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ABSTRACT

This studyexamined the schooling experiences and perceptions of
resettled sutsaharan African middle school refugee studengsnmetropolitan
area ofthe United StateSouthwest The research quest®uanderpinning this
study includd: What are the schooling exjences and perceptions of resettled
subSaharan African middle school refugee students in a southwestern U.S. state?
la) How do they view their relationships with their teachers and peers? 1b) Can
they identify a teacher or school staff member in thdiosccommunity who is a
significant resource for them? and 1c) What factors contribute to their challenges
and successes in their school community?

This qualitative studglocumened and analyzeé the schooling experiences
and perceptions otsettled refuge middleschoolstudentswho are relatively
new to the U.S. educational systdParposive and convenience sampling were
sources utilized in selecting participants for this stusigmistructured
interviews and focus groupgere used taapture the storgeof 10 resettled sub
Saharan African refugee students enrolled in 7th and 8th grade, who have lived in
the U.S. not more than 10 years and not less than three years. Among the
participantshalf were maleand half female.They @ame from six countries:
Burundi, Democratic Republic of Congo, Liberia, Rwanda, Sierra Leone and
Somalia.

Findingsof the study revealesix major themes: teachersO helpfulness,

positive perceptions of school, friends as resources at school, disruptive students



in the classroom,aed for better teachers, and before and after school activities.
Overall, the participants in the study expressed a positive perception of their
teachers and their schools, yet presented a dichotomous view of their schooling

experiences and perceptions.
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CHAPTER 1
INTRODUCTION

Recenttrends suggest that immigrant children are the fastest growing
segment of thénited States (U.S.) child populatiomith present census data
estimating their numlvgo be over 15 millior{Butcher, 2010; Conchas, 2001;
Kanu, 2008; Njue, 2004)Today, immigrant children comprise over 20% of the
U.S. population, and, if current tresxdontinue, immigrant children will represent
25% of the U.S. child population by 201Zhis unprecedented flow of
immigration has been noted to surpass the 19th century immigration wave of
European immigrants to the U.S. Researchers cite theQgdar Immigration
Act of 1965 and the 1980 Refugee Act as the genesis for this immigration trend
(Belete, Hamza, & Touorouzou, 2008; Fuligni, 2001; Su@rexzco, 2001;
Vang, 2005).Both immigration laws allowed the flow of millions of non
European immigrant@mong them a significant number of sbéharan African
refugee schoehged childrenwho differsignificantlyfrom the dominant white
population currently found in the U.She schooling experiences and perceptions
of this subgroup of new immigrants inmericaOs middle schealrerelevant in
educational research because theyides educatomith an understanding of
the varied educational needs of resettledSabaran African refugee students

during a pivotal tine in their middle school years.



Scope 6 Research

This dissertatiomxplores the schooling experiences and perceptions of
resettled sufSaharan African refugee middle school studéhtspecifically from
Burundi, Democratic Republic of Congo, Liberia, Sierra Leone, and Solhalia
in a southwesterU.S. statewithin the context of education during the middle
school years. | hypothesize that students with positive school experiences and
perceptions have a higher level oheol engagement thatudents with negative
school experiences and perceps. This chapter examinease challenges faced
by resettled sulsaharan African refuge&sth before and after tharrival in the
U.S. I will further provide an overview of how | arrived at this tqdmlowed by
the purpose of thigsdy and theesearch question.

Non-European Immigrant Children

Non-European immigrant children newly arriving in theSl)and
immigrant parents who havedchildren in the US. in the past three decades, are
mostlyfrom the GlobalSouthandnonEnglish speaking countriedVhile the
majority ofearlier immigrants to the .S8. came from Europe, immigrants entering
the United States since 1965 have cammnarily from Latin America and Asia.
In the last thirty years, African and Caribbean igrants havalsojoined the
immigrant population (Kanu, 2008; Levitt, 2001; Sambul, 2004jese groups of
new immigrants differ significantly from earlier immigrants in terms of ethnicity,
language, race, and socioeconomic staliee last thirty yearBavealsoseen a

shift in the reasanfor immigration, away from those searchingéoonomic



opportunitiesand toward refugees and those seeking paditiasylum (Rong &
Brown, 2002).

Many of these immigrants and resettled refugees either have chidren
are themselveshildren,entering schools in the U.Researchers studying the
experiences of immigrant children have expressed hope and concern about their
overall welltbeing (Greenman & Xie, 2006; Lew, 2006, 2007; Rong & Brown,
2001, 2002; Vang, 2@). The presence of immigrant children in classrooms in
the U.S. has raised concerns about their academic success and adaptation in a
racialized societybecause academic success is often a pathway to optimal adult
functioning in the U.S Specifically, esearchers have concerns about the
emerging patterns of immigrant childrenOs educational performance (Lew, 2007;
Pong, 2003; Portes, 1999; Rumbaut, 1994; M. Su@rezco, 2001).0n one
hand, researchelsave noted a higher frequenafypoverty amag immigrants,
especially those housed in inrettly communities.Povertymakes it likelythat
immigrantchildrenwill attendpoor schools, engagn gang affiliation, and
becaneinvolvedin the drug trade (Greenman & Xie, 2007). On the other hand,
reseachers havealso noted immigrasfthirst for an educatiqrand their
consistently excellerdgcademic performance when compared to ndiom
American peers (Lew, 2006)Jnderstanding why some immigrant children do
well in schoo] while others fall preyo academic failurds a crucial

considerationn the study of immigrant children.



For immigrant children, school is the point of entrance to a new culture
and it is a key place whethey make meaningful contaeith their new world
(M. SuarezOrozco, ®01). Schools have a powerful effect on how students
experience their social condition; therefdremigrant studentsO early interactions
with schooling, whether positive oegative have a profound impact on their
educational careers and future succédssearchers have noted that quality
education is a major pathway to socioeconomic mobility for immigrant children,
regardless of their trajectory into the U.Sonchas (2001) examined the
academic achievement of Mexican American students in an urbasdtigol
He found thatthe students did not feley had access good teachers in their
school,and often felt invisible on their campushis invisibility is similar to the
findings of ButcherOs (2010) study of percegtionong African immigrants
enrolled in high schools in a midwestern city of the United Sta®égdents in
that study reported beingnderednvisible in their classrooms and school
community, which in turn heightened their experiences and perceptions of
disengagement from the ctaisom milieu.

The invisibility theme waslsoevident in SuareDrozcoOs (1987) study
of Central American immigrants in inner city schodtis study revealed that
many immigrant children were placed iovercrowdedunderstaffed classes in
overcrowded, nderstaffed poor inner city schoolsO (p. 2&&spite the
educational disparity faced by these immigrant students, they believed in

Obecoming somebadyand that school was the place where this hope of



Obecoming somebodyO can hap@amchas€(2001) stdy of Latino studentsO
school engagement contended that low teacher expectations, lack of cultural
awareness, Eurocentric curricuknd a lack of institutional support systewere
factors in the low academic achievement among Latimben compared tdeir
white peers.This variation betweetwo studies of Hispanic students indicates
that immigrant children are not a homogenous grdRg@ther, each group has
distinct attributes that affect them as they seek to negotiate an educational system
with embedded Eurocentric norms, and a numbéacibrs play a role in the
school success or failure of the immigrant child.

As noted earer, certairsegmerd of the immigrant student population
tend to do better in schoplndhave greatesocial and economm mobility, than
earlier immigrants.In particular, these immigrant children tend to have higher
socioeconomicstatusand strong cultural networks that support their education.
Pong (2003) noted variation in school performance within groupsger
percentages ofmmigrant children from Asia demonstrate academic advantage
and outperform white children native to the UX&t, within the Asian
population, Chinese, Southeast Asianme groups, e.g., Hmong refugees do not
do as wellVang, 2005) and Koeans fare ldeer thanPacific IslandersThe same
academic variance is noted among Hispanic grauils Cuban immigrants
outperforming he other Hispanic groups, includiMgxicans, the largest
Hispanic group.Several assumptions have bemted in thditerature to account

for this variability in school performance among immigrant childr&he first



assumption is thatn immigrant studerg@easosfor leaving fis or her
homelandther status in the host countrheir context upon arrival, anthe
resources availabte them, all shape their school performaficevitt, 2001)

Lew (2006) argued that schooling achievement among immigrant children
largely depends on the social and economic context of their communities and
schools. The role of parensdcioeconomic status, ethnicity, language, and
achievement motivation needs to be consideredhwelplainingacademic
variability. As for refugee students, the scars of war and other traumatic episodes
mustalso be consideredfactor in their school pesfmance (Davis, 2008; Kanu,
2008).

Sub-Saharan Africans in the United States

In this dissertationl have chosen to identijulbSaharan Africanss
Africanssouth of the Saharan desert amdlith dark skin pigmentationSub
Saharan African immigrants dmesettled refugees account for about 4% of the
overall immigrant population in the United States (U.S. Census Bureau, 2005).
Like other immigrant groups, st®aharan Africans come to the United States
seeking a new life or refuge from the social, political, and economic turmoill
plaguing their homelandAs a group, they utilize several pathway®ider to
reachthe United State The first pathway is that of obtaining an educational or
professional visgollowed by the U.S. State Department Lottery Visa system.
The Visa Lottery Program allocates 25,000 immigrasas for Africans each

yearN excluding spouses and childrerhaare often added once an individual



wins the lottery (Ghong, Larke, Sad@hWebb-Johnson, 2007)Another pathway
is provided bythe 1980 Refugee Actvhichincreasd the influx of global
refugees, with a higher percentage of-Saaran Africans seekimgfugee status
in the United States (and other¥fern industrialized countriethan beforgU.S.
Committee of Refugees, 2004).

The global migratiof subSaharan African refugee childréas
increased th number of resettled scheadje refugestudentdrom subSahara
Africa in U.S. classroomsSub Saharan Africamefugeestudents come to U.S.
schools, not just a&frican immigrantsand racial minorities, but as refugees who
are resettleds a result of war and dislocation in their home countBiedh
students have typically spent many years in refugee camps in the initial receiving
country, before being resettled in the United Stabed).S. schoolsesettled
subSaharan African refugestudents receive what is likely their first sustained
exposue to the multifacetkissues of race, culture, and socioecononaicdalso
issues of invisibility (Butcher, 2010; Shepard, 2005hese issues individually
have a jarringffect that may influence studenes@eriences, perceptign
motivatiors, overallschool engagemerdind academic outcomeBecause
systems are interactiyvthe multiplicity of factors noted magollectivelyimpact
anindividualOgevel of functioning (Bronfenbrenner, 1977)

Seeral explanations have been given to accéomthe invisbility
experienced byesettledsubSaharan Africamefugeechildren in schools in the

U.S. One of the explanations is skin coldecauseesettledsubSaharan



African refugee studeantshare skin color with natiM@orn African Americans,
teachers often perceive them to be African American without fully exploring the
diversity they present iterms oflanguage, culture, ethnicity, religious
differences, and learning styldsothwithin their group and among those who
share their skin color (McBrien, 2005%econdly, if students identify as Africans,
teachers often do not know if they are refugees or immigrants (Sambul, 2004),
and schools lack the structures to help identify the diftebetween resettled
refugees, immigrants, and natibern African AmericansTeachersO perceptions
tend to deny educators the opportunity to authentically examine the edatati
needs of this newroup, thereby igoring the needs of the resettled refag
students as learners.

Educational Challenges Faced Prarrival in the U.S.

The education of resettled s@aharan African refugee students is
influenced by a muliude of factors, and the situation is furtheightened for
those coming from postonflict regions prior to their arrival to the Unit&tiates.
These factors include: a) language of instructrgcess and availability of
schoolsc) gender practices that influeed girlsO access to educatiiack of
assurance for meanindfuniversaleducational access; aajlpolitical and social
turmoil plaguing sutsaharan Africa (Belete et al., 2008; Butcher, 2010; Njue &
Retish, 2010; Shepard, 200%)f the factors notedhree represemajor
challengsto the education of students when theg iarsubSaharan Africa.

These factors individuallil or in combinatiorN tend to undermine the



education received by most s8laharan African students. Because of the
disparity between the educatarsystems in their home countrissd the U.S.,
studets are often unable to cope with the instiur@al expectations in the U.S.

The first factor that creates a challenge for resettleeSsiiaran refugee
students is the issue of languadéany countries in Africa have m®ethan one
indigenous languagelus an official language, which is often a language from the
legacy of AfricaOs pesblonial administratorsThough many countries utilized
the language of their colonial administrators as their official lingua franca, there
are a few countries where theestion of language of instruction has remained an
area of contentionThe complexity of language of insttional choice often
accompaniesgesettled subsaharan African refgee student® the U.S.and tends
to negatively impact their learningspecidy if that language is not English
(Njue & Retish, 2010).

The second f&or that becomes a challenge rfesettled refugee students
is the inaccessibility of education dadthelack of meaningful universal
education in sutbaharan Africa.The United Nabns has noted this lack of
accessibility as a crisisSeveral reasons have been suggkfstethis educational
crisis: a) protracted civil wars; b) unfieancing of educabn; c) economic
stagnation; d) rapid population growth; adareduction ofspendingon pupil
education by 20% ineal termssince 1980 (United Nations, 2007).
Consequentlypver 20 millionchildrenof primary school agare out of school

and millions more leave school before gaining basic literacy skills (United Nation,



2007). As a continent,i-Saharan Africa spends less on education than a single
country in the industrialized nationés a result, education is not accessible to all
schootaged children.Though it is home to 25 of the worldOshiddren and

young adultspublic expenditure on educational spending is the loyess2.4%.

This is in contrast to Nth America and Europe, which account liess than 10%

of the worldOs children and young pepplg 55% of public expenditure on
education(UNESCO, 2007).This underfinancing of education appears to be
directly linked to the lack of access to schools, &mdthose enrolled in schools,

a lack of access to quality education.

The third factor that creates challenges for resettlecSaiaran African
refugee studenti® U.S. schools ithe prevalence ajender practices that tend to
marginalize girls and their access to educatfithin some communities in sub
Saharan Africa, embedded cultural beliefs regarding the role of women within the
family and larger communitgppeato limit the rights of girlsO access to
education.The role of girls as future housewives and mothers demigrgency
that formal education for them is of importance (Njue & Re@€1.0).

The fourth factor that affects the students is tHdipal and social
instability in their home continentvhich has propelled the displacement of
millions of people within and outside of s@aharan Africa. Awuku (1995)
noted that Ocivil wars, intstate conflict, conflicts caused by so€iconomic and
governmental changes, ethnic conflicts, abuses of human and individual rights

coupled with natural disasters have resulted in the unprecedented refugee

10



movementO (j79). Disruption of schoolingandthe traumatic experiences of
war, have had horrendousfiect on the education and mental health of refugee
students.
Resettled $Ib-Saharan African Refugees

The number of resettled refugees from-8aharan Africa has been on the
rise since the 1960d-or example, the number of resettled-Saharan African
refugees rose from less than 100,000 in the 1960s to 5 million in the mid, 1990s
butdropped to 3 million in the 20004t the beginning of the 21st century, sub
Saharan Africans accounted for a quarter of the total number of refugees in the
world. The man countries of origin for refugees are Burundi, Democratic
Republic of the Congo, Ethiopia, Liberia, Sierra Leone, SudahSamalia (Njue
& Retish, 2010Tabutin & Schoumaker, 2002 hese refugeesO destinations are
often outside of sul$aharan Africaand manyseek refugee status Australia,
Canada, Great Britain artlde United States.

In the last two decades)arge number of suBaharan #&icanrefugees
have soughpermanent residency in the United States after fleeing from atrocities
in their country of originand years of living in refugee cam@esearch data
from the United Nations High Commissier for Refugees (UNHCR) repdhat
half of all refugees entemnthe United States are schagled children.Social
science researchers Belete and colleagues (2008), Davies (2008), Kanu (2008),
and M. Suare®rozco (2001)have suggested that these refugee groups often

contain a large number of poorly schooled, skittesl, or unskilled workers that
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have lived in refugee camps prior to their final destination. The majority of
schootaged resettled stBaharan African refugee chih never had access to
school;and for those who did, their schooling was insuffici@uavies, 2008).
Researchers have cited politi@nd socioeconomic instabilities subSaharan
Africa as the causes tfe fractured education experiendgdrefugees (McBrein,
2005; Davis, 2008Rong & Brown, 2001).

McBrien (2005) suggested that there awo types of refugees within the
refugee prototypeThe first type arelescribed aanticipatory refugeeshis
group foresees unrest, makes plans to depart, and may choose a country that will
provide refugee statunticipatory refugees tend to bdwecated and financially
stable. The second typaredescribed aacute refugeesdanger for this group is
immediate. They are likely to experience traumatic episodes and are often poor
and unskilled.Sub-Saharan African refugees tend to fall in the acetugee
group. They are forced to leave their country of origin under violent and
traumatic conditions and, prior to permanent resettlement by the United Nation
High Commission for Refugees (UNHCR)eir experiences in carmpre fraught
with traumaticepisodes (McBrien, 2005Post traumatic stress disorder (PTSD)
caused byraumatic situations experienced by refugee children can be detrimental
to their learning and overall schooling experienées a esult, upon arrival in the
U.S, resettled sulSalaran African refugee students struggle to fit into a school

environment that is culturally, educationally, and linguistically different from
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their prior educational experiences (Awuku, 1995; Davies, 2008; &lRetish,
2010; Sambul, 2004).
Educational Chdlenges Postarrival

The presence of resettled sBaharan African refugees in the U.S. has
been an area of profound challenge for schools andragtudElistorically,
resettled refugee groups have largely been concentrated inrpuarcity
communitiesdue to the low cost of housing, access to public transportation, and
entry-level jobs (Portes, 1997Resettled sutbaharan African refugees of the
20th and 21st centuries continuadside in poor, inner citpommunities in large
metropolitan cities ithe United StatesSchools in these communities are
repeatedly presented with a numbesotial and economic challenges that tend to
diminish the quality of education received by students enrolled in urban schools.
Researchers have citadlecrease tax baseaheavy flow of new immigrants and
resettled refugees, declining educational budgetderresourced schooland
endemic gangctivity and drug activities as reasons for the educational
underperformance of urban school districts (Belete g2@08; Portes &
Rumbaut, 2001; M. Suard2rozco, 1987, 2001; Zhou, 1997; Vang, 2005)s
within such a challenging educational structure that resettle&ab@ran African
refugee studesPeducationl and social needs compete wittose ofpoor native-
born Americans for the scarce educatiaeaburces allocated to schools.

Rong and Brown (2001, 2002) have suggested seven factors that challenge

the subSaharan African immigrant@gucational experiences in tteS.
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classroom First is thé previouseducational backgroundvhich may differ from
the educational experiences of natb@n Americans.Education in some
countries in subaharan Africawherethe majority of resettled refugees originate
from, is fractured or nomxistent. As a result, edeational levels are not
comparable tohose inthe United States. Secoratje of entrynto schools is a
challenge that often leatis mismatching the actual gralbwel of the student.
Thethird factor,cultural conflict impacts the refugee@sdue sytem as students
negotiatethe expectation®f the dominant society and those of their pa@nt
African identity. This cultural push and pull @ub-Saharan African immigrant
and refugestudents leads to relational strains between paagwt childrenand
sometimes withdrawal from school and work (Rong & Brown, 2001, 2002).
The fourth factor igparental involvement or noninvolvemgwhichcan
leadto misunderstandirggbetween parent and scho@h some countries irug-
Saharan Africa, the business diueating students belongs solely to the teachers,
and parents trust schools to duly perform this duty (Sambul, 200&)e U.S.,
lack of parental involvement tends to equate to parents who dargébout the
educational webleing of their childrenA teacherOs phone call to a parentOs home
has a different interpretation for the sBhharan African parerttecause parents
believe that teachers should deal with school problems and not involve the
parents.Parental involvement frortihe subSaharan Africapoint of view tends
to mean that teachers lack control over their students and lack competency in their

profession.This tension of misunderstanding is one of the key educational issues
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affecting the schooling of suBaharan Afrian immigrants and refugeesthe
U.S. (Rong & Brown, 2001, 2002).

The fifth factor, theneed to work to support the familg another
challenge confronting some resettled-Sdharan African refuge@nd immigrant
studentswho believe that it is theirudy to help their familiesHence, providing
financial help in sustaining their familiesr paying an unspoken gratitude to their
parents for bringing them to the United Stateperceived to be part of the
culturd nuance (Belete et al., 2008).

Regula school attedance is cited as one element which contributes to
school success. hE sixthpostmigrationfactor ofmobility thereforehas an
adverse effect on the schooling experiences of resettle8ahdran African
refugees and immigrant®kecurrentmoves related to employment, housin,
the need to travel to thaountry of origin interruptthe learning of students, in
turn causinggaps in their learninfRong &Brown, 2002)

The seventh factor noted is thgychological adjustmeiiat students
experence upon arrival in the 8. Depending on the mode of entrance, some
students who came as resettled refugees might have the most difficult transition
as hey cope with the trauma of wdife in a refugee camp, and the loss of loved
ones. These traumatic episodes might have an adverse effect on the education of
refugee studds (Rong & Brown, 2002, 2007).

The myriad educational and social needs of resettleabhran African

refugee students entering schools in th®. thust be reognized in order for
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educators to address the educational challenges presented to this group of
learners.In response, teachers must diligently make accommodations to meet
their educatinal needs. In the U.juality education is the vehicle foptimal
adult functioningand positively positions thg.S.in the global economic
market. Therefore, responding to the educational ammibsomeeds of this new
group of learnersvill help then become contributing membersafr global
society.
Background of this Study

While on an educational trigp Argentina over the summer of 2009
through the Arizona State UniversiyGraduate School of Educatipone of the
professors who accompanied our group, Dr. Gustavo Fischman, suggested that |
explore immigrabn and educationl chuckled and responded with a passive nod
as | contemplated the many paths that may lead to a doable and intriguing
dissertation questionThe exchange with Dr. Fischman led me to reflect on a
situation in my school district in th®@9-2010 school year, when the assistant
superintendent of the Kay School District (pseudonseguestedhat | help the
principal at Nan Elementary (pseudonym) with a situation involving resettled
Somali refugee familiesResettled Somali refugee famgdiand advocacy groups
raised concerns that their children were Ofed gor&hool lunches and eating
pork is forbidden in their Islamic religious traditiomvestigation othe pork
issue appeared to be tgenesis of a multitude of parental concesgarding the

unmet educational needs of their children.
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Prior to chatting with Dr. Fischman, | had not considered doing research
on African immigrants andf resettled refugedsom subSaharan Africa It was
not a part of my consciousness, even thougsn bn educator and have interacted
with students who are from staharan Africa, worked as a liaison in my school
district withresettledSomalirefugee parents and advocacy groups, e
students whose parents are immigrants frora&aftaran Africa After returning
to the U.S. from Argentina, the professor of my qualitative research class, Dr.
Theresa McCarty, further encouraged me to pursue the topic.

In pursuitof this topic, she directed me to tHarvard Educational
Reviewjournal issue from 200that was dedicated to immigration and education
in the United Statesln the editorial page, the editors expressed concern about the
absence of the educational experiences ofSatmran African immigrant
students in social science researthe editos encouraged scholarship in the
study of this group, who appear to be relatively new in the immigration landscape
of the U.S. As an educator born in Sierra Leone, this absence in the literature
presented me with a topic for my dissertation.

Several reasa@led me to pursue this topiés stated earlier, the absence
of the educational experiences of stdharan Africans in social science research
is my primary reason for studying this groupocumenting the voices,
experiences, and perceptsaf this graip is of the utmost importandeecause it
provides educators with knowledge about-Sataran African immigrants and

resettled refugees in the U.Secondlythe existing educational structuretire
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U.S, as it relates to curriculum, pedagogical practices, and daily intergctions
tends to marginalize resettled sBaharan African refugee studentsvould
argue that thisnarginalization extends to all resettled refugee studesgardless
of their county of origin (Lee, 2005).Thirdly, there is a persistent invisibility
surroundingesettledsub-Saharan Africamefugee students in schools in the U.S.
Because sulsaharan Africans and natib®rn African Americans share the same
skin color, they are oftelumped together with indifference (Ro&g8rown,
2001), and viewed abe same. Another explanation for their invisibility could be
that refugees are simply perceived to be African immigrants.

