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Abstract

The global migration across the globe appears to justify the need for theorizing refugee
education, as students are part of the migration. The United States is one of the largest refugee
recipients in the world (UNHCR, 2018), and a great number of refugee students go to school,
even though the enrollment rate of those in postsecondary institutions is not clear due to different
methods of categorizing immigrant students who enter U.S. higher education institutions.
Asylees and refugees are all categorized under the term ‘immigrant,” though they have different
economical and immigration statuses (Y1 & Kiyama, 2018). Even though various studies have
been conducted to theorize refugee education with a focus on identity formation of refugee
students, most of them have focused on school rather than college level. Studies focused on
refugee students’ identity construction emphasize how refugees learn new skills to build up their
self-esteem, join a new society, and use their native language and reflect their cultural identities
in school (Uptin , 2013; Erden, 2017; Saleh, 2018).

There are a few studies that examined the schooling experiences of refugee students in
postsecondary institutions (e.g., Felix, 2016), but little is known about how Eritrean political
refugee students negotiate and renegotiate their cultural identity in postsecondary institutions in
the Midwest and how schooling shapes their cultural identity. This dissertation study employed
case study methodology to explore an in-depth case of how Eritrean political refugee students
negotiate and renegotiate their cultural identity in the postsecondary institution landscape. Thus,
the case, in this research, was defined as political refugees; more specifically, the case was
defined as the ways the political refugee students negotiated and renegotiated their cultural
identity. The case was bounded by the 2022-2023 academic year, by Eritrean political refugees

participating in the experience, their college and curricula contexts, and the multicultural
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education policy. Data were gathered through semi-structured interview and focus-group
discussion.

Through the theories of cultural reproduction, acculturation/assimilation, biculturalism
and transculturalism, six themes were identified. These themes included: 1) negotiating and
renegotiating cultural identity, 2) maintaining cultural identity, 3) home culture versus college
culture, 4) reflecting refugees’ cultural identity in school, 5) impact of cultural identity on
schooling, and 6) culturally related teaching methodology. In relation to the research question of
how Eritrean political refugee students negotiate and renegotiate their cultural identity in
postsecondary institutions in the Midwest, the participants identified themselves as culturally
Eritrean students and thought they were different from the rest of the student populations due to
their cultural identity. The participants did not feel a sense of bilingual identity and were not in a
position to negotiate and renegotiate their cultural identity, though they admitted that they were
pulled to fit in the social, economic, and political structures of the host country. With respect to
the research question of how postsecondary schooling experiences shape the cultural identity of
Eritrean political refugee students in the Midwest, the college education was shown to have little
to do with participants’ cultural identity. The participants did not see their identities, histories,
values, and cultural practices in the postsecondary institution in the Midwest. Finally, the study
recommends not only the integration of culturally responsive pedagogy to the college education
system to make the curriculum inclusive so that the refugee students feel a sense of
belongingness, but also having a unique support system for college refugee students, as their

learning experiences are different from the rest of the student populations.
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Chapter One: Background of the study

Introduction

The United States welcomes refugees from different countries and continents; it has been
described as one of the largest refugee recipients in the world (UNHCR, 2018). Since 1975, over
3 million refugees have had an opportunity to be resettled in the U.S. (Bernstein & DuBois,
2018). Nevertheless, the admission of refugees to the U.S. has dropped significantly since 2016
due to political reasons, in which in 2019, 30,000 and in 2020, 18,000 refugees were resettled in
the U.S. 2020 fiscal year marked the lowest admission when compared to prior 2016, in which

110, 000 was the annual refugee ceiling (Migration Policy Institute, n.d.).

Figure 1 Annual Refugee Resettlement Ceiling, 1975-2021

U.S. Annual Refugee Resettlement Ceiling and
Annual Number of Admitted Refugees, Fiscal
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Despite this drop, a significant number of refugees are believed to go to school, and some
to a university or college, though the enrollment rate of refugee students in postsecondary
institutions in the U.S. does not seem to be clear, and Yi &Kiyama (2018) explain, “missing
from literature on refugee populations is specific data on the numbers of refugee students
attending postsecondary institutions in the U.S. Due to varying methods of classifying immigrant
students and significant differences in when refugee students resettle in the U.S., and
subsequently enter U.S. education systems, no clear data exists that accurately captures refugee
students in higher education” (p. 10).

There are studies that have addressed the schooling experiences of refugee students.
Dryden-Peterson (2016) investigated the schooling experiences of refugee children in the
country of first asylum and reported that refugee education may be theorized better by taking
these factors into account: the schools they went to, the frequency of attendance and the
conditions they were in in the first host countries. She states, “‘contemporary conditions of
conflict usefully inform conceptual understanding of refugee education globally, including the
types of schools that refugees access in countries of first asylum and their rates of access” (p.
131). In addition, the author identifies the factors that significantly affect the refugee children’s
schooling experiences in the first asylum countries, which are “language barriers, teacher-
centered pedagogy, and discrimination in school settings” (p. 131). Similarly, Erden (2017)
explored the schooling experiences of Syrian refugee children in the refugee camps in Turkey,
and argued that language barrier, lack of education policy on refugee education and cultural gap
were the major factors that impacted the refugee students’ schooling experiences in Turkey.

Moreover, a few studies investigated identity formation among refugee students. While Bash and



Phillips (2006) studied identity construction among refugee school children, and the challenges
they face in keeping their social identities, Uptin (2013) investigated refugee students’
engagement in constructing and reconstructing their cultural identities in Australia to be part of a
new society. However, little is known about how the Eritrean political refugees in the
postsecondary institutions negotiate and renegotiate their cultural identity in the Midwest.
Context and Research Questions

Even though the schooling experience of refugees who come to the United States varies
and is often dependent on the age the refugees were when settling in the United States, the
majority of them went to school in the refugee camps in the countries of first asylum before they
were resettled in the U.S. and often had unpleasant schooling experiences. Dryden-Peterson
(2016) writes, “for refugee children, disruption of education by protracted conflict and exile is
more the norm than the exception, and it is often a precursor of educational experiences outside
of the national education system of a country of origin” (p.134). The interruption of education
and the uncomfortable school environment surrounded by continuous and sporadic conflicts in
the refugee camps of first host countries appear to affect the students’ academic and health
conditions. It may be due to these traumatic experiences that a large body of literature for
example (Kira et al., 2014; Bryant et al., 2018) focuses on investigating the psychological issues,
particularly the traumas these refugees have faced in the refugee camps and on the teaching
approaches the schools should follow to prepare them for the future life in the U.S. (Dryden-
Peterson, 2017).

