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ABSTRACT

The pre-migration context experienced by many reésgsignificantly impacts
their ability to develop human capital. This, condal with increased placement in areas
with little immigration history, can make it moréfatult for refugee students to engage
fully with school. This study explores the predaost-migration experiences of six
upper elementary refugee youth and the experiesfcgshool staff new to working with
refugee students. Staff found that these studequanded the skill range they needed to
address but, like native-born youth, they were bbg to engage with school when staff

used a holistic focus to promote student learning.
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CHAPTER ONE: CONNECTING SCHOOL ENGAGEMENT AND STWENT

LEARNING

Malik: Mrs. S, do you get your back checked today?

Mrs. S: No, they don’t do that for adults, just for whewuire still growing. Did they do
that today? | did that when | was your age. Iswasy. It was over pretty
quick.

Viviana: Everybody was scared.
Immanuel: How come only girls do it? It's weird that onlylg get it.

Mrs. S: Sometimes, Immanuel, sometimes, what'’s the botigeicenter of your back
called?

Viviana: Spine.
So Min: Vertebrate?

Mrs. S: Sometimes those bones can grow a little crooketiespjust want to check to
make sure that it's growing okay.

Malik: 1 don’t have it [scoliosis]....l don’t know how weate bones inside our body.

Immanuel: If you didn’t you'd be like this [Immanuel walksally wobbly, like a
jellyfish.]

Mrs. S: If you didn’t, Immanuel, what would happen if ydign’'t have bones inside
your body? [Immanuel does the jellyfish walk agand all the kids giggle.]

Mrs. S: Are there any animals we know of that don’t hagads in them?
Viviana/Immanuel: Snakes.

Viviana: Oh, no. Snakes do.

Losha: Snakes do on their back.

Malik: Birds?

Mrs. S: Birds have bones. Snails don’t have bones.

Immanuel: Worms.

Mrs. S: Worms.



Losha: Fish.

Mrs. S: Fish have bones.

Malik: Sheep doesn't.

Viviana: Yeah, they do.

Malik: No, they don't.

Viviana: Yes, they do. Then how does it stand up?
Mrs. S: Anything that walks has bones.

Viviana: Fishes, some of them don’'t have bones ‘causedaeyo like this [she bends
sideways from the waist.] Um, if | had that pieuf could show you.

Malik: Does the bones inside us, does the face look3cary

Mrs. S: Have you ever seen a skeleton?

Malik: No.

Mrs. S: You haven't?

Malik: Yeah, can we?

[Mrs. S uses the Smartboard to pull up a computgstge of a human skeleton.]
Mrs. S: Malik, this is a picture of a skeleton.

Malik: Is that how our head’s like inside?

Mrs. S: Yeah.

Malik: Ewwwwww.

Malik's “ewwwww” moment took place in a classroomfifith graders, each of
whom arrived in the United States as a refugeeerd’ts no single refugee journey and
the circumstances leading to resettlement diffese@ach student’s family. Malik’s
family arrived in the U.S. from her father’s honredeof Iraq. So Min’s parents fled their
native Burma for Thailand and lived in a refugempdor two decades before their
family was resettled in the U.S. Viviana's motfied tremendous violence in her native
Burundi during the early 1970s and then in her étbpountry of Rwanda during the

early 1990s. She and her children lived in mafyg®ee camps, some intensely unstable



and violent, before resettlement. Despite diffgr@ontexts of exit, refugees leave their
homelands due to a well-founded fear of persecuttaied to race, religion, political

views, or membership in a particular social grodplCR, 2007b).

For children whose lives have been disrupted bglatement and violence,
school can provide constructive social interactiand a means to develop the knowledge
and skills they will need for their future (Crispalbot, & Cipollone, 2001). School also
provides opportunities to learn about the majacititure and build relationships with
staff and peers (Suarez-Orozco, Suarez-Orozco,dmwva, 2008). Malik, Viviana, and
the others have a tremendous amount of learnidg tnd their families see education as

an important source of opportunity.

They have arrived, however, in a country in whide-guarter of youth leave
high school before earning a diploma (NCES, 201Zppout rates are even higher
among low-income students, minority students, Ehglianguage Learners, and students
new to the U.S. (NCES, 2012a, 2012b; Rumbaut, 2b0B)ese statistics deserve our
attention because the level of education youthraisgpowerfully associated with later

social and economic outcomes. Over time, dropdensonstrate higher rates of

! This statistic is based on the Averaged Freshnrad@tion Rate (AFGR). AFGR data
disaggregated by income, minority, and ELL statescarrrently available only at the state level
and are not yet available at the national levelr the most recent state-level data, see
http://www2.ed.gov/documents/press-releases/stai€-2 1-graduation-rate-data.pdf. The AFGR
uses data from the Common Core of Data at the NatiGenter for Education Statistics and
accounts for 9 grade retention by using aggregate student enealiitom &' grade of one year,

9" of the next, and bfor the next, and then divides by three. The ARBES allows for an
estimation of the proportion of students who graewam time with a regular diploma. It does not
include students who have earned an alternateiatisuch as the GED and is thus intended to
be a measure of the performance of American schatiier than an estimate of broader levels of
educational attainment within a community. The ifar students new to the U.S. is based on data
from the U.S. Census, looks at educational attairiramong 25 to 39 year olds, and thus includes
students who have earned an alternate credentialasithe GED. AFGR data are not currently
disaggregated by newcomer status. There has béamsive debate about how best to measure
dropout rates (Heckman & LaFontaine, 2010; Miao &nigy, 2004).



unemployment, earn less, and are more likely ®ilivpoverty (Autor, Katz, & Kearney,
2008; Bureau of Labor Statistics, 2013; Day & Newgan, 2002; NCES, 2012¢8) They
are also less likely to have health insurance (Msorghe, Zhu, & Truman, 2011),
typically have shorter lifespans (National CenterHealth Statistics, 2012), and are
overrepresented among prison, jail, and probatipopulations (Ewert & Wildhagen,

2011; Harlow, 2003}.

Dropping out often represents the final stage lohg process of disengagement
from school (Dynarski et al., 2008; Rumberger, 200ith engagement viewed as a
significant contributor to persistence and achieseth{NRC/IM, 2004). The construct
varies across the research base (Appleton, Chsmte& Furlong, 2008) but is perhaps
best understood as involving “[tlhe extent to whethdents are connecting to what they
are learning, how they are learning it, and whg e learning it with” (Suarez-Orozco
et al., 2008, p. 42). Student engagement is tldy;mamic and multidimensional process,
resulting from the interaction between the studemnt their school environment
(Fredricks, Blumenfeld, & Paris, 2004).

Connection to and investment in academic work;regtilation, and
establishment of learning goals are often concépedhascognitive engagement

(Fredricks et al., 2004)Specific actions directed toward school and leaysinch as

2 Bureau of Labor Statistics poverty data taken fomited States Census Current Population Survey.
Tables downloaded for 2002-2011, below 100 peroEpbverty.

% The analyses of employment, wage, poverty andtheatcomes draw on data from the U.S. Census
Bureau. These data are collected at the commlavig} and count individuals who have
completed an equivalency, such as the GED, asdulgbol graduates. These data are thus
intended to provide information on final educatioatiainment within a community rather than of
the performance of American high schools. The waag#yses by Autor et al. (2008) did draw on
CPS data but were based on the number of yeachobbng completed, rather than whether a
diploma/equivalency had been earned.



involvement in academic tasks, following classramonms, and participation in extra-
curricular activities are all considered to be atpefbehavioral engagemef(itinn,
1993). The extent to which students feel connected toaduel to elicit tangible
assistance from teachers and peers are referestatational engagemer{Suarez-

Orozco et al., 2008).

Beyond this framework of individual effort and sohaontext, external factors
impact student engagement (NRC/IM, 2004). Eventspocesses in the wider
environment, including the neighborhood, commuratyd society interact with student-
and school-level characteristics to influence akiids learning and development
(Bronfenbrenner, 1979; NRC/IM, 2000). Circumstansech as economic hardship,
childhood trauma, individual or family health issudiscrimination, and frequent moves
are each linked to student dropout (Ashby, 201®inRe, Gonzalez, & Cox, 2010;
Bickerstaff, 2009/2010; Freudenberg & Ruglis, 20d@ndo, Gardiner, & Sapien, 2008;

Porche, Fortuna, Lin, & Alegria, 2011).

For immigrant and refugee students, empricial evtdesupports the notion that
adaptation and educational outcomes are informeadtbgactions between the human
capital families bring with them and their contextresettlement into the host community
(Portes & Rivas, 2011; Portes & Rumbaut, 2006;d20t Zhou, 1993§. Human capital
refers to parental levels of education, occupatiskils, and knowledge of English. The

resettlement context involves attitudes of the lgosernment (whether newcomers are

* The literature generally focuses on differenceadaption between first generation
immigrants/refugees (born abroad and arriving atBgor older) and the second generation (born
in the U.S of foreign-born parents.) The studevite participated in this study represent the 1.5
generation, i.e., they arrived between the agésasfd 12, and are considered to be sociologically
closer to the second generation (Portes & Rivasl 2Bumbaut, 2004)



allowed to settle and work legally), the attitudéshe host community (whether
newcomers experience discrimination), and the agetgrevhich coethnic communities

can provide practical resettlement assistance.

Youth whose parents arrive with low levels of hunsapital, and/or experience a
negative context of reception, are less likelyamplete high school or pursue education
beyond high school (Haller, Portes, & Lynch, 20RUmbaut, 2005). Many youth,
however, have been able to succeed despite themdvdintages when their parents are
able to connnect them to rigorous and engagingesmedsupports; when they have
access to knowledgeable adults who can serve asauirokers; when they attend
schools staffed by caring adults and academicalpnted peers; and if they are
motivated to work hard and feel they can receiafical assistance from friends, peers,

and school staff (Suérez-Orozco et al., 2008; Za@ankston, 1998).

An emerging literature suggests, however, that negfagee groups may face a
more challenging adaptation process. The numbpratfacted refugee situations has
risen since the 1990s, with the most recent estisnaltacing the average duration of exile
at 17 years (UNHCR, 2004). Individuals in thegaations are often placed in camps,
typically in remote and insecure areas; allowedtéthopportunity to leave; and receive
limited access to agricultural land, labor marketseducational opportunites (UNHCR,
2008a). These refugees often find access to edugadrticularly limited at the
secondary level and for girls, and available prograre generally of low quality
(Dryden-Peterson, 2011). Moreover, inadequateatimunty a general lack of health care,
exposure to a wide range of diseases during faghkitin camps, and possibly to conflict-

related trauma, can impair refugee health pri@rtival (Haines, 2010).



These circumstances combine to impose severe aonston refugees’ ability to
develop human capital. Adults may thus lack edanand training relevant to a
knowledge-based western economy (ORR, 2011, 20HBauth adults and children may
have severely interrupted or no formal schoolingitéd first langauge literacy, and and
limited familiarity with English (Dooley, 2009; Ra§ Roxas, 2011; Woods, 2009).
Children without well-developed literacy in theirst language must work harder to learn
English (Riches & Genesee, 2006) and competenaeademic English is highly
predictive of both GPA and performance on standartiests (Suarez-Orozco et al.,
2008). Beyond language, youth arriving with minifieeimal education have missed
critical years of school experience (Suarez-Or& &uarez-Orozco, 2001) and may lack
exposure to academic concepts familiar to theivadiorn peers (Dooley, 2009; Roy &

Roxas, 2011; Woods, 2009).

Newer refugee groups may also find it more difficalconnect to academic and
other assistance often provided by establishedetommunities. This is because they
originate from a wider range of countries thanh@a past, often arrive in relatively
smaller numbers, and increasingly settle in aradsadimited history of immigration
(Mott, 2009; ORR, 2011, 2013b; Singer & Wilson, 8pAucker, 1983). This absence of
an ethnic base that can provide guidance to dist@ienewcomers has presented
difficulties for more recent, smaller refugee pa@igdns (Haines, 2010). The existence of
a formal refugee resettiment system may be coreiderreplacement for such supports
but local programs sometimes lack adequate staffamding, leaving refugees to
struggle with fundamental issues such as unemployoreunderemployment, food

insecurity, or homelessness (Adess et al., 201€kikk 2012; Mott, 2009).



Collectively then, the literature tells us that i@element of a high school diploma
is strongly linked to later social and economiccomes; that student engagement is
important for academic success; and events beyendassroom interact with student
and school factors to influence whether youth mat@graduation. The circumstances
under which many newer refugee groups experienite @en limit their ability to
develop important human resources and, combinddthir increased placement in
communities with little history of immigration, anifly the challenges associated with
earning a high school diploma. Because indicaibsopout risk may appear well
before high school, an exploration of the aspiretiof and difficulties Malik and the
other students faced, as well as the experienceshobl staff new to working with
refugee students, can provide insights into hoasgist both refugee and native-born

students on their road to graduation.

Study Purpose
The purpose of this study is to develop an undedétg of: 1) The pre-migration
experiences of six refugee families, with a focnsaocess to basic health and educational
infrastructures, opportunities to develop occupstiskills, and exposure to violence; 2)
The levels of the participating refugee childreméhavioral, cognitive, and relational
school engagement in the U.S.; and, 3) The expesgeaf school staff who are new to
working with refugee students and the strategieg émployed to promote school

engagement and academic achievement.



CHAPTER TWO: METHODOLOGY

Analytic and Theoretical Frameworks

The construct of engagement (Fredricks et al., 2@fd the theory of segmented
assimilation (Portes & Rumbaut, 2006; Portes & ZH®93) provide useful analytic
tools for understanding the academic outcomesfofee students. The engagement
literature focuses on the multidimensional andraxtgve relationship between students
and their school environment, thus allowing for @erobust exploration of children’s
experiences than would be possible with a focushaddren or schools alone. The theory
of segmented assimilation draws on years of engpidata to demonstrate the
relationship between immigrant and refugee faniiliesnan capital, their context of
reception, and children’s academic outcomes. @haysis is embedded within an
interactive case study approach because caseshalttiev the opportunity to consider the
complex nature of teaching and learning withinal liée context (Yin, 2003) through a
focus on “the richness of singular experiences’d@y 1995, p. 178). An interpretive
approach emphasizes how people make sense oéxpariences, both individually and

within their social environment (Heck, 2006).

Research Setting
The students who participated in this study attdr@eant Elementary, a
suburban elementary school in the Mountain Wedhduhe 2011-2012 school year.

Grant is a medium-sized Title | school with morartt80 percent of the student
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population eligible for the federal Free or Redutadch Program. The majority was
white® and 19 percent were identified as English Languageners. The school began
its ELL program in the fall of 2008 in responseértoreased district enrollment of
international refugee students. Refugee studeigmated from Africa, Asia, Eastern
Europe, the Middle East, and represented 19 diffdemiguages. School staff were
predominately white and female, had an average gfars of experience, and 55
percent held a Master’s Degree. | selected Gaarthfs study because it had a history of
high academic standards and its refugee populatencomprised of students of diverse

national, ethnic, and linguistic origins.

Consent Process and Participant Characteristics

Families

After receiving authorization from both the schddtrict research committee and
the university’s Internal Review Board, potentialcipants were contacted via flyers
distributed to select students in the school’s Eldssroom. The ELL teacher knew that
some families had suffered extreme trauma prioesettlement. We thus agreed that
these families would not be included in the inwtaal process out of concern that
participation might trigger memories of past trauntraaddition, because there were so
many languages represented at the school and rermgee parents were not literate in

their native language, flyers were only given tadsints in upper elementary who spoke

® Demographic data were requested from the schetiaibut provided data were incomplete. It was
thus not possible to report disaggregated studeefethnicity information.
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English well enough to understand that they weredomvited to participate in a study

that hoped to learn how to help refugee studentgealbin school. (See Appendix A.)

A translator contacted via telephone any parent igsponded affirmatively to
the flyer® The translator explained the study in the pasemdtive language and asked if
they were still interested in participating. (Skee telephone script in Appendix B.) If
the parent confirmed interest, interviews were daled at a time and place that

accommodated the schedule of the parent, the &tansénd the researcher.

Six parents agreed to participate in the studyns€ot forms were translated into
each family’s native language but four of the saxgmts were not literate. Because of
this, translators helped verbally guide the pardmtsugh the consent process. (See the
English version of the consent form in Appendix Cgpplied for several grants to help
cover costs associated with translation, interpicetaand family gifts but was
unsuccessful and thus covered expenses mysedivel gach parent a $25 gift certificate
from a popular grocery store as a gesture of apgires. Three parents were male and
three were female. Four households included batarjis and two were headed by
single parents. One family arrived from Iraq, émen a refugee camp in Nepal, one
from a refugee camp in Thailand, and three frorageé camps in Tanzania. The
families had lived in the United States for betwéemand 5 years at the time of the

study.

® Central school district staff were very helpfulatating interpreters/translators. It was releiyv
easy to find an interpreter/translator for Arabitwas more difficult to find individuals for the
languages of Karen, Nepali, Kirundi, and Swahilfany initial contacts were verbally fluent but
not able to translate the consent forms in wrisogt took quite some time to get translated
consent forms for the interviews.
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English language assessment scores indicate trstahtine participating
students possessed good verbal English skills @md asked to sign a more informal
version of the parental consent form. (See theestuassent form in Appendix D.) Bina,
a fifth grader from Nepal, was asked if she woikd Lis to use an interpreter for the
interviews as her assessments indicated high omaprehension but lower speaking
skills. She initially declined but, after comptegithe final interview, asked to do the
interviews again with a translator. Bina was muoare reserved with the translator
present and provided less detail than during oer@mone interviews but her answers
were generally the same. In appreciation for ttieie, students were asked to choose
two items from a selection of snack bars, fruitcolored pencils before each interview.

Two sixth-grade girls, three fifth-grade girls, amak fifth-grade boy participated.

School Staff

The ELL teacher was a key participant and facéatontacts with both students
and staff. At a staff meeting, she explained tinppse of the study, asked whether there
were any concerns regarding observations in faodest classrooms (there were not),
and let people know | would be requesting interngewll of the focal students’ teachers
consented to participate in the study. One tedobeame seriously ill, however, was
subsequently away from school for an extended gexidime and thus not able to

participate in interviews.

| asked additional staff to participate based adifigs from field visits. In all,
interviews included building-level administrativa#f, classroom teachers,
paraprofessionals, and ancillary staff. | askezhesiaff member to sign a consent form

prior to the interview and offered a $5 gift cardrf a nearby coffee shop. (See
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Appendix E for the staff consent form.) Ten staéfre interviewed, all were white, and

eight were female.

Data Sources

Data sources included verbatim transcriptions obrged interviews;

observations of focal students in classrooms asdladol events; and documents such as
e-mails, school flyers, and photos. Field dataevemilected between January and July of
2012. Data are also included from two small IRBraped pilot studies that took place
during each of the two prior school yeafite interviews were semi-structured and
guestions were largely drawn from the Longitudinamigrant Student Adaptation

(LISA) study (Suérez-Orozco et al., 2008). Thelview questions for the LISA study
were developed with immigrant and refugee poputati@lthough from different cultural
and linguistic backgrounds than the students mshidy, and for staff at their schools.
The questions addressed work, language and schga{periences, school engagement,
and future aspirations, as well as staff perspeston and experiences working with
refugee students (see Appendices F through I.) od)lsemi-structured interview
transcripts allowed for consistency across intevgiand opportunities for new concepts

to arise.

Each parent participated in one interview lastiegeen 35 and 58 minutes.
Each student participated in two to three intergeBome students were quite chatty
while others were a bit shy so some student inrdgrsiwere long and others were short.
Each lasted between 8 and 50 minutes and theawtalint of time for each student
interview ranged from 21 to 80 minutes. Givenhistory of trauma among refugee

groups, | minimized follow-up and probing questiavith both parents and students.
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The ELL teacher participated in two formal intewgelasting a total of one hour but also
occasionally shared insights during observatiddther staff participated in one
interview, each lasting between 25 to 51 minut&s.additional district ELL teacher who

had worked with focal students also participated brief, 15 minute interview. In all,
participant interviews totaled 14.6 hours.

Observations were spread out over each focal stsdgiade level classes, their
ELL classes, and other school events, as well @mssacays of the week and times of the
day. Students at this school rotate frequentlwben grade-level classes, supplementary
programs, school activities, and for ELLs, Englistnguage class. Sixth graders in
particular attended a number of field trips, inahgdto the local university, to job
shadows, and social events such as ski schoolvarelaway from class more often than
5" graders. The number of observation hours per ftcalent thus ranged from a low of
ten hours for the'®graders to a high of 16 for some of tifegsaders. The total number
of observation hours totaled 43.75. | trackedvad]or fieldwork activities in fieldwork

logs (see Appendices J through M.)

Student performance data from a statewide readisgsament, disaggregated by
NCLB reporting categories, were requested fromstieol district multiple times but |

did not receive complete files.

Data Analysis
Drawing on the work of Miles and Huberman (1994jrdfted a Contact
Summary Sheet (CSS) after observations and intesvés a form of first-run data

analysis. The CSS supported my efforts to idemifyn issues or themes that arose
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during the contact, summarization of informatioattaddressed target question(s),
notation of anything that seemed especially sabernituminating, and identification of
any missing information or items that need follopi-uU then transcribed interviews and

observations, adding clarifying thoughts, initiasights, and questions that arose. |
identified these aReflective Remark&RR).

| imported transcripts into Nvivo 9 for further dysis. For student and parent
data, | created two lists of general pre-structwades (Miles & Huberman, 1994). The
first list integrated interview questions and mdjuemes from the literature on immigrant
adaptation. The second list integrated interviessgions with major themes from the
literature on student engagement. These inigtd kllowed me to explicitly connect data
and literature to the study purpose but were irgdrtd be revised in response to both

field data and continual review of the literatuBm@dan & Biklen, 1998).

Once | had coded all the student and parent dated Nvivo’'sFramework
Matrix feature to created thematically clustered matribies & Huberman, 1994)
organized by case and theme. The framework mallows for the capture of all data
coded for a case, e.®d/alik, Bina, So Minat a particular theme, e.garents’ prior
education, Student school prjatc. |then exported the matrix into MSWord aefined
the summaries to create a student account. laisadilar process for the cross-case
analysis but drew from the synthesized studentwatdsdo create the framework matrix,
rather than the raw data, condensing the data suesreven further. | then compared
these condensed summaries across students, nintifgyisies and differences for the
final cross-case summary. For school staff, Irditlbegin with a pre-structured code list

but developed a coding framework by first searchimmgugh transcripts to identify
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elements relevant to the study purpose, i.e., cpdimg, and then through re-reading the
data, grouped related codes, and established themeanalytic coding (Merriam,

2009).

| refined, deleted, or added to codes and codaitiefis over the course of the
study, with a focus on ensuring saturation, intecoasistency, and external divergence
(Toma, 2006). | used memos to document questlatsarose during coding or to clarify
ideas, to make connections between fieldwork eyéetsveen fieldwork and literature,
and between various pieces of literature (Miles 8berman, 1994). | also reviewed
evolving coding frameworks at regular intervalshamy thesis Chair and tracked

significant methodological decisions that arosenfitbis process in a methodological log.

Credibility and Confirmability

| used several common procedures to maximize aiegiof the analysis in this
study. | paid attention to my role as a researaleeognizing that it is impossible to
conduct any aspect of research except from sonm¢ pbview (Peshkin, 2000) and that
one’s own circumstances, experiences, and valtesot with the research setting in
important ways (Maxwell, 1996; Peshkin, 1988). efstion to the expectations and
identifications one brings to a study, the relagltps with study participants, field
experiences that felt more and less positive, agtdnces in which one might be inclined
to act beyond what was strictly required allowsrésearcher to be aware of their own

subjectivity and how it may influence the investiga.

In order to identify important aspects of my owmpenential context, | drew from
Maxwell’s (1996) guidance on questions to conspér to study outset and responded

in an initial memo. My experience as a first gatien college student and my
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recognition that earning a college degree has altbmve opportunities that | would not
have otherwise had informed my interest in higlostigraduation. | am keenly aware
that educational experiences in grades K-12 céerredpen or close doors to
postsecondary opportunity. Over the course ofifierk, | paid attention to my
relationship with participants and my reaction§ie@ experiences, summarizing these in

a synthetic memo.

To further promote credibility and confirmabilityestablished an audit trail
through creation of a field journal to documentsh activities on-site; a
methodological log to document major research dis; questions, and issues as arose
in the field and during analysis; a log of liten&tueviewed over the course of the study,
including databases and key words used; and a syymohdata selection/collection
activities, including note of which piece of daga lto other explorations (Creswell &
Miller, 2000; Heck, 2006). My committee Chair wasimportant resource for
debriefing as the study progressed. | also trilatgd data across individuals and
settings, using a range of methods in order tomize systematic bias, and solicited
feedback from key staff as to whether the overabants seemed realistic and accurate

(Merriam, 2009).

Limitations
The ELL teacher and | deliberately limited the gpant sample process in two
ways. First, we did not invite families that dmeewto have suffered extreme trauma.
The study involved some questions about pre-migmatixperiences and, while those
guestions seemed fairly simple, we did not wamiso traumatizing families further.

Second, given that there were so many languagesseted at the school and many
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refugee parents lacked native language literaejtational flyers were given only to
students who spoke English well enough to undeddtiaat they were being invited to
participate in this study. Interpreters did folleny with parents in their native language
and the families that did elect to participate esent a range of pre-migration and
settlement experiences, but these sampling desisiod the fact that families
volunteered to participate means that their expegs may be different from other

refugees in important ways.

In addition, the sections on pre-migration experéninclude some detail
provided by families but also include general infation from the literature. Overall,
peer-reviewed literature on access to health, eduned, and vocational supports in the
camps was very limited, particularly for the Greakes region of Africa. This
information is included in the case studies to me\a broad general context of the types
of circumstances families likely faced, rather tlaagetailed account of each student’s

personal experience.

