel | lose it. (Kin)

Miriam described her inner struggle with heritage and cultural idezgjigcially

as it related to family expectations:

| would say coming here at a young age I'm glad | did because it gave me
advantage...most people from my culture think | have become American. They
say I'm losing my heritage. They don’t understand it's the way | want to.dress
Once | understand the concept of what the world is about through English,

through people around me, you don’t have to do something because someone said
so. Because culture is what people make up, the rules and stuff. Someone made
up once. You do your own stuff, you know, it’s like you gotta know yourself. And

| think that most people would be offended because | dress a certain way because
to them | losing my culture. But | say why does the culture have to be tied to my
clothes? Like religion, most people believe that if you cover your faca sign
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of respect. | say a piece of cloth should not show people how much faith you have
in God. It's about you and your God, so | think I'm a political person...yeah.

Nung described what it was like in a school setting trying to balance tnesval

and expectations of two different cultures:

Teachers think they need to get your student to be talkative all the time. They
don’t understand that in some culture for female it's not OK to be outspoken. If
you push them to talk so much it's gonna have them question their culture. To
have them talk, talk, talk, participate in everything, when you push them and they
already lower that is problem. They already have in mind what they should do in
their home life and it so different from here. When you get them to changst so fa
and quick into American mainstream culture | don’t know how they handle that. |
had luxury of being young coming here and slowly assimilate myself intareul

If a student doesn’t want to talk you can’t always get them to participateore
aware that even if they are in this classroom they are not fully here. Sleepart

that you won’t understand until you really know that culture. Some Middle East
girls may not always be open to sitting next to boy because in their mind they
should be separate. Western culture is about yourself, the individual. Non-western
is about sticking with family and friends. | see girls in high school who have been
here a long time and they’re still quiet and shy. You can’t force them tctive a

all the time, not because they don’t want to because they don’t know what to do.
At home that's what they do. You come to school it’s different. We were told
every time you walk in front of person you bow down. People used to say what
are you doing? There was nothing wrong with me it was just a sign of respect.
Eventually | see that my classmates weren't doing that so | stogotitsto help
them along the way but when you just push them too much it's bad.

Kin also described the tension she felt between becoming too Americanized while

also trying to maintain her roots to meet family expectations:

Coming here wasn’t that easy for my parents because when there were school
dances, prom, ROTC, and when we had the military ball my mom didn’t want me
to go one time. It was so horrible. It's at night and there will be other peopde the
and she sees at dance just kids together no teacher. Some things she didn’t
understand. | didn’t play sports. | didn’t go to any games. They are so afraid and
they always tell us think about what you do doesn't reflect on you it reflects on
them. They got that embedded in us so bad.
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My parents worked second and third shift. When my sister was at college
in small town you can do whatever. | didn’t want to do anything | was so scared. |
worked hard back then getting A was best thing. If you get that then my family
was known for having good kids. No drinking, no smoking, no drama. My parents
said that and we always try to maintain that. It was frustrating. Thene eertain
things | wanted to say but | didn’t because they are my parents. | shoalgn’t s
that they think | was different anyway. Even now there are certain thipgs m
sister and |, my parents don’t really know what we do in our personal life. It's
sad. We still try to maintain that image. We don’t have boyfriend. We aren’t
married. We don’t have kids. Even now my family still known to have two good
daughters. It's hard.

Especially for me | am potential artist. | want to do research withamyili
men to try to explain that to parents they wouldn’t understand that. | was
psychology major. First to explain | want to study people they don't get that. T
them good job is doctor or nurse. You have to have a purpose to do things. That's
how my culture is. Just to do things they don’t get that. Even now I'm starting to
lose some of my translation to certain words in Loas. | don’t know how to say like
concept of getting master degree. | don’t know how to explain that to parents.
There isn’t a word for that. There probably is but | don’t know that. | know I'm
starting to lose some of that as | get older. Being away from parents we don’
really get to go to ceremony in Temple because we work all the timeddt |
know it is fearful. | gonna lost that especially if some of the old people pass aw
There are important ceremonies: married, first kid, bless first house. We don't
know what will happen when my generation gets older. We starting to lose some
of that really.

When | probed Kin for a solution to that problem she responded:

| don’t know because me personally | don’t really know. | don’t see myself as the
typical housewife. Typical Asian women when you go to the temple you cook and
clean like that. At the same time my parents think that when | go home we gonna
teach like that. | think there is so much more and you still want to maintain your
culture. If | stay here | don’t know, even now one foot out and in the door. Some
of my American friends don’t understand some of the things | do in my personal
life. There are certain things the way they are and we don’t question that. | hope
my parents will be more understanding. How do you tell your parents | gonna
leave when | graduate and do something else...become more Americanized?

Caught between two worlds, their former culture and their new culture,
participants struggled to discover their place in the US. Nung, Miriam, H Dekiand K
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have been here for more than ten years. They are all now adults yet tretsustijle

with who they are and how they fit into their families, into their heritagep, and into
American society. Sadly, they do not know the answer, nor do they know where to begin
in finding a solution.

Academic related difficultiedll of the issues raised thus far have impacted this
group of refugees’ transition to American schools in some manner. In ced&nades,
participants specifically spoke to academic issues that directitedf¢éheir new school
experience. One such issue was the sense of being lost in class and the feeling of
hopelessness that created. Their stories demonstrated that teachatsinglittle to
support them at their language and academic level. Little modifying téraoor
strategies was employed to help students access the content. Kiedrbealexperience:

The only time | hated it was when we had to write. Gosh | hated that. And the

teacher, | remember we had to write a paragraph and | didn’t get the cdvatept t

the paragraph doesn’t run all the way through. | didn’t write well bedadida’t

understand the English language concept.

Nung told a similar story of struggling with the language and receivingtbtte
modifications in the regular classroom:

If teacher talk to me | just have blank look on my face. | don’t have a clue. Only

after two years when | read the story | can actually understand thestbaple

to answer the questions. They had a really good program in ESL class. But like,

remember my language arts class. You know, you go into regular class, then we

go into ESL class, and then back into regular class. The language difficult
especially language arts we have to do a lot of reading and writing. Those, |
struggle a lot. Eventhough | can speak the language for two years itrstill ha

When | speak the language after two years | still struggle with ¢hedrids. |

can’t answer the questions because | struggle with big words. My msash icla

remember this teacher, she give us work but she didn't really explain it to us
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clearly. My learning is different. | cannot learn by just listening bseaf
language problems. | have to write things down and see it. She was doing the
problems very fast and | couldn’t catch up with it.

Mohammed also struggled:

The teacher says if you don’t do in class do at home. All of this is difficult

because they speak fast. | say | don’t understand | don’t write anythisigdiye

her the paper. You can ask if she speak fast you can ask her | don’t understand. If
you don’t understand anything and you ask her, then she gonna stop. Then she
gonna talk to you and explain. If you no understand and you ask her again then
she say the students they gonna laugh at you. She gonna say take it home and do
at home. | just say | don't understand. Then she explain again and | don’t
understand. The other guys they are laughing at me they say he have a.groblem
think | say forget it. Don’t help me | gonna do by myself at home. One day |
decide to not go to school. | gonna stay home all the days I just say | don’t want to
go to school. I no learn anything. | just sit on the table on the chair and I look at
time. When its 2:45 | go home. | just wake up in the morning | learn nothing.

Mloa faced similar struggles with what she perceived was little to no support:

| hate the most going to class and doing work and | don’t understand a thing. I try
to say something to the teacher and it seemed like the teacher did not understand
me. You know how they put you in homeroom there was no one who could help
me. | was very frustrated and in my math class | didn’t have any Asiamstaode
there at all so | was having problem. In Language arts | struggled inbibeaase

| had to do a lot of work and didn’t know how to do that.

Eve recalled a time when she was able to complete the math assignmeat using
method she learned in her country; however, the teacher told her it was not correct and
made her do it again:

Every main thing we do in math class | finish in my country. When | do like in

my country sometimes they say it's wrong. The answer is same, but betaus

English | forget one thing so | do like in my country, so the teacher says it's
wrong. Sometimes she say | have to follow the way she teaches.
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Nuk recalled time when the teacher did not know what to do with her:

When | was in middle school that is when in English class everybody just come to
class and sit and the teacher sit and come to class and work. The teacher knows
that | don’t understand and she don’t give me the work so | sit there a long time
and do nothing.

Not only was the workload difficult for participants, but the student behavior

posed a challenge. H Dek remembered the pressure she felt from her Amenisan pee

All the other kids who have money or have so many things they make the refugee
and immigrant children feel they are less. They even put pressure on us and we
don’t have courage to do better because we think | have nothing | can’t do better
so | give up.

Julius witnessed many fights among students in his school. This brought back

painful memories of home:

Many time in day they fighting. | scared. | am scared because | danttpeople
fighting. | remember the day some students they like they don't like peopte fr
other countries. | with my friend from Sudan and we have to go home they tell us.
We have to go home. They wrote a letter and they put the flag on it, and they
write. They said they don’t want the people from other country. | scared because
when we was in my country and the student they do like that, the other student
they writing, and the other student they die. At school they fight at school and die.
They use the knife and gun. They fight because the student they are Hutu and
Tutsi.