This indifference ofJ.S.educators and school districts lzasegative
impact on the education oésettledsub-Saharan Africamefugee students.
Therefore, my fourth reasdar pursuing this study wasy intention to identify
problems and offer a comprehensive understanding for scholars and practitioners
in edu@ting resettled suBaharan African refugees, as a result manifestiag th
complexities anaheeds of this populationn addition, my work will contribute to
the growing body of scholarship oesettledsub-Saharan Africamefugees by
documenting and natiag their stories and counter storiddiope to provide
information educators can use to address the unique educational needs of resettled
subSaharan African refugee studertas distiguishing this group from native
born African Americag, African mmigrantsand other refugee grosipwith

respecto schooling and education.
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Problem Statement

In all social science research, a review of the literature affords the
researcher a foundation and understanding of the topic of intenelsaids in
identifying a research problentin my examination of this population, | observed
a dearth in the literaturegardingthe educational experiencesresettledsub
SahararAfrican refugee studentsThis silence likely hasyany causesFirst, it
could be that thpopulation ofresettledsubSaharan Aficanrefugees in the
United States is statistically low wheompared to otheesettle refugee groups,
and thereforenay not be considered to warrant a studysecond factor malge
the issue of skin color and perced sameness, whigvas raised as a concern on
the editorial page of thidarvard Educational Reviewspecial issue on
immigration and education in 200Whatever the reasons might be, the absence
of information on resettled btSaharan Africamefugees in the social science
literature informed me of the need for a research question focusihg on
schooling eperiences and perceptions of these students in the United States.

The problem this research planned to explore is the invisibility of the
stories of resettled st®ahararAfrican refugee students olassrooms and in
educational researclAs a group, they areithersilent or not heard, and their
educational needs are largely unmet (Butcher, 2010; Kanu, 2008)der for
educators to werstancand meet the diversducational needs oésettledsib-
Saharan African refugeesmpiricatbased research is need&tewart 2011J).

There appears to be amermbundance of research examining every facet of the
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educational lives of Asian and liad immigrants and resettled refugees.

However, this is not the case for sBaharan African immigrants and resettled
refugees.SubSaharan African immigrants and resettled refugees need the same
level of scholarly attentigrbecause they come from a elige and complex

cultural background ethnically, linguistically, religiously, and seezonomically.

All these factors influence their learning styles and their perceptibwho they

are in the world.

Since the reportingh theHarvard Educational Reew of the inattention
towads subSaharan African schooling experiences in the U.S., only a handful of
research publicatiorend doctoral dissertations have documented the lived
experience of thipopulation(Butcher 2010)TheU.S. Census Bureau data
indicatethat in 2006,20% of African imnigrants and resettled refugeesrave
schoolaged children.Further census data shawyearly increase in the migration
of subSaharan African immigrants and resettled refugees into the U.S.
Specifically, 23% of sulseharan African immigrants and resettled refugees
entered the U.S. befof®90, 35% entered between 1990 and 1999, and 42%
entered between 2000 aRd09 (United States Census BureaW)ith the current
social and political unrest in Darfur, Democratic Repubf Congo, and other
courtries in subSaharan Africa, thigicrease in the resettled refugee population
will continue in the U.S. and other industrialized countridakhough the
resettledsubSaharan Aficanrefugee population is statistically insigndnt

whencompared to otheesettled refugee grougheir education and schooling
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experiences argignificant for social science researcfeachers must be
knowledgeable about key educational issues impacting the schooling of this new
population groupn order to effectively educate a future generation that will
contribute to the U.S. and the global economy.
Purpose of Study

The purpose of this research is to examine the schooling experiences and
perceptions of resettled ssdaharan African refugeaiddle school students in a
southwestern state in the U.8 order to enhance learning and school
engagement! hypothesize that students who hgwesitiveschool experiense
andoptimisticperceptios will likely have a positive learning outc@ncompeed
to those with negative school experiences and percepfidns dissertation
focused primarilyonresettled suisaharan African refugeaiddle sclool
students who have resettledtive U.S. during the last 10 yeais. order to
provide insight into nderstanding this population, | will adopt the United Nations
definition of a refugee, as stated in Article ltlo¢ 1951 Geneva Convention
Relating to the Status of Refugees and its 1967 protddw. protocol defines a
refugeeas the following:

A refugee is a person who, owing to wétlunded 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, iswilling to avail himself of the

protection of that country, or who not having a nationality and being

outside the country of his former habitual residence, is unable or, owing to
such fear is unwilling to return to it. (UNHCR, 1996)
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The United States Camittee on Refugees (USCR) reports that half of the
refugees resettling in the U.S. are children, therefore making schools a premier
destination for a significant portion of newcomeResearchers have noted that
one in five children in the U.$s the chd of immigrant andir refugee parents,
and it is projected that by 204fhe in three children will be a part of this
immigration trend.Researchers cite this flood of new refugees as the largest flow
since the immigratiomflux atthe beginning of the@h centrry (Davies, 2008;
Howard, 2003Njue & Retish, 2010; M. Suare2rozco, 2001; Rong & Brown,
2001). Portes and Rumbaut (20049 ggested that this trend welbntirue
indefinitely, with significanimplications on thelemographic compositioof
clasrooms, and the future of the U.S.

Research Question

The goal of this studwasto examine one encompassing question: What
are the schooling experiences and perceptions of resettl€sababan African
refugee middle school students in a southwesterndtaf?Related questions
include:1a) How do they view their relationshipith their teachers and peers?
1b) Can they identify a teacher or school staéfmberin their school community
who is a resourceof them? and J)dWVhat factors contribute to theshallenges
and successes in their school communityfe existing literature, usirgelf-
determination theory (SDT) as a theoretical framewark serve as an anchor

for answering thee questios about the schooling experiences and perceptions of
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the targeted populatioithe following chapter presentseview of relevant

literature.
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CHAPTER 2
REVIEW OF LITERATURE

In this chapter| explorethe role of pedagogy, school performance, race,
and otheresearch related to this studyalsointroduce race as a paradigm that
may or may not shape the educational experiences and perceptions of resettled
subSaharan African refugee middle school studeB8elf Determination Theory
(SDT) was initially usd as a major theoretical framework for this study, to assist
in understanithg the schooling perceptions and school engagement of resettled
subSaharan African refugee middle school students in a southwestern U. S. state.
This psychological framework exang@sindividual human motivation,
engagement, angerception | further explorescological and sociocultural
theories because of limitatigwithin the SDT framework Bronfenbrenneds
ecological theoryand RogoffOs sociocultural thedrglpto decipheand
understandhe schooling experiences and perceptions ofSataran African
refugee middle school studendésid maybe applicable to othenonEuropean
immigrant children.

Relatively few scholars have studied the schooling experiences and
perceptionf resettled sutsaharan African refugee sers in the United States
The few studies it exist include Belete et 42008), Butcher (2010), Davies
(2008), Dooley (2009), Kanu (2008), Sambul (2004), Shepard (2005), and
McBrien (2005). The lack of reearch on resettled sis8aharan African refugees

has led me to review studies on other resettled refugees, immigrants, and racial
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minority groups in the U.SThese studies researched White populations
therefore they servaas a benchmark in understiamg theschooling perceptions
of a nonWhite group relatively new to the U.%or instance, there is a wealth of
information onthe education perceptions of African American, Asian, Native
American, Latino, and Caribbean immigranBeviewing researchanducted on
these immigrant and minority groups helped to identify sofmthe issues
experiencedhat can be applied the study ofesettled sb-Saharan African
refugees Ladon BillingsO (1995a, 1995b) studytied schooling experiences of
nativeborn African AmericansPewewardyOs (1993) studyNzftive American
school experiences, Bartolo@g1994) work on humanized pedagognd Rong
and Brown study (2001, 2002) dlack immigrants from the Caribbegrovided
a framework for understanding the phenomenderstudy.

One study in particular can be adapted and replicated in the current study.
Wang and Holcombe (2010) examined adolescentsO perceptions of their school
environmenttheirengagement, arttieiracademic achievement in middle school.
Theirwork provides a suitable model for thetudy because it addresses pertinent
issues during the middle school yeakiddle school is noted as a pivotal time in
the engagement and disengagement of studentss #melefore an ideal time to
study adolescentReplicating this studyand specifically examining resettled
subSaharan African refugees during their middle school yeaag highlight
difficulties encountered by this group of learners. Resettlecbahlaran African

refugees present varied and unique educational needs as ledimenesfore, it is
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important for educators in the U.S. to become familiar with key educational issues
that affect the schooling experiences and perceptions of this newetseftigee
population in classrooms across th&UEducatorsO responses to the educational
needs of resetitesubSaharan African refugeese critical in engaging this

student population.

In this sectionl will examine the middle school ges, school eyjagement,
and role of pedagogy as they relatedsettled susaharan African refugee
learnes. | will also look at school performance among this subgrang will
further examine the salient role of race in a racialized society (McBrein, 2005).
The fdlowing section reviews the conceptual framework employed in this study
to analyze the experiences and perceptions of resettleSahdyan African
refugee middle school students in a southwestern Th8.study will utilize the
theoretical frame of setietermination theory (SDT), which will allow the reader
to comprehend the schooling experiences and perceptioasettled sub
Saharan African refugee students in the UlBe tenets of SDN autonany,
competency and relatedndésare elements identifieas indicators for positive
school performance (Deci & Rya2000).

Middle School Years and School Engagement

Adolescence is a period when relationships with peers and adults outside
of the home have increased meaniAglolescents start seeking peer aaidlt
acceptance and suppartaking the middle school years a critical phase in child

development.Schools become the premier destination where these relationships
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are formed and nurtured (M. Suaif®rozco, 2001).Schools can provide support
during thes formative years through the provision of quality studeneacher
and studento-peer relationshipas schools seek to engage students
intellectually, socially, and ematnally.

During the middle school years, student school engage(aeat
conversgl, disengagementan be viewed as followingithin three categories:
a) school particigtion (behavioral engagemertt); school idenfication
(emotional engagement); anjluse of selregulation (cognitive engagement).
While research is not clear abdhé outcoms of these types of engagement with
regard toacademi achievement, they appearitapact studentsO experiences,
perceptios and motivatios (Wang & Holcomb, 2010)

Educational researchers have charactemisehgagemerds an
immediate and psistent problem for resettled s@aharan African refugee
students (Butcher, 2010; Davies, 2008; Njue & Retish, 2000)h the severe
and myriadeducational andocial issues confronting resettled stdtharan
African refugee studws, there appears te lan urgent requirement to identify
their learning needs in middle scho@dditionally, it is imperative to provide
schoolswith the opportunity to meaningfully engage this group of learners
behaviorally, emotionally, and cognitivelyt is only throughthis prism of
engagement that resettled st@haran African refugee students have a chance to

succeed in middle and high schamhd consequentlp become productive
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membes in their host society (Kanu, 2008; Sambul, 2@&Heg@rd, 2005;
McBrien, 2005).

As discussee@arlier researchers Wang and Holcombe (2010) examined
schooling percepti@among middle school studentEhe findings of their study
suggested that engaged students are more successful in sichndisengaged
students.This issue of ergmgement and disengagement as it relates to perception
during the middle school years is pivotal in the schooling experiences of resettled
subSaharan African refugee students (Awokoya & Cl2008). The most
frequent and efficient learning occurs whemdsints meet the expectations set
forth by teachers and school administratdfer example, students who attend
school regularly, go along with school expectations, stay on task, and are able to
manage their behavioare able to meet the academic chalésnsget forth by their
teachers.Their positive schooling performance relates to their involvement,
which constitutes engagemenh contrastdisengaged students tend to be
underachievers and are more likely to drop out of school (Garn, Matthews, &
Jolly, 2010; Deci & Ryan, 2001)Researchers looking at this phenomenon have
noted the acute problem of disengagement during the middle and high school
years. As with the majority of disengaged students, resettledSataran African
refugee students who adesengaged are less likely to complete their schooling.
The neative effect on their schooling in tumakes their transitioto and future

in the United States more difficult.
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Many factors that refugees encounter contribute to disengagefiient.
few regarchers who have examined the schooling expesamkeperceptions of
resettled sutsaharan African refugee students have noted the unique educational
needs they present in classrooms across the Th&se needs relate to: a) cultural
misunderstandind)) pedagogical disconnection; c) rigorous curriculdjnack
of conceptal and contextual understanding; a)dnheriting racism in a
racialized society (Butcher, 2010; Davies, 2008; Kanu, 2008; McBrien, 2005;
Njue & Retish, 2010; Shepard, 2009)hus researchers have expressed concerns
that their educational needs mag ignored.These factors are noted as conditions
that may influence the experiences and perceptions of this subgroup, thus creating
students who may disengage from schooling and legrnin

Deci and Ryan (2000) defined disengagement as a multidimensional
construct with three components: behaviors, emotions, and cognitions.
Behavioral engagemengfers to studentsO actions and practices that are directed
toward their learninglt includespositive adaptation to the school milieu and
student involvement in their learning procegsnotional engagemengfers to
affective reactions and a sense of belonging to the school commQGuoigyitive
engagementefers to studesfseltregulation andverall approach to learning.
All three engagement components intekaithin an individual studentA student
can experience multiple types of engagetrsimultaneously, and student
schooling success has been linked to the level and frequency with alhic

studentsbutespecially resettled refugee students, are engaged in their learning
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environments.In order for resettled suBaharan African refugee students to form
positive school experiences and perceptions, educators must appeal to the
multiple aspects of engagemerBy considering emotional, cognitive, and
behavioral engagement, educators can attend to the varied educational needs that
resettled sutbaharan African refugee students pregsn schools (Butcher, 2010).

In exploring the issues ohgagement, empeal studies have examined
minority and immigrangroups, and more specifically resettled-Sdtharan
African refugees.Researchers have cited instructional pedagogy, school
performanceand racism as elements that affect the engagemeént an
disengagement of these groups (Carter, 2008; Dooley, 2009; Howard, 2003;
LadsonBillings, 1995a; McKinley & Brayboy, 2005; Rong & Brown, 2001).
Consequently, in order for educators to accommodate and insrass
engagement among this subgroup, Hseies of pedagogy and race in a racialized
society must be exploretecause it appears that it is through these variables that
resettled sutbaharan African refugee students form their experiences and
perceptions of school in the U.S.

Pedagogy and Rese#tdd Sub-Saharan African Refugees

LadsonBillings (1995a) asserted that culturally relevant pedagogy rests
on three criteriaa) a studentOs academic suct®seveloping and mairiting
cultural competence; ar) developing critical consciousness andsthu
challenging the current social orddt.is imperative that resettled si@aharan

African refugee students develop academic skills so that they can meaningfully
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participate in the future of the United Statd@$ierefore, students must learn
Owhat is masneaningful to their livesO (Lads8illings, 1995a, p. 160).
Allowing students to maintain cultural integrity and academic excellence is core
in culturally relevant teachingA culturally relevant teaching process calls upon
teachers to Outilize stude® culture as a vehicle for learningO (p. 184).
schools create global citizens, they must Odevelop broader sociopolitical
consciousness that allows them to critique the cultural norms, values, mores, and
institutions that produce and maintain soa@quitiesO (p. 162)For resettled
subSaharan African refugee students, this pedagogical approach will provide
them valuable skills as they prepare to become productive members in their host
country, meanwhile asserting their cultural identity in a taed culture that sees
and treats them as African Americans

It is necessary for pedagogical approaches to consider and incorporate the
types of engagements reviewed in the previous secharpirical researchers
havesuggested that cognitive engagenismelated to academic success.
Fredricks and colleagues (2004) defined cognitive engagemarstadentOs
strategy and selfegulation towards learninglherefore, in understanding the
educational perceptions of resettled-Sdharan African refugeeustents, one has
to understand educational pedagogy and how it informs student learning and
school engagementiVebsterOs dictionary defines pedagogy as a Ocortesgtive

of instructive strategiesO.
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In correldion with instructional strategies, the teacheplies his or her
own philosophical beliefs of instructiol.hese philosophical belis are
governed byackground, knowledge experiences, personal situations, and
environment. The instruction is then dictated Hyelearning goals set by the
student and teacheFor resettled suBaharan African refugee students, the
pedagogical factor is foundational in their school engagement because of the
differences in pedagogical styles that may have been utilized i8ahdra
Africa when compared to the U.S. (Butcher, 201BY.addressing the differences
in pedagogy, educators can positively affect student engageMer.
specifically, the pedagogy must be culturally sensitizducational researchers
LadsonBillings (19%a)and Pewewardy (1993) suggested that pedagogy has to
be relevant to the cultural background of studehtgheir respective research
about the relevance of culture for African Americans and Native Americans, both
LadsonBillings and Pewewardy assertdtht culturally relevant pedagogy is
critical to the engagement, and thereforeagbademic success, of students.
LadsonBillings (1995b) argued that, in the case of African American
students, culturally relevant pedagogy recognizes and celebrates Adndan
African-American culture.Her assertion that pedagogy is relevant in the
education of notEuropean children is also documented by Native American
educator Cornel Pewewardy (199Bewewardy suggested that one of the reasons
Native American childrenxg@erience difficulties in schoas that educators

traditionally have attempted to insert culture into education rather than inserting
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education into Native American cultur&his statement is one that has
persistently defined education for children whe aorEuropean students in the
U.S. Resettled sutsaharan African refugee students enter schools in the U.S.
where, historically, cultural affirmation is not available to +kuropean children.
Students must then negotiate their learning within an ¢idaed institution where
their cultural context may be absent (McKinley & Brayboy, 200/)r schools to
authentically engage resettled sséharan African refugees, educators must
create a school environment where all children are culturally affirmed.
Researchers Bartolome (1994) and Lad&alfings (1995a 1995b) have
begun to identify teaching strategies and programs that successfully meet the
educational needs of culturally and linguistically subordinate minority student
populations.They argue thatudturally relevant pedagogy is a framework that
builds a foundation of learning, whigerves to humanize the experiences of non
European studentBartolome argued that a humanized pedagogy is one that
allows areflective process, in whideachers areneouraged to reflect on their
practice. Reflection, consequently, helps teachers to recreate and reinvent
Oteaching methods and materials by always taking into consideration the
sociocultural realities that can either limit or expand the possibilitivart@anize
educationO (p. 177Yhis humanizing teaching process is key in educating
resettled sutbaharan African refugedsecause their sociocultural reality is

distinct from the dominant American culture (Sambul, 2004).
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Bartolome (1994) contended thatrhanized education goes beyond
competencén an area of conterd: humanized education effectively and
sufficiently works with disempowered and miai@ized students to create
positive perceptions of their school environmeltts also important that tebers
understand the sociocultural reality of students and the context of their learning.
Bartolome (1994) suggested that teachers reflect ondéfait orientationand
how it affects their perceptions concerning students from minority grdbefcit
orientation refers to the implicit and explicit subscription to Oa belief system that
renders ethnic, racial, and linguistic minority students at best culturally
disadvantaged and in need of fixing, or, at worst, culturally or genetically
deficient and bygond fixingO (p. 180)A cycle ofdeficit orientation may harm the
educational experiences both students and teachestudentsO learning is
thwarted, and the stagnatiohteachersO perceptions of studeatginues to
deepen the deficit orientation

The educational system must consider many factors in order to remedy the
deficit orientation and improve schooling for resettled-Sabaran African
refugee studentdrirst, how can U.S. schools meet the pedagogical needs of
resettled sutsaharan African refugee studentS@congdhow can teachers build
English resources that allow for a deep conceptual understamdiitg still
teaching basic English skillsPor othes with basic literay skills, the question
becomeshow can teachers fill conceptual and contextual gaps while allowing

students to learn academic Englisid ather academic subject arealtese
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educational needs can be daunting for schools that teaddb from a solely
Eurocentric perspectiyevhichare suddenly confronted by a cohort of learners
who desperately need teachers to develop an inclusive and culturally relevant
pedagogy.Therefore, using a pedagogical lens to examine and improve student
engagement appears to be imperative during the middle school peaasise it
has a direct impact on their motivati and school performance, and the
perceptions they forrduring these fundamental school years.

Hindrances of Resetted Sub-Saharan African RefugeeSchool Performance

As discussed in thentroduction, many preand posfarrival factors hinder

the schooling and affect the experiences and perceptions of resettidraran
African refugee studentsA large percentagef oesettled refugee children
entering schools in the U.S. come from homes where English is not the dominant
language.The parents of resettled refugee studeftenhave little or no
knowledge about the functions and expectations of schools in theabldSpme
have little or no formal educational backgrouhdmselve¢Sambul, 2004;
Shepard, 2005)Resettled suisaharan African refugee students enter schools in
the U.S. with a high level of educational need¢hen resettled refugee students
enter schols, they encounter educational expeaotat that vary greatly frorthe
expectations in their country of origitin some cases, the resettled refugee
students have very little experience with schd®ksearchers Shepard (2005),
Dooley (2009), and Kanu (®8) noted that these students have experienced

protracted civil wars and life in refeg camps before their arrivaltaeir final
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destinationd\ typically the U.S. or another Western countAs a result of their
experiences of war and refugee camgarge majority ofsuchstudenthavehad
little or no schooling, while others had interrupted schoolifigis has created
learning gaps in their educatiofhe fractured educational experiences that
characterize this cohort of resettled refugees hawsepted a challenge for
educators in U.S. schools.

The acadmic success of resettledfugeestudens from subSaharan
Africa is affected by more than just their prior sclvap experiences; 1s also
affected by how they engage in the U.S. schooling enment. Finn (1993)
described studentsO behavioral engagement as a major camstnaetrstanding
their engagement with school. Heefined behavioral engagement as studentsO
actions and practices towards schaold their learning as it relates to scho
attendance, positive school behavior, completion of assigned class work, and
participation in school activitiesConsequently, student behavioral engagement is
influenced by factorboth within and outside of schodFor resettled sub
Saharan Africamefugees, the relationship between home and school is crucial to
their school engagementhus, cultural differences between home and school
serve as a vehicle for cultural misunderstandasga resulimpacting the
behavioral engagement (Awokoya & €&a2008).

The fractured educational experiences of resettled refugee students,
coupled with cultural misunderstandsgnthe part of their teachers, result

studentsO needs not being met (Sambul, 2@&8earchers (Awokoya & Clark,

36



2008; Butcher, 201; Njue, 2004; Rong & Brown, 200bhpaveexamined the
educational needs of black immigrant students from the Caribbean and Africa.
The immigrans studied were primarilgf African ancestrywith shared skin
pigmentatiorand acultural backgroundlistinctfrom that of the dominant .S.
Their studies revealed that the black immigrant populationOs educational needs
have not been medue to sociocultural misundéaadings and a lack of
understandin@f parenton the part of the U.S. school system. Thotingh
research was not conducted wtitie resettled sutsaharan African refugee
population specifically, there is evidence that resettled refugee groups from sub
Saharan Africa experience the same educationahdbst(Davis, 2008; Kanu,
2008).

On the othehand, there is anecdotal evidence of blackSalaran
African and Caribbean immigrants whose school performance is on a par with, or
better than, their American counterparts. Thouyer the past decad&udies of
the schooling experiences and permasof subSaharan African immigrants and
resettled refugees from political unstable countnegeconsistently suggested
that students have difficulties acclimating to the academic rigor and expectations
of schools in the U.S. (Davies, 2008; Dooley, 20dcBrein, 2005; Njue, 2004)
This difficulty is often made worse by the fact that teachers frequently have low
academic expectations of these studeAtssuch, teachers do not motivate or
place as much effort in educating the students (Kanu, 200&im&CLewis, &

Mueller, 2007).
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The low academic expectations are often a result of teacher fi@nsep
that black immigrant studensse intellectually weak (Ghong et al., 200¥)any
black studentfrom subSaharan Africa are forced to repeat gradeléeoe are
placed in the wrong grade level because of their &ge example, a }2earold
who was in fourth grade in his or her country of origin in-Salharan Africa
mightbeplaced in seventh gradie the U.S This grade placement may be
dictated ly the inappropriateness of placing the more maturgeb2old with less
mature9-yearolds in fourth grad¢Awokoya & Clark, 2008).Students who are
placed in a class because of social concerns typically do not possess a core
academic foundationln this situation, students are likely to experience continual
learning gaps in their education, thus making them unable to accomplish
meaningful academic gainsow teacher expectationsombined with incorrect
grade level placementsreatesituations that mahave adverse effects on the
schooling engagement and academic success of resettiSisakan African
refugees.

Inheriting the Legacy of Racism

Race ad racismareother faced that dfect how the resettled stBaharan
African refugee student perceivieis or her edcation and contributes to his or
herlevel of successThe issue of race and racism informs the emotional
engagement that ndBuropean students have towards their learning and
participation in the larger school environmeBtxamining the costructs) of race

and racism, and its influence on the schooling experiences dtumapean
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immigrants of coloand resettled refugee graum the U.S., will serve as a
benchmark founderstanding the emotional engagement of resettle@ahdran
African refugee students (Lee, 200&motional engagemenrd defined as
studentsO affective reactions and their sense of identification with the school
environment (Skinner & Belmont, 1993)ynderstanding school engagement
through the lens of racand negotiating oneself in a racialized sogiety
significant factor in this studyNot only doe thisconsideration irdrm educators,
but it alsohelps in thedevelopnent ofstrategies todister the engagement of
marginalized groups.