Also, the interview questions were originally deypgd with students from
Central America and China so may be less culturalgvant to my study (Suéarez-
Orozco et al., 2008). Some of the students, fangte, needed additional explanation of
the questions that asked them to rate statemerdd._deert scale and on what it would
mean to have a good life. | also relied on trapstato communicate with parents and

they varied in their level of dual-language fluency

The amount of time | spent observing each studetite classroom ranged from
10 to 16 hours. My narratives thus represent argpapshot of their experiences over

the course of the school year. More time woulshéeded in each classroom and with
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each student in order to achieve greater certéiattyobserved behaviors and practices
were common. The limited time spent with eachatticiiso precluded exploration of
each student’s sense of competence and intrindiwation, important components of
student engagement (NRC/IM, 2004). Finally, | wessllikely to ask follow-up or
probing questions with refugee participants thath staff, given their past experiences,
and this may mean that | failed to understand ingmbraspects of their stories. More
time would need to be spent with students’ familgesstablish the rapport necessary for

deeper questioning.
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CHAPTER THREE: CONNECTING PRE- AND POST-MIGRATIONXPERIENCES

This chapter presents a case summary for eacle @ixtstudents who
participated in this study and then presents asetase analysis. Given the importance
of the interaction between human capital and conityiweception (Haller et al., 2011,
Portes & Rivas, 2011; Portes & Rumbaut, 2006; Bast&@hou, 1993), a general
comprehension of these students’ pre-migration eepees is important for
understanding the work that lies ahead for themfanthe school staff supporting them.
| explore the circumstances that led to each fasdisplacement, focusing on access to
basic health and educational infrastructures, fanty with English, opportunities to
develop occupational skills, and exposure to viodenThese sections include both detail
provided by families and general information frdme titerature. Peer-reviewed
literature on access to life in the camps is lichité have included this information in
order to provide general context rather than aileetaccount of each student’s personal
experience. |then move to the mode of each fasiihgorporation into their new
community, paying special attention to communitgggarts, parental employment,
language development and use, school engagemerfitane aspirations. | have

presented student and parent interviews verbatithput corrections to language.
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Malik

Context of Exit

Iraq

In fifth grade at the time of this study, Malik,rigarents, and her two younger
brothers arrived from Iraq during the summer of @d&presenting just a few of the 1.7
million Iragis who left their homes as refugeed ear (UNHCR, 2011). Malik was a
year old in 2003, the year that the U.S. occupdtiegan (Sanger & Burns, 2003). That
invasion marked the second major military confiather mother, Aasima, originally
from Kuwait. Aasima’s older brother moved the fnto Iraq when she was 15 during
what she called the “Kuwait-lrag War.” She did m@int to leave Kuwait and, although
she eventually married and started a family in,Isdg never liked living there and never
considered herself Iragi. Sectarian violence esedlacross the country during 2006,
following the bombing of an important Shiite shringhe central Iraqi city of Samarra
(United Nations News Centre, 2006). Militias arghth squads ramped-up
indiscriminate targeting of civilians and soughtlieplace people living in mixed Sunni-

Shi'a communities.

Malik talked about conflict in Iraq and shared amoey of someone setting fire
to the house of a family friend. “They almost didmake,” she explained, “Almost the

house fell on them.” She also talked about pahspecting people’s homes:

But sometimes the police come, like, they don’thapolice car like we
do here. They come and they check your housesiibiave a gun or
something. We don’t have so they check everythiragst time, they took
a people, they were sleeping, and they took the dod then saw a gun
there. So they took them to jail ‘cause they thimdy might kill people.
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But they don’t. So they took them to jail and a#iewvhile they took them
out.

By the time Malik’s family left their home countrgnany Iragis had experienced air
bombardments, rocket attacks, intimidation andgsareent by militias, forced
conscription, blackmail, kidnapping, rape, tortuethe loss of someone close to them

due to death or disappearance (Ghareeb, Ranardiuhji; 2008; Webster, 2011).

Health

Iraq’s medical system produced some of the regibe& doctors and public
health indicators during the 1970s and early 1980bsmreeb et al., 2008). However, the
combined impact of the Iran-lraq War, the FirstiGAMar, economic sanctions, and the
Second Gulf War severely damaged the country’sigtifuctures for electricity
generation and distribution, sanitation systemsyelsas educational institutions, and
health care facilities (UNESCO, 2003). By the timalik and her family left in 2010, 40
percent of primary health care clinics lacked ptigsis; rates of communicable disease
were high; average life expectancy declined; matenortality and mortality for
children under five increased; immunization rataschildren dropped significantly; and
the country witnessed a steady increase in the auoflpeople learning to live with

conflict-related injuries (Webster, 2011).

Work

Malik said her father initially worked for one afg's state utilities but the family
later opened a bakery. They sold decorated cakegjes, and other sweets, as well as
fireworks. After the bakery, her father found & jo what she called “that American

place” and worked with computers. The family undant a year-long application and
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interview process for refugee status, eventuallyimg they would receive asylum in the
U.S. They sold their home, went to Baghdad tosets, and prepared to leave, only to
be told that a mix-up meant they would not be goifpe family had to look for a new

place to live and spent another year sorting aeit tiesettlement application.

Education

As with healthcare, the Iraqi educational systehleen considered one of the
best in the region but the cumulative effects ofsnaand economic sanctions left
significant numbers of schools impacted by both biogs and falling student
enrollments (Ghareeb et al., 2008). The educdtsystem lacked a sufficient number of
school buildings and many were damaged and neegaa (UNESCO, 2003). Schools
faced acute shortages of desks, chalkboards, dieatk, and other foundational learning
materials. Qualified teachers left the educatian@ebecause of low wages. Despite the
chaos, Malik was able to consistently attend schuolugh third grade, learned how to

read and write in Arabic, had some exposure toiEimghnd earned top marks.

Malik's mother did not like her daughter's schaelscribing it as dirty and
crowded, with four children sharing a desk, and $laat teachers pressured children to
buy lunch from the school rather than bring a luffoln home. Malik, however, enjoyed
school and described an environment and routinestbald sound familiar to many
American children. Students sat at desks andetheher stood at the front of the class,
posting lessons on a chalkboard. Students westdeutor recess and lunch. She studied
many of the same subjects as American studenwltthiough she said they did not have
physical education or science, and also had speesdes on Iraqgi culture. One major

difference was segregation of students by genBeys and girls learned in separate



24

classrooms and the girls received instruction dmgn female teachers while boys

received instruction for both male and female tessh

Mode of Incorporation

Resettlement agencies have placed more than 100dfi@efugees in the U.S.
over the past 30 years but more than half arrimgdst the past five years (ORR,
2013aj. Iraqi refugees currently live in most of thes@tes, with the largest numbers in
California, Michigan, and Texas. Fewer than 1,0@0e resettled in the state in which
this study took place and, as with the nationaddrenearly half were placed within the
past five years. Malik's family arrived most rettg@mmong study participants and was
the only family that had not lived in a refugee gapnior to U.S. resettlement. Perhaps
because she had been in this country for a faidytgeriod of time, she shared more

information than the other students about herahékperiences.

Malik explained that two staff from one of the lboefugee resettlement agencies
met her family at the airport. They took the famd an apartment, which Malik
described as "really dirty,” and she and her mothleaned the apartment while one of the
agency staff took her father to a hilalarket to buy food. Her father eventually found a
better apartment, one with an on-site communityerethat offers after-school activities
for children who live in the complex. The centecludes a small computer lab that

students can use for their homework and that adahause to practice their English. A

" Arrival data for all refugee groups drawn fromlesbreceived from the Office of Refugee
Resettlement for the years of 1983 through 20XRating arrivals by country of origin and state
of initial resettlement.

8 Halal foods do not include pork or pork byprodutisod or blood byproducts, or meat from animals
that were not raised and slaughtered accordinglamic tradition.
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teacher comes three days a week to help with homkeaval set up science and art

projects but he also leaves time open for commderes and the occasional pizza party.

Malik has attended two schools since arriving i thS. When asked about
Grant Elementary, she said she really likes thelwesi and stuffed animals placed in the
lobby and halls and, "That they have playgrouriéle,you know there’s games there you
can play, jump roping.” She enjoys having différezachers for different subjects.
Geology is her favorite subject so far and she @afhg enjoys the hands-on science

activities:

We have to investigate about the rocks. Wherdéndgp tome from and
how do they look? | like how my teacher, like,fda things. Like, we
had to make, um, um, hot air balloons. And we toaeach of us had to
bring a pumpkin and then spread, um, take outébdsand clean
it....and then the teacher cooked it, and a cooipiee students. And so
they brought it to the school and we all shared it.

She also said she likes the teachers at Grant bethaey are nice, explaining, "Here, if
you do something not right the teachers will hedp.y..in my old [American] school, a

couple of them were, like, mean..."

Malik's parents raised her to dress accordingaditional Muslim understandings
of modesty, or hijab, so she covers her hair ared ct wear short sleeve shirts, short
skirts, or form-fitting clothes. Although her mettprefers that her daughter does not
wear pants, she permits Malik to wear them on acnasMalik's mother strongly
believes that boys and girls should be educatearatgly and especially dislikes co-ed
P.E. She worries about negative cultural influsraed, if her children misbehave, she
threatens to keep them home from school as a fopar@shment. Malik’s mother feels

uncertain about letting her daughter participat€iant Elementary’s new July summer
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school program because of the afternoon co-edagornal component but eventually

agreed to let her attend the morning academic@essi

Malik is an eager student but did not always emjdyool here. At her first school
in the U.S., she was one of only a few girls tomregb. Other Iragi students who chose
to dress in a more western style teased her focdreservative clothing. Her mother said
it got to the point that Malik did not like going school. Malik said things changed
when she transferred to Grant because more studesgsed like her, "When | came to
Grant Elementary, | saw a lot of Arabic people.dAmnlot of people were wearing hijab

like me and so | became friends with them."

School Engagement

Malik always received high marks in Iraq and graaesalso very important to
her in the U.S. For example, one day her ELL teagave the students a quick
assignment in which she asked them to write outi® where first, andthenof a short
story they read in class. Malik started scribbliignt away, stopped at about a quarter of
a page and asked her teacher to check what sherhith. Later, after everyone
finished, Malik asked, "Can you tell us everybodgsre?" A few days later, as her ELL
teacher described an activity for practicing hovidentify parts of speech, Malik asked,

“Do we get points?"”

In both her homeroom and ELL classes, Malik is ty@ngaged. In her
homeroom class, she participates in activitiesrbalire exchanging facts with her
neighbor, using hand signals to indicate agreemedisagreement with a statement,
reciting a portion of the Declaration of Indepencksrworking on a display board for an

upcoming learning fair, or working quietly at hesstt. She also sometimes volunteers to
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present her work in front of the class. In her Ellass, she is often the first to respond
when her teacher asks questions and she volurniteszad out loud. She verbally
summarizes main ideas from class activities, brumgsonnections between classroom

conversations and things from her own life, andsdsk clarification about major points.

Both Malik and her mom say she is able to turn ostof her school assignments
and her homework on time. Both her homeroom teamhe her ELL teacher keep
classroom logs for Malik to track her work and gheesponsible for completing work
for different subjects each day. Her mother shall&kes to do her homework and Malik
said she spends about one hour on homework evgryQfee sometimes attends Grant
Elementary’s after-school program on Wednesdagnadwork club staffed by students
from the local university as part of their serviearning requirement. She does not
participate in traditionally defined extra-curriaulactivities but signed-up for a school
job in which she helps one of the first grade teasltheck students’ homework. She is
rarely absent and said she missed school only @niveice, either due to illness or in

observance of a Muslim holiday.

Her relationships with peers and school staff @megally positive. With her
peers, she offers to bring other students up tedspdien they miss out on part of an
assignment, tracks down materials for group prejeatd is friendly to new refugee
students. She is confident about her academic tuatrless so when it comes to art. She
looks to her friends Viviana and Dhakirah for hedph class assignments that involve

drawing. Malik also turns to her friend Viviana if she nedadp with homework.

Her homeroom teacher established a group of stwadmteers who help their

peers with assignments and, although Malik seemBdamt that these students are a
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source of assistance, in the one instance | obdgetive "volunteer" was less than helpful.
The class worked on vocabulary and broke into gsoufhe teacher asked a student,
Kylie, to go over the vocabulary with Malik and Vawna and answer any questions while
the teacher worked with other students. Viviand Mialik walked to the table at the
back of the classroom and started looking at tleabolary list. Kylie walked over and,
without saying anything to the other two girlsr&td reading the words off the list.
Viviana replied, “We already know how to read therdls but...” Kylie ignored her and
kept on reading. Then she asked, “What are yokimgion?” Kylie did not give them
much of a chance to respond before she said, “Agdiny.” Viviana and Malik said,
“Okay,” and Kylie walked away. This interactiorgwever, did not typify the peer-to-

peer interactions in this classroom.

Her relationships with staff are also positive &alik said she feels that teachers
at her school care about her future. In this reisphe specifically mentioned the
school's career information programs and infornmatiee school provides about what to
expect in junior high. She said that she's leametk English at this school than at her
prior U.S. school and attributed this to staff vére nicer, speak more slowly, and help
her with her reading. She also attributed her owpd English to having more of an
opportunity to talk in class. Malik also feels stam talk with adults at school about
troubles she may have, noting a video the schaatsglor showed to her class about
bullying and the subsequent class discussion aheutportance of talking to a trusted

adult, counselor, or teacher, about problems.

Her positive school relationships are most evideiter small ELL class. Here,

she shares facts about her family, life in Iraql asks her teacher questions about non-
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academic topics such as the school’s annual seokasm, as highlighted in the opening
vignette. The conversation that followed shows tea teacher was able to draw on the
high level of trust that had been created in tiagsioom environment to extend a

guestion about the scoliosis exam into a discussidine human skeleton.

Language and Literacy

Iragi refugees generally arrive with higher level®ducation and some
familiarity with English (ORR, 2013b). Both of Mils parents read and write in their
native Arabic. Her father is bilingual in Engliahd Arabic and found work as an
interpreter, a position that locally pays aboutevihe minimum wage and thus keeps the
family out of poverty. Malik can speak, read, awite in Arabic well, even if she
sometimes forgets certain words. She learned §mghsh at school in Iraq but did not
understand much when she first came to the U.®.d8&cribed her first day at school by
saying, "Like, when | went to my, um, the first ech the first day there was a boy
speaking to me and | was just like this [she gityery straight, very still, and with wide

eyes.] |didn’'t even understand what he’s speaking

Malik’'s English language assessment scores idenéfyas reading, writing, and
understanding spoken English at a beginner levie$fpeaking English at an advanced-
beginner level. She said she typically uses Engligh her friends and with the older of
her two brothers, a third-grader. She sometinasstates for Arabic-speaking guests
who visit the school and she often translates éorfive-year-old brother who is still
learning English. Her mother does not speak Ehglied does not have an opportunity to
interact with native speakers outside of the ocradidoctor’s appointment. When

speaking with her mother, Malik sometimes forgetsds in Arabic so her father
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translates for them or Malik uses their computérabic-English dictionary. Her mother
would love for Malik to have an opportunity to laakrabic at school, in addition to
English. Everyone at Malik's house reads, eithétnglish or in Arabic. Malik reads for
school assignments and she reads about thirty esmeér week just for fun, bringing
leveled readers home from her classroom or somstgomg to the library with her

family.

Aspirations

Malik’s mother views education as important for Haughter’s future but does
not know what it will take for Malik to reach heogs, explaining, “I have no idea about
the education here.” Her mother feels that thetfeat English is not Malik’s native
language could be an obstacle. She also worrastiucating boys and girls in the same
classroom could lead to future problems. Most irtgpuly, she wants her children to be

good people and lead a good life. Speaking thraumgimterpreter, she explained:

If I teach them good way, to use a good way, thaglra in the future they
have everything good with them. They have no oisl | have seen a
lot of families here, some families have kids, thaye job, they have
kids, they go to school but sometimes they haveahool, they just
wander around on street. Yeah, they have a Iptaiflems with the
police, with something like that.

Despite her mother’s worries, Malik seems to hawernalized her messages on the
importance of good character. To be successfillarunited States, Malik said one
should, "Like, be responsible. Show respect. &selkt." She said school helps her be
successful because teachers and the principaittikstudents about treating people

with respect. Malik shared a story of the printigaming to talk to her class about a boy
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at their school who was being bullied on Faceboukabout students who were passing

mean notes around in class.

She thinks she would like to work in medicine. Sfants to, "Like, go to college
and start looking for a job. So, I can help myitsih A friend of her mother's had a
baby a few months ago and they went to the hogpitakit. Malik found the people
who came in to check on the baby very interestimdjtaought she might like to do that
kind of work. She also thought she might like &éoaébfamily doctor or a medical
translator. Through Grant’s career counseling g she visited the junior high and
high school she will attend and learned about tiralver of years of college she will

need in order to pursue her goals.

Linking Context of Exit and Mode of Incorporation—dlik

Malik’s family left a country that experienced ddea of military conflict,
disintegration of basic service infrastructures] amise in sectarian violence in which
militias deliberately attacked civilians. Despités, her parents arrived with important
sources of human capital that they could leveraghey build a new life in the U.S. Her
father’s bilingual skills and computer experiendeveed him to earn enough to move his
family into a better apartment. This not only meiarmproved living conditions but, in an
area with a relatively small Iraqi community to@facademic supports, access to a
community center and homework help for his childréfe is able to help Malik develop
competence both in her native Arabic and in Englishaddition, Malik's mother
completed a basic education in Kuwait and is lteera Arabic. Malik was able to

consistently attend school until she left Iraghind grade. She developed basic literacy
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skills in Arabic, had some exposure to Englishnedrtop marks and generally seems to

have enjoyed school.

In the U.S., her family has had to adjust to caledsrooms but she likes school
and engages overtly in the classroom. She paatespactively in class activities,
completes assignments and homework, and collalsopateluctively with other students.
She reads books in English beyond what is requdiamelder school assignments. This is
likely to support her academic goals as exposupeitt correlates positively to reading
comprehension, this relationship increases asremldet older, and is stronger among

students with lower reading levels (Mol & Bus, 2D11

Although the “help” she and Viviana received fromyli€ suggests that peer
assistance has its limits, Malik identifies heatignships with both peers and teachers as
positive. She turns to school staff for guidanoegaestions that are not strictly
academic, such as the scoliosis exam, how to h&ndigng, and how the U.S.
educational system works. Her mother does notrstaled the educational system in the
U.S. but the career-counseling programs offergaraht gave Malik an idea of what
comes after elementary school and how it linkselodurrent aspirations to work in the
medical field. Still learning how to navigate lifethis country, she and her family will

likely need continued guidance as she works toysuner goals.
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Bina

Context of Exit

Bhutan

Bina was in fifth grade at the time of this stuayahe, her parents, and her five
siblings arrived during the summer of 2009. Binaésents belong to a group of more
than 100,000 ethnic Nepali who fled Bhutan in tadye1990s. The majority descended
from Nepali who settled in the south of Bhutan dgrihe late 18 and early 26
centuries and were granted citizenship in 1958(F®03). Starting in the late 1970s,
the government began implementing policies and iatesnded to promote a cohesive
national cultural identity, out of concern that [dégpolitical movements in neighboring
regions would cross borders (Amnesty Internatioh®92). The Citizenship Acts of
1977 and 1985, the Marriage Act of 1980, and ceessuasenducted beginning in 1988 had
the effect of demoting many Bhutanese Nepali toafrex status categories that did not
confer full citizenship. The government also pdds&vs in 1989 requiring adherence to
the language, dress, and customs of the majoritik Bthnic group, and discontinued

Nepali curriculum and language instruction in sdkoo

During the fall of 1990, large-scale protest masctook place in every district in
southern Bhutan during and, in response, governswdiers began routine raids on
Bhutanese Nepali homes, arrested occupants, addhseh without charge or trial
(Amnesty International, 1992; Hutt, 2003). Manyrg/subjected to severe beatings,
denied food and water, raped, or subjected to dners of torture. Many reported that
they, or their relatives, were only released ohey pledged in writing that they would

leave the country. By the end of the year, govemrofficials announced that any
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Bhutanese Nepali who could not prove residenc@®%8would have to leave the country

(Raynard, 2007)

Nepal

The majority exiled from Bhutan fled to Nepal amaled-up living as refugees in
seven camps in the eastern part of the countryrn&dy 2007). Because most residents
arrived after the initial conflict of the early 1@ with relatively few new arrivals in
subsequent years, the camp population was unigtaye (I0OM, 2008). Refugees
created social ties in the camps, established adatic model for self-governance, and
largely assumed responsibility for running campvisess. Despite their efforts, however,
they largely relied on external assistance to rhasic needs and generally reported a

high level of grief, worry, and stress (SchininaaBna, Gorbacheva, & Mishra, 2011).

Health

Transportation of fresh produce and meats to refugenps is generally both
difficult and costly and rations in the Bhutanesphli camps typically did not contain
enough important micronutrients such as iron, vita@y and riboflavin (Abdalla et al.,
2008). Individuals living in the camps could gremall gardens to supplement rations
and many men were able to travel outside the camp®rk and earn an income (IOM,
2008). However, limited food diversity and frequ#imess contributed to overall poor
nutrition for refugee children and efforts to impeochild health had mixed results
(Bilukha, Howard, Wilkinson, Bamrah, & Husain, 2011n 2010, researchers found that
20 of percent of children aged 6 to 59 months hedcate respiratory infection, 40
percent were anemic, 23 percent were chronicallpoogished (i.e., stunted), and 9

percent were acutely malnourished (i.e., wasting).
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In addition, between 30 and 60 percent of Bhutahegmli resettled in the U.S.
were found to suffer vitamin B12 deficiency, a dielated deficiency that is rare in this
country and can result in permanent neurologiclds (United States Department of
Health and Human Services, 2013). Bhutanese-Negfaljees, however, were
considered to have greater access to quality haattreducational services than was
common in most refugee situations (Crisp et al0130 The arriving health status of Bina
and her family may thus have been better thanahthiose arriving from other refugee

contexts.

Work

Prior to exile from Bhutan, the majority of camideents made their living as
farmers, although some worked as civil servanggogernment officials (Raynard, 2007).
In the camps, some reported working as teachecgl sworkers, tailors, or weavers and
some were able to work outside the camps (IOM, R08&a’s father said he worked in
construction as a stone mason. In partnershipWMRCR, camp residents eventually
established vocational training programs in thestmction trades, computer or cell
phone repair, and sandal making but these progdainsot necessarily prepare people

for the higher occupational standards found invifest.

Education

Bhutanese-Nepali refugees placed a high value noatidn at both the individual
and community level and there were a few trainedhers among them who initiated
development of educational programs in the can®(12008). Camp residents largely
came to run the programs themselves and earngulitatien for relatively high

educational standards and strong student acaderiarmance (Crisp et al., 2001).
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Parents built and provided maintenance for clagsssomade out of bamboo and grass,
and each school had a small library. The majaftieachers completed school through
grade 10 or 12 but lacked instructional certifisabe degrees. The system for developing
teacher capacity through in-service training waemsive but teacher turnover was high
as individuals left to pursue higher education eftdr-paying jobs inside Nepal.

Teachers instructed an average of between 60 $bugignts per class. The proportion of
eligible students enrolled in school was high abskeateeism was low. Children began
school at age five or six, attended for about Fieers per day Monday thru Friday, with

a half-day on Saturday, and patrticipated in spamtscultural activities. Students went

home each day for lunch.

Children in lower grades typically sat on mats lo@ ground and teachers used an
easel-mounted blackboard at the front of the atesar(Crisp et al., 2001). Students
learned both English and Nepali (Raynard, 200 ®acher training programs encouraged
child-centered instruction but large class sizhsrtages of instructional materials, and
cultural values emphasizing teachers as reveregteaneant that instruction generally
used rote memorization and recitation (IOM, 200Bjna attended school consistently
through third grade, learned to read and write @p&li, and learned some English.

When asked about school at her camp, said thdik&lagesocializing with her friends but
little else. She said she felt this way becausesitihools were dirty and crowded, she did
not like having to sit on the ground, teachers us®goral punishment, and elephants

occasionally ran through the camps and sent evergoattering.

Mode of Incorporation
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Bhutanese Nepali refugees began arriving in theedribtates in 2008 (ORR,
2013a). Just over 60,000 arrived by the end oR2@ith half arriving between 2010 and
2012. They have been resettled in 38 states hitlyteatest number in New York and
Georgia, and roughly 1,200 settled in the statgliith this study took place. Bhutanese
Nepali were so new to this community that locatindual-language interpreter for the
family interview took several months. This leave® to wonder of the challenges faced
by non-English speaking Bhutanese Nepali refugedstaff at resettlement agencies,

schools, and health care organizations.

During the family interview, Rohit seemed to feelyisolated and worried about
his ability to properly care for his family. Neg@hhe nor his wife had been able to
complete a basic formal education, neither isdiein their native Nepali, and neither
speaks English. Rohit studied English for four therafter arriving in the U.S. but
became too ill to continue attending. The familially received five months of
assistance from the refugee resettlement agenaphéienefits ended and he and his
wife needed to find work. She found a full-timé jand he found a part-time position at
a local grocery store. He said he had been ursgalgre a full-time position due to his

limited English.