Participants recounted stories of struggling to keep pace with their Aameric
peers with little support from school officials. Immediately holding them tednge

learning expectations in all classes is unrealistic. They cannopketed to achieve at
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the same rates unless modifications or supports are put into place. Partiggrants
exasperated by the challenge, yet they did not give up.
Hope (Success)
While participants described many struggles associated with toamsgito
schools in the US, they also shared that one can be hopeful. In spite of all of the
challenges, they recounted great stories of success and the reasonstarcéss. The
academic and social success stories were due to many factors, but oncedge
themes emerged as each participant told their story.
ReadingLiteracy is a major issue for many refugees arriving to schools in the
US. All participants except for one had experienced years of missed schoahngad<
the only participant who did not experienced interrupted education because she began
school in the US as a kindergartener. They all reported being below grade ieazling
and most reported they were not literate in their native language. Mloa said:
| have never learned to read and write in my own language so now | have to |
guess | kind of look through Bible that's how | pick up language. Other than that |
have never had formal training or study in my own language. | just read Bible and
learn | guess.
Miriam shared, “US was first time learning to read.” Academicasg hinges on one’s
ability to readand understand the content of text. This is a double challenge for those
who not only are learning a new language, but simultaneously are learning hew to re
and write for the first time. Mahmud shared, “The reading is easy but to tamtktse
guestion is not. | can read but | don’'t understand. So if | read | can’t usnktbie
guestion, so how am | going to do work?” The challenge is especially difficulidse t
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who begin the literacy process at an older age. When H Dek arrived to the USshe wa

placed into third grade and had missed foundational instruction in how to read:

Spelling was such a challenge because English speaking is hard enough already
then you need to comprehend how to spell and read. So that’s really more trouble
and adds another pressure. Then | think that to go to kindergarten and first grade
they teach you the sounds. | never got to learn the sounds. I'm thinking, oh they
could teach me that so maybe it would not hurt for someone who has not been
learning the sounds. When they first come teach them all the sounds | think that
will help and that will help with remembering how to spell and how to write and
read that.

When one cannot read text a feeling of despair occurs and learning is greatly
hindered. In spite of that, this group of refugees shared stories of successcoynavg
this challenge. The participants who were high school students were stileexpey the
struggle and could not comment on which strategies were helping them to become
stronger readers. However, each of the adult participants were in careen®e students
at universities requiring strong literacy skills in English. When | inquibsditwhat
helped them to overcome their literacy challenge they shared the follsteimgs. Nung

shared:

That came in eighth grade so after two year | can, when | read the séory |
actually understand the story and able to answer the questidiked.my ESL

class because my teacher would read story about student from different country
when | can’t read. | can relate and then they tell story of how they become
successful. That inspire me a lot. That make me want to read. They h#g a rea
good program when if you are in ESL. You go to regular class then we go into
ESL class. In the language especially language arts we have to do abdingr

and writing and nobody tell me how. Those, | struggle a lot. Eventhough | can
speak the language for two year. The ESL teacher write words on board before
the story and teach us what they mean. Then she read the story to us and then we
read with her. Then we can read by ourselves. She help us sound out word and
understand what they mean with picture or sentence or dictionary.
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Nung needed vocabulary instruction in advance of the reading. She also found
that reading stories related to her interests was meaningful and inspitediaat to
learn more. In addition, her teacher taught her how to find meaning herself through
context clues, pictures and using a dictionary. Explicit instruction about restdibegies
such as these in addition to basic phonics (sounding out words) gave Nung the tools she
needed to be successful. The other classes expected her to already @l ariegrade
level with no assistance. That is why she struggled with the reading aimdjwrithose
classes. The content was not modified to meet her needs.

Miriam never attended school in her home country. She was illiterate and began

school for the first time in fifth grade in the US:

One of the main things that really did help me was to focus on reading. Nobody
really sat down with me to show me how to do it. This is how you pronounce
words, this is how you read. If it did happen | would remember. It takes a while to
know to understand the concepts of reading, especially in another language. |
think one day what happened was one day when | was in 6th grade | found a book
and | just start reading it just for fun. But after | start reading it...random
books...random books it helped me with more English more than the ESL classes.
| remember one time thinking I will never get the hang of reading or gritin

think that was one big thing that helped me think about college. When you don’t
know what's going on, but in America all that you need is written right before

you. All you have to do is read it. You have to know what its saying. | think |
learned more in the past years that I've been here just for myself re@datg

help me a lot, and that for me it worked. Maybe it won’t work for others but it
worked for me. I'm not the best student in the world but if | can read a book like a
novel or something, that’s how far | got just thinking | would never finish a

chapter. | got the concept of how to read just from reading. | start thinking about
college I start knowing what is that thing | always missing? Knowing wthere

world was and how to get what | wanted now | have that feeling...you know?

For Miriam, reading opened the door of possibility to her. She not only grew in

her language skills but her personal confidence and dreams for the future changed.
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Simply by beginning to read, even independently, she altered the path of herdife. T
was her inspiration to attend college.
H Dek told a similar story. Like Miriam she did not tell the tale of g&rplicitly

encouraged to read by school officials. She began that process by accident:

| said, OK if I don’t have any children | should go to school and maybe get my
GED. So my cousin introduce me to romance novels. That summer she came to
visit me and she brought me some books and within that summer | read 200
romance novel books. Before that | registered for GED class it was bohieayg.

don’t teach you like high school. They give you the book and you work on it. If
you have questions you ask me. Then | had many questions to the point that | feel
like maybe this is not for me. So | quit GED. Then after | read the books | came
back and | gonna try again. | took the placement test and | had jumped from 20%
to like 90% in reading comprehension. The teacher said H Dek what did you do
over summer? | said all | did was read 200 romance novels. She said you should
go try to take the test. So | went and | took the test and | passed the reading no
problem. Then we did the English practice one so | took the English section.” H
Dek’s attributes her story of growth to a love for reading she developed one
summer. She continued her story by offering the following advice to school
officials. “One suggestion is to encourage students to read. They canneajlist r
something that they cannot like to do. Somebody who does not have interest in
history that won'’t help them. Let them read what interests them. Wheatstd

me is the romance novel, little did | know. If you read something that is oéstte

to you, you pay attention to it. So | got my GED went to college full time.

Learning to read was extremely important to the long-term successioipaeuts.
They did not simply become readers— they became lovers of reading. Their choice of
reading material was not important. The simple act of reading causetatiggiage
proficiency to blossom. The more they read the more they learned, and the more
empowered they became to take control of their future.

TeachersMany of the stories shared to this point have demonstrated challenges

faced by participants in the school setting. These challenges rangethé newness of
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the system, the poor treatment they receive at the hands of their peers, ackldhe la
differentiated attention they received in class from teachers. Though scmodifficult,
participants shared many positive experiences as well. When talking bbsuictesses
of being in their new schools, they overwhelmingly described one criticakate That
critical piece involved a teacher who took special interest in the particdpargpired

him or her in some manner. This special connection was demonstrated in twéiaseas.
they described a teacher who went above and beyond to help students as often as they
needed help and in as many ways as possible. They described a teacher wkoegerse
until participants learned a concept no matter how many times they had t@aigex
something or find an alternative strategy until they understood. The other, agpehtis
related to the first, was the relationship a teacher formed with the studeictpBnats
expressing this factor talked about feeling loved and cared for. A sense oingurtas a
critical factor leading to their success and overcoming the myriad of tssiacheir

path.

What follows are stories shared by participants which highlight how a particul
teacher or school official went out of his or her way to ensure learning happened. |
believe the power of these stories speak for themselves and need little amakgiare
presented as a continuous string of stories with no analysis to visualysieate the
power they convey.

If I don’t understand ask teacher. | don’t speak English. | mean in my school they

put in class and you can't learn like American people. Language is tamiffi

One class was with other refugee students, we learn together. The teagher the
gonna help you. You don’t understand, she gonna help you. She ask all time do
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you understand? Do you understand what | say? She do this all the time. | learn in
that class. (Mahmud)

Whatever | try to say the teacher try understand me. She’s really helpful.
Whenever | ask a question she is patient and she explain to me that. Forime like
don’t have any other thing but | just have difficult with the language. So when |
didn’t understand | ask to her and she just explain to me every time | asklto her.
think that's it. She really helpful. (Sa Sa)

Most classes not give extra help. But English class she explain a loh indghat
class. She help a lot, explain to me a lot. Like me, the way she teach, she use
different ways to teach so if | don’t understand she use different way so |
understand different way. (Ali)

She like, everytime that | do a quiz and | don’t have a really good grade she gonna
help me and tell me stay after school and give me another book to read so | can do
better. Which 1 did. | had A plus in her class. She really sweet and alkyags

help me. (Mloa)

In computer when we are going to computer class we are first studentyand if
have a homework it's computer but that teacher say if you have any homework
you don’t understand | will help you. Always he helps us...he help us. Is very
important for me because he is one who helps me in everything | have. If | have
some problem for school or at home or at wrestling team he’s one who help me,
and then if | have some problem about something they ask for at school but |
don’t have I told him and he help me for many things. He comes to home to visit
us, then he helps us. He help my mom find a job. He gonna help my sister to look
for a job... he told us the good way we can be, how we can go to college, what we
can do at school. He told us how can behave and how can be good at school and
at home. (Julius)

Sometimes she use body language. Yes, too she use the dictionary English and
my language, use body language and she talk slow. When | speak a little English |
tell her and she try to help me. If | have problem with other class arndhétedhe

can fix it for me. | ask her for extra time on my work and if | don’t understand |

can ask her and she can explain more. She most like give attention aisike.
guestion in class but she pay a lot of attention to me. If | need help she will come
and help me...all the time. (Nuk)
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There were a few teachers who really really helped me. One was mya8éh gr
teacher. She really wanted me to be successful in school. One came along when |
was in middle school. The ESL teacher and she helped me. She break it down for
me, how to write stuff. Like when | write, | like to get into detail. It wascHjme

She was the first person to say you have potential in writing. (Miriam)

| remember high school because that's when they learn how to write essay
because in college you have to write many essay. One of my teacleethghar

most patience ever. | remember my grammar is horrible. It's funnybedthey

try to put me in ESL but still | was taking all advanced AP English. | understood
English but for me to write it out was difficult. If | read a book | can understand it.
They say she gets it but the writing is hard so she sit me down and help me with
that. She may have saw something in me that | was good at this but | cannot write.
In high school she do more for me to learn language. Maybe that’s why now |
don’t remember doing much writing even in middle school. They just use red pen.
| hate red pen. In high school she help me she don’t use red pen. | don’t think |
gonna use red pen when | am the teacher. (Kin)

The vice principal said I'm going to make this work. | never forget hernguri
recess she would get me and | would go to her office and she would teach me
English. I would learn English through her. Then, there was no ESL class but
after three months my level was already up to third grade level. But eatgus

math was so much higher than third grade they decided that they should pair me
with someone in 5th grade and then my English was still not good. At recess she
said if you want to stay | will help you instead of you going to play so w& wor
together. Then the vice principal would tell me colors and words and adjectives.
So | did get special treatment. But that helps a lot. | think too becausachgite

paid attention to me. She would say if we had to do exercise she explain to whole
group then she come to me one on one and she would explain to me how to do it.
We did couple example together. She come back and check on me. | think she
explain it on a one on one and explain it to the whole group that helped a lot.
Even now | am taking college courses and it is hard. My English is so mueh bett
than 20 years ago but sometimes when they put it into words it can mean so many
different ways. They sound the same but they really don’t. So explaining one on
one separately like she did really helps. It helps when they pay moreoattenti

you at the beginning. We have to have caring teachers. | was at a low pdlint. | w
forever remember my vice principal and teacher. Because of them | am here
today. Because one on one they focused on me. (H Dek)
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One can conclude that teachers putting forth time and effort certarelyaloaut
their students. While that fact was not mentioned explicitly in the precetingss

participants described the importance of that connection in the stories that follow.