In the U.S., the paradox of race and racism has been, and continues to be,
an area of interest for social science researchdilts (1997) noted, OFrom the
inception, [in the United States] race is in no waayafterthought, a deviation
from ostensibly raceless Western ideals, but rather a central shaping constituent of
those ideal®(p. 14). Race shapes individualsO access to social resources, how
individuals perceive themselves, and how others perceive tHemvard (2003)
assertedhatQ. the United States has explicitly and implicitly subscribed to racial
hierarchies for the past four centuriesO (p. 196} color line is intricately
woven irto the American social psyche and continues to be salienéiBlst
century. While there are regional and historical variations in how the color line
has played out in the U.S., there have been two central racial categories: white
people and people of color (Portes & Rumbaut, 20RBsettled refugees from

subSéharan African fall into the latter grou@:herefore, in order to understand
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the schooling engagement of resettled-Sabaran African refugee students in the
U.S., one has to look through the paradigm of rd&artes and Rumbaut (2001)
contended that theolor line has historically defined the boundary between two
modes of ethnic incorporation in American lif€éhe first was the assimilation of
millions of European immigrants from heterogeneous ethnic groups into white
society, which ultimately blurredhéir ethnic origins.The second was the
marginalization of ethnic groups that were viewed aswibite.

The result of the color line is marginalizationhe act of marginalization
inserts racial groups into the categorization of immigrants of colomaod |
racialized, hierarchical strtures that can be problematic fwhool engagement
(OOConnor et al., 200MYloreover, marginalization often diminishes valwabl
tools forunderstanding the educational needs of the resettle8atudran African
refugee tudent newcomerM. SuarezOrozco (2001) argued that, because the
vast majority of new immigrants are from RBaropean, nofenglish speaking,
developing countries, the American social stratification designates them as people
of color, regartess of theircultural heritage As such, the immigrants and
resettled refugees must contend with the U.S. racial hierarchy that values whites
and devalues people of color (Rong & Brown, 2001; McBrien, 2005; Ogbu, 1992,
1998 Shepard, 2005; Suar€rozco, 2001).In addition, those who have
emigrated recently tend to be concentrated in poor urban communities, which
compoung the process of racial ascriptioRong and Brown (2001) arguéthat

Q..urban residency places new arrivals in close contact with Faditre
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minorities [blacks] and leads to the labeling of black immigrants, resettled
refugees and the natib®rn blacks as the same in the eyes of the majorityO (p.
541). This sameness is due to their shared pigmentatrahappears to be
problemaic because it dees identificatiorof the specific educational needs of
resettled sutsaharan African refugee students (Davies, 2008; McBrien, 2005;
Rong & Brown, 2001; Ogbu, 19981. SuarezOrozco, 2001).This denial

appears to negaengagementandto create gerception within the resettled sub
Saharan African refugee student population that they are invisible, thus
undermining the schooling experiences of this subgroup.

Researchers contend that the social lens of white Americans designates
resettled sutsahara African refugee students as black because of shared
pigmentation with nativéorn blacks, despite the fact that resetlieldSaharan
African refugeeblacks hae a distinct cultural heritage, and a-pneration
history distinct from that of immigints from sutsaharan AfricdDavies 2008;
McBrien, 2005; Rong & Brown, 2001; Ogbu, 1992; M. Suaeazco, 2001).
Historically, African Americans have been assigned the lowest rank in the racial
hierarchicalsystem; other black immigrants aresettledefugees, by
pigmentation proxy, automatically carry the racial caste category and the burden
of blackness. As a result, race becomes aeplolsocial marker for the new
black immigrant and resettled refugee (M. Sudeazco, 2001).Rong and
Brown (20Q) suggested that this burden of blackness is Othe most jarring change

for black immigrants from the Caribbean as they become part of the larger black
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population in a racially divided AmericaO (p. 542he process of being pegged
in a racialhierarchy ca be problematic fothe behavioral, emotional, and
cognitive engagement of resettled stdtharan African refugee students in
schools

A numberof educational researchers haveeddthat the interrelationship
betweerstudentsO racial backgrouadgdschoosO social, instructional, and
organiational environment, is significant fetudentsO engagement and academic
achievementWang and Holcombe (2010) suggested that the interaction of
studentsO behavioral, emotional, and cognitive engagement concepaualizes
Omultidimensional constructO (p. 634) that further helps in understanding the
Oantecedents and consequences of the three types of engagement simultaneously
and dynamicallyO (p. 634l education is a determinant key in the United States
for economic mobility, then how schools succeed with respect td#teavioral,
emotional, and cognitive engagemehtesetied subSaharan African refugee
students during the middle school years is essential to their academic achievement
and future participation in éhU.S. economy.

Conceptual Framework

Because of the nature of the research, it was important to select an
effective conceptual frameworlSelf-determination theory (SDT) & conceptual
approach thgprovides a legitimate and effective ba$@ analyang the schooling
experiences and perceptions of resettled3alftaran African refugee students.

To understand why SDT is the most suitable conceptual framework for the current
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study, it is important to provide background on its discipline and origuth
information will be followed by an explanation of the role of perception and
school environmentnd the theoretical underpinnings of perception within SDT.
Selt-determination theory (SDT) originated in the discipline of
psychology It provides a theoretal framework that may best help to understand
how resettled suSaharan African refugee students@gueions of school are
formed orinfluenced in middle schoolSDT is primarily a theory of motivation,
which posits that individuals Opossess innatehodygical needs to experience
autonomy, competence and relatedness and that the satisfaction of these needs is
essential for personal growthO (Oliver, Markland, & Hardy, 2010, p. 309).
Competenceefers to knowing how to achieve results and feeling efifice in
doing so. Autonomyis the sekHinitiation and seHregulation of behaviorStudies
reveal that students with better school outcofesuch as classroom
engagemenitl are those with a strong sense of autonoRglatednesis the
affiliation with and level of connectioto others within a given contexin the
school context, relatedness refers to how a student relates both to peers and
teachers.Oliver et al. (2010) asserted that an individualOs greatedieirmdj is
experienced when these neeade satisfied, whereas thwarting these needs is
likely to result in a negative social state and poor-weihg (p. 309).The
psychological needs noted within the SDT framework are of interest to
educational researchers exploring how student percepiihtmence motivation,

engagement, and learning outcomes.
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Identifying factors that influence studentsO schooling experiences,
perceptions and successanarea of researdat educational and psychological
disciplines have continually examined becausthe correlation between
studensOoverall weltbeing andheir schooling performance, regardless ofithe
social or intekectual backgroundAs a conceptual framework for understanding
human motivation and eagement, SDT has been applieginariety 6 settings,
including general education (Wang & Holcombe, 2010; Niemiec et al., 2006;
Guardia, 2009), politics (Losier, Perreault, Koestner, & Vallerand, 2a0l)
religion (Neyrinck Lens, & Vansteenkiste, 2005).

Guardia (2009) examined SDT as a thebt led to understanding
identity, ard asserted that the main foafsSDT is the relationship between
individuals and their social environmeahd how the environment shapes
individual motivation. Human motivation is not solely maintaith by intrinsic
factors, buis also guided by extrinsic factorés a result, extrinsic factors are
instrumental in determining studentsO experiences, perseptmtivatiors, and
academic achievement in schot. her staly, Guardia (2009pocused on how
teachers intienced childhood and adolescent developsgecificallyin
relation to motivation.According to Guardia, these inénces on school
perception ld Oto early school competencies and later academic pursuit that
positively influence the trajectory of adubodO (p. 91)Because of the extent to
which teachers influence students, the naming of specific stresabcathimpact

learning is of unost importance to social science researchieis.within this
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SDT framework that | investigate the experienaad perceptionsf resettled
subSaharan African refugee middle school students who are ehnolée
southwestern U.S. state.

Schooling experiences and perceptions are important due to the role both
indicaors play in motivation andngagementandcongquentschooling
performance oabmes. In Garn and colleaguéa@10) examination of SDT and
learning motivation among gifted students, they found evidence that school
engagement and learning motivatibelp to Oexplain differencbstween high
achievingand lowachieving gifted studentg@ 263). This difference in
motivation and its impact oriugent learning is applicable to therrent study,
which is designed to investigate the school experiences and perceptions of a group
of students whose cultural, educational, and familial frame is differenttfraim
of their U.S. peersSelf-determination theorists Deci and Ryan (200@)gasted
that intrinsicfactors(i.e., pleasure or sense of satisfactionompleting a given
task) and extrinsitactors(i.e., clasroom, school, familyghape academic
motivation for all studentsThe current study will examine how intrinsic and
extrinsic factors shape the motivations and perceptdithe subject population.

The Impact of Experiences and Perceptions of School Environment

Individual experiences result in the creation of perceptioesceptions
areimpartant for two reasons. Firshey playa role in school motivation,
engagement and performance outcontescongdschooling experiences and

perceptions are the overarching question of this study: what are the schooling
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experiences and perceptsf resettled subaharan African refugemiddle
school students in a southwestern U.S. st3tei® question relates to SDT, which
focuses primarily on motivation and engagement outcomes that sway perception.
Theorists studying SDT suggest that the degreghtoh Gtudents perceive that
the £hool context meets their psychological needs determines the level of
studentsO engagement in schoolO (Wang & Holcombe, 2010, fE§&Mtially,
student experiences and perceptions of how schools meet their educational needs
dictate their engagementhwh in turn affects their performance outconiée
SDT framework fits the central question in this study, which seeks to understand
the schooling experiences and perceptions of a subgroup new to schooling and
pedagogical structures in the U.S.

SDT asses thatstudentéoptimal learnings relatedo the opprtunities
provided for thento develop a sense of competency antbnomy, and
relationships with others within the school environmestudentsO school
engagement and academithievement is enhargc#hen theyexperience a
school environment that spprts their fundamental needs fmmpetence,
autonomy, and relationships with othe@uardiaOs (2009) study suggested that
autonomous students are more actively engage@inabademic pursuit than
students whose autonomyaentrolled. Researdmas noted that connectedness to
teachers and peers in school affect academic engagement and motivation (Deci &
Ryan, 2000).Teacher warmth or relatedness is important in encouraging

autonomous orientation f@lassroom activities (Connell & #liborn, 1991), as
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well as increasingcademic gains (Furrer & Skinner, 2003; Klem & Connell,

2004). The interactions of competence, autonomy, and relatedness are essential in
fulfilling the educational needs and schealjagement of resettled s8baharan

African refugee students.

SDT provides an outline of salfetermined forms of motivatigihased on
the social environment (Deci & Ryan, 200®). the school environment,
influences sue as classroom climagteeacher oantation, peer relationships, and
instructional pedagogiend to fulfill three needs: a) autonomy support; b)
competenc&l which is the need to positieengage with oneOs own
environment; and) relatedness, which is tii@mation ofrelatiorshipswith
peers and others within the school environméittese three needs are noted in
self-determination theory as indicators that impact motivatizeci & Ryan,

2000. The current student mainly focuses on the three basic psychological needs
of autonomygcompetence and relatedness essential constituents for individual
well-being (Guardia, 2009)The conceptual framework is then specifically
applied within the context dhe schooling experiences and perceptions of middle
school students who are retamttsubSaharan African refugees.

Characteristics of Schools and Classrooms

Schools often implemeilistinct measures to fulfill the needs of students
and promote engagement among their student birdgheir study ofschool
perception in middle school/ang and Holcombe (201@)entified four focal

school characteristics that can have a posadiveegative effect othe learning,
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social, and psychological needs of studefitsesefour focithereforepromote
student engagementheyare:promotion of grformance goals; promotion of
mastery goals; support of autonomy; promotion of discusaiointeacher social
support | hypothesize that schools whiskek to meet the competency needs of
their student population (promotion of performance and mastagy)
autonomouseeds (support of autonomwndtheirrelatednesseedgpromotion

of discussion and teacher social suppe@thibit positive predictors of student
engagement.

School characteristics examined by Wang and Holcombe (2010) included
four disourses that influence studentsO perceptibne.first discourse is the
support of competencehich emphasizes achievement structures through school
policies and instructional practice$hese practices may or may not have an
impact on the learning owdimes of resettled st®aharan African refugee
students, but | suspect that because of pedagogical practices that are primarily
Eurocentric, teaching and learningght fall short in itssupport of competence.

The second discourse is thastery goal struaresthat allow for studentsO
percepions of teacher expectations as they relatbeir own feelings o$el
improvementtherewarding of classroom efforts, and the value of mastery as the
goal of learning.The thirddiscoursas theperformance goastructureswhich
promote social comparison and competition among studieritscontrastwith

the mastery goal structureBerformance goal structures also define high grades

as the main goal of learnind@-he fourth discourse is tsupport of autonomy
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which refers tdhe perceptions studenksave aboubpportunities provided by
teacherdor themto participate in classroom decistamaking processes and
discussions.These discoues interactandarefundamental in the engagement o
middle schoolearners, allowinghem to build positive experiences and
perceptions that promote learning.

| will examine the four disourses as they relate &):the support of
competence, which is the achievement goal that teachers tend to accentuate
through pedagogal practices and school policies; b) the mastgral, which
promotes student percepts about their teacheispecifically lookng at self
improvement, reward of effort, and mastery of knowledge as the main thrust of
learnng (Anderman & Midgley, 1999%) the performance goal, which relates
studentsO perceptions of theirahers to external structufésfor example, social
comparison among students, promotion of competition among studedts
striving for high gradeas the focus of learning; adfithe support of autonomy
which representstudentsO perceptiwf how theirteaches encourage themo be
participans in their own learning.These four discourses are interactiaed
important for educators as they seek to engage students in thaimgearn

Middle School Sudents® Engagement and Perception

Several researchers examining engagement, experience and perception
during the middle and high school years have noted a correlation between school
performance goals and studentsO confidence and yrafsassigned academic

tasks (Roeser, Eccles, & Sameroff, 200Additionally, students are more
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enthusiastic towards their learnjrand are more likely to engage in detailed
cognitive processesvhen they perceive their teachers in terms of masterg,goal
rather thann terms of performance goal¥hese are probable outcomes because
focus on comparison and competition in middle school is contradictory to
studentsO sense of emotional and psychological safety, which consequently
undermines their feelingswards school and learning share the hypothesis
Wang and Holcombe (2010) developed that school promotion of mastery goals
instead of performance goals heightens studentsO participation in school activities,
increases selfegulation strategies, andgonotes identificabn with the school
environment.

In the SDT tradition, researchers have established the need for support, by
which teachers provide students withssroom structurearing and
opportunities fo autonomy(Grolnick & Ryan, 1989).Specifcally, a plethora of
classroonteaching practies, such as teacher orientattoward studentsand
contextual factors in thclassroom, have been noted to promote or undermine
motivation (Guardia, 2009)Consequently, learning in middle school is promoted
when students experience autonomy supp®upport of autonomy entails
studentsO perceptions that teachers encourage them to participate in classroom
discussions and other learning tasks within the dass (Roeser, Eccles, &
Sameroff, 1998).Teachers who engage their students in such democratic
processes are likely to have students who perceive themaslaegsart of the

group ancchoose behaviors that support the learning goals in the classfoom.
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also share the hypothesis of Wang and Holcombe (2010) that Osupport for
autonomy will enhance school participation and the use ofeglfiation
strategies and, to a higher degree, promote school identificationO (Bl 637)
which directly affect learningin her study, Guardia (299 focusedn the
influence of teachers on childod and adolescent development, specifiaally
relation to motivation towards learninghe concluded that such influences lead
to early school competencjemnd later academic uits that positively
influence the trajectory of students irgdulthood. GuardiaOs observation
suggestshattheinfluenceof teacherss a key factor in providing a learning
environment where all students can have access to positive learning outcomes
The role of teachers in providing structures that enable appropriate
interaction is central in the engagement of studelAtemotion of taskelated
discussiomrefersto studentsO percepsaorgarding encouragement from the
classroom teacher for studerio engage each other, discuss ideas, and provide
opportunities to practice prosocial skills and seljulate their behavior and
emotions.As a result, studentsO feelings of relatedness with peers become a
classroom normFurthermore, promotion of diession enhances school and
classroom identification because it creates opportunities for social interaction
within the clasroomN though it may alsereate conditions for students to go off
task. Wang and Holcombe (2010) treated promotion of-ta$ktel discussion as

Oan exploratory analysisO (p. 6aaAy | will view it in the same manner.
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When theclassrooms aspace students consider to be stifeir learning
is fostered Teacher social suppoi$ characterized by studentsO perceptions of
their teachers in relation to support, response, acariamg attitude towards them
(Burchinal, PeiseFeinberg, Pianta, & Howes, 2002tudensCexperienceand
perceptios of their teachis as social support systems héeen associated with
positive indicatos that reinforcéoehavioral, ematnal, and cognitive
engagementSuch engagementducs the possibility of behavioral infractions
during the school day (Hamre & Pianta, 200llikewise, in a school
environment that is perceived by students to be stigpand caring, students
tend to have positive attitudes towards academic tasks and a sense of belonging
and safety.As a result, the social support that teastadfer students influences
their levels of distraction and school identificationwill utilize the hypothesis of
Wang and Holcombe (2010) that Ostudents will be more strategic about learning
and invested in mastering the learning taskO set forth by teachers (p. 639).

The Impact of Engagement on Schooling Performance

Academic performance is often associated with students who attend to the
task of schoolingFor example, students who attend school regularly, complete
assigned class work, and follow school and classroom, teled to get good
grades and perform well @tandardized testdlowever, few studies have
examined emotional engagement and achievemiérdugh some studies reveal

associatios between combined measures of engagement, it has been difficult to
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show the independent contributsoof behavioral, ematnal, and cognitive
engagement to academic acl@ment (Fredricks et al., 2004).

Some studies have examined the relationship between engagement, school
belonging, and academic performanoased on raceThough there is
inconsistency in the studies, theyeal different outcomes for Mte and African
American studentsFor White students, there was an association between school
identification ail better test scores, but this was not the tsafrican
American studentsBlack and Deci (2000) have assated academic motivation
and engagement with better student agtmieentN specifically, greater interest,
curiosity andconfidence, and lssanxiety and boredom in school

With regardto cognitive engagement, several studies report that self
regulatorystrategies tend to improve studdégdrning outcomes because of their
use of Ometacognitive strategies, such as regulating their attention and effort,
connecting new information to existing knowledge and monitoring and evaluating
their progressO (Wang & ldombe, 2010, p. 639)Resettled sulSaharan
African refugee students may have difficulties related to their cognitive
engagemenbecause they oftdack the conceptual and contextual knowlefige
and pedagogical awarendssto utilize metacognitive stragies to enhance their
learning if meaningful support is absent in building foundational knowledge.
More importantly, researchers using SDT to understand motivation and
engagement in schools have suggested that many school tasks are often

undertaken foextrinsic,rather than intrinsiaceasons, thus making SDT an
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appropriate theoretical framework for examining the perceptions of resettled sub
Séharan African refugee students.

SDT was consideredn appropriate framewofkr this study due to the
educatimal challenges resettled refugee students must negotiate in classrooms,
including issues of learning gaps, pedagogy, languageofamnceptual frames,
andinheritance of AmericaOs racial hierarchy that assigns persons of color to a
lower class.Teaches who provide greater autonomy support, structure, and
involvement are assumed toave students who are more autonomous when it
comes to performing school tasks, which leads to academic success (Chirkov &
Ryan, 2001; Soenens & Vansteenkiste, 20@&)ppat from the school
environment Oencourages informational orientation, openness toward attending to,
processing, and interpreting information from the social environment in order to
grow values and goals within the academic environmentO (GL200R, p. 8).

This level of teacher support is fundamental in the engagement of resettled sub
Saharan African students.

For resettled sulBaharan African refugee students in middle schools,
behavioral, emotional, and cognitive engagement is central in their eshatati
process as they strive to become contributing members of society in their host
country. Providing conceptual and contextual understanding, culturally relevant
pedagogical competency for teachensd a school environment that supports
their learningis critical while this subgroup attempts to lettva newcultural and

school milieu and adapt to a new and rigorous curricullihese experiences
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inform thar schooling perceptionsnd are a determinirfgctor in their schooling
performance.
Limitation of SDT Framework

Though the SDT focuses school engagemerand the stdy was
replicated using Wangnd HolcomB®£2010) researcton middle school
engagement, the theory was not meaningful in understanding the lives of resettled
subSaharan African refugee middiehool studentsAcculturation theory
examines the process of cultural and psychological change thas adwn
immigrants andresettled refugeesrivein a new countrywhichconsequently
impactsthar assimilationprocess Though relevant, did not use thisheoretical
framework because of my interest themicrosystenworld of classroomsand
theinterplay of cultwal relationships within those systems that infosakooling
engagementTherefore | utilized Bronfenbrenné<1977, 1986) ecological
theory, and Rogof®©g1995, 1997) sociocultural theotyp gain a deeper
understandingl these theoriegroved to be helpful imaking meaning of the
findings. The schooling experiences and perceptionssdttled sutbaharan
African refugee studentse shaped by the interactions of systems within the
ecological frameworkas well as by the three planehin RogoffOs sociocultural
theory. Both theories are further explored@hapterFive, as furtherdimensios

influencing thephenomenainder study.
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Current Study
In this studyl use case studied more qualitative interview and focus
group datao expbre the link between resettled sBaharan African refugee
studentsO experiences and perceptiotesthool environmengnd their school
engagementl conceptualize studentsO school engagement along three paradigms
set forh by Wang and Holcombe (201@) paticipation in school activitied))
school identification; and) use of selfegulation strategiesAs | seek to
understand the relationship between studentsO perceptibasafool
environmentandengaement | will also pinpoint the mechams by which
schools influence resettled s@aharan African refugee studsigchooling
performance.l hypothesize thaf) a lack of cognitive engagemgeahdan
emphasis on performance goal structioeer levels of school engagement for
this studyOtargeted population®) students who perceive that their teachers
emphasize mastery goal structure consider their teachers to provide support for
autonomy andstudentsvho experience emotional suppalémonstrate a higher
level of school engagement; atidthe five dimensions of schodlmate and
school performance arefluenced by thie relationship with school engagement
Summary
In summary, selfletermination theorists speculate that the need for
autonomy, competence, and relatedness are ntgadgncies that lead
individuals towards engaging in interesting and-saltied activities, exercising

capacities and skillsand the pursuit of connectedness with others (Deci & Ryan,
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2000; Guardia, 2009)Educational researchers investigating studepégences,
perceptios, engagement, motivation, and attendance to schod, taske
suggested that motivated learners have a better chance of engaging instbg task
school and, as a result, have better schooling satisfaction, school retention, and
postive performance outcomes (Wang & Holcombe, 2010; Garn et al., 2010).
The motivational construct outlined within the sedftermination conceptual
frameworkwas felt to be of merin examiningthe school expaences,
perceptions and engagementedetted subSaharan African refugee students
because of the varied educational challenges they present in classrooms in the
U.S. (Belete et al., 2008; Butcher, 2010; Davies, 2008; Kanu, 2008; Njue &
Retish, 2010; Sambul, 2004l is important to investigateolw the learners in
this group perceive motivation, engagement, and learning outcoiiate
cognitive processs areof importance, the social factors tisapportstudentsO
cognitive processsin promotingmotivation,engagement, and sedfficacy, are
significant intheir learning.

Schools can have a significant impanttheexperiences and perceptson
of resettled sulSaharan African refugee studgif their schools, consequently
influencing academic motivation, engagement, positive performance
outcomes.The following chapter provides a detailed discussion of the research

design and methods employed in the study.
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CHAPTER 3
DESIGN AND METHODOLOGY
Introduction

Relatively little is known abouheexperiences and perceptsonf
resettledsubSahararAfri can refugee students middle schools.Researchers
have noted that the middle and high school yearsraal for engagingnd
motivating students, as a result informing school experiences and perceptions
(Garn et al., 2010; Deci & Ryan, 2000; Wa%gddolcombe, 2010).This study
utilized exploratory qualitative case studies to gain a broader understanding of the
experiences and perceptionge$ettiedsub Sahaan African refugee students in
middle school. This chapter covers the research desymathods: recruitment
of the participant sample, including recruitment strategies; data collection
methods; participants; interview and focus group protocols and procedures;
confidentiality; data analysis procedures; and the limitations of the study.