Explaining through an interpreter, Rohit said hews just a few words in
English, "Very simple things like come, go, gettthaHe worries about what he will do
if he loses his job, “If somebody fire him, he do®&now where to go. He doesn’t

speak anything...So, if they fire him, he say he diddmve anything to do, anywhere to
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go.” He knew of other Bhutanese Nepali families thaeieed guidance from
community volunteers but his family had not hadessco a volunteer and he felt

overwhelmed by what he did not know. The intemgaretplained:

He needs help because he doesn’t read, how tosiaddr Even though
he doesn’t read the sign, where to go. So, h&bs right now, like
paralyzed. So, he doesn’t know where is mall ahdrevis downtown.
All those things. And he doesn’'t know how to spebke goes
somewhere. He doesn’'t know. So scary insidelestc

Childcare needs also created limitations. Allisfdix children were under 18 and he
was told that he cannot leave them at home al@hés meant he had to go straight home
after work to watch the children so his wife cobklat her job by 2:00. Although his
daughter's school offers a weekend English prodoaparents, he works on Saturdays

and cannot attend.

Rohit describes Bina as an average student, bdtleal and in the U.S., and
said she rarely misses school. He would really it her to be at the top of her class but
he is very happy with how much she is learning.téfls her to do her homework but,
since he cannot read or write in English, he dat&mow whether she does it. He is
unsure whether she submits her assignments oratiché@e does not know whether

anyone at school helps her with homework.

Bina attended a different school when she firsteémthe U.S. and transferred to
Grant Elementary during the 2011-2012 school yjaat,after fall parent-teacher

conferences. School staff conducted home visigs the summer and interpreters

° Interpreters are typically expected to translate the first-person. The Nepali interpreter who
facilitated the interview with Bina’s father usduktthird-person. Grammatical errors have not
been corrected.
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assisted at the fall parent-teacher conferencedbuaause of the timing of her transfer,
Bina’s parents did not participate in these evants had not yet met any of her teachers.
Her father was anxious to talk to someone abouabademic progress but did not know
how to do so because of his limited English. Tdreify moved again during the school
year so Bina no longer lives within Grant’s bounesr Bina’s ELL teacher explained
that the district busses Bina to Grant so she icashfher &' grade year at one school but
she will need to attend her neighborhood school pear. This means that Bina will

attend three schools in three years.

School Engagement

Bina’s interview responses and classroom obsemagaggest neither high nor
low engagement with school. She is typically vgumyet but could make herself heard
when the occasion called for it. For example agsinate brought birthday cupcakes to
share one day and she very clearly and audiblyimetknow that she preferred chocolate
to vanilla. She was bolder when you talked todrex-on-one, reading aloud off my
interview script, asking me questions, telling rhe did not mind missing music class

but did not want to miss P.E., and even invitingtmaer uncle’s upcoming wedding.

Although she said she did not really like schodhia refugee camp in Nepal, she
said she did like school at Grant. Her favoritbjeats are English and math and she said
she liked her teachers. When asked what she déikedt math, she responded, “All of
it.” When asked what she liked about her teactsrs replied, “They teach English.”
Bina also enjoys science and singled-out a redass project in which students made a

model of a cell out of modeling clay. The clasated a lot of new science-specific
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vocabulary that day, e.g., mitochondria, cytoplasta, When | asked her what she

thought about the lesson, she replied, “Okay. déisy to learn that.”

In class, Bina’s responses were typically brieie Seemed most likely to answer
guestions during math and this may have been bedtwss one of her favorite subjects.
She seemed to follow class discussions but rameiyributed to them unless supported
by a teacher. In the following example, Bina’s Bielacher asked her to share the results
of a short classroom writing assignment. All thiees students presented their stories
and she was the last one. They all sat at the &fothe room and Bina sat next to the

teacher.

When her teacher asked if she was ready, she samkgolitely replied, "No."
Her teacher laughed and gently said, "It's timgdo Tell us what you have." Viviana
interrupted at this point with a question aboutrgia and the teacher replied that they
will wait until after Bina had her turn to make tpesentation. She asked Bina, "Do you
want me to help? Okay, so let's say it from héest of all..." There was a pause and
then Bina began to read but spoke very, very sdfily softly for others to hear. The
teacher initially repeated what Bina said so thatdther students could understand her.
“Okay, this story is about her friend.” Bina spdg@ain very softly. “The store...”
There was a long pause. Although a capable reBde,was too shy to continue. The

teacher offered to read for her:

Okay, do you want me to read it? First we go todtore. There's lots of
things. We went to the ice cream store. Then weide cream, ice
cream made from milk. We don't need to pay becenysemom buys ice
cream for us. Then we go home.
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When she finished, Bina’s classmates applaudeaguttiey had for each of the other

students after they presented.

She was not unfriendly to her peers but generapt ko herself in the classroom.
She would choose to sit alone when given the ogtamork with other students but did
not resist when approached by another studenoltaborative work. She said she felt
she could count on people at school, includinghtees; staff, other students, and school
volunteers like Grandma Mandy. She volunteerdatittg Nepali food from home for a
class celebration and volunteered for helper dEs/such as passing out napkins during

snack time.

Bina said she was generally able to finish her vaor#t turn in most assignments
on time. Her teachers and her friend, Megan, hlp class assignments and with
checkinghomework but she does not have anyone at schanktet help hedo her
homework. Bina generally could not attend the beefw after-school homework help
programs set up by staff due to conflicts with sbkool bus schedule. When asked how
much time she spent on homework each day she def8eme homework is long and
some homework is short.” She is not planning terat the summer English program

because she will be visiting family in a nearbyesta

Language and Literacy

Bina’s English assessment scores indicate thatelagiing skills are stronger than
her skills in other language areas. She is aittieemediate stage of language
development in reading, meaning that errors magidrinnderstanding, and at the
advanced-beginning stage in listening comprehereiawriting, meaning that frequent

errors do inhibit understanding. She is still wogkon basic skills in spoken English.
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She speaks both Nepali and English on a regulas.b&he said she uses Nepali
at home, speaks both English and Nepali with hendis, and speaks mostly English at
school. She no longer reads or writes in Nepalhen asked whether their children have
access to reading materials in their native langubgth parents laugh. The interpreter
explains for the father, “Only English. He doesdte if she read Nepali or whatever.”
Later he added, “He wants his daughter perfectiEmgpeaking. He doesn’'t want her to
be like him. Everything good with English languadeke, he is waiting to get high

school for her so if somebody asks him questiandaughter can explain everything.”

Bina said that neither her parents nor any of iverdiblings read for pleasure.
As for her, she said, “| don’t read anything. lyoread my homework and do my
homework and go to play.” Grant Elementary doegleschool library and each of her
teachers established classroom libraries but Birthtbat she never checks out books and
seemed to be under the impression that studenteaedlowed to bring books home.
Follow-up with school staff indicates that studests able to take books home but may
not be able to if they are using a particular bfwsla research project. It was not clear

whether Bina understood this distinction.

Aspirations

For Rohit, being successful in life means “doing@d He sees school as
important for Bina’s future in the United Statesdese it is there that she will learn
English. He sees his role as trying to make duedraproves her English skills. As for
Bina, being successful in the U.S. means gettirmgiggwades, going to college, and
becoming a doctor—any kind of doctor. She leatheough Grant Elementary’s career

education program that she will need to study ssgieand go to college for eight years to
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do so. She is striving to improve her English kndws that she will need to get good

grades in order to pursue her career goal.

Linking Context of Exit and Mode of Incorporation—ra

Bina’s family arrived from camps with a fairly stalpopulation, in which
residents organized and ran most programs, anchvafiered better services than is
typical for refugees. Her parents, however, limsdnarginalized exiles for more than
twenty years in circumstances that compromisedineald offered few opportunities to
develop their human capital. Upon arrival in th&JRohit experienced health issues
that prevented him from attending initial Englisinguage classes. Rohit’s current job
offers just part-time hours and he feels he willfimed a better position without improved
language skills. His work schedule and the farsilshildcare needs currently make that
very difficult. He views education as very impattéo Bina’s future and encourages her

to do well in school but feels constrained in Hdigy to help.

Bina was able attend school consistently in thegeé camp in Nepal. She
learned to read and write in Nepali and had exgoguEnglish. In the U.S., she engages
less overtly in class activities than her classmatehe is generally quiet, typically
prefers to work on her own, and does not partieipaextracurricular activities. Her
reserve in the classroom might be a result of paisemperament or of cultural
differences. However, while she is shy about megdioud in class, she is bolder during
math lessons, unfazed by challenging science véaabhand much more talkative one-

on-one.

Resettlement certainly brought significant chargeBina, as it did for all the

students in this study. In school in the Nepdligee camp, she was accustomed to
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much larger classes, greater instructional useavhamization and recitation, and teacher
use of corporal punishment. She is adjustingféoiti a new country and learning
academic content in a new language. She relissloool-day relationships to get help
with homework, as family members are unable to ®eoncrete assistance and she
generally cannot attend Grant’s out-of-school tpnagrams. Her experiences highlight
the interactive, dynamic nature of engagement hadignificant link between positive

school relationships and student learning.

It is unclear whether Bina’s confusion about bnmggiibrary books home limits
her independent reading. Greater amounts of rgadirrespond positively to reading
comprehension (Mol & Bus, 2011) and, while goodiieg skills do not guarantee
academic success (Snow, Porche, Tabors, & Haf@)2she has a tremendous amount
of work to do to catch up to native speakers oflshgGersten et al., 2007). She and
her family have set high aspirations and she naedsss to a wide range of rich language
experiences to support her literacy developmeng@atu& Shanahan, 2006; August &
Shanahan, 2010; Lesaux & Geva, 2006). Havingedirwith little in the way of human
capital, a short duration of assistance from tketttement agency, and facing significant
social isolation, Bina’s parents are working taftheir footing largely on their own.
These factors make school-based staff and progeapecially important as the family

works to successfully adapt to life in their newnrounity.
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So Min

Context of Exit

Burma

So Min was in fifth grade when his family particigd in this study. His family
are ethnic Karen from Burmisand came to the U.S. five years ago from the Mae L
refugee camp in Thailand. Mae La was the largedtoddest of nine camps along the
Burma-Thailand border and home to roughly 40,080gees when So Min and his
family were resettled in 2007 (UNHCR, 2007a). Tdwmiea represents one of the world’s
most protracted refugee situations with some ressdéving in the camps for more than

25 years (Barron et al., 2007).

Burma fell into civil war shortly after gaining iegendence from Britain in 1948
and the Karen are one of several minority ethnougs that fought a decades-long
insurgency against a violently oppressive goverrr(erossette, 1985; Mydans, 1996).
The country came under military rule in 1962 arfteraa significant defeat of Karen
fighters in 1984 and a crackdown on large-scaléegts in 1988, large numbers of Karen
started crossing into Thailand to escape governmditary offensives against minority
groups (Barron et al., 2007; Huguet & Punpuing,30Burma began a transition to
civilian government in 2011 (Fuller & Landler, 20Myers & Mydans, 2012) but rights
violations continued and decades of military canffiave resulted in more than two
million people fleeing to neighboring countries {téd Nations News Centre, 2013; U.S.

Department of State, 2011a, 2011b). Documentedrgovent abuses of human rights

19 Burma is also referred to as Myanmar.
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include military attacks on ethnic minorities, fedcrelocation, forced labor, indefinite
detention without charges, incommunicado detentraprisonment in life-threatening
conditions, human trafficking, recruitment of chddldiers, systematic rape, torture, and

extrajudicial killings (Mydans, 2003; U.S. Departmef State, 2011b).

Thailand

Thailand has hosted nearly three million refugees the past three decades
(UNHCR, 2007a) and, when large numbers began fie®urma in the mid-1980s, the
country already housed hundreds of thousands ofeets from Cambodia, Vietnam, and
Laos (Erlanger, 1990). The Thai government presktive U.N. not to acknowledge
arrivals from Burma as refugees or to provide aiolried that doing so would draw even
greater numbers across the border. Officials exadiytallowed establishment of camps
in designated areas but the response to individt@ts Burma has hardened over time
(Barron et al., 2007). The official stance isusfhced by the large numbers of people
who have crossed Thailand’s western border, atfagkbe Burmese military against
refugee camps inside Thailand, an attack by radjicalps on the Burmese Embassy and
a Thai hospital, and Thailand’s own financial amditical interests inside Burma

(Huguet & Punpuing, 2005; Mydans, 1997; New York&s, 1995).

As a result, since 1984, Thai officials have aléety allowed those fleeing
Burma to cross into Thailand or barred their eriggpred them once they entered the
country or jailed and deported them as illegal ignants, allowed establishment of
camps within designated areas, offered refugeasstatthose living in the camps but not
to those living in Thailand outside the camps, fiered them money to return to Burma

and never come back to Thailand, a form of coerthanviolates international principles
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(Brees, 2008; Erlanger, 1990; Mydans, 1997). Hmailis not a signatory to either the
1951 United Nations Convention on Refugees or 86 Protocol, is thus not obligated
to provide assistance, and officially classifiegla®-seekers from Burma as illegal
immigrants (Lang, 2002). The United States Coneeifor Refugees and Immigrants
estimates that approximately 361,000 people froomBuresided in Thailand during
2008 (United States Committee for Refugees and grants, 2009). Ethnic Karen
accounted for roughly 161,000 and nearly one-tliwel outside the formal refugee

settlements.

After fleeing Burma, many Karen refugees built regiBom bamboo and thatch
in forested and mountainous areas along the ThtaBamma border (Barron et al., 2007).
They quickly organized themselves into committéed imnanage day-to-day affairs. As
the period of exile lengthened, they also establistommittees to address needs in the
areas of health, justice, social welfare, educaama to manage relations both with the
Thai government and with international donors whavjzled daily essentials such as
food (UNHCR, 2008b). The Thai government consaoédaefugee settlements during
the mid-1990s, in response to attacks by the Buemmebtary on several camps within
Thailand (Moonieinda, 2011; New York Times, 19983 aby 2001, had suspended

official admittance to all camps (Huguet & Punpyi2g05).

Health

Camp residents could access basic services butierped high rates of
infectious disease, which were exacerbated by ownting and limited waste disposal
options (UNHCR, 2008b). Food rations provided fitginational donors met short-term

nutritional needs but did not offer the balancest deeded for long-term subsistence
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(Banjong et al., 2003). Many could grow their ovagetables and raise chickens or pigs
but limited space existed for such endeavors astticBons on movement outside the
camps made it difficult for refugees to supplentbeir diets by foraging in nearby
forests (Brees, 2008; Moonieinda, 2011). Individud Mae La with a source of income

were able to supplement rations at small shopsmiltie camp.

Overall, however, researchers found that refugebtaa La camp were unable to
sufficiently supplement food rations to avoid minutrient deficiencies. There was thus
a high prevalence of low weight and stunting amamitdren (Banjong et al., 2003).
Thirty-four percent of children under age five werederweight, 36 percent were
chronically malnourished (i.e., stunted), and Tpat were acutely malnourished (i.e.,
wasting). Forty-two percent of children aged 3 @owere underweight, 62 percent were

stunted, and two percent were wasting.

The protracted nature of the conflict in Burma aestrictions set by the Thai
government resulted in a progression for camp eassdfrom general self-reliance for
food and shelter to full dependence on the intewnat community, with some self-
management of camp programs (Benner, Muangsoolkjaré&ondorp, & Townsend,
2008). The traumatic conditions that triggereghtito Thailand, long-term camp
confinement, restrictions in both daily activitiesd future opportunities, and issues of
protection within the camps combined to severalgistindividual and community
mental health. The camps themselves have beernlmsbas generally safe
(Moonieinda, 2011) but rates of domestic violenmaeased over time, as did reports of
sexual abuse and exploitation of refugees by huiaydam workers inside the camps

(UNHCR, 2008b).
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Work

Relatively few job opportunities existed within ttefugee settlements and those

seeking work often had to venture beyond camp baes| even though it was
technically prohibited (Brees, 2008). This tenulmgal status left refugees vulnerable to
employers unwilling to pay minimum wage; demandsbidgbes from Thai police, border
patrol, and other government officials; and, “betlegained, robbed, and sometimes
raped by Thai police or soldiers if caught” (Moanda, 2011). So Min’s father did not
disclose whether he sought work outside the car§pgaking through an interpreter, he
said that he was a weaver but that he had no whdanwhe family lived at Mae La, “We
were poor. We were poor. Kids come home, theytwado something but can’t do

nothing. In the refugee camp, we have no work.”

Education

Schools in Karen regions of Burma had been chrdyicsaderfunded since the
military takeover in 1962 and the regime closecepehdently run schools when it
defeated Karen nationalists in the mid-1980s (Baatoal., 2007). The majority of early
refugees originated from rural areas of Burma, viengely preliterate, and many
maintained a centuries-old way of life. Large nensbof educated urbanites joined the
refugee ranks when the Burmese military expandecoihtrol of Karen-dominated areas
in 1995. Karen refugees thus arrived at the campailand from diverse educational
backgrounds but, collectively, placed a high valneeducation and revered teachers

highly (Moonieinda, 2011).

Camp residents established and developed the cdngatonal system over time

and began with programs at the primary and secgreeagls (Oh, Rattanasamakkee,



50

Sukhikhachornphrai, & Ochalumthan, 2010). Thegraidded programs in vocational
training, adult education, and higher educatioarti€ipation in elementary education
was universal but dropped off to roughly 20 peradrihe secondary level as refugee
youth encountered learning difficulties, marriecadslescents, and/or needed to help
their families. Teachers faced chronic materiarttges and schools experienced a high

rate of teacher turnover as a result of low sadaaied third-country resettlement.

So Min’s father, Eh Mahn, received little formaluedtion, is not literate in
Karen, and does not speak, read, or write Engli¢d said that children living in Mae La
learned Karen, Burmese, English, and Thai, amohgratore subjects. One of So Min’s
older brothers described camp schools as crowdg, ldcking basic materials such as
pencils, and thus as difficult learning environngen$o Min was only six when he left
the camp but had already been in school for theaesy He did not remember much
about school except going home for lunch and teac$e of corporal punishment if

students forgot something or misbehaved.

Mode of Incorporation

More than 75,000 refugees were resettled in théedr#tates from Burma, with
small numbers arriving between 2004 and 2006 aadnidyority arriving from 2007
forward (ORR, 2013a). The greatest numbers wesettted in Texas and Indiana with
fewer than 1,000 placed in the state in which shisly took place. As with the
Bhutanese-Nepali, the Karen were very new to thimsraunity and it took several

months to locate a dual-language interpreter ferfamily interview.

So Min arrived in 2007 with his mother, father, mptéather, two brothers, and his

sister. His parents found work in local restawsar§o Min entered first grade upon
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arriving in the U.S. and attended three differatosls before coming to Grant
Elementary for third grade. He said he reallydik&rant because sometimes students at
his other schools would “say bad words.” He waritiés parents would not let him hang
out with kids who used that kind of language arat thould leave him without friends to
play with. He felt more comfortable at Grant bexguThey know me.” He added, “I'm

most nervous asking people, 'Can | be your friendf®n't really do that.”

School Engagement

Eh Mahn described his son as a good student, botie aefugee camp in
Thailand and here in the U.S. Generally quietass he answers questions or
contributes comments more often in his smaller Eldss than in his larger homeroom
class. The few comments he does make suggesinks thitically about the ideas being
discussed. In one example, the students in hisdthds were talking about a lesson on
native peoples of the Pacific Northwest. So Mifunteered, “They doesn't believe in
Christians. They believe in the spirit.” In a aegte lesson on forces of nature, So Min
made a connection between what he had learned ableanos in his homeroom class
and what he learned in his ELL class, “Do you knowirs. J's class in science, um, they

were, you know, um, black stuff. They say it wamf lava.”

So Min rarely misses school and his interactiorth weers and teachers are
generally positive. He and Immanuel are the oolystin his ELL class so they typically
worked together. The two of them could be quitatigh(in English) and often needed
direction from their teacher to get back on tra8la Min earned a reputation for strong
drawing skills and often helps Immanuel with dragvprojects. He likes sports and

participates in both track and basketball, althokiglsaid he does not like it when
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students get too competitive, “Kids fighting oveufs..Basketball. They say, ‘You're

out. You're not supposed to..." Like that.”

Friends provide a source of moral support and &adhelp him both with his
school work and with correcting any mistakes onhlasework He is not always able to
finish an assignment before it is due but his teegkive him extra time, "Yeah, but it's
okay. Sometimes | get all my work done. And nmacteer sometime let me have a break

and then | get all my stuff done and I turn it itnd then | give back on time."

As for homework, So Min said, “I struggle a lotWhen asked whether he had
somebody who could help him he replied, “Uh, myally my grandpa. He showed me
a lot of division stuff.” He added, “Sometimes $i@ot at home and then | have to figure
it out myself but I just do it. And then, if | g#twrong, then | come back at school and
then | fix it with my teacher.” He sometimes atterHomework Club in the morning
before school or Grant Elementary Tigers in therafton, but is not able to when he
takes the bus as it either arrives too late ordedwo early. He said he does not have a

friend at school who can help him do his homework.

Language and Literacy

So Min’s English language assessment scores iedstainger speaking and
writing skills than oral comprehension and readskijs. He can communicate in a
variety of complex contexts when speaking and mgitind any errors that he does make
do not usually interfere with understanding. Hatian intermediate stage of
development for oral comprehension and readingghvitieans that errors still

sometimes impede meaning.



53

He speaks with his parents in Karen. He doesla@ys understand some of the
nuances in their speech, particularly when theybareg silly or goofy, and he cannot
remember how to read or write in Karen. His ef@t mastery of Karen may be
complicated by the fact that his parents speakdifferent Karen dialects. The majority
of Karen in Thai refugee camps speaks Sgaw Karagn@&d, 2007). His father speaks
Pwo Karen and does not understand Sgaw Karen twidhdialects are dissimilar enough
in pronunciation that they can be mutually uningéle. His mother speaks both Pwo

and Sgaw Karen.

He sometimes translates for a Karen refugee studdrs homeroom who arrived
late in the school year but he uses English wishbnothers and friends and at school.
The family goes to church on Sundays, bringing imto contact with the wider Karen
community and giving him a chance to speak Kareh whurch friends. His sister is
deaf so the two of them communicate through Amar8gn Language. In terms of
reading, his mother and grandfather are literatesmmetimes read for fun but So Min

does not, saying that he reads about 15 minutay éod homework only.

Aspirations

Eh Mahn said he can do more for his family in thetét States than in the
refugee camp because he can work, earn his ownynane thus buy things that his
children need. He is very happy with the educatii@t his son receives and just wants
So Min to go to school, get a good job, and growaibe a good person. He feels that
So Min’s ability to go get an education will enabien to do more than he himself has
been able to do and is happy about that. To S IMimg successful and having a good

life in the U.S. means learning how to read anakenglish, being a good student, and
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trying to be respectful. Last year, So Min wartiethe a scientist but this year he thinks
he would really like to be a mechanic. He devetbastrong interest in race cars last
summer but he and his father do not yet know whrat &f schooling he would need to

work with cars in the future.

Linking Context of Exit and Mode of Incorporation-e-Min

As Karen from Burma, So Min’s family representsesinnic group that fought for
decades against a repressive government that statalty targeted minorities with
violence and a wide range of human rights abu€sge in Thailand, refugees saw
regular population inflows for nearly twenty yearsil the Thai government suspended
formal admittance in 2001. Those living in the gantargely organized and managed
day-to-day affairs but inadequate nutrition andrdMing conditions compromised
health. Relatively few occupational opportunitassted. So Min and his siblings were
able to attend school consistently and studied iKarel English, among other subjects,
but he left Thailand before he was able to estalalistrong foundation in his native

language.
At the time of this study, the family had livedthreir resettlement community for

five years. Both parents found work despite verytéd English skills. Eh Man’s
training as a traditional weaver does not enabtetbicompete in a knowledge-based
labor market and he is working in a low-skill, lawage job. He is nevertheless glad to
leave behind the imposed unemployment of the refugenp and to be able to provide
for his family. He and his wife draw on the addegport of So Min’s grandfather and

the family connects to the area’s small Karen comitguhrough church.
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So Min’s engagement with school is not always imiaiedy apparent. He is
generally quiet in the classroom but he does ocnadly contribute thoughtfully to class
discussions, participates in extracurricular spansl feels that he can get practical
support from teachers and peers. He strugglesheitmework, however, does not have
regular access to academic assistance outsidd@blsand is not generally able to
attend Grant’s before or after school programss telachers give him extra time to
complete his assignments and help him during sdmaals to correct mistakes and
answer questions. Given that teachers in Thalesed corporal punishment and camp
residents sometimes faced exploitation by humaaitavorkers and Thai police/military,

he may have needed extra time to learn to trugehishers at school.

So Min does not read beyond school requirementthgetelationship between
exposure to print and reading comprehension isgast among students with lower
reading levels (Mol & Bus, 2011). Researcherstefdcy development for language-
minority students note that English Language Leairi@ave to learn with enormous
efficiency if they are to catch up to their mongliral English classmates” (Lesaux &
Geva, 2006, p. 53). So Min is likely to have torkveven harder because he lacks first
language literacy (Riches & Genesee, 2006). Hismia encourage him to work hard in
school and his father sees education as a soufaéuoé opportunity yet his homework
struggles and his family’s unfamiliarity with how prepare for postsecondary education

highlight the importance of the guidance offereatigh programs at Grant elementary.
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Viviana

Context of Exit

Burundi

A fifth grader when she participated in this studiyiana, came to the U.S. five
years ago from a refugee camp in Tanzania withrtegher, Rosine, and three of her
siblings. Rosine was originally from Burundi whj@long with Rwanda, was a German
colony between 1895 to 1916 and then a Belgianmgalmtil 1962 (African Union,
2000). After independence in 1962, both countigserienced decades of violent power
struggles among factions of ruling elites as welirmense communal violence between

the majority Hutu and minority Tutsi ethnic groups.

