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ABSTRACT

ACCULTURATION AND SCHOOL ADAPTA]

REFUGEE CHILDRE

Manbeena Sekhon
July 16, 2008

The number of refugees being uprooted fro

and resettlement in countries like the United State

numbers being children. While each refugee groug

when adjusting to a new country, a better understz

facilitate their transition more quickly with lesser ck

investigated the adjustment of one such group — S

U.S. city. Specifically, acculturation and school ad:

refugee children was explored using the Differentiz
Acculturation.

Somali Bantu refugee children in 5 element

complete a questionnaire that assessed their level

culture and level of retention of Somali Bantu cultu

language, identity, and behavior. The 5 ESL teach

questionnaire that assessed total difficulties in beh

TION OF SOMALI BANTU

N

m their homes to seek refuge
5 continues to grow, with large
) has its own set of challenges
anding of their needs may help
rallenges. This study

omali Bantus in a Midwestern
aptation of Somali Bantu

ated Multidimensional Model of

ary schools were asked to

of acculturation to American
re, at three levels i.e.

ers were asked to complete a

aviors for each of their Somali

Bantu student. Correlations, MANOVAs, and hierarchical regression analyses

were used to analyze the data.




The findings of this study documented the significant role of school context
in the acculturation and school adaptation of these Somali Bantu refugee
children. The findings demonstrated that age was statistically, significantly, and
negatively related to overall American Acculturation (AAl) and statistically,
significantly, and positively related to Proficiency Level Composite scores. These
students’ AAl scores were statistically, significantly, and positively related to their
Somali Acculturation Index (SAl) scores. Furthermore, SAl scores were
statistically, significantly, and positively related to grades on Social Behavior and
grades on Social Behavior and Work Study Habits were statistically, significantly,
and positively related. Also, age and length of time in the country were
statistically, significantly, and positively related.

The hierarchical regression analyses for AAl and ABA suggested that the
demographic variables age, length of time in the US and gender did not
contribute to any significant variance and school contributed a moderate variance
to the overall AAl and ABA scores. School contributed substantially more
incremental variance to ALA and AIA than did the pther variables (age, length of
time in the US and gender). Overall, the theoretical model including age, length
of time in the US, gender and school explained 18, 25, 17 and 13 percent of the
variance in the AAIl, ALA, AlA and ABA respectively.

The hierarchical regression analyses for SAl, SLA, SIA and SBA
suggested that the demographic variables age, length of time in the US and
gender contributed marginally significant variance., School contributed

substantially more incremental variance to SAl, SLA and SBA and a small

vi




incremental variance to SIA than did the other den

the theoretical model including age, length of time

explained 36, 20, 15, and 41 percent of the variant

SBA respectively.

The hierarchical regression analyses for the

that the demographic variables age, length of time
contributed marginally significant variance in Total

Level Composite scores but none for Grades on S

Habits. School contributed slightly more increment

and Proficiency Level Composite scores a. Accultt

significant variance in any of the school outcomes
including age, length of time in the US, gender, sc
acculturation explained 26, 18, 16, and 38 percent
length of time in the US, gender, school, and Som
22, 16, and 41 percent of the variance in the Total
Behavior, Grades on Work Study Habits, and Profi
scores, respectively.

The potential implications for theory and prs
and school adaptation of Somali Bantu refugee ch

administrators working with them are provided.

vil

nographic variables. Overall,
in the US, gender and school

ce in the SAl, SLA, SIA, and

> school outcomes suggested
in the US and gender
Difficulties and Proficiency
ocial behavior and Work Study
al variance to Total Difficulties
Jration did not contribute to any
Overall, the theoretical model
hool, and American

of the varianbe and age,

ali acculturation explained 26,
Difficulties, Grades on Social

ciency Level Composite

actice related to acculturation

Idren and teachers and school
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CHAPTER |

INTRODUCTION

The goal of the present study is to examine
acculturation and the different indicators of school
Bantu elementary school-aged children. It seeks t¢
process of these Somali Bantu refugee children by
aspects of both their adaptation to American cultur
their Somali Bantu culture. The study borrows Birn
multidimensional framework to understand accultu
domains - language competence, behavioral accu
(Birman, 1994; Birman & Trickett, 2001; Birman &
2005).

The research seeks to answer the following
do Somali Bantu children experience American ac
of acculturation, i.e., language, identity, and behav
demographic variables like age, years in the Unite
(b) To what extent do the Somali Bantu children re
three levels of acculturation (language, identity an
demographic variables like age, years in the Unite

and (c) To what extent does the contribution of Am

the relationship between
adaptation among Somaii

) assess the acculturation

/ looking at the different

e as well as the retention of
nan & Trickett's (2001)

ration to include three distinct
turation, and cultural identity

Tyler, 1994; Trickett & Birman,

questions: (a) To what extent
culturation at the three levels
ior, when considering

d States, gender, and school?
tain their Somali culture at the
d behavior) when considering
d States, gender, and school?

rerican acculturation to school




adaptation differ from contribution of retaining Son
(school grades on social behavior and work study
Strengths and Difficulties Questionnaire, and Profi
for English Language Proficiency on the ACCESS
demographic variables like age, years in the Unite

Chapter 1 focuses on the rationale for the s
discussion on refugees in general including preval
of research in the area of refugee children. This fo
Somali Bantus and the importance in studying this|
Chapter | concludes with a summary of the signific
refugee group.

In a 2006 report by the United Nations High
(UNHCR) on refugee trends, refugee statistics in ¢
million. The United States continues to act as a glc
resettlement to refugees in urgent need of durable
Statistics Issue on the 2005-2006 U.S. Refugee pr
Reports, in the fiscal year 2005, the U.S. Refugee
53,800 refugees. The diversity of the refugees adn
increased to 55 nationalities. O'Hara (2006) notes
previous decades when refugees came primarily f
Union, and the former Yugoslavia. This shift has p
agencies and communities welcoming refugees wi

complex client group requiring diverse culturally ar

nali culture to school adaptation

habits, total difficulties on the

ciency Level Composite score

for ELLs) based on various

d States, gender, and school?
tudy. It begins with a

ence rates and the significance
lows with a discussion on
particular group. Finally,

ance for research with this

Commissioner for Refugees

5 countries worldwide total 6.2
)bél leader in offering
solutions. As per the 2005
ogram in the recent Refugee
Program resettled about

nitted to the U.S. in 2005

this is a significant shift from
rom Vietnam, the former Soviet
resented resettlement

th a changing and increasingly

1d linguistically appropriate




services. Further, refugee arrivals from Africa represented the largest number of
regional arrivals in the United States in 2005. They were 20,700 refugees of the
total 21,000 proposed ceiling as set by the U.S, government for that year. Of
these 20,700 refugees from Africa alone, about half were Somali refugees
(O’'Hara, 2006).

Given the large influx of refugees to the United States, increased attention
is being focused on the adaptation of these populations to life in a new country
(Trickett & Birman, 2005). In looking at refugee children’s adjustment, studies
have noted the importance of school as the primary setting where refugee
children first confront the “majority American culture” including language
acquisition and cultural learning through experiences such as peer relations,
classroom expectations, extracurricular activities and school norms (Boyd &
Shouse, 1997; Sarason, 1972; Trickett & Birman, 2005). A review of the literature
on immigrant and refugee school adaptation suggests that language, behavior,
and identity are critical and independent acculturative domains in the school lives
of these children (Trickett & Birman, 2005). A group of refugee children in need
of such research are the Somali Bantus. Despite the recent surge in resettiement
of Somali Bantus into the United States, research on the acculturation and school
adjustment of these children has been limited.
Importance of the Study in General

The research literature has linked refugee children’s experiences related
to stress and trauma associated with migration, displacement and acculturation

in the resettled country with alarmingly high rates of Post Traumatic Stress




Disorder (PTSD) symptoms they exhibit (Aliwood,
Birman, Trickett, & Vinokurov, 2002). A 1998 study
Murphy & Lin found that 90% of the 51 refugees in
PTSD. Lavik, Hauff, Skrondall and Solberg (1996)
population met the criterion for PTSD. Similarly, W
McGlashan, Hodzic, Laub and colleagues (1998) r
74% for PTSD in a Bosnian refugee population. Hx
Review of Child and Adolescent Refugee Mental k
Center for Child Traumatic Stress, very few of thes
psychological services because of the stigma assq
health care and a lack of understanding of the U.S
review further states that because of the complexit
issues of trauma, culture, and ongoing stress withi
existing models of the etiology and treatment of a

insufficient to meet the needs of these children. Th
significant need for a culturally relevant, developm
foundation to understanding the experience of refu
flight and resettlement. The latter is especially rele
migration patterns having shifted in ways that bring
refugee mental health. Lastly, it also notes that the
extremely diverse, with the largest place of origin &
Keating, Grant-Knight, Geitman, Ellis, Birman, Kin

Role of School and Education in Refugee Children

Bell-Dolan, & Husain 2002;

y by Mollica, Pham, Fawzi,
their study met the criteria for
found that 48% of a refugee
eine, Vojvoda, Becker,
eported an incidence rate of
owever, as noted in the recent
dealth (2003) by the National
5e children receive

yciated with seeking mental

. mental health system. The
ies involved in addressing

n a developmental context,
disorder like PTSD are often

e report emphasizes the

ental and theoretical

Igee youth in the context of
vant in light of today’s

J new challenges to the field of
2 new refugee arrivals are
oday being Africa (Lustig, Kia-
zie, Keane & Saxe, 2003).

's Adjustment




Sinclair (2001) conducted a survey of educ:
situations centering on refugee children before the
States (and other countries). She argued that edu
essential element of humanitarian response to cris
funders often view education as a luxury in compa
water, food, and shelter, when she reviewed repon
young children she concluded that early education
emotional and social healing as they help in restor
hope. An evaluation of the Rapid Reponse Educat
developed to help children from Freetown, Sierra 1
of the 1999 humanitarian crisis, indicated evidence
weeks after program implementation. Sinclair foun
traumatic events were reduced by 8%, sleep diffic
more than half of the children interviewed reported
drew pictures, wrote, or talked about their war exp
(2005) notes, that even though Sinclair's research
prior to the refugee children’s resettlement in the U
by meeting the psychological and social needs of
children through education, greater success in ove
achieved. As noted previously, the school represe
refugee children first confront the majority America
1997; Sarason, 1972; Waters & Leblanc, 2005). F

(1994), Trickett and Birman (2005), and Vinukurov

ation designed for emergency
ir resettlement to the United
cation should be viewed as an
is. Sinclair adds that although
rison to the essential needs of
ts of psychosocial trauma in
al responses support

ing a sense of normalcy and
ion Program that was

_eone deal with the aftermath
2 of improvement in just two

d that recurrent pictures of
Ulities declined by 49%, and

a sense of relief when they
eriences. Thus, McBrien

was centered on education
Inited States, it revealed that
stressed and traumatized

rall adjustment may be

nts the primary setting where
in culture, (Boyd & Shouse,
urther, as Delgado-Gaitan

, Trickett and Birman (2002)




note, schools serve as the broad context for acculturation not only for academic

development and language acquisition but also for cultural learning. They also

note that schools are the locus of cultural conflict and acculturative stress

hypothesized to be linked to maladaptive behaviors.

Barriers to Adjustment and Success in Schools

Sinclair (2001) states that the trauma exper
impede their ability to learn. McBrien (2005) notes
rapid developmental period of rapid language acq
socialization, are prone to language-related learnir
confusion. Further, trauma experienced during flig
during resettlement cause many refugees to becor
authority (Hynes, 2003), and for children this grou
(Igoa, 1995).

Unfortunately, many researchers have foun

ienced by refugee children can
that toddlers, relocated in their
hisition and cultural

g problems and social

ht, in refugee camps, and

me distrustful of people in

» may could include teachers

d that when teachers have not

been sufficiently trained to understand the difficulti

es and experiences of refugee

children, they often misinterpret the students and their families’ culturally

inappropriate attempts to succeed in their new environment (Hones, 2002; Lee,

2002; Trueba, Jacobs, & Kurton, 1990). McBrien (

2005) notes that at present

many teachers are frequently unaware that they have refugees in their

classrooms, and that they do not realize the kinds

of experiences that these

students have survived before their arrival in the United States. Lastly, Hones

(2002) found that teachers became more compassionate and willing to work with

refugee and immigrant students when they becam

e knowledgeable about their




backgrounds. Thus, the school context along with
awareness of refugee children’s traumatic past plg
teachers’ experience of these children and their in
which could pose a serious threat to their adjustme
Who are Refugees?

Statistics/ Prevalence Rates: Who are refug
States has permanently resettled more than 2 mill
McBrien (2005) notes that although admissions to
sharply after September 11, 2001 they have been
under 53,000 refugees admitted in Fiscal Year 20(
2004). In the 1980s, 85% of the refugees came fra

Caribbean, and Asia, with the Latin Americans cor

(Jensen & Chitose, 1994). Since the 1990s, the re

teacher training and
y a significant role in the
teractions with them, a lack of

ant.

Jees? Since 1975, the United
on refugees (Cutts, 2000).
the United States dropped
slowly increasing, with just
)4 (US Department of State,
m Latin America, the
istituting the largest number

ugees to the United States

have fled war-torn Third World countries such as Afghanistan, Bosnia, Iraq,

Burundi, Sudan, and Somalia, (U.S. Committee for Refugees and Immigrants,

2004). The statistics in The Yearbook of Immigration Statistics (Office of

Immigration Statistics, 2004), suggest that some o
applications in Fiscal Year 2002 came from Bosniz
(2,534), Iran (2,000), Afghanistan (1,635), Ukraine
also notes that the maijority of applicants for refuge
Somalia (24,458), Ethiopia (14,585), and Liberia (1

As per the United Nations definition used by

relating to the Status of Refugees and its 1967 Prg

the most approved refugee
1-Herzegovina (3,874), Cuba
(1,618), and Sudan (1,054). It
2e status for 2002 were from
3,283).
vy the 1951 Geneva Convention

tocol, a refugee is a person




“who, owing to well-founded fear of being persecu
religion, nationality, membership in a particular soc
outside the country of his nationality and is unable
unwilling to avail himself of the protection of that ¢
nationality and being outside the country of his fori
unable or, owing to such fear, is unwilling to return
Protocol, 1951/1996).

People who flee their countries out of fear o
“Convention refuge” status, although whenever po
prefers voluntary repatriation. However, political ar
countries may endure indefinitely and in these cas
refugees in their country of first asylum, i.e., the ca
last solution chosen is permanent resettlement in ¢
live in camps for years before they receive notice t
resettle them (Hones & Cha, 1999; McBrien, 2005
other than in case of special circumstances, refuge
new country for resettlement (Cowart & Cowart, 2(
and have few possessions to bring to their new live
1994; Zhou, 2001). Finally, as McBrien (2005) and
refugees with deficient language skills in their new
levels of alienation.

Types of Refugees

ted for reasons of race,

cial group or political opinion, is
or, owing to such fear, is
puntry; or who, not having a
mer habitual residence, is

to it' (Convention and

f persecution can apply for

ssible, the UNHCR’s strongly

nd civil turmoil in many

es, the UNHCR seeks to settle
untry to which they fled. The

a third country. Refugees may
hat a country is willing to

; Tollefson, 1989). Further,

2es are not able to choose the

D02). Many refugees are poor

es (Caplan, Choy, & Whitmore,
Nicassio (1983) note, those

country often suffer from high




The literature suggests that refugee groups differ from each other in
various ways and it is important to understand these differences given the
implications in how these different groups do when in a host country. To better
understand the different types of refugees, work has been done in studying the
various refugee movements over the decade. This work has led to distinguish
between two types of refugee movements —‘ anticipatory refugee movements and
acute refugee movements.

McBrien (2005) and Kunz (1973) distinguish between anticipatory refugee
movements, in which refugees foresee upcoming strife in their homeland, and
acute refugee movements, in which danger is immediate. Anticipatory refugees
have more time to plan their departure and may be able to learn some of the
language of the country to which they will flee. Like voluntary immigrants,
refugees in this group tend to be educated and financially solvent (Rumbaut &
Portes, 2001). The first wave of Vietnamese refugees, who arrived in the mid-
1970s immediately after the fall of Saigon, is an example of the anticipatory
refugee movement. Most of them were well-educated professiohals whose
children excelled academically (McBrien, 2005). Their success contributed to the
stereotype of Asians being the model minority group, i.e., the Asian model
minority stereotype (Caplan, Whitmore & Choy, 1989). Aside from their
phenotype, this first group from Vietnam resembled what has been described as
traditional refugees. Historically, traditional refugees have been represented by

Eastern Europeans fleeing persecution during the |Cold war. They tended to be

more culturally and ethnically similar to those in the host countries, and many




could locate kin who had migrated previously. The
had skills that were valued by their host country. A
wave of Cuban refugees who arrived in the early 1
2001, Stein, 1981).

Later refugees from Vietnam have been cat
refugee movement (Kunz, 1973). They arrived in g
lacking education, job skills, and finances (Zhou, 2
refugees most of whom arrived from 1978 to the
the “boat people.” Those who did not die at sea ar
and Hong Kong, where they awaited resettlement.
thousands of Khmer fled the Pot Pot regime in Ca
Laotians and Hmong escaped from the Pathet Lag
Thailand, and more than 300,000 were resettled in
2005). Thus, depending upon the pre-migration cir
refugees fall under the acute or the anticipatory mc
outcomes differ significantly.
Refugees versus Immigrants:

In an attempt to better understand refugees
adjustment in the country of resettlement, it is impg
from immigrants, given that many researchers ten
immigrants. To gain an understanding of the uniqu
obstacles to success and the interventions that are

overcome the barriers they face upon being resett

10

y were also well educated and

similar group was the first

960s (McBrien, 2005; Perez,

egorized as part of an acute

Jreater numbers and were

001). This second wave of

nid 1980s, became known as

rived in Thailand, Malaysia,

In addition, hundreds of

mbodia, and thousands of

). These refugees went to

the United States (McBrien,

cumstances and whether the

pvements, their adjustment

and their experiences and

ortant to differentiate refugees

d to group refugees with

e needs of refugees, their

> promising for them to

ed in the United States, it is




critical to distinguish between refugees and immig

between refugees and other immigrants that make

for failure (McBrien, 2005). But before getting into
discussion of similarities is presented as its these

grouping of the two together.

Much research has grouped refugees toget

Cheng, 1998; Cowart & Cowart, 2002; Delgado-G
1999; Pryor, 2001; Rong & Preissle, 1998; Portes

Researchers like Bozorgmehr and Sabagh (1991)

immigrants have similar motivations and character
deal with the disruption of migrating to a new coun
culture and lifestyle. Other researchers have notec

include struggling in school while trying to learn the

rants as it is the differences
 this group the most vulnerable
the differences, a brief

similarities that have led to the

her with immigrants (see
aitan, 1994; Hones & Cha,

& Rumbaut, 2001).

suggest that refugees and
istics. Both groups have to
try and adjusting to a different
1 that for students, this may

e language of instruction. In

addition, because of race, ethnicity, religion, or cultural differences, many

newcomers, refugees or immigrants, encounter dis

2003; Rumbaut & Portes, 2001; Suarez-Orozco &
Further, both immigrant and refugee teens are fac
identity as they try to meet the cultural demands o

peers (Delgado-Gaitan, 1994; Portes & Rumbaut,

2000). These similarities make it easy to have san

groups together.
Despite the similarities stated above, McBri

United Nations Convention definition there are mo

11

scrimination and racism (Asali,
Suarez-Orozco, 2001).

ed with the additional crisis of

[ their parents and of their new
2001; Zhou & Bankston,

1e associations for the two

en (2005) notes that given the

re important distinctions




between refugees and voluntary immigrants. She
circumstances that bring refugees to a new countr
problems that are not prevalent among voluntary i
immigrants choose to reside in a new country, and
(Rong & Preissle, 1998). They usually have time t(
they may have visited the country of choice on pas
1993, 2002). Further, as Degado-Gaitan (1994) ng
sufficient financial means and are aware of family
people from their native country with whom they cz
But, unlike most immigrants, refugees do nq
(UNHCR, 2000). Refugees are forced out of their 1
circumstances such as civil war, and many homelg
residence in temporary refugee camps (Cowart &
1981; McBrien, 2005). Living conditions in the cam
inadequate food, sheiter, and medical care (Westn
The living conditions contribute to significant, ofter
ailments, such as tuberculosis, hepatitis, malaria,
damage (Trueba et al., 1990). In addition, many re
enduring rape or torture and witnessing killings, of]
murders of family members. Thus, it is the forced ¢
~ circumstances leading to their resettliement that di

immigrants (Hones & Cha, 1999; McBrien, 2005).
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notes that it is primarily the

y that create unique needs and
mmigrants. Voluntary

many are highly educated

b think about their choice, and
5t occasions (Cowart & Cowart,
tes, many immigrants have
members, friends, or other

an settle in a community.

ot leave their homes by choice
native countries, often in violent
2ss refugees must take up
Cowart, 1993; Huyck & Fields,
ps are frequently poor, with
neyer & Wahmanholm, 1996).
chronic medical/ physical
Kidney damage, and liver
fugees suffer from PTSD after
ten including the brutal
lisplacement and the
stinguishes refugees from

This clear yet critical distinction




is helpful in identifying and understanding the part
refugees, a discussion of which follows below.
Since the 1990s, most refugees from violer
Saharan Africa, and Afghanistan have belonged t¢
People from these countries aré unlikely to have h
vocational skills. McBrien (2005) notes that many
two additional barriers they have to overcome. Firs
with significant cultural differences from African Ar
perceived to be in the same cultural group by natiy
Secondly, many refugees from Africa and the Mid¢
tradition many Americans have come to fear and @
violence and terrorism (Asali, 2003; Carter, 1999;
Bollag, Brender, del Castillo, Cheng, & Overland, |
2001). Thus, refugees from the recent acute move
in the way of their post-migration adjustment. Furtl
focused on Somali Bantu refugee children in partic
refugee children is essential and is presented belo
Refugee Children

In 1994 the United Nations High Commissic

cular barriers for more recent

ce in Iraq, the Balkans, sub-

) the acute refugee category.

igh levels of education or

of the recent refugees have

5t, many are Black Africans
nericans who are often

e-born White Americans.

lle East are Islamic, a religious
espise and associate it with
McBrien, 2005; McMurtrie,
2001, Wingdfield & Karaman,
ments have several challenges
ner, given that this study is
sular, a discussion focusing on

W.

ner for Refugees (UNHCR)

estimated that more than half of any refugee popu
1994). A more recent report stated that approxima

million uprooted persons are youth under the age

2005; Westmeyer, 1991). Further, the ratio of child
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ation is children (UNHCR,
ely 47% of the world’s 19.2
pf eighteen (UNHCR, 20023,

to adult refugees varies




depending on region as for example the majority o
children (57%) while only one-fifth of Central and £
under eighteen (UNHCR, 2002a). Research sugge
its related trauma can have devastating social and
for these youth (Wilkinson, 2002). During the 199Q
and youth) were disabled, twelve million were left

orphaned or separated from their parents” (Summ
given that a large number of refugees are children
their developmental/ age specific needs, since adt
to their needs and stresses.