There are a few studies that addressed the refugee students’ identity construction. Erden
(2017) investigated the schooling experiences of Syrian refugee students in Turkey and found

that in spite of the challenges they face such as linguistic deficiency, lack of refugee education



policy and cultural gap, the refugees try to build their sense of identity by learning skills to lead
their day-to-day lives. Using such skills, they want to demonstrate their personal identities that
they are diligent, hardworking, and independent. In a similar vein, Saleh (2018) discovered the
challenges refugee students face in terms of literacy skills and learning a new language and
culture and suggested that schools should consider the students’ cultural background, personal
identities, and native language to help them succeed in school. In addition, Dryden-Peterson
(2016) explored the educational experiences of refugee students in their ‘first asylum countries’
and reported three issues that affect refugee students’ academic performance; these are linguistic
problem, teaching strategy and social segregation in the schools. According to the author, the
refugee students feel isolated, and are often referred to as ‘them’. Also, the language barrier and
the learner-centered teaching approach appear to be strange to them, and hence affect their
academic success.

Similarly, Uptin (2013) focused on how refugee students in Australia engage in
formulating and reformulating their cultural identities to be part of a new society, and the way
they build their learning and get connected to the society. The author suggested that refugees
should not be taken as having a ‘homogenized identity’. All the studies noted above focus on
young refugee learners and how they construct their new identities in a new country. Felix
(2016) explored the schooling experiences of refugee students in higher education institutions in
the U.S., and reported the challenges they face during their studies. Some of the challenges
include linguistic deficiency, more attachments to their communities and lack of academic
support. According to the author, the refugee students’ close attachments with their communities

do not seem to give them an opportunity to improve their English language skills, as they use



their native language during communication. Also, they do not seem to have support and

guidance at home about navigating higher education due to lack of social capital.

Figure 2 Refugee Arrivals by Top Country of Nationality: Sum of Fiscal Years 2012 to 2021

a )

El Salvador
Burundi
Ethiopia

Sudan

Afghanistan

Cuba

Eritrea
Iran

Ukraine

Syria

Somalia
Bhutan

Congo, Democratic Republic

Iraq

Burma

All other countries, including unknown

T T T T T
20,000 40,000 60,000 80,000 100,000

\ Refugee Arrivals

J

Source: Homeland Security: Office of Immigration Statistics, September 2022

Even though Eritrean refugees are on the top list arriving in the United States, as indicated in
Figure 2, little is known about how Eritrean political refugee students negotiate and renegotiate
their cultural identity in postsecondary institutions in the Midwest and how schooling shapes
their cultural identity, which are addressed by the current study. The qualitative study on which
this dissertation is constructed is significant, as it can inform educators, policy makers, teachers
and other education stakeholders in the U.S., thereby fostering a profound understanding of the
ways refugee students negotiate their cultural identity in the postsecondary institutions in the

U.S. Thus, the study addresses the following research questions:



1. How do Eritrean political refugee students negotiate and renegotiate their cultural identity

in postsecondary institutions in the U.S. Midwest?

2. How does the postsecondary schooling experience shape the cultural identity of Eritrean

political refugee students in the U.S. Midwest?

The first question investigates how Eritrean political refugee students negotiate and renegotiate
their cultural identity in the higher education institutions in the U.S., believing that identity could
be multiple, not static. In fact, identity is dynamic and an ongoing process (Yoon, 2012; Hall &
Du Gay, 1996), and hence it may be significant to explore how they negotiate and renegotiate
their cultural identity in a dominant culture in the U.S. Similarly, the second question probes into
the impact of schooling in shaping their cultural identity in the school setting. It also examines
how the inclusion and diversity policy as well as the curricula in higher education help them
negotiate their cultural identity.
Eritrea: Multilingual and Multiethnic Country

Eritrea is a beautiful small country in the horn of Africa, situated on the strategic Red
Sea. Its coastal area has been significant in history and culture and has become the basis for its
name. According to Britannica.com, Eritrea came from an Italian name called Mare Erythracum
which means in Latin Red Sea. The Red Sea was not only an important route for missionaries to
spread Islam and Christianity but also attracted many great powers like Egypt, Turkey and Italy
to trade coffee, gold and slaves from Ethiopia. According to Britannica.com, Wichale treaty was
signed on May 2, 1889, in which the Ethiopian leader, Menilek acknowledged that Eritrea and its
Red Sea belonged to Italy; On January 1, 1890, Eritrea was officially declared to be the Italian

colony. Since then, it has been colonized by the Italians, British and Ethiopians.



Figure 3 Map of Eritrea
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After bitter armed struggle for 30 years, Eritrea became free from Ethiopia on May 24,

1993. Eritrea is bordered on east by the Red Sea, on the west by Sudan, on the south by Ethiopia,

and on the southeast by Djibouti, and It is often mentioned as the safest and cleanest country in

Africa, and its people are not divided along ethnic or religious differences, unlike other African

countries where a huge number of people are believed to die due to these differences. However,

since its independence, it has been led by one party, People’s Front for Democracy and Justice

(PFDJ) with no elections held.



There are nine ethnic groups in Eritrea; these are Tigrinya, Tigre, Saho, Afar, Beja, Bilen
Kunama, Nara, and Rashaida . Tigrinya make up 50% of the country’s total population followed
by Tigre. Moreover, these groups have the freedom to use their own languages, even though
majority of the population use Tigrinya language to communicate with each other. The
government of Eritrea often states that there is no official language, but Tigrinya and Arabic are
the two working languages in the country, English being the medium of instruction from middle
school to postsecondary education.

Figure 4 Ethnic Groups in Eritrea

Ethnic Groups in Eritrea
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While the Tigiryna people live in the highlands of Eritrea, the Tigre who make up one-
third of the total population of Eritrea inhabit in the lowlands of the country. The names of the
ethnic groups and their languages are the same. The Tigrinya people use Tigrinya language and

the Tigre speak Tigre, both of which are written in the Geez script and belong to the Semitic



language group, though they are mutually unintelligible. In addition, the Bilen people who speak
Bilen, Cushitic language group, live in the northern highland, but the Rashaida people speak
Arabic, and are nomads on the norther mountains of the country. Also, while the Afar people live
on the southern part of the coast, the Saho reside on the eastern part of the country. On the other
hand, the Beja people inhabit across the border in Sudan, and Nara and Kunama live on the
western part, and are Nilotic languages.

Eritrea follows mother-tongue education system; Students are expected to learn in their
mother tongue from KG to grade 5. However, English is the medium of instruction from grade 6
through university education. Students are expected to take national exams in grades 5 and 12.
Passing the grade 5 standard examination means moving to the middle school where all subjects
are taught in English, whereas passing the grade 12 examination or matriculation provides an
opportunity to pursue university education.