Rosine fled Burundi during a period in 1972 whenrdsponse to attacks by Hutu
insurgents in which several thousand Tutsi andmb®u of moderate Hutu were killed,
the Tutsi-dominated government retaliated agalmsentire Hutu population
(Lemarchand, 1996; New York Times, 1973b). Cieihants and educated Hutu became
special targets, including university and secondahool students, and estimates of the
numbers killed range from 100,000 to 300,000 (AdnidJnion, 2000). The people of
Burundi experienced seven waves of mass killingaéen achieving independence in
1962 and the 1994 genocide in neighboring Rwantighlewiolence that Rosine fled in
1972 has been called, “one of the worst atrocitiesfrica in the post-colonial era”

(African Union, 2000, p. 19).
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Rwanda

Rosine arrived in Rwanda around the time a militaoyp installed a Hutu-led
dictatorship (African Union, 2000; New York Time&€f73a). Ethnic violence subsided
for roughly the next 17 years but the new regims meg@ressive and Burundian refugees
had little access to land in a country with a l&y@ericultural economy (International
Crisis Group, 1999). Life in Rwanda became moffcdit with the 1990 October
invasion by Tutsi exiles who called themselvesReandan Patriotic Front (RPF). The
invasion, plus the assassination of neighboringiBdi’s first democratically elected
Hutu president, allowed militant Hutu within Rwantdeverage historical animosities to
their own ends and the country collapsed into ewal (Lemarchand, 1996; New York
Times, 1993a, 1993b). By 1993, 1.3 million peopére displaced, fleeing either
government massacres of Tutsi and communal angi-pogroms or anti-Hutu violence
on the part of the RPF (Lorch, 1994a). When tlam@lof the Rwandan and Burundian
presidents was shot down on return from peace talRpril of 1994, radical Hutu within
Rwanda increased the violence and began a camfma@iiminate all Tutsi within the

country (Fisher, 2000; Lorch, 1994c).

Mass killings occurred in places where people sotefage, including churches
and schools, and a “substantial number” of teactietsother school staff either
facilitated or participated in attacks on Tutsidgnts (African Union, 2000, p. 118).
There were many cases of school staff refusinpéiter students, reporting them to
militia who then killed them in front of other stewts, or killing students themselves.
Women and girls, both Tutsi and Hutu, were esplycialinerable and rape was

commonplace. Tutsi were specifically targetedbiatal sexual assault. In a little more
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than 100 days, 800,000 people, mostly Tutsi, wessldand thousands more had been
raped, tortured, or maimed. More than two millp@ople, mostly Hutu, had been
displaced representing, “the greatest mass fligpeople in modern times” (New York

Times, 1994a, p. A18).

Tanzania

Tanzania has for decades been a major refugedee theeing government
repression, wars, insurgencies, and ethnic violemtiee Great Lakes Region (Chaulia,
2003; Loescher & Milner, 2005). Many of Africa'sfugees during the 1960s and 1970s
were products of independence struggles and Taazavieloped a reputation for
generous refugee policies (Crisp, 2010). ConflictRwanda and Burundi, however, led
to the rapid influx of hundreds of thousands inemZania during 1994, with the small,
remote town of Ngara receiving more than 250,08@gees in just 25 hours (Lorch,
1994b, 1994c; New York Times, 1994a). More thad,360 additional Rwandans
crossed the Tanzanian border that year and, cochlite the massive numbers arriving
from Burundi, brought Tanzania’s refugee populatmnearly 900,000 during 1994

(UNHCR, 2013).

This change in the speed and scale of the refuggs occurred during a period
in which the Tanzanian economy was declining, Wasenor nations were cutting back
on aid, and militias began using refugee campsasdfor raids into neighboring
countries (Crisp, 2010). The Tanzanian governraadtinternational aid agencies were
overwhelmed by the sheer numbers coming out of Reamd the refugee camps that
were established were not always safe (Lorch, 1994lnitu politicians, soldiers, militia,

and regular citizens who committed atrocities dyitime genocide formed part of the
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massive exodus and former leaders reestablish@tcaloAnd military structures in the
camps as part of efforts to win back power in Rvearidn unparalled development in the

annals of refugee flight" (Bonner, 1996, p. 7; UNRI997).

They continued anti-Tutsi violence within the canbps also created a general
climate of fear and insecurity through theft of aidcks, disruption of food distribution,
intimidation, rape, and murder (African Union, 2Q0@onditions were initially so
unstable that aid workers in some camps were diovety Hutu militia (New York
Times, 1994b). Camp security remained such aemgd that, by 1996, the United
Nations supported efforts by the Tanzanian govenmaeforcibly repatriate Rwandan
refugees, a move that contrasted starkly to tharorgtion’s long history of opposition to
coercive return (Bonner, 1996). Tanzanian soldaeis police pushed hundreds of
thousands of Rwandan and Burundian refugees baoksathe border during 1996, 1999,

and 2001 (Chaulia, 2003; McKinley, 1996; UNHCR, 2D1

Tens of thousands of Rwandan refugees remainedrinahia, however, as well
as hundreds of thousands from Burundi, the DRC,avtdique, Somalia, and other
African countries (UNHCR, 2013). Rosine’s two ddtlehildren would have been
toddlers during this time. Rosine did not say whsamps she lived in while in Tanzania,
nor did she say whether she was classified as aaéameor Burundian refugee. It is thus
not possible to know exactly the opportunities ahé her children had to access health,
vocational, and educational supports. Also, thesigtent mass migrations that
characterized the conflicts in this region and iéfdy Tanzanian officials to repatriate
some refugees suggest that there were significgnilation movements within the

camps. Some reports, however, do offer insightstime level of access Rwandan,
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Burundian, and Congolese refugees had to servitbgwefugee camps in western

Tanzania.

Health

Basic services existed in all camps in Western &aiz although some refugees
reported that some staff seemed to expect bribesgRt al., 2005). Burundian and
Rwandan refugees in two camps reported greatesatodealthcare in the camps than
in their home countries but said they experiencederproblems with gastric issues,
malnutrition, childhood ilinesses, and mental Healthey also reported that
overcrowding, a monotonous diet, poor housing, @neerty made it difficult to stay
healthy. Refugees experienced food shortages lhasvehortages of non-food items
such as blankets, clothes, cooking utensils, aastiplsheeting, with the latter making it
difficult to keep tropical rains out of living quars. A separate study of camps for
Burundian and Congolese refugees found that, wilegees received distributions of
corn meal, cooking oil, and beans, some older cdnighowed clinical signs of protein
malnutrition (Beltran, Cherrett, Hobdell, FrederR&bison, 2006). A third study of a
camp for Burundian refugees found that childrenenarhigh risk of anemia, due to
malaria infection and hookworm infestation, as veslidiet-related iron deficiency

(Tomashek, Woodruff, Gotway, Bloland, & Mbaruku (040.

Work

Rosine said she worked as a farmer. Residentsnoé €amps could supplement
rations by either selling their labor, selling hemdfts such as baskets or wood carvings,
or sometimes women sold crops they had grown ot pfoés (Beltran et al., 2006). A

very small minority of refugees could access vaxrai training programs in the areas of
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tailoring, carpentry, typing, embroidery, bicyclekmg and repair, shoe making and
repair, or baking. Refugees in at least one staggrted, however, that banditry within
the camps led to general insecurity and that begtrictions on refugee movement and
violence against women outside the camps madengalkie camps both difficult and

dangerous (Rutta et al., 2005).

Education

Rosine had not been able to attend school, doegadtor write in her native
Kirundi, and had no exposure to English prior taval in the U.S. Viviana was born in
Tanzania and did go to school in the refugee caalfgugh she was young at
resettlement and only attended preschool and kyadem before arrival. She
remembered that she wore a school uniform andribtiction was in French, which
was difficult because her native language was Kiruiier older sister remembered a lot
of fighting, even among teachers. Speaking thrauglirundi interpreter, Rosine
explained her children’s prior schooling this walhere, in Africa, it was hard for them.
They go from home to school and sometimes the #gctirere's no peace. Sometimes,
when there's no peace, even the kids, they cdolt stuff.” She added, “In Africa, some
kids, because of the war, and they don't have dntiugat, when there is a problem, like

war and whatever, they just quit the school ang phst do whatever they want.”

Each camp in Western Tanzania gradually developestiacation system
(Katunzi & Ndalichako, 2004). Many Burundian pasewho lived through the mass
killings of educated Hutu resisted sending theildcbn to school (Skonhoft, 2000). Yet
refugees in western Tanzania came from a rangdunfa¢éional and professional

backgrounds and former teachers and other eduadtéts helped to either organize or
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provide educational services (Crisp et al., 2000g9achers received low wages, with pre-
school teachers receiving no payment at all, aachter attrition was quite high. Camps
were differentially affected by shortages but shideyenerally reported insufficient texts
and exercise books and teachers reported insuffinigmbers of classrooms, teachers’
offices, latrines, and water facilities. Desphiede shortages, most camps had libraries

and one camp even had a computer room with feedbas®net access.

Children were more likely to have access to pringycation than education at
the secondary level (Beltran et al., 2006; Crisplet2001). Student teacher ratios were
high, ranging from 48:1 to 111:1 but student atéereed was also generally high (Katunzi
& Ndalichako, 2004). Students were required tespasl-of-course exams in order to
move on to the next grade and many were held bBc&pout rates became an issue as
students got older, particularly for girls. Poyameant that children sometimes needed
to work to supplement family income, children diot have clothes suitable to wear to
school, or access to soap so they could keep cleéamirls reached puberty, their
responsibilities at home often increased, anddblk of soap and sanitary materials kept
them from going out in public during menstruatidfood ration cuts at some camps
meant students often went hungry (New York Tim@&98) and some students had
trouble concentrating due to past trauma, continagtébility in the camps, and fears of

forced repatriation.

Context of Settlement

Fewer than 11,000 Burundian refugees had beertlegset the United States as
of the end of 2012, with most arriving in 2007 (ORR13a). The majority was placed

in Texas and Arizona, with just a few hundred résetn this state. As was the case
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with the prior two families, it took several montiaslocate an interpreter literate in

Kirundi who could help with the family interview.

When Viviana and her family arrived during the suenmof 2007, they were
“adopted” by a community volunteer, Stacy who couéid to offer concrete assistance at
the time of this study. For example, the familgenetly moved to a new apartment across
town so Viviana no longer lives in the neighborhsedved by Grant Elementary. In
order for her to be able to finish her fifth grager at Grant, her older brother drives her
to school in the morning and Stacy drives her hontee afternoon. Viviana describes

Stacy as “my helper.”

Rosine eventually found work as a housekeepetatah hotel and recently
started attending English classes two days per weekgh a program offered at a
Catholic church near her house. When asked howslelunderstands English, she said
through an interpreter, "Some | understand and dqus don't.” She said that reading

is hard and she is now trying to learn to write lighg

The family still struggles with the violence theyperienced in Africa. A teacher
who sometimes picks Viviana up at home for clubnés@oticed one day that one of her
brothers was still asleep in the early afternoS8he asked Viviana if he felt unwell.
Viviana shared that her brother suffered from bderdreams for which he received
medication. She told the teacher, “I have badrdeglut not like Enrique. My dreams

don’t keep me from learning.”
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School Engagement

Rosine describes Viviana as a motivated studeptaayng, “She likes school.
She used to read books ‘til 11 pm.” Interviews alagsroom observations suggest that
Viviana is academically engaged, a very activerlegrand has positive relationships
with both peers and staff. Shyer in her larger éom class than in her ELL class, she
still participates in class activities, whetheismag her hand to answer a question, using
hand signals to indicate agreement or disagreemiéme statement, or collaborating
with other students on assignments. She and ileadfMalik sometimes help their
seatmate, a new Karen refugee who spoke almoshglisg, figure out how to do the
assignments. Her teacher occasionally leaveiatline at the end of the day during
which students can talk about things they are drbg&idoing and Viviana is comfortable

enough during these times to share upcoming faewiénts.

She seems to really enjoy her ELL class and is knimwprotest when it is time to
leave. She participates in most class discussamssyering questions or making
comments, even when this calls for using unfamdiachallenging words. She makes
connections between lessons in her ELL class dmaf otasses or in her personal life. In
the following example, Viviana tried to connectgorinformation to a lesson in her ELL

class about an explorer who traveled across thamicea small boat:

Mrs. S: So look at the picture there. That is where heisg the whole time, in that
little square, little rectangular...

Viviana: At least he has a bed.
Mrs. S: He has a bed. He has a pillow.
Viviana: That's a pillow? | thought that was a bag. | Vdosieep on that.

Mrs. S: He measures the water temperature with a spechl [One of the students asks
what a cabin is.] What's a cabin? A cabin is@set-in area where people live.
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Viviana: Don't they have woods?

Mrs. S: Pardon me? A cabin in the woods?

Viviana: Yeah.

Mrs. S: They also call the sleeping area of a boat a cabin

Viviana: Yeah, but isn’'t a cabin, how are they sayingatsnfy, well this one is, but,
like, the one at the woods when it has snow, doésgo, like there’s holes in
the wood, doesn't it go inside?...| read a stosaf thad that.

Both Viviana and her mother said she is able toygest of her assignments
submitted on time but Viviana said she is oftenatdé to finish homework without help.
Stacy, the family’s community volunteer, sometirhe$ps her with her school work but
is not always available. Viviana and Malik, the gitroduced in the first case study,
sometimes work together on homework but Viviand sae usually does the work by
herself. When asked what she does when unabieisb her work, she responded, “I

just bring it back to school and then Mrs. J helpsvith it.”

When asked what she likes best about Grant Elemerstze replied, "You have
friends. Um, you get to learn a lot of new thigsl you have different teachers.” She
finds it easy to make friends here, explaining,djfte just ask you, 'Do you want to be
my friend?"” In a separate interview, her motheared her feelings on her children’s

schooling here in the US:

Here it's good because the government providertiresportation for kids
and they offer food for them at school. And, thest, teachers [are] good
here...Here the teacher, they provide enough edurctdidhe kids.... the
kids, they have everything. 1 like that. And hdrkke the way the
teacher help the kids because they know all the kibu know, people
are different. There's kids, when they learn thiegerstand easily and for
other kids it's hard for them. Maybe they needa&kielp. The teacher,
it's their job, if they know kids, it's not easy feer to understand, they just
help them to understand. They have extra helpeas¢hool.
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She has no recommendations for the school or #ohées, “No, | think the teachers,
they know themselves what to do. The only thinghHappy to see my daughter go to

school and that's it. Going to school and havimgugh education. That's good for me.”

Language and Literacy

Viviana’'s English language assessment scores réaidglstrong skills in

listening comprehension, reading, and writing. Bla&kes some errors but those errors
typically do not hinder understanding. She is EwBpetent with spoken English,
making frequent mistakes that can interfere witlanmeg. She understands and speaks
her native Kirundi very well but does not read oitavit. This is perhaps not surprising
given that her mother did not have the opportutatsttend school in Africa and does not
read or write Kirundi, and the formal schooling Mina received in the Tanzanian camps
was in French. She said she uses Kirundi at hortieher family, although Rosine said
her daughter was more likely to use English withdielings. Viviana's nephew, her

sister’s toddler, only knows English.

As for reading, Viviana said that she and her lehall enjoy reading for fun
and that she probably reads beyond school requireimearound two hours per week.
Right now she really like€harlotte’s WelandLittle House on the Prairie Rosine said
that Viviana used to go to the library but theraaslibrary near their new apartment so

her daughter just reads books that she brings immeschool.
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Aspirations
As for her aspirations for Viviana, Rosine viewellieation as a way to avoid the
kind of hard, physical work that she herself has ttado. Speaking through an

interpreter, she said:

Yeah, | think school is good because if, like, nayighter goes to school
and has success in her education it will be easlgdoto get a better job.
And it will be a job she can be, it won't be likard work, use your
energy.

For Viviana, being successful in life means goingallege. If she had a cousin come to
the US, she would tell him that doing well in schisdkey because it helps you with,
“learning things in life you're going to have toadevith.” She thinks she would like to
be a doctor and, while she knows she will needttogollege to do so, she and her
mother are unclear as to the coursework she waltine high school or how long she will

need to complete a medical degree.

Linking Context of Exit and Mode of Incorporation-iiana

Viviana’s mother, Rosine, lived through some of wast atrocities occurring in
Africa in the past fifty years (African Union, 2000She survived the mass killings of
hundreds of thousands of Hutu in Burundi in 197@ e genocide of 800,000 Tutsi in
Rwanda twenty years later. She faced years otumgg, inadequate food and nutrition,
insufficient healthcare, and severe constrainte@mability to attain an education or
work. She arrived in the U.S. as a single parettt four children, knowing no English,
with educational and occupational skills that aftefittle advantage, and at least one

child struggling to deal with past trauma.
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Despite these challenges, and placement in anatteaut a sizable co-ethnic
population to offer assistance, Rosine has livetiénU.S. for five years now and
managed to establish her family in their new comitgurShe found work as a hotel
maid and is the only parent in this study attenditnglish classes. Her efforts to learn
English and her educational aspirations for Vivianaespecially significant in light of
the targeted attacks on educated Hutu that occurrBdrundi and the assaults by school

staff on Tutsi students in Rwanda.

Viviana acquired some schooling in Tanzania butucsion was in French, not
her native Kirundi, and her family was resettlefbbe she developed literacy skills in
any language. ELLs without first language literamyst work harder to develop
competency in a second language (Riches & Gen28686) but Viviana engages overtly
in the classroom. She participates actively itrutdion, completes her assignments, and
collaborating with other students on school taskke describes her relationships with
peers and teachers as positive. She is not alaldggo complete homework on her own
and, although she can turn to Malik, Stacy, anch@&domework programs for help, her
classroom teacher is the most consistently availedsource. She reads quite a bit on her
own and, given the strong relationship betweent gxposure and reading
comprehension (Mol & Bus, 2011), this is likelyhelp her in her academic pursuits.
Her classroom and school libraries are especiadportant as the family no longer lives

near a public library.

Viviana and her mother know that she will needddacollege if she chooses to
pursue a medical career but they need more infeamabout preparing for

postsecondary education. As a sixth-grader attGsae will participate in additional job
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shadowing events, field trips to local colleges] eeceive basic information about the
financial aid process. However, lacking consistatess to homework help and
experience with the American educational systeimy@iebased programs and services

will continue to be important to Viviana.

Celeste

Context of Exit

Burundi

Celeste was in sixth grade when she participatédisnstudy. She, her parents,
and her five siblings came to the U.S. in 2007 feonefugee camp in Tanzania.
Celeste’s father, Nyionzima, was originally fromrBadi and, like Viviana’s mother,
fled during the 1972 mass killings of Hutu civilshy the Tutsi-dominated government.
He fled to what was then Zaire but is now the Dematbc Republic of the Congo (DRC).
Zairians achieved independence from Belgium in 190 following a 1965 military
coup orchestrated by Mobutu Sésé Seko and suppaoytdee U.S. government, found
themselves living under a kleptocratic dictatortfug next three decades (French, 1997,
Hochschild, 2003). Nyionzima earned his livingaaigrmer in Burundi but worked as a
fisherman in Zaire. Burundian refugees in Zaingnid greater opportunities than those
who fled to Rwanda but Mobutu stole billions in palfunds and starved the nation of
roads, electricity, telephone service, health cane, public education (International

Crisis Group, 1999).
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Zaire

The number of Rwandans who flooded into Zaireesponse to the genocide was
even greater than the number that fled to Tanzarih,more than one million people
crossing the border in just 48 hours (New York T8niE994a). They arrived primarily in
the provincial regions of North and South Kivu,reddhe Rwandan and Burundian
borders, and sometimes outnumbered the local populay a factor of three (UNHCR,
1997). The scale of the influx overwhelmed the boad efforts of the government,
French and American army units, and the few huragait organizations present, and a
devastating cholera epidemic soon followed (Newkyfimes, 1994a; Van Damme,

1995).

In addition to finding inadequate food, water, aaditation, those who fled to
Zaire found that Mobutu provided protection and sitmthe génocidaires, just as he had
when they were in power in Rwanda (African Unio@0@). Former leaders, militiamen,
and soldiers intimidated or killed refugees, degdithem of food and medical supplies,
encouraged Zairian officials to take away the land citizenship of local Tutsi and to
oust them from the country, and staged insurgeragasst the now Tutsi-led
governments in Burundi and Rwanda (Crossette, 18984 York Times, 1996). In
response, the Rwandan government supported anngpoisaffected Tutsi in eastern
Zaire and the Mobutu regime began to unravel (Freh®97). Mobutu tried to empty
the camps but “four civil wars were being foughpart or entirely on Zairian soil” by
1996 (African Union, 2000, p. 208). Former Rwanénu leaders fought the Tutsi

Rwandan Patriotic Front (RPF), Radical BurundiatuHaught the Tutsi-led Burundi
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government, the Ugandan government fought two sépaebel groups, and a number of

rebel groups fought Mobutu.

The Democratic Republic of the Congo

Joseph Kabila ousted Mobutu in 1997, largely helpe&wanda and Uganda
(Fisher & Onishi, 2000), and he renamed the couhyDemocratic Republic of the
Congo (the DRC.) Regional tensions continued, iveweand escalated into what would
later be called Africa’s First World War. The wafficially ended via a 2002 peace
accord but several smaller military conflicts caned and by 2003 regional fighting had
generated a death toll larger than any since W@bighlan et al., 2007; Hochschild,
2003). The people living in the country duringstperiod experienced collapse of the
government, massacres of civilians, mass rape, diggscement, food shortages, and

increases in infectious disease (including AIDS Hid) and malnutrition.

Tanzania

Health, Work, Education

Nyionzima and his family fled from the DRC to Tanmin the late 1990s, either
around the time the government expelled 475,000 &aas or shortly thereafter. He did
not say which of the refugee camps they lived inasowith Viviana’'s family, it is
difficult to know what opportunities they had tacass health, vocational, and
educational programs. Given the general conteXimzanian refugee camps, however,
the family likely had access to basic servicessome camp staff may have expected
bribes (Rutta et al., 2005). The family probabtperienced overcrowding, poor

housing, food shortages, monotonous diets, andegles of blankets, clothes, cooking
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utensils, and plastic sheeting. They may haveerwi®gd with malaria, hookworm,

anemia, and/or protein malnutrition (Beltran et 2006; Tomashek et al., 2001).

Opportunities to work and earn an income were Yikeinstrained by their
refugee status and security issues (Rutta et@G05)2ut Nyionzima said he was able to
work as a merchant and trader. Celeste was bdranaania and attended two years of
school before the family arrived in the U.S. Cheld who went to school in the camps
generally experienced shortages of school mataradshigh teacher attrition but may
have had access to a school library. A very smalbrity would have had access to fee-
based internet access (Katunzi & Ndalichako, 20@tudents would have been expected

to pass an exam to move on to the next grade amwticn rates were high.

Speaking through an interpreter, Nyionzima explaithat he never had the
opportunity to attend school himself but tries¢ad and write a little bit in Kirundi. He
described Celeste’s schooling in Tanzania as diffltsecause instruction was in French.
He said, “I knew some kids they spend, like, fieas in school but they don’t speak
well French.” He also said that Celeste did na Bkhool in Tanzania but that, in Africa,

parents could spank their children to get thenotdogschool.

Celeste said that learning in French was diffiemid that she was held back in
first grade because she did not pass the end-obedest. She remembered that running
was the only extra-curricular activity and thatdiears used corporal punishment if a
student made a mistake or misbehaved. She ald¢hsdistudents would go home at
twelve for lunch and then come back after they éateén. Swahili was the national

language in Tanzania so she grew up speaking Swadiilthe Kirundi of her parents.
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Because her parents wanted her to retain thewvenltnguage, an uncle taught Kirundi to

both Celeste and the sister closest to her in figeszhool each day.

Mode of Incorporation

Small numbers of refugees from the DRC began agiin the United States in
1997 with annual increases until terrorist attamkshe World Trade Center on
September 11, 2001. The number of arrivals rendaneey low for several years after
that but began increasing again in 2004. The ntgjof refugees from the DRC were
resettled in Texas with roughly 500 resettled is #tate (ORR, 2013). Nyionzima and
his wife were ill when they came to the U.S. durihg summer of 2007 and chronic

health problems have impacted their ability to gate in their new country:

| didn’t get a chance to go to English school bsedihave been sick
since | come to this country. I've been sick, md any wife, so we didn’t
get a chance to learn English as we supposed té&dd.l don’'t speak
English at all.

Chronic health issues prevented both parents fronking. Nyionzima, however, sees
his children’s education as a route to a good jabtaus as a means of helping family
members back home, “And | wish her to finish thiéege and to just get enough

education and to get a better job and she candoatieg families back in Africa.”

He wanted academic help for his daughters but dikmow where to go to
access the assistance they needed. Their oldagitea, Victoria, graduated from high
school in the U.S. but failed the English placeme@m for the local community
college. Because she failed three times, she waist while before she can take it
again. No longer attending school, she did noel@nnections to someone who could

help her develop her English skills. For Celelligipnzima said:
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| like the way the teachers, they just call uhédre any problems with the
kids. They just call us and [the interpreter] tedlwhat the kids need to
do. And if they have problems, they just try tépghem. The teachers
are good and they just try to tell us, 'Pleaséthelkids to focus on
[school activity.]'

He added, “Everything is good for me because, leafwey do something, they have to

tell me and [I] have to decide.”