Design and Methods

While exploring a research design appropriate for this study, it was
apparent that senstructured individual interviews and focus groups would best
capture the schooling experiences and perceptioreseftledsub Saharan
African refugestudentsn the United States. A component of qualitative
research igarrating the lived experiences of othel&rratives are accounts
given in the first person that are pretsel as storiell andstories are cultural

artifacts that hold the researrQs interest. ParticipantsO stories urnedttbal
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influences that shape their everyddyand possibly shared realities,
consequently making storiesaltural tool touncover thoughts and behaviots.
have purposefully chosendividual interviewsand focus groups to document
school aperiences and perceptions as they rdtateehavioral, emotional, and
cognitve engagement, which inforthe schooling experiences and percestiahn
the participants in tkistudy.

Multiple methodof data collectia were utilized, in ordeto obtain an in
depth understanding of the phenomeander study (Bloondrg & Volpe, 2008).
Moreover, this approachllowedfor an analysis of the emic perspectives of
resettledsub Saharan African refugee students by empoweheg@ schooling
stories. The SDT theoretical framework serves as a context for data collection,
therefore providing clarity and precision for the stuBpossman and Rallis
(2003) suggestethat Othe strength of case studies is their detail, their
complity, and their use of multiple sources to obtain multiple perspectives
within a given caseO (p05). | looked for themes, categories, relationships,
trends and significant factors in the transcriptsichilluminated meaningful
storiesaboutthe schooing experiences and perceptionsedettledsulb Saharan
African refugee students

Case Study Methodology

The case study methodology focusesinderstanding the dynamic

elements that shape the lives of individualbis strategy can attend to single or

multiple cases andanuse several levebf analysis It was selected for making
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meaning of theschooling experiences and percepgioha goup that igelatively

new to the educational infrastructure in the UFSr this group of learnei$

resettled refugee students in middle scidabptimal learning willlikely occur

when their learning needs are acknowledged and supported by classroom teachers
and school administratorg-his inquiry, with its multidimensionappro&h of

exploring lived phenomena, examingdgle episodes of school experiences and
perceptions inmurban setting in a southwestern state.

Rossman and Rallis (2003) have stated that, as a method, case studies Oare
in-depth and a detailed explamt of single examples and seek to provide an
understanding of a larger phenomenon through close examination of a specific
caseO (p. 104 ase studies are descriptive, holistic, heuristic, and inductive;
thus, they illustrate events, processes, and petisps as they unfold the Oreal
life contextO (Yin, 1994, p. 25)t is through this contexasdescribed by Yin
that | evaluated the educational experiences, perce@mhschool engagement
of resettledsubSaharan African fagee students. Thisdauiry provided a
focused and opeended data collectiostrategy

Recruitment of Participant Sample

To begin the recruitment phase, | distributed fliers with contact
information anch description of the studyt refugee resettleznts. Participants
for this study were recruited usitgth purposive and convenience sampling
approaches. Purposivarspling is an appropriate method for selegtin

participants when a specific group of individualségded for the purpose of
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gaining understanding of the gro(Rossman & Rallis, 2003)l. purposefully
selected resettled st#aharan African refugee students, sought a geralanced
sample, and did not include siblings or members of the same extended families.
Beyond that, my recruitment strategy was convemesaanpling, based on whom

| could find who would agree to be part of the study and provide
parental/guardian approval/informed consent.

| usedfour primary criteria for the selection of participants for this study.
First, participants mudtavebeenbornin subSaharan AfricaAs already noted
the experience and perception of firgeneratiorresettledsubbSaharan African
refugee students presented differing perspectives and levels of school engagement
in middle schools, thus providing informatioich cases that Oilluminate the
readerOs understanding® (Rossman & Rallis, 2003, parid4kelp address the
central question in the studyParticpants must have lived in the U.S. between
2001 and2011, with at least three yeaspent in the United States.

The second criterion was that participants be currently enrolled in middle
school, and preferably in seventh or eighth gréféleur participants in the study
were enrolled in 7th grade, and six participants in 8th gr@deonologically,
seventh and eightiraders tend to be mature and able to comprehendptaulti
perspectives.These qualities enable deeper investigation, which consequently
allowed the researcher to develop informed conclusions that may represent the
phenomenon being studieMléxwell, 20®B). Therefore, seventh and eighth

graders were ideal subjects for this study.
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The third criterion was that participantstive study be evenly split by
male and female gendeEnsuring equal gender representation peeahit
examination othe role of gendan the phenomena under study was
especially useful wheoonsidering gender within the guidelines of social
structuresandthe patterns of male and female perception of school engagement.

The fourth criterion involvedegional representation withinlsSaharan
Africa, ensuringpolitical and cultural neresentation. &ticipantsan this study
comefrom a crosssection of countries in se®aharan Africaincluding Burundi,
Democratic Republic of Congo, Liberia, Rwanda, Sierra Leone and Somali, thus
addng a richer characteristic to the study. addtion, as noted earlier, fitrovides
a detailed ath complex perspective whidmpowes the reader to draw
conclusions about the phenomena under study.

| chose a small sample @& participants for this styd in orderto do an
in-depth study and illuminatiae experiences and perceptions of thisguadup of
resettledefugees who are new to the Amencaiddle school system (Creswell,
2009). Purposeful sampling of resettidySaharan African refugee strs
allowed access to information that helped in answering the research questions set
forth. Ultimately, the participantsO recruitment came faa@fugee resettlement
agencyyia email followup, recruitment flyersand a consent letter to all parents
of selected participantsThe consent letter to famili@sd assent information for
studentgdetailed the study, conveglthe expected length of the interview and

focus group, and explaadthe issue of confidentiality.
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Recruitment Strategies

From Septemle2011 through November 2011, | worked with apartment
building managers, elders within the African commuratyda refugee
resettlement organizatipto help link me with individuals relevant to the studly.
was surprise by how intimatelyan apartmentuolding manager knew all the
families in her apartment compleklearned that the Sierra Village apartment is
one of the initial housing hgldor refugees resettled in this southwest citire
owner of the complexvho is also an immigrant from Eurg@ppears to be an
integral part othe lives of all those who live in her apartment complgke
referred me to families, homework club coordinators, and other apartment
complexes where | might find children to participate in my studyas invited to
speak to the local Liberian organization before their monthly meeting by an
individual who serves as a homework coordinator for refugdesntroduced me
to the group and wdsallowed timeto share my research question.

All the families! was introduced to knew of other familj¢susl could
utilize the snowball techniquessiggested by Seidman (2004), which are
applicable to this studyl contacted families who expressinterest t@ither an
elder within the communityor someone intnately involvel in the refugee
community in this southwestern statét the initial contact, | introduced the
research study and mysedind worledto estblisha rapportand remove

misgivings by answering questions they might have about the res€&aehtal
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consent formmand child assent forms were signad aninterview was
scheduled at this meeting
Confidentiality

During my initial phone contact witharentsand legal guardians, |
identified myself as a school administrator conducting researaeh Agzona
State University doctoral studeritexplained how | received their information
and shared the purpose and procedure of the studyther shared that all
interviews and focus groups would be kept confiden#h all identifiable
namegemoved from the transcript, and thpatrticipationwasvoluntary.

Data Collection Methods

This study utilized serstructured individual and focus grougearnviews.
Individual interviews wereonducted with 10 (5 female, 5 male) middle school
students inhie th and &h grades in a southwestern staiine out of the ten
individual interviews were conducted in the homes of thegyaaints, with one
interview held in theeonference room of thaarticipant apartment complex.
Interviews were conducted in glish, as all participantsere fluent in
conversationalEnglish languagelnterviews wereaudiorecorded and
transcribed.All interviews and focus groups wekept confidential, with all
identifiable variables removed from the transcripts

Data for this research study exploring the experiences and perceptions of
resettled sub Saharan African refugBlespecifically from Burundi, Congo,

Liberia, Rwamla, Somali and Sierra Leoi\e weregathered through noteking,
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listening and asking gearaland specific questions whiellowed me to prab
and collect informatioentral to he research question. Edokhdepthindividual
interview lasted about 45 to @finutes with the participans reflecting and
answering questions about their schoolingegiences and perceptions through
theirown eyes and voicelnterviewing middle school studesdppeared to be
somewhat challengindpecause their respses to the questions posed waten
brief. | probed and encouragi@artiapants to describtheir experiences as
middle school studentsAt the end of each interview, | askéa participants if
there wa anything else they would like to share with me about their schooling
experience that | had notoveedin the interview. | took notes of what | mda
saw, felt and talked about.

| revisitedthe participants after the interviesmand shared the interview
transcripts with theml also encouragetthem to reflect on thproeess, and asked
them if there wasnything else they would like to add toitre@sponses. |
clarified comments anthoughts and revisiéd questions ithe answers were not
clear, as was the case with one studesipse voice wasot thoroughly captured
duringthe interview. During this time, | continued probing for reflectjcas |
wantedto capture the essence of each participant in the siudlgncourage them
to discuss key ideas in as much depth as possible and approfiate.
participants added more depththeir transcripts as they-read.

One of the participaf® interviews was conducted more than once,

because th&ape recordebattery died during the first intervief which |
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became aware @it the end of the interview when | readho turn off the
recorder | re-interviewed this participant from the powivhere therecorder had
stopped recordingAs a result, | spent more time with this participant.

Gathermng the participants in a single place fdwetfocus group meeting
presented ahallenge because of individual scteles, issues of transportation,
and parental wk schedulesFour participants (two boys and two girls)
participated in the first focus groughichwas held at the Sierra Village
apartment.The apartment manager allowi@ use of the conference room for
the interview and all four participants werfamiliar with the apartment building
manager.The second focus group was held in the home of one of the
participans. Three girls participated, while three participamsenot able to
join the interview due to parental work schedules and issuesnsiportation.As
a resulf seven out of the ten participants in this study participated in the focus
group with eachfocus groupnterview lasting an hour.

Participantsappeared téreely share their thoughts about their school,
teachersand peersl assured them of the confidentiality of my wodnd my
sharedAfrican cultural backgroundias an asset in establishiagapport with
participants and their familieRarents also encouraged their children to speak
up, and one parent requested that | shiageresearch question prior to the
interview in order for her daughter to answer all the questions corréailyr.
parents sat with their ddren during the interviews, and osling chimed in

with suggestions ancbmments.
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Participants
| interviewedstudents from five countries in s8@aharan Africa. Table 1
provides a glimpse of the studentsO demograpsypromised in the Institutional

Review Board (IRB) application, | have protected the idiestdf all participants

who particpated in this stud by asking students to selgasteudonyrs.

Table 1

Participant®) Demographics

ParticipantOs

African Country of

Nationality Transition Pseudonym  Gender Grade Level
Rwanda Zambia Cecilia Female 8th
Congo Mozambique Aude Female 7th
Liberia Ivory Coast Lamin Male 8th
Burundi Tanzania Mercy Female 8th
Burundi Tanzania Michael Male 7th
Liberia Ivory Coast Flomo Male 8th
Sierra Leone Ghana Lucy Female 7th
Sierra Leone  Guinea Khadija Female 8th
Somali Botswana Ibrahim Male 8th
Congo Tanzania Dogo Male 7th

Participant Profile s

The following brief profiles or portraits are intended to introduce the te

focal students to the reader.
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Cecilia is a 13yearold girl who would like to become a fashion model.
Cecillia lived in Zambia with her family aftezdving their homeland of Rwanda.
She reported that she spent firgars attending school in Afric&he entered the
U.S. as aefugee in January 2009, comifigm a Francophone country in the
eastern part of suBaharan #&ica. She is currentlin the 8th gradeat a public
middle school in an urban school distri@he enrolled at her present middle
school this academic year as ah grader following her familydsnove from the
refugee housing assigned to theBhechanged schools to comply wisichod
district boundariesCecilia lives at home with her mother and fattwn
younger sisters and one brothéecilia lives in an urban communijtyhich runs
parallelto a major interstate highwayAt homein the U.S.the family speaks a
native dialecknown as Nyagaand English.They attend a Pentecostal church
every Sunday wén her parents are not working.

Aude is a 12yearold girl whotends to meet othergith a shy smile.

Aude is Congolese. She entered the U.S through Mozambique in January 2009

Aude lived in a refugee camp in Mozambique before coming to the U.S. She

shared that she went to school in the refugee camp for four years. She is currently

in 7th grade in a public middle school located in an urban school district. She

enrolled in ker current middle school as a 6th grader last academic school year.

Aude lives at home with her parents, four sisters, three brothers and an aunt.

When asked how many people constituted her family, she related that there were

eleven people in her familyAude lives in a major urban community that runs
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parallel to an interstate highway. Aude and her family speak Swabhili at home,
and she identifies her religious affiliation as Christian.

Lamin, a 13yearold boy, is an 8th grader who professed his love fo
basketball and dreams of playing professional basketball. Lamin entered the U.S.
in 2001 at age three, as a Liberian refugee through the Ivory Qaasin has
been a student at the school since the 4th grade. He is enrolled in a public school,
which educates grades four through eight. Lamin lives at home with his
biological parents and one sister. Lamin shared that his family was comprised of
six people, which included an older sister and her daughter. Lamin lives in an
urban community and speaks English at home, but his parents speak Liberian
English, which differs from the standard English and is spoken by the general
population in Liberia. Hedentified Christianity as his familyOs religious
affiliation.

Mercy is a 13yearold 8th grader with prominent brown eydadercy is a
Burundi refugee who entered the U.S. from Tanzania in 2007. She aspires to be
an actress featured in African movies,fprably Nigerian movies. She
laughingly shared her love for Nigerian movies, and when asked to select a
pseudonym, she chose the name of her favorite Nigerian movie actress and
appeared to know a lot about her. Prior to entering schools in the U.Sy, Merc
spent three years attending school in Tanzania. Mercy is currently enrolled in a
public junior high school, which enrolls 6th to 8th graders in a poor urban

community. She lives with both of her parents, two sisters, two brothers and one
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cousin. Shelsred that her family lives in a home which runs parallel to a major
freeway in this urban community. Mercy speaks Kirundi and Kimbembe at home,
with a dash of Swahili. She identified Christianity as her familyOs religious
affiliation.
Michael is a 12year-old boy, a 7th grader with a quiet disposition. He is
enrolled in a public school which educates 4th througly@thers.He is a
Burundi refugee who attended school in Tanzania for three years prior to entering
the U.S. in 2009. Michael enrolledhis current school as a 5th grader. He
currently lives with his Burundian foster parents, two foster brothers, and three
foster sisters. Michael shared that he has eight people living in his home, which is
situated in a middle class community located southwest city. Michael speaks
Kirundi and English at home, and his familyOs religious affiliation is Christian.
Flomo is a 14yearold boy who is an 8th grader. He presents with an
athletic build, and expressed a desire to become a soccer playeractdra
Flomo was born in LiberiaHe spent two years attending schools in Africa before
arriving in the U.S. in 2004. He entered the U.S. as a refugee departing from the
Ivory Coast. Flomo enrolled in his present&public school in the 2nd grade
when his family arrived from Africa. He lives at home with his parents, four
sisters, and three brothers. Flomo lives in ailmeome community. He revealed
that his family speaks OLiberian EnglishO and English at home. Their religious

affiliation is Chistian.
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Lucy is a 12yearold girl with a shy and quiet demeanor. Lucy hopes to
become a heart surgeon. LucyOs parents fled Sierra Leone for Guinea while her
mother was pregnant with her. LucyOs mother reported that Lucy was born in
Guinea while they we on their way to Ghana. Lucy, her parents, and three
brothers, traveled from Ghana to enter the U.S. as refugees in 2004. She reported
attending school for a year in Africa before coming to the U.S. According to
Lucy, her family consists of six peoplkend a great aunt who is visiting from
Africa. She enrolled in her present publigkschool as a 7th grader when her
family moved from another section of the city. LucyOs family speaks multiple
languages at home, because her mother is a Liberian nativeer father a Sierra
Leonean native, but Lucy shared that she communicates in English to her parents
and siblings. LucyOs religious affiliation is Islam.

Khadija is a 16yearold girl who presented with a defensive look yet
bright smile. She listed @lethora of professional desires from being a
Hollywood actress to a fashion designer with her own line of clothing. She was
born in Sierra Leone and entered the U.S. as a refugee through Guinea in 2007.
Khadija spent two years in schools in Africa hefooming to the U.S. Khadija
shared that she arrived with her aunt, who has two sons who also accompanied
them. Khadija is an 8th grader who has been enrolled in her current ptblic K
grade school since January 2011. She transferred while in theerafdtth
grade. She reported that her familyOs move to another section of the city led to

enrollment in her current school. When asked about her parents, she shared that
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they remain in Sierra Leone. She talked about several of the people residing in
their home, including her auntOs husband, one cousinOs wife, and the young
daughter of another cousin. Seven people share their household. KhadijaOs
family speaks Krio, Mende, and English at home. She shared that she speaks
Krio and English, and that hearhilyOs religious affiliation is Christian.

Ibrahim is a 14yearold boy with a lanky frame and bright eyes. He was
born in Somalia and entered the U.S. as a refugee through Botswana in 2008.
Ibrahim spent four years attending school in Botswana befonéng to the U.S.

He would like to enter into a profession that would enable him to return to Africa
and help those in the refugee camps. Ibrahim is an 8th grader enrolledlia a K
charter school. He shared that he transferred from a public juniosthgiol to a
charter school this academic year because: Oa lot of Somalis go there and they
respect usO. Ibrahim lives at home with his parents, four sisters and two brothers.
Ibrahim shared that his family speaks Somali and English at home, and that his
familyOs religious affiliation is Islam.

Dogo is a 12yearold boy with a bright smile and a desire to become a
doctor. He was born in the Democratic Republic of Congo, but spent two years
attending school in Tanzania before coming to the U.S. in 2D@@o entered
the U.S. as a refugee, accompanied by four sisters, two brothers, and their parents.
He is a 7th grader enrolled in eé8fgrade public school in a poor urban

community. They currently reside in a southwestern city, which parallels a
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highway. Dogo speaks Kirundi at home with his family, and their religious
affiliation is Christian.
Interview Protocol

InterviewsN talking to study participants both formally and informaily
were the first data collection method employéaterviews are a furaimental
data collection method in qualitative reseamnid are often used when the
researcher wants to gaindepth understanding of a phenomeBloomberg &
Volpe, 2008) Thus, using interview questions, follewp questions and probes
based on partipant£experienceallows the researcher to-construct.
DeMarrais and Lapan (2004) suggested that that this level of interview
engagement can Oonly be accomplished when the qualitative interview is open
ended enough for the participant to provide aldepknowledge on the research
topicO (p. 52)Utilizing this data collection method to understand the schooling
experiences and perceptionge$ettiedsubSaharan African refugee middle
school students allowed for the discovery of the learning nedtissafew
population in classrooms across the UThis data collection method suited this
study because it provided a unique opportunity to hear the voices of a group that
has been silent in social science reseakdch participant broughiis or her
personal story to the interviewand it is through this medium that their voices
were heard

| employed alemographic questionnaire aseimtstructured individual

interview with selected participant$hedemographic questionnaire (see
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Appendix C) capturethe distinctiveness of each participant in this study. The
interview protocol (see Appendix)s grounded in the three major theoretical
precepts of SD;Tand replicate Wang and HolcombeOs (2010) study of school
perception in the middle school yeaiach question encompasses components of
competacy, autonomy, and relatedness.
Focus Group Protocol

Focus group as a method of inquiry appedarbe widely used in social
science researchlhoughthis inquiry method started imarket researgclit has
been used in answering theoretical and applied problems in the field of social
science (deMarrai& Lapan, 2004). In this studgemistructured focus groups
and individual interviews captured the schooling experiences and perceptions of
resettledsubSaharan African refugee middle school studeffitsough thedata
collection modes are similar, focus groups allowed the researcher to observe the
dynamics of the groupOs interati

| began eacliocus group byetting participants know what sapeded
of them, and that they wermt expected to setfisclose beyond their comfort
level. Secondly, each participant was encouraged to start the group session with a
brief introduction allowing everyone to have a voice in the groufollowed the
introductiors by asking the first questiowith the intention of provoking a
discussion among group membeRossman anfallis (2003) noted that the

intervieweOsole isto createan open environment that encourages differing
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opinions and poistof view (p.193) with the goal of prmoting interactive
discussions.

| facilitated two 66minutefocus group sessisnwith four and three
participans per group.The nterviews wereaudio recordedwith the permission
of the participants and their parentaterviews were transcribed and analyzed
utilizing techniques suggested by Seidman (2006), asapenness to the
transcriptthus letting the Ointerview breathe and speak for itselfO (p. THig).
openness allows for data miningo ensure fidelity in thiprocess, | shared
interview transcrip with each participant and sought participant feedback.

| selected five focus group protos@Appendix D) that answered the
central question set forth in this studyalso utilized followup guestionsand
asked paticipants at the end of each sessiorifthere is anything that has come
to mind during the course of the conversation that they have not had an
opportunity to add, or if thehave a response to a question that has not been
asked but should have be@fdeMarrais & Lapan2004, p. 101).This closure
served as an opportunity to explore questions, thoughtsideas that magr
may not have been explored.

Utilizing individual interviews and focus groups in answering the question
set forth in this studgllowed the researcher tonduct crossase analyses and
draw comparisons (Miles &uberman1994). The analysis of each case builds
in arespect for authenticifyand crossase analysis allowsszarch for

commonalitiesand differences between cas@s$us, he researchers readily
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understod the schooling exgriences and perceptionstbe participants in the
study. Merriam (1988) noted that case studies are good designs for practical
problems, including Oquestions, situations, or puzzling occurrarisig) from
everyday practiceO (p. 11)s a result, the interview questions provided each of
the participantsvith a chance tolsre their experiences and perceptiontheir
middle school.This in turnprovided explanations that perhaps serve as a
resource for educators engagmegettledsub Saharan African refugee students.
Data Analysis

Qualitative research is abionarratingthe experiences of otherH.is
through this medium that the schooling livesesettledsubbSaharan African
refugee stdents are sharedRarticipantsO stories uneah@cultural influences
that shape their everyday, shared resitstories are therefore a tooltacover
thoughts and behaviowgithin a culture | purposefully chose narratives to
document the schoolinexperiences and perceptions of the participants in this
study.

| approached the interviews and focus gwph an open lenseeking
meaning and structusghich might emergérom the data.Then, acondenston
phase consisted of reducing the data mamageable elements asyhthesizing
the text (Seidmark006). Winnowingis a processeakcribedoy Seidman (2006)
which allows the researcher to acknowledge the data by placing meaning on the
text. During this phase, | interpreted the data by highinghstud@t responses

that | believecadded depth in understandingf the central question in this study.

76



As | read each transcrigtused colored markers to underscore student responses
that were central to the research question

Third, | useda categoization strategyo code interview sections
according taelevant ideas and categories (Rossman & RallBO@). | further
usa both inductve and deductive analysis, bgiopen tahe interpretation of my
data in the form o&dditionalcategories thag¢merge alongsidehe analyst
constructed preliminary categorie$he following are the preliminary categesi
| constructed:

a. How doresettledsubSaharan African refugee middle school studgent

view their relationshgs with their teachers and peers?

b. CanresettledsubbSaharan African refugee middle school stugent
identify a teacher or school staffembetrin their school comnmity
who is a resource for them?

c. What factors contribute to the challenges and successes in the school
community ofresettledsubSaharan African refugee middle school
studens?

Following the categorization strategy, | organized my data through
themesand utilizel areflective process in the interpretation of my dakais
process kowed a detailed narratioof the schooling expemees and perceptions
of resettledsubSaharan African refugee middle school stuseAnalysis and
narration of the collectedata depended on three criteas suggested by

Merriam (2002): a) construction of the stoby;utilization of linguistic tools
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(biographcal, psychological, linguistic); arg) the cultural contextlt is
according tahis data analysis format that | determined categories and themes
within the narrative, and alloved participants to define the telling of their
schooling story.In addition to determining categories and themes, Zollinger
(2010) also notethatthe establishment and evaluation of codesship
Odetermine emerging themes within the narrativeO (p. 825 and Huberman
(1994) identified three forms @bding inqualitative researchdescriptive codes
are the #ribution of certain phenomeneterpretive codegare detagd
presentation of phenomerandpattern codesire the meanirggthe researcher
attaches to phenomen#&hese coding strategies allow the reskar to make
sense of the telling of participantsO storieasch code noted was utilized to
analyze interviewand focus groupsAs a result, the data captured the richness
and indepth understanding of the boundaegberiences of the participants.
Limitations of the Study

In qualitative methodologies, the researcher often acts as the instrument or
tool for his or herstudy. Researchers. @onstruct understanding of their topic
through the questions they ask, the contexts they study, and themglers
biographiesO (Rossman & Rallis, 2003, p. Ex)e to thismethodology is
interactive, intimate, and interpretiv®ata ardiltered through the unique lens of
the researcher and the researcherOs view of the world; therefore, the researcherOs
Opersoal biography shapes the project in importaays© (Rossman & Rallis, p.