Children experience numerous traumatic sif
disrupted by the refugee experience (McBrien, 20(
exposed to many stressors related to war violence
caregivers to severe deprivation of basic needs, a
death to experiencing torture (Boothby, 1994; Harr
2006; Pynoos, Kinzie, & Gordon, 2001). Some refi
separation as they flee persecution alone or becor
families during flight (Boyden, deBerry, Feeny, & H
are at high risk for rape, abduction, and trafficking,
become child soldiers. Many girls become child br
heads of households when parents or other adult ¢

because of iliness or malnutrition. As a result of th
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f refugees in Central Africa are
rastern European refugees are
2sts that surviving the war and
psychological consequences
s, “four to five million (children
nomeless and one million were
erfield, 1999, p. 111). Thus,
, it is essential to understand

ilts and children differ in regard

uations when their lives are
)5). They may have been
ranging from separation from
nd from witnessing violence or
ell-Bond, 2000; Kia-Keating,
ugee children suffer from family
ne separated from their

lart, 2002). Refugee children
Some children are forced to
des. Refugee children become
caretakers are killed or die

ese experiences/




circumstances, these children lose social stability

(Boyden, Berry, Feeny, & Hart, 2002; Tollefson, 1¢
The consequences of such severe, multiple

war adversities can profoundly impact refugee you

and access to education
D89).
and prolonged experiences of

ths’ mental health, leading to

symptoms of PTSD, anxiety, and/ or depression (Allwood, Bell-Dolan & Hussain,

2002; Kia-Keating, 2006; Kinzie, Boehnlein, & Sag

1996; Sack, Him, & Dickason, 1999). Further, Sac|

k, 1998; Macksoud & Aber,

k et al., (1999) state these

symptoms can persist years after resettlement. Therefore, the refugee child’s

pre-migration experience often dictates their post-

country of resettlement. With this in mind, a more

migration experiences in the

specific review of refugee

children’s needs for success in the country of resefttlement is presented.

Refugee Children’s Needs for Success in the US
In her review of the needs of refugee stude

predominant themes. The first is psychosocial wel

safety, sense of self, and an adjustment to the cult

country while maintaining a connection to their her

nts, McBrien (2005) found two
being that includes a sense of
ural expectations of a new

itage. Language acquisition is

the second theme. As previously noted school is the primary agent for

acculturation for refugee children and has been id¢

refugee children develop psycho-social wellbeing
makes the role of school and education in refugee

area of investigation.

Role of School/ Education in Refugee Children’s W
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entified as key in helping
and language acquisition. This

children’s success a critical

Vellbeing




Given the continuing social upheaval in coy

ntries like Iran, Iraq,

Afghanistan, Sudan, Somalia, and Sierra Leone, the demand for resettlement in

host countries remains high (McBrien, 2005). Bect
refugee population is children, and that the Article
requires states to provide equal schooling opportu
education must rank high on the list of provisions
relocation of these children. The same is required
International Covenant on Economic, Social, and (

United States is a signatory. Similarly, the UNHCR

ause over fifty percent of the

22 of the Geneva Convention

nities to refugee children,

required for the successful

as per the Article 13 of the
Cultural Rights, to which the

! states that education is not

only a fundamental human right but also an essential component of refugee

_ children’s rehabilitation (UNHCR, 2000). Research
is crucial for restoring social and emotional healing
education and the school environment are key fac
and acculturation of refugee and immigrant childre
Trueba, Jacobs, & Kirton, 1990).

As previously noted, refugee children’s pos
vary depending upon various factors like the grouf
Given these differences, a further discussion on th
history and background is essential in understandi
that may define their post migration experiences.
The Somali Bantus

Who are the Somali Bantus? Since 1974, a

been permanently resettled in the United States. V]
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1 has indicated that education
) (Sinclair, 2001) and that
tors in facilitating socialization

n (Hones & Cha, 1999;

t migration adjustment may
)/ nationality they belong to.
e Somali Bantus and their

ng their specific adversities

bout 2.4 million refugees have

Vhile a large number of the




early refugees were from Southeast Asia, current
predominance of Middle Eastern and African refug
Muslim (McBrien, 2003).

Most African countries soﬁth of the Sahara
Bantu-speaking people. The Bantus include over
which has its own distinct language or dialect. The
whose language is spoken throughout eastern Afr
Africa, are among the most frequently recognized
As noted by Chanoff (2002), Somali Bantus, many
for years in the small town of Dadaab situated 60 r

corner of Kenya’'s north-eastern province, are livin

resettlement trends reveal a

ees, many of whom are

are largely populated with

300 distinct groups, each of
Kikuyu of Kenya, the Swahili,
ca and the Zulu of South
Bantu groups (Lynch, 2005).
of whom have sought refuge
miles from Somalia in the

g reminders of the once vast

Indian Ocean slave trade. She notes that their hisAory as a distinct group began

around the turn of the 18" century when their ance
and Mozambique were captured by the Sultan of Z

and sold into Somalia, becoming victims of the mil

xstors from Malawi, Tanzania,
ranzibar and other slave lords

ennia of human trafficking in

East Africa. Known to be hereditary farmers, these people eventually settled into

Somalia’s arable regions along the Juba River.

Of a population of approximately nine millio

constituted roughly 900,000 Somali Bantus. Most ¢

integrated into society, with some arriving thousan

farmers who saw themselves as original Somalis.

n, pre-civil war Somalia
of these Bantus were
ds of years ago as migratory

Other Bantu people were

brought in by Italian and British colonial administrations who also added to the

work force. In her report on the resettlement of So
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mali Bantus, Chanoff (2002)




notes that all these Bantus were part of the fabric
contributed to their country in political, religious, ar
after Siad Barre’s post independence regime of 19

The Somali Bantus who have been resettle
different, in that they are the descendants of slave
main tribes: Maijino, Makua, Manyasa, Yao, Zalam
collectively known as Mushungulis (a word with m
including worker, foreigner, and slave). Thus, their
and cultural differences from native Somalis, alway
minority that never integrated with other Bantu peg
few of them found opportunity beyond subsistence
and poverty prevented them from accessing schog
everyday rights. |

The 1991 civil war in Somalia caused these
massacre and rape, as a result of which thousand
Bantu and ethnic Somali refugees. While the non-
returning to Somalia as early as 1993, the Mushun
militias had possessed their farms along the Juba
awareness of the inequity, menace, and death tha
had sojourned for two centuries. Thus, for over a d

been their home where too they found themselves

again were subjected to discrimination and danger

attempted to resettle the group to their ancestral h
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pf Somali society and

nd artistic ways during and

69 to 1991.

d in the United States are

s and originate from one of six
a, and Zigua and are

Litiple implied meanings

slave origin and their ethnic
ys kept them as a marginalized
ple before the Civil War. Very
farming, and discrimination

s, land ownership, and

people to suffer widespread

5 fled to Kenya alongside other
Mushunguli Bantus started
gulis could not as the warring
River in addition to their

I awaited them in the land they
ecade, Dadaab, Kenya had
among a Somali majority and
. In 1997, the UNHCR

pmelands in collaboration with




the Mozambique government, but owing to a change in government and a lack of
resources the process was cancelled last minute. Finally, in 1999, the United
States government formerly recognized the plight of this twice displaced group

and pledged to take them in. The resettlement verification process took a few

years following which many Somali Bantus have been resettled in the United

States since 2001 (Bradbury, 1997; Chanoff, 2002; Lynch, 2005).

The UNHCR officials document various important facts about the Somali
Bantus,that in many ways differentiate them from most other prior refugee
groups. A summary of some of those facts are presented in this section. As was
noted by the Dadaab resettlement interviewers in Chanoff's (2002) report on the
U.S. resettlement of Somali Bantu refugees, the Spmali Bantus were not familiar
with the use of dates and time. This was highlighted in their responses during
their resettlement interviews with the UNHCR officials. Many women did not
know their age, the age of their children, the time when they arrived in Dadaab or
the town names along their route of flight from Somalia to Kenya. Prior to coming
to the US, most Bantus had never had amenities like a refrigerator, stove,
running water or kitchen cabinets. They had never lived with electricity, used a
flush toilet, or been exposed to any other aspect of modern living. Age 16 is the
typical marriage age for Bantu girls and around this time these girls could start
bearing their own children.

Charnoff's (2002) report also discusses some gender role differences in
that the boys more often than girls have been to school in Dadaab; they have

mostly attended primary or secondary education. The girls rarely have time for
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school given the chores they have around the household. While some of the

adults have finished high school, the majority of them have never attended
school and as Charnoff (2002) notes that prior to goming to the US holding a pen
between their fingers was an unknown awkward sensation. Lastly, a majority of
these adults have never read or written in their own language. Many of the adults
state that the lack of education is what kept the Mushungulis in subsistence,
poverty-stricken lives as they never had a chance for education in Somalia.

Of the total number of Somali Bantus that were resettled in the U.S., over
60 % were 17 years old or younger. One of every four Somali Bantu women gave
birth in 2002. The average family has about four ta six children. These Somali

Bantus have lived for ten years on World Food Program rations of maize, beans,

lentils, oil, flour and salt, leading to the concern that they would not recognize 99

% of the food in American supermarkets upon thei

Approximately 40% of this group has never lived a

refugee camp in Dadaab. While Somali Bantus mg

of about 130,000 refugees in Dadaab, they still he
construction, cooking, cleaning, and other manual

Somali Bantus are Muslim, a small minority conve

r initial arrival into the US.
nywhere other than the

ade up only about ten percent
d over 90% of the heavy labor,
labor jobs. Although most

rted to Christianity in Dadaab.

While there are six main Somali Bantu tribes (Magindo, Makua, Manyasa, Yao,

Zalamo, and Zigua), each tribe has many clans an

the U.S., less than 5% of Somali Bantus spoke En
Somali Bantus speak the Bantu version of the sou

(also spelled Mamay, or Af Maay). Although 30 to
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d sub-clans. Prior to coming to
glish. Between 50 and 70% of
thern Somali dialect Maimai

50 % of Somali Bantu speak




Somali, others understand Somali but prefer to speak in Maimai (Charnoff,

2002).

Lynch (2005) also discussed what Charnoff (2002) previously noted

regarding literacy and the experiences of the Somali Bantus with regard to

educational access and marginalization. They note that being denied access to

education and having been prevented from learning to read and write their own

language contributed to the low social and economic status of most Somali Bantu

and that “this denial of access to education represents one of the most egregious

and detrimental examples of Somali institutional discrimination against the Bantu”

(Van Lehman & Eno, 2003, p. 22). Given that far fewer schools were established

in Bantu areas than in areas where dominant tribes lived, less than 5% of Somali

Bantu have been formally educated (Charnoff, 2002; Lynch, 2005; Van Lehman

& Eno, 2003). Further, even if they did attend school, they were faced with

instruction in an unfamiliar language. The Somali language has two distinct

dialects that are similar in written form but not when spoken. As previously noted,

Af Maay is most frequently spoken in southern So
while Af Maxaa is spoken throughout the rest of th
government made Af Maxaa the official written lan|
keeping the Somali Bantu from participating in ma
(Lynch, 2005).

Therefore, it is clear that the Somali Bantus
history of oppression that has shaped who they ar

opportunities they had or a lack of, and which final
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malia where the Bantu live,
e country and in 1972, the
guage of the country, further

nstream Somali society

bring with them a unique
e as a result of the

ly led to their being recognized




as refugees by the United Nations. In shifting the focus from the Somali Bantus’

pre-settlement experiences, a recent needs assessment study in one U.S.

community in Maryland (Birman, Trickett, & Bacch

us, 2001) highlights some key

aspects of their resettlement experience. The researchers found that the Somali

community is very concentrated, with most of them living in one apartment

complex; the population in the surrounding communities as well as the public

schools is predominantly low income African American. As per the assessment

(Birman, Trickett, & Bacchus, 2001, p. 5), “the Somali children and youth

reported feeling unsafe in their neighborhood,” “particularly frightened by crime”

as some of them have had dangerous confrontations. Further, “some described

feeling worried that something may have happene
them is late and is walking home in the neighborhc

seeing drug dealers in the neighborhood” and as t

d to their friends when one of
od.” These youth “report

he authors note, “these

experiences rekindle the fear and uncertainty of their refugee experiences and

make them feel like they are not yet safe.”

With regard to the student experience, Birman et al. (2002) note that while

many of the Somali students have formed relation
over time, there are many difficulties linked to culty
appropriate behavior particularly for adolescents. T
friends with other Americans are restricted in man
peers do given the restrictions on the part of their

differences affect the school experiences of these

ships with American students
ural differences around

I'hey find that Somalis who are
y things that their American
Somali culture. Such cultural

students. An example cited

was that Somalis going out in mixed-sex groups is deemed inappropriate,




thereby eliminating them from many of the more ¢

Thus, in order “to avoid getting into trouble, Soma
Somalis or with their families to the movies or to g
2002, p. 7).

An important note with regard to Birman et

is that it does not distinguish whether the study wa

all the Somalis inclusive of the Somali Bantus, or j

ommon American activities.
is prefer to go out with other

0 shopping” (Birman et al.,

al.'s (2002) needs assessment
s based on the experiences of

ust the ethnic Somalis, or just

the Somali Bantus. Given the added historical experiences of oppression the

Somali Bantus refugees compared to the rest of the ethnic Somali refugees, such
information if valid for the Bantu community only further adds to the plight of their
situation in their attempt to adjust to a new society/ culture.

Charnoff (2002) notes that while refugees who share a similar lack of U.S.
knowledge, literacy, and cultural understanding have resettled in the United

States previously and do so fairly regularly, the Bantus are an exception given

their en masse resettlement. Some of the struggle

brought coming into the U.S. were their low literac

s that the Somali Bantus

y and English levels, large

families, no U.S. support system and a lack of exposure to technology and urban

living. These families share many stories of horror|associated with their process
of seeking refuge including children witnessing the death and rape of family

members, executions in one’s houses, and girls being kept captive for years and

routinely abused by soldiers (Birman et al., 2002).

and the central issue of trauma that they bring to t

the Somali Bantus are also recognized as a highly
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Despite these known struggles
heir lives in the United States,

resilient community given their




survival skills and tenacity to endure the refugee experience of rape, murder and
flight, ten years in Dadaab, and a background of sJavery and oppression. As
Charnoff (2002) emphasizes in the United States Committee for Refugees (para.
59) “these refugees are rural farmers who yearn for a safe and quiet life. The
dichotomy of their innocence and experience sharpens the importance of helping
them. They finally have a chance to find their niche and redefine themselves,”
Thus, while a number of Somali Bantus have left behind a life of overt oppression
in Africa, they continue to face a new set of challenges as they create a life for
themselves in America (Lynch, 2005).
Problem Statement

Given the continuous influx of refugees and immigrants to the United
States, the adaptation of these populations to life in a new country has emerged
as an important focus of immigrant and refugee mental health (Trickett & Birman,
2005). This wave of immigration in the past quarter century has been
accompanied with a dramatic increase in the study of the acculturative process
for immigrants and refugees. This process has been commonly defined as
cultural change resulting from intercultural contact between two or more cultural
groups (Berry, Trimble, & Olmedo, 1986; Phinney, 1990). An important and
specific aspect of inquiry of this literature is the question of how differing patterns
of acculturation relate to successful adaptation in the new country (Birman,

Trickett, & Buchanan, 2005; Gordon, 1964; Holtzman & Bornemann, 1990;

Portes & Rumbaut, 1990).
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The current study seeks to explore the acculturation and school
adaptation of Somali Bantu refugee children resettled in the United States. It
adapts Birman and Trickett's (2001) multidimensiagnal model of acculturation from
a life domain perspective in defining the acculturation process. Birman et al.,
(2005) drew on the “orthogonal” model of acculturation emphasizing the
independent assessment of acculturation of the individual to the new as well as
the the retention of the old culture. This perspective underlies much of their work
with the Soviet Jewish refugee population (Birman et al., 2002; Birman & Trickett,
2001; Birman & Tyler, 1994) and is used by other acculturation researchers with
different groups (e.g. Cortes, Rogler, & Malgady, 1994; Nguyen, Messe, &
Stollak, 1999, Oetting & Beauvais, 1990). By assuming that this process occurs
both with respect to the new culture and the culture of origin allows the
researcher to examine the nature of the relationship between acculturation to the
two cultures (Birman, et al., 2005).

Thus, Birman and Trickett’'s (2001) multidi
acculturation views the process of acculturation as multidimensional, involving
three distinct processes: language competence, identification, and behavioral
participation (Birman & Trickett, 2001). Language competence assesses an
individual's capacity to communicate in the languages of the two different
cultures (home or host culture). Identity refers to the extent to which individuals
embrace membership in either of the two cultures (Phinney, 1990), while

behavioral acculturation, or engaging in behaviors|characteristic of one culture or

another is seen as resulting less from the individual's capacities and preferences,
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such as language competence, than from the transaction of the individual with
the environment since some communities provide |more opportunities to
participate in one or both cultures than others. Hence ,Birman and Trickett (2001)
describe the overall acculturation process in terms of the above three discrete
acculturative processes that may unfold in different combinations (e.g. Birman,
1994) across different populations and settings (e.g. Birman & Trickett, 2001).

Birman et al. (2005) refer to adaptation as the process of coping with the
varied demands of the social contexts of importance to individuals. They adopted
a life domain perspective in their study of the adaptation of a group of refugee
adolescents from the former Soviet Union. As per this perspective, lives are
comprised of a range of varied settings or microsystems which must be
negotiated (Swindle & Moos, 1992). For adolescents the important domains
include psychological well-being as well as families, schools, and peer groups
comprised of both immigrants and non-immigrants (Birman et al., 2002). Further
they note that each of the domains may reflect different kinds of adaptive
requirements. As an example, they explain that the development of successful
supportive relationships may be viewed as an adaptive outcome among peers or
family where as at school, academic achievement may be regarded as one of the
indicators of successful coping (Birman et al., 2005). Thus, in studying refugee
and immigrant adaptation, it is important to identify and address various life
domains and how they are impacting the acculturation process.

Of the empirical evidence that does exist in/the area of immigrant and

refugee mental health, very little of it examines the acculturation and adaptation




of Somali refugees, éspecially in the context of ele
and their school adaptation. Further, nothing is knc
adjustment of the Somali Bantu refugee children tc
Given that these children are an integral part of the
States and their early and successful acculturation
schools and other microsystems like families and |
future psychological well being, academic and em
extremely important to investigate their acculturati

Thus far, only a limited number of studies h
psychological well-being of Somali (Bantu) refugee
notes, these few studies have focused on unaccon
al., 1998; Sourander, 1998), youth adults aged 18-

Savik, Johnson, Spring, Butcher, Westermeyer, &

mentary school aged children

own about the adaptation and
 life in the United States.

5 communities in the United

and adaptation within the

peers impacts and predicts
ployment success, it is

on and adaptation processes.
ave investigated the

2s. As Kia-Keating (2006)

npanied minors (Rousseau et.

25 years (Halcon, Roberston,

Jaranson, 2004; Whittaker,

Hardy, Lewis, & Buchan, 2005), and some on Somali adult refugees living in

London (Bhui, Abdi, Abdi, Pereira, Dualeh, & Colleagues, 2003; McCrone, Bhuui,

Craig, & Mohamud, 2005), Australia (McMichael, 2002), the United States

(Stutters & Ligon, 2001), and Ethiopia (Bhui et. al.
Stutters & Ligon, 2001; Zarowsky, 2000). These in
hardships that Somali refugees often experienced

shortage of food, poor health, separation from fam

2003, McMichael, 2002,
vestigations identified the
during pre-migration, including

ily members, enforced

isolation, feeling close to death, and being in combat situation (Kia-Keating,

2006). Additionally, there has been only one study

noted that focused specifically




on Somali adolescent refugees who had resettled

2006).

Because a review of the literature suggest ¢

acculturation process and its relationship to adapt:
immigrant and refugee groups and contexts with
differences (Birman et al., 2005) and because ther
studies that have examined these in the context of
Bantu refugees, an empirical study of this nature is
refugee children who represent an understudied p
opportunity to extend the range of knowledge abot
and its relationship to adaptation, offering an addit
understanding of cultural diversity. The present sty
this empirical literature by examining the relationst
the different indicators of school adaptation among
aged Somali Bantu refugee children.
Purpose of the Study

The purpose of this study is to extend the re¢
adaptation processes of refugees and immigrants
specific refugee group — the Somali Bantu refugee
study is designed to operationalize acculturation in
by adopting the “orthogonal” (i.e., statistically inde
model of acculturation. The present study intends

acculturative styles and school adaptation among
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with their families (Kia-Keating,

a varied picture of the

ation across the different
wltiple explanations for the

e have been relatively few
Somalis, let alone the Somali
s warranted. Thus, the focus on
opulation presents a distinctive
ut the acculturation process

ive framework for enlarging our
idy is intended to contribute to
nip between acculturation and

) a group of elementary school

zsearch on acculturation and
by focusing on one highly

s in the United States. The

1 a highly differentiated manner
pendent) multidimensional

to test the relationship between

a group of Somali Bantu




refugee children, using a multidimensional model ¢
language, identity and behavior. As per this model
measured independently with respect to both Som
cultures. As Birman and Trickett (2001) note, the t
are relatively distinct from each other but as noted
differentially related to various school outcomes.
Research Questions

The following research questions are used
study on the relationship between the acculturatior
Somali Bantu refugee children.

1.

To what extent do Somali Bantu chilc

acculturation at the three levels of accultura

of acculturation that includes

, acculturation for each child is

ali Bantu and American

hree aspects of acculturation

previously are also

to explore the problem for this

n and school adaptation of

iren experience American

tion, i.e., language, identity,

and behavior, when considering demograpt
the United States, gender, and school?
2. To what extent do the Somali Bantu
culture at the three levels of acculturation (!
behavior) when considering demographic v
United States, gender, and school?

3. To what extent does the contribution

school adaptation differ from contribution of

school adaptation (school grades on social

habits, total difficulties on the Strengths and

Proficiency Level Composite score for Engl
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ric variables like age, years in

children retain their Somali
anguage, identity and

ariables like age, years in the

of American acculturation to
retaining Somali culture to

behavior and work study
Difficulties Questionnaire, and

sh Language Proficiency on




the ACCESS for ELLs) based on various demographic variables like age,
years in the United States, gender, and school?

Operational Definitions
The following definitions are given to clarify/terms used in this study to

avoid misinterpretation.
Refugee - A refugee is a person who, owing to well-founded fear of being
persecuted for reasons of race, religion, nationality, membership in a
particular social group or political opinion, is outside the country of his

nationality and is unable or, owing to such fear, is unwilling to avail himself

of the protection of that country; or who, not
outside the country of his former habitual re
such fear, is unwilling to return to it (United
Protocol, 1951/1996).