Since religion is an identity in the country, students have religion classes, where the
Christians study bible and the Muslim study the Kuran. There are four major religious affiliation
in the country; these are Eritrean Orthodox Tewahedo Church, Sunni Islam, Catholic Church,

and Evangelical Lutheran Church.



Figure 5 Religious Affiliations in Eritrea
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In addition, young people leave the country and immigrate to other countries due to the
current political situation in the country. However, wherever they are, they often work hard to
keep up their religious and cultural identity due to a couple of reasons. Firstly, their parents put
much pressure on their children to keep maintaining their religious and cultural identity, as these
factors define most Eritrean families’ dignity. Secondly, they believe they will go back home one
day and do not often want to lose their sense of belonginess and identity. Finally, Britannica.com

state that Eritrea has 6.1 million people, even though no national censes was conducted recently.
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Definition of Key Concepts

The following concepts are key in this dissertation study. Even though there are different
explanations for the terms, the following definitions are applied throughout the study.
Identities are “social, discursive, and narrative options offered by a particular society in a
specific time and place to which individuals and groups of individuals appeal in an attempt to
self-name, to self-characterize, and to claim social spaces and social prerogatives” (Pavlenko &
Blackledge, 2004: p.29). They are “constructed on the back of a recognition of some common
origin or shared characteristics with another person or group, or with an ideal, and with the
natural closure of solidarity and allegiance established on this foundation” (Hall & Du Gay,
1996, p. 2).

Identity Construction refers to “the interstices of multiple axes, such as age, race, class, ethnicity,

gender, generation, sexual orientation, geopolitical locale, institutional affiliation, and social
status, whereby each aspect of identity redefines and modifies all others” (Pavlenko &
Blackledge, 2004: p.16).

Refugee (Political refugee) is “someone who has been forced to flee his or her country because

of persecution, war or violence. A refugee has a well-founded fear of persecution for reasons of
race, religion, nationality, political opinion or membership in a particular social group. Most
likely, they cannot return home or are afraid to do so” (UNHCR, 2001). Thus, refugees and
immigrants are not used interchangeable in the study.

Cultural identity is defined as “the relationship between individuals and members of a group who

share a common history, a common language, and similar ways of understanding the world”

(Norton, 1997, p. 420).
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Organization of the Dissertation

Chapter one discusses background of the study; it covers the significance and context of
the study and the research gap, whereas chapter two presents review of related literature. The
topics that were covered in detail include conceptual framework, transculturalism, cultural
identity construction, and challenges of educating refugee students. Chapter three discusses
methodological approach, data generation, data analysis, setting, recruiting participants, and
ethical consideration. Eventually, chapter four and five covers findings and discussion

respectively.
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Chapter Two: Review of Related Literature

Introduction

When discussing refugee education, there appears to be a tendency to use refugees and
immigrants interchangeably, though I do not intend to use them conversely throughout my study
for the following reason. According to the United Nations High Commissioner for Refugees
(2001), “Article 1 of the Convention [1951 Convention] defines a refugee as a person who is
outside his/her country of nationality or habitual residence; has a well-founded fear of
persecution because of his/her race, religion, nationality, membership in a particular social group
or political opinion; and is unable or unwilling to avail himself/herself of the protection of that
country, or to return there, for fear of persecution.” As the definition indicates, refugees are
forced to flee their countries involuntarily and often stay in the refugee camps in the first host
countries before they are given legal refuge by the second host countries. On the other hand,
immigrants often move from one country to another voluntarily for economic reasons,
specifically in search of a better and more prosperous lifestyle, and hence the UNHCR classifies
them as ‘economic immigrants’ rather than refugees (Rong & Preissle, 1998). Thus, the features
that define refugees and immigrants are different. A thorough discussion of the conceptual
framework that frames the study, transculturalism, cultural identity construction, challenges of
educating refugee students and postsecondary institutions and refugee students follows next.
Conceptual Framework

This study addresses the ways Eritrean political refugee students negotiate their cultural
identity in ostsecondary institutions in the U.S.; hence, the study draws on sociological
perspectives to guide the conceptual framework. In order to understand how cultural identities

are negotiated and renegotiated, Hall and Du Gay’s (1996) conceptualization of identity is
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considered. Hall and Du Gay describe the concept of identity as fluid and in continuous process
within a given context. Concerning identity negotiation, the authors state, “in common sense
language, identification is constructed on the back of a recognition of some common origin or
shared characteristics with another person or group, or with an ideal, and with the natural closure
of solidarity and allegiance established on this foundation” (p. 2). In addition, the study draws on
cultural reproduction, transculturalism, acculturation/assimilation and biculturalism theories to
examine the political refugee students’ ways of negotiating their cultural identity in
postsecondary institutions and the impact of their schooling experiences in shaping their cultural
identity.

When discussing schooling and cultural identities, it is relevant to mention Bourdieu’s
(1977) notion of cultural reproduction. Bourdieu argues that schools play a key role in
reproducing the values of the cultural capital of the elite social class. Cultural capital is shaped
by one’s experiences at home, where there are cultural resources that support someone’s position
in a social order (Bourdieu, 1977). Moreover, Bourdieu argues that each social class has its own
set of norms, customs, values, and thoughts called the habitus. The habitus have assumptions
about what is considered good and bad, which impact and shape the cultural practices of the
members of the class. For example, the middle-class habitus appears to emphasize on the values
of reading classical literature rather than pop literature, making educational visits like art
galleries and museums, and learning classical instruments (Bourdieu, 1977). Such values put
middle class children in an advantageous position in schools, as such activities are educational in
nature. Equipped with such cultural capital, the children appear to be successful at school as their
values align with the curriculum the schools adopt. Also, this may bring some advantages to the

dominant groups, as they have access to the cultural resources valued by the social order, which
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could be character traits, cultural goods, and academic credentials. For example, Levinson and
Holland (1996) support this point by reporting Bourdieu’s work in France that schools take the
lion’s share in spreading the symbolic capital, which gives the higher social classes an
opportunity to flourish socially and economically. Symbolic capital means the availability of
resources to a person based on their social status, or recognition; it is considered as an asset or
value that one possesses within a culture (Bourdieu, 1977). This takes places in different forms;
the schools value some type of dressing or speaking style, and some education standards that
align with the culture of the dominant group. Similarly, the school, an important influence of
cultural capital, promotes a curriculum that mostly reflects the histories and identities of the
middle-class children, and hence, Everette (2021) argues that such children are able to make
meaningful connections between the school and outside world. Thus, while the middle-class
children fit in the social values and skills the curriculum promotes, the working-class children
have difficulties fitting in, and are later shaped to align with the cultures and identities they are
not familiar with, oftentimes leading to identity confusion. Thus, the schools’ roles become
substantial in making refugee children aware of their constraints and weaknesses through the
practice of the classroom. This may lead to social and structural inequalities in the society
(Giroux, 1997), leading to the dominant groups’ cultural reproduction, and oppressing the
cultural identities of the minority groups, in this case, refugees.