Celeste, however, wanted help with her readinge [&lrticipated in the school’'s
program for students reading below grade levelsomdetimes attended the schools’
homework club offered before schobut still reads at a third grade level. Her ELL

teacher described Celeste’s reading skills this way

If you ask her to read a comprehension passagaraswier questions
independently, on her own, she does just fine..téadly about oral
reading, reading fluently...She can do grade levekvbait any
assessment that people give her, they're gonnk that she is much,
much lower than she is. She thinks that, too...8kerjeeds somebody to
spend time reading with her. That's what she ne&ds have had tutors
for her in the past [but] people get busy. | meamer the past few years,
we’ve had a couple of different volunteer tutorgkwwith her, both at
school and outside of school. And it just, uml| tlielough. And the more
[students] that we get, the more need. Just magai that is
hard....And she’s really within the normal range ef¥elopment for
somebody who'’s not literate in her first languagene 8id not have a
dominant first language.

Celeste’s father promoted his daughter’s Engligfuesition as best he could, “My role is
just to remind her every time to read the book&ntmwv English because English is the
key of everything. Because if you know Engliske fithool will be easy for you.” He
was glad that his daughter has had the opporttmigp to school and wanted school staff
to know he appreciated their work, “...everythingytlae for the kids is great job. | like

it and | say thanks. May God bless you.”
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School Engagement

Grant Elementary was the only school Celeste atigmthe U.S. and she rarely
misses school. She described herself as a contsttelent, saying, “Now | know a lot
of stuff. More than | knew in Africa.’She said math was her favorite subject and she
really liked the “fun stuff” they get to do at saipsuch as music, P.E., and going to the
library. Interviews and classroom observationsastitat she engages overtly in school
has positive relationships with both peers and.stafe generally seemed to follow
along with lessons and regularly participated stdssions, whether in her main
classrooms or her ELL classroom. She comfortatugke/on her own or with other

students.

Though her attention sometimes wanes in classs@eie very motivated to
learn, as was apparent during one chaotic les§be.teacher wrote numbers on the
whiteboard and directed students to write on thapers. Not every student had paper so
the teacher stopped to pass out paper. One stddierithave a pencil so the teacher
stopped again to ask whether anyone could lenaheilpéAs the teacher continued, most
students were not following along and several vgetéing up during instruction to get
water at the fountain. The teacher finally saNo‘more drinks. If you are thirsty, bring
a bottle of water.” She then directed students hdwb been reading independently
instead of following along to put their books aveagd, if they were finished with the
class assignment, to just wait and follow alongleSte had made vocabulary flashcards
during an earlier lesson and discretely reviewednthinder her desk while the teacher

worked to bring the class to order.
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She dealt positively with disruptive peers and dapbod sense of humor. For
example, one of her classmates wandered arouradassroom for about 20 minutes
during a period in which students worked in groapd the teacher worked with each
group in turn. The girl, Fatuma, made no efforpéticipate in the lesson and just went
from group to group, interfering with other studgntork. For example, she walked
over to several students, started moving aroundwweger bottles and asking questions to
which she already knew the answer, such as, “Whaitisname?” Those students
shooed her away so she moved on and started theersatime with another group. This
time a student pulled out a piece of paper and ibeloright on her desk, as a means of
placing a barrier between Fatuma and the work wene doing. When Fatuma came
over to Celeste's group, Celeste said to her, ‘Yeed to put some glue on your bottom

so you will stay in your seat.”

In terms of finishing work, Celeste said she oftéhnot have enough time to
complete class assignments before needing to mobeitthat she was always able to
turn her work in eventually. She said that sheagsvturns in her homework and that it
usually does not take long to complete, “Homewak'titake me that long ‘cause it's
kind of easy.” For more challenging assignmerits, said she does not have a friend at
school who can help. Her father explained thatot@er siblings were sometimes able to
help but, as students themselves, they had theirsaivool work to do and were not

always available.

Teachers described Celeste very hardworking ah@waag a positive attitude.

One of her teachers relied on her strong verb#dsgki help limited English newcomers:
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Celeste really helps me when there is an emotgitation and | can't
understand. Like, if Jane [a newly arrived studesrh the Congo] is
upset about something, because they speak thelsaguage, Celeste is
the one that translates for me when Jane is havhayd time using
English...There's been a few times when there's beeial situations and
somebody called her something or said somethimgt@nd she's
emotional about it. That's when | can't understahdt she's trying to tell
me...Celeste is a great verbal communicator.

Language and Literacy

Celeste speaks Kirundi, Swabhili, and English. §bteaks Kirundi with her
parents and translates for them with speakers gligfn She did not know any English
when she came to the U.S. but feels she now spaadtsrstands, and writes English
well. She does not read or write in Kirundi or $ilia Her father said she speaks
English most of the time, even with her sisterbe Bonsiders Swahili to be her native
language and said, "With my friends, | speak Swalil if I'm speaking with other

people that don't know my language, | usually usgligh."

Her English language assessment scores indicatshdas beginning to develop
more complex language skills but still makes mistak speaking, reading, writing, and
listening that impede meaning. One sister andooather like to read books. Celeste
said she does not really read for fun, just folosthand the family does not have reading

materials at home that are not school-relatederims of family reading, her father said:

So sometimes | just turn off the TV to tell herayad read your books, do

your stuffs about school. When she get a big beb&,say, ‘That’s too
big for me. | can’t read this because there is1aay information, so |
don't like this. Maybe if it is smaller | can redd But the big ones, |
don't like it.’
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Aspirations

From Nyionzima'’s perspective, Celeste would hageed life if she learned
English well, went to college, and found a good jéte did not know what kind of
career she would like to have. While he viewednies English as important and his
aspirations for her were to complete a college atiloig, “I see if she continue her
education she will have a better life because loidd now, if you are not educated it's,
like, it's difficult. But if you are educated ymill have a better life.” Celeste
participated in many school field trips, e.g.,le tocal community college, the local
hospital for job shadowing, as well as others,didinot yet have a sense of what kind of
work she might like to do when she is older. Sidekdow, however, that she wants to
graduate from high school and go on to collegeingaySchool makes people know

more stuff because if you don’t know anything, yaum't help yourself.”

Linking Context of Exit and Mode of Incorporation—-elgste

Celeste’s parents fled ethnic killings in Burundili972 and the 1990s
disintegration of the Great Lakes region into wale, which generated a death toll not
seen since WWII (Coghlan et al., 2007; Hochsclé@)3). Survivors who made it to
Tanzania found a country struggling unsuccesstollgrevent neighboring conflicts from
spilling across its borders. The family thus litadbugh years of insecurity, deprivation,
insufficient access to health care, and the inpgion of educational and occupational
progress. Her parents arrived in the U.S. not kngWnglish, lacking basic literacy
skills, with low-skill occupational histories, amdth health problems that prevented

them from attending English language classes dingofor work.
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Celeste was able to attend school in Tanzanianstruiction was in French and
she and her father say that she learned littlee spleaks Swahili and Kirundi but arrived
to start third grade without a dominant languag#out literacy skills in any language,
and without prior exposure to English. These eiistances explain why she is reading
three years behind grade level despite high matinand active school engagement.
ELLs like Celeste who lack first language literdage the compound challenges of
simultaneously learning English and content ardgestimatter while developing basic
literacy skills (Miller, 2009; Woods, 2009). Gooehding skills do not guarantee
academic success (Snow et al., 2007) but, as sigegsses through school, Celeste will
increasingly be required to read more informatideat and text that uses more content-
area specific vocabulary (Kamil et al., 2008; Sana& Palumbo, 2009). Academic
vocabulary is very important as ELL students’ usthnding of academic English is
highly predictive of both GPA and performance aandiardized tests (Suérez-Orozco et

al., 2008).

Celeste is not able to attend Grant’s morning hoankwlub regularly and the
individuals she otherwise turns to are sometimestesy to help. School staff included
targeted reading interventions in her instructind aought to connect her to community
volunteers who could help her with her readinge Vblunteers, however, did not sustain
their commitments and Celeste is actively lookiogHelp herself, a remarkable
characteristic for an eleven-year-old. Celestg{seences illustrate that even schools
working hard to comprehensively address studergdsieannot do it all on their own and

that programs which rely on volunteer support hévegr limits.
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Lily

Context of Exit

The Democratic Republic of the Congo

Lily was in sixth grade at the time of the stud®he, her mother, and younger
sister arrived in the U.S. two years prior frometugee camp in Tanzania. Lily’'s mother,
Azima, was originally from the DRC. Speaking thgbuan interpreter, Azima explained
that, because her mother was from Rwanda and ther faas from the DRC, life

became increasingly difficult as the ethnic tensiohthe region began to escalate:

So it was hard for us when we were going to schi/é had different
problems because we were mixed. They say we asm&ams, things
like that...you have to go to school but other kitiey say bad things
and some people, they just decide to quit schomieee it's bad...
stopped going to school because of problemsketllschool before and,
even now, when | think about it | feel sad. | knewven you go to school,
when you finish your school, you're going to géetter life but | didn't
get a chance to go...

Azima at one time operated a small restaurant, idgaen Rwandan recipes she learned
from her mother. She also worked in a day caresantetimes bought and sold
merchandise as a means of earning an income. |&hwfTanzania in 2002 when

communal violence reached her family:

...back in my country, they tell my dad, they killean, other people, they
tried to tell him, 'Kill your wife because she istra Congolese. You have
to kill her." And he refused to do that. And thikay killed him. And

they beat [me.] [I] had a back problem. At thatd, they killed my
husband, too. Yeah, and that’s a big problem emd that time, | had a
back problem.

Azima lived in the DRC during the collapse of thelditu regime, the rise of Kabila,

escalation of the regional conflicts, expansiothimnumber of rebel groups and militias,
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food shortages, the rise in the prevalence of tides disease, mass displacement, mass

rape, and civilian massacres (Coghlan et al., 2B@¢hschild, 2003).

Tanzania

Health, Work, Education

Lily would have been a toddler when her mother fledn the DRC to Tanzania.
As was the case with Viviana and Celeste, it wadaam exactly which camps her family
lived in and thus what level of access they hadkealth, vocational, and educational
resources. Both she and her mother said thatithéyo move a lot. Overall, Tanzanian
camps offered basic services but there were vanataind some refugees reported that
some camp staff expected bribes (Rutta et al., 200bere were shortages of basic
supplies, food rations were monotonous and digpormtide all necessary nutrients,
housing was poor so it was difficult to keep oustdand rain, and personal safety was

sometimes an issue (Beltran et al., 2006; New Yankes, 1998; Tomashek et al., 2001).

Children could attend school but teacher wages Wo&rend teacher attrition
thus high, pupil-teacher ratios were high, studgatie retention rates were high, and
there were shortages of texts, exercise bookssrdasis, latrines, and water (Katunzi &
Ndalichako, 2004). Lily attended some school artrhother said that, when Lily left

Tanzania at age 10, she did not know how to wetename:

Because we live in the camp and sometimes in timpcthey change
them, they move them. Maybe they spend two maméhs and three
months there. They just move them. They didnftafance to go to
school and stay for a long time. But she likedosth

Lily's assessment differed from her mother’s:
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| didn't really like to go to school. | just wewhen | was like at first
grade or third. That's when | just went to schaoad | stopped. We
learned math. We learned a lot of math. But ldotiget it because |
didn't go a lot...1 just stopped because we haddwe...And the teachers,
they have, like, trees. They take a knife and thake them really good
and, like if you're sleeping in class they [Lilyisgs her arm to
demonstrate swatting someone with a switechposh If you're talking,
my teacher used to tell me, 'Do you want some tea@'I'm like, ‘Yes,’
and he will, like, cut your clothes or he will slgpu. And I'm like, ‘Oh
my god that was mean.’

Unlike Viviana and Celeste, she said that instarctvas in her native language, Swahili.
She also said that students did not learn howad, reveryone went home for lunch, and

they collected fruit from nearby trees to suppletbair diet.

Mode of Incorporation

The back injuries Azima sustained in the DRC oanzally leave her unable to

walk so she has not been able to work since agiwirthe U.S. in the spring of 2010:

I will be happy when they [doctors] fix it [so] Ao work. Trying to help
my family. It's a problem when you don't work. 0fkids, they may
need something. When you don't have the monegypthey will be
sad....That's why we cancelled the interview bef@ecause | was sick.
Yeah, | couldn't even walk. They changed the medgand now it's
going better. That's why even I'm here today.

Although she experienced many difficulties, Azinagdsshe is happy that her daughters
now have more of an opportunity to learn and thairtteachers have been very helpful.
The family arrived in time for Lily to attend thast few months of4grade at one
school and, after her family moved across town,estrelled in §' grade at Grant
Elementary. About their experiences with Amerisahools, Azima said, “If there is

something which is wrong, something going on, & kids have problems, they just
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contact them and try to help them how to fix itnydproblem they have. | like the way

they care.”

She describes Lily as really liking school and c&dint to miss a day. She also
said that Lily meets with a psychosocial workereaaveek to deal with past emotional
trauma, “It's a big problem she have sometime, atesthool. | think she always tells
her teacher about it. Sometimes she feel sad dhatit Her enthusiasm for the school
is not unequivocal, however. Some of tfeahid &' grade girls at Lily’s school have
boyfriends, to which Azima said, “Like in our culey in Africa, kids, when you are
under 18, you don’t have a boyfriend. Here, aaddn asked, they say it's

allowed...That’'s one thing | don't like here.”

Like her mother, Lily said she feels schoolingngortant, “It's helpful to your
life because you learn. You can go to college@olgarn about what you need to do in
life. You learn how to read and how to count moseyobody can take advantage of
you.” When asked what she liked best about scimable U.S., Lily said, "Um, you get
to have lunch. You get to learn reading and lediot. And they treat you the same as
the others." When asked to expand on this lasttpsine explained, "Like, they don't
see, like, you're white and she’s black so I'm gapike, ‘cause I'm white, I'm gonna

treat her really good ‘cause she’s my color, likatt'

School Engagement

Lily was in sixth grade at the time of this studyt lvas in only her second year of
consistent, formal schooling. She rarely misségaicbut is still working on developing
some important habits such as keeping track ofoaganizing her work, focusing during

work time rather than wandering around the clagarand following instructions for
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assignments. More significantly, Lily generally ks well on her own but alternates
between participation and disruption in group sgi She sometimes reads loudly
during silent reading times or spreads out her woakerials such that students near her
do not have enough physical space to do their wBHe yawns obviously or pretends to

fall asleep while teachers are talking.
It is not uncommon for Lily to interrupt lessonstlivcomplaints or unrelated

guestions. In one typical exchange, she slappetdral loudly on her desk during a
lesson and then asked, "Can | go to the officePoke my hand." She followed with a
loud, "We already did this." Since her hand watshmoken, her teacher did not send her
to the office and a few minutes later she decideghrticipate, briefly, in the class
conversation about symbiotic relationships in ratun many instances, it seemed that

Lily made a special effort to be quarrelsonidne following is one example:

Lily: They're enemies because the cat can eat the mouse.
Celeste:The dog and the cat.

Mrs. J: Dogs and cats, that’s right.

Lily: Me and you.

Retha: An enemy is someone who hates you and wants to jaun.
Lily: Hurt.

Retha: Harm.

Lily: Hurt.

Retha: Harm.

Lily: Hurt. Ms. Thomas, who's your enemy?

Mrs. J: |1 don’t have any enemies.

Lily: Me.

Retha: My enemy is a bad friend.

Lily: My enemy is Retha.
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Retha: Lily.

Lily: My enemy’s Celeste.

Mrs. J: Okay.

Lily: My enemy’s Abdullah.

Mrs. J: Sshhh. Okay, partners.

Lily: Partners. Partners.

Celeste:Lily, could you just be quiet for two minutes?
Lily: No.

Mrs. J: Lily, please.

Lily: Partners.

After arriving at her first school in spring of 2 1Lily developed a reputation for
getting in a lot of physical fights. Aggression@m newcomer refugee students was not

unheard of, as Grant’'s ELL teacher explained:

Their experience of the camp is kind of survivatte fittest. And so, in
the beginning when they're here, they can realbmsbhome aggressive
behaviors toward other kids as far as like pusimnime, food, school
items, trying to get as many as they can. Hoardihgst trying to get used
to understanding, you’'ll always have a pencil. Yioalways have paper.
That sort of thing.

Fights were no longer an issue by the time shelledrat Grant Elementary but staff still
often found her behavior challenging. Seeking ofymities for Lily to make positive
contributions and be part of the school communitg,ELL teacher approached her about
serving as an interpreter for Swahili-speaking stusl who were new to the school and

did not understand English. The teacher desctitbedecision this way:

The decision was reached just trying to give hgositive experience.
Um, she is a student who really has to have aioakttip or will not trust
the adult. She won't listen to you just because @ an adult. In fact,
she’ll be straight out defiant if she doesn’t trysti. If she trusts you, if
you can joke around with her, you know, then sHisten to you. The
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staff members that haven’t been able to estabiishraipport with her,
which is a challenge, understandably, she buttddhaththe time, and
she’ll be very defiant...At times, Lily knows whiie appropriate
behavior is but chooses not to. | thought if saé the opportunity to
model what she knows is appropriate behavior fotteer student, that
that would just help build on the positive, rattiean the negative. So it
would give her the opportunity to be the teacher.

Lily is very kind to the students for whom she skated, for example, putting her hand
gently on the back of one kindergartener as shiamaqua that it was time for recess and
walking her toward the playground. Observatiorshdreview, however, that this did

not necessarily translate to other interactions wéers and staff.

Lily’s responses during interviews suggest thaspite her ELL teacher’s efforts,
she generally does not feel connected to scholthoAgh she said that she can turn to
teachers and her friend, Abdilah, for help on assignts that are too difficult, she feels
that staff unfairly single her out as a troublenraki&o, that's why | don't like the
teachers. They follow me. Everything | do. Thepeople who are very worse. You

know, they pick on me.”

Her feelings of connection to school were certamdy helped by what her mother

described as a “problem” with a staff member tteat bccurred earlier in the
school year:

| don’t know if it is a teacher, it's someone whonw at school and she
found out that that person, she don’t like blackgte. One day she [Lily]
was crying when she comes back home, she was ¢cfyifity that person
don’t like me? 1don't like that school.” The flem, because | don't
speak English, | couldn’t go there and talk to ke or anyone from
school. And maybe | was thinking, | was worridd,3ay something, it
will be bad for my daughter. And I just tell mywgnter, ‘Just be patient.
Maybe next year you're going to move to a differgctiool but be
patient.’
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Azima did go to the school later and talk to thiecs principal—an enormous feat given
her sometimes debilitating back pain, the needifointerpreter, and her experience with
ethnic violence. "In a few days, | went and talkedhem about this issue and they say,
‘Yeah, the way that lady came to just accuse liily,not the way we know her.” She
was satisfied with the way the principal handled frarticular situation but said the

incident led to her daughter not wanting to godiso®l for a time.

Language and Literacy

Although Azima's education was interrupted in tHe@ she attended school
long enough to develop literacy in her native Swaliily speaks and understands
Swabhili very well but reads and writes it a litlkss well. She can access Swahili reading
materials at home, such as notes from family aietidis back in Africa, children’s
books, and the family bible. Lily primarily usew&hili with her family and English
with her friends and at school. She did not knowlish before coming to the U.S. two
years ago but her language assessment scores tleatesthe has strong oral
comprehension skills. Her current abilities inapeg, reading, and writing are much
lower in that she makes frequent mistakes that depmderstanding. Although she said
she generally does not like to read, she occadyotaddes books home from school and

does sometimes read for fun.

Aspirations
Azima tells her daughters that to be successflilanthey need to listen carefully

to their teachers, keep going to school, be refgeaotother people, and cultivate good
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friendships. The interpreter explained that Azgeas school as an important vehicle to

financial security:

She give them the examples. She sees somebodg @tbd car or a

good house, she tell them, "You know all these |ge@ho have these

great things, because they have enough educdfigou keep going to
school, you're gonna have all this.'

To Lily, being successful in life means being "kmoWw People become known "for their
money" or by "singing music." The two are relatd8kcause if you sing music, you get
a lot of money." Although neither career necessavolved singing, Lily thought she
would like to be a doctor or a teacher and she sdembe leaning toward third grade
teacher, “They listen and follow directions and yam help them. First graders are too
young and too noisy and don’t behave. Yesterdagd in the second grade classroom
and they don’t behave eitherShe knows she will need to go to college but sluehan
mother do not yet have information about prepafangollege or how long she will need

to study in order to become a teacher.

Linking Context of Exit and Mode of Incorporation—+\L

Lily’'s mother, Azima, lived in Zaire/the DRC durirggperiod of prolonged

conflict and violence. Ethnic antagonism causeddéave school early and communal
violence led to the killing of her parents and rarslh as well as debilitating personal
injuries. Her flight to Tanzania likely occurretiea refugee camps had calmed
somewhat and, of the five families that spent imeamps before arrival, her time in
camps was the shortest at seven years. Howeeestiiifaced insecurity that spurred
frequent moves. She also faced overcrowding, agestof food and basic supplies, and

limited healthcare. She arrived in the U.S. wabridational literacy in her native
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Swabhili but not knowing English, with two small tdvien to care for on her own, and

back pain that sometimes made even walking difficul

Lily’s schooling was intermittent and she did nablkv how to write her name
before she came to the U.S. She and her mothlersketeducation as important but Lily
is still working on adapting productively to hehsol. She was the only student whose
relationships with staff and students at Grant szkta run both hot and cold. She
alternated between helping, getting help from, laadgering other students. She relies
on her classroom teacher for help with homeworkatsa feel that teachers unfairly

single her out as a troublemaker.

Lily had a least one incident in which she feels slas treated unfairly by a staff
person because she is a black African. Childrem fother countries often come to the
U.S. with an ethnic, rather than racial identitygdanany have not experienced prior
prejudice based on skin color (Portes & Rumbaud62®Vvalker-Dalhouse & Dalhouse,
2009). They eventually come to develop “a keenfegéiscerning the place of race and
color in the U.S. status hierarchy” (Suarez-Oro&csuarez-Orozco, 2001, p. 98). Based
on their experiences in the U.S., many immigrawot ri@fugee youth have found that
Americans think they are “bad,” likely to be gangmbers or thieves, and that they are

“stupid,” unable to achieve in school or work.

Young people who face persistent challenges base@amigration status,
race/ethnicity, and/or poverty confront the duaktof growing up and dealing with
stigmatization (Lee, 2008; Spencer, 1999). Marygee youth have also, however,
experienced tremendous deprivation and violencén@3$a2010; McBrien, 2005;

Victorian Foundation for Survivors of Torture, 2Q004As a result, they may struggle
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with anxiety, grief, dissociation, sleep disordensd other significant difficulties
(Betancourt et al., 2012). In a school contexdséhcan manifest as problems with
academic work, aggressive behavior, problems witt talcohol and substance abuse, or
other issues. As the ELL teacher noted, Lily ndadgs in order to engage in school but,
as will be discussed in the section on teacherresqees, building trust takes time. Staff
working with refugee youth need to understand tlveseplexities, to honestly examine
their own views about working with racial minorgyudents, and need specific training

related to working with traumatized students inclessroom.

Cross-Case Summary
These families’ stories demonstrate that ther@isme refugee journey. Each

family left their home country under different airastances, experienced varying
durations of displacement, and encountered dispaggtortunities to stay safe and
healthy, achieve an education, and develop occuptskills relevant in the West.

Upon arrival, they differed in their ability to coect to and receive guidance from
individuals in their new community. The childrearied in their level of preparedness
for school and in the ways they engaged with teacipeers, and school work. An
understanding of the range of experiences theséidamepresent, their commonalities
and differences, can provide insights into the &inflwork ahead for them and for school

staff assisting them.

Context of Exit

Most of the families that participated in this studrived from countries that had

been profoundly strife-ridden and violent for deesd So Min, Bina, Viviana, and
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Celeste’s families fled countries in which the goweent deliberately and systematically
targeted members of their ethnic group with a watege of human rights abuses. Malik,
Viviana, Celeste, and Lily’s families saw militacgnflict lead to the rise of militias that
targeted civilians. The families that escaped Riscend the DRC faced multiple

displacements and fled profound social chaos andramal violence.

Malik and her parents were the only study participdo not live in a refugee
camp. They faced consistent military conflict drattured health and educational
infrastructures but had some ability to plan résetént in another country. Her parents
were able to complete at least a basic formal édurcand both attained literacy in their
native Arabic. Both parents were able to work ®tadik’s father garnered occupational

skills relevant in the U.S.

The remaining families fled to neighboring courdraand the circumstances of
their prolonged and sometimes multiple displacessaverely limited their
opportunities to develop human capital. Camp dooth ranged from relatively stable,
with access to limited basic services and somalfn@eof movement, to intensely
unstable, with inadequate basic services, and s@agrstraints on freedom of movement.
Camp residents experienced threats to their pHysadaty, either as a result of
harassment from humanitarian workers or governmo#itials, from militants nearby or

within the camps, or from active military conflict.

The children varied in their level of opportunitydttend school prior to
resettlement. Three students—Malik, Bina, and $o-Mvere able to attend school
consistently, although So Min left Thailand at augg age. For Viviana and Celeste,

what schooling they did receive was not in thetivealanguage. Lily’s schooling
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appears to have been the most intermittent. Athefstudents who lived in camps
reported difficult learning environments and gefig@xperienced high teacher turnover,
high student-teacher ratios, shortages of schotdnaés, and teacher use of corporal

punishment.

Mode of Incorporation

The differing circumstances of each family’s digglanent mean that each arrived
in the U.S. with different levels of human capttabpply toward life in a new country.
All the families, however, were settled in an atest lacked well-established co-ethnic
communities that could offer support after the fdareight-month period provided by
resettlement agencies. Malik's father used histingdly high levels of education, plus his
bilingual and computer skills, to secure a positiwat paid much more per hour than was
the case for the other working parents in the sturlyis allowed the family to move into
a nicer apartment with a community center thatretfeacademic tutoring, an important

resource for a newcomer ELL student.
In contrast, So Min’s father, So Mahn, and Viviaaiother, Rosine, were not

able to complete a basic education, lack Englisifipency, and possess limited
occupational skills. Each, however, has beenerctiuntry around five years and seems
relatively established. They both hold jobs andienao complaints about working in
low-wage occupations, commenting instead that #melytheir children have more
opportunities than they did before. Both represtimhic groups with a very small
presence in their settlement area but Rosine resgikactical assistance from a
community volunteer and So Mahn can rely on hisdain-law and other ethnic Karen

at his church. Neither of these resources guagaritesir children access to help with
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school work, however, or a sense of how to navigaeAmerican educational system, so

both families still rely on school staff and progr&for help and guidance.