Acculturation — It is the process of cultural ¢

having a nationality and being
sidence, is unable or, owing to

Nations Convention and

hange that occurs as a result

of contact between members of two or more cultural groups (Berry, 1980;

Persky & Birman, 2005).
Adaptation — It is the process of coping with
social contexts of importance to individuals

Multidimensional Model of Acculturation: It

the varied demands of the
(Birman et al., 2005).

s a model that views the

process of acculturation as multidimensional, involving three distinct

processes: language competence, identification, and behavioral

participation (Birman & Trickett, 2001). Lan

guage competence assesses

an individual's capacity to communicate in the languages of the two
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different cultures. Identity refers to the exte
individuals embrace membership in either
1990), while behavioral acculturation, or e
characteristic of one culture or another is s
individual's capacities and preferences, su
than from the transaction of the individual
some communities provide more opportuni
cultures than others. Thus the overall accul
terms of three discrete acculturative proce
combinations (e.g. Birman, 1994) across di
(e.g. Birman & Trickett, 2001).

Significance of the Study

t to which individual's

f the two cultures (Phinney,
gaging in behaviors

en as resulting less from the

h as language competence,
ith the environment since

ies to participate in one or both
uration process is described in
ses that may unfold in different

erent populations and settings

Recent research emphasizes the need for and benefit from further

empirical research that aims at understanding the
new immigrant and refugee populations within the
microsystems such as schools. Such an inquiry wi

complexities of the adaptation process of the immi

acculturation and adaptation of
context of different
Il enrich an appreciation of the

grant and refugee populations

by providing an increasingly sophisticated framework for those concerned about

how and where to intervene in the life domains of

refugee children (Birman et al., , 2005).

mportance to immigrant and

In her extensive review on the educational needs and barriers for refugee

students in the United States, McBrien (2005) emphasizes the importance of

research in understanding refugee children’s accu
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and their school outcomes. She regards this knowledge as critical in providing

background information necessary for teachers and counselors in the field. This
knowledge is also significant for those in universities preparing new teachers to
provide educational opportunities in a caring way {o students. This research

becomes even more important given very little is known about these refugee
students especially since they are the ones who may require the greatest

patience and teaching expertise.

Thus, the results of this study in examining
adaptation of a very specific and unexamined pop

refugee children may add significantly to the refug

the acculturation and school
ulation, i.e., Somali Bantu

ee mental health literature and

increase our understanding of these Somali Bantu refugee students’ needs and

experiences in particular. With a better understanding of how these children are
acculturating to their lives in the United States and adapting to their schools,
teachers, counselors, and other community agencijes that are involved in serving
them, may help develop alternative ways to better|meet their needs and assist

them in being more successful academically as well as psychologically. A study
of this nature will add to the empirical literature in immigrant and refugee mental
health as well as facilitate the development of poli¢ies impacting this population
and the refugee population in general. A study of this nature also benefits the
educators training future teachers, social workers and mental health
professionals, especially those educating and/or working with refugees and

immigrants. Lastly, this research also hopes to further the field of cross cultural
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psychology through a deeper understanding of acculturation and its various

aspects, i.e., language, behavior and identity in the context of Somali Bantus.
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CHAPTER i

REVIEW OF LITERATURE

Chapter Two provides a review of the salient literature relating to the
acculturation and school adaptation of Somali Bantu refugee childr_en resettled in
the United States. As was discussed in chapter one, the empirical and theoretical
literature on the acculturation and school adaptation of the Somali Bantu children
is limited. Thus, chapter two draws from literature |n the area of acculturation and
school adaptation of the general immigrant and refugee population to extrapolate
to the acculturation process of the Somali Bantu refugee children’s post migration
adjustment.

This review will begin with a general discussion on acculturation and the
various associated theories with a focus on the Differentiated Multidimensional
Model of Acculturation with an expanded discussion of behavioral, language, and
identity acculturation. The discussion on acculturation will then shift to a review of
the literature on immigrant and refugee children’s school outcomes including
academic achievement and psychological well-being and the various factors
impacting these school outcomes. A brief discussion on protective factors of
refugee youth in resettlement will follow. The chapter will conclude with a review

of the only needs assessment study done on Somali youth in a US community.

Acculturation
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As noted by Trickett and Birman (2005) and defined by Berry (1994) and Phinney
(1990), the general set of processes involved in an immigrant or refugee’s
adaptation to a new country is called acculturation, “or the cultural change
resulting from intercultural contact between two ormore cultural groups” (p. 426)
that leads to change in all parties especially in the|acculturating group. McBrien
(2005) defines acculturation as the change in an individual or a culturally similar
group that results from contact with a different culture.

Berry, Poortinga, Segall, and Dasen (2002) point out thalt there are
differences between psychological and sociological acculturation. At the
individual level, changes can occur in one’s sense of identity, values, and beliefs.
People may experience acculturative stress, such as anxiety or depression, as
they try to adapt to a new culture. At the group level, change affects social
structure, economic factors, and political activity. As an example, McBrien (2005)
notes that the Cubans were able to maintain their social structure and standard
of living because of the reception they received when they began arriving in the
United States in the late 1950s and early 1960s. In contrast, many Nicaraguans,
although highly educated, lost their ability to maintain professional jobs or to
create an enclave because the U.S. government rejected their claim for asylum.
Stein (1979) studied World War Il refugees and Hungarian, Cuban and
Vietnamese refugees. He noted that occupational and economic adjustment is
crucial to adult refugees’ acculturation in a new country and educational success

is essential for refugee children’s acculturation and that these group processes

affect one’s individual sense of identity and well-being.

35




As noted above, the acculturation process ¢
differ for different populations depending upon key
individual, social, and political circumstances leadi
another note, the Review of Child and Adolescent
notes that the development of theoretical framewo
mental health frequently identify the chronological
experiences, i.e., preflight, flight and resettiement,
clinical work (Berman, 2001; Fox et al., 1994; Pap
different perspectives and factors have led to the ¢
theories conceptualizing acculturation and adaptat
refugees. The following section presents a summa
on acculturation.
Theories of Acculturation

Ogbu (1982) explains that adapting to a ney
one is a voluntary or an involuntary immigrant (sug

refugees in a middle category, describing them as

of refugees and immigrants

factors including the

ng to the migration. On
Refugee Mental Health (2003)
rks on refugee children’s
stages of a refugees’

to organize the research and
adopoulos, 2001). Thus,
levelopment of various

ion of immigrants and

ry of some of the key theories

w culture is affected by whether
th as a slave). He places

semi-voluntary immigrants. He

notes that voluntary immigrants view learning the |

nguage and ways of the

dominant culture as desirable avenues to success, whereas people with an

oppositional cultural frame of reference such as colonized or enslaved people

view conformity as a “symbol of disaffiliation” with their own culture. Thus,

members of the oppositional cultures are more likely to reject the host culture,

viewing separation and segregation as desirable

contrast, tend to choose an additive acculturation ¢
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new cultural tools without rejecting their native knowledge and skills (Gibson,
1998). This strategy is termed accommodation and acculturation without
assimilation, in which the individual can draw from more than one culture to
).

The acculturation literature includes many theories, some similar and

accommodate a given social context (Gibson, 199

other contrasting about the process of acculturation. Proponents of assimilation
believe that acculturation is best when it involves assimilation, i.e., the process in
which individuals give up their old culture, exchanging it for the culture of their
new society (McBrien, 2005). But then there are advocates of cultural pluralism
who believe that newcomers acculturate best if they are able to retain cherished
values of their homeland while adding the language and some customs of their
new home. Some other related terms in the literature include biculturalism,
transculturalism, and additive assimilation, where the individual is able to move
between cuitures at will, depending on the situation (McBrien, 2005).

In his extensive review of acculturation thegries, Rudmin (2003) pointed
out that since 1918, some researchers have hypothesized that a bicultural
identity is psychologically beneficial where as others argue such an identity is
impossible or unhealthy. Rudmin criticized the lack of empirical evidence for
these theories. His criticism included Berry's (1974) widely respected
acculturation taxonomy, which includes assimilation (in which one takes on the
majority culture and rejects the minority culture), separation (in which one clings

to minority culture and rejects the majority culture), marginalization (in which
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neither culture is embraced) and integration (in wh
cultures are embraced).

Portes and Zhou (1993) on the other hand,
segmented assimilation that argues that there are
immigrant adaptation into the new society, and tha
on social, political and economic factors. The first
theory of upward mobility, in which newcomers as
class majority (Rumbaut, 1994). Irish immigrants 3
century and the post-World War Il Eastern Europe
(McBrien, 2005). The second pattern is that of upw
solidarity, found in successful ethnic enclaves that
through supportive governmental and social policig
Cuban communities in the United States fall into th
comparable to what other researchers call additive
of acculturation is described as more of an unsucc
process resulting in assimilation into poverty with ¢
process the children tend to acquire the language
more quickly than their parents do, resulting in fam
notes that for these children, the acculturation prog
identify with being American; the children join oppt
marginalized peers and reject the culture of their p
that this tends to be the fate of many families that

recognize as legitimate immigrants, and who often
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urban areas with high rates of crime and unemployment. Portes and Zhou (1993)
explain that many refugees arriving since the late 1970s are less likely to blend
into White society than their predecessors, because of their racial and ethnic
origins. Thus, without significant social support, recent refugee children are
especially vulnerable to such a negative pattern. This theory appears to be in line
with the previously discussed literature that emphasizes the role of pre-migration
factors on acculturation.
Portes and Rumbaut (2001) elaborated on segmented assimilation theory
with their analysis of the Children of Immigrants Longitudinal Study, a 10-year
project in which the researchers gathered data from more than 5,200 youth
enrolled in 49 schools in Fort Lauderdale/ Miami and San Diego, whose parents
came from 77 countries. The purpose of the study was to examine the adaptation
processes of second generation immigrant youth which included voluntary
immigrants and refugees. Portes and Rumbaut explained that segmented
assimilation patterns depended on four factors: the situation of the first
generation that immigrates; the pace at which parents and children acculturate;
cultural and economic barriers confronted by immigrant youth; and resources
(family and community) available to manage the barriers. They note that some
recent refugees cannot melt into the dominant culture because of the stigma of
their religious garb or their phenotype. Both Portes and Rumbaut (2001) and
McBrien (2005) argue that governmental and societal policies that encourage or
discourage welcoming refugees from various countries play a prominent role in

their success in the host country and all of these factors and patterns ultimately




have a significant effect on immigrant and refugee children’s success to
education and opportunity.
Nguyen, Messe, and Stollak (1999) limited the use of the term
accuituration to cultural pluralism, or the additive model (i.e., when all groups
within a larger society maintain their unique cultural identities) in their quantitative
study of 182 junior and senior high school Vietnamese students. The researchers
found a positive correlation between US cultural involvement and self-esteem,
low depression, family relationships, and grade point average. They also found
that Vietnamese cultural involvement corresponded positively with family
involvement, not at all with school GPA, and negatively with personal adjustment.
The findings were in contrast to the researchers’ hypothesis that adaptation to
American culture would negatively affect family relationships. The findings also
conflicted with the idea that bicultural identification produced positive results,
because involvement with Vietnamese culture was not positively correlated with
personal adjustment.
McBrien (2005) draws from the segmented |assimilation theory to explain
the unexpected findings in Nguyen et al.’s (1999) study, suggesting that the
adults and children in the study could have experienced congruence in their
adaptation to a US lifestyle. Thus, their US cultural involvement would not affect
their family relationships. She further extrapolates that that perhaps some youth
held tightly to Viethamese culture as a result of discrimination from US peers.
Given the results of this study, both McBrien (2005) and Nguyen et al. (1999),

conclude that acculturation a complex multidimensional process.
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In the current study | seek to understand th

Bantu refugee children based on the above conce

is a multidimensional process. Building upon Trick

using a differentiated multidimensional model of af

relationship between the acculturation and school
refugee adolescents from the former Soviet Union
relationship of acculturative styles to school adapt
group of elementary school children from Somalia

discussion of the literature on Birman and Trickett’

multidimensional model of acculturation, readers s

studies in the following discussion involve diverse

the generalization that may be drawn from the find

The Differentiated Multidimensional Model of Accu

In their study on a group of 110 refugee adc
Union, Birman and Trickett (2005) assessed the a
adolescents with respect to both American and Ru
culture, looked at language competence, behavior
examined how much Russian culture these young
and how much American culture they were adoptir
competence, behavior and identity.

Related to immigrant and refugee children’s
researchers have noted that the school represents

refugee children first confront the majority America

4]

e acculturation of the Somali

ptualization that acculturation

ett & Birman’s (2005) study

cculturation to assess the

adaptation of a group of

, is also aimed at assessing the

ation, but among a refugee
Before moving into the

s differentiated

hould keep in mind that the

populations, thereby limiting

ings.

Ituration

vlescents from former Soviet

cculturation of those

ssian cultures and, within each
and identity. Thus, they
adolescents were retaining

1g with regard to language

3 school adaptation, many
the primary setting where

n culture, and that the school




serves as a broad context for acculturation for aca

acquisition, and for cultural learning through exper

demic development, language

iences such as peer relations,

classroom expectations, course offerings, extracurricular activities, and school

norms around parental involvement (Boyd & Shouse, 1997; Delgado-Gaitman,

1994; Sarason, 1972; Trickett & Birman, 2005; Vin

2002). Trickett and Birman (2005) also note that w

okurov, Trickett, & Birman,

hile the majority of the

immigrant and refugee school adaptation literature does not include specific

measures of acculturation, it does suggest that lan

guage, behavior, and identity

are critical and differentiated acculturative domains in the school lives of these

children. Thus, Birman, Trickett and their colleagues have employed the

differentiated multidimensional model of acculturat

studies with Soviet Jewish refugees in the US, ass

ion in their several of their

essing acculturation in these

refugees with respect to both the new and old cultures (2006; 2005; 2002, 2001;

1998; 1994). The model is multidimensional given

it addresses three distinct

aspects of the acculturative process — language competence, cultural

identification, and behavioral participation.

The differentiated multidimensional model of acculturation views

behavioral acculturation as a process that is based on the interaction of an

individual's competencies and preferences with op
cultural activities in the surrounding community. Bi
with an example that whether someone uses Engl
depends on whether the friends are able to speak

wishes to interact with Americans, and whether the
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become friends with Americans in the community, concluding that behavioral
acculturation reflects both individual attributes and contextual factors.

In this differentiated multidimensional model, language competence
describes an individual's capacities and that although these capacities are

constrained by context, they do not in and of themselves reflect such

transactions (Birman, 2006; Zea, Asner-Se, Birman & Buki, 2003). Birman (2006)
notes that while other studies assess language acculturation through measures
of language use or preference the multidimensional model conceptualizes
language use as behavioral acculturation that relates not to competence but to
situational demands. Since both language use and preference can only be
achieved with language competence, the model assesses self-reports of
language competence or the ability to speak and understand the language.

The third dimension of the differentiated multidimensional model of
acculturation is cultural identity and is based on Phinney’s (1990) work on
cultural identity. He describes it as the extent to which individuals embrace
membership in either of the two cultures and consjsts of two components — self-
designation as a member of a group and positive affect toward this identity as a
group member.

Acculturation Studies

Birman, Trickett and their colleagues have applied the differentiated
multidimensional framework of acculturation to several of their studies on the
acculturative process of Jewish adolescents from the former Soviet Union. The

sections that follow discuss and summarize some of their seminal work and key
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findings on various acculturation and various outcg
multidimensional model.

In one of their studies, Birman & Trickett (2(
which life stage differences at the time of immigrat
process of these adolescents and their parents. Tt
acculturation for these Jewish Russian adolescent
pattern over time for most dimensions of accultura
American culture increasing and acculturation to R
time.

In another study of the same population, Tr
examined the relationship of acculturative styles tg
group of 110 refugee adolescents from the former
parents. School adaptation was measured in term
behavioral (disciplinary infractions), and attitudinal
components. As per the results, differing patterns
Russian acculturation were associated with differir
language competence, behavior, and identity with
cultures. Thé authors noted that the level of Ameri
a generally positive predictor of school adaptation,
Russian acculturation was unrelated to school outt
Trickett and Birman’s (2005) prediction of the adag

acculturation in the school, as higher levels of Ame
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related to each of the school outcomes in a positiv
absences, and a greater sense of school belongin

Trickett and Birman (2005) found that unlike
research that has found retention of the culture of
school performance, in the present study, overall r
not serve this function while overall American acct
explanations presented by the authors were that tt
the Soviet Jewish community of American accultur
subsequent economic success; that for Soviet Jew
States allows them to join the White majority wher
they had been members of a minority group. This,
reverse process from the experiences of Asian or
whom migration to the United States means becor
unlike their previous membership to the majority ci
origin. With regard to these differences in findings
authors emphasized that a complex and contextus
acculturation and ethnic identity could be reached
multiple racial and ethnic/ immigrant refugee grouy
school and community contexts. The authors conc
levels of American acculturation predicted school ¢
Russian acculturation were differentially related to

subgroups for the Jewish Russian refugee adolesq
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In exploring yet another aspect of acculturation employing their

differentiated multidimensional model of acculturation, Birman, Trickett and
Vinokurov (2002) sought to examine if and how agculturation is related to
adaptation across different life spheres for 162 Soviet Jewish refugee
adolescents in a suburban community in Maryland. The authors proposed that
because the different contexts of refugee adolescents' lives vary in acculturative
demands, different patterns of acculturation should be related to adaptation in
different life spheres. Their study looked at accultyration to both American and
Russian cultures in relation to their psychological adaptation, peer relations, and
school and family outcomes. Again, the findings indicated that acculturation to
different cultures is differentially related to adaptation across life domains.
Acculturation to American culture predicted better grades and perceived support
from Russian peers. Both American acculturation and retention of Russian
culture predicted reduced loneliness and perceived support from parents. Hence,
the findings of this study suggest that acculturation is a complex process that not
only depends upon the context, but that it also plays out differently for different
life domains like psychological adaptation, peer relations and school and family
outcomes.
Birman et al. (2005) replicated the above study with the same Soviet
Jewish refugee population in a contrasting community within the same state
(Maryland) to explore the potential role of community differences in the
acculturation and adaptation processes of 269 refugee and immigrant

adolescents from the former Soviet Union who resettled in two different
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communities, concentrated (represented a geogra

hically small area where

former Soviet Union eémigrés were concentrated in a few neighborhoods and

schools just outside the city line) and dispersed (throughout an entire county

where former Soviet Union émigrés were dispers

throughout the county’s

multicultural neighborhoods and schools). Adaptation was assessed across

different life domains, including peer relationships,
adaptation, and psychological adaptation. The leng
interactions was found significant suggesting that 1
how rapidly the adolescents acquired all three dim
assessed in the study. As per the results, America
occur more rapidly in the dispersed community wit
and behavior compared to the concentrated comm
community context was less of an influence on the
with and attachment to Russian culture. Thus as p
findings of these studies indicate that not only doe
different life domains, but that it also varies within
communities in which the participants reside.
Language Competence. In studying the acg
adolescents and their parents and the extent to wh
immigration affect the acculturation process, Birmze
that over time the adolescents’ ability to speak anc
whereas their ability to speak and understand Rus

noted that the ability to speak and understand Eng
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surpassed their ability to speak in Russian after living in the country for
approximately 4 to 5 years. Further, the results indicated that the level of
American language acculturation was significantly higher than the level of
Russian language competence. On the other hand, they found that Russian
language competence for the parents did not diminish with length of residence in
the country although their English did improve. In fact the parents’ Russian
language competence was significantly higher than their English language
competence. This highlighted the adolescent-aduilt differences in the
acculturation process in the context of English language acquisition.

The authors concluded that for adolescents in their sample, English
language acquisition represented a transformative experience because English
language competence appeared to replace competence in Russian over time
and the age of arrival assumed considerable importance in language acquisition
and loss. On the other hand, it was found that for the parents, Russian language
competence remained unchanged with length of residence, where as English
- language competence improved. The authors concluded that their data was
suggestive of an adhesive or additive process of acculturation for the parents.

Interestingly, Trickett and Birman’s (2005) previously discussed study
examining the relationship of acculturative styles to school adaptation among a
group of 110 refugee adolescents from the former|Soviet Union and their
parents, the authors had predicted that English language competence would be
predictor of school outcomes. The authors found that even though overall levels

of American acculturation proved to be a generally positive predictor of school
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adaptation, expectation that English language con
predict school outcomes in these adolescents was
interesting finding given the common wisdom and
English language skills are most important in helpi
succeed in U.S. schools. Trickett and Birman expl
their study had graduated from ESL before coming
was collected and thus their level of English comp
“good enough” threshold such that language was 1
academic achievement as may be the case for les
In conclusion, the findings suggest that English lar
as much of a relevant variable in predicting school
proficiency in English language has been attained

In their study on how acculturation is relatec
life domains for a Jewish refugee population, Birm
the three dimensions of acculturation were found t
adolescents’ adaptation. As was the case in the pr
expected English language competence to be the
school grades for these Jewish Russian adolescer
they predicted, Russian language competence ang
competence was found to predict GPA, and the re
direction. The authors suggest that perhaps Russi
several years of being in the United States is a ma

related attitudes or capabilities, and thus the findin
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language competence predicting better GPA in these adolescents. The authors
also discuss the possibility that studeﬁts who are high achievers are likely to rate
themselves better in many areas of functioning, and in this context, their Russian
language competency. Another key finding in this study was the contribution of
English language proficiency to reduced symptoms on the Hopkins Symptoms
Checklist that for psychological adaptation. The authors conciuded that perhaps
English language competence is the cornerstone of positive personal adjustment
for those adolescents as it allowed them the greatest flexibility and options in
terms of involvement with school and the culture more broadly.

In their follow up study looking at the potential role community differences
in the acculturation and adaptation process of Soviet Jewish refugees, Birman et
al., (2005) found that in contrast to prior findings on adults living in different types -
of communities, language competence did not differ between residents of the
concentrated and dispersed communities with respect to either English or
Russian. The authors discussed that even in the concentrated community their
sample was a language minority within a surrounding local community. Further,
the ethnic enclave was not large enough leading to a considerable need to
interact with the English speakers which may also be reflective of the
developmental ease with which adolescents acquired English skills compared to
adults. Lastly, the adolescents in the study came from relatively well-educated
families where learning English was likely to be encouraged. The authors
concluded that all these factors jointly contributed to the relatively rapid process

of acculturation whereby the adolescents were losing their Russian language
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skills and the new language was becoming more dominant over time. Therefore,
opportunities for language use and interaction within their immediate and
community surroundings can change the nature of the acculturation process for
individuals.

The literature discussed so far has focused|on examining how various
aspects like life domains and community contexts impact the language
competence domain of the differentiated multidimensional model of acculturation.
The following discussion reviews some of generalithe literature on language
proficiency and various aspects of adaptation.