On the other hand, schooling plays a role in the acculturation process, which appears to
be inevitable for refugee students as their movement brings them in contact with a different
culture in the host country. They may find themselves experiencing two distinct cultural worlds
and may feel a sense of belongingness to the two cultures without losing their sense of cultural

identity, which is also called acculturation (LaFromboise, Coleman, & Gerton, 1993). Even
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though acculturation is viewed as bicultural competence, refugees tend to be impacted
individually as well as a group. While individual refugees may feel that there is change in their
values and identities, as a group, they may be pulled to fit in the social, economic, and political
structures of the host country (Bernstein & DuBois, 2018). For example, African refugees in the
U.S. often face the same challenges as African Americans as a result of political and social
structures.

In addition, Portes and Zhou’s (1993) theory explains better the acculturation
(assimilation) process for refugees. Portes and Zhou mention three types of assimilation. While
downward assimilation leads to the discrimination of refugees and immigrants socially, upward
assimilation takes place when refugees and immigrants get assimilated successfully to the culture
of the dominant group. Selective assimilation, however, refers to the accommodation of the
refugees’ cultures, languages, and other aspects selectively while getting immersed into the
dominant culture. In the third assimilation type, refugees and immigrants get support from the
community. For example, refugee students get academic support from an educator, hired by the
school, who knows not only the native language of the refugees but also their cultural values.
The Toolkit for newcomers prepared by the Department of Education (2017) implies that the
third type of assimilation is pursued in U.S. schools. This may provide an opportunity for the
refugee students to embrace their cultural identities without replacing their identity with the new
one, making them bicultural, though they may feel the stress and conflict between the two
cultures. Nevertheless, biculturalism should not only be viewed as a means of cultural identity
construction. The political side of biculturalism and the way it is embedded within a certain

hierarchy structure of the society should also be considered. Giroux (1995) writes,
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The politics of biculturalism must address not merely how cultural identities are
constructed differently, but also how they are produced, sustained, and transformed
within the structures of power at work in a deeply hierarchical and exploitive society.
Within this discourse, there is a call to move beyond the mere celebration of ethnicity in
order to provide the conditions for students and others to understand and negotiate
differences, especially in relation to unequal structures of power (p. X).

Giroux explains that the construction of cultural identities is political and should be understood

within the context of power dynamics in the society.

Another theory that explains the acculturation process is Ogbu and Simons’ (1998)
cultural-ecological theory, which argues that minority groups’ identity development and
schooling correlate to their official status. Immigrants who were not forced out of their countries
are more likely to embrace the local culture, which compromises their original identity. They
build “compatible” cultural identities in which they gain access to the two cultural worlds
(Benet-Martinez et al., 2002). However, their priority seems to use the available opportunities to
economically develop themselves and they do not see the challenges of being racially segregated
as such as a major one, since the opportunities they get outweigh the problems they encounter.
This sense of optimism and positive attitude follows them to school and tends to lead to their

school success (Benet-Martinez et al., 2002).
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Table 1 Refugee Arrivals by Country of Nationality: Fiscal Years 2019 to 2021 (Ranked by 2021 country of

nationality)
Country of nationality 2019 2020 2021
Number |Percent Number Percent Number Percent

Total .o e 29,916 100.0 11,840 100.0 11,454 100.0
Congo, Democratic Republic . . ........... ..o i 12,875 43.0 2,863 24.2 4,876 42.6
SYIia e o e 560 1.9 486 4.1 1,255 11.0
Afghanistan ... e e 1,197 4.0 603 5.1 874 7.6
L1701 4,432 | 14.8 1,935 16.3 802 7.0
BUMMa . .. e 4,928 | 16.5 2,112 17.8 769 6.7
1T T o T 376 1.3 258 2.2 510 4.5
= 1 T 462 1.5 541 4.6 500 4.4
ElSalvador. ... ..ot 311 1.0 362 3.1 200 1.7
Somali@. .. cuei e e 230 0.8 149 13 196 1.7
8 11 == 1,750 5.8 475 4.0 185 1.6
All other countries, includingunknown .. ........................ 2,795 9.3 2,056 17.4 1,287 11.2

Source: Homeland Security: Office of Immigration Statistics, September 2022

On the other hand, the minority groups who arrived in the United States involuntarily, for

example, as slaves, tend to develop ‘oppositional identity’ and reject assimilation. This kind of

tendency follows them to school and becomes an obstacle to their success (Ogbu, 1991). But
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Ogbu explains that refugees are categories in the middle who did not come willingly or
unwillingly but appear to make efforts to use the opportunities by adopting to the local culture.
Nevertheless, factors like racial segregation, linguistic deficiency and low-self-esteem seem to
lead them to resist the acculturation process (Lee, 2005). The theories propounded by Ogbu
(1991) are relevant to the study in understanding the acculturation process and how it impacts
refugees’ cultural identities. Ogbu (1991) describes refugees as neither involuntary nor volunteer
immigrants, which does not seem to resonate with the definition of a refugee given by the United
Nations High Commissioner for Refugees, which states:

A refugee as a person who is outside his/her country of nationality or habitual residence;

has a well-founded fear of persecution because of his/her race, religion, nationality,

membership in a particular social group or political opinion; and is unable or unwilling to

avail himself/herself of the protection of that country, or to return there, for fear of

persecution (United Nations High Commissioner for Refugees, 2001).
The study adopts the UNHCR’s definition of a refugee who left their home countries
involuntarily and due to compelling situations like persecution and discrimination.
Transculturalism
Transculturalism is relevant to the study, as it implies the movement from one culture to another
(Guo & Maitra, 2017). When refugees are resettled to the host countries, there is the possibility
of transculturalism through the process of acculturation, where the refugees experience two
distinct cultural worlds, and may feel a sense of belongingness to the two cultures without losing
their sense of cultural identity (LaFromboise, Coleman, & Gerton, 1993).

According to Hoerder, Hebert, and Schmitt (2006), transculturalism refers to the “process

of individuals and societies changing themselves by integrating diverse cultural life-ways into
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dynamic new ones” (p.13). This way of transculturation views cultures as non-static and fluid, as
cultures come in contact with other cultures. However, the process of transculturalism is
political, as it is understood within a hierarchy structure of the society. Refugees, after joining
new cultures, tend to be impacted individually as well as a group. While individual refugees may
feel that there is change in their values and identities, as a group, they may be pulled to fit in the
social, economic, and political structures of the host country (Bernstein & DuBois, 2018), which
makes transculturalism political.