36).
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In this study, my background as a stdharan African immigrarfitom
Sierra Leonehaped the study and the manner in which the story is presented.
What | chose to focus on wahaped by my beliefs, culture, values, biases,
education, career, and immigrant experience in the United States (Michie, 2004).
Indeed, the accumulation of all these variables is undoubtedly a central part of this
study. My experiences might possibhawe affecedthe way | engagkthe
participantan this study, thus creating a need for reflexivity in thiscpss. Its
difficult, if not impossibleto completely eliminate my perspective, biases,
opinions, and prejudicebecause my reflexive capacstiand abilities to question
and explore shaped each participantOs Woite telling of their story.

| ensuredheintegrity of thisresearch by being exceptionally careful in
the manner in which | colleetl my data.| frequently chec&din with my
dissertation chairand worled within professional boundaries and limitatiody
possession of cultural knowledge and tools of engagement was reletrast in
study, but it also carriesbome biases that | attended Rossman and Rallis
(2003) cautioned thadata do not speak for themselves; they are interpreted
through[the] complex cognitive processO (p. 36) of the researdieugh
interpretation is necessary, | used the conceptual framework in this study to
interpret the datavhile avoiding subjectity thatmight skew the results
Consequently, I allowed the data to speak with integtitis through this

perspective that the schooling experiences and perceptioesatiiedsub
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Sahara African refugee students inrsauthwestermiddle stiool areexamined
and presented.

Chapter 4 reports the findings with respect to the three categories of the
research question guiding this study. Data specifically answering the research
guestion, as well as from an outlier in the study, are analyzed and reported

presenting the schooling stories of this cohort of students.
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CHAPTER 4
FINDINGS AND ANALYSIS
Introduction

In the previoushaptey| provided brief portraits aheten students who
participated in this studyWith each profile | include@ersonatommentsin an
attempt to give personalizediepictionof eachparticipant. In this chapter,
systematicategorical analysexf the participantsO narratives are used to identify
broadetthemes across participanté/hile the smalhumber of participants this
study will not allowfor generalizationthis exploratory study will shed light on
the lives of resettled refugee students and their views of their schooling
experiencesAs a resultmy goalwas tolook critically at the dataand offer
insighss into the schooling experiences and perceptiorth@participants.

This chapter presents some of the challerigesd, anduccesse
achieved, byesettled sutsaharan Africamefugeemiddle school students in the
southwestern U.Sl have divided thisltapter into three preliminary categories
addressing different aspects of tkeearch question: What are the schooling
experiences and perceptsof resettled subaharan African refugee middle
school students a southwestern U.S. state?) Haw do resttled subSaharan
African refugee middle school students view their relatiorsshith their teachers
and peers?lb) Can resettled suSaharan African refugee middle school stugent
identify a teacher or school staffemberin their school community whis a

resource for themand 1¢ What factors contribute to the challenges and
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successes in the school community of resettledSaiaran Africanefugee
middle school students?

First, | present a tabl@able 2) thaprovidesan overview of the
participarts, followed bya description of the research setting. This is followed by
a discussion of the findings ' he first two sections of the findisgddress teacher
and peer relationshgp The third sectionliscusgsrelational resources at school.
The fourth, fifth, and sixth sectiomescribe factors that contribute to the

challenges and successes of participants

Table 2

Participant Descriptions

Gender Name School Grade Age Religion Country

Female Cecilia  Public  8th 13 Christian  Rwanda
Aude Public  7th 12 Christian  DR-Congo
Mercy Public 8th 13 Christian Burundi
Lucy Public  7th 12 Muslim Sierra Leone
Khadija Public  8th 16 Christian  Sierra Leone

Male Lamin Public  8th 13 Christian  Liberia
Flomo Public  8th 13 Christian  Liberia
Michael Public  7th 12 Christian ~ Burundi
Ibrahim  Charter 8th 13 Muslim Somali
Dogo Public  7th 12 Christian  DR-Congo
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Research Setting StudentsO Homes

Data collection for this study consisted of ten individual interviews and
two focus groups, all held in participantsO homes, and one individual interview
and one focus group in a community room of an apartment complex in a
metropolitan area of a southweastd).S. state Three of the participants reside in
resettled refugee housing communities along major interstate high®atfs.
refugee communities, Sierra Village and Ryland P&xsatment complexes
appeared to be residential hubs for refugee resettlement in this southwestern city.
Upon entering both communities, oneOs entrance is greeted by barefoot children
running around or playing, teenage boys playing basketball, and girls roaming
from one apament to the next visiting neighbors and friend$iere were many
elders seated outside in groups, talking with each other or quietly watching the
children play. Patios had clothdsanging to dry, used furnitureasscattered
throughout the community, drthe sound of laughter atiake voices of children
piercedthe freeway traffic.In essence, both resettled refugee communities
seemed to have been transfigured to resethblglaces refugees come from
with a feel of a community where thedis of familes are intertwined.

| worked to make the context of the interviews as confidential as possible
for all the participants in this studgnd utilized a community room atite
homes othe participants.One noted limitation in the research setting waeed
to interview two participants outside of thrent doors of their apartment3his

was due to three reasorsirst, recruitmenof participants was communityased,
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thus | did not have access to schowlsere | could have found physical space for
all my interviews. Second, the immediate physical neighborhootthef
participant&homes lack community infrastructure such lisraries, bookstores
and parks, whiclwould have been an option for interviewghird, there was no
quiet space in either of thparticipantsO apartment complexieat would allow

for an interview. As a result, Mercy and Dogo@rviews were held outside the
front doos of their Ryland Place apartment

Mercy and her family of six reside in a tdoedroom apartmenivith a
living room and kitchen combined into one rooA42-inch television is
centrallylocated in the living roormot allowing space for an intervieiogoOs
family of nineresides in a threbedroom apartmentThe s&en children, with
ages of ongrearold throudn 14yearsold, did not alow for space for an
interview.

Like MercyOs apartment, DogoOs aparthaefet 52inch televisiorasthe
focal point in his familyOs living roonNeoncolored Christmas decorations,
seemingly used as permanent decorations, mang the ceiling in the living
room and kitchen in both apartmen®ogoOs apartment was congestgith
children that appeared to have nowhere to move dr@xcept to sit on the
plasticcovered sofa in front of the televisiofitting outside for theniterview did
not spare us from younger siblings calling out DogoOs name in ubBisga.did

his best to ignore his siblings calling his narkwever, traffic from the
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freeway combined with the childrenOs voicgmdually decreased the phyai
proximity between Dogo and naiiring the interview.

Aude was the only participant in this study whasanterviewed in the
communityroom of her apartment complex at Sierra Village, also located along a
major interstate highway in this southwestern ckyer family of ten shares a
threebedroom apartmentder interview appointments were twice cancelled
because she was babysitting her siblings, a task that she often does when her
mother goes to workOn multiple occasionsobserved her carrying a child o
her hip, scolding a younger sibling, and providing other caretaking rdies.
small apartmet, saturated with tharoma of Congolese ethnic fqaglas dimly lit
by a 28inch telewsion and computer located sitdg-side against the wall.

Children appead to maintain a constant flow between the living room, bedroom,
and outside All the children were barefoand sparsely dressed during the
interview, and on subsequent visits with Aud@ften observed them roaming
around the apartment complex witther refugee children from differeparts of

the world, all housed in this single apartment complex.

With the exception of Michael, whesided in a 3,000 square fdaime
with his adopted family, who are also Burundian refugees living in a middle class
community, all the other participants were interviewmedinglefamily homes
located in lowincome neighborhoods in this southwestern citil.the homes

were sparsely furnishedith the aroma of ethnic food from their country of
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origin permeating the airEach aroma gave a glimpse of the stooiethe
newcomers.

The importance of this study lies in the voices of resettleSsitaran
African refugees who are relatimewcomers to the American educational
infrastructure. The stories oftheir schooling apture their understanding of their
middle school yearsThe resul of this study will serve as a tool for educators to
meet theeducational needs of resettled refugee studegsondly, they may
assist educational poliapakers in creating comprehevesipolicies that meet the
diverse needs of this siggsoup of learnersThird, the study will add relevance to
the educational needs of sGaharan Africans in social science research.

Results of the Individual and Focus Group Intervievs

| explored13 demgraphic questions, 1lid-depth interviews, and five
guestions for the focus group interviewssided irto three sections under the
preliminary categories noted earlier in this chaptetlso probed with several
additional questions tgaina better undstanding of the phenomenader study.
| was attentive to participantsO resparieeking for words, phrases, and rRon
verbal communication that described their middle schgadixperiences and
perceptions.

The responses of participants in tisisidy wee categorizedhto relevant
ideas embedded within thelDetermination Theory (3T) framework. |
organized the data by clustering phrases and words that emerged in the interviews

into themes.Synthesizing participantsO words and phrases exposhdrais
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that emerged from sponses shared in the intervieyteacheGhelpfulnessp)
positive perception of schoolg) friends as resources at schabldisrupive
students in the classroom);the need for better teachemndf) before and after
school activities.In making these themes clear, | have utilizescdetive and
interpretive terms to highlight the common growamdongsthe participants in
this dissertationl attempted to capture the tone, body language and expressions
of participans when quoting themhus presenting the voiead the uniqueness
of each participant.
Relationships in the School Environment

Some researchers suggest thatiteaand peer relationships are an
important element ischool. As a result, indicators such@acherstudent and
peerto-peer relationships inform student percepiohschools.These
relationships are meaningful in creating positive schooling experiences for
studentsand often serve as an intervention for children who are at risk for school
failure (Lee, 2005; McCartney & OOConnor, 2007; Stewart, 2011). The first
guestion in the preliminary categories explored teacher and peer relat®onship
First, | will address the findingegardingstudents@lationships with their
teaches.
TeachersO Elpfulness: OHe helps with my education with learning®

Theorists studying SDT suggest that the degree to vibicidents
perceive that the school context meets their psychological needs determines the

level of studentsO engagement in schoolO (Wang & Hméc@®10, p. 635).
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Essentially, student experiences and perceptions of how schools meet their
educational needs dictate their engagement, which in turn affects their
performance outcomeleachers are a critical potential source of support for
resettled sb-Saharan African middle school refugee students within the context
of their schooling.In this section, | specifically explore this significant elemen
for a group of students new thS. schoolsRespondents portrayed their teachers
within the contexbf teaching and learningnd their relationshginside and
outside the classroom.

Therespondentsiithis study repeatedly notedmmon phrasein their
relational descriptiosiof their teachers when asked to describe thdfour of the
most frequent responses were Ogood,O Gbfae,0 and Ohelpful This theme
was consistent in@b of student responses, with the exceptiotwof
respondents who shared a differing experierdeadija a resettled refugee from
Sierra Leone, whpresented an ambivalent relationship with her teaemer
Lamin, a resettled refugee student from Liberia, who described a relationship that
lacks trust But for most, eadearing terms were used in describing their teachers.
Michael, who is from Burundcommented:

She is nice {paused with whispering voice} She gives me books to read

and | bring it home to readshe always allows me to borrow books from

the class and bring it home to read. (Michael)
Aude, Cecilia, Dogo, Mercy and Lucy commented thait teachers were néc

My first period teacher, she is nice, who teaches read®hg.is nice

because she gives us a notebook because we have to write something and

see a vocabulary word and we have to write something abmetisimg
about like our friend. (Aude)
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Ibrahim, Flomo and LaminOs perceptiofitheir teachers portrayed them
asOfunO and Oentertainingt@rcy commented:

{with a smile of satisfaction} love my science teacher and the class
because it is really funnyl.like the class

Ibrahimcorrdborated MercyOs viewith a smile on his face araslight
nervousness as he reflected on his relationship with his math teacher:

Okay, my math teacher is likdhe makes little jokes about math questions

to keep us entertained {smiling}.ask more questions so | learn more.

He is fun teacher and we want to go to his class elayyHe is fun and

we are learningSo my teacher gives us lots of homework and he helps us

with tutoring. Mr. J. is my teachehe is good. (Ibrahim)

The first explanation of this narrative relates to stud@attdity to forge
relationships with their teacheend teachers building confidence in studénts
learning,optimizing their potential for schooling success through their gestures of
sharing booksprovding tutoring, and makingearning fun. Within the SDT
framework used in this study, competence, autonomy and relatedaegsical
in fosterirg relationships between teachers ahtlentsand among studeniss a
prelude to school succes#/hile research investigating this phenomenon is
relativelyrecentasignificant association has been asserted between schooling
success antheteacherstudent relationship (OOConnor & McCartney, 2007)
similar tothe findings in this studyFor resettled suBaharan African refugee

middle school students, positiveteacher relationship is an essential element in

building positive school experiences and perceptions (Stewart, 2011).
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Conversely, the outlier participant in this study preseh&rdelationship
with her teacher as one that is fraught with continual suspitiene is an
exchange attempting to explore the relatigmséthadija had with her teacher:

Khadija: {in a tone of gitation and a matter of fac§ometimes we are

cool and dter times we are not {pause@ause if other kids are chewing

gum she will sayKhadija stop it even though @ not me.

Adama:N why would she think itOs you?

Khadija: {with hands up in thair, she loudly stressed thame of a

television sitcom imaking an analogy of how she feels in class} | feel

like EVERYBODY HATES CHRISO

Adama: Tell me a story or a time where she thane something to you
that mae you feel like BVERYBODY HATES CHRISO

Khadija: A time

Adama: Yes

Khadija: Before lgot suspended last week {ammmnmding her words
and with annoyance in her tone of voice} | was sitting deawa the class
was doing a group work that we were assigned tesdone of the boys at
the back was throwing paper airplan&® she looked at me dusaid
OWho threw thatZ&he looked at menot anybody elseand | said, Ohly
are you looking at me?@nd she just stared at rend | told her that |
didnQtand that was the last time | had problems with her.

Adama: You were suspended from school?

Khadija:l was suspended last Wednesday.

Adama: ell me about the suspension

Khadija: | was suspended because | was outside, playing with my,friend
and we were playing a wild game Ocause | was chokinghdrn got into
trouble for that.

When | took KhadijaOs response into consideration, her relational

experience with her teacher appears fractured and ambivalesd. suspected
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that perhaps more would share similar ambivalent experigimgethat was not
the case in this studyKhadijaDs school experience is noted in the findings of
OOConnor & McCartney (200@sseting that students with higheuality
teacher relationships demonstrated higher levels of classroomesngat than
students with loweguality relationships KhadijaOs teer-quality relationship
with her teacher allows her to aogically describe her level of engagement
within the context of school as OEverybodyds Chri®.

With few exceptions, the discussion of teacher and student relationships
showed that students jgeived their relationshgowith their teachers as amicable,
thus allowing space for learning to occBuilding learning capacity in all
students is importanbutis more urgent with resettled refugees, due to the
paucity of previous schooling opportueg afforded to themWhat struck me as
positive waghat9 out of the 10 participantiescribedheir teachers as Ohelpl
| explored specific examples déacher help rendered to students when they have
experienced difficultiesand the widents presnted an array of responses.
Studens noted instructional help during learning, support help to gain subject
mastery, and altruistic help outside the instructional arena during times of
difficulties.

With regardto subject area helptudentcommented omspecific types of
instructional help given in the classroofhis view of instructional help in the
classroom is worth recognizing in this dissertatimecause it attends the task

of learning for a group of students whose learning may have beemésr by
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civil war, or life in a refugee camp.found commonalities in their use of
language and expressions in response to related queslioagollowing quotes
demonstrat¢éhe respondenterceptions oinstructional help in the classroom,
when aked to reflect on specific help teachers have rendered, when they have
experienced difficultiesRespondentsazroborated each otherOs \éaf their
teacherprovidingextra helpas they gainedubject mastery.

Like in my math clasamy teacher was helpg with math and she made it
so simple that Was able to understand{gaused} in reading {paused} for
example in reading {paused} sometimes the reading thing we are doing
have hard word {thinking and rubbing his hands together} so like she
helps me understand the worde she makes me do it {paused} instead of
her tellingme what it means, she makes me look it up and find the
meaning of the word myself. (Florho

If 1 donOt get jthe teacher help me in class and in math with decamall
the teacher help me {paused, tryingdous on the intervieysiblings are
shoutinghis namepPogo, Dogo, Dogo} she helps me with clues that help
me and it comes to my mind and | can know the answer. (Dogo)

My math teacher helps me by explaining things and giving me worksheets
and extra work to daso that | can bed#t understand what ware doing

(Lucy)

{long pausewith a low shivering voice} She helps me when | get

something wrongand when | finish my work she checks it and tells me

what | got wrong and helps me do the work agand then | try my

hardest in the class. (Michael)

She help me with like my social studies, becauseetimes | donOt know

it {paused picking at her nails with eyes to the floor} so she tell me to

come at lunch or after school. (Aude)

Perceived levels of teacher support may have a positive impact omlsever
schooling outcomesThe presence of teachers in providing support for homework

completion, giving books, and providing extra tirelidifies the relationship
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with students in their school environmeand worls to buildextrinsic and
intrinsic factorgboth premisgof the SDT framework utilized in this dissertation.
0OConnor & McCartn®g2007) investigation of teachehild relationshipg
found a correlatiobetween highequality teachechild relationship and
participation in the classroonTheir main finding sugests that students with a
higherquality teacher relationship demonstrated higher levels of school
engagement ansliccess than students with a iquality teacher relationship.
Their research suppositiavas evident in the findings inighdissertationwith
participants consistently noting their relationship with their teachers.

Therefore, the notion of participants accessing teacher help outside of
instructional time potentially has meaning foe stucents in this study, since it
shaps quality teacherelationships, and helps studehtsld foundational
knowledge for success in high school and beydndhe present interactions, it
tells students that their learning mattessl responderd but one mentioned
teachers making timeutside of the formal school hourswould argue that this
gesture towards students isrétical factor in the studerteacher relational dyad,
creating an affirming view of their teachgasid building autonomy in
participans, which in turn directlympacs classroom engagementhe following
quotes illustrate the experiences of @ggents in this study with regatal help
offered by teachers outk of formal instructional time:

She gives us homewarénd if we cannot do it she gives us time before

school in the morning to help uShe can help us understand stuff.
(Mercy)
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My reading teacher {gusegddad enters the room} | communicate with her

a lot because she helps me a lot with my reading sBksause if | want

to be an actgrand | have talo a lot of readingso | need to learn reading

so | communicate with her morétold her that | was having troleé

hearing her in class {pausesister is pouring cereal in the bowl} she said

| will move you to a smart person in class so you can paptaih.

(Flomo)

Well, my math teacher he does thishe goes to studerilsouses and )

talks to the parents Ehe makes sure that parents really understand whatOs

going on and that they are following up with their Kitarning and to

make surg/ou are nohiding anythingN they pulled out the homework

and if you donOt do it they make you dalthatOs what my math teacher

does. (Ibrahim)

SDT research has noted that connectedness to teachers in scha®l affect
academic engagement and motivation (Deci & Rg&00). Teacher warmth or
relatedness is important in encouraging autonomous orientation for classroom
activities (Connell & Wellborn, 1991; Ryan, Stiller, & Lynch, 19943 well as
increasingacademic gains (Furrer & Skinner, 2003; Klem & Connell, 2004
Studens perceivethatsuppotive help from their teachers promotes the notion
that their schooling success matters to their teachees if that help is outside
instructional time.

Ibrahim and Lamin both mentioned assistance provided to them by thei
teachers.lbrahim a Somali refugee, looking nervqugas asked to tell a story
about a time when a teacher Haekn helpful to himHe shared a story about
what he consided helpful:

{pausing with eyes Ioolging straight ahead} when | fir~st moved | did not

know that much Englisi@ause | was new to that schdol | was getting

late to my classesThis one teacher would stop and show me where my

classes wereand every timéhe bell ring lhave to go to this class or that
class. (Ibrahim)
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Lamin, a student from Liberia, stated that when his teachers heard on
television about his house burning dowsithout him Osaying a word in school,O
his Science teaché& who is also his coadh came to his aidLaminOs
relationship with his coach allowed the coach to be a resource when his house
burned downeven though Lamin did not share about his hdusaing down
with his coach oother school staffHowever, the relational understanding
alowed the coach to provide needed resources for &snevident in the
following quote:

And a science teachdrhad him as my basketball coach and he bought me

some basketball clothes and stuff after my house burned, @marother

people were buying migasketball shoes and stufiflis name is Mr. Mann.

(Lamin)

Surprisingly, salienjender rols afforded opportunities for two male
students in this studgven though both students view their coacheigtionships
as strictly tastoriented. Flomo and Lanm allude to coaching as a pathway that
has allowed adult relationshgp The coaching relationship afforded fluid adult
contact isideand outside of the school dakor instance, Flomo, a resettled
refugee from Liberiacommented on his relationship Wwitis coachwho isalso
his social studies teacher:

He is my social studies teacher and soccer caazhhe knows that | want

to be a soccer playetHe makes meun a lot during soccerElike he

knows | really want to play soccer in the futared he kows | need

practiceN he just put me on the tedwh he really cares for me. He

knows | like social studies a lot and | know about the pasdally like

soccerEif'I get into trouble a little bit he lets it pasw if | make
mistakesEand he understands rieeling and all that. (Flomo)
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The overall perspective in the summary of participantsO views is that
students appreciate the relationships and help rendered by their teachers inside
and outside the classroorifheir collective and reflective view of helffered to
them does affect the student / teacher relationship in the classidengenesis
of this appreciatiomppears to comieom studentScountries of origin in sub
Saharan Africa, Were universal educatias not availableas a resujtschooling
is held in high esteem (Njue & Retish, 2010).the United Statesuality teacher
relaionships argerceived as having the potentialgositivelychange the
trajectory of their studentsO lives.

As suchit is not surprising that students g studyembrace their
teachesO levels of help insidad outside the classroomiheir responses suggest
that teachers campactN and already havimpacted\ student learning
through several pathway3.hisnot only influencs learning, buignites
relationships that ay shape the educational journa#therespondents in this
study. Within the context of this dissertatiche studensO views of their schools
werepositive with 9 out of 10 students reporting a positive perception about
school

ThoughanSDT framework was specifically used in framing this study, as
it relates to the three psychological needs of autonomy, competence and
relatedness as essentiahstituents for individual welbeing, one can also look at

systems withirmoresociocultural an@cological frameworkto furtherexplain
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findings in this dissertationl will specifically look at botfirameworls astools to
explainthe findings of this work in the discussiohapter.
Peer Relationshis: Ol work with my friendsO

Peer relationship and support argted as a significant protective factor in
school engagement during the middle school yeardas a way to build
confidence in learning (Daly, Salders, Shin, Thakral, & Vera, 2088)such, it
was not surprising thatsdens characterized their peer relationghip terms of
the other students they cawork with in the classroopand who ar@ source of
support during their school dayn this section, | will look at peer relationskip
the classroom context. h& rext section will explore peer relationshigs a
source of support.

When given the opportunity by their teachers to select parfaegroup
work, four out of ten students selected their friemi®ther students winothey
perceivel wouldoptimize their learningIn relating stories about their peers
participantsusedtermssuch as OfriendO and we Oget alohg®following
narratives illustrate what thegean by work with their friends:

| work with my friend {paused} | have a friend atass and she is really

smart and | can work with heflhere are other students in the classl |

cannot work with theptgause when you work with them, you are the
only one who does the warkut when | work with my friend | know that
we are both wding. (Mercy)

| work with my friend because he does his waikd we do it together

because he works hard like mEehe other kids do not like to do worko |
donOt work with them. (Michael)
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| work with my friends and people | get along wisio | will get my work

done with no problemsSometimes like | will work with my smart friends

and if I need help they can help me. (Ibrahim)

| work with this girl Her name is GloriaShe is my fried {paused} |

kind of like her {faused} and yegh work with he. (Lamin)

Fromthesenarratives, one can conclude that students select working
partners in the classroom that they pere as smart and hard working, thus
keeping thenfocusedon the task of learningStudentsaappeared tavant to learn
andwereable toidentify what they neestlfrom their peer relationshipdVhen
given the opportunity to select work paets by their teachers, they
overwhelmindy opt for a classmate who can help them withit learning, and
keep them oittask. An explanation for thiselection of peers could be that
resettled sutSaharan African refugee students Obring with them as#eded
desire to acquire educationO (Njue & Retish, 2p1866). As a result, the
simple task of selectingpartner to work with in class is percet/as a pathay
to acquiring that education.