The first day | came here | did not speak English. | went to high school and met
my ESL teacher. | like her a lot. She is a caring person she helped me [®arn a |
and she gave me books to help me study hard to achieve my goal. So when | was
with her she was a really good teacher and my counselor at the same time. She
really sweet and caring person. | remember the first time edtatthigh school

she took me everywhere because | didn’t know which way to go, to cafeteria to
bus. But the other students, the teachers didn’t do that. But to me | was like her
child you know. But you know, the first time you don’t know anything it was not
embarrassing when she do that. (Mloa)

From beginning one teacher praise me for my art work. | remember | did a
drawing of this girl when | was little. It was in the library. Tkar praise me for

that. That was nice. That was really nice. They encourage that. They paitme

of class to do some drawing, to do that some more. They have faith in me. | never
have that before. (Kin)

It was the fact that you could tell she really cared and she wanted you to do well.

No matter what she did, if you could speak English or not you knew she would

help you in class. She would help you learn English. She never really got mad or

anything. She tell us how to do the basics of how to write, how to read, how to
speak. So you know, she cared about me. The most effective teachers are those
who formed a relationship with me. (Miriam)

Special connections between teachers who gave of their own time to ensure
participants felt cared for and understood the content made a major difference in thei
ability to succeed. The extra help came in the form of additional explanations or support
in the classroom, home visits, after school tutoring, or conversations of encouragement.
The power of this one inspiring relationship was enough to help overcome many of the

challenges participants faced in their transition.

105



Personal determination to succeddhe final theme related to why several of
these refugees were able to overcome the challenges of transition inteadnsehools
was their personal determination to succeed, “Being a student here you havetddry h
than an American kid because of the language” (Sa Sa). | was inspired Ipetkeiral
drive and ambition. Their source of motivation was sometimes encouraged by family
members, sometimes encouraged by poor treatment from peers, and other tmag it s
came from within. Regardless of the source, they were compelled to succeedgam;
the power of these stories speak for themselves and need little analysiard hésp

presented in a continuous string to visually demonstrate the power they convey.

| remember after the last episode in Thailand when my dad say we go to America
It's gonna be a safe place nobody can hurt you we will be protected. So you have
high hope you are going to a better place and you don’t see any of this anymore.
So you come over here and you thinking this going to be great where | have the
chance to be somebody that | can’t be in my country. This is my chanoe so y
don’t have that fear anymore. Maybe every family is different. For maulsec

my dad and my family always assured me | would be OK. You need constant
support and love from your family to make sure that you are going to be'lfine. |
sure they have hardship that they don't tell us about. I'm sure they have hard time
with memories but they don’t show because. They always say look we are so
much better than we used to be. (H Dek)

My mom always tell me to do my best in school and plus my parents were not
educated. They could not afford to pay the money to go to school. Back then
really hard to get money to go to school. Plus the parents back then didn’t allow
my mom to go to school. She said that if girls go to school the people going to
throw them to the sea. My dad was an orphan since he was six and his parents
died when he was six and he had two sisters. | came from really poor family. My
dad raised his sisters and he had to live with his uncle and his two littls.giter
drop out of school when he was in 2nd grade. He make sure we do well in school.
(Mloa)
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The first day | got here | saw kids going to school. | tell my dad | wagt to

school now. | came in May but | had to wait until August. My brothers and my
sister we were eager to go to school the moment we got here. My dad tells us we
should stick to education. This country has better opportunity than Vietnam so |
think education is very important. Once you graduate you can go to college, and
once you go to college you have opportunity to go to many places and have many
jobs. You have more opportunity here. | like it here a lot because the opportunity.
My friends and family members back home they have doctorate degree but
because they are minority or different ethnicity they still have stgreahat

they're not good. They can't use their degree. (Nung)

All the students they speak too fast and everything. Always they say oh my gosh
why you come here you don’t speak English? We say it's OK, but now when we
walk in class they get like F and we get C. They say wow. They say doot

speak English you can’t do what you want (laughter). I'm very happybeca

when | come here everybody they scare us. They come to talk to us. We say can
you speak too slowly? They ask us where you come from? When we say Burundi
they say where is that? And my brother say you will know that country when we
have test. When we have test you will know that country. When we have test they
have F and we have A. My brother say I think now you know Burundi (laughter).
(Eve)

| remember one time in PE class that’s the first year | attend schoohhége |

didn’t understand English or what the teacher was saying to me. So | took the PE
class and the American people make fun of me. So | say | gonna try my best to
learn English and | achieve my goal. | was out of ESL services one arfd a hal
years later. (Mloa)

You want to be the best. The challenge for me was reading and writing English. |
remember if | could just improve this part | would be so much over here. You
want to be the best. In our culture, level of education and fame and money are the
top priority. They concentrate in math. You want to be the best there is no second
best. | am aiming for first. Even if you aim for first you still maytbeee, four, or

five. We always strive for the best, for the top. I think a lot of this depends on the
parents and also the culture. Some parents they don’t care what the children do.
They sort of neglect their children. | can’t get anything more thanlthaty

family my dad sees the potential in me. That had something to do with it. They
always find the best in me. They want me to be the best. (H Dek)
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| was just excited | was learning. Maybe it was because | wag bdenied the
right to be educated from really young. | always wanted to go to schoolfeven i
was mosque to learn Koran but my family said you can’t go because we don’t
have money. There was always some kind of excuse for not going, but | always
wanted it. | didn’t care how hard it would be as long as | was there. leathg r
excited when | first came here. | took it really seriously but | knew thaiatidn
could take me far but | didn’t know how to get there. Maybe it was because | was
denied an education. | always questioned why | couldn’t do this. Why? Why?
Why? You gotta give me a reason, a reasonable answer. Some probably struggle
with idea that | succeed. | always wonder why can’t people who were b@&n he
just why can’t they do it? Why can’t they take advantage of it? | alwaysier
that. | came in and they have this advantage over me and | am at the san® level a
them or above. Some respect it. | always have a thirst for learning, evathin m
my least favorite. That effort | put in, that extra step | take to undek e
problem that’s what gets me close to my future. (Miriam)
Participants were motivated by a number of factors to be resilient andgrerse
their new setting. Each story is a testament to their strength and williewecThis is
further evidence that refugees are important sources of information regdu@imgwn
experience and have much to offer Americans and the American schooling.syste
Schools need to encourage their refugee students to be more active in shargtgribei
and dreams so their peers and school officials can learn from their example.
Advice
For the second research question | sought possible solutions for school leaders to
implement to ensure that refugees adapt to the American schooling pramedssons
were drawn from the stories shared up to this point. In addition to what can be gleaned
from those stories, participants explicitly shared advice with school leatiéns can be

grouped into two main categories: advice to teachers and advice about helpingsrefugee

navigate the cultural and heritage challenges. Their feedback follows.
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Advice to teacherddohammed advised:

The first thing sometimes they need to be strict and sometimes they ghn lau
with you if something funny. They need explain to you. They need find a @y, t
way you understand. They must find out how you learn. They must ask you and
speak to you. They must discuss with you. They should ask you something to
know if you understand. They need speak to you and ask if you understand that.
They will tell you something if you haven't understood. They will keep you if you
didn’t and they will explain things to you so you do understand.

Sa Sa also had advice to share:

They have to be patient because it's the main thing because the students we’re not
speaking English. Like we don’t have no English like that so they have to be
patient to explain it to the student. Then they have to teach them how to say that
with patience because some student like they didn’t got it when you said one time
Like when you teach one time one word you have to repeat so they have to be
very patient.

Yung felt that concern for students was important:

You have to care about them, just do what you can for them. Even if that is hard
for the teacher. They are scared and don’t really know what’'s going on. They
need special help, a special school or class that can help them learn about school
here. That's what they need.

Ali wanted to teachers to understand that students need to talk:

Some people they keep it in they don't say it if they have like problems. They
can’t tell some of them. Some have problems and they need tell teachehsefiow t
feel. So it's like teachers need to talk to them. | would want to know like why he
is angry.

Nuk advised on cultural understanding:
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The first thing | think they need to know about the background and different
culture and background. Some people their tradition is different. For me | don’t
mind. | respect the other people culture and traditions. For our teacherseley ne
to know more about the students’ background and to be tougher with them and in
classroom they need to put the student in pair who came from different countries
so they speak in English. If they stay in same group as their country they won’t be
able to learn English faster. | learn from experience myself, mg¢eact us

together all we do is talking in our language. We don’t do our work. So you want
to achieve and you have to get your work done.