Bhattacharya (2000) explored risk and protective factors within contexts of
family traditions, familial values, and social norms jof south Asians to examine the
school adjustment of 75 South Asian children (aged 6-17 years) who had
immigrated to the US with their parents, and who had been referred for
evaluation due to below-average or failing grades. Bhattacharya found that low
English language proficiency was a critical factor in the low achievement and
school failure of these children. Similarly, in his study examining the factors
influencing immigrant students’ school achievement on 4,288 eight - ninth
graders belonging to nine different ethnic categories (Southeast Asian, other
Asian, Jamaican, Haitian, Mexican, Cuban-public school, Cuban private-school,
other Latin American, and Filipino), Portes (1999) found that amongt other
factors, lowest achievers were from groups that encountered language problems
in school; thus, also suggesting that school adaptation may be driven by

language proficiency. In addition, in their study examining the effects of ethnicity,
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generational status, duration in the US, language

high school completion that compared recent imm

native born persons with at least one foreign born

persons of native parentage, White and Kaufman

usage, and social capital on
grants, long term immigrants,
parent and native born

1997) found that those who

were bilingual had a 17% less likelihood than those who spoke only English to be
high school dropouts. Thus again, as previously noted, language proficiency
appears to play a significant role in school outcomes and adaptation of immigrant
and refugee children.
In reviewing literature on language proficiency specifically related to
refugee children, Wilkinson'’s (2002) study on the factors influencing the
academic success of refugee youth in Canada found that the influence of limited
knowledge of English on arrival to Canada has devastating consequences for the
educational experiences of refugee children and youth. A study in Calgary by
Watt and Roessingh (1994) found that 74% of ESL students did not complete
high school, a finding that disproportionately affects refugees over other
students. Derwing, DeCorby, Ichikawa, & Jamieson, (1999) in their study of ESL
high school students over a 5-year period found that only 40% received a
diploma on completing high school, 46% did not complete high school at all, and
14% completed with insufficient credits to graduate from high school. Recent
research suggests that lack of English language proficiency is a predominant
influence on academic problems of refugees and immigrants (Huang, 2000; Watt

& Roessingh, 1994; West et al., 2000; Wilkinson, 2002). Wilkinson (2002) stated
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that children without language problems are more |likely to successfully integrate

and also do better at school and in subsequent employment.

In his articles on empirical and theoretical underpinnings of bilingual
education, Cummins (1981, 1992) explains that basic interpersonal
communicative skills (BICS) and cognitive/ academic language proficiency
(CALP) are qualitatively different skills. He explains that BICS include skills such
as pronunciation, basic vocabulary, and grammar that are required in everyday
communications which most immigrant students develop rapidly resulting in the
teachers prematurely assuming that minority children have attained sufficient
English language proficiency to exit to an English-only program. He explains that
CALP is a cognitively demanding process that is not embedded in a meaningful
interpersonal context. Finally, his review of numerous research studies point to
the interdependence of native and second language learning in advancing CALP
skills and indicated that second language CALP takes five years or more to
develop. Thus it would make sense that with increasing length of time in the
United States, children may acquire increased language proficiency if given the
learning opportunities.

Olsen (2000) discussed the psychosocial consequences of the push by
both U.S. schools and immigrant parents for non-native children to learn English,
explaining that for these children English acquisition is a symbol of belonging to

‘their new culture. However, she also notes that often families discover that
becoming fluent in English is accompanied by a loss of home language use,

fluency, and development. She adds that teasing by U.S. peers causes many
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students learning English to feel shame and to be
humiliation. Further, ESL classes are often separa
leading to fewer opportunities for newcomers to le
peers, and consequently they find thevy are unable
students. Accordingly, Olsen concludes that immig
find themselves struggling to communicate well in
Englisﬁ.

Most of the literature on language acquisitig
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2005). These studies suggest that immigrant stude
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example, in studying alienation in Vietnamese, L.ac
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insufficient English skills. The Laotian and Vietnarr
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measures than Hmong and Cambodian participan
study of Bosnian, Albanian, and other refugee and
Michigan city found that the children viewed Englis

their future success in their new country, more tha

English acquisition was difficult for them, and more

their parents with English skills. Moreover, the par
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Portes and Rumbaut (2001) explained language acquisition in the context
of psychosocial adjustment and identity. They discussed how children’s language
acquisition related not only to academic achievement but also to their success
with acculturation and a sense of continuity with their parents and others from
their native country. They noted that Bilingual children had the highest test
scores, lowest levels of depression, highest self-esteem, and highest education
and career goals. They also had the fewest conflicts with their parents. Further,
they criticized the tendency of U.S. school policies toward English immersion as
it increases cultural dissonance and can cause children not only to lose their
native language, but also to fall short of acquiring full proficiency in English.

Lastly, McBrien (2005) summarizes that refugee children’s psychosocial
adjustment and language acquisition are affected by experiences of trauma and
the availability of parental and social support. She notes that recent researchers
consider school settings that do not require rapid language and cultural
acquisition to be the best settings for refugee children. She adds that the general
consensus in the literature is that using cultural elements from the students’
native countries facilitates language acquisition. She reports that language is a
major barrier to learning until children become competent in speaking, reading,
and writing English. Finally, she states that in the case of language acquisition,
segmented assimilation depends on community resources as well as cognitive
ability.

Cultural Identity. In going back to the Birman and Trickett's (2001)

differentiated multidimensional model of acculturation, cultural identity is the
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second distinct aspect of the acculturation process. Thus, all the previously
discussed studies on acculturation employing the differentiated multidimensional
model of acculturation have also looked at cultural identity and a summary of the
findings and the literature in general is presented below.

In their study of the acculturation process of Jewish adolescents and their
parents, Birman and Trickett (2001) found an unexpected acculturative gap that
was observed between parents and children with respect to Russian identity, with
adolescents being more identified with the Russian culture than did their parents.
For adolescents, there appeared to be a gradual increase in identification with
American culture with iength of residence, but their identification with the Russian
culture was not significantly related to length of residence. The authors also
noted that the overall level of Russian identification was substantially higher than
American indicating that the adolescents appeared to continue to identify more
strongly with the Russian culture than with the American culture, even after
having lived in the country for a long time. For the parents on the other hand,
there was a trend suggesting an increase in American identity with length of
residence and a significant decline in Russian identity with length of residence.

Birman and Trickett (2001) speculate that the importance of identity in
adolescence in general or the fact that the adolescents in the study immigrated
when very young and did not have a choice about|immigrating to a new country
may explain their tendency to maintain strong identification with the Russian
culture. Moreover, given that the parents freely chose to immigrate to the United

States, they may be more eager to give up their Russian identity to embrace an
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American identity. Thus, Birman and Trickett reinfo

rce the notion that the
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adolescents and adults.
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concentrated community may have either succum
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discouraging attachment to Russian culture). Further, they discuss that for the
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adapt better to school when they retain their ethnic identity. Several studies have
reported a positive relationship between ethnic identification and academic
success; these include Sung (1987) and Ogbu (1991) for Chinese American
adolescents in New York and Oakland, CA; Gibson (1988) for Punjabi children in
northern California; and Matute-Bianchi (1986) for Mexican American
adolescents in California (Bankston & Zhou, 1997; A. Portes & Zhou, 1993).
However, Portes and Zady (1996) noted no effect of maintenance of one’s
cultural identity on academic achievement in a sample of second-generation
eighth and ninth graders from eight cultural categaries (e.g., Southeast Asian,
other Asian, Jamaican, Haitian). Wood and Clay (1996) found a negative
relationship between American Indian identity and|grades. While looking at the
role of American identity in school achievement, Portes and Zady (1996) found
that across several immigrant groups, a higher level of American identity had a
negative effect on academic achievement. Wood and Clay (1996) on the contrary
found that socialization into society (American acculturation) was positively
related to grades and school achievement in their American Indian sample. Thus,
it appears that the findings regarding cultural identity and school adjustment and
performance are inconsistent across different samples and studies.

Persky and Birman (2005) explored ethnic identity as an aspect of
accuituration among 351 Russian-speaking Jewish refugees from the former
Soviet Union in the United States. In addition to the usual bidirectional model that
considers the two identities, i.e., ethnic identification with the culture of origin

(Russian) and identification as a member of one’s new society (American),
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performance. Gibson reported positive academic consequences of not socially

Integrating American peer group in her study of Punjabi Sikh immigrant

adolescents in California. Eisikovits (1995) however reported finding that a lack

of social integration with Israeli adolescents in school did not affect academic

performance on a sample of Soviet Jewish adolescents in Israel. Thus,

suggesting that behavioral acculturation interacts i

n complex ways with peer

contexts to yield differing outcomes in differing contexts (Trickett & Birman,

2005).

Birman and Trickett (2001) found that with r

espect to behavioral

acculturation, for their Russian adolescent participants, American behavioral

acculturation increases and Russian behavioral ag
with length of residence. The authors find that the

oriented-to becoming more American oriented beh

culturation gradually declines
shift from being more Russian

aviorally occurs after

approximately 4-5 years in the country. The level of American behavioral

accuituration was found to be higher than Russian

behavioral acculturation. The

results also indicate that for parents, Russian behavioral acculturation declines

and American behavioral acculturation increases with length of residence.

Although the findings seem to suggest that after a
behavioral acculturation to both cultures becomes
of Russian behavioral acculturation is higher than

In their study of the role of community differ
et al. (2005) found community differences with res

acculturation, with the level of Russian behavioral
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the concentrated community and the level of American behavioral acculturation
being higher in the dispersed community. These results replicated the prior work
by Vinokurov et al., (2000) and the authors believe the results are most likely due
to greater opportunities for involvement with Russian culture and Russian-
speaking settings in the concentrated communities in contrast to the dispersed
community that may have provided greater opportunities and perhaps even
necessitated participation in American cultufal behaviors (Birman et al., 2005).

In summary, the researcher has reviewed the theories of acculturation and
discussed the differentiated multidimensional model of acculturation,
summarizing seminal work addressing language, behaVioraI and identity
acculturation. In conclusion, given that acculturation is a complex,
multidimensional process, the literature on the topic is vast and the findings
varying and the discussion so far has been focused primarily on the acculturation
of refugee and immigrant youth. Because the current study seeks to explore the
relationship between acculturation and school adaptation of Somali Bantu
refugee children, a specific aspect of refugee and immigrant adaptation needing
further elaboration is their school performance. Given that an important goal of
the studies on children’s acculturation and school adjustment is to predict better
future outcomes, a brief summary of the literature pn academic achievement in
general and a more detailed summary relating to refugee and immigrant school
performance and outcomes is presented in the remainder of the chapter.

Refugee & Immigrant School|Outcomes

Academic Achievement
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Entwistle, 1988; Alexander, Entwistle, & Danber, 1
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mental health sequel, as well as positive functioning after resettlement. Kia-
Keating (2006) notes several social support-related variables, including impact of
parental well-being and family separations and mothers’ symptoms and abilities
to cope as being correlated with children’s symptoms and stress levels. Further,
whether refugee youth live with family members or not has also been found to be
associated with psychiatric symptomology, with increased symptoms occurring

when a refugee youth lives with a foster family or alone (Kia-Keatinig, 2006;

Kinzie, Sack, Angell, Manson, & Rath,1986). Tousignant, Habimana, Biron, Malo, &
Sidoli-LeBlanc, (1999) found that in their study, resettied refugee boys living with
their biological parents were significantly less symptomatic (at a rate of five times
lower) than boys living in any other arrangement. In their study on Mayan refugee
children living in camps or peer neighborhoods in Mexico, Melville and Lykes
(1992) found that these children identified parents|and relatives as their primary
supports during difficult times, followed by friends or caregivers. These findings
all further point to the importance of the availability of parental social support for
the child (Kia-Keating, 2006).
In addition to support from parents, peer relationships also appear to
mitigate the relationship between war exposure and mental health (Almqvist &
Broberg, 1999; Birman, Trickett, & Vinokurov, 2002). Kia-Keating (2006) states
that for refugee and immigrant youth, who often view school as their ‘second
family’ and the most important factor contributing to their future success,
education takes on a prominent role in preserving hope (Duncan, 2000; Suarez-

Orozeo & Suarez-Orozeo, 2001).
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Factors Related to Refugee/ Immigrant Children’s

Psychological Well-being. In an initial five y
the physical, mental and psychosocial health of 64
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adopted and that advanced preparation and guida
agencies (school, peers, parents, community) app
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process. The study found that the girls worked hard to attain high grades and that
they were cognizant that their high achievement status moved them from being
viewed as alien to an identity that could blend into|the general culture. Many of
the girls stated that they worked hard to avoid the spotlight that academic deficits
would create. Mosselson notes that a problem with the anonymity was that the
girls’ depression was overlooked. He adds that many of the girls’ experiences in
U.S. schools were negative and that school success did not fit with the traditional
psychosocial model of poor adjustment or depression; thus, the students’ needs
were ignored. He concluded that the students were succeeding academically, but
their psychosocial adjustment was poor.
Similarly, Bankston and Zhou (2002) analyzed data from the 1995
National Longitudinal Study of Adolescent Health for relationships between self-
esteem, psychological health, and academic achigvement of White, Black, Asian
and Latino students. They found that Asian students had the highest academic
success, but also exhibited the highest levels of depression and lowest levels of
self esteem. Like Mosselson (2002), Bankston and Zhou (2002) also concluded
that doing well is not the same as being well and they reported that immigrant
status affected adolescents’ sense of self-worth.
Parental Factors. In addition to all the literature on language, identity and
behavior and the acculturation process discussed in the early part of this chapter,
it is important to note that the psychological well-being of these refugee children
is greatly impacted by their traumatic pasts that are often complicéted by differing

experiences of parents and children. For instance, Ascher (1985) quotes a study
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by Stein (1980) that indicated that even after five years, more than 80% of the
participants still had serious concerns about their separation from missing family
members; nearly 70% retained stressful memories of the war and their flight from
their home country; and nearly 60% were still homesick and worried about their
communication difficulties with friends and families still in Asia. Fernandez-Kelly
and Curran (2001) note, that once resettled, adults often took lower-skilled jobs
with less status than those they had previously held in their home countries.
Givén the Southeast Asian “fear of losing face,” many were deterred from asking

for help or expressing their frustration. Asher (1985) also notes the shame of

rape and culturally different gender expectations added new stresses on families.
Because adults were anxious about these concerns, they were often ill-equipped
to provide their children with the emotional support and positive models that they
needed to succeed socially and academically.

McBrien (2005) reported that parents and parental involvement in their
children’s education are frequently cited factors in student success. In their data
from the Children of Immigrants Longitudinal Study, Portes and Rumbaut (2001)
indicated that refugee and immigrant students are positively affected by parental
support and interest in their children’s education even though that support is not
necessarily manifested in typical U.S. ways, such as parental involvement in the
schools. In a study of 402 high school students, Zhou and Bankston (2000) found
that Vietnamese parents tend to pressure their children to enter highly skilled
professions such as medicine or law, and that Asian students achieved higher

grades in school and on standardized achievement tests (Bankston & Zhou,
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2002). They also found that Vietnamese parental involvement in ethnic
communities correlated negatively with youth involvement in underprivileged 6r
deviant subcultures (Bankston & Zhou, 1997).
McBrien (2005) notes that there are also same parental factors that could
act as obstacles to refugee children’s school success. Ascher (1985) found that
because refugee parents are frequently victims of trauma, they are not always
able to provide emotional support. Further, when adults do not acquire the new
language as rapidly as children, parents are less gble to help their children with
homework. Finally, because of different cultural beliefs, many parents may
understand the concept of parent involvement differently from the way the U.S.
parents do. All these conditions, McBrien (2005) notes increase cultural
dissonance and thereby negatively influence school success of refugee children.
In summary, as McBrien (2005) reports, parental factors of
misunderstanding, conflicting cultural beliefs, and |anguage difficulties amount to
dissonant acculturation as termed by Portes and Rumbaut (2001), in which
parents lag behind their children’s acquisition of the language and culture of their
new country. Parents may feel a loss of control and may experience identity
problems when their children are forced to take on adult roles for them. Family
conflicts increase, leading the children to feel a sense of loss of safety and
security. Students may feel like they do not belong anywhere, as they become
alienated from their parents, but are not truly accepted by their peers.
Discriminatory practices on the part of teachers and peers increase the refugee

students’ isolation. Researchers found that discrimination often stemmed from a
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lack of accurate information and from cultural misunderstandings (McBrien,
2005).

Culture Brokers. As noted above once refugee children are resettled, they
tend to acquire conversational ability in the language of their new country faster
than their parents. As a result, they often must translate at school meetings,
doctor appointments, and service organizations for their adult caretakers. Many
refugee children write checks for mortgage and other payments. Such role
reversals between children and parents create identity confusion and conflict
between the generations (McBrien, 2005; Zhou, 2001; Zhou & Bankston, 2000).

As part of a larger research project (Birman & Trickett, 2001; Birman,
Trickett, & Vinokurov, 2002; Trickett & Birman, 2005; Vinokurov, Trickett, &
Birman, 2002) Jones and Trickett (2005) studied the acculturation and adaptation
of refugee adolescents and their families. In their study, the authors examined
‘culture brokering’ (i.e., ‘in immigrant families culture brokering occurs when
children mediate the new culture for their family’) in 226 Russian immigrant
adolescent-mother dyads to determine the types and amounts of culture
brokering Russian adolescents performed, why they assumed this role, and how
the role affected adolescent and familial functioning.

The authors approached culture brokering from a life domains perspective
and assessed acculturation as a multidimensional|process with respect to both
culture of origin and culture of resettlement, there by being able to assess how
culture brokering is related not only to the adoption of American culture but also

to the retention of the culture of origin. The results|indicated that most
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adolescents (89%) reported culture brokering for their families, and that children

of families that had arrived in the US more recently, with mothers who were less

American-language acculturated, culture brokered more. They found that higher

levels of culture brokering related to higher adolescent stress and reports of

problems at home and with friends and lower feelings of school membership.

Role of School. In his review of the literature on mental health and social

adjustment of refugee children, Eisenbruch (1988) found that not only personal

bereavement but also cultural bereavement, i.e., ‘the experience of the uprooted

person or group resulting from loss of social struct
identity’ (Eisenbruch, 1991, p. 674) is an important
adjustment. Based on Erikson’s (1968) theory, Eis
of “uprooting” with regard to disruption of a person|
he stated that adolescents may have difficulty in b
the American ideal of individual progress. Eisenbrt
acculturation can negatively affect children’s ability
process and claim their cultural identity. He stated
respect the native cultures of refugee children and
adjust and learn the language of their host country
can be centers for acculturation that, with effective

reduce environmental barriers and increase child’s

ures, cultural values and self-
factor in a refugee child’'s
enbruch notes the significance
's concept of self. For example
alancing loyalty to family with
uch argued that rapid

to complete their grieving
that effective school programs
allow them ample time to

. He concluded that schools
teachers and programs, can

3 sense of competence.

School Drop-Outs. Shanahan, Mortimer and Kruger (2002) report the

significance of academic achievement and skills ta

satisfaction. Rong and Preissle (1998) report that,
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Census figures, 18% of 17-year-old and 26% of 18-year-old immigrants were

dropouts. Based on the data from the Children of Immigrants Longitudinal Study,
Portes and Rumbaut (2001) found an average of 3%-10% school attrition rate,
depending on nationality, and 14%-25% “inactive” rate (this rate includes
students who simply stopped going to school, alth%ugh they may not have
officially dropped out and also includes those whoimay have moved to another
district without officially transferring). i

As previously discussed, French and Conrad (2001) and House (2001)
explain that school dropout of immigrant and refugee students resuit from a
complex mixture of factors, including self-percepti#)ns of their academic ability,
antisocial behavior and rejection by peers and Iac‘ of psychological and
academic preparation before entering U.S. schoo} (Rong & Preissle, 1998).
Portes and Rumbaut (2001) also reported that in spite of high educational
expectations across diverse immigrant groups, some students drop out because
of unsafe school conditions, dissonant acculturati in when children acquire the
language and cultural norms of their new country faster than their parents,
poverty, and hostile social environments. |

Witkinson (2002) states that students’ grad% placement upon arrival and
their perceptions of appropriateness of their grade3 placement would be an
important indicator of their educational success. |IJ her study examining the
education experiences of 91 refugee youth and 123 of their parents in Canada,

Wilkinson (2002) found appropriate grade placem%nt upon arrival as correlated

with academic performance. Results suggested that the respondents who felt
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their grade placement was appropriate for their age and previous educational
experience when they began school in Canada ar. morellikely to be ‘on-track.’
Those respondents who felt that their grade place‘ ent was too high are more
likely to experience problems in school, and will te‘nd fall behind or drop out of
school. ‘

Cultural Misunderstandings: Discrimination {& Muslim Student Experience.

Cultural misunderstanding can result in prejudice and discrimination, with the
result that students, already struggling with an unfamiliar language and confusing

cultural changes, must also work to overcome the impact of negative attitudes

!

|

(Fisher, Wallace, & Fenton, 2000; McBrien, 2005; Ogbu, 1982; Olsen, 2000;

Wingfield & Karaman, 2001). Portes and Rumbaut (2001) found that

discrimination was the greatest barrier to adaptaticﬁn for immigrant and refugee

students. Victims of discrimination, experience lasting effects on their self-

perceptions, social interactions, motivation, and aghievement (Portes &

Rumbaut, 2001; Suarez-Orozco & Suarez-OrozcoL 2001). For refugees,
discrimination also affects the process of acculturation (McBrien, 2005). An area
of discrimination and cultural misunderstandings lies in the Muslim students’
experiences in the United States. i

McBrien (2005) notes that most of the rese%rch literature on Muslim
students in the United States has appeared since *he terrorist attacks on
September 11, 2001. Media reports have documebted hate crimes directed at
Muslim students and other Muslim Americans (Asali, 2003; McMurtie et al., 2001;

Wingfield & Karaman, 2001). Carter (1999) reports that many U.S. born citizens




negatively stereotype Muslims as fanatics and tha
often tease foreign-born peers about their Arab na
students often bully Muslim students for displaying

such as wearing hijab and fasting during Ramadar

t U.S. born school children
mes. He states that U.S. born
outward signs of their religion,

1. This matter is particularly

relevant to the current study given the Somali Bantus are predominantly a

Muslim community of Islamic faith.
The School Experiences of Somali Refugee Youth
In a needs assessment study of Somali you
(Birman, Trickett, & Bacchus, 2001), the researche
middle school and high school students, 4 parents
included 15 ESL. teachers from three high schools
elementary schools. The researchers reported tha
they were unprepared for the taunts and stereotyp
They stated as an example that the U.S. students
their head coverings, and they would ask the Som
or lived in trees. Some Somali students reported n
students as a result of doing well in their classes. ]
experiences of discrimination as a result of their re
their clothing, daily prayer, and refusal to date. The
incident in which school personnel expected them
school ID photos, causing them to feel disrespecte
The students spoke with the researchers al;

and all of them knew other Somali students who h

in the U.S.

th in one Maryland community
2rs interviewed 14 Somali

, and 20 school staff, that also
two middle schools, and two
t the Somali students stated
es of their U.S. born peers.
would tease the girls about
alis if they went naked in Africa
egative treatment from

Ihe students reported

ligious practices, for example,
2 Somali girls related an

to remove their scarves for

d.

»out dropping out of school,

ad left school before receiving




high school diplomas (Birman et. al., 2001). Some students also cited the
difficulties of understanding school subjects because of earlier gaps in their
education created by their refugee experience. Other students mentioned the
inability to make friends in school and the unavailability of resources for help. The
authors state that the teachers who were interviewed reported being afraid of
saying anything that might raise traumatic feelings| in the refugee students, and
they expressed instances of cultural misunderstandings. Further the teachers
reported being unhappy about the lack of involvement from Somali parents, and
they saw that ESL students did not mingle with American students.