Furthermore, Berry and Epstein (1999) explain that transculturalism may pave a way for
‘reflexive identity’, where people may be engaged in criticizing their own cultural identity, and
they write, “Transculture as I understand it is a totalizing approach indeed, but in such a way that
it curbs the totalitarian pretensions of any part of culture, any theory and any discipline to
advance itself as the whole truth. Transculture is the process of self-distancing, self-
estrangement, and self-criticism of one’s own cultural identities and assumptions” (p. 307). Thus,
transculturalism appears to provide a ground for refugees to get integrated into the host cultures
and develop diverse cultures, as it views culture as fluid, and Guo and Maitra (2017) state that
transculturalism “breaks down boundaries, opposes singular traditional cultures, recognizes
cosmopolitan citizenship and develops the understanding that one’s culture is multiple and
fluid.” This is relevant to the study as it helps us to understand how Eritrean political refugee
students negotiate and renegotiate their cultural identity as well as the construction of their
cultural identity within the perspective of transculturalism that states there could be multiple

cultures the refugees may develop after their arrival in the host countries.
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Cultural Identity Construction

Hall and Du Gay (1996) argue that identity is constructed in a fluid and continuous
process within a given context. The authors describe, “identification is constructed on the back of
a recognition of some common origin or shared characteristics with another person or group, or
with an ideal, and with the natural closure of solidarity and allegiance established on this
foundation,” (p. 2). In a similar vein, Pavlenko and Blackledge (2004) define identity as “social,
discursive, and narrative options offered by a particular society in a specific time and place to
which individuals and groups of individuals appeal in an attempt to self-name, to self-
characterize, and to claim social spaces and social prerogatives” (p. 29). The two definitions
emphasize the significance of having common ‘characteristics’ and ‘allegiances’ in a definite
time and space among members of a certain group to have an identity representing the members,
which I use them for my discussion.

In addition, various scholars assert that identity is dynamic and multiple, not a static
entity. West (1995) rejects the idea of having one identity that shapes someone; rather people
have various positions when it comes to forming their identities. He seems to imply that people
develop multiple identities as they go through different stages of life, which appears to be a
poststructuralist conception of identity. The identities include gender, sexual orientation, skin
color, ethnicity, nationality, and maybe intellectual capacity. For example, a study conducted by
Trueba (2004) supports the concept of identity as dynamic and multiple, and concludes that
immigrants construct multiple identities that ‘coexist’ and operate at the same time in different
situations without any conflict. According to the study, the participants did not exhibit any sort
of cultural conflict in their daily interactions, instead managed to show multiple identities based

on the context. This could be viewed as an advantage for newcomers who attempt to adapt a new
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sociocultural environment and may be considered as a ‘cultural capital’, as they live in different
cultural worlds (Zhou, 2002).

On the other hand, Gee (1996) argues that students may develop a sense of confusion and
conflicting identities if they develop multiple identities. This could be exhibited in various ways
that students developing school-related identity which contradicts the beliefs, values and norms
of their original cultural identities may be engaged in conflict with their community and parents.
For example, Habtemariam and Hallman (2020) note, in a study under review, that African
college students in the Midwest found their home culture different from the school culture, and
this put them in a dilemma to reconcile between the two identities. The authors also found that
due to cultural gap, the African refugee students faced an academic challenge. A cultural gap
means “theoretical, conceptual, and practical disconnects and spaces between the culture (values,
traditions, customs, beliefs, etc.) of the learners and the communities from which they come and
the educational institutions and the proponents thereof” (Berry and Candis, 2013, p. 45).

This cultural gap underscored that Eritrean and Democratic Republic of Congo refugees
were raised to be good listeners, to keep their voice sdown, and not to speak up before their
elders or teachers, as it is considered offensive. Also, there is part of the Eritrean and Democratic
Republic of Congo culture that says that younger children should look humble by keeping their
head down, should not question their elders’ ideas but accept them, and should respect authority.
Such cultural values have impacted the academic engagement of the refugee students in U.S.
classrooms, putting them in a sense of confusion, as they were not common in their previous
school setting (Habtemariam and Hallman, under review). Thus, in this discussion, identity is
perceived as a social construct and is in continuous process within a given context. In addition,

identity is socially formed by taking part in the activities of communities, and discursive
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relationships and social structure that appear to play a pivotal role in the construction of cultural
identity (Hall & Du Gay, 1996).

According to Taylor (1999), culture refers to a set of mainly intangible aspects of social
life, which encompasses beliefs, systems of language, values, practices, and communication that
a group of people have in common and are defined collectively by them. Individual’s cultural
experiences seem to shape their identities leading them to have a cultural identity where they
associate themselves with a certain culture. Berry and Candis (2013) define cultural experience,
“as events (singularly or collectively engaged) specific to a group of individuals with shared
beliefs, values, traditions, customs, practices, and language” (p. 44). Taylor (1999) explains that
these recognizable domains of culture that all members share may change over time, which
appears to imply that culture is not static. However, the features that shape the two concepts
(identity and culture) form cultural identity, which is defined as “the relationship between
individuals and members of a group who share a common history, a common language, and
similar ways of understanding the world” (Norton, 1997, p. 420), as these factors shape their
experiences and views of the world.

In conclusion, cultural identity construction could be viewed in light to the theories of
cultural reproduction, acculturation/assimilation, transculturalism and biculturalism. Bourdieu’s
(1977) concept of cultural reproduction views schools as playing a role in reproducing the
dominant identity and culture; this could lay a foundation to understand the schooling
experiences that contribute to the cultural identity construction, and the ways the refugee
students negotiate and renegotiate their cultural identity construction. In a similar vein, Portes
and Zhou’s (1993) acculturation theory, which emphasizes refugee students experiencing two

different cultural worlds and feeling a sense of belongingness to the two cultures, provides a
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ground to understand the refugee students’ biculturalism. Considering this, it appears significant
to understand how Eritrean political refugee students’ schooling experiences shape the
construction of cultural identity, which is addressed by the study.

Challenges of Educating Refugee Students

There are a number of challenges facing educators when educating refugee students.
Firstly, it may be difficult to integrate refugees into the dominant culture by keeping their own
cultural identity. It seems that formal education has been used to assimilate refugees to the
dominant culture without leaving a room to practice their own culture and language as they are
minority groups (Oh, 2012), and hence integrating refugee students by keeping their culture was
far from being achieved.