Others wanted teachers to help students understand their new environment.

The first thing is to help the student get more involved with American school and
American culture with their English skills as well. | think the teactesds to put

the students in different country pairs to force to speak in English and to do their
work and achieve their goal and encourage them to stay more in school because
most student don’t feel like going to school. We need to encourage student to go
to school and work hard and give something to study. (Mloa)

Parents in my culture, the mother is very reserved. Yes of course the mather le
everything the father follow, still she let the father take control maybe go to
meetings. The father do that, mother do housework. Sometimes when it comes to
having conference sometimes they (parents) feel like do | have to go? fehere a
activities going on in school if I go | will be left out. | don’t understand the
language. The moment they see a person who speaks the language and helps them
they feel comfortable. They need interpreter. When interpreter was irneocde

a teacher said the parent had suggestions and ideas to share. Before he was
reserved. Asian parents don'’t feel like they should get involved in school. They
have not made the transition. Even if they have been here for 20 years teachers
need to help parents be more involved. (Nung)

If we have the family involved, then for students as much one on one that we can
is important. Focus on the ones who are the most quiet, they are afraid of talking.
Because if English is not good you feel ashamed of talking. Teachers need to
focus on the ones who are more quiet. | want to earn the trust with children. If you
build that trust they will come to you for anything. | want parents to fetttiea

children are at the right place. Teachers need to reach out to parents too, build that
trust. (H Dek)
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Some of the advice shared by participants relates to how teacherg mwitdrac
students. Other advice relates to instructional strategies and classnochorst
Participants also advised on how to involve parents. School officials must enable these
important stakeholders to offer input regarding their schooling experidmnse nvaking
policy decisions.

Advice regarding heritage and culturarticipants also advised on how school
officials can help them navigate the heritage and cultural issues theY feyeshared
insight regarding how educators can be more sensitive about honoring their backgrounds
and celebrating who they are. Julius shared:

Call the teacher and make some law. We gonna have project in class to ask

students how things are going in their country. They can discuss the cultures.

Then we will get together with teachers and check with some people from the

other countries and we will talk. We gonna show the good things from our

country and learn the good things from other countries. We gonna take the
students and the teachers together and learn.

Eve encouraged multicultural presentations:

We could have one student in all cultures who can talk to class. If you come from
Tanzania you can choose one form Tanzania or Mexico to be the leader of the
people who come from there and students can go to them and learn about their
culture.

Miriam saw the benefit of getting students involved:

If you have someone from another country you don’t know, do something about
that country to let them know we do know something about your country and you
can tell us more. That's always a good thing. Have them talk about their country.
Maybe in an ideal world if you have a student who is not doing well, the teacher
spend more time with them more one on one. You know, | don’t see you as a
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collective. | am still well aware of you as an individual, to not be ignored. Just
give us a little attention and make us feel like OK she knows who | am. I'm not
just a new student, not just that student in class.

Nung shared:

| would have the international day to get parents, principals, teachers to come.
Invite principals from other school to come to our show to see how the differences
diversity at my school. Say greeting in languages, do food tasting, pot luck stuff
dance from different country, you know like that. Maybe for each country | would
make a slide show for each country to show where the country is, maybe get a
little story from each student. The story can be how they get here, \abahsg

and have slide show put some pictures on it. Let different people see how that
country is what language they speak. You get the picture. | would offer anything
to promote diversity because we are diverse. It's good for us to learn about each
other.

The advice shared by participants gives school leaders much to consider. Nuk

summed up the advice of all students in one phrase, “Tell the students everybody is equal

and they can keep their culture.” School officials would be wise to listen to heeadvi

and allow it to inform their practice.

Summary

This chapter provided a forum in which the stories of select refugees veede he

These refugees’ stories spoke to the influences which impacted their ateuiturto

the American public school system. In addition, participants provided advice to school

officials about helping other refugees adapt to American public schools. Tdraiss

were based on individual lived experiences. Their stories were differemtdiegp®n the

circumstances they faced, and at times they shared themes. Consequenthy antbe

able to draw black and white conclusions nor prescribe clear implications for @ractic
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with all refugees. However, a dialogue has been started and needs to dbsthaels
are to best meet the needs of refugee students. Implications for pratiteoigic of

discussion in chapter five.
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CHAPTER V

INTERPRETATION OF FINDINGS

Introduction

This final chapter focuses on the interpretation of the research asds eldhe
research questions, “From the perspective of refugees, what are someatiettie s
educational influences that possibly impact refugee acculturation into tbacam
public school setting?” “With regard to the perspectives and stories sharef dggeas,
what should school leaders be doing to ensure their adaptation to the American schooling
process?” | interpreted the research findings from interviews, y@iared documents
shared by thirteen refugees. | aimed to draw conclusions from the databyidetg
what it all means and what is to be made of it (Wolcott, 1994).

The data presented in Chapter IV provided a detailed description of the
transitional experience into American schools for a group of refugeesefligees
outlined what life was like before arrival to the US, as well as what afelike in their
new setting. There are many implications of this study not only for the temtuca
profession but also for me, the primary researcher. Those implications@ures#id in
this chapter in addition to making recommendations for further study. Concluding
statements were made regarding the time | spent with each partenohwhat this

research means to me.
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Why is This Research Important/Significant?

This project is significant because it enabled 13 refugees to share thes. stor
Extensive research exists reportatgputthe refugee experience in American schools,
but a scarce amount empowers refugees to be the source of data. The abeseceabf
from the perspective of refugees represents a large vacuum in thergefdtis study
provided a forum for the voices of refugees to be heard in addition to creating acspace f
the reader to create meaning from those stories. This is important igeesfhecause
they have often been told their voice does not matter and they have nothing of value to
offer. This mind set began in their home country where they had to flee for various
reasons. It was reinforced throughout the process of obtaining refugee istaliveg in
camps. These refugees had spent a large portion of their lives surviving andtbgaag
the next day. This study provided a space for them to shed the demeaning perspectives
others had held about them, and empowered them to be heard. Not only was their voice
heard, but in this study the guidance shared with school officials consistsrofdice
alone. This demonstrates they are valued stakeholders in the educatiorsd prattheir
input is meaningful.

In addition, the literature speaks of the refugee experience in distincbicaseg
such as trauma, learning, second language acquisition, and culture. One assurties fr
research that these characteristics are independent of one another. Ths study i
significant because refugees shared about the interconnectedness of iiet difjgects
of their experience. Through their stories, one has a much deeper understandiing of the

condition. Whereas the literature speaks of trauma, war, and loss in gemesal te
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participants in this study provided and in depth understanding of the specific episodes of
trauma they endured as well as how that affected them at the moment of traliate @

in their lives. The refugees did not simply report about these events, they invited the
reader to experience them through storytelling. Consequently, trauma was reut inew

this study as an abstract term but as the reality of specific eventisatisadired in the

lives of these refugees.

Likewise this research does not simply share about the possible schooling
challenges refuges may face. Participants provided detailed insigHteirtoeal life
experiences of being new in a school. They did not generalize what experi@yces m
like for refugees as the literature does. Rather, the refugees tetspecific instances
of transition and shared the realities of their challenges as they expdrtbeen. Their
input was explicit, and more credible than a report from one who has not personally
experienced the transition firsthand. The voices of refugees connectechallhafiables
that impacted their transition helping the reader to understand that one cannaitsegme
these issues into independent categories. This line of thought is missing franréimé c
literature.

In addition, | believe providing a forum for their stories to be heard is aiseymtif
step in fostering a greater dialogue between school officials and refi@jatgue
should facilitate the creation of strategies and programs that are bedtteuneet
refugee needs. If school officials are to be informed about how to meet the @dhicati
and socio-cultural needs of this distinct population more forums are needed ithaiing

voices to be heard. To be recognized as meaningful and valued stakeholders in the
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American schooling system, refugees must be invited to share their persptiedy
participating in the creation of educational policy and programs relevantitodees.
This study provided such a forum to a group of refugees. They were viewedlas a ric
source of knowledge and experts regarding their transition whereas schoalsofiere
viewed as learners and co-creators of meaning. This is in opposition to the paratligm tha
views school officials as the experts on schooling empowering them to make top-dow
policy decisions regarding refugee learning. This study recognizegees as
meaningful stakeholders in that process.

This research is also significant because school systems, nationwide, are
experiencing difficulty in meeting the needs of refugees and other Etajlighage
learners who have experienced interrupted education. Many misconceptiiretexit
reaching this group of students and their true cognitive abilities (Zehr, 2@08¢. S
school systems are interpreting refugees’ lack of literacy skiksd@snonstration of low
cognitive abilities. However, as | have learned in this project, the lowdytéeaels may
not be an indication of low cognitive abilities. It could be the caused by a lackesfsacc
to schooling or teachers inability to understand refugee students’ needs, or any ofumbe
variables. As Kin shared, it could also be due to pushing students too quickly to respond
and behave in class according to western norms of being outspoken. Possibly students are
not participating or outspoken because silence is the cultural norm with whichréhey a
more familiar. Participants demonstrated that given the right circaoesahey can
overcome literacy deficiencies and begin to out-perform their American ipeties

process. Progress may be slow at the beginning of the school experience duepdhthe
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of challenges refugees are working through. It is extremely impodasthool leaders
to understand how deep and how wide these challenges are for refugees so they will
provide the appropriate level of academic and social support.

This study is also significant because as the number of ELLs in American public
schools increases, so does the accountability level schools will face redatigeNo
Child Left Behind standards. Due to the pressure schools face to make AYP, schools with
a sub-group of Limited English Proficient students will need to identify giest¢o help
these students achieve on state mandated tests. School officials will ngechto the
feedback and perspectives of the students themselves in order to meet those needs. This
study provides salient information for school officials to hear those voices andtander
their needs.