The needs assessment of the Somali youth and their school experiences
is the only study on Somali refugee youth’s school adaptation in the United
States. The current study hopes to add to this scarce acculturation and school

adaptation literature on Somali Bantu refugee children in the United States.
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CHAPTER 1lI

METHODOLOGY

The study’s methodology is organized acco
(a) statement of purpose; (b) selection of participa

collection and (e) research design and data analys

Statement of Purpos

Given the ongoing influx of refugees worldw
issues have been a key area of recent psychologic
the acculturation and adaptation processes of refu
adults has been characterized as an important asg
however, little existing research describes it in the
and none exists in the context of Somali Bantu ref
intends to offer a better understanding of the adjus
students in one mid-western U.S. community that
a large number of resettled Somali Bantu refugees
organizations like the public school systems, comn
organizations and medical organizations that work
Bantus on a daily basis continue to want more info

Somali Bantus.
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Given that not much is known about this community to those that are

involved in serving them directly and indirectly in various capacities, a study of

this nature was essential in assessing the needs of and providing

recommendations for improving the adaptation of these Somali Bantu children.

The purpose of this study was to examine the acculturation and school

adaptation of Somali Bantu Refugee children in a mid-western U.S. city.

1.

This study was guided by the following research questions:
To what extent do Somali Bantu children experience American
Acculturation at the three levels of acculturation, i.e., language, identity,
and behavior, when’considering demographic variables like age, gender,
and years in the United States?
To what extent do the Somali children retain their Somali culture at the
three levels of acculturation (language, idevntity and behavior) when
considering demographic variables like age, gender, and number of years
in the United States?
To what extent does the contribution of American acculturation to school
adaptation differ from contribution of retaining Somali culture to school
adaptation (school grades, ACCESS scores, and SDQ scores) based on
various demographic variables like age, gender, and years in the US?
Selection of Participants & Procedure

Based on prior research in the area of acculturation and school adaptation

(e.g. Birman & Trickett, 2005; Birman et al., 2005) the sample for this study

included 175 Somali Bantu refugee children enrolled in five elementary schools
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in a mid-western city in the United States. For the

schools will be identified as School A, B, C, D, & E

purpose of this study, the five

. Various officials from the

city's public school system as well as their ESL delpartment (ESL Teachers and

ESL Academic Consultant) and the Director of a Ic
residence to a large number of Somali Bantus, ser
recommendations and contacts for the five elemer
Bantu refugee enroliment.

To minimize the number of factors that coul
study, certain criteria were employed in the selecti
that the Somali Bantu refugees share social, cultu
unlike other ethnic Somali refugee children, the stt
Bantu refugee children only. Further, to avoid addi
restricted its sample to elementary-aged school ¢ch

Prior to conducting the research activities,

Human Subjects Committee at the University of Lg

ycal Community Center that is
ved as resources in providing

itary schools with a Somali

d influence the validity of the
on of the participants. Given
ral and historical experiences
idy was limited to Somali
‘tional effects of age, the study
ildren only.

approval was obtained from the

yuisville as well as from the

Jefferson County Public School System explaining the intent, the process, and

the value of a Somali Bantu refugee child’'s participation in the research. The

research may possibly influence future training anc

mental health professionals teaching or counseling

children and policy development related to these ¢

school adaptation.

Initial contact was made with the school prit

teachers of the respective schools to present the p
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d teaching of ESL teachers and
) Somali Bantu refugee

hildren’s acculturation and

ncipals as well as the ESL
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their approval and support to collect data. Informe
parents of the Somali Bantu children in each of the
approval for their child’s participation in the study.
over age seven were asked to sign an assent form
Review Board. Based on Birman et al.'s (2001) re:
Maryland, the Somalis are very community oriente
ongoing contact with the community leaders to seg¢
for the study was an essential step in the process.
members were consulted to build rapport and trust
perspectives on the needs and adjustment of their|
as was done by Birman et al. (2001). The commur
interest in the study and were willing to assist in ar
the community leaders, director of the community
together helped in identifying a certified Somali Ba
for the study.

The acculturation measure (i.e., The Langu
Acculturation Scale; LIB) was completed by the ch
Mai-Mai with the assistance of a Somali Bantu inte
Mai-Mai during class periods. Based on the recom
personnel at the elementary schools including the
counselors, and other relevant staff who were inte
administered the measure to a group of about 5 ck

Trickett, & Bacchus, 2001). Prior to data collection
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> five schools for parental

In addition, all the children

1 as is required by the Internal
search on the Somali youth in
d people. With this in mind,

>k their approval and support
The community leaders and
as well as to learn about their
children in the United States
ity leaders showed eager

1y ways they could. Further,
center, as well as the ESL staff

ntu interpreter and translator

age, ldentity and Behavioral
ildren and was administered in
rpreter fluent in English and
mendations of various school
ESL and mainstream teachers,
rviewed, the interpreter orally
iildren at a time (Birman,

and in keeping with the




recommendations in doing cross-cultural research, the scale was translated from
English to Mai-Mai, and back translated to English by two different certified
individuals to ensure cross-cultural validity of the measure (Brislin, 1970, 2000;
Cha, Kim, & Erlen, 2007).

As noted by Rice and Broome (2004), providing potential research
participants with incentives maximizes participation and minimizes attrition over
the life of the study. Thus, as suggested by the ESL teachers and other involved
ESL professionals, each participant was provided a piece of candy as an
incentive to participate in the study.

The ESL teachers were requested to complete the Strengths and
Difficulties Questionnaire in English on each of their participating students.
Student demographics were obtained from school|records. Additionally, student
grade cards for data on their grades on Social Behavior and Work Study Habits
were obtained for each child from the school administration. Student records
were obtained from the ESL Office for each student’s scores on the ACCESS for
ELLs (Assessing Comprehension and Communication in English State to State
for English Language Learners). All names, student and teacher responses and
other obtained information were kept strictly confidential and the data were
stored in a locked filing cabinet in Dr. Thomas Reio’s office.

The current study followed a mixed methods design. As Greene, Caracelli,
& Graham, (1989) note, mixed methods designs allow for triangulation, the
opportunity to examine overlapping and different facets of a phenomenon, and

discovering different paradoxes, contradictions or fresh perspectives. Brewer and
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Hunter (1989) note that there is a need for a more
approach to research emphasizing that individual
in their investigations rather than using mono-mett
evidence documents that using both quantitative a
methodologies can lead to convergent evidence c¢
the psychological construct being measured (Tash
their discussion of the threats to validity of researc
(1979) point out that one of the shortcoming to usi
it poses a threat to construct validity of “putative cz
that measuring a construct using only one method
differentiate the construct from its particular monot
Thus, Campbell and Fiske (1959) emphasized the
quantitative methods for assessing psychological t
applied the term “triangulation” to the process that
sources to study the same social phenomenon.
Thus as part of a mixed methods design, th

semi-formal interviews with open ended questions

enhance the understanding of the quantitative find
interviewed included the various ESL teachers, a fi
principals, ESL Academic Advisor for the local pub
district, various individuals in the community includ
mental health school counselors, director of a com

was intimately involved with the Bantu population :
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members of the students. Important qualitative findings are reported in chapter 4

and discussed in chapter 5.

Instrumentation/ Measures
Demographics

Demographic information was obtained from each child's school records,

including age, gender, length of time in the U.S., and which of the five schools

the child was enrolled in.
Acculturation

Acculturation was measured using a modified version of The Language,
Identity, and Behavioral acculturation Scale (LIB; Birman & Trickett, 2001). The
LIB has been previously used in several studies wijth a Soviet Russian Jewish
adolescent refugee population to assess their acculturation to the Russian and
American cultures independently (Birman et al., 2002; Vinokurov et al., 2002).
The scale consists of fifty items measuring acculturation to Russian and
American cultures independently, resulting in an overall American Acculturation
Index (AAI) and an overall Russian Acculturation Index (RAI). In the Trickett &
Birman (2005) study, the reliabilities reported for the overall AAl and RAIl were
.90 and .94 respectively. For the current study, the Cronbach’s alpha reliability
coefficients were .89 for the entire scale, .86 for th overaAII American
Acculturation Index (AAl) and .86 for the overall Somali Acculturation Index (SAl).

The Language Acculturation subscales consist of nine parallel items

asking respondents to rate their ability to speak and understand Russian and
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English. Ratings are made on a 4-point Likert scale ranging from 1 (not at all) to

4 (very much). Birman and Tricket's (2005) study r
reliability coefficients of .90 for the English and .95
subscale. Cronbach’s alpha reliability coefficients
this sample were .78 for the English and .71 for th
Language subscale.

The Identity Acculturation subscales consis
regarding the degree of identification with each cu
American/ | consider myself Russian”) and the ext
_regard this identification positively (e.g., “l am prou
to be Russian”). Ratings are made on a 4-point Lik
all) to 4 (very much). Trickett & Birman (2005) rep¢
of .92 for Americans and .93 for Russian identity. (
Birman’s findings, (2001) Cronbach'’s alpha reliabi
Bantu children in this sample were .97 for America
the Somali Bantu cultural identity subscale.

Behavioral acculturation asks participants t¢
engage in behaviors associated with each culture
music, entertainment, food). The scale consists of
culture and nine parallel items concerning Russiarn
made on a 4-point Likert scale ranging from 1 (not
Trickett & Birman (2005) study, the reliabilities rep

American subscale and .86 for the Russian subsci
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coefficients for the Somali Bantu children in this sample were .70 for the
American subscale and .75 for the Somali Bantu subscale.

The instrument was developed with particular consideration for Russian

immigrants. Currently, no established norms for the scores on the LIB are

available (Miller, Sorokin, Wang, Feetham, Choi, & Wilbur, 2006).
In the proposed study, a Somali Bantu translator translated the items into
Mai-Mai, replacing Russian with Somali Bantu. For example, instead of the

original statement asking the participant to rate their ability to speak Russian

LAY LTS

“overall,” “with family,” “with Russian friends,” “on the phone,” and “with

strangers,” the participants were asked to rate their ability to speak Mai-Mai

LY LT3 n o

“overall,” “with family,” “with Somali Bantu friends,’| “on the phone,” and “with

strangers.” Thus, the scales resulted in an overall American Acculturation Index
(AAI) and an overall Somali Bantu Acculturation Index (SAl) score, respectively.
Given the difficulty in having elementary school aged children attend to a task for
a long time, the shortened 8 item version of the identity sub-scale was used.
Further, based on Cha et al.’s (2007) discussion and recommendations on
translation of scales in cross-cultural research and the involved issues and
techniques and for the ease in understanding and responding to the items, a 3-
point Likert scale was used ranging from 1 (a lot), 2 (sort of) and 3 (no), rather

than the 4-point Likert scale used in the original instrument.

School Adaptation
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School adaptation was assessed by looking at the Total Difficulties score

on the SDQ, School Grades for Social Behavior and Work Study Habits, and the

Proficiency Level Composite scores for 2006-07 on the ACCESS for ELLs.

Strengths and Difficulties Questionnaire. Each of the five ESL teachers at

the participating Elementary Schools were requested to complete the Strengths

and Difficulties Questionnaire (SDQ) on each of t

SDAQ is a brief behavioral screening measure that
attributes, some positive and others negative. The
between five scales of five items each, generalizin

hyperactivity, emotional symptoms, peer problems

eir Somali Bantu students. The

asks about twenty five

twenty five items are divided

g scores for conduct problems,

, and pro-social behavior; all

but the last are summed to generate a total difficulties score (Goodman, 1997,

2001). Three versions of the instrument exist: the
parent or teacher form for ages 4-10, and the pare
17. For the purpose of this study, the Teacher and
was employed.

The instrument was normed on a sample p¢
children attending one of two London child psychia
department of a London-based mental hospital on
range of test-retest value was reported as being .7
internal consistency reported is .51-.76. Further, ¢
and found to be acceptable (Goodman, 1997; 200

each of the five subscales has been shown to be ¢

alpha of 0.73 (Goodman, 2001). In the current stug
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riterion validity was assessed
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was .82. Further the Cronbach’s alpha reliability coefficient for the Somali Bantu
children in this sample was .90 for the Total Difficulties scale.

Work Habits and Social Behavior. A second and third school outcome for
this study included school grades on Work Habits and Social Behavior. Given
that language tasks are more difficult when they are context reduced and
cognitively demanding, academic language tends to be more challenging in
general for English as Second Language (ESL) students (Garnett & Ungerleider,
2008). Further, because research documents that it takes learners about five to
seven years to achieve grade level equivalency in academic language with native
speakers (Collier, 1987; Cummins, 2000; Garnett & Ungerleider, 2008; Klesmer,
1994), academic grades are not truly representative of ESL students’ academic
performance. Accordingly, the academic grades were not considered for the
study, rather the grades for conduct, work and study habits were used as
additional indicators of school adjustment.

The Social Behaviors and Work Study Habits grades were obtained from
the student’s school report card for the academic year 2006-07. The student’s
class teacher, and not their ESL teacher, reported|their grades on the two
subjects, allowing for independence of raters. The grades ranged from 1 through
6, with 1 for Outstanding progress and an observed strength; 2 for Above
Average progress and exceeding expected skill level; 3 for Satisfactory progress,
meeting expected skill level and usually an observed strength; 4 for Below

Average/ Little Progress; 5 for Needs Improvement, making progress toward

meeting the expected skill level, but needs extra time and practice in the learning
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area; and 6, Unsatisfactory, performance not meeting expected skill level,

progress below age-appropriate. |

English Language Proficiency. Given that the literature reports English
language proficiency as a key predictor of academic success (Garnett &
Ungerleider, 2008; Rumberger & Larson, 1998) in ESL students, the students’
Proficiency Level Composite scores for 2006-07 on the ACCESS for ELLs was
included as the fourth measure of school adaptation. ACCESS for ELLs stands

for Assessing Comprehension and Communication in English State-to-State for

English Language Learners and is a large-scale E
test anchored in the WIDA English Language Prof|
Language Learners in Kindergarten through Gradé
Oliver, 2007). An individual student’s results on the
reported in three ways: Raw Scores, Scale scores
Proficiency Levels. Proficiency level scores are int
what were used for this study. Although proficienc)
four language domains (Listening, Speaking, Reag
four combinations of language domains (Oral Lang
Comprehension, and Overall or Composite Score)
Level Composite scores were used for the current
size.

The Proficiency Level Composite scores ra
scores over 1 and below 2 falling under the “Enter

under 3 falling under the Beginning level; scores o
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the Developing Level; scores over 4 and under 5 falling under the Expanding
Level; scores over 5 and under 6 falling under the |Bridging level; and a score of 6
indicating the student is at the Reaching Level, and is an indicator that the
student is no longer needing ESL services due to meeting English language

proficiency.

Data Collection
Parents completed the informed consent forms approving their child’s

participation in the study. The consent forms were|made available to the parents

with the aid of the ESL teachers. Teachers were provided candy to give to the

children as incentive for remembering to bring back signed consent forms. Many
parents were also contacted in person at their homes and at the community
center to discuss the study and seek approval for their child’'s participation. Given
the language barrier, a certified interpreter was hired to facilitate this discussion
as well as answer any questions or concerns the parents had.

With the assistance of the interpreter who was fluent in English, Somali,
and Mai-Mai, the LIB was .verbally administered in groups of about 5 children at a
time. The administrator explained to the children how to respond to the
instrument, and was assisted by the interpreter and the ESL teachers in
responding to the items.

The ESL teachers were requested to complete the Strengths and
Difficulties Questionnaire on each of their Somali

antu student participating in

the study. Prior to completing the measure on each student, the teachers also
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completed a consent form to acknowledge their wi
study.

Student Records were used to access infor
and scores on the ACCESS for ELLs for the acads

Similar to previous exploratory research in t

& Lasky, 2007), qualitative data was obtained thro

with various stakeholders to further enrich the res¢
quantitative findings. These included community le
community center, various school administrators ir
counselors, mental health counselors, ESL teache
ESL office.

Challenges in Data Collection

Given this is a unique, under-studied popul;

own set of challenges. First, due to language diffig
seek the assistance of a local Somali Bantu interp
consent for their children to participate in the study
children’s participation. Still, some parents were v¢
forms as they had been trained, prior to their entry

they should be very careful about signing docume

posed a challenge and some wanted to speak with

llingness to participate in the

mation on the student’s grades
emic year 2006-07.

he social sciences (e.g., Reio
ugh semi-structured interviews
archer's understanding of the
2aders, the Director of the
ncluding principals, school

rs, as well as others from the

ation, data collection had its
ulties the researcher had to
reter to help get parental

, most parents agreed to their
2ry hesitant to sign the consent
into the United States, that
nts n the United States. This

1 the child’s ESL teacher

before signing. The families have much faith in the ESL teachers as well as their

community leaders. Further, many of these familie

s live in poor neighborhoods,

mostly in subsidized housing. Thus, the researcher spent dozens of hours in the
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local housing areas to gather parental consent. The poor residential
neighborhoods the children live in allow for further understanding of the context
of their day to day lives that include gang activities, drug and alcohol related
activities, fighting, and limited resources in the communities in which they live.
Lastly, of the five schools where data were collected, schools C, D,
and E are located in the south end of the town generally known as the more poor
neighborhoods in town; School A is a magnet school and Schools B, C, D and E
are public schools.

Research Design and Data|Analysis

The research design and data analysis for the present study was modeled
on Birman and Trickett's (2001) study on Soviet Jewish Russian refugee
adolescents. The study utilized a basic correlational design (Gall, Borg, & Gall,
1996). The principal advantage of the correlational method is that it permits the
analysis of relationships among a large number of|variables in a single study.
The correlational method also provides information concerning the strengths and
the degree of the relationship between the variables being studied (Pagano,
1998). Correlations were run on the various demographic variables and student
scores on the four school outcome variables (1. Total difficulties score 2; Grade
on Social Behavior 3; Grade on Work Study Habits; and 4—Proficiency Level
Composite scores to determine relationships among variables.

Next, a series of multivariate analyses of variances were performed in
order to examine group differences in acculturation and school outcomes with

respect to the demographic variables. Finally, a series of hierarchical regression
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analyses were run first to determine the unique variances and effects explained
by the four demographic variables (age, time since first entry into the United
States, gender and school) and secondly, to predict overall American and Somali
acculturation as well as acculturation at the more differentiated levels of
language, identity and behavior (Cohen, 1988).
The results from the quantitative analyses were supplemented with a

discussion of the key findings from the qualitative data.

90




CHAPTER IV

RESULTS

The purpose of this study was to assess the relationship between

acculturation and various indicators of school adaptation among a group of

Somali Bantu elementary school refugee children.
analyses of data relevant to Somali Bantu children
both American and Somali Bantu cultures, and ad

framework of acculturation that included language

In this chapter | present

's acculturation with respect to

opted a multidimensional

competence, behavioral

acculturation and cultural identity (Birman, 1994; Birman & Trickett, 2001; Birman

& Tyler, 1994; and Trickett & Birman, 2005).

To determine the relationships among varia

bles, | will present correlations

among the various demographic variables and students’ scores on the four

school outcome variables (1. Grades on Social B¢

havior; 2. Grades on Work

Habits; 3. Total Difficulties Score on the Strength and Difficulties Questionnaire;

and 4. Proficiency Level Composite scores for 20(
- Assessing Comprehension and Communication i
English Language Learners). In addition, | present
relationships among students overall American Ac

Bantu Acculturation Index scores and the four sch
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Next, the results form a series of multivariate analy
presented to report any significant group differenc
outcomes with respect to the demographic variabl

A series of hierarchical regression analyses
the unique variance explained by the four demogr:
since first entry into the United States, gender, ang
American and Somali acculturation as well as accl
differentiated levels, i.e., language, identity and be

To assess the extent to which selected vari

yses of variances are

es in acculturation and school
ES.
are presented to determine
aphic variables, i.e., age, time
1 school in predicting overall
Jlturation at the more

havior.

ables predicted school

outcomes, four hierarchical regressions were run to predict grades on social

behavior and work study habits, total difficulties s¢
Difficulties questionnaire, and proficiency level con
on the ACCESS for ELLs. Demographic variables
States, and gender were entered in Block 1, schoq
entered in Block 2 and acculturation was entered i
The study was designed to answer the follo
1. To what extent do Somali Bantu children ex
Acculturation at the three levels of acculturs
and behavior, when considering demograpl
and years in the United States?

. To what extent do the Somali children retair

three levels of acculturation (language, iden
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considering demographic variables like age

in the United States?
To what extent does the contribution of Am

adaptation differ from contribution of retaini

, gender, and number of years

erican acculturation to school

ng Somali culture to school

adaptation (school grades, ACCESS scores, and SDQ scores) based on

various demographic variables like age, gender, and years in the US?

In this chapter, the demographics of the pat

with appropriate data presentation related to each

ticipants are provided along

of the research questions. A

discussion of the results will be presented in Chapter 5.

The Statistical Package for the Social Sciences (15™ edition) was used for

all the analyses. The researcher’s field notes and |

explored to help inform and support the findings of

Demographic Variables

eachers’ comments were

the quantitative data.

Demographic information is provided for a description of the participants in

terms of their age, time since first entry into the Ur

school of attendance. Data were obtained on a tot
from 5 elementary schools (School A - E) in a Mid

Of the 175 students, 21 attended School A

(14.3%), 44 School C (25.1%), 37 School D (21.19

The sample’s distribution in terms of gender was -
females 48% (n = 84) of the sample, with gender i

subjects.
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With regard to the grade level distribution of the sample, 32 (18.3%) of the
students were in kindergarten, 33 (18.9%) were in first grade, 32 (18.3%) were in
second grade, 35 (20.0%) were in third grade, 21 (12.0%) were in fourth grade,
and 19 (10.9%) were in 5™ grade. Grade level infarmation was missing on 3
students.

On examining the distribution of the Proficiency Level Composite scores
on the ACCESS for ELLs (Assessing Comprehension and Communication in
English State to State for English L.anguage Learners), 32 students (18.3%) fell
in the Entering Level, 40 (22.9%) fell in the Beginning Level, 33 students (18.9%)
fell in the “Developing” Level, 35 students (20.0%) fell in the “Expanding” Level,
and 6 students (3.4%) fell in the “Bridging” Level.

The mean age in months of the sample (N = 174) was 9 years 2 months
(SD = 2 years 1 month). The sample age ranged between 5 years 7 months and
14 years 5 months. The average length of time the students have been in the
United States was about 2 years 8 months for the sample (SD = 9 months), with
6 months being the shortest length of stay and 7 years 2 months being the
longest length of stay. Further, for the purpose of data analyses, age and length

of time in the United States were also broken down into three and two

approximately equal age ranges, respectively. The age categories included the

following:

1. 5 years 1 month to 8 years 0 months;

2. 8 years 1 month to 10 years 6 months; and
3. 10 years 7 months to 14 years 5 months.
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The length of time in the United States categories included — 1. 6 months to 3
years 9 months; and 2. 4 years 0 months to 7 years 2 months. A summary of the

demographic information is presented in Table 1.