The other six participants shared that their teachers assigned pamigers
expressed frustration with gaers they perceived as Olaz@§ou do all the
workO, and Onot hard workingiiring the focus groupgarticipants affirmed
each otherOs frustration over classmates they perceive asWhazg@nOt
contributeto class assignment and projedi$aking education a higpriority in
the lives of resettled refugee studawhs evident in Stewdd§2011) work with
resettledefugees in Canada. She notes:

Without exception, every student that | interviewed indicated that being

educated was his or her first priority in lif&@hey all referred to getting an
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education as their only hope for a beftgure. Many of them saw
education as an agent of change. (Stewart, 2011, p. 67)

Participans(perceptios of classmates beir@@lazyO and Onot hard
workingO was prominent in both the individimérviewsand focus groupsvith
all students expressingstinay at the lack of focus classmates exhibit towards the
educational opportunities afforded them in the UEBrtheresettled suisaharan
African refuges in this study, acquiring an education appge¢arbe a priority.All
participants in this study exgssed a desire for a college educatam some
talked abougoing back to Africa to helheir communities. As such, school is
perceived as the only place wheres tbpportunity lies.

Friends as Resources Ol only go to my friendsO

School is the primary acculturating institution where respondents in this
study make contact with their new world (Sua@mozco, 2001).lt is a place
where significant social relationships are fosteredr resettled refugee students,
creating relatiorntsips with both teachers and peersidie and outsidéhe
clasroomis crucial in their level of English acquisition (Shepard, 2005), as well
as the eventual construction of their own Americanized sdeséty in their
adopted country.

Within the SDT tents, relatedness is suggested as the affiliatibim and
level of connetion to others in a given contelt such as schoolAs a resuilt,
relatedness refers to how students relate to both peers and te&lhenset al.
(2010) noted ta importance of idividual wellbeing when relational needs are

fulfilled, andthatthwarting these needs is likely result in a negative state.
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Among the common phrasesed by respondents to descridlational
school support were Ofeel better,O Omy coach,O Ofrimh@y6derstand@he
respondents in this study were corenstin their use of common terraad style.
With the excepbn of Cecilia and Michael, theespondents nmtioned their
friends as peoplthey go to when having a good or a bad dBlye following
narrative accounts exemplitizeir relationsips with their friends:

| went to basketball tryopind my friends were not thend | was
scaredand | called my friends and they came. (Dogo)

My friend David {smiling} If | have a good or bad day | gotion. | call

him my brother because | have known him for a longtirS8o you
understand {pausedj so we go to each other if we are having a good or
bad day.| help him and | make him feel better. (Flomo)

There is a lot about my friend {paused} theg aot only my friends or
best friendsbut they are like sisters to mand | basically tell them
everything. They are trustworthy and all of thaind they stickip for me
like stuff. (Khadija)

My friend KatieN | made friends with her last yedFirst she did not talk
to me but then she did and we started becoming frieald | talk to her

no matter whatwhether | am sgdappy in-between.She is always there
for me when | need heand | am always there for her when she needs me.

(Lucy)

Mercy, arefugee from Burungsimply noted with a smileDl go to my
friend Mikki. She comes to me and | go to Kelbrahim a student from
Somalia, stayed on the continuum of going to friends with his statement

It@ going to be my friends {paused with a shif | am having a good or
bad dayitOs going to be my friends.

The findings above revetiatthe studensOrelationshigg with their friends

servedas a cornerstone of support for thefight oftheten students were unable
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to identify an adult inheir school community who they ould seek out for

support. Orone hand, they fecomfortable and supped in their peer
relationships, andid not see their teachers as people they could go to when they
werehaving a good or bad day. On the otherdhdneysaw their teachers as
people who helped them with the busineskarning within the confines of the
classroom.

In the focus grouprespondents had opportunities to further examine this
relationship in response tthe questionOm you talk to yor teacher about what
is going on in your life?O ResptmsOexchangsrevealed a relationship that is
defined by space and time. Res@ents nodded in unison as thtbess spoke
and were eager to share their own storiBse quotes below capture sad<
perceptions of their teachers:

To me they are just teacher¥ou donCtave to tell them everythiny

you know them for one yeaA teacher is no& person you tell everything

N because they are not really too closedo.yYou see them for 8 haur

N so | donOt think theyald know everything you d thatOs too

personal. | tell them what is necessatike stuff in life, I will not tell

them everything.ls it necessary to tell theM | donOt know how to

explain it though(Flomo)

Nope!!! | don®tell them anything about nfé Like the important

personal stuff.l do not tell themand if itOs about basketball | tell them

that but nothing personal want that boundaryl donOt want them to be

my friendN too personalnot too close. @ me hatOs about iLamin)

No N I donOt tell them anythingE | talk about school stufelonOt talk
about my family. (Aude)

After further probingn the focus group, Lamin,student from Liberia

used the word Oboundaryide continuedO{long pause, with downcast eyes}
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sometimes itOs the way tHayeaning his teacherdfeat me and how thexeO
How do they treat you and act? | explored. OLike they donOt care.0 He continued
along the theme: OItOs hard to explain, but they justodoaGind | want that
boundary.O As an educator, | found LaminOs statement about his perception of his
teachers as not caring unsettling and disheartening.

In the second focus group, KhadiMercy and Lucy reiterated this
perception:

{students were eagend were finishing each otit@thoughts} donOt

feel like they care| think they are just reey and they donOt care

{paused}my teacher donOt carghe acts like she cares but no she

doesnOtShe acts like she does. (Khadija).

According to Lamin as Khadijg their teache@ack of caring has created
a clear boundary in theelationship thathas caused them wew teachers as not
trustworthy orcaring. Lee (2005) found that Hmong high schetidents shared
the same perception about their teashér that study, students shdrthat:
Ogood teacheknow you and care about yBiugood teachers should know about
the lives of students inside and outside of school@DjpResettled su$aharan
African refuyee middle school students wantaarthenit relationship and for
this group of studentsuch a relationship is absent from the present relational
dyad they have with their teacherBhe @rticipants continugto express this
perceptiorof their teachers as not caring:

| donOt sharand do notell about mylife. | do not share anything

{paused} she tries to ask me personal queshtiohshe is nosey and
everyone knows she is nosey. (Khadija)



They are only there to teach me and to help me get a good edutation
they donOt care about us. (b4

It just to teach us and thatOs it. (Lucy)

In the focus group interviewMercy and Lucy revealed that they share
their lives with their teachers through journaling and biographical writing pgompt
in the classroomFrom the perspectig®f both stuénts, writing ad telling are
differentforms of communicatianFor both studentselling occurs when trust is
established and reciprocated

| write to her about my lifdike when | was littlein my journal on
Wednesdaysand vhat | want to do whendrow up (Mercy)

| donOt talk to my teachdut | write it down on paper {pauseallecting

her thoughd} we are doing a biography for olife, and | write about my

life. (Lucy)

The respondesfperceptios of their teachers as peoptau do not share
personal gries with, but who only teach, reveatension in the teachestudent
relationship which is contradictory Stewart (2011) cited the studerteader
relationship asentral in buildingesettled refugee studentsO capacity to succeed
in school. Theparticipants in this studgaw their teachers as htlpand good,
but not as people they can have a trusteigtionship with.As a resultthe
respondents view their teachénsough a specific lenslefined by space and
time. From the stdensOpoint of view, it is anambivalent relationshj@nd the
teacherseenngly do not care about their students.

It is not surprising thahe participants expressed clear distinctions in their

relationships with their teacherSuchdistinctions mayome, first, from
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hierarchical structures in st8aharan Africawhere teachers are projected as the
Oultimate authority figure and someone who should not be queQi@tedart
2011 p. 63)N let alone someone to sharersonal stories withAnother
explanation maye that participantsO relationshigth teachersrenot pursued

or encouraged by teachdiis nor perhaps their parent€onsequently,
participants do not perceive teachershigitt school community as people with
whomthey can have a trusgj relationship.For participants, the teacher is
perceived through a single lenshish is the charge of learning.

Positive School Perceptios: OMy experience is greatO

Interpersonal relationstspvith teachers and peers often shape adolescent
perceptios of the school environment (Wang, 2009). sAsuch, positive school
perceptios are suggesteds a key ingredient for schooling success amongst all
studentsbut especially resettled refugee studebescause they terd negate
issues of school dropougdn pregnancy, gang membership, and other soesial ill
often associated with this group (Lee, 2005; Stewart, 2011).

The participargOrelationshig with their teachers, peers in their
classroomsandthe widerschool communitywereexplored in this disseation.
With the exception of Khadija and Lamin, ttespondentall depicted a positive
rapport with their teacherandall 10 participants shared positive relationships
with their classroonpeers Descriptive term&rom the data include words such as
et along,0 Ogood,O Onice,0 and Omy friene$allowing narraties illustrate

what they meant by rapport with their peers:
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Well | gotN every kid in my schoplwe get alongEwe all get along with
each other.So there is no drama. (Ibrahim)

It@ good. | get along with everyonel. talk to my friends and | like my
friends. (Mercy)

They are nice to mel.donOt talk muchEveryone is nice to melCause |
am shy. They are nice to meEthey are good but | donOt talk to them
much. (Lucy)

| get alongwith everyone {jaused} Cause IOm cool with them and they are
cool with me. (Khadija)

All of them {paused with a smile} Black, White, and Mexicdram
friends with all of them {pausedke get along and stuff. (Flomo)

In my conversatiogwith the participantsO in this study, | came to
understand the need for students to feel connected with sendahe teacher
appeared to be a crititforce in scaffolding studestiperception of school.

KhadijaOs explicit language of not wanting to go to her scinoelrscores this

point, when compared to trether respondents/ho utilized descriptive codes

like Ogood,O Ogreat,O Onice,O Obusy,0 and OhappyO in reference to their schooling
experiencesThese quotes illustratbe perceptions of the majority of

respoments about their middle school years:

My experience is great {collecting his thougihtdo not have any trouble

everything is goodl can understand the teachand the work they give

us. | do what the dter students do. Everything ikay there. (brahim)

ItOs very goodThe teachers are good, smart,tand half of my teachsr

are Christians {hands folded across his stomach} sometimes we talk about

God {Paused} Sometimes | take my bible to school and read it to my

friends. (Flomo)

1tOs pretty fuin middle school.Like IOmn 8th grade and they {teachers}

expect us to be like mature and everything, but | donOt like dming
mature, | like having fun. {pauselbts of movement where the interview
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was held} | donOt want to go to any other schesides that onel. have
lots of friends and the teachers there are the best teachers ever. (Lamin)

With the exception of one studefite participants this studyfelt that
school was a place they likeand a place where they leadand got to setheir
friends. Previous research looking at immigrants and resettled refugees frem sub
Saharan Africa (Butcher, 2010; Shepard, 2005; Njue & Re23®i7) ha noted
that Western educational influences in sta@haran Africa have ingrained in those
societieseducational merit as a pathway to social and economic mobility.
Consequently, this perception of educational nvesis found among the
participants in this studysupporting OgbuOs (1992) examination of similar
phenomenaAlthough all participants atteled schools in lowincome urban
communities, where schools are presented with enormous social and economic
challenges (Vang, 2005heyviewed and portrayed their schools pces that
can change thedjectory of their livesl where their schooling caretsuccess.
However, Khadijas anoutlier in this study, not only with respecther
experience and perception of middle school years, but also heAa#6.years
of age she should be a high school studawetording to the American appased
educationamodel,however she i 8th grade. KhadijaOs response to the
guestion about her experience in middle school was delibaregered, and
somewhat agitate@®Ng | donOt feel like going to scha@dl probed about her not
wanting to go to schw. Ofwith her voice raised}@use, wellmy teacher
{pausedjn a reflecting manner} | donOt like het.&sked what she did not like

about her teachgand she respondedwith her hands up in the air and a feeling
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of dejection} Ol feel like | am bajrtreated different@ause | am the only black
in the classroom and it really stinksTis exchange continued:

Khadija: | am happy and stufbut as soon as | walked in the class my
mood change

Adama: WWhen you walk in your class, yoorood changesEtk me about
that.

Khadija: | will be happyElike we have recess and lundbut | have to
staywith her for the whole 8 hourst@ not like middle school when you
change periods with different classéts like elementarywhere you
have one teacheift@ like | am stuck with herSo as soon as | walk in
class | keep a straight fackike | won® smile or anything
This exchange with Khadija paints a portrait of a student who has resigned
herself to an estranged relationship with her teacHer.nentioningbeing
treated differently due to the color of her skand her level of relational
frustration with her teachginforms her mood in the classroom and places her in
an ill-situated direction of disengagement from schadding the SDT
frameworkto examine school motivation, Guardia (2009) specifically focused on
how teachers inflencechildhood and adolescent development as it relates to
school motivation.According to Guardiatherelationship students have with
their teachesinfluences schdgerception and school engagement/
disengagementvhich appears to be the case with KhadijaOs perception of her
teacherand consequently her schooling experieridents@Ilationship with
their teacherghough not the only source for schoolsurcessis a relevant

source for building positive school percepig¢®OConnor & McCartney, 2007).

Khadija aspires to become a fashion designer, actress and a siogesver, the



negative relationship with her teacher may serve as a barrier to iner fut
aspiratiors.

In describing their middle school experiences, and contrasgrte of my
expectatios, two students in this study referenced their schooling in Africa within
the context of comparisorBoth students compared their schooling experiences
in the U.S. to their prior schooling experiences in Afri¢ais was the case with
Ibrahim:

{pausing,rubbing his hands togeer and looking a bit nervousfly

experience is a little different than back in Africa {paugedje slightly

do things different he {paused} like the way they leastuff is way

different {pausedand appeared to be gathering his thosighie have lot

of schoolwork in Africa.Lot of homeworkway {rubbing his hands}

more homework.l think America schools is a little bit easier thigpause}

it better here and it is easier {paused} they serve food and everytBong.

but the work and based on work and what you learn {looking towards his

mother} like you learn science and teaches you about how things work
and back then we just leanmostly math and EnglishiSo sciencewe

never got to learn science. (Ibrahim)

Respondents referenced learning that was not available to them in their
countries of origin.Michael reiterated the same compan wherasked aboutik
experience in middlschool:

{pausedJooking down to the floor with hands tightly held together and in

a quiet voice}lt@ good and | am learning things that | didnOt know in

Africa. | go to school every day. (Michael)

Researchers (Njue & Retish010; Stewart, 2011) examining the
schooling experiences of resettled refugees and immigrants fro®assvan

Africa have mentioned the scarcity of schooling opportuniiese. Some

resettled refugeesvho may have gt time in refugee campsiay hae never
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attended schoolAs a result, students comparing schooling in Africa and the U.S.
seemed to be aware of the educational disparities between their countries of origin
andtheiradopted country.

In summarythe respondents in this stusgemed to hee developed
relationships with their teachers and peers, and in so doing they have come to
view these relationships as impacting their schooling experieduéside of
Khadija, all the other participants appeared grateful for the privilege of receiving
an education in the U.S., and seemed mindful of the privilege given to them.
Stewart (2011) noted this perception of gratefulness in her work with refugee
students in Canadan which students expressed gratitude to be able to access
Canadian educatiorAnother explanation for this gratefulness derives ftben
participansCthirst for eduational opportunitiesshaped by the scarcity of
schooling resources imls-Saharan African prior tmigration.

As a esult, any schooling opportunitiafforded to resettled stBaharan
African refugee students that attend to the task of learningeaved favorably.

Njue & Retish (2010) cited Ethiopia as an exangila placeQvherea salary
system E turned educativinto an end in itselfE because sales ofemployees
are basedn educational merit rather than on the nature and complexity of the
jobO (p366). Education, therefore, is a highly priced commodity that is sought
after by resettled suBaharan African refugeeand translates to the pogé

school experiences shared by participants in this dissertateirthe

relationships that the respondents have formed with their teachers and the overall



school community have not transferred, to allow students to perceive their
teachers as sources support as part ad trusting and authentic relationship.
Disruptive Students in the Classroom OHe need#o get control of his
studentsO

This emerging theme relates to the daily disruptive behavior of peers in
the classroomExploring this question whtthe participants revealed their
classr@m environment as one thatfraught with daily behavioral disruptipand
teachers unablto contain disruptive behavjarhich participants perceive as
OruiningO their educatiofihe frequency of the references all ten participants
to classroom disruptiors animportant theme worth discussirgecause it points
to formidable challengesub Saharan African refuee students are confronted
with in their schools in lovincomeurbancommunities.

Descriptive termsised when exploring this phenomenon were
Oscreaming,O Okids donOt respect,O Ocannot control class,O Ostudents donOt listen,O
and OterribleQNine of the ten participants continually weaved student disruption
into their responsesnd seemed frustrated the daily disruptionsLucy noted
that her teacher is Ookay€l,she wishes her teacher had better classroom
managemergkills, to contairthe behaviors that takene away from students
who want to learn:

But | think he needs to get control of his studetts.is trying really hard

to get contralbut the kids are taking power over hiamd he lets them.

There is this one kid, her name is MM and she doesnOt listen to the

teacher.Shetells him {the teachr} to shutup and tells him to sit his butt
down. (Lucy)
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Echoing this perception, bain shared:

He screams, because tids in there {classroom} that like to touch their
teachers patience and make him mad all the, taimeé it3 not fun wien the
teacheis mad. (Lamin)

Khadija,with agitation and annoyance in her voice, simply sta@®he cannot
control her clas® Wen asked to explain, she stated:

She is like {pausedometimes she is niclbut she is too nice to the other
kids and they take advantagethat. The kids do whateveand she
stands there like she is retarded and stukkeep telling her t@ontrol her
class, but whenevertry to help her out | get into troubl&he cannot
control the kids and they donOt respect hidee she pickn me but | at
least give her the respect she deservesthose other kids do not respect
her. Anytime | try telling her that she gets the kids under constue calls
the principal on me and gets me in troubhe thinks | am talking back
at her. Khadija)

When asked to elaboratgith the questio®Whatdoes lack of control look
like?Owith exacebpation in her voice she stated:
Like the kids will be yelling at herE andll she sayslpwering rer voice
to imitate her teacher®h guys please stopShe does not makeer voice
to command the kidspause, with hands up inglair and annoyance in
her tone}she does not raise her voice for the kids to know that somebody
is right there. (Khadija)
This view was consistently referenced by all the padiats in the study
with Dogo simply statingOt® terribleO Asked to clarify what he meant by
Oterribl®, he stated:
Like people talk a lgtand they donOt pay attention to the teacher {phused
kids get irto trouble a lot. The principal haso come ike everyday
{pausedwith disbelief in his voice} when the teacher say not to do

something the kids still do ifThey donOt listen to the teachEhe kids
yell in class and bring food in class. (Dogo)
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Aude commentedn the theme adtudent disruption

There is one boy who never listens in that class {language arts} he always

walks around.He talks a lot {paused} and he sits in front of melass

and he spits on me {pausedbbing her fingers with a downcast gaze}
and | tell the teacher and she sdgeOt worry about it. (Aude)

Theseexamples illustrate some of the dealingsettledefugee students
encounter in their classroomend aresimilar to Stewafds (2011) findings mer
work with resettled refugee students in Cana@adents explainetthat peer
disruption, and teachers lacking control, takes instructional time away from their
learning. Lucy captures this with her comments

{with an assured and frustrated voice} | donOt think she {a peer who

disruptsthe learning of others} is beirfgir to the studenfbecause some

of us want to learrbut she is making thalifficult because she is
botheing the teacherThe teacher always calls the office and she gets
suspendedAnd that is too much. (Lucy).

The theme of studentsO disrupbedavior, and its overall impact in the
classroom, was sharply echoed in both focus grompls students nodding in
agreementvith responses made by group papiants. As Khadija commented:

She gets frustrated with other kidgfie takes it out on the ggae in the

class. She takes her anger out on everyoRer example, | am frustrated

today, she takes it out on yolEvery single thing you do, yeafKhadija)

Mercy and Lucynodded their heads, and Mercy chimed irh@71s the
same thing my teacheodsO Asked what she mearghe stated: OWgn she is
frustrateq she gives us a lot of notes to wy@eand Lucy jumped in with

dgesturing with her hands and antof frustration in voicehe does not teach

us, @ause the kids distract the teacBaWhen asked what the distraction Isok



like, all three girls shookheir heads in unisoandLucy, corrdorating this
perspective, stated:

Not really good {paused with hands under her chin} my education is
disrupted and others that want to learn.

IbrahimOsesponse to the questiatiffered slightly from that ofthe other
participants.Yet he noted thaprior to moving to his charter school this school
year, his egerience in his other school had béeugh with daily student
disruption. H encapsulatekis present® gradeteacher classroom practice
with:

My math teacherOs classroom is a nice environment to leandii®

safe. If we give him respect he will show us respdttwe disrespect him

like talk {pause} like misbehaving he will do tharse things back to us.

He will tell us stop by giving us two chanceand whatever we donOt get

done in class we have it for homewgsk we usudy get more homework.

(Ibrahim)

Thestudents appeared dismayed by the level of disrespect their American
peers afforded their teacher§heir disbelief was noted in the manner in whic
they shared their stories; they cleddynd it incomprehensible that students
could yell and scream at their teachers (Stewart, 2011) without consequences
such agxpulsion. As a groupthe participants expressed frustration with the
daily challenge of peer disruptipand their teachersO inability to manage the
disruptive behaviorThey are yearning for learning to occur in, as lbralam
refugee from Somalia eloquentlystd Oa nice environment to leaamd i3

safeOQ The respondents watch their peers undermine their leamitigteachers

desperately trying to contain the disruptiofi$ie studersOresponses highlighted
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theambivalence between their perceptionsiefving their schools as gopand
their irritationwith their peer€classroom disturbance#s a result, the teacherOs
role in the classroom cannot be overemphasidéw espondentrequest for
better teachers was a reflection that was telling ;1gtudy.

The Need for Better Teachers OWeneed teachers to challenge usO

The education of resettled s@aharan African refugee middle school
studentss influenced by a multitude of contextacluding peer groups, teachers
and the institution of schoolslo gaugehow participants fare in school, it is
extremely importanto comprehend howeacher context affects the overall
schooling experiences and perceptions of students (Stewart, 2014¢
analysis of this studyeacher quality has a direct impact on the schooling
outcome of participantd.ee,2005) because manyf not all, enter school with an
array of educational need3 herefore, the role déachequality in meeting these
needs is invaluable (Kanu, 2008).

The call for quality teachers has been noted by other educational
researchers examining schooling for poor students residing tmtmwne urban
communitieswho are often joined by immigranegdresettled refugees in under
resourced schools (Conchas, 20Davis 2008; McBrien, 2005) with colossal
challenges.l found the same request from a group of stislevith varied
schooling needs; thusaddressedthe emergent theme of having good teacgless

consistently suggested by all particifmwhen asked at factorscontribute to
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their school success.rephrased the question so that respondamikl provide
appropriate responses.
The perceptiosof subSaharan Africanafugee middle school students
are of importance because trehed light on issues thaay have a longerm
impact on their schooling experienc&ommontermsused were Onew teachers,O
Oscream,O Obetter teachd@rseollowing quotes captutbe student€pleas for
teachers who they perceive can make their learning more meaningful by
possessing: anastery oveacontent aregb) experience; ant) better classroom
managemengkills. Lamin simply stated in the focus groupl need better
teachers.O keén probed, he continuedth frustration and a notef plea in his
voice
{Teachers}been there more than two years teachifige teachers we
have now are new teachgand | donOt know or understand what they are
saying because it takes them a long time just to get to the ploimhath
or reading it takes a long time to get to thenpolhatOs what makes me
want to talk in classl had algebra last year and | already know what they
are talking aboutJust to get to the point, it will take them two to three
weeks. ThatOs what | am talking aboMfe need better teachers. (Lamin)
Like to have an older teacher to aty know what they are doiny my
teacher is young and this is her first year teachirdpnOt think she
knows how to control kids in class so that those who want to learn can
learn like older teachers. (Khadija)
Mercy echoed LaminOs plea for better teachers, and for a classroom where
learning is centralShe became agitated as slescribed the following excerpt:
They can teach us more by getting teachers who can explain things better
to us. You know, teachers win can help usAlso, to separate the kids in

class. Lots of kids donOt want to leaamd because fjvieids are bad, the
whole class ipunisted,especially in language artsk Like | am in honors
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math and sciencand those kids want to leaiso we don@alk but listen
to the teacheibut the other class it is noisy. (Mercy)

Mercy, Khadija and LaminOs responses were emotionallyezhars they
continued their assertidor schoos with Obetter teaers.O | found the
participantsO requets ObettereachersO troublingecause schools in lew
income communities oftelmave difficulties attracting an@taining good teachers.
As such, teachers in leimcome communities tend to becent college graduates,
who canlack the essential skills that experedteachers may have

Teachers to challenge us and listen to us and to take thevkware

ruining our educatiojpaused} give us more work that is meaningful

{paused} the teachers can control the bad kids so that we can learn.