This research is also significant because one of its purposes is to add to the
knowledge base in the field of education, more specifically how educators can better
assist refugees to transition successfully into American public schoolaudience for
this study includes any school or community officials who have dealings wiityeref
students. This study was designed to examine the stories and experienedg of ne
arrived refugees who are current students and refugees who have alezshdyegt from
American public schools. Participants shared insight based on their lived experienc
about their transition to the US school experience. In addition, based on théiafidst-
experience, they also advised educators on what we can be doing to meet tbimegerc

needs. | aimed not only to make a contribution to the literature regardindubeeae

118



school experience, but also to provide space for refugees in the US to have voice in the
educational process.

Finally, this research is significant because an important aspect ostd8/hs
welcoming new groups into its borders and inviting them to enrich Americartysocie
Schools are working to promote diversity and tolerance of differences atoolegts.

The refugees shared salient information about how difficult it was for theantimge
valuing their heritage and maintaining their culture while acclimaarigeir new way of
life. Schools officials will learn from the stories and feedback shared kgiparts so
they can foster the creation of inclusive and accepting climates in theoalst¢hat
celebrate the contributions of all students, including refugees.

What Can be Learned from this Research?
A Rich Source of Information

This study has demonstrated that refugees were a meaningful source of
information regarding their transitional needs. They should be consulted moreoften t
understand their needs. It was important to ensure that as much data as possible cam
directly from the refugees themselves. They articulated theiriexpes, opinions, and
perceptions regarding their transition in a clear and detailed mannerpiidweyl to be
insightful about the challenges and hopes involved in coming to a new country and
acclimating to a new system of schooling. The longer interviews lastechotiee
empowered participants became. At the beginning of the interviews partscgiared
brief answers and needed to be prompted by my questions. The longer the interview

lasted their stories grew longer, their tone shifted and was more confiale ey

119



shared more personal opinion. Their comfort level with critiquing the US sydsem

grew in the later stages of the interview or in the second round of intervievaslitiom
participants needed little prompting by me in the latter stages of intewvidwey offered
stories and input before | could ask the questions. | learned that these refugees have
wanted to share their insights for some time but had never been provided a forum. They
were surprised that no one had asked them to share their story before andopete ha
have this opportunity now.

In addition to refugees being a meaningful source of data for research on this
topic in particular, | was struck by what educators have to learn from thethear areas.
Who they are and what they have experienced represent a wealth of knowledge and
wisdom from which school officials and others can learn. They have learned many
lessons from oppressive circumstances in their home country, the traumatofifligg
in alternate locations such as refugee camps, and feeling isolated andhiiffeech
new location. These experiences have all contributed to an inspiring apprefatife,
diversity, and tolerance that many do not recognize in the US. These stories must be
shared. Their insights are worth more than simply informing us about thecresear
guestions in this study. They carry wisdom and direction that inform on manysaspec
life regarding what is truly important and how to appreciate what we have.

Breadth of Culture Shock

| was struck by the depth of culture shock the refugees experienced upon arrival

to the US. This occurred as participants told stories of how dramaticallsediftbeir

lives were before coming the US. This was especially true for those who haa spent
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prolonged period in refugee camps. The schooling experience alone was inosiiagt
to school here. That is only one of many cultural factors these refugees had &benavig
Their transition to an environment in which they were no longer escaping oppressive
regimes, rival tribes, or others wishing to harm them was also compelling.

The more the refugees recounted about life before coming to the US, the more |
understood how different life is here. | learned that as hard as we try to andersgir
past, unless one has experienced similar circumstances, one will never fudlg be a
empathize with the culture shock refugees face. H Dek’s stories ofesgthrehcounters,
rape, and murder by soldiers (and those who were claiming to help her familyheross
Mekong River) were vastly different from the day to day happenings in her neg&t hom
The stories shared by Eve and Mahmud regarding the price people pay for belorging t
rival tribe are quite different than the ethnic and cultural divides experiencad her
However, it is important to be mindful that the wounds of being considered different
were still fresh. Several participants, including Nuk, Mohammed and Mahmud, told
stories of being excluded and teased because they were different. Evanstunlemts
were no longer facing the threat of being killed or tortured for their diffegs, they were
hurt by the poor treatment and teasing they received at the hands of Amerisan pee

The day-to-day life these refugees lived before coming to the U&lsas
different. Julius told of much boredom in the camp where he lived due to a lack of work
opportunities. Mloa and Nung told of going to school daily, but they also had much to do

around the home to keep the family farms running. Miriam never went to school so her
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days were occupied with looking after her younger siblings. The loss of tiiefgrace
of life proved to be a challenge for these refugees.

The greatest culture shock occurred in the schools. Participants told siamitzs st
of surprise about how different the American schools were in contrast to the sohools
their home country. The most striking of these differences was the levetiplides. If
participants had attended school in their home country, the expectations for student
behavior were much higher than here. The consequences for not meeting those
expectations were also much more severe. The refugees could not understand why
American school officials tolerated students not working hard, being disrespectiiok
following the rules. They did speak about student misbehavior in their home country;
however, it was met with swift action (usually corporal punishment of some forrhgby t
school officials. They had difficulty identifying consequences of argcéffeness in
their American schools. Eve laughed as she told about the teacher calliolydble s
police officer to her classroom. She said the students did not care about law esfdbrcem
or the principal. All participants told of the many fights they observe on aardgasis
and how it did not take long before they were achieving at higher levels than their
American peers.

In addition to the difference in how students behave in schools, these refugees had
to understand a vastly different structure of course offerings, schedulepetidaa.

Since their previous school experience was based primarily on menwriaat rote
copying activities, they perceived their new schools to be less rigoroeg.could not

understand the small amount of homework they received compared to the lengthy

122



assignments of memorization that occurred in their home country. The school rcgerie
in the US was dramatically different than what they faced in their home gountr

We also learned that participants had a sense of humor regarding the culture
shock they experienced. Kin best demonstrated this humor when she described the myths
of life in the US that were told in her home country. She was surprised to learn that
Americans do not sit around in their “free” homes waiting for government checks
arrive in the mail. She was surprised to learn that her life in this country wgsingtto
be easy and comfortable. The others smiled and giggled as they recountedathe initi
shock of seeing students show affection to one another, how they would get lost and not
know where their classes were, or the first time they realized that ohémgir peers
were not serious about studying.
Co-cultural Beings

The refugees encountered identity struggles upon their arrival in a nevecultur
They described being co-cultural beings caught between the culturerqfabeand their
new cultural context. This challenge manifested itself in relationshipsfavily
members and friends. These refugees spoke of adopting aspects of theirtmew cul
while clinging to their past practices. They were unsettled about whichretidt call
their own. This created conflict with American friends who did not understand the
practices from their home culture. Conversely, this created conflict withsefdeheir
family who were applying pressure on participants to maintain their honmeecahd not
become too Americanized. Miriam shared the pressure she felt from eldermsgweentio

wear their cultural head dress for prayer when she felt she could haveamséiativith
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God without it. She also recounted the pressure she felt from Americans because he
religion was not acceptable to them. Kin shared about her career aspirations aheyhow t
did not mesh with her family’s cultural expectations. She also shared honehesfdid
not understand her cultural practice of attending temple for prayer.

The co-culture issue was also seen in the classroom and the hallways of school.
Kin explained the strain that is placed on students who are used to being reserved and
quiet in the classrooms of their home culture. Tension was created when America
teachers were expecting her to be outspoken. She was torn between wanting to be
respectful through silence as her cultural norms taught, and understandinghératew
school if she did not speak it would be viewed as a lack of understanding or
unwillingness to participate. The tension of being bicultural created idensgs for
these refugees that even as adults they were still striving to resdho@lSneed to
establish supports that encourage dialogue in these areas so students haveoa forum t
voice their concerns and encourage one another. This would also enable teachers and
peers to understand certain behaviors of refugee students to avoid misinternetat
Reading

The stories the refugees shared about the importance of reading and how that
related to their overall success was compelling. | was struck bgwaleof urgency with
which participants spoke regarding reading. Current students who weleastilhg to
read such as Mahmud and Mohammed passionately expressed their level of despair and
frustration with the process. In their responses, body language, and tosed ey felt

like something was wrong with them because they were not understandinthall of
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concepts as their American peers. This message was conveyed by ttsewhze

ridiculed them and laughed at them. The frustration was also reinfordeddhers who

did not stop to provide the necessary support. The sense of hopelessness theyl describe
when reading but not comprehending text was also shared by those who have mastered
the skill. Former students such as Miriam, H Dek, Mloa, and Nung have not forgotten the
sinking feeling of trying to understand text beyond their ability level. Thestration

became a motivator and eventually they became proficient readers.

The refugees described how they were able to leverage their backgmunds i
reading to help them learn to read in English. Even the students who expressed reading
struggles described their ability to call words by applying decoding $kitly possessed
from learning to read in their native language. While comprehension was stiiyglst
they were using prior-knowledge to begin the reading process in English. Those who
were not literate in their native language, such as Miriam, also endplioge
background as an asset. She leveraged her exclusion from school as motivation for
wanting to read independently. H Dek leveraged her expertise in math to tutor her
American peers in exchange for their help with reading. Participantsuisgdhey knew
in their first language to impact second language learning.

| also learned that being able to read was the primary languaga&dpaehicle
for participants. Miriam and H Dek recounted how reading novels taught themiraore t
any class they had ever taken. Likewise, thanks to romance novels H Dekevias abl
make enormous gains in her reading proficiency level in a short amount of time. The

other former students who had learned to read in English grew in confidence.as well
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Their descriptions of what school was like before they could read and how their
experience changed once they could read demonstrated a higher value of gelf. The
demonstrated this in their tone, the look on their faces as they described the
transformation, improved grades, and the new vision they had to go to college or begin a
career that they did not possess before.