Table 1

Demographic Information

Demographic Categories Frequency % of Total N (175)
Missing (N)
Age 174 1
67 — 96 Months 59 33.7
97 —- 126 Months 71 40.6
127 — 173 Months 44 25.1
Gender 173 2
Male 89 50.9
Female 84 48.0
School 175 0
School A 21 12.0
School B 25 14.3
School C 44 25.1
School D 37 211
School E 48 27.4
Grade 172 3
Kindergarten 32 18.3
First Grade 33 18.9
Second Grade 32 18.3
Third Grade 35 20.0
Fourth Grade 21 12.0
Fifth Grade 19 10.9
Time in the United States 170 5
6 — 43 Months 87 49.7
44 — 86 Months 83" 47 .4
Proficiency Level Composite 146 29
Entering 32 18.3
Beginning 40 22.9
Developing 33 19.9
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Expanding 35 2
Bridging 6

0.0
3.4

Table 2 presents the means and standard d
the study. Similar to the Russian study by Birman

tests were run to compare students’ acculturation

eviations for variables used in
and Trickett (2001), paired t-

scores for Somali and

American acculturation. Paired t-tests revealed that the students’ overall level of

Somali acculturation (SAl), Somali Language com

identity (SIA) were significantly higher than their A

petence (SLLA) and Somali

merican counterparts, t = 9.87,

p <.001; t=7.65, p <.001; t=10.34, p < .001, respectively. No differences in

American and Somali behavioral acculturation (ABA and SBA) were observed,

suggesting that as a group the students were relatively balanced with respect to

their level of American and Somali behavior acculturation. The significant

difference in the overall level of American and Somali acculturation (AAl and SAl)

suggests that as a group, the students were not si

levels of American and Somali acculturation.

Table 2

milar with respect to their

Means and Standard Deviations for Acculturation and School Outcome Variables

Study Variables Mean (M SD N
American Acculturation
Language 1.42 0.37 102
Identity 212 0.86 102
Behavior 1.52 0.31 97
American Acculturation Index 1.67 0.39 96
Somali Acculturation
Language 1.16 0.24 102
Identity 1.15 0.38 102
Behavior 1.46 0.34 97
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Somali Acculturation Index 1.25 0.26 96
School Qutcomes

Grades — Social Behavior 3.26 1.18 97
Grades — Work Study Habits 3.55 1.22 92
SDQ - Total Difficulties 8.68 6.93 168
Proficiency Level Composite 06-07 2.54 0.75 143

Intercorrelations among Demographic Variables, Acculturation and School
Outcomes
Similar to the Birman and Trickett's study (2001) study exploring the

relationship between acculturation and school adaptation among a group of
immigrant adolescents from the former Soviet Union that presented correlations
of demographic variables with the outcome variables, the correlations of
demographic variables with the acculturation and outcome variables in this study
are presented in Table 3. Age, time since first entry into the United States and
gender are related to students’ reports of acculturation and school outcomes.
Table 3 also shows a moderate (.45) correlation (Cohen, 1988, 1992)
between overall American and overall Somali acculturation (AAl and SAl),
suggesting these students tend to be bicultural. AAlI was found to be negatively
correlated with age, suggesting that older students appeared to have higher
levels of overall American acculturation. AAIl was also found to be negatively
correlated with SDQ Total Difficulties scores, suggesting that students with
higher levels of overall American acculturation were rated by their ESL teachers
as having greater behavior problems/ difficulties. SAl was positively correlated
with time since fifst entry into the United States, indicating that the longer the

students had been in the US, the less likely they were of retaining their Somali
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culture. Also, a large positive correlation was foun
SAl and their grades on Social Behavior (.62), ind
levels of overall Somali acculturation were describ
having better grades on Social Behavior.

Female participants were found to have bet
and male participants were found to have more be
based on their scores on the SDQ Total difficulties
(Cohen, 1988, 1992) between social behavior and
suggests that better social behavior grades are rel
habits grades for these students. Table 3 also sho
(Cohen, 1988, 1992) between total difficulties scor
habits (.46) and social behavior (.49), suggesting t
behavioral problems/ difficulties had poor work stu
behavior problems. Stqdents’ proficiency level con
on the school they attended. The table also shows
and .34) correlations between proficiency level cor
time since first entry into the United States (Cohen
older students and students with increasing time ir

have higher proficiency level composites scores fo

Table 3

Intercorrelations of Demographic, Acculturation, af
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Variable 1 2 3 4 5 6 7 8 9
1. Age -

2. T-US 02 -

3. Gender -.16* -03 -

4. AAI =27 -04 04 -

5. SAl -1 24 -05 45* -

6. SDQ-TD .08 .08 -27* -20* -04 -

7. G-SB -05 02 -22* 05 .62* .49** -

8. G-WSH -07 -15 - M 12 -05 .46* 70" -

9. PLC 06-07 38 34 09 -18 09 -10 -12 -16 -
N 174 170 173 103 103 168 97 92 143

Note. T-US = Time since first entry in to the United States; AAl = American

Acculturation Index; SAI = Somali acculturation Index; SDQ-TD = Total

Difficulties score on the Strengths and Difficulties Questionnaire; G-SB = Grade

on Social Behavior; G-WSH = Grade on Work Stu
Proficiency Level Composite score for 06-07; N =

.01

Comparison of Sample Demographics:

Across the 3 components of American Acct
groups multivariate analysis of variance was perfo
age, time since first entry into the United States, a

American acculturation. Three dependent variable

dy Habits; PLC 06-07 =

sample size; * p < .05, ** p<

Jlturation: A four-way between-
rmed to investigate school,
nd gender differences in

s were used: American

L.anguage Acculturation, American Identity Acculturation, and American

Behavioral Acculturation. The independent variabl

es were school, age, time

since first entry into the United States, and gender. For the analyses, the sample

was broken down into two and three approximately
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time in the United States respectively, to create categorical variables. Preliminary

assumption testing was conducted to check for normality, linearity, univariate and

multivariate outliers, homogeneity of variance-covariance matrices, and
multicollinearity, with no serious violations noted. Box’s test of Equality of
Covariances was not significant (p = .16). The multivariate tests indicated that
there was a statistically significant difference between tﬁe different schools on
the combined dependent variables: F(12, 156) = 2.44, p=.006; Wilk's A = .64; 772p
=.14. When the results from the univariate tests for the dependent variables
were considered separately, the only difference to reach statistical significance,
using a Bonferroni adjusted alpha level of .017, was American Language
Acculturation: F(4, 61) = 4.60, p =.003, 1°p = .23. An inspection of the mean
scores indicated that School D students had significantly lower ALA scores
(M=1.27, SD=.19), i.e., high American language competency compared to
School E students (M=1.61, SD=.06). This implied that School! D students had
higher American language acculturation compared to School E students.

Across the 3 components‘of Somali Acculturation: A four-way between-
groups multivariate analysis of variance was performed to investigate school,
age, time since first entry into the United States, and gender differences in
Somali acculturation. Three dependent variables were used: Somali Language
Acculturation, Somali Identity Acculturation, and Somali Behavioral Acculturation.
The independent variables were school, age categories, time since first entry into

the United States categories, and gender. Preliminary assumption testing was

conducted to check for normality, linearity, univariate and multivariate outliers,
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homogeneity of variance-covariance matrices, and multicollinearity, with no

serious violations noted. Box's test of Equality of Covariances was not significant

(p = .11).Multivariate tests revealed that there was

a statistically significant

difference between the different schools on the combined dependent variables:

F(12, 162) = 2.61, p =.003; Wilk's A = .62; 7’p =

.15. When the results from the

univariate tests for the dependent variables were considered separately, the only

difference to reach statistical significance, using a
of .017, was Somali Behavior Acculturation: F(4, 6
An inspection of the mean scores indicated that Sc
significantly higher SBA scores (M=1.67, SD=.05)
culture behaviors compared to School C (M=1.24,
(M=1.30, SD=.05) students. In other words, Schog
Behavioral Acculturation levels compared to Schot

Across the various School Outcomes: A fou
multivariate analysis of variance was performed to
since first entry into the United States, and gender
outcomes. Four dependent variables were used: T
Behavior Grade, Work Study Habits Grade, and P
2006-07. The independent variables were school,
entry into the United States categories, and gende
testing was conducted to check for normality, linea
outliers, homogeneity of variance-covariance matr|

no serious violations noted. Box's test of Equality ¢
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significant (p = .26).Examination of the multivariate tests revealed that there were
no statistically significant differences between the different schools (F(16, 126) =
1.51, p =.11), age groups (F(8, 82) = 1.22, p = .30), time since first entry into the
United States categories (F(4, 41) = .72, p =.59), and gender (4, 41) = 1.63, p =
.18) on the combined dependent variables.
Contributors to Acculturation

Research Q1 — To what extent do Somali Bantu children experience
American acculturation at the three components of acculturation, i.e., language,
identity, and behavior, when considering demographic variables like school, age,
time since first entry into the United States and gender?

To assess which variables predicted American acculturation, guided by
theory and review of literature, a hierarchical regression was run to predict the
three components of American acculturation — language, identity and behavior as
well as overall American Acculturation Index. Demographic variables of age, time
since first entry into the United States and gender were entered in Block 1, and
schools (dummy coded, i.e., SchoolDummy1, SchoolDummy2, SchoolDummy3
and SchoolDummy4) were entered in Block 2. Resuilts are found in Table 4.

American Acculturation Index: In the first step age, time since first entry
into the United States, and gender did not account for a significant amount of
variance in American Acculturation Index, i.e., overall American acculturation (R?
= .00, F(3, 91) = .07, p = .98). In the second step, school was found to explain

moderately significant (Cohen, 1988, 1992) unique variance in the American

Acculturation Index scores after controlling for age, time in the US, and gender
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(R?= .18, R°A = .18, F(4, 87) = 4.79, p =.002). Fur
coefficients revealed that although school variable
explain significant variance, individually, none of tt
significantly contribute to the students’ overall AAl
American Language Acculturation: In the fir
entry into the United States, and gender accounte
1992) significant amount of unique variance in Am
(R?= .08, F(3, 97) = 2.90, p = .04). In the second s
explain moderately significant (Cohen, 1988, 1992
American Language Acculturation scores after cor
and gender (R°= .25, R?%A = 17, F(4,93) = 5.10, p
found to predict ALA, i.e., children older in age are
American language acculturation. Further, student
significantly higher scores on ALA than the studen
implying School E students have lower American |
compared to students from the other schools.
American Identity Acculturation: In the first
into the United States, and gender did not account
unique variance in American Identity Acculturation
.64). In the second step, school was found to expl:
1992) significant unique variance in the American
after controlling for age, time in the US, and gende

= 4.18, p =.004). In regard to the school variable, ¢
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significantly higher scores on AlA than the students from the other schools

implying these students have lower levels of American identity acculturation.
American Behavior Acculturation: In the first step age, time since first
entry into the United States, and gender did not account for any significant
amount of variance in American Behavior Acculturation (R= .01, F(3, 92) = .39,
p = .76). In the second step, school was found to explain moderately significant

(Cohen, 1988, 1992) unique variance in the American Behavior Acculturation
scores after controlling for age, time in the US, and gender (R*=.13, R?A = .11,

F(4, 88) = 2.86, p =.03). Further examination of the coefficients revealed that

although school variable as a whole was found to
individually, none of the schools were found to sig
students’ overall ABA scores, that there may have

overlap to cause an overall significance in varianct

Table 4
Hierarchical Regression Analyses of Demographic

American Acculturation (AAl)

explain significant variance,
hificantly contribute to the

been just about enough

aY

.

> Variables on Composite

AAI ALA AlA ABA
Independent Variables B B B B B B B P
BLOCK 1
Age in Months .00 .03 -.00 -.28** .00 .16 -.00 -.10
Time Since First Entry intoUS .00 .11 -.00 (.00 .01 .11 .00 .00
Gender .07 09 -03-04 .22 13 -.02 -.03
R’ .00 .08~ .02 .01
BLOCK 2
SchoolDummy1 145 14 .03 .03 .76 .31*-19 -.21
SchoolDummy?2 .00 00 .03 /.04 12 06 -13 -.18
SchoolDummy3 -24 -25 -12 :13 -36 -.17 -.16 -.21
SchoolDummy4 23 .26 .30 .36 .31 .16 .08 .11
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AR?
RZ

18
18*

A7
.25

74 d

156
A7

A1
A3

*k

*p<0.05; " p< 0.01,"* p <.001;

Research Q2 — To what extent do Somali Bantu cf

culture for the three components of acculturation,
behavior, when considering demographic variable
first entry into the United States and gender?

To assess what variables predicted retentia
hierarchical regression was run to predict the threg
— language, identity and behavior as well as overa
Demographic variables of age, time since first entr
gender were entered in Block 1, and schools (dum
SchoolDummy1, SchoolDummy2, SchoolDummy3
entered in Block 2. Results are found in Table 5.

Somali Acculturation Index: In the first step
the United States, and gender accounted for smal
1992) amount of unique variance in Somali Accult
= 2.89, p = .04). In the second step, school was fo
additional variance in the Somali Acculturation Ind
age, time in the US, and gender (R’= .36, R°A = .2
Age in months significantly contributed to the over.
predicting that with increasing age, the students te

retention for their Somali culture. Length of time in
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significantly contributed to the overall SAl, predicting that with increasing length

of time in the U.S., the students tend to have lower levels of overall retention of

Somali culture. When looking at the school variables, being a student at School E

predicted significantly higher scores on the overall SAl. This suggests that
School E students had lower overall Somali culture retention in comparison to the
students from the other schools. Also, School D students had significantly lower
SAl scores, suggesting that these students had high overall levels of retention of
Somali culture compared to students from the other schools.

Somali Language Acculturation: In the first step age, time since first entry
into the United States, and gender accounted for marginally significant unique
variance in Somali Language Acculturation (R? = .07, F(3, 97) = 2.54, p = .06).
Time since first entry into the United States was found to be a significant
predictor, with increased time in the United States predicting high scores on the
SLA suggesting lower Somali language competence. In the second step, school
was found to explain moderately significant (Cohen, 1988, 1992) additional
variance in the Somali Language Acculturation scores after controlling for age,
time in the US, and gender (R?=.20, R?A = .13, F(4, 93) = 3.67, p =.008). Further
examination of the coefficients revealed that although school variable as a whole
was found to explain a significant variance, individually, none of the schools were
found to significantly contribute to the students’ overall SLA scores.

Somali Identity Acculturation: In the first step age, time since first entry
into the United States, and gender did not account for significant amount of

variance in Somali Identity Acculturation (R = .04, F(3, 96)=1.34,p=.27). In
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the second step, school was found to explain mod

1988, 1992) unique variance in the Somali Identity

controlling the variance accounted by age, time in

erately significant (Cohen,
Acculturation scores after

the US, and gender (R*=.15,

R’A = .11, F(4, 92) = 2.98, p =.02). Further examination of the coefficients

revealed that although school variable as a whole

was found to explain a

significant variance, individually, none of the schools were found to significantly

contribute to the students’ overall SIA scores.

Sornali Behavior Acculturation: In the first s

tep age, time since first entry

into the United States, and gender accounted for marginally significant unique

variance in Somali Behavior Acculturation (R’= .0

Time since first entry into the United States was fg

predictor, with increased time in the United States

i.e., lower Somali behavioral acculturation. In the s

7, F(3, 95) = 2.54, p = .06).
und to be a significant
predicting high scores on SBA,

econd step, school was found

to explain considerably significant additional variance (Cohen, 1988, 1992) in the

Somali Behavior Acculturation scores after control

and gender (R?=.41, R’°A = .34, F(4, 91) = 12.91, ¢
When looking at the school variables, being

predicted significantly higher scores on the SBA in

from the other schools. This suggests that School

behavior retention in comparison to the students fr

students from School C and D had significantly low

comparison to School A and E and (4 =-.28 and -
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that School C and D students had higher Somali b

comparison to students from School A and B and

Table 5
Regression Analyses of Demographic Variables o
Acculturation (SAl) as well as the Language, Ident

of Somali Acculturation

ehavior retention in

especially those from School E.

n Composite Somali

ity and Behavioral Dimensions

SAl SLA SIA SBA

Independent Variables B B B B B B B B
BLOCK 1

Age in Months -.00 -.20* -00 -12 -00 -.17 -.00 -.14

Time Since First Entry into US .01 .23* 01| .26 .01 .13 .01 .24*

Gender -04 -08 -02 -04 -03-03-.06-.09
R? .08* .07 .04 .07
BLOCK 2

SchoolDummy1 -09 -12 -05 -08 -07 -.07 -.11 -.11

SchoolDummy?2 -15-24 -10| -18 -12 -13 -.22 -28*

SchoolDummy3 -7 -27* -07| -13  -13 -.14 -.28 -.33**

SchoolDummy4 18 29* 12 .21 18 .21 .24 .30*
AR? 28**+  13%t 11* 34
R’ 36%*  20*t 15* L R

"0 <0.05; * p< 0.01:**p<.001;

Contributors to School Outcomes
Research Q3 — To what extent does contribution a
school adaptation differ from contribution of retaini
adaptation (School grades on Social Behavior and
Total Difficulties score, and Proficiency Level Com
various demographic variables like school, age, ti

United States and gender?
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To assess which variables predicted school outcomes, based on a review
of the literature and guided by theory, a series of hierarchical regressions were
run to predict School Grades (for Social Behavior and Work Study Habits), SDQ
Total Difficulties and Proficiency Level Composites. Demographic variables of
age in months, time since first entry into the United States and gender were
entered in Block 1, schools (dummy coded, i.e., SchoolDummy1,
SchoolDummy2, SchoolDummy3 and SchoolDummy4) were entered in Block 2,
and acculturation were entered in Block 3. To probe acculturation at a more
differentiated level, Block 3 included the scores on the three distinct aspects of
the LIB (Language, ldentity, and Behavior) for American and Somali
Acculturation. Results are found in Table 6 and 7.

Total Difficulties using American Acculturation: In the first step age, time
since first entry into the United States, and gender accounted for small significant
(Cohen, 1988; 1992) unique variance in Total Difficulties (R° = .08, F(3, 92) =
2.70, p = .05). An examination of the coefficients indicated that gender was found
to significantly contribute to the Total Difficulties sgore (8 =-.31, p <.01), with
female students having lesser behavior problems/ difficulties than their male
counterparts. In the second step, school was found to explain moderately
significant (Cohen, 1988, 1992) additional variance in the Total Difficulties scores
after controlling for age, time in the US, and gender (R*= .25, AR? = .17, F(4, 88)
= 4.94, p =.001). Table 6 indicates that students from School D scored

significantly higher than those from the other schools on the SDQ Difficulties (8 =

41, p<.01), i.e., were identified as having greater behavior problems/ difficulties
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by their ESL teacher in comparison to students fro

m the other schools. In the

final step, American Acculturation (language, identity and behavior) did not

account for significant additional variance in the To

controlling the variance explained by age, time in t

school (R*= 26, AR? = .01, F(3, 85) = .42, p =.74).
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Acculturation: In the first step
nd gender did not account for

Grades (R*= .04, (3, 55) =

.80, p = .50). In the second step, school was also not found to explain any

significant variance in the Social Behavior Grades

in the US, and gender (R?*= .14, AR? = .10, F(4, 51
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step, American Acculturation (language, identity a

account for significant additional variance in the S¢

.02, F(3, 48) = .39, p =.72).

Proficiency Level Composites for 06-07 usit
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accounted for moderately significant (Cohen, 1988
Proficiency Level Composite (R2= .29, (3, 80) =
since first entry into the United States were found
the Proficiency Level Composite scores, suggestin
those who have been in the United States longer v
overall proficiency levels as assessed by the ESL
[ = .28, p <.01 respectively). In‘'the second step, s
marginally significant additional variance in the Prn
scores after controlling for age, time in the US, anc
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Finally, when contributions of distinct dimen

sions of American

acculturation were examined (see Table 6), Amerir:an language, identity and

behavior were not found to be significant contribut

outcomes.

Table 6

Hierarchical Regression Analyses to predict Schoq

ors for any of the school

vl Qutcomes using Language,

Identity, and Behavioral Dimensions of American Acculturation.
SDQ-TD  G-SB G-WSH PLC

Independent Variables B B B B B B B B
BLOCK 1

Age in Months -02 -06 -01 -13 -.00 -.09 .01 .36™*

Time since First Entry into US -.02 -03 -01 -06 -.03-22 .02 .28*

Gender -431 -31**-60 -26 -36 -.15 .18 .12
R? .08* .05 .04 29%*
BLOCK 2

SchoolDummy1 -51 -03 .38 .11 -97 -28 -69 -.32*

SchoolDummy2 453 28 90 .33 .37 13 -31 -.18

SchoolDummy3 6.99 41** 121 .42 26 .10 .10 .05

SchoolDummy4 1.25 -.08 18, .07 -23 -.09 -.14 -.09
AR? AT A2 10 07
R? 25%* 18 14 .36
BLOCK 2

ALA -1.65 -.08 02 0 45 14 12 .06

AlA .01 00 -02 -01 13 .09 .07 .08

ABA -97 04 38 10 -10 -.13 -.38 -.16
AR? .01 .01 .02 .02
R? 26 18 16 .38

*p <0.05;, "™ p< 0.01,** p <.001;

Total Difficulties using Somali Acculturation

since first entry into the United States, and gender

unique variance in the Total Difficulties scores (R?
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= .08, F(3,95)=2.79, p =




.045). Similar to the results found in the previous &
significantly contribute to the Total Difficulties scor
female students having lesser behavior problems/
counterparts. In the second step, school was foun
additional variance in the Total Difficulties scores ¢
the US, and gender (R?= .25, AR? = 17, F(4, 91) =
students were found to have significantly higher sc
Difficulties scale suggesting students from this sch
behavior problems/ difficulties as rated by their ES
students from the other schools (5 = .40, p< .05). |
Acculturation (language, identity and behavior) did
additional variance in the Total Difficulties scores ¢
the United States gender, and school (R’= .26, AR

Social Behavior Grade using Somali Accult

nalyses, gender was found to
e (f=-32, p<.01), with
difficulties than their male

d to explain significant

after controlling for age, time in
= 5.11, p =.001). School D
sores on the SDQ Total

ool appeared to have greater
L teacher in comparison to

n the final step, Somali

not account for significant
after controlling for age, time in
2 = .01, F(3, 88) = .45, p =.72).

uration: In the first step age,

time since first entry into the United States, and gender accounted for marginally

significant unique variance in Social Behavior Grat
p = .34). Gender was found to significantly contribt
behavior (= -.27, p< .05), suggesting that female
social behavior than their male counterparts. In the
found to explain any additional significant variance
after controlling for age, time in the US, and gende
= 2.00, p =.11). In the final step, Somali Acculturat

behavior) also did not account for significant additi
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r (R’= 12, AR? = .08, F(4, 55)
ion (language, identity and

onal variance in the Social




Behavior Grades after controlling for age, time in the United States gender, and
school (R2¥ 22, AR? = .05, (3, 52) = 1.05, p =.3
Work Study Habits Grade using Somali Acculturation: In the first step age,
time since first entry into the United States, and gender did not account for any
significant unique variance in Work Study Habits Grades (R’ = .04, (3, 56) =
1.15, p = .81). In the second step, school was alsg not found to explain any
significant variance in the Work Study Habits Grades after controlling for age,
time in the US, and gender (R’= .14, AR? = .10, F(4, 52) = 1.48, p =.22). In the
final step, Somali Acculturation (language, identity and behavior) also did not
account for significant additional variance in the Work Study Habits Grades after
controlling for age, time in the United States gender, and school (R*= .16, AR? =
.02, (3, 49)=1.05, p=.71).
Proficiency Level Composites for 06-07 using Somali Acculturation: In the
first step age, time since first entry into the United |States, and gender accounted
for significant variance in Proficiency Level Compaosites (R? = .29, F(3, 83) =
11.14, p = .00). Age and time since first entry into the United States were found
to be significant contributors for the Proficiency Level Composite scores,
suggesting that older students and those who have been in the United States
longer were inclined to have greater overall proficiency levels as assessed by the
ACCESS for ELLs test (4 = .34, p< .001; g = .30, p<.001 respectively). In the
second step, school was found to explain marginally significant variance in the
Proficiency Level Composite scores after controlling for age, time in the US, and

gender (R%= .36, AR? = .08, F(4, 79) = 2.32, p =.06). Table 7 indicates that
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students from School B had significantly lower Proficiency Level Composite

scores in comparison to the students from the other schools (f =-.28, p < .05). In

the final step, Somali Acculturation (language, ide

account for significant additional variance in the P

ntity and behavior) did not

roficiency Level Composites

after controlling the variance explained by age, time in the United States gender,

and school (R?= .41, AR? = .04, F(3,76) = 1.83, p

=.15).