Moreover, Kirova (2012) argues that people may feel ‘negative internalization’ when
they think their cultural capital has less value in the dominant group. ‘Negative internalization’ is
Bourdieu’s term which refers to ‘misrecognition’ in reference to symbolic violence. Kirova
(2012) clarifies the ‘negative internalization’ by presenting a pilot program conducted in Canada
in which immigrant parents demanded that their children learn English language to find a space
in the Canadian society because they felt they had nothing to share with the dominant group and
did not want to humiliate their children. Their feeling aligned with the dominant group’s thought
that immigrant children do not perform well at school due to lack of social and cultural capital.
However, the parents felt ‘negative internalization’ for lack of social and cultural capital when
that may not often be the case, as they have their own cultural values to share with. Kirova’s
point is supported by Habtemariam and Hallman’s study (under review) in which the Eritrean
and Democratic Republic of Congo refugee college students in the Midwest felt ‘negative

internalization’ as their values were misrecognized in the colleges. Their African values of

24



depending on their parents for decision, though they are above age 18, addressing their teachers
using titles like Dr., professor and taking tattoos and piercings as taboos did not appear to have
been accepted by their American peers.

The other challenge of educating refugee students is that they come from a different
education system and face linguistic deficiency in the host countries. For example, Joyce et al.
(2010) discuss how university refugee students in Australia found that the refugee students are in
greater tension and nervousness due to the different education system from what they are used to,
and hence the researchers describe the university as a ‘culturally alienating place’ (p. 169), as the
newcomers feel a greater sense of isolation and less belongingness within those institutions.
Also, lack of proficiency in English is described as the other major challenge for refugee students
at higher education level (Joyce et al., 2010; Ramsay and Baker, 2019). Some of these refugees
went to school where the medium of instruction is English back home and in the country of first
asylum. However, they have difficulty to interact because their English as a foreign language
knowledge seems to be more of academic, which does not enable them to socialize and become
part of the community, and Stevenson and Baker (2018) state:

Language proficiency is further complicated by settlement and education policies that

also do not recognize the bespoke academic language and literacy needs of students who

are non-native English speakers, and have had interrupted education. This is compounded
by the fact that many refugees learn the forms of English which can help them navigate
their new social milieu but the social milieu of HE is radically different, containing as it

does its own linguistic culture. (p. 57)

Thus, putting refugee students in an ESL classroom for an extended time may be

advantageous in terms of learning English, but they may feel a sense of exclusion socially and
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psychologically as they are not part of the mainstream classes (Olsen, 1997). For example,
Davila (2012) reported that high school Vietnamese refugee students, for being in an ESL class,
missed the chance to engage with their peers who are native English speakers who would help
them to improve their English skills and to navigate finding scholarship and job opportunities
after they leave high school, and hence the refugee students were compelled to withdraw
psychologically that they could not concentrate on the lesson, in addition to the social isolation,
i.e., lack of engagement with the school community.
Postsecondary Institutions and Refugee Students

After arriving in the country of first asylum, refugee students are believed to go to school
either in the refugee camps or outside. Usually, college students go to school in cities, as there
aren’t colleges in the refugee camps. They are exposed to another education system and cultural
experiences in the country of first asylum, as they had gone to school in their native country.
After resettlement, they struggle to fit in a third education system and foreign culture, leaving
most of them in a cultural shock (Joyce et al., 2010). Moreover, these refugee students face
several challenges in the postsecondary institutions, though 1% of them get access to higher

education in the globe (Ramsay & Baker, 2019).
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Firstly, college refugee students do not often have access to what may be considered

‘professional’ advice. After resettlement, agencies that help them to resettle organize different

programs to help them get a job or go to school. However, according to Joyce et al. (2010), these

programs are not led by experts but by social or case workers, and hence their assistance to the

refugee students about university education or how to navigate to be successful in higher

education appears to be limited. Thus, refugee students are often bewildered upon arrival at the

higher education institutions as resources do not seem to be targeted toward their unique needs

(Anselme and Hands, 2012). According to Joyce et al. (2010), college refugee students are often

entering education systems that are very different from what they have experienced; hence, the

researchers describe the university as a “culturally alienating place” (p. 169), as newcomers feel

a greater sense of isolation and less belongingness within those institutions.

Table 2 Proposed and Actual Refugee Admissions by Regions: Fiscal Years 2019 to 2021

Region 2019 2020 2021
Ceiling Admissions Ceiling Admissions Ceiling Admissions

Total...oovviiiiniiin . 30,000 29,916 18,000 11,840 62,500 11,454
Africa.........ooeiieintn 11,000 16,366 X 4,171 22,000 6,250
EastAsia.................... 4,000 4,946 X 2,131 6,000 776
Europe/Central Asia........... 3,000 4,994 X 2,578 4,000 983
Latin America/Caribbean ....... 3,000 809 X 948 5,000 400
Near East/South Asia.......... 9,000 2,801 X 2,012 13,000 3,045
Unallocated Reserve. .......... X 12,500

Source: Homeland Security: Office of Immigration Statistics, September 2022
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Secondly, refugee students’ English proficiency is mentioned as the other challenge for
some at postsecondary institutions (Joyce et al., 2010; Ramsay & Baker, 2019). Some of these
refugees went to school in the country of first asylum and completed their education in English.
Yet, they often have difficulty using the language at academic and social contexts, though they
are believed to be better at the former. There appears to be lack of recognition of refugees’
academic English due to their distinct accent and way of using the language at postsecondary
institutions. Stevenson and Baker (2018) explain that postsecondary institutions don’t seem to

recognize the bespoke academic language and literacy needs of students who are non-

native English speakers and have had interrupted education. This is compounded by the
fact that many refugees learn the forms of English which can help them navigate their
new social milieu but the social milieu of HE [higher education] is radically different,

containing as it does its own linguistic culture. (p. 57)

Thus, some refugee students appear to struggle to improve their English proficiency as no
special assistance that meets their needs is provided to them.

Moreover, postsecondary institutions are often not aware of the traumatic experiences
refugee students have had in their lives (McBrien, 2005). The majority of refugees encounter
extreme challenges while in refugee camps in the first host country. They may have witnessed
the death of their beloved ones, family members, relatives, neighbors, and friends. Such
traumatic experiences may distract refugee students from their studies, leading to stress and
depression. For example, Joyce et al. (2010) found that refugee students in Australia suffered
from cultural shock, depression, stress, and other underlying health conditions. These complex
health issues usually appear to worsen as refugee students do not get enough medical attention in

the refugee camps. Thus, health issues can become an obstacle to refugee students’ academic
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success, and postsecondary institutions don’t appear to consider such post-traumatic stress
disorder (PTSD) refugee students encounter (McBrien, 2005).