As stories were shared on this topic | learned that refugees need and would
appreciate particular focus in the area of reading, even at the most balsicIpecific
suggestions about what school officials could be doing are provided in the implications
section of this chapter. However, one cannot underestimate the value thegsapgstic
placed on the ability to read.

The Power of Relationships with Teachers

When the refugees described the successes they had enjoyed two main topics
surfaced. The first was learning to read. The second was a special comnéittia
teacher. Even though the majority of the experiences they describedagitlerte had a
negative connotation, they all recalled a particular teacher who went outoofri@s way
to reach them. The power of the relationship extended beyond simply teaching academic
content, this teacher cared for the whole person.

| came to understand that the refugees’ success was directly reldtesd to t
teacher. It seemed that if it had not been for the extra time and concerrchies texd
shown, participants would not have had the same degree of success. The relatianship wa
important because it provided the academic support that participants despeedely.n

They described teachers who modified instruction and content to make it comprehensibl
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These were the teachers who met students at their levels and pushed them fto grow
addition to the academic support, these teachers made the students feel valuegtland ca
for. Nung did not know what she would have done without her favorite teacher. Mloa
remembered her teacher as being like a mother. Their transition expgenas full of
uncertainty, fear, and self-doubt. The refugees needed a place where thalefatid
valued. The special connection they made with a teacher represented thepfirst s
achieving new goals in the US. After years of being told they were nad;adu of less
worth than the majority population, or having learned that adults and officials cannot be
trusted, the bond between that special teacher and the participant began to erode those
feelings.
Adaptability and Determination

Considering all of the changes experienced by the refugees, educatoescan le
from this research that in order for them to successfully transition in&riéam schools
students will need to be adaptable and determined. Life in the US is vagitgrdithan
what they experienced previously. The refugees were forced to make important
adaptations to their lifestyle, even if those changes did not come nathiatky.of them
complained about having to adapt— they simply spoke in a matter-of-fact tone. Idseeme
as if they had accepted this as their new reality and they had to adapt. Comgettpasnt
readied themselves for that change. They spoke of how challenging chamgaavall
they had to overcome, but they did not speak about it in negative terms. It led me to
wonder whether this group of refugees was naturally adaptable, if thistvegtstlaey had

learned from having experienced so much change and turmoil in their lives, oasf & w
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fact of life they simply accepted now that they were in a new cultugarBless of the
reason, this research teaches how adaptable and resilient refugees must bean order
make a successful transition to the American public school system.

In addition to being adaptable, | also learned that the refugees possessed a st
sense of determination to be successful. They were highly driven to make &fedtier
themselves in the US. This was apparent in their willingness to perseargtiline
many challenges they faced in their new schools. They worked throughatrstnt,
feelings of inadequacy, language barriers, academic challenges, kxdeptance,
culture shock and more to come to school each day. They recognized that an education
was a valid opportunity to help them achieve their goals and they made learnimgfya pr
in their lives. It was not clear if this inner determination was a restiieaf past or if
they developed it once they arrived in the US. Whatever the cause, others should be
inspired by their desire to learn and grow.

Advice for School Officials

Finally, we can learn from the direct advice that participants sharedptech.

For teachers they advised the following:

Be patient.

Find a way to help students understand the language.

Explain things more than once and check if students understand.
Allow students to talk to you about their problems.

Get to know students’ background (experiences, culture, heritage)
Push students to speak English

Involve the parents of refugees in the life of the school.

Give small group or one-to-one academic attention to refugee students.
Focus on helping refugees learn to read

CoNoO~WNE
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Participants also advised school officials on helping students maintain abchtetéeir
culture and heritage:

1. Have students teach others about their culture and heritage.

2. Host international festivals celebrating various cultures and heritages.

3. Train all students that everybody is equal and they can be proud of their

culture.
Implications of this Research

The refugees shared a wealth of information about their transitional exqeeyie
in American public schools. This section provides practical suggestions forsdgdres
the issues raised by participants.
Understanding of Past

The stories regarding the circumstances that brought the refugees toweedJS
almost too overwhelming for me to grasp. As the principal of a school servingea larg
number of refugees, | was even struck at the horrific past these refugmastee.
School officials must get to know, as best as they can, the stories of the reffieyees
serve. School officials cannot adequately respond to the needs of their studemis avit
basic understanding of their past. Their stories are deep and full of exesrtbat could
explain certain behaviors (social and academic) that students may disglay metv
setting. They are also key to creating a sense of empathy that couldtmofficials to
implement programs on their behalf. | am not advocating that we feel sorhysfor t
population of students in a condescending manner. However, officials need to understand

the struggles faced by refugees in order to help them overcome obstacles that could

hinder their success in American schools.
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Special Programs

In light of how vast the challenges are that refugees face when entering the
American school setting, the creation of special newcomer programs ialddviBhese
programs could provide focused intervention relative to refugees’ unique needs.dt shoul
always be school officials’ priority to ensure students have access to schodheg
least restrictive environment. However, this is an instance where véskparate pull
out programs are in order for those who need it and for those who choose it. Depending
on the number of students impacted in a particular school or system, officials eduld cr
a program that best suits their needs. These programs could take the faepafae
school where the entire student population consists of new arrivals to the US. &missyst
serving a smaller number of refugees a center for new arrivals plattea avschool or
central office location would also serve to benefit students. In the event treaathe®ot
possible, a separate program within a school (school within a school) would also be
profitable to assist refugees in transitioning. These separate selttndd snly be
temporary as participants demonstrated that after a couple of years@ingssthey
were able to achieve in a traditional setting with regular support from aneagher.

A separate setting offers many benefits. First, it enables stualantaller
environment in which to become acclimated to the different routines, expectations, and
procedures of the American school system. This will help to alleviate the sdreagf
overwhelmed upon arrival. The shock of coming to the US is so great that a buffdr peri
is needed before refugees are able to be independent in the traditional schooll$etting

smaller setting should also provide a smaller student-to-teacher rasan&kes it
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possible to create a small instructional setting in which teachers carofotius specific
academic needs of new arrivals. Small-group instruction was explairssésal of the
refugees as being crucial to their success. The smaller setting alsalfoster the
development of a special bond between students and their teachers. This was also
underlined by the refugees as being critical to their success. A ssstiag would
enable teachers to get to know their students and understand how to best meet their needs.

This type of program could also serve to celebrate the cultures anddsenfag
students. In a separate setting, school officials could make it a priorityptethdents
regain pride in their cultural and heritage identity that may have been losgththe
trauma of flight and resettlement. Focused intervention could be provided that would
enable students to regain self-esteem, while building pride in their cutttiteeaitage.
Consequently, when students face the social challenges and peer presire of
traditional setting they will be better prepared to make decisions and valueeitsenal
identity.
Reading

School officials in all settings should make meeting the reading needs ofe®fuge
a priority. The refugees shared inspiring stories of their own acadgowith, increase in
self-esteem, and independence in learning once they became readers. Gotessel
who were non-readers shared stories of frustration and despair. Readingaktorttieir
long-term academic growth and success in American schools. The refogessbthey
needed help with all aspects of reading. They discussed needing help wittelcension

as well as sounding words out. Consequently, reading programs should provide
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instruction on foundational skills for students in the learning to read phase (e.g., basic
phonics, phonemic awareness, sight words and spelling). Programs should also include
skills for students who are in the reading to learn phase (e.g., vocabulary, ltenspra
skills, analysis, author’s purpose). A panacea program meeting theaiedldefugee
students does not exist. More research is certainly needed in this aredorEh¢he
reading approach implemented by school officials should include an assessment
component that identifies students’ strengths and deficiencies so imstroati be
tailored to meet the needs of that particular student. Regardless of timg r@aolioach
school officials take, they should provide an adequate supply of books at the reading
levels of their students so they will be able to read with success, develop arlove f
reading, and grow in their literacy skills.
Teacher Training

School officials should seek teachers with particular charactesstites! for this
group of students. Based upon the descriptions provided by the refugees, those who
instruct refugees need both professional skills and a personality thatng wollnelp
them navigate the emotional challenges they face. This must be a dediaatest tvho
is willing and able to empathize with them and challenge them at the sam&hiose.
were the types of teachers who were the difference makers describegarticipants’
stories.

Special training should consist of cultural sensitivity as well as unddistpthe
specific cultures and backgrounds of the students in the teacher’s class. Ratlagog

training should also be provided. Teachers of all content areas need to understémd how
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modify their instruction to meet the linguistic needs of students. Languggesiéion
training, training in models of delivering content in a modified manner such as SIOP
(Sheltered Instruction Observation Protocol), and how to teach readingas®fineed
for teachers working with refugees.
Diversity

School officials need to see refugees from the perspective of the additive model
rather than the deficit model. Refugees are not empty vessels tedeThey have a
wealth of experience, culture, and heritage that will enrich the school teay.at
Officials need to promote the diversity and backgrounds of their refugees andhstabli
policies to protect them against discrimination. School officials must hakgariority to
embed the appreciation of various cultures into the life of a school so all students can be
instructed in the appropriate manner of interacting with people from differentesultur
The shame, teasing, and poor treatment many of the refugees experiehedthats of
their peers must stop. Educational events that showcase the cultures aga$efit
refugees is a powerful means to educate the staff and student body of a schableabout
value this group has to offer. Assemblies inviting speakers to share about the various
cultures represented in schools are another means to promote appreciation iof.divers
classrooms on a day-to-day basis teachers should do small things promasing the
differences. These can include references to various cultures in legsoosing
resources that highlight aspects of different cultures, and promoting unity among

classmates of different backgrounds in group activities.
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Mental Health Services

The refugees interviewed never explicitly stated a need for mentai sealices.
In many cultures people who receive mental health services are frowned updarehere
it is something to be avoided. However, considering the traumatic circumstia@ces
refugees had faced, in addition to the overwhelming sense of loss upon arrival to the US,
school officials should be prepared to offer a level of mental health services to thei
refugee students. This could take the form of sessions with the school counselor or other
school personnel, or by creating partnerships with mental health agentties i
community. If needed, referrals to mental health agencies outsideanfl ®ould help
students overcome many of the emotional wounds they harbor.