Finally, when contributions of distinct dimensions of Somali acculturation

were examined (see Table 7), Somali language, identity and behavior were not

found to be significant contributors for any of the school outcomes.

Table 7

Hierarchical Regression Analyses to predict School Outcomes using Language,

Identity, and Behavioral Dimensions of Somali Acculturation.
SDQ-TD G-$SB G-WSH PLC
Independent Variables B B B B B B B B
BLOCK 1
Age in Months -01 -.04 -01F13 -01-11 .01 .34*
Time since First Entry into US -.01 -.01 -01 -06 -.03 -.18 .03 .30**
Gender -4.38 -.32***-63 +.27* -37 -15 .18 .12
R? .08* .06 .04 29*+*
BLOCK 2
SchoolDummy?1 -56 -.03 29|.09 -87-25 -60-.28*
SchoolDummy2 421 26 82 30 .34 12 -32-18
SchoolDummy3 6.75 .40 1.08|.38 .08 .03 .01 .01
SchoolDummy4 1.07 07 .20 .08 -01-01 -.04 -02
AR? AT 12 .10 .08
R? 25%+* 18 14 .36
BLOCK 2
SLA 116 .04 .48 .10 -27 -05 .60 .19
SIA 88 05 .53 .18 .53 17 -.33-.17
SBA -2.76 -14 -61|-18 -50 -15 -.39-.18
AR? .01 .05 02 .04
R? .26 22 16 41
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*p < 0.05: ** p < 0.01:** p < .001;

Qualitative Analysis

As part of a mixed methods study, qualitatiy

semi-structured interviews with various profession

well as ESL teachers, school principals, ESL acad

as well as community leaders. First, a brief summ:

presented along with any particular consistencies

quantitative findings, especially relating to the resu

Difficulties Questionnaire (SDQ) which was compl
Next, additional information obtained through the i

quantitative findings in general will be presented a

Teacher comments on school reports cards

the ESL teachers included when completing the S
Bantu students created several consistent themes

for the mail analysis was a continuous variable, fo

symptoms scores and defining caseness, these sg
3 categories — “normal” to “borderline” to “abnormz
Relationships, Conduct Problems, Emotional Prob
Impulsivity and Pro-social Behaviors. The author n
community sample score in the ‘abnormal” range ¢
the borderline range, with some variations in these

age and gender differences (Goodman, 2001). Wk

1t6

5
e data were gathered through
als including, class teachers as
emic advisor, school counselor
ary of teacher comments will be
and inconsistencies with the
llts on the Strengths and
eted by the ESL teachers.
nterviews to supplement other
nd discussed.

as well as the comments that
DQ on each of their Somali
. Although the SDQ score used
r the purpose of interpreting
ores can also be classified into
al” bands for Peer
lems, Hyperactivity and
otes that about 10% of a
and an additional 10% score in
> proportions based on country,

en frequencies for each of the




5 categories were calculated for the sample, it presented with some interesting
findings that were consistent with some of the themes in the qualitative data. A
summary of these findings is presented below.

Based on the SDQ scores, 87 percent of the students fell in the normal
range, 4 percent in the borderline range and 3 percent fell in the abnormal range
for peer relationships. One of the themes based on teacher comments was that
these students have a strong desire to fit in. This seems consistent with the
finding that a large proportion of these students fell within the normal range for
peer relationships, which may be a positive indicator of them trying to fit in with
the rests of their peers.

Based on the SDQ scores, 62 percent of the students fell in the normal
range, 9 percent in the borderline range and 26 percent fell in the abnormal
range for conduct problems. The number falling in|the abnormal range appears

quite large. The teacher’s reported that many of these children have academic

and behavior problem; that quite a few struggle wi

th discipline and compliance

issues tending to disrespect authority and disregard rules. Some tend to be

bullies and others don't care about consequences
also the teachers noted that another problem with

stealing. Thus conduct related problems seem qui

for their negative behaviors;
some of the children was

te prevalent in this population.

Although in a related sense, the teachers also discussed that one of the biggest
challenges with many of these children has been them getting having difficulty

adapting to a formal/ structured classroom environment. This could explain the
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relatively high number of students falling in the abnormal range for conduct
problems.
Based on the SDQ scores, 89 percent of the students fell in the normal
range, 4 percent in the borderline range and 3 percent fell in the abnormal range
for emotional problems. The research literature on refugee children’s suggests
that often times these children have had very traumatic pasts which then link to
them being at risk for emotional problems. The fact that 89 percent of this sample
fell in the normal range for emotional problems, suggests that this is a fairly
resilient group of refugee children. Some of the themes based on teacher
comments were: despite all the challenges these children have undergone in the
past, a large number of them have a very strong desire to learn and many have
made great academic and behavioral progress over the year; some others words
used to describe some of these students were “sweet”, “mature”, “takes things to
stride” and “thrives on positive attention and prais¢.” Again, these findings
suggest healthy emotional adjustment. Although most students fell in the healthy
range, the teachers also commented on some of the emotional problems they
noticed in these children, including — “aggressive when reprimanded,” “stressed
quite a bit and the resulting physical impact is obvious,” “immature in many
ways,” “suffered lots of PTSD,” “undergoes emotional upheavals,” and “insecure
about current life.” Despite these reports, the number of children falling in the

concerning categories are minimal, again indicative of this being a rather resilient

group.
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Based on the SDQ scores, 67 percent of th
range, 7 percent in the borderline range and 22 pe
range for hyperactivity/ impulsivity problems. Inter
teachers reported included: lack of care about con
speaking or acting, making rash/ impulsive decisio
difficulty staying still. This behaviors fit the hyperac
although as previously mentioned, it's possible tha
impulsivity problems are a result of being in a com
learning environment that may take a little getting
may feel frustrating and thus the hyperactivity and

Based on the SDQ scores, 55 percent of th
range, 17 percent in the borderline range and 22 p

range for prosocial behaviors. The fact that 22 pen

e students fell in the normal
rcent fell in the abnormal
estingly, a common theme the
sequences, not thinking before
ns, lacking focus and having
ctivity/ impulsivity category;

t some of these hyperactivity/
pletely new, structured

used; but in the meanwhile,
impulsivity.

e students fell in the normal
ercent fell in the abnormal

cent of these students fell in

the abnormal range, suggesting a lack of prosocial behavior is an interesting

finding. Some of the related teacher comments/ re

LT

feelings,” “is manipulative,” and “steals.” One repe
reported for the ones falling in the normal prosocia
many of the children are very helpful and especial

Thus, the teacher reports and comments w
understanding the school adaptation of these child
emotional and behavioral adaptation. Next, releva

further understand these children’s acculturation re
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One thing that came up very early on in me

etings with various

professionals working with this population was thar in general, the Somali Bantus

are a very tight knit community. In fact, to help the
Somali culture, language and religion, the commu
weekend school for the children at a community ce
interviewees noted that many children had positive
and older siblings, who try and help and support th
This information is helpful in explaining the finding
this sample reported higher levels of overall Soma
as Somali Language and ldentity Acculturation in ¢
overall American Acculturation Index, American Lz
Acculturation scores.

Next, in discussing the school experiences
interviewees noted that amongst the five schools t
two schools (School A and School B) are far more
the others. Further, School C has been the most ¢
integrate the ESL children in general and the Bant
Schools C, D, and E were the initial three schools
enrolled, with School D being particularly inviting o
having remained somewhat neutral in their engage
observation related to integration in the schools wa
ESI classroom walls that were decorated with cult

students from different countries, making it appear
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r children learn/ maintain

nity leaders have organized
2nter. Also, several

> role models like their fathers
xem in doing well at school.
that in general the children in
li Acculturation Index as well
comparison to their reported

anguage and Identity

of these children, some of the
hat were included in the study,
integrated in comparison to
hallenging in terms of helping
u children in particular. Further,
where the Bantus were first

f these students and School C
>ment all along. An small

as that Schools A and E had
sral information on their

very welcoming of diversity,




appreciating the students’ diverse cultural background and allowing non ESL
students to learn about their diverse peers. In the context of integration, one of
the interviewees reported that the challenge with School C's limited integration
lies more in the fact that the school administration has been resistant to
integration initiatives, not believing the ESL students have needs that demand
special attention. This information even though not quite related to any particular
quantitative findings, is valuable in understanding some of the contextual
differences in the five schools.
On a slightly different note, another qualitative finding was that students in
some of the schools, School E in particular, had greater opportunities to engage
in and learn about American culture. The ESL teacher for School E has taken
particular interest in these students and frequently rewards their good behavior/
academic performance with an out of school trip like going to the museum, eating
at a restaurant, visiting her family for Thanksgiving etc. having such opportunities
for culture learning certainly help increase American behavioral acculturation.
This seems to relate to the quantitative finding that School E students had
significantly lower Somali Behavioral acculturation especially in comparison to
Students from Schools C and D.
Finally, School B students were found to have significantly lower English
language proficiency scores compared to students at all the other schools. Given
that School B's ESL program is the most recently developed program and also
given the fact that the length of time in the US for students in School B was

significantly lower than the others, helps understand this finding. As was
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previously noted, Proficiency levels depend upon t

he length of time the students

have been in the United States. Given the average student from School B has

been in the country for relatively lesser time explai

ns the finding.

Thus the qualitative data helped better understand the quantitative

findings of this study, especially in regard to the contextual differences in the

schools possibly leading to differing patterns of acculturation and school

adaptation for these Somali Bantu refugee children.

A discussion of the results is presented in Chapter V.
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CHAPTER V

DISCUSSION AND CONCLUSIONS

In this chapter | discuss the resuits and implications of the findings of this
study that examined acculturation and school adaptation of Somali Bantu refugee
children. In designing this study, | asked the following questions:

(1) To what extent do Somali Bantu children experience American acculturation
at the three levels of acculturation, i.e., language, identity, and behavior,
when considering demographic variables like age, gender, school, and
years in the United States?

(2) To what extent do the Somali children retain their Somali culture at the three
levels of acculturation (language, identity and behavior) when considering
demographic variables like age, gender, school, and number of years in
the United States?

(3) To what extent does the contribution of American acculturation to school
adaptation differ from contribution of retaining Somali culture to school
adaptation (school grades, ACCESS scores, and SDQ scores) based on
various demographic variables like age, gender, school, and years in the
us?
First, Il discuss the findings of the main and supplemental analyses in

reference to possible explanations of the findings and their convergence

123




divergence with previous research. Next, theoretig
the study will be discussed. Finally, limitations of t
suggestions for future directions within psychologi
made.

Discussion of the Main R

al and research implications of

he study will be reviewed and

cal expertise research will be

esults

The present study tested the relationship between acculturative styles and

school adaptation among a group of Somali Bantu
multidimensional model of acculturation (language
assessing it independently with respect to both So

Paired t-tests revealed differences in overa
acculturation (AAl and SAl), suggesting that as a ¢
balanced with respect to their level of American ar
paired t-tests revealed that overall retention of Sor
higher than overall level of American acculturation
Somali language competence and identity were al

their American counterparts. Lastly, no differences

refugee children, using a
, identity and behavior) and
mali and American cultures.

| fevel of American and Somali

Jroup, the students were not
d Somali acculturation. Further

nali culture was significantly

in this group of students.
50 significantly higher than

were observed in the group’s

level of American and Somali behavioral accultura

have been mixed, with differing levels of accultura

tion. Results from prior studies

tion to host culture and

retention of native culture (Trickett & Birman, 2005).

Next, to explore the relationship between the various demographic

variables, acculturation and school outcomes, Pearson product-moment

correlation coefficients were calculated. Age was found to be associated with

greater overall American acculturation and higher

Proficiency Level Composites.




Time in the country was associated with lower ove

acculturation. Perhaps not surprisingly, over time,

become more “American” and less “Somali” in the

participants were less likely to have behavioral prg

more likely to have better grades on Social Behav

differences found among any of the variables. In re
teacher's comments regarding different students, t
obtained. Teachers reported more concerns with [

indicated for male students, with very few referenc

regarding behavior problems. This finding was in |

the acculturation and school adaptation of Russiar

Trickett and Birman (2005) who that noted female
incur disciplinary infractions.
A moderate correlation was found between

Index and Somali acculturation Index (.45) scores

correlation suggests the relative ease for these So
being bicultural within the school context, as an en

not imply a relative diminishing of the other culture

American acculturation at these schools is more o
for these children. In the context of prior literature,

important difference. Contrary to the finding from t

Birman'’s (2005) study found a large negative corre

American and overall Russian acculturation among
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ne with a previous study on

1 refugee adolescents by

participants were less likely to

overall American acculturation
The magnitude of this

mali Bantu refugee children in
nphasis on one culture does

. As such, this may imply that
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this finding suggested an

he current study, Trickett and
zlation between overall
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adolescents. Those authors concluded that the dif
students having difficulty being bicultural at the sc
American acculturation at the school of study was
option. The authors concluded that the differeﬁces
certain kind of acculturative press - assimilationist
immigrant and refugee students by schools and th
assimilate.) In other words, the school was encou
while discouraging attachment to Russian culture.
Applying the above theory to the current fin
schools serving as sites for the current study may
press, with equal importance given to the student’s
culture while also accepting values and customs o
in light of the literature, this finding may be an ove
children given that in several studies integration hz
most constructive path toward adjustment to a nev
1988, Kovacev & Shute, 2004; Liebkind, 1996; Sa
possibility could be that the United States viewed |
decades, but does not have any such negative pe
teachers may be conveying these differences.

Overall level of Somali cultural retention wa

on Social Behavior and overall level of American &

with greater behavioral difficulties. Several other s

findings, where retention of culture of origin serves
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performance. A significantly large correlation (.70)
Behavior and Work Study Habits suggests that a
than likely result in a poor grade in the other as we

Next, age and time in the country were asst
Level Composite scores. Age and length of time in
documented as proxies for measures of acculturat
with the literature. Further, one of the theories on s
differentiates between two types of languages: bas
communications skills (BICS) and cognitive acade
(CALP). Research has shown that the average stu
conversational fluency within two to five years, but
more technical, academic language can take from
on many variables such as language proficiency le
school, level of academic proficiency in native lang
support for achieving academic proficiency (Cumn
Butler, & Witt, 2000; Thomas & Collier, 1997). Bas
variables it outlines as significant contributors to s¢
the findings that age and length of time in the cour
higher proficiency level composites for this sample
since the ACCESS for ELLs measures the acaden
proficiency in English language learners.

In comparing the sample demographics acr

American acculturation — language, identity and be
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significant result for the variable school was found| across the combined
components of American acculturation. When results for the three components of
American acculturation were considered separately, the only difference to reach
statistical significance was American Language Acculturation. Further inspection
of the mean scores indicated that School D students had significantly higher
American language competency than School E students. Similarly, when sample
demographics were compared across the three camponents of Somaili
acculturation, school was again found to be the significantly different variable
across the combined components of Somali acculturation. When the results for
the three components of Somali acculturation were considered separately,
Somali Behavioral Acculturation was the only one to reach statistical significance.
Inspection of the mean scores indicated that Schopl E students had significantly
lower retention of Somali cultural behaviors compared to School C and D
students.
Schools C, D and E have larger Somali student populations than Schools
A and B. Further, among the five ESL programs, School E is the first one to
admit Somali Bantu children and has thellérgest numbers, with School B being
the most recently developed ESL program with very recent admissions of Somali
Bantu children. This may mean that School E children may have had more
exposure and opportunities within the school setting to interact with American
students and familiarize themselves with American culture and thus leading to

lower retention of Somali culture.
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Another factor that may be vital in understanding the above finding is
whether these students have opportunities outside of the school setting to be
exposed to American culture and to engage in American cultural behaviors.
Based on the investigator’s discussion with the ESL teacher at School E, it
appears that she often rewards her students’ good behavior and academic
progress with outside-of-school activities like trips to the museum and
restaurants, along with invitations to her home to have meals with her family on
special national holidays like Thanksgiving and Christmas. These opportunities
naturally may increase these children’s familiarity with American culture and thus
simultaneously to a decrease in their retention of Somali culture.

School E is the only school among the five to have an onsite school-based
therapist for mental health services. Mental health|counseling, being a part of
western culture is another service that is more readily available to School E
students, making it an additional exposure to western culture, possibly increasing

their higher overall American acculturation index scores.

Lastly, no statistically significant differences were found for sample

demographics (different schools, age and length of time in the US categories and
gender) across the four school outcome variables, i.e., total difficulties, grades on
social behavior and work study habits, and proficiency level composites for 2006-
07. This is an interesting finding, given that the students did differ on their levels
of acculturation based on the demographic variables.

In summary, a consistently significant finding thus far has been the role of

school in the student’'s American and Somali acculturation. This finding may be
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explained by the literature on the ecological persp
acculturation. The theory states that because accy
within the context of specific communities and rep
acculturating individuals, groups, and communities
inseparable in the study of the acculturation proce
al., 2005; Padilla, 1980; Portes & Rumbaut, 1990)

Unfortunately, an in-depth understanding of
that may have explained further the acculturation
beyond the scope of this study. Future research sk
on a deeper understanding of the role of local cont
of improving the ecological validity (Bronfenbrenne
and its influences on the acculturation process of §
Contributors to American Acculturation

The first research question investigated the
the four demographic variables — age, time since fi
States, gender and school in predicting overall Am
American acculturation at the more differentiated |
behavior.

The results of the analyses suggest that, an
school was the only significant predictor of overall
acculturation. This alludes to the previously preser
schools that were part of the study probably had s

differences in ways such that led to significantly di
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for the students. Therefore, while age and length ¢
accepted as frequenﬂy used standard proxies for r
(Birman & Trickett, 2005), significance of the scho
another variable that may be contributing to the ac
This also suggests that acculturation as a process
the effects of the passage of time as was noted to
refugee adolescents’ school adaptation (Birman &
purpose of this study, the Language Identity Behay
found to be an extremely useful tool and overall th
for the overall scale and the subscales held very w

A number of possible differences may have
the empirical literature indicates that school is a pr
children’s acculturation and adjustment to the host
learning opportunities a child has available at the ¢
role in whether and how much cultural integration
exploratién of the school context would be essenti
role in the acculturation process of these children.

With respect to the different aspects of acct
significant predictor of American language accultu
competence, which is similar to prior findings in st
school appeared to be a significant predictor for al
acculturation - language, identity and behavior. Tt

previous research that adopts a general ecologica
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f time in the U.S. have been
measuring acculturation

ol context brings light to
culturation of these children.
is reflective of more than just
D in the study on Russian
Trickett, 2005). Lastly, for the
vior Acculturation Scale was

e Chronbaéh Alpha reliabilities
ell.

led to these resuits. Given that
imary context for refugee
country, the different cultural
school may play a significant
may take place. Further

al in better understanding its

ulturation, age in months was a
ration, i.e., level of English
udies of acculturation. Lastly,

| three aspects of American

iis finding corresponds with the

| perspective in understanding




acculturation, emphasizing the importance of the i
(Birman et al., 2005). These results suggest that tt
acculturation as well as American acculturation at
these Somali Bantu children depended primarily u
which they were enrolled. Further, it is important tc
families did not necessarily have a say in regard tc
enrolled into. The enroliment decision for the year
made by the school system based on the racial pry
balance.

Contributors to Somali Acculturation

The second research question investigated
by the four demographic variables — age, time sinc
States, gender and school in predicting overall So
Somali acculturation at the more differentiated leve
behavior.

The results of the analyses suggest that ag
significant predictors of overall Somali Acculturatia
suggested that older children retained higher level
Also, in looking at the school variable, School E st
lower overall levels of Somali culture compared to
schools. Age as a significant predictor of overall S
makes considerable sense, given that the older ch

entering early adolescence.
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Erikson's (1968) theory of ego idertity formation notes that an achieved
identity is the result of a period of exploration and experimentation that typically

takes place during adolescence and that leads to a decision or a commitment in

various areas such as occupation or religion (Phinney, 1996). Ethric identity
formation has been thought of as a process similar to ego identity formation. In
an article examining various models of ethnir identity formation, Phinney (1989)
notes that early adolescents fall in the first stage of ewnic identity formation
where they may have a preterance for thie dorinarit oo naiive culture based on
their exposure to ethnic ideritity issues. He states hat thece prefarences are not
necessarily a charactzristic oi Gie staq: they are i, es al this age ey ez not
be interested in ethni sy and covnaps yive it athe {hoagint. But then they also
absorb positive ethnic aititudes vom parznis or oiner advits and thareicre miay
show a preference for their culture, eveir ihougn they have not theught through
the issues themselsas (Phinnay, 1949). This ray explain the current resulis
where in the older Somali children tenoed to retain higher leveis of Somali culture
in general, given that the Somali community is very tight knit and its community
leaders have beeri actively involved in educating their Somali youth about Somali
culture including the Isiamic religio:i, through active participation in weekend
school.

It is more likely that the younger ctiidren were born in the United States or
arrived in the United States at a very young age allowing them fewer personal
experiences with life in Somalia or the refugee camps in Africa compared to the

older children. Lastly, unlike the Soviet Jews in the acculturation and school
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adjustment study by Birman and Trickett (2005), w
United States becoming part of the White majority
Somali Bantu refugee children involves coming fro
minority group in their country of origin to becomin
minority group in the United States.

With respect to the different aspects of acct
United States was a significant predictor of Somal
Somali Behavioral Acculturation. These results sug
who have lived in the United States for a longer tin
language competence. Further, an increasing leng
related to lower levels of Somali behavioral acculty
retention of Somali culture for students who have |
longest. One possible explanation for these finding
children in the sample were entering adolescence,
relations and fitting in with the majority culture are
lead to a loss of home culture and language.

School was also found to be a significant pr
Acculturation. The results suggested that students
had higher retention levels of Somali cultural beha
School A and School B and especially School E.
Contributors to School Outcomes

The third research question, after controlling

variables, investigated the unique contribution of A
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acculturation on the four school outcomes — SDQ
Grades on Social Behavior and Work Study Habits
for Proficiency Level Composites for 2006-07.