Bina, Celeste, and Lily’s parents face compoundiehges associated with low
levels of human capital and poor health. That #meled with health concerns should
not be surprising given the significant constramtsefugees’ ability to access food that
meets long-term nutritional requirements, to actesdth care, and the intense violence
that many refugees flee. For Rohit, poor healtlulted in an inability to continue initial
language classes and continuing poor language skifistrain his employability. He is
healthy now but is fairly recently arrived. Helteeery isolated but it may be that the
family will become more established with time, aghe case with So Min’s and
Viviana’s families. Azima is also recently arrivadd will need assistance from her
doctors to address her back pain before she cdoreesut more. Celeste’s parents have
been here longer, about five years, but both facenic health issues that largely keep
them at home. These families appear to have lheeleast able to connect to

knowledgeable others in the community and this rmalklool-based resources even

more important for their children’s academic susces

School Engagement

The children’s prior schooling, levels of first umage literacy, and exposure to
English certainly impact their level of prepared&sengage with school but their
experiences highlight the multidimensional andriatéve nature of engagement. Malik
and Bina arrived with basic literacy skills and sofamiliarity with English, albeit
limited. First language literacy skills are impaort as research suggests that first

language proficiency is related positively to settanguage development (August &
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Shanahan, 2006; Riches & Genesee, 2006). So Nimgn4, and Celeste arrived

without basic literacy skills and not knowing Ermsglibut were resettled in the early
elementary years, between first and third gradiéy.also arrived lacking basic literacy
skills and knowledge of English but was resetthdér, at the end of fourth grade. Lily
faces the greater academic workload as it is arémurth grade that school tasks become
more difficult, requiring students to read moreoimmhational text and involving increased

content-area specific vocabulary (Kamil et al., 208anacore & Palumbo, 2009).

These students rarely miss school and severatipatie in extra-curricular
activities, although not always the kind typicatgptured in the engagement literature.
Despite their differing educational backgrounds ikafiviana, and Celeste participate
more overtly in class activities than do the otstedents. Celeste even manages to stay
on task in a sometimes chaotic classroom. BinaSmiflin engage less overtly but the
comments they do make suggest they are payingiatieand thinking critically about
the work the class is doing. All five describeittsehool relationships as positive and,
although school-based supports do not always atiegualdress their learning needs,
each can name at least one teacher and one pethraphaan turn to for academic

assistance.

Lily’s school engagement is more complex and hgjitk the interaction between
students’ academic competencies, past experieacdschool relationships. She arrived
with the steepest academic learning curve and @menof the most insecure camp
environments. She is still working on developinge basic skills and her interactions
with both teachers and peers vacillate betweertipesind antagonistic. The impacts of

the extreme insecurity experienced by many refeiggents prior to arrival is known to
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manifest at school as aggressive behavior, acadgmiggles, problems with trust,
and/or other issues (Betancourt et al., 2012).o8lcétaff are working to help Lily
advance academically and build constructive schalationships but, while her behavior
can be challenging, her experience of discrimimatias impacted her sense of

connection to school.

All of the students in this study rely on schoeifttor help with homework and
many also receive support from classmates. M8kkMin, Viviana, and Celeste are able
to access individuals in the community who can gi®woncrete academic assistance but
the help they provide is constrained by their alality and, in the case of So Min’s
father and Celeste’s sisters, also by their owfjestilarea competence. All of the
students in this study sometimes attend Grant'srbebr after-school sessions but
scheduling conflicts sometimes present barrieregfams that rely on peer-mentoring or
community volunteers have their drawbacks, as dstnated in Malik’s, Viviana’s, and
Celeste’s experiences. In the end, the final nesipdity for helping students with

homework largely fell to classroom teachers.

Language and Literacy

English Language Learners fare best academicalgnviey maintain their home
language as they work to develop competence itatiguage of their host country
(Portes & Rivas, 2011; Portes & Rumbaut, 2006)chEa the students’ language and
literacy practices changed with time in the U.SoslWicame to speak predominately
English and only Malik and Lily appeared to be wongon maintaining or developing
native language literacy. With parents, all of plaeticipating students speak their native

language. With siblings, Bina and Lily primarilgeitheir native language while Malik,
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So Min, Viviana, and Celeste typically use Englighnly Celeste and Bina use both their
native language and English with friends. The o#tedents generally use English with

friends and all the students primarily use Engéiskchool.

Despite participating students’ ability to bringdiks home from the school library
and from classroom libraries, Malik and Viviana #re only two who regularly read
books beyond what is required for school. The amotireading students do is
positively related to their reading comprehensidol(& Bus, 2011). Vocabulary
development is especially important for Englishgiaage learners (Gersten et al., 2007)
as, although it seems self-evident, research shiwatst is difficult for students to
understand text that includes unfamiliar words I(J2@06). Good reading skills do not
guarantee academic success (Snow et al., 200@gpbhtof these students needs a wide
range of rich language experiences, from booksodmer sources, in order to improve
their competence in English (August & Shanahan62@@igust & Shanahan, 2010;

Lesaux & Geva, 2006).

Aspirations

All of the parents in this study hold high expeictas for their children and view

education as a key resource for social and economizlity. Celeste’s father perhaps
best explained their sentiments, “In this world ndwou are not educated it's, like,
difficult. But if you are educated, you will haaebetter life.” Although most of the
parents did not have the opportunity to compldtasic education and do not speak
English, they support their children in school Img@uraging them to do their homework,
telling them to listen to their teachers, and/gimig to find academic or linguistic help

when needed.
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Malik, Bina, So Min, and the others internalizeditiparents’ message that
education is important. They want to do well ihaal, learn English, and graduate from
high school. Most want to go on to college. Aaitltase studies demonstrate, some
have more work to do than others. As newcomets hiv-levels of human capital and
few social connections to knowledgeable otherssthmports and guidance they receive
at Grant are very important. The next chapter@esl the efforts of the school staff
tasked with helping these students develop thedation that they will need to move

forward.
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CHAPTER FOUR: USING A HOLISTIC FRAMEWORK TO PROMOT&EITUDENT

ENGAGEMENT

This chapter focuses on the efforts of staff anGedementary to create and
implement a refugee English Language Learner progrslost were new to working
with ELLs and none had prior experience teachifiggee students. | begin with a brief
description of the school; of prior efforts und&gda to improve engagement among the
existing, native-born student population; and depelent of the refugee ELL program. |

then move to strategies employed to promote refggieent school engagement.

Grant Elementary

It is 9:40 in the morning on a school day. The theais cloudy, windy, and
chilly. Tom, a social worker for the school distripulls-up to the school entrance in a
beige district van. He parks and gets out. Hgspager, a girl of about 8 or 9, gets out,
too. She carries a backpack and wears a thiclstaegth coat, very short cotton shorts,
and fleece-lined boots that reached about mid-catie of the school administrative
assistants, Linda, gets up from her desk to meetwb as they come in. Tom tells Linda
that the girl, Natalie, is ready to go to classnda starts to fill out an “excused tardy”
slip for Natalie to take to her teacher. Tom thals Linda that he is going out to do
more home visits. Linda hands the excused taigytsNatalie.

Linda: Have you had breakfast yet?

Natalie: Nope.
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Linda: Want a granola bar?
Natalie: Yes.
Linda: What kind?

Natalie: Peanut butter.

Linda reaches under the reception area counteseard¢hes through some granola bars
until she finds peanut butter. She hands it tahatvho sits down and starts to eat her
breakfast.

Linda: Would you like some milk?

Natalie: Yes.

Linda: What kind?
Natalie: White.

Linda leaves the reception area and comes back enfeutes later with a small carton of

milk. She opens it, hands it to Natalie, and sdyshook it up before | opened it so it
might be bubbly. You can go on to class when yoigli.” Natalie finishes her granola

bar and milk, throws away the wrapper and the cadad heads to class.

Natalie is a student at Grant Elementary, a Tidehool in the Mountain West.
Built in 1960, the main building is worn but wellantained. The district added several
“temporary classrooms” over the years. A small samity garden sits at the back of the
school, bordered by a large green field. Commuotynteers leveraged grant funds to
build the newest of three small playgrounds. ihstle the school’'s main entrance, a
small sign reads, “Kids Zone. Enter with care bovet.” Seating areas dot the halls and
most include some combination of stuffed animdknts, lamps, statuettes, and

bookshelves nearby.



100

“Looking at Their Needs from All Aspects”

Grant had a reputation, as one long-time staffértpas “having a lot of issues.”
Teachers largely worked independently, the priorgipal “had a little file box full of
index cards for each of the kids that was havirgak®r problems,” and student
academic performance was low. When the new praheipived fifteen years ago, she
got rid of the index cards. She standardized dghmmcedures and worked with staff to
integrate a holistic consideration of child develgmt into their interactions with
students and their teaching. After seven yeaedfoft, Grant received a Blue Ribbon
award from the federal Department of Educatiomfieking significant progress in

improving student achievement.

When asked about these changes, the principal gtbaeconsistent expectations
and procedures allow students to “feel safe” bexz#lusy then know what is expected of
them. This reduces behavior problems and givésmstae freedom to teach. She also
emphasized the importance of getting to know sttedend “looking at their needs from

all aspects” in order to promote engagement witiost

When | first came we had to make a big culturattsbiactually start
working with poverty, right? Because when | cameetthe interactions
were very negative and our student scores werelgery We were one of
the lowest in the state. So, first | had to getied teachers and get them
to seek to understand poverty. What does it med&e in poverty?...That
you owe it to those kids to give them an educatiot you can't blame
their parents.

To undertake this shift, she advocated for “focg®in the whole child.” This
meant fostering positive school relationships; pgyattention to needs beyond
those that are purely academic, such as homelessoed insecurity, health care,

and other basic concerns; offering opportunitiestal development in areas
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such as communication, collaboration, and problelwhsy; and promoting a

sense of responsibility for both oneself and fbreos.

To support this work, school staff strove to createetwork of resources to draw
on to support non-academic needs. They both dreexisting district-wide programs
and adopted, or developed, additional programsneSexamples of pre-existing
programs that Grant staff could tap into includes méothing for the upcoming school
year through Operation School Bell, free breakéast lunch through the National School
Lunch Program, weekend meals via the local fooksdfriday Backpack Program, and

periodic dental care through a community mobiletalevan.

Grant staff recognized, however, that gaps exi#ténsupport framework and this
meant children sometimes came to school with sigamt unmet needs. In response,
they put together a team comprised of the admatise assistant, the behavioral
interventionist, the counselor, the social worlassfgned to Grant and six other schools),
and the nurse (also assigned to several other jtodry to identify students who
needed additional supports. Over time, this teamdonnected families to resources for

food, hearing aids, x-rays, surgery, and otheicaticoncerns.

Staff also established a number of school-spesiffports. These include, for
example, homework help through an after-school ranmgeach Wednesday and a daily
before-school program. A mentoring program brimgsommunity volunteers to partner
with students who need help with school work ot pesed an adult to be involved in
their lives. Students can apply for certain schob$—they run the school recycling
program, deliver afternoon snacks to the classroams help classroom teachers with

small projects. If so many students apply thdt sta out of school jobs, which does
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happen from time-to-time, students can proposejobs: Fifth and sixth graders can
apply for the school’s Self-Manager program, whadbws students to earn privileges if
they consistently turn work in on time, have thoeéewer absences for the quarter, and

behave responsibly with peers and staff.

Staff also brought in many student clubs, suchattery, LEGOs, dance, and
others; school sports such as basketball and teaxcka program for sixth graders that
offers opportunities for job shadowing and visgddcal colleges and universities.
Collectively, these programs aim to promote stuslatiility to focus on school and to
foster substantive engagement, i.e., a conneatitwhat they are learning, how they are

learning it, and who they are learning it with” €8ez-Orozco et al., 2008, p. 42).

Managing these supplementary programs day-to-dpyires staff time and
money. Because both are in short-supply, staffcs@lew programs carefully. As the
principal explained, “I mean, you can have a lothifigs going but they don’t add value.
So, it's important to me, if they don’t add valtieey don’t need to be here...you need to
let it go.” The number of programs has grown sttt no one person can oversee them

alone so the principal leverages what she chldsed leadership

We could not do these programs here if | did nethadividuals who
were willing to take on part of those. And so, urencourage that and
support that. And when | can afford it, | use mgmay to stipend and pay
for the extra time spent because | don't thinkfills to ask teachers to do
things if you can afford to pay them. And it doégay for all the time

but it does say, ‘Hey, | do appreciate you. | dtue, it's a matter of
valuing, | do value what you do. | value the time.

Staff became skilled at applying for grants anduging businesses and individuals to

help out with time, supplies, or small donatiohs.cal seniors help students with their
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reading. College students support the after-scpamgram as part of their university’s
service learning requirement. Junior high and lsighool students help with school
events. Local businesses and community organizationate staff and/or materials to
support events such as math night or the gar@enwhen district administrators notified
staff that they would add a refugee program at Gaara relief valve for the over-
capacity program at a nearby school, staff hagdirémplemented a wide range of

programs intended to promote engagement througdsticattention to children’s needs.

Starting a Program for Refugee English Language Leaers

Between the spring and fall of that first year, Ebroliment at Grant increased
from one student to more than 60 and representedaes speaking 19 different
languages. District staff provided professionalelepment support around legal issues,
terminology, and curriculum, as well as contacbinfation for translators and
supplemental ELL materials. Grant staff collecsdnuch background information on
incoming students as possible. In their classroo@ashers made connections to the
cultures of incoming students. The school's fiftaders conducted research on the new

students’ countries of origin and shared what tbayned via a school newsletter.

Once notified about the transfer, however, notedligee parents liked the idea.
Many felt their children had experienced enouglpldisement and wanted them to stay at
the over-capacity school. In response, Grant stafiborated with local refugees and
resettlement agencies to try to establish relatigusswith incoming families. Staff
visited homes, delivering each family a translgiadket, which included photos and
names of every staff person, a welcome letterymétion about the school, and a collage

depicting school activities and available servicBgaff also offered a two-week summer
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camp to help transferring refugee students gehtmwksome of the existing students and

become familiar with school routines before scrstalted in the fall.

Staff Learning Curve

Staff expected most refugee students would be &mglanguage Learners—
nearly half of those who arrived the first year &eompletely new to English—but they
gradually learned that these students also braargkitremely wide range of educational
backgrounds and experiences. Some arrived fromefoBritish colonies and thus
brought strong verbal English skills. A few haddgsed English in school. Some had
been able to attend school and could read and inrttesir native language. Still others
arrived with severely interrupted or no prior sclirmgand thus lacked first language
literacy in their first language. Many spoke sevéanguages. Most had significant gaps

in content area knowledge.

One teacher who participated in all of the prepamagfforts found herself feeling
ill-equipped once the students arrived, "[I] wagrtg to find as much research as | could
on instructing refugee students, not just ELL stuslé she said. "It's very limited. It's
very different... I've had a ton of immigrants but specifically refugees.” The principal
echoed this statement, “A lot of the programs tatooked at have been successful with
Hispanics who are high beginning to low-intermeglispeakers [of English.] So, it's

different. They aren't the same.”

Upper elementary teachers, typically not trainelitémacy instruction, found they
needed to learn how to teach basic reading anthg/skills. One veteran teacher said,
“I think as upper grade teachers, we don't feej@aified. For the first time in my

teaching career, since I've always taught uppedegal’ve had to teach phonics...and
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that was a huge challenge.” She added, “I'm muohensomfortable with it than | was.
At first, | didn’t have a clue what | was supposede doing....We've had a lot of
training but everything was for kids with a totadlifferent set of needs.Teachers felt
least prepared to teach students who had movegaitreg age and did not have a
dominant first language. “They need to speak tlagiguages. They need to keep that
dual language ability,” said the principal. “Thartiest ones are the ones that don’t have
dual language. They simply don’t speak their laggu[well] and they don’t speak

English well...Reeeaaaally difficult to teach becathssy don’t have any framework.”
Staff found too that some concepts to which naltiee? students had years of

exposure were unfamiliar to their refugee studemgially, the ELL teacher pre-taught
whatever reading lesson would be covered in stgleotneroom class. This exposed

learners of English to key concepts and vocablafgre they encountered them in the
grade-level classroom. However, even with thigratient, students sometimes lacked
the background knowledge necessary to fully engatiethe lesson. One teacher

provided an example from a lesson on the solaesyst

And my sixth graders, some of them had no concktsteoworld beyond
(stomps her foot) the ground. And so, it was hysaé.. They were so

excited. When we got out the globe, ‘Well, Afrisakally, look, you're
upside down here. Do you fall off?” And talkinigaat gravity and they
were just like, ‘It can’t be.” (Laughs). So theyre amazed...We show a
lot of video clips because they have to see a t&tkp go into outer
space. They have to see a picture of Earth frotergpace.

Another grade-level teacher shared additional exasnp

| see that there’s so many things that they missg¢an. It would be so
hard to go back and re-teach. Like telling tiMend, um, most of them
have got their basic facts very strong but theraash vocabulary and
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math concepts that they haven’t had any introdadtio like place value.

Since they don't have that building block, it'stsard for them to get

caught up.
Teachers have always needed to be able to regsere on the spot if students are not
able to follow along but working with refugee statlkebrought a whole new dimension
to thinking on your feet. “There is no one-sizis-all. There’s always something that
hasn’'t happened before,” said the teacher who ithestcthe solar system lesson.

“There’s just no normal. There’s always differemperiences. It's very unpredictable.

Every day is unpredictable.”

In addition to differences in literacy and contarga backgrounds, staff
discovered cultural and experiential differencest thformed what happened in the
classroom. One teacher learned that children wied In refugee camps and had been
able to attend school were accustomed to beingg@lacclasses based on ability rather
than age. She explained, “The kids sometimesatrentnen they come to America and
we place them in a grade based on their age,ot'slways comfortable for them. They
may say they were ahead of that or they were bahitd’ In addition, this teacher
typically uses questions extensively in her classreia the KWL approachyhat |
know, What | want to know, What | learneShe found that questioning and class
discussions were unfamiliar to refugee studentadmzthey had been taught primarily
via teacher lecture and rote memorization. Stigalsb anticipated teacher use of
corporal punishment, “That’s one of the first thsrthey voice to me, a relief that there’s

not going to be anything physical.”

In other cases, students had little opportunitgttend school and did not have a

frame of reference for how to “do” school. Onectear shared her experiences of
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working with a sixth-grader named Joseph. Joseped from the Congo during the

middle of the school year with very little formalr®oling:

He has had a lot of trouble transitioning to swuet There are times
when he will just get up and leave and you havelaa where he went.
He is learning quickly but he still has a reallydhéime with the, like,
sitting in your chair. Just what we learn in sdralzout how to act, how
to function in the system of school....Um, | haverddeom another
student who helps him a lot who feels like Josapft getting fair
treatment. And | know that he feels it's his dtdaykind of look out for
him and he just doesn't feel like things are faknd what | interpret is
that some people are losing patience with Josepéuse there comes a
point where they feel like he should know betteswghust behavior, not
academics, but behavior.

Joseph is an example of a student who was nottonihg to learn English but also
math, science, and other academic subjects, imvacaentry, and within the context of a

whole new set of behavioral norms.

Staff also shared examples of teachers and othgusintentionally putting
students in difficult situations. One staff membes unaware that children in some
cultures are taught it is disrespectful to lookadnlt in the eye. As a result, as a

colleague explained, she insisted that a refugetest establish eye contact:

[She] kept asking this boy, ‘Will you please lodknae?’ And he kept
looking down and she would try to (demonstratesimyia finger under
the chin to push the chin up), ‘I need you to giwe eye contact, please.’
And he kept looking down and he had silent, quéats coming down, and
she was getting frustrated. And so she didn't ktt@awhe was trying to
be respectful towards her by not making eye contact

Another teacher learned belatedly that some oirtstructional activities conflicted with
a few of her students’ religious beliefs:

| was asking them to do a self-portrait and theyemn& supposed to draw
eyes but it took them all year to speak up to ifieey didn’'t want to tell
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me that before. We’ve done all sorts of art arlfigatraits...And so we
figured it out. Can you show it from a differem@rppective, as far as from
the back of the head shooting the basketball®adtjust, | had no idea.
So...just to be...l guess...it's hard to build a climiatéhe classroom
where they feel like they can share anything aretygking because, no
matter how much of that you try to build, they domant to be different.

These examples highlight that the ways in whichgeé students connect to, or engage

with school, may be very different from what Amaricteachers know and understand.
Gender norms were another area in which staff begésarn about cultural

differences. Many of the refugee families were amtustomed to mixed-gender schools
and, while staff could make adjustments in cert&icumstances, families had to make
adjustments, too. For example, many refugee paveate baffled to learn that native-
born students in5and &' grade had boyfriends or girlfriends, somethinguratommon
among students at Grant. Also, refugee mothers mme cultures felt uncomfortable
interacting with male staff. Male staff therefoned to follow-up with fathers or, if the
mother came to school with a question or for a ingeat least have another female

present.

Refugee girls occasionally did not want to sit nexboys in class and cultural

issues sometimes arose around sports. One teg@dred an example:

| feel bad because, Adila loves to play baskethallbecause of her dress
[hijab], she won’t go out for the team and | thsite feels like it singles
her out too much....And | don’t know how you recoadihat because if
you look on a basketball court, you wouldn’t semebody in a traditional
head covering and a dress playing basketball. rAagbe we have more
options for dance. It's more acceptable and letéips them active...

Refugee boys also found themselves in unfamiltaatbns. Some were not accustomed

to being expected to follow the direction of femsiaff. A few would make comments
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about girls in class that are considered sexuadsanent in the United States but were
not understood by the boys (or their parents) agpropriate. “lI spend a lot of time on

that,” said the principal, “talking to them, expiaig to them.”

Trauma and Trust

As refugee students arrived and staff began téogatow them, some teachers
found themselves overwhelmed by the kinds of traimexperiences their students
disclosed. These experiences had both similati@sd differences from those of the
native-born students at Grant. One long-time teashid, “Our kids, the kids at Grant
tend to, you know, we have a lot of abuse, druigehalism, lots of parents
incarcerated.” The school psychologist explaifed students who witness domestic
violence or whose parents are involved with drugee to school “in crisis.” For that
reason, administrative staff check the police repeach morning to see whether any of
their students’ parents had been incarcerated mteror reported domestic abuse so
they could provide supports at school. Teachedso#imer instructional staff can turn to
the school psychologist for guidance, on the dagsis at Grant, but lack explicit
training in dealing with student trauma. Staffadpd that they did not always know
how to handle trauma when it manifested in thesctasm but they at least had some

experience with it.

For some, however, the experiences shared byrédfagee students were
qualitatively different and thus made supportiviead relationships that much more

important:

And then after a while they'll start opening ugytm. And it's really
interesting because they will be very matter-ot-&wout horrible things
that have happened. But I've learned, it's sofpldior them and now
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they're trusting me. So, we'll be in the middlexdésson and a student
might just say, ‘My brother was shot when he wadsling me.” And it
really took me a while to get used to that. Bwgtatcoping mechanism for
them to [pause] they just have to say [pause] jh&tyhave to go on.

Their resiliency is unbelievable....The traumaticie® have been a big,
big challenge for me personally, just dealing witéa stuff. And I, um,

I've had to toughen up and I've gone home and.cid | also, the more
| hear about it, it doesn't shock me anymore. Asdhe stuff you see in
the movies. And these kids have lived it.

Staff learned that children in their classroomsugad extensive periods of repeated
flight before reaching a refugee camp, separatiom their parents, saw family members
being killed, or witnessed horrendous massacresnyMamilies expressed a profound
sense of loss, telling staff, “We don’t have a horAenerica is not our home. We lost

our home.”
Some refugee students became very withdrawn origailysaggressive. Some

would push other students when waiting in linegbfgod or school supplies, or they
would try to hoard. Some had trouble getting alatyp adults or got in fights with other
students. Teachers felt unsure of when to holdestts to behavioral and academic
expectations and when to let things go. The Elacher became a key contact for the
refugee students arriving at Grant and learned wiate trust is essential to all teaching,

supportive school relationships were especiallyartamt for these students:

These kids will shut down if they feel confront&dainy way. They'll just
shut down or fight back....A lot of students have falise.] How do |
want to [pause]? The adults haven't always begstworthy that they've
been around outside their family. And so the stiglare often times
leery of any new adult...l always share with the leas that these
students don’t automatically come with respect.u Yieed to earn their
respect and that's because of their past expesence
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Another teacher commented, “They have such hotvdickground stories that it impacts
their learning, how they deal with people, evenythi So there’s a whole additional

dimension that you have to work with, with thesgski There has to be empathy.

Using a Holistic Framework with Refugee Students
While refugee students often experienced a leveboima unfamiliar to native-
born staff and students, staff knew that childesart best when school relationships are
positive and school feels like a safe, welcomiragpl They also knew that it would be
easier for their refugee students to engage whbdaldf they were not worried about
basic needs. Staff thus built on existing prasti@ed implemented new strategies in

order to foster academic engagement for refugekests.