Future Research

In 2014, it would be relevant to interview the refugees who were still enralled i
school (after they had graduated) to see how their experience evolved. | weudd li
know more about their overall high school experience and how the remaining years they
have in high school compared to their initial transitional experience. | would like to know
if they graduated or dropped out. | would also like to know what the circumstances were
that caused graduation or dropout to occur. It would be profitable to know if they were
able to navigate the challenges they cited in their interviews. If so, | wkeltblknow
how they found the tools they needed to do so.

| also believe it would be beneficial to look specifically at certain groups of
refugees to see if similarities in their transition experience céounel. The groups

could be categorized by specific ethnicities, for example Karen refdigea Burma, or
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could be more wide ranging such as refugees from Asia. | would like to knoweifates
issues impacting their transition to American schools that are more $atiepttain

groups of refugees than others. This could take the form of a study that compaoes tw
more ethnic groups, or it could just concentrate on one distinct group to see if common
traits in their transition can be found.

A similar study could also be conducted looking at resettlement locations withi
the US. It would be beneficial to research the transitional experienetigées in two or
more American cities to see if common issues have impacted theititnansi if certain
issues are the result of conditions in a particular city where famibesesited. | would
like to compare the level of services provided to refugees in various parts of thgy.count

The transitional experience is not the same for all refugees. Jodiwaduals are
different with characteristics unique to their own personality, eachaefexgperiences
and interprets his or her own transition experience uniquely. | would like to research one
refugee’s transitional experience in depth. This would enable me to monatil
identify with the challenges, struggles, and triumphs of the entire experiéne
researcher could follow the experience of a newly arrived refugee for one ye#ns
from the time they arrive. Interviews throughout the process in addition to olhsesvat
school and at home would provide a more detailed view into the world of a refugee
student adapting to schools and life in America. | do not believe that one would be able to
draw sweeping conclusions that would be applicable to all refugees, howeakr we

would benefit from understanding at greater depth what the transition experiékee is
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| would also like to conduct research with refugees who transitioned into the
American public school system but did not graduate. | would like to know, from their
perspective, what conspired to create the circumstances in which a student drogbed out
school. It would be important to hear the story from the perspective of theeefUdas
would assist school officials in shedding their perspectives of why students diap out
order to better understand student needs.

Further research targeting instructional approaches would be potefetiilyyas
well. Many of the refugees interviewed voiced concern about readivauld like to
have a better understanding of the level of participants’ reading profidreticeir native
language before arriving to the US to see how that may or may not have impaicted the
reading proficiency in English. | would also like to know if their native languégracty
level impacted the manner in which they learned to read in English. Were thane cer
concepts that transferred without having to be explicitly taught or did they tesead
English in the same manner they learned to read their native language?

I would also like to know more about approaches to helping older students with
minimal or no reading ability in any language to acquire the skills negdsdag strong
readers in English and their native language. Should educators start at thenlgegfinni
the reading continuum, teaching all of the skills one would acquire in kindergarten
through second grade, or is there a different approach that would infuse thoseitskills
higher level reading strategies? The refugees did indicate that instrunctian i
foundational reading skills is necessary, but to what extent should a teacher focus on

those?
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Finally, 1 would like to conduct research on what school systems are doing to
assist refugees in making the transition to the American public school sy$tera.are
studies that provide a big picture overview of newcomer programs; however, more depth
is needed that probes for specifics of curriculum and services provided atitbeséhe
same is true for systems welcoming newcomers without separate newrograms.
Research is needed to know how those schools are assisting (or not assisting) new
arrived refugees adapt to their new setting.

Conclusion

Each of the refugees interviewed experienced a unique transition totlife US.

In addition, they were all at different points in that process. Some have at@agieted
school and were working in careers. Others were still in the initial phafies wéansition
and were navigating the school-based challenges. Each of them providdidevaisight
into the research questions in this study. While their experiences are uniceetjveit
they serve to inform school officials how to improve services in schools.

On a personal note, when | began the process of collecting data for this dithdy
not realize how meaningful my time spent with participants would be. I thought |
understood the need to hear their stories. And | thought | was doing that in my position as
the principal of a school for newly arrived immigrants and refugees. However, | soon
learned that | was not valuing the input from the people we serve to the extent possible
The refugees interviewed proved more insightful about the American schayhsyst
how they were learning to navigate it than | had expected. The process of @ishrese

has impacted me in an unexpected manner. | have learned that although | would step out
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to hear their voices, | was not listening deeply. | have learned that storispezk for
themselves where a deep listener is available to hear them. In my @nactible, | was

listening and interpreting through my perspectives. | have learned that educasors

first take the time to listen to refugees. Advocates who have listened and ooderst

those stories can be a voice for refugees in schools and with policy making bodies. Thos
who care about the schooling experience and livelihood of refugees can represent them as
advocates and policy makers. When important policy and program design decisions a

made, this will ensure that the refugee voice is heard.
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Appendix A. Interview Questions
Questions for Current Students: Interview 1
Part 1

Please note: These interviews will be semi-streckufhese questions below serve as
guidelines; the complete set of questions will v@@pending on the stories that participants
share, particularly for the second interview whagh be based, in part on the answers to the
first interview.

Focus: life before coming to the United States

1) What were your life experiences like before coming to the US? Please
describe a typical day?

2) lunderstand there is a lot of conflict in the places you lived. Suppose | was
visiting you in one of those places? Tell me what | would see there- what
would be going on? (probe for all places lived home- refugee camps- on the
run- what would | see/experience)

Part 2

Focus: School Transition

3) Sometimes people who have never experienced life as a refugee don't
understand what it is like. | am going to ask you what it is like for you to be a
refugee and living in a new culture. Let’s start with how this is diffifaurlt
you?

4) If I were to be a refugee who had the same experiences that you had...and
then moved here and started school- tell me about what | would be feeling and
experiencing at school. (Probe for specifics about what school is like)

5) If you were to write a letter to someone you knew back in (hame country),
telling them about your experience in school, what would you say?

6) Talk to me about a teacher here that you really like and why? (Probe for
characteristics of the teacher and strategies s/he uses in class)

7) Talk to me about your least favorite class? (same probes as above)

8) There are many people who make decisions about how schools serve students.
If you were in charge of a school that served many refugee students and |
came to visit your school, describe what | would see. What would be going on
in that school? (Probe for classes offered, extra services, what are trergeac
like, curriculum, reading)

9) What do you wish you had known when you first got to school that no one
told you?

10)Is there anything else you would like to tell me?
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Questions for Former Students: Interview 1

Please note: These interviews will be semi-streciufhese questions below serve as
guidelines; the complete set of questions will v@gpending on the stories that participants
share, particularly for the second interview whagh be based, in part on the answers to the
first interview.

Focus: School Transition

1)

2)

3)

4)

5)

6)
7)

8)

9)

What were your life experiences like before coming to the US? Please
describe a typical day?

Schools can be different or similar depending on where you live. Let’s talk
about what school was like for you when you first came to the Unites States.
What was your day like? (Probe for quality of teacher, facilities, méer
workload, hours, calendar.)

When you first came to the US, what were your expectations for your
education? (Probe to see if it was a priority).

If I were to be a refugee who had the same experiences that you had...and
then moved here- tell me about what | would be feeling and experiencing in
school. (Probe for specifics about what school is like)

Talk to me about a teacher here that you really liked and why? (Probe for
characteristics of the teacher and strategies s/he uses in class)

Talk to me about your least favorite class? (same probes as above)

How did your experience in school guide the decisions you made about your
career?

What would you like school staff to know so that they may better work with
refugees, and others with similar backgrounds, and better serveabds?

There are many people who make decisions about how schools serve students.
If you were in charge of a school that served many refugee students and |
came to visit your school, describe what | would see. What would be going on
in that school? (Probe for classes offered, extra services, what are trergeac
like, curriculum)

10)What do you wish you had known about American schools when you first

arrived in this country that no one told you?

11)Is there anything else you would like to tell me?
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Appendix B. Demographic Survey
Demographic Questionnaire- Current Students

Please respond to the questions below and mail back to Jake Henry before our interview.
Use the envelope provided to mail the form back.

Code_(to be completed by researcher to ensure anonymity)

Age Are you male or female?

What country were you born in?

What country are your parents from?

For how many years did you go to school before coming to the US?

Why did your family leave your home country?

What was life like for you as a refugee?

Describe what school is like for you in the US.
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Demographic Questionnaire- Former Students

Please respond to the questions below and mail back to Jake Henry before our interview.
Use the envelope provided to mail the form back.

Code_(to be completed by researcher to ensure anonymity)

Age Are you male or female?

What country were you born in?

What country are your parents from?

For how many years did you go to school before coming to the US?

Why did your family leave your home country?

What was life like for you as a refugee?

Describe what school was like for you in the US.
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Appendix C. Informed Consent Forms

CONSENT FOR A MINOR TO ACT AS A HUMAN PARTICIPANDNG FORM
ONE TO ONE INTERVIEWS

Project Title: Refugee Transition into American kaiSchools: An Emergent Study of Major Influences
Project Director: Jake Henry
Participant's Name:

What is the study about?
The purpose of this study is to interview refugerlents to learn about their experience in American
schools. You child is being asked to share his gapee.

Why are you asking my child?
| am asking your child because s/he is a currdoge student who can share valuable informati@utb
his/her experience.

What will you ask my child to do if | agree to let im or her be in the study?
If you agree, | will ask your child to participateone or two interviews. Each interview will be lomger
than 2 hours.

Is there any audio/video recording of my child?