(Mercy)

Some of the kidslonOt pay attention to her {Math teacher from Brazil}

becaise she does not know Englistaffsed} I will say to put kids who

donOt want to learn in a different math ¢laed put kils who want to
learn with her {pausedbecause when the kids are not payattgntion

and disruptinghe class, affect my learningdpsed} kids are always

playing around and throwing papers and stuff. (Flomo)

For them to be there evetyay instead of gettingubstitute teachers every

day {paused} Teachers should take time adifiiy3 an emergencynd if
it is not they should be in class so that they should control those kids.

(Lucy)

Other respondents in this focus group, nodding in agreement with Lamin
echoed similar nesgwith Aude commentingOl need better teach€4lomo
immediately jumpd in:

| need a new math teach&ause the one we have came from Brazil and
we do not understand her. (Flomo)

Teachers that don®t scream afligachers who dondt scream but who

find ways to work with us {pausedjbbing his handsgether with eyes
cast down}. Screaming at me wé@make me do somethirigr you. You
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have to be kind and stuff. §used in a reflecting manner} That is not the

case with the new teachers but with the old teachers they have it down.

(Lamin)

This wasalso the case in the second focus gr@agpstudents builtpon
each otherQOs stories, collaborating and giving credence to experiences and
perceptions shared by group membefghat struck me in both focus groups was
the collective experience and animatafrthe participants as they shared their
need to have experienced teachers who Ohave it downO (L&onim)etencya
tenetwithin the SDT framework, which conceptualized this study, refers to
knowing how to achieve resuland feeling efficacious in dog so. | would
argue thathe participant€request for Obetter teachersOamenected to them
not feeling efficacious in schoolingnd havindinked that feeling to the lack of
quality teachers in their schoolRather, their teachers subject studdnt
collective punishmestas a way tgarner control over behavioral challenges
presented by disruptive studenf®his methodology of curtailing behavj@s
described by Khadija in the following expt, robs students of valuable
instructianal minutesn their school day:

She is busy yelling at uthen we cannot learn mor@ne time she

stopped the class because somebody sent a spitball at thentdashe

stopped the classShe saidOWell, I am not going to teach unsbmeone
tells me who did i© {@musedwith hands up in the dishe stopped the
class foralmost 30 minutes to an hourgpsedwith a tone of disbeligfl
wouldnOt stop the cladswill call the principal or somethinly so one

kid ruin the education for the whole clagknow itOs a spitball but she

cannot stop the whole class for that. (Khadija)

In summarythe participants agonizinglyrought forth complex issues

that contine to confront studentnrolled in schools located in lelvcome urban
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communities in the U.SIn manyof the individual and focus group interviews,
therespondents wished that their teachers had the content knowledge, classroom
management skills, and teaching experience to meet their learning Aeseals.
result, they expressehat their schooling is cdéinually compromisedbecause
the key ingredient needdor schooling succed$ quality teacher8l is missing.
Before- and After-School Activities: OStay after school and workO

The literature investigatintpe schooling experiences of resettled sub
SahararAfrican refugees or immigrants cleaportrays a group who possess
thirst for an education (Kanu, 2008; Stewart, 2011; Traore, 200863. thirst for
an educationcoupled with a desire for college entrangas also evident in éh
participantsn this study. The desire for a college educatievhether attainable
or not isagoal for all participantsand was echoed throughout the interviews.

The findings in this section focas another factathatmay contribute to
the succesef subSaharan Africa refugee middle school students.the
previous section, | discussed participantsO requests for Obetter teachersO as an
ingredient for their school success. In this section, studefeienced before
and afterschool tutorial support and enrichmentiaties as a resource that
would help them succeed in schodimong the commoterms students used
were Ostay after school,O Oactivities,O and Ohelps us with hombvadrikaCa
student from Somaljarticulated in his response:

Well, it is giving stidents who need the most hdlge tutoring after

school, in the morning before schooliEyou nesd help with math or

scienceNl beingable to come ifior help and teachers always being
available to you {paused;ollecting thoughts} He you get close to
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classmate {paused,bbinghands} give me a little bl like doing
something different to catch up with all the other stuslemtd give you
different work where you are at in your learning and at your reading level
like work if you donOt understandE. ®etimes they think it is lack of
effort, but you donOt understand(ibrahim)

Giving us activities after school {pauseehgaging us in our learning and
providing more activities {paused} tutoring during and after school.

(Lucy)

This articulaton fromlbrahim is telling: the articipants are aware of the
educational gaps between thend @eme of their American peerss Auch,
providing studentsvith before and afterschoolacademic support and
enrichment activities may help them closestgags. Participans followed with
aclaimthat ther lack of understanding mde conceptual and contextuaut
does not representiack of effort. Thus schools setting in place support
programs that address studéstsademic challenges was shared &xipipants
as an opportunity to cultivaschooling successrhis finding in support of after
school academic and enrichment activity is similar to prior research findings by
Davis (2008) in her investigation oésettledSierra Leone refugestudens in
New York City Public Schools.

It was found that thperceivedheed forbefore and afterschool activities
as a resource in closing the educational g&gs more prevalent among the
newly-arrived resettledefugees thanesettled refugees who arrived earli€his
suggestshat recery-resettled refugees neetbresupport in Ocatching upDas
stated by Ibrahim in the aforementioned quéteéhanrefugees who resettled in

early childhood.



In conclusion, the dichotomous voices of the participants in telling thei
schooling storiesvere striking. First, participants perceidgheir teachers as
helpful, but not trustvorthy with respect téorming authentic relationships
Second, participants percedstheir schools as good, yet disruptive students
interrupt theirschool day. Tird, with the exception of Khadija, all participants
shared that they likktheir teachergut a majority wished for better teachess.
plausible reason for such dichotomeesild be that participants come from a
sodety where schoolingpportunities areot free and universalnlike in the
U.S.; as sucheducation is perceived as a pazcommodity.Yet, in the U.S,
resettled refugees from si8aharan Africa are overwhelmiggenrolled in
schooldocated in lowincomeurbancommunities with enormous social and
economic challengesThe inersectionality of the studentsO dsepted desire for
an educationand the challenges faced by students enrolled in schools-n low
incomeurbancommunitiescan be perceived as the gendésighecontradictions
noted.

Thus, it is not surprising théte participants in this study expressed a
strong desire for schooling succeasd wee able to tell that their schaohre not
adequately meeting their schooling need@ike mrticipants year to have a school
environment where learning can ocowith experienced teachers whossess
classroom management skills, can challenge student learning, and can seek to
form authentic teacher/student relationshipreover, the participantsant

addiional resources that will support their schoolivig enrichment activities
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andtutorial supportbefore and after schqdb help them gain valuable schooling
skills.

The following chaptebegins with a briebverview of the dissertation. It
also situags the findings presented in this chapter in theory and additional related
literature, to draw conclusions and implications for further research, policy and

practice. It also discusses the limitations and conclusions of the study.
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CHAPTER 5
DISCUSSION,CONCLUSIONS AND IMPLICATIONS
Introduction
This chapter is divided into fowections.The first sectiorprovides a
brief overview of the dissertatioand the second section discusses the studyOs
findings regardingesettled sutsaharan African middle sobl refugee students.
The third section revisttheoreticaframings that best fit and help make meaning
of thedata andmplications and suggestdternativetheories that may provide
more nuancedterpretations of the findingsThe fourthandfinal section
discusses implications f@ractice and further research.
Discussion of Findings: Common Threads
Findings in this study revealddat the study participanti&ed their
schools, teachers and pedrstalso that they consistently contradicted these
perceptios, creatinganother portrait of their schools placeswvhere
relationships with teachergere absent, the school day fractured by behavierally
challenged studentand teachers lackethssroom managementdacontent
knowledge compromising tair learning. Although a majoritgf the respondents
perceived teir schools as Ogood,Odheensus was thatxperienced teachers
with goodknowledgeof content andtrongclassroom management skilgho
are able to form abentic relationships witktudents wereN through the eyes of
the paticipantsN absent in their schooldn analyzing the data from the

individual and focus group interviews, three mtiemes emerged)



contraditions of schooling perspectivds) a tirst for an American edudan;
andc) authentic relational engagement with teachérgplications of these broad
findings conclude the chapter.
Contradictions of School rspectives
An interesting emergent finding in this study was the tension in
participantsO perspectivegarding their middle school experiences and
perception®f their relationships in their school¥his tension presentetself in
the form ofdichotomousr contradictoryoices, which reverberated throughout
the individual and focus group interviewsirst, all but one of thgarticipants
described findingheir teaches helpful, and only one described not finding them
helpful. Eight respondents shared that they did not trust their teachers in forming
relationships, whiléwo explicitly described trusting ¢ir teachers The
respondentsO relational interpretations about the teachers in their schools are
troubling, because of the critical role positive teacher/student relationships have
on overall school engagement and in building autonomy and competency during
the middleschool years. Khadija and MercyOs comments illustrate the relational
interpretation:
| donOt feel like they caréthink they are just nosey and they donOt care
{paused@ my teacher donOt carghe acts like she cardmit ng she
doesnQshe acts likshe does. (Khadija).

They are only there to teach me and to help me get a good edutation
they donOt care about us. (Mercy)

Secondall respondentdescribed likingheir schoolsyetnine

respondents reported thheir school day was comsttly dsrupted by
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behaviorallychallenged students, andrficipants felt that their schooling was
compromised by the daily behavioral infractions of their pe@rsly one student
reported a nofisruptive school day, due to his transfer to a charter school.
Third, nine respondents described liking their teachers, hovesgkt respondents
requestedeachers withbettercontent knowledge and classroom management
skills. LadsorBillings (2007) noted that Owe {meaning the United States} have
consistently undefunded schools in poor communities where education is
needed mostO (p. 32The contradictory perspectivdemonstrated by the
participants support LadsaillingsO finding, and revethlatrespondentsvant
their schools to provida learning environmentat will allow themanoptimal
schooling experiencerThis finding supportsther findings by educational
researchers specifically exanmg education of resettled refugg@avis, 2008;
McBrien, 2003, and reaffirms the difficult learning environment résel
refugees have to navigate in lamcome communities

Within this dichotomous frame, one has to understhatistudents often
come from countriesshere schooling opportunities are limiteds A result
students who have access to schools oftenttepdrceive that access and
attendanceas a privilege. Thoughthe studentsvho participated in this study
arrived in the U.S. as refugees, the perception of the U.S. iBadiran Africa is
that U.S. education is the best in the wpalddthatstudentsare appreciative and
grateful for the opportuty given to them to access free education (Sambul,

2004) Undescoring this point, this studyvealed thathe majority of the
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studentssaid thg like going to school, and only ompressed not liking going to
school. The findings revealethat students likétheir schools in the U.S. and the
opportunities afforded thentHowever, studentsntering schools in @-income
urban communitieare faced with formidable social and ecomoohallenges
and,as such, are inheriting school systems that are oftegimaséized due to
these challengg€onchas, 2001; Ogbu, 1992, 1998he intersectionality athe
studyparticipant€thirst for learningand their enrollmet in school districts

mired in their owrhistorical social and economic challengesyldbe the first
explanation of theontradictory findings noted throughout the data.

Another explanation could hgrovided through the lens of Ogbu (1992),
who referred to the differencesatrexisted before a group became a minagy
primary cultural differenceawvhich may result in an individual cultural frame of
reference that leadmeto Ointerpret the cultural/language differences they
encounter in school as barriers to overcomardter to achieve their goalsO (p.
289). This cultural frame of reference allowed the participants in this study to
have a positive perception of their schools, even though the saredscidy
and economially marginalized withirtheir communities. &t resettled sub
Saharan African middle Bool students, regardless of their schoolsO location,
schools are still perceived as a source of upward mobility (Njue & Retish,,2010)
andresettled refugee studemtie prepared to work within the challenges pose

as observed in StewartOs (2011) study.

12t



A third explanation could be the lack of awareness of respondents as it
related to their socioeconomic realities. | would argue that many of the students
were unaware that their schools are marginalized withisdbmeconomic
context of their communities in the U.S. Yeaspondentaeremindful that the
schools in their communities cannot be a norm for all schools in the U.S. There
seemed to be a relationship between resposGeositive perceptions of their
teachers and peers, and ttmierall school experiencedn the other hand, all of
the respondents asked for teachers with content knowledge and classroom
management skills, while simultaneously expressing a strong desire to build
trusting relationships ith their teachersin essence, respondemisrerequesting
a learning environment where optimal learning can take plaeachers sharing
their time, booksandsupportwith studentgo help thengain content mastery
within and outside the classropard their interactions with their peessere
viewed adools in helping respondents gain the education that will allow them to
become contributing members of our global community. In her work with
resettled African refugees in Canada, Kanu (2008) noteithihertance of
teacher support due to the academic dissonance experienced by resettled refugees.
As such, having structured academic and social resources to meet the many
complex needs of resettled refugee students is important in their schooling

Success.
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A Thirst for an American E ducation
The secondnajor theme othreadin the studywasstudent€desire to do
well in school. All participants expressed a desire to do well in schdbis
desire has been noted by educational researchers studyeitiedefugees and
immigrants from sutbaharan Africaand other parts of the world in the U.S.
(Kanu, 20080gbu, 1992, 199&tewart, 2011; Traore, 201@nd was present
amongst the participants in this studygbu (1992) cited this positive expdaia
as influencing respondentsO perceptions of schools in théll i@spondents in
this study expressed the desire to pursue higher educattbraspirations to
pursueprofessional degregsven though many were unsufehe names of the
professios, and may lack the foundational academic skills. Stewart (2011)
supports the findings of this study on studentsO thirst for an education and the
social realities that confront them:
School emerged as one of the most important systems for the students.
Unfortunately, for many of these students, their insatiable appetite for
education was impeded by numerous personal, organizational and
systemic challenges. (Stewart, 2011, p. 67)
The intersectionality of the systems, and the formidable challenges expérien
by resettled refugees, were also noted by Kanu (2008) as robbing students of the
aspirations of higher education. Some of the challenges include: academic gaps
due to disrupted schooling; limited English language proficiency; angdéasd

curriculumand academic dissonance. It is within this context that resettled

refugee students aspire for higher education and professional degrees.



Two respondents reportedibg in horors classes, with one respondent
slated to go to a prestigious private &chool for his higtschool career. One
respondentransferred from a public school to a charter sch&agardless ahe
challenges faced by students in their schalelieved that Ohard workO would
help them in schoqlOgbu, 1992; Stewart, 2011Therespndents in this study
perceive thahaving a good educatiorugrantees way out of poverty anallows
social mobility They all described possessing a strong personal determination to
changethe trajectory of their livesand perceiveducatioras the only pathway
which will allow them to do so.

It is noteworthy that ninstudents reported liking their schools and saw
their teachers as helpful assistinghem with schoolwork.Two respondents
were able to identify tangible actions by teaclwertside of schodlo solidify
their perspectiveslbrahim repoted that at his charter schdot math teacher
goes to studentsO houses to meet with parents when students are not performing in
class. Ibrahim perceives this help as supporting his learamjappeared
grateful that his teacher cared enough to do a home visit. This finding may
simply reflectthe fa¢ thatresettled sutSaharan African middle school studéts
perceptions of theschools and teachers is higher due tar ttinérst for an
eduwcation. Njue & Retish (2010) noted a positive teacher expectation ef sub
Saharan African refugees and immigrants.

Teachers generally regard the students highly and expect them to do well.

They feel that these students work hard and perform well indlasses
despite the challenges they face. (Njue & Retish, 2010, p. 365)
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Despite the national variation among participants in this study, their
common experiences revealed remarkable parallels in their desire to get the best
education in the U.S. There&rthe aforementioned quote probably works in
favor of the students, if their teachers perceive them as hard working, and
suggests they will get the schooling support needed for academic success.
Authentic Relationships with their Teachers

Educational researchers have continually assertethiisache-student
relationship is an important factor in forming studésthooling experiense
(OOConnor & McCartney, 2007). The participactsicted perceptichabout
their teachers wer¢hereforg amongthe most surprising findinigp this study
because it points to an inconsistency in the manner in which teachers relate to
resettled refugee student®n one handall but oneof the students reported liking
their teachersand savthem adhelpful and caring in providingducational
resources that makedifference in their schooling<hadijaDs experiences,
however,contradicted those of other respondgedtge to her difficulties relating
to her teacherRespondents within the nine who reged liking their teachers
noted caring gestures demonstrated by their tegahehsding providing support
for homework completion, providing their time before and after sclanal
giving booksN perceived aselpful and caringvithin the context of leming.

One can argue that the care reportegtgents derivekfrom their
gratefulness in having an opportunity to go to schaadl appreciation for the

gestures of care afforded to them by their teach®nether possible explanation



could be thathestudents come from the s#aharan Africzultural frame,

where teachers are held in high estesmd revered (Butcher, 2010; Stewart,

2011)N with public critiques of teachers a virtual taboo in many African
contexts. Two respondents described altruigtedp provided by teachers,

including providing clothing when the home of one of the respondents was
destroyed in a fire, and a teacher who helped a student find his way to class when
he first moved to the U.S. and started school.

On the other hanaightparticipants perceived their teachers as not
trustworthyor caring. A Laminnoted Oi8 about thealationship we have with
themN they are strangers even though they teadh Half of the study
participants expressed beiagtounded by their teachersfgativeatitude
towards them Lamin statedhatO..is the way they treat @ When asked to
explain he continued®t@ hard to explai® Mercy and Lucy noted: QYjust
know that they donOt care.O

Again, his dichotomousnd contradictoryperceptiorof indifference of
teachers towards students, presented during the interwi@ssnore evident
during the focus group interviewas students built on the experiences of other
participants.The fact thatightof theresettled refugee studensthis study said
that their teachers cannot be trusted indicates that more needs to be done to build
confidence betweaeteachers and such studen®nly two paricipants reported a

relationship of trust with their teachers.
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The espondentwiithin thisstudy comdrom subSaharan Africawhere
human relationshgare valued and respected. Tesire to have genuine
relationships with their teachesstherefore culturally embedded in respondents
(Butcher, 201Q) As such, lhefinding of arelational conradictionrevealed an
alarming situation that needs to be remadgbecause a majority de resettled
refugees reportedralationshipof some suspiciowith their teacherslt was also
surprising that students who reported that their teachers havénépéul to them
in the past shared this perceyptiof lack of trust, which again could point to the
teachersO lack of salivareness, an inconsistency in how they relate to the
students, and a lack of understanding of resettlecsaiaran African refuge
studentsO cultural frame of reference.

Another explanation could be that in many-Sdharan African contexts,
teachers are perceived to be a part of the students® community and extended
family, and reside in the community in which they are teachers iFhot the
case in the U.S., where teachers tend not to reside in the communities in which
they teach (Gahungu, A., Gahungu, O., & Luseno, F., 2011). Resettled refugees
in this study described their teachers as strangers, thus creating a perception of
mistrust,as noted by one of the respondents in the study:

To me they are just teachpy®u donOt have to tell theeverything\

you know them for one yea teacher is not person you tell everything

N because they are not really too close to y®au see them for 8 hours

N so | donOt think they@hld know everything you d thatOs too

personal.l tell them what is necessatike stuff in life. | will not tell

them everything.Is it necessary to tell thefh | donOt know how to
explain it thogh. (Flomo)
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The combinatiorof teachersfack of awareness about the complex lives of their
studentsand studentsO perceptions of their teachers as strangers, teachers may
also lack the sociopolitical knowledge about the acculturation process of tesettle
refugee students, and their own ethnocentric worldview (Gahungu et al., 2011),
which differs from the worldview of resettled refugees. This diversity between
students and their teachers complicates the building of an authentic
teacher/student relationigh
Reexamination of Theoretical Famework

In this studythe psychologicalhbasedSelf DeterminationTheory (SDT)
framework was originally uskas the conceptual framework fanderstanding the
schooling experiences and perceptions of resettleabban African middle
school refugee studentslowever there are limitations within the theory
namely, that it does not explicitlpok at the intersectionality of systems and
sociocultural concepts that may influence an individual experience. School is a
system, and from an ecological perspective it is essential to form vital linkages
with the systems of home and community to address the schooling challenges
facing students (Stewart 2011). School, parents, students and peers are all part of
the microsystms that are responsible for providing support to resettled refugee
students need to meet their schooling needs.

Conversely, within the sociocultural frame, the students® worldview is
framed by their cultural context, just as their teachersO cuituntaixt is framed

by their worldview. Both cultural frames exist in the classroom and interact with



the microsystem and mesosystem. One has to examine the psychological
framework as suggested by SDT, the environment framework as noted by
Bronfenbrenner@sological theory, and RogoffOs sociocultural theory, to provide
a holistic understanding of a cohort of students with complex educational and
social needs.

| have come to draw updhese two additiondheoretical frameworkthat
specifically examine edogical systems and sociocultural concaptsrder to
undersandthe phenomemunder study.The two frameworks are
Bronfenbrenner@sologicaltheoryandRogoffOs sociocultural theory
Ecological Theory

Social development theorislrie Bronfenbrenner (I&¥) suggestthat
human development is nested in ecological systems in which the degelopin
personexperiences emotional, physical and cognitive growthese contextual
systens influence human development because of the interactive and fluid nature
of environmental systems.

Therefore, a discussion of the schooling experiences and perceptions of
resettled sutSaharan African refugee studefitswhich areoften nested withia
multiplicity of systemdN provides another context for understanding the
phenomeain this study. Due to the pluralistnature of schools in the U.S., it is
relevant to examinthe contextual influences which follow from thestedand
overlappingarrangment of subsystems in the ecological environment

(Bronfenbrenner, 1977), whicaireates the perception of schools for participants
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in this study. Here | briefly describe Bronfenbrenf1977) five subsystems
that have been suggested to influence human development.
BronfenbrennerOs Five Subsystems

Microsystemslescribe theomgex relationshipbetween the developing
person and their immediate ecological environm&mth as home and schpol
where personal interactions are heightened (Bronfenbrenner, d837)
experiences and perceptions are formRdsettled suisaharan African refyee
middle school students have relationships with teachers and peers that inform
their experiences and percepti@imsut school

Themesosysteris the Ointerrelationship among major settings containing
the developing personO (Bronfenbrenner, 197715). Primarily, mesosystems
encompass the microsystems and the interections the resettled refugee
studenthas with family, school and peershe mesosystem for the resettled-sub
Sahara African refugee student includes communication between sahdol
home which can affect the relationship between the two systdepending on
the type& of communicatiorthat may or may not have an adverse effect on the
developing personin the U.S., communication between home (resettled refugee
parent) and school (telhers of resettled refugee) appears to be limited, due to
parental lack of education, language barriers, cultural misunderstandings, and
some parentsO beliefs that formal education is the responsibility of teachers alone
(Gahungu et al., 2011; Lee, 2005uBl & Retish, 2010). Resettled refugee

students straddle two different microsystems with a lack of coordination between
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them. The failure in communication between home and school disrupts a critical
linkage between two systems that need to share inégato address the
schooling needs of resettled refugee students.

An exosystenis a subsystem that consists of two or metérsys, where
one of the settingdoes noincludethe developing persorilhe activities of the
exosystem indirectly influemctheimmediate environment of the resettled-sub
Saharan African refugee studeatparer®s place of employment is an example of
such a place.

A macrosystenis an overlpping of severamicrosystems, mesosystems
or exosystems in the developing personOs culefexence (Bronfenbrenner,
1977). The racrosystem is an overlay of beliefs embedded in a developing
personOs cultur&ub-Saharan African culture influences the marinavhich
resettled refugee students vidveir family, friends, teacherand their
perceptios of school.

A chronsystenentails consistencies over time in the developing person
and in their surrounding environment (Bronfenbrenner, 19Rékettled sub
Saharan African refuge@sexperience abrmalcy in their homes in staharan
Africa, bearing witness to war, followed life in a refugee camp and
consequently life as a resettled refugeeroid of the consistencies suggested by
Bronfenbrenner (1977)Thus, the premigration experience for resettled refugees
disrupts this systemEad subsystem describes how a developing personOs

growth is interconnected and also affected by their cultural beliefs.
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Examiningthe schooling experiences and perceptions of resettled sub
Saharan African refugee students through the framework of Bronferdst@s
(1977; 1994) ecological theoshowed resettled refugees negotiating themselves
in school systems fractured bgveral challengeslhese challengesoupled
with the student&cultural framecan be an explanation for the contradictions in
this stuly. The sudensQlesire for school success could possibly be sdhy
BronfenbrennerOs (1977) ecological fac&irgetheir environment andultural
beliefs about educatian subSaharan Africa regard accessing and attending
school as a privilege

Findings show thgbeer groups and teachers are most prominent in a
studentOs school day; thus, these microsystems in the immediate environment
influencethepersonal, social and academic developmen¢séttled sutsaharan
African refugee middle school stents. Stewart (2011) argues that school is a
central force in studentsO microsystems because schools have a considerable
influence on their lives, future goals and aspirations.