They worked to connect refugees with unmet basedsiéo community services
but, overall, found that these families were acmu&td to making do with very little.
They rarely needed help with paying the winter imeglill, with food shortages, or
similar concerns. They did, however, often enceuhtirdles related to limited English
language skills or the absence of a community neétwBamilies sometimes confronted
emergencies that needed to be addressed quicktyamstators could be difficult to
come by on short notice. Also, resettlement agen@ceive funding to offer support for
a relatively short period and recertification opbgation for services require the ability

to read and write in English, skills many refugdalts lacked and take time to develop.

English literacy, plus a lack of relevant work espece, also often presented a
barrier to employment. Jobs that require minimaglish or work history tended to fill

up quickly. Individuals from groups with longestory in the area could turn to
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members of their ethnic community for support lnaise from newer groups sometimes

needed school staff to assist with paperwork argliatance on where to go for help.

Health care, in particular, posed a significantleinge after the period of support
from resettlement agencies ended. Grant's socdkay explained that many families

did not qualify for Medicaid at that point and didt have other health coverage:

And then what it also leads to is when they dosgek or hurt, they go to
the emergency room. They rack up a huge bill @ethhergency room.
Had this happen time and time again. And therhtspitals will attach
their wages. So then 33 percent of their chec&iseguntil that medical
bill is paid off. And you know, a trip to the ERrtbe $10,000. So it
takes a very long time. So then, you have thidlfatinat has so little
income already and then a chunk is gone and they doderstand why.
They just don’t understand it.

In the state in which this study took place, aduta family of four did not qualify for
Medicaid if the family had an income of more tha®@ per month. Eligibility

thresholds for children and pregnant women withefamily were more generous.

Staff knew that these efforts were just one compboéthe framework needed to
support student engagement. A welcoming schodf@mwent and positive school
relationships were essential. The ELL teacher dantiee conclusion that refugee
students often just needed time to adjust to theiv setting and build trust with the
people around them. She thus tried to greet eastrefugee family when they register
their children for school. Staff continued the soentime home visits that they had
begun in the first year. Staff also continuedfferssummer school and, with additional
grant funds, expanded to two programs: a one-wearam supporting school

relationship-building and a new 8-week program rarfiig intense language and literacy
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development for ELL students that was intendedémsummer learning loss and

provide options for summertime activities.

Staff also began pairing newcomers with a buddyically a refugee student who
had been in the country longer and could model thomgs worked at Grant. If no one in
the classroom spoke the newcomer’s language,lstdféd for a student in another grade
willing to follow the new student for a short amowh time. The refugee population had
grown to one-third of Grant students by the time #tudy took place so staff could
typically connect new arrivals to a peer who spiiedr language. Staff, fortunately, had
not encountered any ethnic tensions when studesms asked to translate. When asked
how students responded to having this responsibilie ELL teacher explained that she
always asked students first, “We have a lot of kiti® volunteer and others who are not
comfortable at all and they'll tell me. And thetoaof them understand because they

were there. So they’re happy to help somebody’else

Staff also embedded this concept of peer suppather programs, such as
student jobs, and in instructional strategies.otigh small tasks such as delivering the
afternoon snack to classrooms or helping a yousigelent with reading, the jobs
program gave students opportunities to both develagership skills and to help others.
Teachers strove to reinforce the concept of pggpat through simple instructional
strategies such as asking students to recap anlémssomeone who missed a day, asking
for volunteers to help others with assignmentsings&tudents to help with small tasks
such as finding a dictionary for someone who neeled assigning/giving students the

option of group work
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It should be noted that the strategies of askindesits to help their peers or work
in groups could be difficult to implement effectiye Malik and Viviana’s experience
with Kylie demonstrates that peers sometimes lathkednaturity needed to provide
constructive assistance. In addition, some staffied that peer work would promote
cheating or socializing and this meant that stuglantustomed to working together in
one instructional setting might not be permittedhtanother. It was also the case that
teachers could not always ensure students weremngopkoductively when in groups, as
was demonstrated in Celeste’s classroom when Fattandered from group to group.
Collectively, however, staff embedded the strateggr support within multiple efforts to
promote school community and, as seen in the iddalistudent case studies, students

regularly either offered help to or received help another student.

Staff also drew on their existing practice of migyito constructively redirect
disruptive student behavior, rather than movingt fio sanctions. This became
particularly important for refugee students as tlegyned new behavioral and cultural
norms and because many were accustomed to coporshment in schools. Staff were
not always able to apply this successfully in gcagtas seen in the earlier examples of a
staff member insisting that a student give herayeact or of Lily being allowed to
badger other students during a lesson. A numbetheir instances, however,
demonstrate ways in which staff constructively ntbsidents in a direction that

promoted learning.

In one example, Joseph had his head on his desigdutesson. His teacher
might have scolded him but instead asked, “Josaehyou tired?” In response, Joseph

sat up. His teacher said, “Here’s what I'm gonagehyou do. Run to the fence and run
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back. Then we’re going to break into groups. Aladuwill go with you.” Joseph and
his friend Abdullah went out the back door thatdesed the field. Gone for about a
minute, they came back panting but quiet. Therathedents started to break into
groups. The teacher walked over to Joseph antingimasked, “Did that wake you up?”

Joseph nodded and joined his reading group.

In another example, a group of refugee girls wonkéd their teacher on
homonyms. Three of the girls were making an effafifering example sentences in
response to teacher prompts. Lily was not inteckahd just wanted to keep on reading.
She eventually started yawning, deliberately andausly, and then pretended to be

falling asleep. The teacher responded:

Mrs. B: I'm not done with you so you can stop yawning.eTmly way you’re going to
get out of here today is to know what a homonymLigy, can you think of
another homonym?

Lily: 1don’t know. [Picks up her book and starts tadreaherself.]
Fatima: Eye and I?

Mrs. B: [Gently take’s Lily’s book and places it on thes&.] | appreciate that you want
to read but you need to understand this. | knatybu want to go back to
your classroom but you will be with me until you ge

Lily: 1don’t want to go back. [Lily half-heartedly piaipates for about a minute, picks
up her book again, and interrupts the others’ disicun.] Can we continue?

Fatima: Aunt and ant.

[Lily is accustomed t@auntbeing pronounced in the British fashion so, to hestould
not sound anything likant. This opens a lively discussion.]

These instances demonstrate staff redirecting bhehavways that both let students
know what was expected but also maintained a aactste classroom atmosphere,

something viewed at this school as essential @estiearning.
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Concurrent with all of these efforts to integragawsomers into the school and
support their academic growth was the tendencymiesto position student or family
practices within a deficit framework. During tlagudy, the principal had to advise two
staff that students were not to be discouraged Bpeaking their native language at
school. These staff worried that students wouldentikely misunderstand each other
and get into arguments if more than one language s@oken at school. If enforced,
this mistaken belief would represent a significaotation of students’ civil rights and
undermine collective efforts to promote trust wittihe school. Other notions were less

clear-cut but still significant.

Some had difficulty understanding that refugee fesiwere also transitioning
from the developing to the developed world and vegriek to interpret parental actions

negatively. One staff member shared an example:

Recently we had a family where they have littlesotieat come to pick up
the bigger kids from school. The little infantissf strapped into a
seatbelt, flopped over, not in a car seat. Arnt the law,” and, ‘Oh gosh,
you gotta call the police. We've got to do thizecause it's breaking the
law. What if the baby died?’ You know? Blah,tplalah. But then
there were several who were, ‘Oh no, let’s get tiogjeand get them a car
seat.” But, you know, you have those who freakatdirst...

The potentially adverse effects of police involverni@a this situation should give pause
to anyone working with refugee families. This imyseof some to blame rather than
offer constructive assistance was familiar to thegpal. It was not so different from

what she encountered when she first came to GEayedrs ago and she pushed back:

So, | hear too often, ‘These kids who’ve moved oo school and
changed it. And basically they've lowered our ssdréNo, we haven't
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adapted to figure out what these kids need. Sambtre about schools
need to learn to adapt and change. And changficutd. *

Moving Students Forward Academically

Prior studies reveal that the range of readind kkikls in one classroom can
span as many as 10 grade levels (Firmender, Ressy&eny, 2013). Grant staff reported
that it was not uncommon to find a wider rangeneirt upper elementary classrooms,
from preliterate students working on letters anahgls, to students reading at a post-high
school level. “I guess my greatest challenge witm [refugee students],” said one
teacher, “as with any student who is strugglingneeting them where they are and
pulling them up.” She added, “Communicating whkrm how much | care, um, but at
the same time keeping my expectations really hegtabse | don’t feel | serve any
student well if my expectations are low.” The pipal worked with staff to implement
strategies to support this work and to respontiéchurdles that inevitably arose from

striving to serve such a wide range of learningisee

The principal departmentalized the curriculum a&tdlpper grades, based on
teacher expertise. The rationale, as she explamasithat, “It's too much for one
teacher. She cannot be an expert in all thosestsidj There were two classes at each
grade level and one teacher might teach math aadcs; for example, while the other
taught literature and social studies. This redubechumber of subjects for which each

teacher had to prepare every day.

1 Absent complete and disaggregated student perfarendata, it is not possible to contextualize
interview comments stating that student scores @ewn at Grant after the refugee program was
implemented.
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Staff also differentiated reading instruction thgbischool-wide flexible
grouping. A team of instructional staff met monthly to revistudent-level data from the
state standardized tests for reading, languagematia, as well as the English language
assessment for ELLs, and other instruments usédnathie district. Staff assigned
individual students to reading groups based om ffegformance data and students
typically rotated about every six to eight weekspehding on their progress. Refugee

students were placed in groups based on theirsaases scores, not their ELL status.

Certified staff generally tried to work with studerat the lowest and highest
reading levels. Paraprofessionals and AmeriCoobsnteers generally worked with
students in the middle. However, the scheduleiafigenced which staff person worked
with which students, i.e., when students had m#sigE,, lunch, and recess, and the
availability of paraprofessional and AmeriCorp pensel. The principal acknowledged
that staffing the reading groups was “really diffic’ Non-certified staff were essential
but lacked training in curriculum and instructiofis such, they were able to “do a lot of
repetition and things like that but they need paogs that are very prescriptive. So,
they’re not quick to be able to analyze and adjustearning and the curriculum, as a

teacher can.”

Departmentalization and flexible grouping for resgladdressed a portion of the
workload but some teachers reported feeling thatesit instruction was fragmented and
they still had a tremendous amount of differentiatio do in the classroom. In addition,
as was seen in the student case studies, manyntstwdere not able to get homework
help outside of school and were not able to attadefore and after school programs

staff put together. This meant that teachers adtea assisted with homework.
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“Basically, you have no time,” said one teachéefhére’s just so much to do.” She

added, “You have to be very flexible. Whatever get hit with that day, just bend and

go.”

In working to meet the specific needs of refugeelshts, some staff felt
confident in their ability to help those developipasic literacy and/or with significant
skill gaps but others did not. Few reported hawny training in working with English
Language Learners. Those who had training fouatitistructional strategies and
resources generally accommodated high beginnindoeanéhtermediate speakers of
English but not students completely new to Englisti/or completely new to text-based
learning. In addition, there was a tremendous esiglon assessing language and
reading but no effective district- or state-levaltfor assessing refugee ELL’s baseline
math skills. This left teachers to their own degidor figuring out what math knowledge
students brought with then&taff who searched for information that specifigall
addressed refugee students’ learning needs fotlledaind often turned to other teachers

for ideas.

Grant’s ELL teacher became a key resource, recomimgisupplemental
materials for instruction and offering guidancehmw to support individual students.
During the first year of the school's ELL progratime district's ELL curriculum focused
on reading and was aligned with each grade’s stdrréading curriculum. The ELL
teacher pre-taught vocabulary, phonics skills, math concepts that would be covered in
the grade-level classes. She found this to bdfaatee strategy, noting in particular
that the vocabulary could be very challenging fewoomer students in the upper grades.

Collaborating with multiple teachers across gramesthrough six, however, presented
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“a huge, huge challenge.” While she worked tori¢he curriculum herself, she stated
that one of her main concerns was finding time ¢okwvith teachers. Staff had been
able to build some collaboration time into the skite but, “The reality,” she said, “is

that a lot of it is done on e-mail or walking dottre hallway, ‘What unit are we on?”

Finding sufficient time to work with teachers onshbest to meet the wide range
of classroom learning levels was not the only @mae. Over the course of four years,
an economic recession brought budget cuts andfgssraprofessional support staff, a
change in state policy prohibited ELL teachers flogtping with reading instruction in
the classroom, ELL enrollment increased from 6@estis to 104, and, as was true of

native-born students at Grant, there was a highabstudent turnover.

Searching for solutions to the reduction in the am@f available
paraprofessional support, staff piloted four diigrELL curricula and two different
language learning software programs in the spamsbvfour years. The ELL teacher
described the newest curriculum as focused oratitedevelopment through science and
social studies. She contrasted this to earlieiaua that emphasized general language
development, “Before, they just missed out ondtgsce and social studies] because |
would be working on just more language. And now/ldnguage is embedded in the
content.” The new ELL curriculum is supplementdthyanguage learning software that
emphasizes building academic vocabulary. Whileestgachers feel “guilty” about
using computer software to supplement instructmost seem to feel that it, combined

with the new ELL curriculum, helps to move studeotsvard.

Even with a more academically oriented ELL curnicalas a foundation,

however, most teachers commented that they wdkeddi be able to work with students
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more in the classroom rather than supplementirtguicison through pull-outs. To do

this, they said they need adults in class who ia@draining and experience to respond
to the needs of individual students and help thdwaiace. Support with community
volunteers is difficult as teachers found that wobers participate inconsistently and they
are not always able to establish the rapport nacg$s work productively with students.
As one teacher explained, “I definitely need maeiph It would be nice to have another

body that could differentiate on the spot. Thatldde the most helpful.”
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CHAPTER FIVE: CONCLUSION

In speaking of the challenges associated with addrg such a wide range of
classroom learning levels, plus recognizing whedets have unmet needs for food,
clothing, housing, health care, or personal seguwite staff member made a comment
that represents the central finding of this stutlithink overall, this school does a really
good job of meeting the needs. I think at anyaienpoint in time there could be times
when teachers are unable to meet those needsgmide of the demands.” Grant has
become a vital resource for the families whosedcéil attend their school and, while
staff have worked very hard to respond holistictdlyactors that impact students’ school

engagement, the demands sometimes exceed theaityapa

National statistics underscore the wide range cbfa that can complicate school
efforts to promote high levels of academic engageraed achievement. Children living
in poverty generally enter kindergarten with lowsaith and reading scores than their
more advantaged peers and are more likely to lmeg@len low-resource schools (Lee &
Burkam, 2002). Just 67 percent of all public s¢Hioorth graders achieve a basic level
in reading (National Assesment of Educational Resgyr2013J> Even lower rates are
seen among low-income (53 percent), African Ameri¢&0 percent), and Latino

students (52 percent). Twenty-two percent of chitdn the U.S. live in poverty, with

2 This is based on the proportion of students sgdBiasic or above on the 2013 National Assessment
of Educational Progress, or NAEP (Stoneberg, 2007).
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greater rates of disadvantage seen among Africaeridan (38 percent) and Latino
children (32 percent) (Macartney, 2011). More tbhas million children enrolled during
the 2011-2012 school year were homeless (Natioeatet for Homeless Education,
2013). Fifteen percent of American households faod insecurity (Coleman-Jensen,
Nord, Andrews, & Carlson, 2012) and 15 percent kK type of health care coverage
(Cohen & Martinez, 2012). Nearly 4 in 10 youth espnce major trauma before age 16,
such as domestic violence, physical or sexual #ssaa life-threatening accident

(Porche et al., 2011).

Grant staff recognize that children’s learning deglelopment are influenced by
more than individual effort and school context.eylare also influenced by events at
home, within the larger community, and within breadociety (Ashby, 2010; Behnke et
al., 2010; Bickerstaff, 2009/2010; Freudenberg &k 2007; Hondo et al., 2008;
NRC/IM, 2000; Porche et al., 2011; Snow et al.,2200The experiences of the families
who participated in this study show that many rekgyface considerable disadvantage in
their resettlement communities. Recent groupsasingly live for prolonged periods in
circumstances that negatively impact their heatith @nstrain their abilities to develop
human capital. They have often survived extrenpridation and violence. They are
arriving more and more in areas lacking ethnic camitres that can offer supports
beyond the period offered by resettlement agendiesh of these factors amplifies the
challenges associated with graduating from higlogichnd transitioning to

postsecondary education or training.

Yet the experiences of Grant staff show that chgleand risk are not isolated to

refugee families. The framework staff establisteetty to address both the academic
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and non-academic needs of refugee students satiy engage more fully in school
was built from lessons learned with native-bormstis. Absent a more coherent and
sustainable network of programs and services,uppa@ts provided through Grant are
essential to the families they serve. Policies@ograms implemented with the aim of
improving educational outcomes for low-income aridarity youth have often focused
on deficits perceived to exist within studentstait families (Connell, 1994; Kantor &
Lowe, 2006; Lee, 2008). Grant’s principal choséottus instead on meeting students
where they are at in order to promote academic tjrawvd their experiences can provide

important insights for others.

Key Findings and Recommendations

=  We know that external factors such as hunger, ¢dtiealth care, homelessness,
family trauma, or other significant concerns impsteident’s ability to engage fully
with school. A national committee tasked with coeipensively examining student
engagement argued in 2004 that, “narrowly constioteslventions addressing
isolated aspects of school functioning and studgpérience are not sufficient to
move students toward high levels of engagementahitvement” (NRC/IM, 2004,
p. 187). The Committee advocated for a rangefofmes but argued that truly
addressing non-academic needs that distract framileg would require
development of an integrated and sustainable apprimaservice provision that
fundamentally restructures adult roles. Such uetiring would foster student
connection with at least one mentor who workednsuee coordination between
academic and non-academic services through anlzessed view of student

development. Their recommendations focused on $tbbol students but are
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certainly relevant to staff and students at Gramdllowing these recommendations
would entail difficult and significant changes bwuld recognize that schools alone
cannot adequately address the factors that impaaésts’ educational persistence
and achievement.

School staff may struggle with their own emotiobatden as result of their
interaction with families who have experienced secimsuffering. Practitioners who
have worked extensively with refugees recommenddi@wing tools for avoiding
staff burnout due to feelings of helplessness, amualt, and fear: a) staff training
regarding the impact of trauma on child developmleotv it may manifest in the
classroom, and possible strategies for addressswgtant behaviors; b) peer
debriefing; c) protocols for emergency situaticansgl d) a clear outline of which
problems school staff have the capacity to addxedswhich require external

assistance (Victorian Foundation for Survivors oftlire, 2004).

Both Lily’s experience of discrimination and thetf#hat the principal had to advise
two staff that students should not be discourageu Speaking their native
languages underscore the importance of providiaif) with structured opportunities
to carefully examine their interactions with mirtgrstudents. We all bring
stereotypes to our daily lives but schools repregmemdational developmental
contexts and all school staff thus bear a speesgdonsibility for building a positive
learning environment for the children they serve.

Grant staff felt hampered by the limited availdlibf peer-reviewed research that
specifically addresses English Language Learners ffiverse refugee backgrounds,

particularly students with limited native langudigeracy and little or no prior
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schooling. Their experience highlights the impoceof future research focused on
promoting the academic outcomes of refugee leafr@amsa wide range of cultural
backgrounds; with differing pre-migration experiea@nd educational opportunities;
and within diverse resettlement contexts.

Malik and her peers need targeted academic supipattsneet their individual
learning needs. Grant teachers can draw on peec@anmunity volunteers but
participant data tell us that volunteers are nosiently available and both peers
and volunteers may lack the capacity to offer potige assistance. Teachers can
connect students to supplement instructional pragnaithin the school but feel that
reliance on pull-outs results in a highly fragmeihséudent learning environment.
They would like to be able to provide more smabkgy instruction in the classroom
and this would require greater access to indivislwath sufficient training to
differentiate on the spot. Providing this would necessarily mean adding fully-
credentialed teachers to each classroom but itdhioublve greater investment in the
training of everyone working with students so ghacious instructional time is not
lost. It would also mean building collaboratiomé into staff schedules that was
focused explicitly on differentiating instructiograss the curriculum and within the
classroom.

Supplemental educational supports offered outsidgelmol hours have the potential
to enhance students’ academic skills but simplyragith the amount of school time
may not provide academic benefits (Beckett e2@09). Researchers tasked with
evaluating the literature on out-of-school timegreoms suggest that they may work

best when they: a) are aligned academically wighsithool day; b) pay attention to
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details such as location, transportation, progiamng, and related issues in order to
maximize participation; c) provide instruction tatgd to individual and small group
needs; d) utilize dynamic, interactive, learnertesesd, real world instructional
activities to address student and teacher fatiguase performance data to improve
quality.
The experiences shared by study participants &atethe tremendous amount of work
Grant staff have undertaken that lies beyond ttwie academic mandate. They have
done this to try to give the students who attemit tbchool, both native-born and refugee,
the space to more fully engage academically. Saenye they are not able to meet the
demands. Discussions regarding the efficacy afiipeurricula and instructional
approaches, teacher quality, student assessmenottaer academically-focused
concerns are all relevant to the work being dor@rant but, if we are going to do our
best to promote high school graduation, we havedognize that schools cannot do it

alone.
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BOISE @STATE

SEEKING VOLUNTEERS FOR A RESEARCH STUDY ON REFUGEE
STUDENTS’ ACADEMIC ACHIEVEMENT

To the Parent/Guardian of

My name is Kathleen Mullen and | am a graduate student at Boise State University. | am
trying to learn about refugee kids’ experiences with learning English and being in school
so | am conducting a research study called Early Indicators for High School Success
among Refugee Students. | am doing this study because | hope to gain insight into how
to support academic achievement for refugee students.

| am looking for eight parent and child teams to volunteer to be in this study. | am
looking for parents who are English Language Learners who have children who are
beginning level English Language Learners. Parents/guardians will be asked to take part
in an interview that will last about one hour. The interview(s) will take place sometime
between January and May, at a time and place that is mutually agreeable. You don’t
have to be able to speak English because we will have a translator to help us talk. If you
and your child consent to be in the study, your child will be asked to take partin three
separate interviews that will last about 20-30 minutes each. These interviews will take
place at Taft Elementary, during school hours, sometime between January and May.

If you and your child participate, | might find out information that will help other kids
some day. All of the information you share will be private. | will write a summary of the
information participating families share during the study, with the hopes of sharing it
with other teachers and schools serving refugee students, but the summary will not
contain any information that, alone or in combination, will identify any individual or
family. If you decide that you do want to be in this study, you do not have to answer any
guestions that you don’t want to. You can also stop being in the study at any time.

If you decide that you don’t want to be in this study, | will still be visiting your child’s
classroom but | will not ask for interviews from you or your child.
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If you and your child are interested in being part of this study, please check the space
below and have your child return this form to [edited for privacy]. A translator will call
you to schedule a date, time, and place for the parent/guardian interview.

Thank you so much for your time and consideration!

Yes, | am interested in participating in this study. No, | am not interested in participating in this study,

This research is conducted under the direction of Dr. Roger Stewart, College of
Education, Department of Literacy.

This research has been reviewed and approved by the BSU Institutional Review Board

(IRB approval #034-SB11-085)
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Parent Telephone Script
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Hello, Mr./Mrs./Ms. _

My name is (translator’s name) and | am contacyimg to follow-up on the flyer your
child returned to school indicating that you areiasted in participating in the study of
the language learning and school experiences ofjeeffamilies. Are you still interested
in participating?

(If no) Thank you very much for your time. Goodbye

(If yes) Great! Do you have a minute for us to stthe the interview?

(If no) Okay, when would be a good time for me &tl back?

(If yes) Great! Where would you prefer to meet? &da meet you at the school, come to
your home, or meet you someplace else. (Respo@agy, what date and time within
the next two weeks are best for you? We estinmténterview will take about one hour.

Thank you, Mr./Mrs./Ms. | will contact you two dapefore our scheduled interview to
confirm. Thank you very much for your time.
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Parent Consent Form
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BOISE @ STATE

I V£ R ST TY

Ms. Mullen is trying to learn about refugee kids’ experiences with learning English and
being in school because she hopes to gain insight into how to support academic
achievement for refugee students. We want to tell you a little bit about the study and
what you will be asked to do so you can decide whether you want to participate. You
are being asked to be part of this study because your child is a student at Grant
Elementary. We encourage you to ask questions at any time and you don’t have to
decide today if you want to be part of the study.

Ms. Mullen is requesting permission to ask you questions about your experiences with
learning languages and with English, experiences with school and work, as well as your
hopes for your child’s future. We estimate that it will take about one hour to answer all
the questions. The interview will take place at a date, time, and location that are
mutually agreed to in advance by you, the translator, and Ms. Mullen.

Ms. Mullen is also asking permission to ask your child questions during three 20-30
interviews at school. These interviews will take place during school hours, on a day and
time that is mutually agreed to by your child, their teacher, a translator, and Ms.
Mullen.

Ms. Mullen will ask your child about their experiences with learning languages and with
school. Your child does not have to have previously attended school in order to
participate. All interviews will take place between now and the end of May.

Ms. Mullen will be recording audio of all the interviews to ensure accuracy. All of the
information you and your child share will be private. Ms. Mullen will write a summary
of the information participating families share with us, and while she hopes to share it
with other teachers and schools serving refugee students, the summary will not contain
any information that, alone or in combination, is individually identifiable.
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Some people might not want to talk about learning, school, work, or their hopes for the
future and nobody has to participate if they don’t want to. If you and your child decide
you would like to be part of this study, you can skip any question you don’t want to
answer and you can stop answering questions at any time. You and your child will
receive a small gift as a gesture of appreciation for your time but no one will be upset if
one or both of you decide to stop being in the study. The gift will be yours to keep. You
will continue to be welcome at Grant Elementary and your child will continue to receive
a quality education.