Contrary to findings from previous studies,

this sample suggest that neither the overall level

retention of Somali culture or acculturation at the

Total Difficulties scores,

5 and ACCESS for ELLs scores

the results of the analyses for
American acculturation or

ifferentiated levels of

language, identity and behavior for both American and Somali culture were found

to be significant contributors for any of the school outcomes for these refugee

children, despite the significant correlations found between acculturation and

some of the school outcomes. The inconsistency in these results with the rest of

the research literature may be explained by the fact that most empirical literature

on accuituration has been on the adolescent popu
was on elementary age children with a few early a
socially desirable responses may be higher, given
self report measure. This makes sense, given the
school grades, proficiency level composite scores
more independent, objective measures. Young ch
susceptible to exaggerating their responses positiy
masking the relationships between acculturation a

Gender was found to significantly predict T¢
tending to have fewer difficulties than males. Age :
States were found to be significant predictors of P

scores for 2006-07, indicating that increasing age
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States related to higher Proficiency Level Composites on the ACCESS for ELLs.
School was found to be a significant predictor for Total Difficulties scores as well
as grades on Social Behavior. Regarding Total Difficulties, School D students
appeared to have greater difficulties in comparison to those from the other
schools. School D students also appeared to have significantly lower grades on
Social Behavior.

Last, none of the research variables appeared to contribute significantly to
the Work Study Habits grades. Given that Grades|on Work Study Habits were
significantly correlated with grades on Social Behavior and also scores on SDQ’s
Total Difficulties and since school was a significant predictor for both those
variables, one would have expected similar results for grades on Work Study
Habits as well. However, that was not the case making it a particularly interesting

finding.

Implications for Practice and Future Research

The present study sought to explore the acculturation process and school
outcomes of a group of Somali Bantu refugee children. The focus on refugee
children who represent an understudied population presents valuable and unique
information that adds to the acculturation literature. The findings of this study in
context with past research have significant implications. The results of this study
clearly demonstrated that the school context was the most significant variable to
account for the acculturation and school adaptation of these Somali Bantu

children, and that the acculturation and adaptation process is complex and
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different for different groups, varying as a result of

differing contextual patterns

within the ecology of these individuals. Thus, the study provides evidence that it

is important when studying acculturation to account for school community

differences that affect the process.

Although | have suggested that the key finding in this study is that the

school context is contributing to the reported findin
adaptation process of these children, the study did
exploration of the school contexts. A far more refin

differences and similarities of the five school conte

gs on the acculturation and
not include a more in-depth
ed appreciation for the

xts is needed to further the

school context and acculturation and school adaptation linkage. Ethnic density,

discrimination, social support, sense of school belonging, the availability of

opportunities for cultural maintenance are some of
need explicit consideration in furthering an apprec
acculturation takes place.

Another important point to note is that there

the school context factors that

ation of the context in which

may have been a teacher

effect. Further exploration for the schools should include data on teachers and

their philosophies as that would allow for a better understanding of what type of

school and teacher philosophy better serves these

acculturation and school adaptation. Employing vo

children in regard to their

lunteers in schools to help with

the integration of these students with mainstream American culture while also

encouraging them to retain their home culture, may be another way of allowing

children equal opportunity for increased exposure to culture there by facilitating

their adaptation process.
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A significant element of many refugee children’s psychosocial history
involves pre- and post-migration stressors, trauma and grief, which also play a

significant role in their acculturation and adaptation process in their country of

resettlement. Given the limitations of the study, this significant factor was not

explored.

Lastly, while school differences accounted for the major findings in this
study, the role of the other independent variables including age, length of time in
the United States and gender cannot be undermined. These findings relating to
the demographic variables were consistent with the empirical literature, thus
further reinforcing the importance of considering age, length of time in the US
and gender when addressing refugee children’s adaptation and acculturation.

Future work should focus on studying these differences in school contexts
including whether they are naturally occurring or are a result of an acculturative
press on the part of the school system. Qualitative data including parent, teacher,
and student interviews as well as classroom observations would further enrich
the understanding and appreciation of the complexities of the refugee children’s
acculturation process.

Limitations

As with all studies, this study has several limitations. Although the
participants were recruited from all the five of the schools that had a Somali
Bantu student population, in a Midwestern city, (although there was not complete
data on all the variables for all the students), the level of representativeness of

the sample of Somali Bantu children in the United States is untested. This is
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particularly relevant, given the findings from the study that indicate that there are
many individual, group and contextual variables that may interact together to
influence the acculturation and adaptation process for refugees. Notwithstanding,
the researcher assumes that the sample used in this study is reasonably
representative of the Somali Bantu elementary school-aged refugee children in
the particular Midwestern city where the data was (collected.

The self-report nature of the acculturation instrument is another limitation.
Because of common method variance and the possibility of response set bias,
the use of self-report measures tends to inflate the correlations found among
variables. Further, when using self-report measures, researchers cannot know
how truthfully respondents answer. Social desirability might affect the way
participants answer the items.

A final limitation of this study is the limited attention given to other
important factors that influence acculturation and adaptation. The role of parent-
child relationship, pre-migration stressors, school belonging, metal health
problems, residential and school community and locations, parents’ socio-
economic status, culture brokering and other important acculturation and

adaptation variables were not examined in this study, although they surely play

an important part in the ways in which acculturation and adaptation are related.

Conclusion
The empirical and theoretical literature suggests that acculturation as a

process is multidimensional and complex and for that very reason the
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acculturation outcomes for different populations can differ significantly. In fact,
this has been reiterated in the findings of this study on Somali Bantu refugee
children. The findings suggest that while certain demographic variables like age
and length of time in the host country remain quite consistent in their impact on
acculturation and adaptation of refugees and immigrants, other contextual
factors, school context in this study, play out differently for differenf groups.
This study contributes documentation of the effects school differences on a
unique and specific minority: Somali Bantu refugee children. In this context, the
current study documents for the first time the acculturation process, frdm a
differentiated multidimensional perspective, of these Somali Bantu refugee
children.
Most clearly, the findings document the impact of school differences on
these children’s acculturation as well as school adaptation process. This finding
emphasizes the need for school administrators to attend to the school
environment and their initiatives in helping refugee and immigrant children
integrate into the larger school system. This would require an effort on the part of
the leadership in the school administration from top all the way down to be
particularly sensitive to the ongoing needs of refugee children. These findings
suggest a greater need for the school administratars to make deliberate efforts
re-examine their school policies to better meet the needs of their refugee
students. Finally, these findings amplify the need for more ongoing professional

development and training of the school administration on refugee children’s

needs for school success with an effort towards helping integrate these students
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into the larger school systems while respecting their diverse cultural

backgrounds.
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The “Language, Identity, and Behavior” (LIB
(Adapted from Birman & Trick

A. Language

For the following statements, please mark one of the th

How would you rate your ability to speak English:
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6. overall
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The “Language, Identity, and Behavior” (LIB) Acculturation Measure
(Adapted from Birman & Trickett, 2001)

B. Cultural Identity:
How would you describe your cultural/ ethnic identity

To what extent are the following statements true for you? Alot Sortof No
1. I think of myself as being American .........................lcccccoco..... 1 2 3
2. 1feel good about being American .............................leeceeveeveane.. ] 2 3
3. I'strongly feel I am American.....................ccocovvviiiiilvniniannnnne. 1 2 3
4. 1 am proud of being American...................ocoevveeeceiiiloveiiiinnnn. 1 2 3
5. I'think of myself as being Somali...................ocoeeveeiifovinneeannnnn. 1 2 3
6. 1 feel good about being Somali..................occovveiviiiiliivinnnininn., 1 2 3
7. Istrongly feel lam Somali ...................c..ccoveevevvieeiiidviiicin, 1 2 3
8. L am proud that 1 am Somali ................ccooooeevevevniniidiiiiiire . 1 2 3
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The “Language, Identity, and Behavior™ (LIB) Acculturation Measure
(Adapted from Birman & Trickett, 2001)

C. Cultural Participation (“Behavioral Acculturation™)
To what extent are the following statements true about the things that you do?

How much do you speak English: Alot Sortof No
LAt home? ..ot e 1 2 3
2.8t SChOOI? (i e 1 2 3
3. with friends (AMEriCans)?......c.ooeviiiiiieeciereeee e deeee e eeeeen 1 2 3

How much do you:

4. read American books or magazines? ...........cccoeeveeeeeidvereeeiriennnen. 1 2 3
5. listen t0 AMErican SONES? .....cccevereriieeriereeneieieie et esisieie s I 2 3
6. watch American movies (on TV, VCR, etc?) .c.ooevvecdvvvineiinnnnen. 1 2 3
7. eat American f00d? .........ccoovvveieviieicce e 1 2 3
8. have American friends? ......c.cccooeveeeiiiininiceeec v 1 2 3
9. attend parties at American kids” homes? .........cccoeeeeiieinieccieennnn. 1 2 3
How much do you speak Mai Mai:

FO. @t ROIME? .ttt s 1 2 3
11, 8t SChOOL? Lo e 1 2 3
12. with Somali friends? .......cooeevreeveeoieeeeec e 1 2 3
How much do you:

13. read Somali books or magazines?........c..coocvvevevveresdorrercenereennnen. 1 2 3
14. listen to Somali SONES? .....cccoocvevveveeeiiiceeeecceeeee e 1 2 3
15. watch Somali movies (on TV, VCR, €tc?) .......ccceoeidverenieininnnnnn. 1 2 3
16. eat Somali f00d? .......ccooovieeiicceeeeere e 1 2 3
17. have Somali friends?.........cccooiiviiiiin e 1 2 3
18. attend parties at Somali kids’ homes? ...........cccoccoeodvrivniecnennen. 1 2 3
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APPENDIX C - STRENGTHS AND DIFFICULTIES QUESTIONAIRE (SDQ)
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Strengths and Dillicalties Questinnnaire

P or T+

Fowench tein, please orars e bua for Nut 12w, Somewhut True or Conadnly Teva. it soy | help ns il pou imswered olb tzna
i bt v g evel L yow e wod absuluiey ceruin. Pleasr sive your answem on rhe basis uf U clild's behaviar aver tac last

o3 cronthg e tiis schol year.

Chiibd's naoe e Male/Female
Nal Yomewhnt  Crstuinly
True Trur True

Cor.siderate of othor peaple's feelings

Reatless, nveraclive, cannut sty $ill fiar lory

Ofter. complams ot aeadaches. stomach-aches ar sickncss

Shares reuddily with other children, for examplc tnys. treats, poneila

Nitem loees temper

Rother soiitary, pefees i play alm o

Ciewertlly well hetaved, us iy does o hat a0 ults Tecuest

Many seu-rex or ol ssems worried

Hebshul oF s eone i Fun, upsel or Geeuig U

Conszantly fidgering oc squirning

Hus it leist one poud friend

Oter: fights with otier childron oe ballics <hem

Otter, enhappy, depreased or tearsul

Gererntly liked by other diildecn

Eeslly dlsnmeted, concenration vanulers

Nervnos ar clingy in vew siluaisns, iz bvey cunfiderse

Kimd 0 younger shildrer

Ot lies or chets

Picked vm or bullicd by other childien

Ofter: ofters 1o fielp others (porents, tachers, ather childreny

Thinky thines out befove acting

Stenly from hame, school or elsewhere

Ciets along batror with adules then wilh othier childien

Many Tars, casily gzarcd

Gaad atention apan, wes work throwgh w the end

OQoOooUCoo3Oo o cOuu oo ou e ooor
GDDDDDDDDD]DDE:}DHDDDD‘EDDD
| | | o | | i | O

Rignatire o e

Pareet & Teacher £ Other (Please specifin)

Thank yon very muclh for your help

& anren G, 2rad
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Subject Informad Conse
Acculturation and School Adaptation of §
Investigatoris) name & adaress:

Thomas Relo, £h.D,
Leadsrship, Foundations, and Human Resource Eqg
Guollege of Egucation and Human Devslopment
Univarsity of Louigville

Louigville, KY 402592

Manbeena Sekhon, MA.

Education & Counssling Psychology, RM 320
Collegs of Educalion ang Human Development
University of Lauisville

Louisvilla, KY 40292

Siteis) where study is [0 be conducted;

Layne Elomantary School
Wilkerson Evementary School
Camp Taylor Elementary School
Brandeis Elementary School
Stornestree: Elamantasy Schoal

Phana aumber or subjects ta call for ouestions:
(502} 852-0639

Infroduction and Background Information
Your child Is invlied o particlpate In a researck study., The
Reio, Pr.D.. and Manbeena Sekhon, M.A. The study is sp
Depatment of Education and Courselng Psychology. Th
Elamontary School. Witkarson Elamentary School, Camp 1
Elemonmry Schoot and Stonostreet Elememasy Schoat.
Appraximately 120 subjec!s wil! be invited t participate.
Purpose

Tha purposa of this study is o better undersiand the necd
axamining their adjustment 1o the United States as well as
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AccuRturation, Adjustment & Echodsl Oulconrss of Somali Banka Refugee Children

Procedures

In this study, your child will be asked o complete th2 “Language. identity, and Behavior® Scale to
fhelp us understand how well you thirik you speak and understand English and Mai-Mai, hissher
cultural identity and participation in American and Somali Bantu cultural activities. A Somgli Banty
translator wili orally administer the questions and your child will raspond by ¢reling the approprate
responss (1- & lok, 2 ~ sort of, 3 - no). This should take you no lenger than 3¢ minutes o completa.
Your child has the right tn daciine your mspongs to any questions that may make himber
uncomfor:able.

Potentlal Riske
There are ro forasecable risks, although there may be unforeseen risks

Beneflts

The possible benelits of (his study include teachers, counselors, and administrators, gaining an
incraased undarstanding and knowledpge of the Somail Bantu refugee children's needs. adjustment
to the Unitad States, and their school adaptation in the United Statas, The information collected
may not benefit your child directty. The infammakon lsamgd in this study may be helpful to othars,

Confidentiglity

Tolal privacy cannot be guaranteed. Your child's privacy will be protecied to the exters permitted
by law. If the rasults from this study are published, your child's name will not be made public.
While unlikely, the fallowing may lock at the study rocotds

The University of Louisville Institutional Review Board. Human Subjects Protection Program

Offica

Cttice lor Human Aesearch Protections {OHRP),
In arder t ensune that the data colleted is secured, it wilt ba placed in a incked filing cabingt ina
seture ured withn the College of Education snd Hurran Oevalopmant at the Univarsity of
Louisvilie,

Voluntary Participation

Taking part in this shudy s voluntary. Your child may choogss not ko take part at sll. f your child
decidas to be in this study he'she may siop taking part at any fime.

Hesaarcty Subject's Rights, Questions, Concerns, and Complainte

i
I you rave dny ooncerns ar camplaints ahot the study oflthe study staff, you have “hree options.
Y ¥ I 4 y ¥

You may conlac! the princrpai investigator at (502} ?52-0639

1T vou have any guestions about vour rights 4s a s7udy subject, ques:ions, cencerms or
camplzints, you may calt the Human Subjects Proiaction Pregram Office (HSPPG) 502}
BE:-51388. You may discuss any quesions aboul your righis as a subject, in secrel wilhra
merrber of the Eatirtion:i Reviaw Board (iRB) of the HSPPO staff, The 1AB is an

Ol ey el SAGUT

(TR TR \
i

179




|
Acculration, Adjusimant & Schoo Outobrnss ol Sornatl Bania Rdugar Chirdren
I

indcpendant committes compossd of mombers of Ahe University comimunity, staff of the
institutions, as well as lay membars of the community not connectad with theee institutions,
The B has revicwed this study, ‘

[F you wam "o speak to a persan outside the Univedsity, you may call 1-877-8562-1167. You
wili be given the chance [o tatk about any questions, concems or cornplaints in sooret. Thig
5 & 24 hewr hot line answersd by people who do it work at the Universily of Latisville.

This paper tailla vour ¢hild what will happen during the stugy if ha!she chooses to take pant. Your
signature maaes that this study has baan discussaa with you, thak your questions have been
answered, and that your chitd will take part in the study. This ‘ntormed consent document is not a
contrast. You ae nat giving Lip any legel nghts by zigning this informed consent document. You
will be given a sighed copy of this paper 1o heep {or your records.

éigﬁéfﬂ re of Legal Reprasonialiva Dat‘b Signed
Signahire of Person Explaining the Cansent Form ' Date Signed
{it other than the invastigator i

Signatare of Investigator " Date Signad
LIST OF INVESTIGATORS PHONE NUMBE#S

Thomas Reio, Ph.D. (502} B52-0639

Manbeena Sekhon {(502) 852-6884

Writtan - 05/03/07

Lloasas veniisn dar IELeT
Puage 5.t
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Subject (Teacher) Informed Congent Document
Acculturation and School Adapiation of Somali Bantu Refugee Children
Investigator(s) name & address:

Thomas Reig. Ph.D,

Leadarship, Foundations, and Human Resourcg Education
Collega of Educatian and Human Development

University of Loulsville

Louisville, KY 40262

Marbeena Sekhon, M.A.

Egucation & Counseling Psychology, RM 320
College of Education and Human Developmeant
University of Louisville

Louisville, KY 40292

Siteds) whem study is to be concusted:

Layne Elamentary School
Wilkerson Elementary School
Camp Taylor Elernentary School
Brandgis Elemantary School
Stonestreet Elementary Schoot

Phone number for subjects 10 call for questions:
(5021 852-0639
Introduction and Background Information

You are invited to participate in & iesea-ch study. The stutly is baing conducted by Thomas Reig,
Ph.D., ang Manbeana Sakhor. M.A. Tha study is sponscted the Univarsity of Louisvilip,
Departmznt of Education and Caunseling Paychology. Thie study will take place at Layne
Elemeslary School, Wilkerson Elemenlary Schioal, Camp Tayior Elemenlasy Schuoi, Brandets
Elementary School and Stonestreet Elemen:ary School

Approximalely 120 chilcren and ihe § EEL. teachers form gach of the 5 idzntified seiemencary
schools wil be invited o participals.

Purpose

Tho purpose of this study is to better understand the seeds of Sormali Banty refuges children by
examining their adiusttient to 1he Unfted States as »ek ag ;o their schools in he Unlked S.ates.

Fige 1 o103
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Accullumbon, Agustmenl & Behoal Cuicomes of Somail Bantu Relugep Children

Procedures

In this study. you will he asked to complete the “Strengths and Difficulties Questionnaire.” This
document is a brief behavigral s¢roaning gueslionnalre on each of your Somal Bantu students. it
should take you ahout 3-5 mirutes to complate this instrament for each student,

Potential Risks
There ate no feresseabls risks, although them may be unforeseen risks.

Beneflts

Tha possibia henefits of this siudy include teachers, counselors, and administrators, gaining an
increased understanding and itowledge of the Somali Bantu refugee children’s necds, adjustment
lo the United Slales, and the.r school adagtation in the United States. The infarmation collected
may not benefit you directly. The information eamed in this study may be helpful ¢ others.

Confidentiality

Total privacy canno! be guaranteed. Your privacy will bo protactad to the axtent pesmitied by law.
if the results from this study are published. your name will:not be made public. While unlizely, the
following may look at the study records:

Tha Univergity of Lauisville Institutiongl Heview Board, Human Subjects Protectian Program

Oflice

Olfice lor Human Research Piotections (OHAP),
in order o ensure that the data colleted & sacurad, it will be placed in 8 locked fling cabinetin a
securg area within thy College of Education and Human Development at the University of
Lowsville.

Voluntary Participation

Taking part in this study i3 vbluntary. You may choose nol lo lake parl at all. If you decide 10 be in
this study you may siap aking part ai any lime,

Research Subject's Rights, Questlons, Concerns, and Complaints

If you have aty concerils ar complaints about the study or the study staff. you Fave three cplions.
You may contuct the prncipal nvestigator at {502) B%2-0639
It you have any questions aboul your rights as a study subject, questians, concerns or
compiaints, you may call the Human Subjests Protaction Progrmam Office (HSPPO) (502)
852-0188. You may discuss any quastions about your righks as a subject. .n secrel, wtha
member of the Institutional Review Board (IRB) or the HSPPO staff. The IAB is an

indgpendant nommittne composed af membens of ghe Uniasiy communily, s7aff of Fe
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Acculluration, Agjustmant & School Dulcames af 3omal Bantu Retugee Chiloren

institutions. as well as lay merbers of the community not connecied with these institutions.
The IAB has reviewed this study.

If you want to speak (o a person outsido ke University, you may call 1-877-852-1167. You
will oe given the change to talk about any guastions, corcerms or cormplaints in secrel. This
is 2 24 hour hat line answeared by peoplé who do nat work at the University of Lovisville.

This papet tells vou what will happar during the study i you choose 10 take part, Your signasuyve
means that iis study has bean discussed with yeu, hat your questions have besn answared, and
thal you wilt take part in the study. This iformed consent document is not a cortracl. You me not
giving up ary legal rights by signing this informed cansent document. Yuw wili be given & signed
copy of this paper to keep for your roconds.

Signature of Subjectl egal Representative “Date Signed
Signature of Person Explaining the Cansent Form Date Signe&_ i
(it other than lhe Investigator|
éidﬁétﬁ?é& Invesfigator Date Signad
LIST OF INVESTIGATORS PHONE NUMBERS
Thomas Reio. Ph.D, (502) B52-0630
tanbeena Sekhon {h02) AL2.ARAB4
Written — 05402/497
\NVERSIYY OF LOYETVRIE
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SUBJECT ASSENT

ACCULTURATION AND SCHOOL ADAPTATION OF SOMALI BANTU
REFUGEE CHILDREN

| & invited to ke i a reseasch stidy being done by #zofessar Thomras Reiu. YWhe a
person is :n A research study, they are called a “subject”. | am invited because [am a
Somah Bantu retugee studiying al an elementary seheol in Louisville.

This snezns that | wit answer some questions about my life in America regarding how
muca English and Mzi-Mai | speak and understand. about wha | think Fam as a parsor
(Somali Baary and 7 or American) ard Somali Bantu and ? or American cultural activities
t participate in T1ere may be some rizks with this study  For example having o answer
questions Imay mahe me feel uncorfortable.

Tris study will last about 15-30 ninutes. The benefit o me for participating in this study
is that 2wl help my teachers under=siand how | am adjusting to like in America and to
tha school { am study:ng in,

My family, the: professor, school principal and ry ESL teaches will know that ['r in the
study. If anyore else i given information about me, they wil. nat know my name. A
sumber or initists will be used instead of my name.

" have neen told about th's siudy and know why it is be'ng done anc what | have o do.
My parcnt(s) have agreed to lot me be in the saady. I | have any questions | ¢an ask
Professor Thomas Reio. He wil® answer my questions. If | dn not want tc ba in this
study or | want to quit after | am already in thig study, | can tsll tha seesarcher and he
will discuss this with my panents.

Printad Name of Subject "'_E‘:i'ﬁi"l'-afd re of Sutject Date Signed
unted Name of Parei/Guadian Sign.'a'h'.l}(; of Parent/G uardian Date Signad
Printad Name of Investigator  Sigratuce of Invesligalor Date Gigned

Astbnt varsion date 05DRGT
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