In addition, refugee students encounter the challenging of getting financial aid at
postsecondary institutions. Even though most of them get help in applying for financial aid, they
have difficulties to getting co-signers, which delays the process of securing financial aid. Also,
most of the refugee students are reluctant to sign for loans, thinking that this would put them in a
difficult financial situation later when they graduate. This is the result of lack of experience of
having loans for education in their native and first host countries (Tuliao, Hatch, & Torraco,
2017). This becomes another obstacle for most refugee college students to continue their studies,
and many instead opt for a career. As discussed throughout this literature review, refugee

students face a number of challenges in the postsecondary institutions.
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Chapter Three: Methodology
Purpose

The study draws upon qualitative methods for data collection and analysis with the
intention of understanding and interpreting human experiences. Since the purpose of the study
was to explore an in-depth understanding of how Eritrean political refugee students negotiate and
renegotiate their cultural identity in postsecondary institutions in the Midwest and the role of
schooling in shaping their cultural identity, qualitative research was used to explore their lived
experiences and understand the meanings ascribed to them by collecting data systematically and
analyzing them rigorously (Merriam, 2009). Qualitative research was suitable to achieve the goal
of this research because it enabled me to capture the individual experiences of the refugee
students in the postsecondary education. Creswell and Creswell (2018) describe qualitative
research as a method of understanding individuals and the meanings they attach to the central
phenomenon of the research study. Also, Marshall and Rossman (2016) favor qualitive research
to capture the participants’ voices and the meaning they assign to their experiences. Thus, the
openness of qualitative research assists researchers to understand the “inherent complexity of
social interactions and...to respect in its own right” (Glesne & Peshkin, 1992, p. 7). The stories
told by participants reveal the complex social phenomenon and can be of huge value in
understanding the participants’ perspectives.

In this chapter, I explain the research methodology, design and data analysis that guided
this study. The research questions that informed the study inquired: How do Eritrean political
refugee students negotiate and renegotiate their cultural identity in postsecondary institutions in
the U.S. Midwest? How does the postsecondary schooling experience shape the cultural identity

of Eritrean political refugee students in the U.S. Midwest?
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Case Study as a Methodological Approach

This research is aimed at exploring an in-depth case of how Eritrean political refugee
students negotiate and renegotiate their cultural identity in the postsecondary institution
landscape; the case is bounded by time, context and place. In order to investigate the deeply
complex issue of negotiating and renegotiating cultural identity among refugee students in a
naturalistic setting, case study methodology was used. Yin (2014) defines case study research as
investigating the process or dynamics of issues and incorporating case(s) in a naturalistic
‘contemporary’ setting, in which the case could be a small group, an individual or an
organization as a specific entity. It could be a ‘project’, ‘decision-making project’ or a
relationship as a less specific entity within a ‘bounded system’ of time and place. Creswell and
Poth (2018) build on the definition of case study that multiple data collection methods could be
used to understand and investigate a contemporary phenomenon in a naturalistic setting and they
state,

Case study research is defined as a qualitative approach in which the investigator

explores a real-life, contemporary bounded system (a case) or multiple bounded systems

(cases) over time, through detailed, in-depth data collection involving multiple sources of

information (e.g., observations, interviews, audiovisual material, and documents and

reports), and reports a case description and case themes. The unit of analysis in the case

study might be multiple cases (a multisite study) or a single case (a within-site study). (p.

153)

Researchers who pursue a case study methodology can use multiple approaches to do
their research. According to Yin (2014), researchers can use qualitative and quantitative

approaches to inform their case study research. However, a qualitative case study is favored in
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due to the need to understand the participants’ individual experiences in detail and the meanings
they ascribe in a naturalistic educational setting (Merriam & Tisdell, 2015). Yin (2014) explains
that there are three types of qualitative case studies, which are the instrumental case study,
multiple case study, and the intrinsic case study. The classification of the types of case studies is
mainly based on how the bounded system is analyzed (i.e., whether multiple individuals, one
individual, an activity or a group is involved in the study). The instrumental case study is used to
explore a complex issue by selecting a case with a bounded system. Stake (1995) describes this
type of case study as having research questions with a focus on general understanding of the
unique case through the research questions.

The other type of case study is a multiple case study in which one issue is selected but a
multiple case study involves several case studies to explain the case. For example, the researcher
might inquire about multiple programs from different research sites or one site by involving
multiple cases to demonstrate various perspectives on the issue. In addition, Stake (1995)
emphasizes the importance of the use of replication, in which the researcher uses the same
procedure for each case. Even though qualitative researchers, who use this type of case study,
don’t tend to make generalizations from one case to another due to the involvement of different
contexts, a generalization may be possible by selecting representative cases from the different
sites (Yin, 2014). Also, in order to make generalizations in a case study research, researchers
should go far outside the boundaries and define all the cases involved to look for common
features across the cases in a broader context (Rury, 2014). However, the issue of
generalizability in case study research is complex and controversial. Rury (2014) strongly argues
that making generalization from case study research is misleading and a major flaw, and

continues to explain that the findings should be applicable only to the cases in questions, and
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writes, “While single cases can certainly be used as points of comparison and contrast in other
studies, it is hazardous to draw upon them for more general conclusions about entire classes of
similar circumstances or events” (p. 247). The third type of case study design which concentrates
on the case itself is called an intrinsic case study, which looks like narrative research. The case
must be unique and surrounded by a unique context. The researchers who pursue this type of
research design provide detailed descriptions of the case with its particular context. All in all, an
intrinsic case study design is used to undertake an in-depth investigation of a unique
phenomenon in a unique context.

This study employed an intrinsic case design, in which there was a unique case bounded
by time, context, and place as a way to understand the lives and experiences of the refugee
students in the postsecondary institution landscape (Yin, 2014; Stake, 2005). The rationale for
using an intrinsic case study design was because it was suitable for addressing a unique case of
the deeply complex issue of negotiating and renegotiating cultural identity among refugee
students in a naturalistic setting (Creswell & Poth, 2018). In addition, it enabled me to undertake
an in-depth investigation of a contemporary phenomenon in a real-life situation. Negotiating and
renegotiating cultural identity was considered as a contemporary phenomenon worthy of an in-
depth case study in a community college, which was considered as a naturalistic, ‘contemporary’
setting. Thus, the case, in this research, was political refugees, more specifically the ways the
political refugee students negotiated and renegotiated their cultural identity. The case was
bounded by the 2022-2023 academic year, by Eritrean political refugees participating in the
experience, their community college and curricula contexts and the multicultural education

policy.
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Data Generation

The purpose of the case study research is to investigate an issue using the case as a
particular illustration or to have a deeper understanding of the case itself (Creswell & Poth,
2018). Yin (2014) suggests that case study researchers use multiple sources of data such as
interviews, focus group discussion, and observations to develop an in-depth understanding of the
unique case. Based on the conventions of the case study research, I used two sources of data,
interview and focus group discussion, to gather data.