Sometimes people feel sad, angry, or upset when they talk about their experiences. If
you or your child feels this way about anything we talk about together during the
interviews, you are welcome to contact the school counselor, [edited for privacy]. Her
phone number is 854-6180.

You can ask us any questions you want about this study. You can also talk to Mrs.
[edited for privacy], [edited for privacy], Ms. Mullen’s advisor, Dr. Roger Stewart at 426-
4427, or the BSU Office of Research Compliance at 426-5401.

If you understand this information and agree that you and your child would like to be
part of this study, please sign your name or put your initials on the line below. We will
give you a copy of this form, in case you want to keep it for future reference.

Signature of Study Participant Date

Signature of Person Obtaining Consent Date
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STUDENT ASSENT FORM
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BOISE #STATE

I VER S T TY

Ms. Mullen is trying to learn about refugee kids’ experiences with learning English and
being in school. We want to tell you a little bit about the study and what you will be
asked to do so you can decide whether you want to participate. You are being asked to
be part of this study because you are a student at Grant Elementary. You can ask
questions any time you want and you don’t have to decide today if you want to be part
of the study.

If you want to be in this study, you will be asked to participate in three separate
interviews that will last about 30 minutes each. Ms. Mullen will ask you some questions
about your experiences with English and other languages, as well as your experiences
with school. The interviews will happen at school during school hours. If you decide
that you don’t want to be in this study, she will still be visiting your classroom but will
not ask you to participate in any interviews.

Some kids may not want to talk about learning languages or school. It is okay to say
“no” if you don’t want to be in the study. Even though your parents have said you can
be in the study, you can still say that you don’t want to. No one will be mad at you. If
you decide to be part of the study, you can skip any questions that you don’t want to
answer.

If you want to be in this study, please sign your name or your initials below.

SIGN your name Date

Signature of Person Obtaining Consent Date
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BOISE @ STATE

I VER S I TY

INFORMED CONSENT

Early Indicators of High School Success

Principal Investigator(s): Kathleen Mullen

Co-Investigator(s): Roger Stewart

Hello! My name is Kathleen Mullen and | am a graduate student in the Interdisciplinary Studies
program at Boise State University. You are being asked to participate in this study because of
your experience working with refugees in Boise. | am requesting permission to ask you
questions about your experiences working with refugee families. This consent form will give you
the information you will need to understand why this research study is being done and why you
are being invited to participate. It will also describe what you will be asked to do, as well as any
known risks, inconveniences or discomforts that you may experience. | encourage you to ask
questions at any time. If you decide to participate, you will be asked to sign this form and it will

be a record of your agreement to participate. You will be given a copy of this form to keep.

e PURPOSE AND BACKGROUND
The purpose of this study is to try to develop an understanding of the factors and resources

that support academic achievement among upper elementary refugee students.

e PROCEDURES

INTERVIEW

| will gather information through an interview about your experiences working with
refugee students and their families.

It is anticipated that the interview will take about 20-30 minutes.

The interview will take place at a mutually agreed upon time and location.

| am also requesting permission to make an audio recording of your interview in
order to help ensure that | have correctly recorded your responses. These
recordings will remain private and will only be available to me and my graduate
advisors for the purpose of this study. Audio recordings will be kept on a password
protected computer. If it is okay with you for me to make an audio recording or
your interview, please sign your initials here |
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e RISKS
For this research project, | will be asking you about your experiences working with refugee
children. Although the focus of this study is not on refugee trauma, many refugee students have
had trauma in their past and that might come up during the interview. You are free to not
answer any question that you feel uncomfortable answering and you may skip as many
guestions as you need to in order to feel comfortable during the interview.

Should you feel any discomfort due to participation in this interview you should contact your
own health care provider or call the Idaho Careline at 2-1-1.

e BENEFITS
There will be no direct benefit to you from participation in this study. Itis hoped that the results
of this study will provide insights into supporting the academic achievement of refugee
students.

e EXTENT OF ANONYMITY AND CONFIDENTIALITY
Any information that you share during this interview will be kept confidential. Because is hoped
that the results of this study will provide insights into supporting the academic achievement of
refugee students, | hope to publish study results. All findings used in any written reports or
publications which result from this study will be reported in aggregate form with no individually
identifiable information.

It is, however, useful to use direct quotes to more clearly capture the meanings in reporting the
findings from this study. | would like permission to include direct quotes in any publication. You
will be asked at the end of the interview if there is anything you said which you do not want
included as a quote, and | will ensure that information is not used. | will not include your name
in any study documents (or in any publication). Quotes will be identified very generally, e.g., by
the speaker’s country of origin, their native language, their level of experience with English, or a
related characteristic. If you do consent to allow direct quotes in any final report or document,
please provide your initials here

All electronic files will be stored on a password- and firewall-protected computer. Only | and my
graduate advisors will have access to study documents. All paper files will be stored in a locked
file cabinet in my advisor’s BSU office. | will transcribe all interviews.

Federal law requires that study information be kept for a minimum of three years. If, at the end
of that time, the data are no longer needed for analysis purposes, the data will be destroyed. If
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the data are still needed, they will continue to be stored in password- and firewall-protected
computers for the period of time needed for further analysis. Data used in this study may be
used in research dissemination at professional conferences and in publications.

e COMPENSATION
You will not be paid for your participation in this study but will be offered a small gift as a
gesture of appreciation for your time. The gift is yours to keep, whether or not you complete
the interview.

e PARTICIPATION IS VOLUNTARY
You do not have to be in this study if you do not want to. You may also refuse to answer any
questions you do not want to answer. If you volunteer to be in this study, you may withdraw
from it at any time without consequences of any kind or loss of the gift you were offered.

e QUESTIONS
If you have any questions or concerns about participation in this study, you should first talk with
the student conducting the study, Kathleen Mullen. Ms. Mullen is available via e-mail at
kathleenmullen@u.boisestate.edu. You may also contact Ms. Mullen’s graduate advisor, Roger
Stewart, at (208) 426-4437. If for some reason you do not wish to do this, you may contact the
Institutional Review Board, which is concerned with the protection of volunteers in research
projects. You may reach the board office between 8:00 AM and 5:00 PM, Monday through
Friday, by calling (208) 426-5401 or by writing: Institutional Review Board, Office of Research
Compliance, Boise State University, 1910 University Dr., Boise, ID 83725-1138.

e DOCUMENTATION OF CONSENT
| have read this form and decided that | will participate in the project described above. Its
general purposes, the particulars of involvement and possible risks have been explained to my
satisfaction. | understand | can withdraw at any time.

Signature of Study Participant Date

Signature of Person Obtaining Consent Date
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Date: Child’s number:

Relationship to child:

Thank you for taking the time to meet with me. During this interview, | would like to ask
you some questions about your experiences with school and work, your native language
and your experiences with English, as well as your hopes for your child’s future. | would
like to give you a small gift to show appreciation for your participation. Acceptance of
this gift does not obligate you in any way. You may skip any question that you do not
feel comfortable answering and you may keep the gift regardless of how many
questions you answer.

BACKGROUND

e Whatis your home country? What province did you live in?
e May | ask your ethnic group?

SCHOOL AND WORK

| would like to ask you some questions about your experience with school and work:

e What kind of work did you do before you came to Boise?

e What kind of work do you do in Boise? (IF APPLICABLE) What kind of work would
you like to do here?

* Did you go to school in (country of origin)? Y/N For how many years?

* Was your schooling helpful in your life? Y/N If yes, how so?

* Did your child go to school in (country of origin)? Y/N For how many years?

* How was school back home different than schools are here?

e What do you like best about school here?

* What do you like least about school here?
* (IF APPLICABLE) What kind of student you would say your son/daughter was in
(country of origin)?
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What kind of student would you say he/she is here in the US?

Is your child able to get most of his/her assignments in on time? Y/N If not, why
not?

Who does your child go to if he/she needs help with homework?

Sometimes children miss a day of school. How often would you say your child
misses school? Frequently, Sometimes, Rarely, Never

What are some of the reasons your child might miss school?

LITERACY

Sometimes people speak a language but do not read or write it.

How well do you read in (native language)? Very well, well, not well, not at all

How well do you write (native language)? Very well, well, not well, not at all

How well do you understand spoken English? Very well, well, not well, not at all
How well do you read English? Very well, well, not well, not at all

How well do you write English? Very well, well, not well, not at all

How often are you able to speak English with people who grew up speaking English?
Frequently, Sometimes, Rarely, Never

What language do you typically use at home to speak to your children? Language of
origin, mostly L/O, some English, 50/50, mostly English, some L/O, English

What language do your children generally speak to you? Language of origin, mostly
L/0, some English, 50/50, mostly English, some L/O, English

What language(s) does your child typically speak with his/her friends? Language of
origin, mostly L/O, some English, 50/50, mostly English, some L/O, English

What language(s) does your child typically speak at school? Language of origin,
mostly L/O, some English, 50/50, mostly English, some L/O, English

How often is your child able to speak English with kids who grew up speaking
English? Frequently, Sometimes, Rarely, Never

Do you have reading materials at home? Y/N, (If Y) What kinds of reading materials
do you have at home? Newspapers, Magazines, Comic books, religious materials,
Other

In what language are most of your reading materials?

How much time do you spend reading every week?
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Now | would like to ask you some questions about your hopes for your children’s future.

People measure success in different ways.

How do you define someone who is successful in life, meaning someone who has a
good life?

What do you do to help your child become successful in this country?

In the U.S., what role do you think school plays in being successful or having a good
life?

(IF APPLICABLE) What role do parents play in (country of origin) in their children’s
success in school?

(IF APPLICABLE) What role do parents play in the United States in their children’s
success in school?

What do you think you would like your child to do for a living when he/she grows
up?

How much school do you think he/she will need for that?

We are coming to the end of this interview. Your responses have been very helpful.

We are hoping to use this information to help schools better serve refugee children.
From your perspective, what could schools do to better meet the needs of your
child?

We are also hoping to provide information to refugee parents that would be helpful
to them. Do you have any specific questions that you want answered?

Thank you for taking the time to meet with me and share your experiences.



168

APPENDIX G

Student Interview Transcripts
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INTERVIEW 1

Date: Student’s name:

Thanks for meeting with me for an interview. | would like to ask you some questions
about your background and about school. Before we start, you are welcome to choose
a small gift from this box as a thank you for participating in this study. You may skip any
questions that you do not feel comfortable answering and you are not obligated to
complete the interview. You may keep the gift regardless of how many questions you
answer.

1. What'’s your favorite color?
2. What’s your favorite food?
3. What’s your favorite thing to do in your free time?

I’'m going to say a few sentences and you just tell me how true these statements are for
you:

4. 1enjoy learning new things. Very True, True, Somewhat True, Not True

5. Iget bored easily with school work. Very True, True, Somewhat True, Not True

6. |feel good when | learn something new, even when it is hard. Very True, True,
Somewhat True, Not True

| would like to ask you a little bit about school.

7. Did you go to school in (country of origin)? Y/N If so, how many years did you go
to school?

8. How was school back home different than schools are here?

9. What do you like best about school here?

10. What do you like least about school here?

11. What kind of student you would you say you were in (country of origin)?

12.Now that you are in the United States, what kind of student would you say you
are here?

13. What is the most difficult thing about school here?

14.Do you usually get most of your assignments in on time? Y/N If not, why not?

15. How much time do you spend on homework every day?

16. Who helps you with your homework if you need help?

17.Sometimes kids miss a day of school. How often would you say you miss school?
Frequently, Sometimes, Rarely, Never
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What are some of the reasons you might miss school?

We are coming to the end of this interview. Your responses have been very helpful.

18.  Arethere any questions that | should have asked you that | did not?
19.  Arethere any questions that you would like to ask me?

Thank you for taking the time to meet with me and share your experiences.

INTERVIEW 2

Date: Student’s name:

Thanks for meeting with me again. This time, | would like to ask you some questions
about your ideas about being successful, or having a good life, and some of your
experiences in school. Just like last time, you are welcome to choose a small gift from
this box as a thank you for participating in this study. And, just like last time, you may
skip any question that you do not feel comfortable answering and you are not obligated
to complete the interview. You may keep the gift regardless of how many questions you
answer.

I’'m going to say a few sentences. For each sentence, tell me whether you are more like
the first group or the second group. Then tell me whether that is “very true” or
“somewhat true” for you.

1. Some students always finish their work BUT other students often do not finish
their work.

2. Some students always turn in their homework BUT other students often do not.
3. Some students pay close attention in class BUT others do not.

4. Some students just get by in school BUT others always do their best.

With these sentences, just tell me whether each of the following statements are Very
True, True, Somewhat True, or Not True for you.
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5. Ican count on at least one adult in school. Very True True Somewhat True
Not True

6. There is someone at school who can help me.

Very True True Somewhat True Not True

7. Teachers here treat me with respect.
Very True True Somewhat True Not True

8. 1 have at least one friend at school to help me with homework.
Very True True Somewhat True Not True

9. Teachers care about me and what happens to me.
Very True True Somewhat True Not True

10.1 can count on someone if | have a problem at school.
Very True True Somewhat True Not True

11. Teachers care about my future.
Very True True Somewhat True Not True

12.1 can count on someone in school to help me with my school work.
Very True True Somewhat True Not True

13.1 can talk about troubles with people at school.
Very True True Somewhat True Not True

People measure success in different ways.

14.How would you describe someone who is successful, or who has a good life?
15.1f a cousin who just arrived from (country of origin) asks you how a person
becomes successful in the United States, what would you tell her/him?

16. Does school help you to be successful in the U.S.? Y/N If not, what other ways
can one be successful in the U.S.?

17.What do you think you would like to do when you grow up?

18.How much school do you think you need to be able to do that?

We are coming to the end of this interview. Your responses have been very helpful.
22.  Arethere any questions that | should have asked you that | did not?

23.  Arethere any questions that you would like to ask me?

Thank you for meeting with me again and sharing your experiences.
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INTERVIEW 3

Date: Child’s name:

Thanks for meeting with me again. This will be our last interview and this time | will ask

you about your experience with languages. Just like before, you are welcome to choose

a small gift from this box as a thank you for participating in this study.. And, just like last

time, you may skip any question that you do not feel comfortable answering and you

are not obligated to complete the interview. You may keep the gift regardless of how

many questions you answer.

7.
8.
9.

What is your native language? Is it a written language or mostly an oral language?
At home, what language do your family members use most of the time? Language
of origin, mostly L/O, some English, 50/50, mostly English, some L/O, English

What language do you use most of the time with your friends? Language of origin,
mostly L/O, some English, 50/50, mostly English, some L/O, English

What language do you use most of the time at school? Language of origin, mostly
L/O, some English, 50/50, mostly English, some L/O, English

How often are you able to speak English with kids who grew up speaking English?
Frequently, Sometimes, Rarely, Never

How well do you understand your native language? Very well, well, not well, not at
all

How well do you speak your native language? Very well, well, not well, not at all
How well do you read your native language? Very well, well, not well, not at all
How well do you write your native language? Very well, well, not well, not at all

10.How well do you understand spoken English? Very well, well, not well, not at all
11.How well do you read English? Very well, well, not well, not at all

12.How well do you write English? Very well, well, not well, not at all

13.Who likes to read in your home?

14.What kinds of reading materials do you have at home? Newspapers, Magazines,

Comic books, religious materials

15. Do you read for pleasure? Y/N If so, in what language are most of the things you

read?

16. About how many hours do your read for pleasure each week?

17.Has that changed since you came to the U.S.? If so, how?



173

We are coming to the end of this interview. Your responses have been very helpful.

18. Are there any questions that | should have asked you that | did not?
19. Are there any questions that you would like to ask me?

Thank you for taking the time to meet with me and share your experiences.
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Teacher Interview Transcript



175

Thank you for taking the time to meet with me. During this interview, | would like to ask
you some questions about your experience with refugee students. | would like to give
you a small gift to show appreciation for your participation. Acceptance of this gift does
not obligate you in any way. You may skip any question that you do not feel
comfortable answering and you may keep the gift regardless of how many questions
you answer.

BACKGROUND

* How many refugee students are you teaching this year?
* How many new students have been enrolled this year?

TEACHING

* Inyour opinion, how is teaching refugee students different from teaching other
students?

* Inyour opinion, what are some of the challenges refugee students face in
school?

e What are the some of the resources refugee students draw on to succeed in
school?

* What are some of the challenges you face in teaching refugee students?

* What are some of the resources you draw on to help refugee students succeed?

e How much interaction would you say refugee students typically have with non-
refugee students over the course of the day?

e How would you characterize the nature of interactions between refugee and
non-refugee students?

*  What are some of the areas in which you have received professional
development or other support to meet the needs of refugee students?

e What are some areas that you would like additional professional development or
other support to meet the needs of refugee students?

SPECIFIC AREAS OF SCHOOL

* How would you generally compare refugee students to non-refugee students on
the following dimensions?
e Attendance Much Better A Little Better About the Same A Little
Worse Much Worse
e Howso?



e Completing assighments Much Better A Little Better About the Same

Little Worse  Much Worse
¢ Howso?

Worse Much Worse
e Howso?
» Relations with classmatesMuch Better A Little Better About the Same
Little Worse  Much Worse
e Howso?
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A

e Behavior/conduct Much Better A Little Better Aboutthe Same A Little

A

* Relations with teachers, administrators, and other school authorities? Much

Better A Little Better About the Same A Little Worse Much Worse

e Howso?

e Reading and writing? Much Better A Little Better About the Same
Little Worse  Much Worse
e Howso?

A

e Liking school? Much Better A Little Better About the Same A Little

Worse Much Worse

e Howso?

» Self-confidence in learning abilities? Much Better A Little Better
About the Same A Little Worse  Much Worse
e Howso?

We are coming to the end of this interview. Your responses have been very helpful.

Do you have any other thoughts you would like to share about your experiences

teaching refugee students?

As was mentioned in when we talked about consent to participate in this
interview, all findings used in any written reports or publications which result
from this study will contain no individually indentifying information. Itis,
however, useful to use direct quotes to more clearly capture the meanings in
reporting the findings from this study. If there is anything from this interview
that you do not wish to have included as a quote, please tell me now so that |
can be sure not to include it in my final report.

Thank you for taking the time to meet with me and share your experiences.
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Interview Transcript for Other School Staff



Date:

178

Thank you for taking the time to meet with me. During this interview, | would like to ask

you some questions about your experience working with refugee families. | would like
to give you a small gift to show appreciation for your participation. Acceptance of this

gift does not obligate you in any way. You may skip any question that you do not feel
comfortable answering and you may keep the gift regardless of how many questions

you answer.

BACKGROUND

Had you worked with refugees prior to coming to this school?

In your opinion, what are some of the challenges refugees face in adapting to life
in Boise?

What are some of the resources you see refugees draw on in adapting to life
here?

In your opinion, what are some of the challenges refugee students face in local
schools?

What are some of the resources refugee students draw on in order to succeed in
school?

What are some of the challenges you face in serving refugee students and their
families?

Web description of work, how is working with refugee students the same and
how is it different than working with native-born students?

Friendship discussions, how to include newcomers; Mentoring; ASSET?

We are coming to the end of this interview. Your responses have been very helpful.

Do you have any other thoughts you would like to share about your experiences
working with refugee families?

As was mentioned in when we talked about consent to participate in this
interview, all findings used in any written reports or publications which result
from this study will contain no individually indentifying information. Itis,
however, useful to use direct quotes to more clearly capture the meanings in
reporting the findings from this study. If there is anything from this interview
that you do not wish to have included as a quote, please tell me now so that |
can be sure not to include it in my final report.

Thank you for taking the time to meet with me and share your experiences.
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Field Visit Class Observation Tally Log
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ZT 4th ZT 5th ZK DC AK DB HM HK Boys & Girls Minutes

01_09 - 50 - - - - 50 - - 100
01_10 50 50 - - - - 50 - - 150
01_18 - 50 - - - - - - - 50
01_19 - 50 - - - - - - - 50
01_24 - 50 - - - - - - - 50
02_01 - - 20 25 24 - - - - 69
02_03 - - 20 25 - 40 - - - 85
02_09 - 50 - 25 - - - - - 75
02_17 - 50 20 - - - - - - 70
02_21 - 50 - - - - - - - 50
03_01 - - 37 36 - - - - - 73
03_06 - - 25 - 55 - - - - 80
03_13 - - 51 45 - - - - - 96
03_26thru 03_30 SPRING BREAK - -
04_10 - - 95 - 87 - - - - 182
04_12 - - 42 - - R - - R 4
04_19 - - 30 35 60 - - - - 125
04_24 - - 52 58 - 35 - 40 - 185
05_02 - - - 45 54 - - 40 - 139
05_03 - 60 52 - 53 - - - - 165
05_08 - - - - 58 22 - - - 80
05_10 - - - 36 89 - - - - 125
05_15 - - - 40 - - - - - 40
05_17 - 50 40 - - - - 40 - 130
05_21 - 50 - - - - - 40 - 90
05_22 - 50 20 - - 49 - 40 - 159
05_31 - 40 - - - - - - - 40
06_07 - - - - - - - - 75 75
06_12 50 50
50 650 504 370 480 146 100 200 125 2,625

0.83 10.83 8.40 6.17 8.00 243 1.67 3.33 2.08 43.75
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Field Visit Student Observation Tally Log
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Dates Han ELL Han Main Ing ELL Ing Main Yam ELL Yam Main EhW ELL EhW Main Isa ELL IsaMain LucELL LucMain LevELL Lev Main

01_09 No student names at this point
01_10 50 - 50 - - - - - 50 - - - - -
01_18 50 - 50 - 50 - 50 - - - - - - -
0119 50 - 50 - 50 - 50 - 50 - - - - -
01_24 50 - 50 - 50 - 50 - 50 - - - - -
02_01 - 20 - 20 - - - 20 - 20 - 24 Out
02_03 - 20 - 20 - 25 - 25 - 20 - 40 Field trip
02_09 50 - 50 - 50 25 50 25 50 - - - - -
02_17 50 20 50 20 50 - Out - 20  Field trip to CWI Field trip to CWI
0221 50 - 50 - 50 - 50 - 50 - - - - -
03_01 -T 37 T3y -7 36 -1 37 - 37 - - out
03 06 -T 25 -7 s -T - -T 25 - 25 - 55 - 55
03_13 -T 51 - -T 45 -T 51 - 51 out out
SPRING BREAK

04_10 - 55 - 55 - 45 - 55 - 9% - 87 - 87
04_12 - 2 - 42 - - - 42 - - - - - -
0419  ISATs - ISATs - ISATs 65 ISATs - ISATs - ISATs 60 ISATs -
0424  ISATs 52 ISATs 52 ISATs 58  ISATs 52 ISATs 52 50 35 40 50
05_02 - - - - - 45 - - - - out 40 54
05_03 60 52 60 52 60 - 60 52 60 52 - 53 out
05_08 - - - - - - - - - - - 58 - 58
05_10 - - - - - 36 - - - - - 89 - 77
05_15 - - - - - 40 - - - - - - - -
05_17 - 40 - 40 - - - 40 - 40 40 Outam 40 Outam
05_21 50 - 50 - 50 - 50 - 50 - 40 - 40 -
05_22 - 20 - 20 - 26 - - - - - - - 23
05_31 45 - 45 - 45 - 45 - 45 - - - - -
total 505 414 505 434 455 446 405 424 405 412 130 501 160 404

8.42 690 842 723 758 743 675 7.07 6.75 6.87 217 8.35 2.67 6.73

BOYS & GIRLS CLUB NOT COUNTED IN TALLIES
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APPENDIX L

Field Visit Days of the Week Tally Log



01_09
01_10
01_18
01_19
01_24
02_01
02_03
02_09
02_17
02_21
03_01
03_06
03_13
03_26thru 03_30
04_10
04_12
04_13
04_19
04_24
05_02
05_03
05_08
05_10
05_15
05_17
05_21
05_22
05_31
total

Mon AM Mo

nPM Tues AM Tues PM

1

Wed AM Wed PM Thurs AM Thurs PM Fri AM Fri PM

SPRING BREAK
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APPENDIX M

Field Visit Interview Schedule



DATE
0221 12
0221 12
0229 12
03 01 12
03_11 12
03 17 12
03_18 12
0320 12
04_09 12
04_12_12
04_12_12
04_15 12

r
04_19 12

04_19 12
04_19 12
04_19 12
0424 12

04 24 12"

0424 12
04 24 12
05_03 12
05_03 12
05_08 12
05_08 12
05_12_12
05_15 12
05_17 12
05_17 12
05 21 12
05 22 12
05 31 12
06_06_12
07_02_13

PERSON
T
2337 MOTHER
2337
2337
4477 FATHER
3462 FATHER
7447 MOTHER
HR
1197 FATHER
1197
4477
0413 MOTHER
0413
1197
4477
7447
CS
0413
1197
4477
3462
7447
WS
3462
AK
DB
DB
T
HK
BS
ZK
CS
M
MINUTES
HOURS

TIME
40
35
50
30
4
45
58
51
34
15
30
35
13
8
15
15
45
8
6
35

15
43
15
30
6
38
20
15
22
25
22
15
876
14.6

CATEGORY
TEACHER
PARENT
STUDENT
STUDENT
PARENT
PARENT
MOTHER
COUNSELOR
PARENT
STUDENT
STUDENT
PARENT
STUDENT
STUDENT
STUDENT
STUDENT

SOCIAL WORKER

STUDENT
STUDENT
STUDENT
STUDENT
STUDENT
PRINCIPAL
STUDENT
TEACHER
TEACHER
TEACHER
TEACHER
PARAPRO

BEHAVIORAL INTERVENTIONIST

TEACHER

EXECUTIVE ASSISTANT
ELL TEACHER FROM DIFFERENT SCHOOL

186