Fortheresettled suisaharan African students who participated in this
study, BronfenbrennerOs ecological theory $isronceptualize how ecological
factors influence an individu@k perception about school, and the future
aspirations of respondents. For the respondents in this study, the disruption in
their social developmeim their environment in Africa continues to have a ripple
effect on their lives in the U.S. KhadijaOs chronologicaNagé years old\

mismatched her 8th grade U.S. schooling placement, to meet her learning needs.
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This inappropriate social placementymafluence her lack of desire to go to

school (Gahungu et al., 2011), impacting the systems within her microsystem and
influencing future schooling.

Sociocultural Theory

BarbaraRogoffO$1995, 1997socioculturatheoryexamine the process
of human development within the domains of individual, social and cultural levels
of interaction. It focuses on changdong the developmental continuum as it
relates to the relationstgjpetween the persondheinterpersonal, anthe
community. Thus the framework suggests three planes of analysis for
observation of human developmeatndmay serve aan appropriate theoretical
framework for this studyThe analysis explores how schools and interpersonal
relationships inform the schoolirexperiences and perceptions of resettled sub
Saharan African refugee middle school students in the U.S.

Within RogoffOs (1995) framework, sociocultural activities are utilized as
units of analysis, allowing the examination of the triangulated relationship
betweerthe individual and theisocial and cultural environmentherefore in
this studythe unit of analysis is the schooling experesand perceptions of the
students who patrticipatedRogoff (1995, 1997) describes the threangls in
socioculturaactivity: apprenticeship, guided participatipandparticipatory
appropriation Theseplares communicatevith the personal, interpersonal and
communityin ways thatare inseparable and ndwerarchical. The term

participationis used by Rogoff to mge the individual wh his or her



environment:individuals{personal}participate with othersiitheir surroundings
informing the interpersonal relationshwithin the community, thereforeeeping
the three planes connecte@articipationis further preented through the
personal, interpersonal, and commuptjth the individualOs codivie and social
context intact.

Thepersonal planeenters on how individual change transpires through
participation in a given activityFor examplehow does Flomg@articipate in
math classvith a first year math teacheiheinterpersonal planéocuses on the
ways in which activies in the classroomre communicated and coordinated
among individualsand how they encourage discourge participation. For
example are classroom norms communicated to encourage or discourage
participaton with classmatesThe community planéocuses on systemic
practices and cultural norms that may have developed over a period oHome.
examplewhat is the teacher focus in thkassroonschoo? How doesat focus
influence students§@hool experiences and perceptrsis within this focus
that students form their perceptions of teachers and overall schooling experiences.

Rogoff (1995) described her three planes of sotfo@l activity as
inseparable. Within her framework, school is a community plane, which coexists
with the personal plane (the resettled refugee student), and that of others
(interpersonal). Thus, resettled refugee students participate in a school §ystem
means of sociocultural activities with their own historical norms, which influence

the schooling experiences and perceptions of the students, who consequently
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inherit sociocultural school norms not originally intended for them. For example,
resettledefugee students inherit the daily learning disruption caused by
behaviorallychallenged students. Culturally, a student overtly exhibiting
disrespect towards a teacher is outside of their African cultural frame of reference,
but in their schools in lovincome communities, resettled refugee students by
proxy inherit this school norm and, as Rogoff (1995) noted, these activities are
inseparable and intact. Therefore, resettled refugee students learn to negotiate
their learning within a disruptive classra@nvironment, while maintaining a
disbelief of their peersO attitudes of disrespect towards their teachers (Stewart
2011).
Conclusions and Implications of the 8idy

This section of the dissertation draws implications for practice, policy,
teacher preparain, professional development, and further reseaftis study
constitutes foundationa¢xploratoryresearch conducted in the United Statés
contributeso a small body of research that specificélyking atthe school
experiences and perceptiasfsresettled subaharan African refugee studenis.
is an attempt to document the lived experiences of a segment of AmericaOs new
resettled refugees, who are relatively new to the immigratioheducational
landscapen the U.S School is the main ver that thrusts immigrant children
into the American experience (C. Suaf@mzco, 2001).Therefore, documenting
the stories of the schooling experiences and perceptions of resettiSdlsatan

African refugee students contributes new ideas to existergturein the field of



socialscience.These findings are not specific to resettled-Sabaran African
refugeesbut are consistent witite broader literature on resettled refugees
residing in the U.S. and other industriaizeountries.

Results oflhe research shadthat respondents in this study perceived
their schools as good, but that they all sought teachers with better content
knowledge, classroom management skills, and a desire to form authentic
relationships with themStudentsvanedtheirteachers to demonstrate a caring
attitude towards them, consequently seeing their teachers not only as resources
within the classroom, but also as people with whom they can build trusting
relationships.Those students who attended school inSalaran Africa pre
migrationdo not necessarily want to replicate the relationsimeg had with their
teachers in their countries of origin.atRer they would like to have relationships
with teaches thatfulfil | both their social and academic neetitsanother
instance, all respondentsinted a classroom where learning can occur without
daily behavioral disruption and/or led by teachers with the skills to control
negativebehavior.

Consistent with the findings of this study about the schooling expesenc
and perspectives of resettled ssdharan African middle school refugee students,
focusing on refugee education, Jan Stewart (2011), in her®ggborting
Refugee Childrercalled on schools to make a concerted effort to make
meaningful connections Witresettled refugee students, because Oapart from the

family unit, the people within the school system have the most interaction with
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students,O (p. 132) consequently making schools an important ecological system
and support mechanism for the resettledgeé.
Recommendations for Practice

This study serves to provide a voicedieempowered groupgho are
recent immigrantso the U.S Given the results of this study, educators are urged
to look at the complerducationahnd sociaheeds otll resettledefugee
studens. Schools must seek to understand the multitude of challenges and
difficulties that these cohorts of learners are faced with in schools across the U.S.
Such needs relate to teacher reflectiop@ctice, building student capacity
throudh inclusive curriculapeer ambassadod relationships formed with
resettled refugees. The implementation of these recommendations will
undoubtedly require financial and human resources implications for school
districts, as additional budgetary fungiis needed, as well as a commitment to
the education of all students.

In recommendations for practice, there are important issues that all
educational stakeholders should be made aware of. As discussed previously in
this chapter, the notion of contraddsts within the student experiences and
perceptions is ongoing, and reverberates throughout the study. First and foremost,
school administrators and teachers must intentionally build and cultivate a culture
of trust,in orderto engage all students, bwpecially resettled refugee students,
because of thewften traumati@re-migration experiences. Clearly, the

contradictions reveal that respondents are willing to engage in the educational
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process within their schools, although their schools are saditle@normous
challenges.

Second, school administrators and teachers must consistently engage and
relate to these students, with the distinct understanding that they are not-African
Americans, nor immigrants, but resettled refugees from Affiba is na to say
that this is the sum total of their identity, nor to essentialize their experiences and
ignore individual differences. Ratheeachers and administrators must have
sensitivity to the prenigration histories of resettled s@aharan African refueg
students, and their varied educational, psychological, and social needs, thus
helping them to become ideal students so that they caaciallize and attain
their best educational goals.

Third, school administratore urged to recryihire, and retin high
quality teaching faculty that possess teaching experience and a commitment to
work with diverse student populations in kamcome urban communities. While
this recommendation requires financial resources that schools may not have in an
era of budet cuts, school districts and teacher education programs must find
innovative ways to ensure that teachers inlogome communities possess the
skills to meet the diverse learning needs of students.

In terms of respondentsO thirst for an American educagiachers must
shift their pedagogical practice to one that is culturally relevant (Bartolome, 1994;
LadsonBillings, 1995b) to the lives of resettled refuge®shool administrators

and teachers must utilize books and other educational resourceglimsgreom



that are reflective and affirming of the sociocultural realities of resettled refugees.
Consequently, this cultural affirmati@an go far ircreaing a positive frame of
reference, which is imperative in sustaining resettled refugeesCothinst f
American education.

Half of the participants this studyshared that their teachers helped them
with homework before and after scho@ased on the findings of this study and
previous research reviewed earliesettled refugee students considteneed
this level of support for both conceptual and contextual understanding; the
respondents were able to identify enrichment activities as a resource that would
allow schooling success. Itis crucial for teachers to nurture and emphasize
studentsOrsngths and build on their social capital. School administrators and
teachers must do all they carstapportall resettledrefugees by providing
academic support inside and outside the classroom. This focused support will
close the academic gap, thus assuring career or college readiness for all resettled
refugee students upon high school completion.

With respect to studenksmving authentic relationships with their teachers,
Stewart (2011) noted that O...teachers must strive to first create a relationship with
each student and then to proceed with assessment and more formal educational
activitiesO (p. 50). Without this retatship, Stewart (201 fyurtherargues,
teachers have nothing. A pedagogical sensitivity that allows teachers to sincerely
open themselves to learning about the history and journey of their students is

essential in giving meaning to the notion of schddrtolome (1994) named this
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pedagogical approadtumanized pedago@nd argues that it is a framework that
builds a foundation for learning. Second, teachers must take time to foster and
nurture genuine relationships with students, to build trustingoe&hips that are
void of the contradictions noted in this study. These relationships are important
because evidence shows that themprgration experiences of resettled refugee
students from suBaharan Africa include incomprehensible abuse, as notée i
United Nation High Commission for Refugee Machel report (1996):

War creates space devoid of the most basic human values; a space in

which children are slaughtered, raped, and maimed; a space in which

children are exploited as soldiers; a spacehicvchildren are starved

andexposed to extreme brutality. (Machel Report, 1996)

Resettled refugees from s@aharan Africa come from countries where
warfare is not between countries, but rathghin countries andis often religious
and ethnic.Comsequently, children witneslkattles fought in their neighborhoods,
villages, towns, and citiesAccording tothe Machel (1996) reponyar victims
have increased from 5% to 9Q&tilians, and half are childrenSeveral
researchers (Gahungu et al., 2011nia2008; McBrien, 2005; Stewart, 2011)
have noted the brutality of war and its impact on the psychosocial development of
resettled refugee students. In her study on the educational needs and barriers of
African refugees, Kanu (2008) noted:

African refuge youth are more likely than other recent refugee children

and youth to be forced into becoming child soldiers with lingering

memories of committing or incurring terrible atrocities, or to become sex
slaves carrying scars of their experiences. (p. 917)
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Today, some of thesesettledsubSaharan Africamefugeechildren who
may have witnessed amul/ participated in atrocitieare in schools in the U.S. and
other Western countrighatreceiverefugees from suBahara Africa Schools
are gatekeepers, apthces where resettled refugees have contact with the larger
society in the U.S. (Suar€2rozco, 2001) Thus,relationships formed with
teachers and other adult school staff are vital in building student capacity for
schooling success.

As such, school admistrators and policy makers must acknowledge the
enormous educational and social needs of resettled refugee students, making a
commitment to create a school culture that is inclusive. In the era of the No Child
Left Behind (NCLB) federal mandate, sch®alre forced to ensure that all
students meet state standards, creating an environment that fails to consider the
exclusive nature of the lawkor all resettledefugees, these standards complicate
their fragile academic dissonance. Therefore, requestimgol districts to
provide structured school resources that extend the learning experiences of
resettled refugees via field trips, enrichment activities, and bedackafter
school tutorial support, is significant, and may close the learning gap Ibetwee
resettled refugees and their American counterparts.

Policies that promote studentsO highest potential should be at the forefront
in theeducation ofll resettledefugee students. Making a commitment to
provide ongoing professional development for teachers and support staff that

promotes understanding of the history and culture of resettled refugees allows for
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sensitivity and a knowing that creates empathy wislcimool faculty towards this
cohort of students. Professionals with expertise in addressing refugee families,
issues of culture and identity, mental health, language acquisition, and
acculturation must be embedded in school district professional develbpme
courses. Resettled refugegtedentsregardless of their country of origicannot
be seen as Oregular studentsO beafahsdr premigration experiences; as such,
school administrators must provide additional support resources for them outside
of the formal school day that will help them to close the learning gap with their
peers.

Policy makersand refugee advocacy groups are urge@veit the notion
of placing resettled refugees in poor, {awome urban communities where
schools are undeesouced and understaffed. | propose a radical shift in the
placement of resettled refugees to communities where school systems are not
overwhelmed by economic and social pressures and, as a result, are able to meet
the varied schooling needs of resettledgefs This recommendation requires a
paradigm shift, because communities with resources may reject refugees due to
those communitiesO perceptions of others and the overt diverse differences (Mott,
2010) between suBaharan African refugees and communitiatside of the
inner cities. Resettled stkaharan African refugees enter the U.S. without
financial, educational and social resources. Consequently, inner city communities
are viewed as a stepping stone by resettlement agencies, due to their ptoximity

entry-level jobs, public transportation and affordable housing (Mott, 2011). As
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such, they inherit living in communities where schools are historically faced with
a multitude of challenges in educating students.

Resettled subaharan African refugestudentsare likely tobecome the
fastestgrowing resettled refugee populationthe U.Sdue to the ongoing unrest
in some countries in seBaharan Africa (Stewart, 2018nd schools must be
prepared to engage them and meet their diverse educamhaicial needs.lIt is
hoped thatlata gleaned from thigugly will engageteacherspre-service teachers,
school administratorand policymakersto acknowledgereflect and make a
commitment as it relates theschooling ofresettled suisaharan Africanafugee
students.Further research should explore multiple systems within the
microsystenN i.e., teachers, parents and studéhtand compare their
perceptions of resettled refugee education in the U.S. Second, deciphering the
issue of trust between reéded refugees and teachers is another area of research.
A third important research area is investigating the appropriate education for
students whose schoolify if any N was disrupted. Fourth, the issues of parent
involvement as it relates to barrieénsopen communication between home and
school should be explored.

Concluding Thoughts

Regardless of the challenges and difficulties faced by resettled refugee
students in the classroom in this southwestern state, the respondents in this study
expressed aappetite to acquire an American education and to form authentic

relationships with their teachers. They desire a schooling experience that is



supported inside and outside the classroom, that will extend their learning as a
result, closing the learning gapaused by interrupted formal education in refugee
camps and their countries of origin. Therefore, enrichment activities and
structured tutoring programs must be an integral part of school districts with
resettled refugee populations.

Secondly, school dirictsare urged to engage aollaborative planning
between schools, teachers, parents, and the community, in assisting resettled
refugee families, and to provide academic assistance programs for parents, thus
empowering them to create partnerships watichers. Furthermore, teachers
must demonstrate humanistic concern for the schooling, as well as the social and
cultural needs, of resettled refugee studef@ahungu et al. (2011) suggested
that:

It is necessary to stress that refugee resettlememiallp as it includes

schootage children, should not be left to refugee resettlement agencies

alone. Schools must evaluate their readiness to accept the new students in

relation to the educational contexts of the countries involved. (p. 17)

Schools must strive to construct a community of learning by creating
orientation centers for newlgrrived resettled refugees to orient students to U.S.
culture, study skills, and other learning tools necessary for schooling success.
Educational progranmtbhat teach parents of resettled refugee studé@schild-
rearing practices, school expectations, discipline, childrenOs rights, and ways to

form partnerships with their childrenOs school, are essential in building a trusting

relationship with studentsThe need for financial resources to implement these
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recommendations should not negate the fact that for resettled refugees to succeed
in their host countries, a genuine commitment by all stakeholders is critical.

As | reflect on the process of this stutlyere were three pivotal
background stories that | would like to share, though they did not directly relate to
my research questions. The first story relates to homework completion by
children whose parents lack the educational and language resouneds ttweir
children with homework. During the data collection phase of this study, | often
found myself helping younger siblings of participants in this study with their
homework. One of the younger brothers of a study participant asked for my
phone numeér in order for him to call me so that | could help him with his
homework. Parents often shared with me, Ol donOt understand,O and offered me a
nod of appreciation. These interactions raised several questions for me related to
my role as a researcher.

The second story relates to parents who aspire to return to school but are
deterred by the English Language Learner (ELL) programs theyOve attended,
which they perceive as tailored to the linguistic needs of Hispanic immigrants,
rather than African refugee®©ne participantOs mother asked @@an you help
us get our GED?0O When | explored the issue, she noted: OWe want to go to
school and get better jobs, but we never finished high school and itOs hard in
America when you donOt understand English.O Idstetecommunity colleges

are the best place to start for adult learners, but she dismissed ELL programs at



community colleges, stating that they are for Hispanics. The plight of this
mother, and others like her, was noted.

As an educator, listening todfchildren as they described their school day,
their perceived relationships with their teachers, and their childlike desires to gain
higher education against the daily challenges posed to them, was difficult to
comprehend emotionally and intellectuallgchuse | know we can do better. As
a nation, we have the financial and human resources to meet the schooling and
social needs of the newest citizens who are arriving with unimaginable and
traumatic histories, disrupted schooling, and a host of othecudifés. We must
ensure that they too can actualize their dreams.

| hope that this work will be a beginning of educating stakeholders in the
education of children in the U.S., especially the newcomers who are arriving, and
will continue to sit in classrans hoping to gain the best America has to offer
themN aquality education. | was touched by the stories of the participants and
their families in this study. Their stories have impacted my personal and
professional journey, as | continue to make a difiiee in the lives of children.
CeciliaOs mother expressed a wish that one day her daughter will grow up to be
like me. In me she saw an actualized dream that young girls from Africa can earn
a doctoral degree. | carry each child in my heart, andheiin mothers in their

hopes and dreams that their children also can acquire an education.
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Recruitment Flyer
Key Informants

Schooling experiences and perceptions ofSabaran African refugeeiddle
school students in a southwest U.S. state

| am a graduate student in Education Leadership & Policy Studies, under the
directionof Professor Beth Swadener at Arizona State University. | am
conducting a research study to explore the schooling experiences and perception
of subSaharan African refugee students in Arizona. | am recruiting individuals on
a firstcomefirst-serve basisvho:

Are refugees

From subSaharan Africa

Currently enrolled in grades 7 and 8

Have lived in the U.S. anytime within the years of 22011

Have the time to participate an individual interview session and a
focus groupdiscussion each of which will takabout 60 minutes.

KK K K K

Your responses will be confidential. | would like to audiotape all interview/focus
group discussions. You will not be recorded unless you give permission. If you
give permission for to be audiotaped, you have the right to askdaetording to

be stopped. The recordings will be kept electronically on passprotdcted files

for the duration of the study and data analysis, and will subsequently be deleted
once they have been transcribed. Those transcripts will also be destithyad w
two years of completing the study.

Your participation in this study is voluntary. Please let me know if you wish to be
part of the study, or if you have any questions concerning the research study,
please call me at (623) 2&716 or my advisor, DBeth Swadener, at (480) 965
7181.

Adama Sallu
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Schooling experiences and perceptions of st#aharan African refugee
middle school students in Arizona

PARENTAL LETTER OF PERMISSION
Dear Parent:

My name is Adama Sallu ancgin a graduate student under the direction of
Professor Dr. Elizabeth Swademethe Department/Division/College of
Educational Leadership and Policy Studies at Arizona State University. | am
conducting a research study to kxp the schooling experiences and perceptions
of subSaharan African refugee middle school students in Arizona.

| am inviting your child's participation, which will involve an individual and focus
group interviews and a followp interview, which will Iat about 1 to 2 hours.
Your child's participation in this study is voluntary. If you choose not to have
your child participate or to withdraw your child from the study at any time, there
will be no penaltyt will not affect your child's grade, treatmérdre at school.
Likewise, if your child chooses not participate or to withdraw from the study at
any time, there will be no penalty. The results of the research study may be
published, used in reports, presentations or publications butkhddis rame will

not be used.

Although there may be no direct benefit to your child, the possible benefit of your
child's participation is teachers understanding the learning needs of refugee
students from suBaharan Africa. There are no foreseeable riskssopdiforts

to your childOs participation.

Pseudonyms will be used in identifying information and numerical coding will be
used tgorotect the privacy of your childResponses will benonymous and
confidential.

If you have any questions concerning tesearch study or your child's
participation in this study, please call me at-@P2-3716 or Dr. Swadener at
480-965-1452.

Sincerely,

Adama Sallu

By signing below, you are giving consent for your chilg-------------------------

ChildOs name ( ) to participate in the above
study.
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Signature Printed Name Date

If you have any questions about you or your child's rights as a subject/participant
in this research, or if you feel you or your child have been placed at risk, you can
contact the Chair of the Human Subjects Institutional Review Board, through the
Office of Research Integrity and Assurance, at (480)G&EB8.
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Child Assent Form

Schooling experiences and perceptions ofSabaran African refugee middle
school students in Arizona

| have been informed by my parents (mom, dad, and guardian) have given
permission (said itOs okay) for me to take part in a patjecit the schooling
experiences and perceptions of &dharan African refugee middle school
students in Arizona.

| will be asked to participate in a 1:1 interview and a focus group with other
middle school students who are also refugees fronSsaillararAfrica. The
interview and focus group will take abou2Ihours.

| am taking part because | want to. | know that | can stop at any time and it will be
okay if I want to stop.

Sign Yaur Name Here Print Your Name Here

Date
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8.

9.

Demographic Questionnaire

. What is your birthday?

Where were you born?

Where did you live before you came to the U.S.?
How many years did you attesdhool in Africa
What year did you come to the U.S.?

Who do you live with at home?

. How many people are in your family?

What city do you live in?

What language do you speak at home?

10.What religion do you practice?

11.What year did you enroll at your pressohool?

12.1s your school a public or charter school?

13.Whatis the name of your middle school?
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Interview Protocol

Main Research Question
What are the schooling experiences and perception ebabhhran African
refugee middle saol students in a southwestern U.S.es2aRelated protocol
guestions: IaHow do they view their relationshygith their teachers and peers?
1b) Can they identify a teacher or school staff in their school comynwhio is a
resource for them? 1&Vhat fa¢ors contribute to their challenges and successes
in their school community?

1. Tell me about your experiences as a student in your middle sétiool.

2. Tell me about your teache’s2

3. Who do you work with during partner work and why do you work
with that personA3

Competency
1. What do you think about your teacherOs classroom pradiites?

2. How often do you try to relate what you are learning to other things
you know aboutZ?2

3. How can your teachers and or school staff make your learning
experience more effective and successti8?

Relatedness

1. Do you feel that your teachers really understand how you feel in his or
her class or at schooRL

2. What specific thing has your teacliEme to help you with your
learning especially when you are having difficulti&s?

3. Tell me about a person you go to at your school when you are either
having a good or bad daig3

4. What is your relationship with other studen&?
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Focus Group Protocol
. Does your teacher understand how you feel in class
. Do you talk to your teacher about what is going on in your life?

. How often do you try to relate what you are studying to other things you
know about?

. Who do you work with dring partner work and why do you work with
that person?

. What is your relationship with other students?
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" Knowledge Enterprise
%’ Developn%ent P

Office of Research Integrity and Assurance

To: . Elizabeth Swadener
EDUCATION
From: Mark Roosa, Chair
Soc Beh IRB
Date: 08/26/2011
Committee Action: Expedited Approval
Approval Date: 08/26/2011
Review Type: Expedited F7
IRB Protocol #: 1108006755
Study Title: What are the schooling experiences and perception of sub-Saharan African refugee

middle school students in a southwestern U.S. State?
‘Expiration Date: 08/25/2012 .

The above-referenced protocol was approved following expedited review by the Institutional Review Board.

Itis the Principal Investigator’s responsibility to obtain review and continued approval before the expiration
date. You may not continue any research activity beyond the expiration date without approval by the
Institutional Review Board.

Adverse Reactions: If any untoward incidents or severe reactions should develop as a result of this study, you
are required to notify the Soc Beh IRB immediately. If necessary a member of the IRB will be assigned to look
into the matter. If the problem is serious, approval may be withdrawn pending IRB review.

Amendments: If you wish to change any aspect of this study, such as the procedures, the consent forms, or the
investigators, please communicate your requested changes to the Soc Beh IRB. The new procedure is not to
be initiated until the IRB approval has been given.

Please retain a copy of this letter with your approved protocol.
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