If your child agrees, | would like to audiotape theerviews. | will either transcribe the tapes ely®r hire
someone to transcribe. Whoever is hired will beiregl to sign a confidentiality form, and | willqeest
that she or he not share any information she drelags. Because your child’s voice will be potehtial
identifiable by anyone who hears the tape, histbafidentiality for things you say on the tape aatrive
guaranteed although the researcher will try totlaocess to the tape as described below

What are the dangers to my child?
There are a few minimal risks. It might be emotignhard for your child to remember and talk about
hurtful experiences. S/he will not have to shargling s/he doesn’'t want to, and | will listen withre.

If you have any concerns about your child’s rigiitiow you are being treated, please contact BienA
in the Office of Research and Compliance at UNC(3386) 256-1482. Questions about this project or
benefits or risks associated with being in thislgtoan be answered by Jake henry who may be cedtact
at (336) 316-5883 or via email at henryj2@gcsnc.com

Are there any benefits to my child as a result of articipation in this research study?
Your child may benefit from telling his/her story someone who wants to listen.

Are there any benefits to society as a result of mghild taking part in this research?

| plan to write about your child’s story, along wihe stories of other people | am interviewing] &is/her
story can be shared with teachers, principals,odiner people who work in schools. Although his/tery
is unique, what she shares might help people whi imoschools better understand what some of the
experiences might be like for refugee students.

Will my child get paid for being in the study? Will it cost me anything for my kid to be in this study?
There are no costs to you or payments made foicjpating in this study.

How will my child’s information be kept confidential?
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| will do my best to protect your privacy. | wilbhtell anyone that your child is participatingny study.
All the notes | take and anything that | record Wwé kept in a locked file cabinet in my work offior up
to 3 years after the study. All audio recordingh lné destroyed after they are transcribed. | wos# your
real name or the real name of the school or evegitis you live in. All information in this studg istrictly
confidential unless disclosure is required by I€wour child tells me stories about abuse happgmniow,

I have to report that by law.

What if my child wants to leave the study or | wanthim/her to leave the study?

You have the right to refuse to allow your childp@rticipate or to withdraw him or her at any time,
without penalty. If your child does withdraw, itlwot affect you or your child in any way. If yaar your
child chooses to withdraw, you may request thatdatg which have been collected be destroyed uitless
is in a de-identifiable state.

What about new information/changes in the study?
If significant new information relating to the sjudecomes available which may relate to your wgitiass
allow your child to continue to participate, thigarmation will be provided to you.

Voluntary Consent by Participant:

By signing this consent form, you are agreeing tloat have read it or it has been read to you, Yadly f
understand the contents of this document and cotsgour child taking part in this study. All obyr
guestions concerning this study have been answByesigning this form, you are agreeing that yoa ar
the legal parent or guardian of the child who wsstteparticipate in this study described to youlale
Henry.

Date:

Participant's Parent/Legal Guardian’s Signature

Date:

Participant's Parent/Legal Guardian’s Signature
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Assent Form for Student Participants Under 18

Study Title:Refugee Transition into American Public Schools:Emergent Study of Major Influences
My name is Jake Henry

What is this about?
I would like to talk to you about your life exparizes before you came to this country and what
school has been like since you got here. | walazaion about how you feel about school now.

Did my parents say it was ok?
Your parent(s) said it was ok for you to be in gtigdy and has signed a form like this one.

Why me?

You have been picked for this study because we are especially interested imgktin@istories
of people from (your country). There is little information writtarEinglish about people from
(your country). We hope that the stories you tell can help us and the peopleadtabout this
research study to better understand the school experiences of peoptailik

What if | want to stop?

You do not have to say “yes”, if you do not wantetke part. We will not punish you if you say

“no”. Even if you say “yes” now and change your chafter you start doing this study, you can stop
and no one will be mad at you.

What will | have to do?
You will have to do 1 or 2 interviews with me. In iaterview | will ask you some questions about
your life. Each interview will be about 2 hoursdpn

Will anything bad happen to me?

Nothing bad will happen to you, but difficult femdjs like sadness and anger might come up as you
remember and share stories from your past. Yowtbave to share anything you don’t want to
share.

Will anything good happen to me?

You get to tell your story to someone who wantgsten. After | finish all my interviews, | am gajn
to write stories about what you and others sayngiyou a fake hame. People who read about your
stories, like teachers and principals, can leam todoetter understand, work with, and help other
students like you who come from (your country).

Do | get anything for being in this study?
There are no costs to you or payments made for participating in this study.

What if | have questions?
You are free to ask questions at any time.

If you understand this study and want to be ipl@ase write your name below.

Signature of child Date
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CONSENT TO ACT AS A HUMAN PARTICIPANT: LONG FORM

Project Title:Refugee Transition into American Public Schools:Bmergent Study of Major Influences
Project Director: Jake Henry
Participant's Name:

What is the study about?
The purpose of this study is to interview refugees students to learn about theareqer
in American schools.

Why are you asking me?

| am asking you because you are a refugee who has experienced traugsitoni

American schools. You can provide the perspective of one who has attended American
schools and is now working in a career.

What will you ask me to do if | agree to be in the study?
If you agree, | will ask you to participate in one or two interviews. Eaenvietv will be
no longer than 2 hours.

Is there any audio/video recording?

If you agree, | would like to audiotape the interviews. | will either tahe the tapes
myself or hire someone to transcribe. Whoever is hired will be required to sign a
confidentiality form, and | will request that she or he not share any inflomgtie or he
hears. Because your voice will be potentially identifiable by anyone wdrs Lee tape,
your confidentiality for things you say on the tape cannot be guaranteed although the
researcher will try to limit access to the tape as described below.

What are the dangers to me?

There are a few minimal risks. It might be emotionally hard for youd thiremember

and talk about hurtful experiences. S/he will not have to share anything s/he doesn’t wa
to, and | will listen with care.

If you have any concerns about your child’s rights or how you are being treatesk ple
contact Eric Allen in the Office of Research and Compliance at UN(&36) 256-

1482. Questions about this project or benefits or risks associated with being in this study
can be answered by Jake Henry who may be contacted at (336) 316-5883 or via email at
henryj2@gcsnc.com.

Are there any benefits to me for taking part in this research study?
You may benefit from telling his/her story to someone who wants to listen.
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Are there any benefits to society as a result of me taking part in this reseh?

| plan to write about you story, along with the stories of other people | aniaviang,

and your story can be shared with teachers, principals, and other people who work in
schools. Although your story is unique, what you share might help people who work in
schools better understand what some of the experiences might be like for refugee
students.

Will I get paid for being in the study? Will it cost me anything?
There are no costs to you or payments made for participating in this study.

How will you keep my information confidential?
| will do my best to protect your privacy. | will not tell anyone that yeuarticipating

in my study. All the notes | take and anything that | record will be keptaokad file
cabinet in my work office for up to 3 years after the study. All audio recordinpbewvil
destroyed after they are transcribed. | won’t use your real name @atheme of the
school or even the city you live in. All information in this study is strictly ictamitial
unless disclosure is required by law.

What if | want to leave the study?

You have the right to refuse to participate or to withdraw at any time, withoutypdha
you do withdraw, it will not affect your in any way. If you choose to withdraw, may
request that any of your data which have been collected be destroyed uslessa ide-
identifiable state.

What about new information/changes in the study?
If significant new information relating to the study becomes availablehwhay relate
to your willingness to continue to participate, this information will be provideduo y

Voluntary Consent by Participant:

By signing this consent form you are agreeing that you read, or it hasdaekto ryou,

and you fully understand the contents of this document and are openly willing consent to
take part in this study. All of your questions concerning this study have been eshswer

By signing this form, you are agreeing that you are 18 years of age oaottlare

agreeing to participate, or have the individual specified above as a partpacipate,

in this study described to you by Jake Henry

Signature: Date:

163



Appendix D. Institutional Review Board Approval

OFFICE OF RESEARCH COMPLIANCE

’ , 2718 Beverly Cooper Moore and Irene Mitchell Moore
THE UNIVERSITY of NORTH CAROLINA Humanities and Research Administration Bldg.

PO Box 26170

G R E E N S B O RO Greensboro, NC 27402-6170
336.256.1482
Web site: www.uncg.edu/orc
Federalwide Assurance (FWA) #216

To: Carl Lashley
Ed Ldrship
239 Curry

From: UNCG IRB IRB

%uthori% signature on behalf oggw\

Approval Date: 2/03/2009
Expiration Date of Approval: 2/02/2010

RE: Notice of IRB Approval by Expedited Review (under 45 CFR 46.110)

Submission Type: Initial
Expedited Category: 7.Surveys/interviews/focus groups,6. Voice/image research recordings

Study #: 09-0011
Study Title: Refugee Transition into American Public Schools: An Emergent Study of Major Influences

This submission has been approved by the above IRB for the period indicated. It has been determined that the risk
involved in this research is no more than minimal.

Study Description:

The purpose of this study is to determine what some of the important education influences are which possibly impact
refugee transition into American schools.

Regulatory and other findings:

This research, which involves children, meets criteria at 45 CFR 46.404 (research involving no greater than minimal
risk). Permission of one parent or guardian is sufficient.

Investigator’s Responsibilities

Federal regulations require that all research be reviewed at least annually. It is the Principal Investigator’s
responsibility to submit for renewal and obtain approval before the expiration date. You may not continue any
research activity beyond the expiration date without IRB approval. Failure to receive approval for continuation before
the expiration date will result in automatic termination of the approval for this study on the expiration date.

When applicable, enclosed are stamped copies of approved consent documents and other recruitment materials. You
must copy the stamped consent forms for use with subjects unless you have approval to do otherwise.

You are required to obtain IRB approval for any changes to any aspect of this study before they can be implemented

(use the modification form at ohre.unc.edu/forms). Should any adverse event or unanticipated problem involving risks
‘to subjects or others occur it must be reported immediately to the IRB using the adverse event form at the same web

site.
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