In case study research, collecting data through interviews is advantageous in many ways.
Firstly, it allows the researcher to collect data directly from the participants with an opportunity
of asking for follow-up questions and allowing for further explanation. This paves the way for
the researcher to deeply understand the meanings that events have for the participants. Marshall
and Rossman (2016) write, “Interviews have particular benefits. An interview yields data in
quantity quickly. Immediate follow-up and clarification are possible. Combined with observation
(looking, hearing, smelling, or touching), interviews allow the researcher to understand the
meanings that everyday activities hold for people” (p. 288).

In addition, the researcher can have an opportunity to maintain a robust relationship with
the participants so that they feel more comfortable to discuss sensitive issues which can be more
insightful to the research (Creswell & Creswell, 2018). In addition, focus-groups, as data
generation, are advantageous in case study research. They provide an opportunity to explore
shared meaning and experiences of a group of individuals in order to develop an in-depth
understanding of the case in focus. Yin (2016) explains, “The groups are “focused” because you
have gathered individuals who previously have had some common experience or presumably

share some common views (pp. 148-149)”. Besides, focus-group discussion provides a ground
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for the participants to forward a different point of view or support the meanings and experiences
shared by the group members (Marshall & Rossman, 2016).

I employed a semi-structured interview protocol to elicit the participants’ stories and
experiences. The interview was conducted in three rounds, in which the first interview asked the
participants about their background information and previous learning experiences. The second
and third rounds of the interview requested schooling experiences of the participants in
postsecondary education in the United States and cultural identity related questions respectively.
Marshall and Rossman (2016) explain how semi-structured interviews help to collect data due to
their flexibility nature in terms of organizing the questions. They write, “semi structured
interviewing allows a systematic and iterative gathering of data where questions are arranged in a
protocol that evokes rich data” (Marshall & Rossman, 2016, p. 288). The ‘iterative’ nature of
the semi-structured interview gave me an opportunity to explore the lived experiences of the
participants in detail through the follow-up questions.

The interview questions that guided the interviews included the following:

¢ How do you describe your schooling experiences in Eritrea?

e Which refugee camp did you live in in Ethiopia before resettling in the United
States?

e For how long did you study in the refugee camp in Ethiopia?

e How do you describe your schooling experiences in the refugee camp in Ethiopia?

e How do you describe your schooling experiences at your college here in the
United States?

e How do such schooling experiences shape your cultural identity?

e Do you feel like your cultural identity fits in your college education? Why?

35



e As an Eritrean political refugee, do you feel like you belong to the college
culturally? Why?

e How do the other students in your school react to your cultural beliefs and
practices?

¢ How do you balance your cultural identity with the college culture?

e How do you negotiate and renegotiate your cultural identity at school?

The interview protocol addressed not only the participants’ schooling experiences in the
Ethiopian refugee camp but also the role of their current postsecondary schooling experiences in
shaping their cultural identity in the U.S. Midwest and how they negotiate and renegotiate their
cultural identity. All the interview sessions were conducted via Zoom and lasted between 50
minutes and an hour and half. I facilitated the one-on-one interviews online, and this enabled me
to gather data flexibly and systematically; this also helped me to ensure the inclusion of all
participants who were a bit far geographically (Marshall & Rossman, 2016). I digitally recorded
and transcribed verbatim the semi-structured, one-on-one interview sessions. Since most of the
interviews were conducted in Tigrinya, the first language of the participants, and some in
Ambharic, I translated and transcribed all the interviews and then analyzed the transcripts to
identify the emerging themes.

Moreover, focus group discussion was used as another tool to generate data from the
participants. The discussion which brought all the participants together was done after all the
one-on-one interviews were conducted. The questions that guided the focus group discussion
included:

e What is it like to be an Eritrean refugee student in a college?
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How do you compare your experiences as a refugee student with non-
refugee students at your college?

Can you share with me your most and least pleasant experiences at your
college?

How do you describe your college education experiences in relation to
maintaining your cultural identity?

How do you think your college education shapes your cultural identity?
In what ways does your college education impact your cultural identity?
In what ways do you think the curricula affect your cultural identity?
How close are you with your home culture? How do you keep your home
culture outside home?

In what way does your cultural background affect your academic

engagements at school?

The focus group discussion was conducted via Zoom, an online format due to a couple of

reasons. Firstly, at the time, I tested positive for COVID-19 and was quarantining at home.

Secondly, all the participants emailed me that they wanted to have the discussion online via

Zoom, and I respected their decision. The focus group discussion enabled me to explore the

shared meaning and experiences of the Eritrean political refugee students in a postsecondary

setting and provided the participants with an opportunity to express a different point of view and

approve the perspectives and experiences shared by the discussion participants (Marshall &

Rossman, 2016).

In addition, the focus group discussion, as the second data collection tool, provided a

ground for me to examine in detail the refugee students’ schooling experiences in the
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postsecondary setting and how they negotiate and renegotiate their cultural identity in the
Midwest. Creswell and Poth (2018) suggest that involving multiple data collection tools helps to
develop an in-depth understanding the unique case in focus, and they write,

A hallmark of a good qualitative case study is that it presents an in-depth understanding

of the case. In order to accomplish this, the researcher collects and integrates many forms

of qualitative data, ranging from interviews, to observations, to documents, to audiovisual

materials. Relying on one source of data is typically not enough to develop this in-depth

understanding. (p. 155)
My role, as a researcher, was to moderate the discussion about how the participants negotiate
their cultural identity and let them speak freely and unreservedly. I also tried to provide an
opportunity to everyone to speak, as some participants were dominating the floor. I intentionally
brought up ideas they raised during the personal interviews to get more of their perspectives and
insights, as Yin (2018) explained, “The focus group procedure calls for you to recruit and
convene a small group of persons. You would then moderate a discussion about some aspect of
your case study, deliberately trying to surface the views of each person in the group” (p. 163).
The focus group discussion, which was conducted mostly in Tigrinya and English, lasted for one
hour and half; I digitally recorded and transcribed verbatim, and translated and analyzed the
transcripts, along the interview transcripts, to explore in detail the ways the Eritrean political
refugee students negotiate and renegotiate their cultural identity in postsecondary institutions in
the Midwest and how their postsecondary schooling experiences shape their cultural identity.
Data Analysis

As arefugee Ph.D. candidate in the U.S. and scholar of the refugee education with prior

publications and faculty position in a university setting, I had prior knowledge about the college
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refugee students’ challenges and their experiences in postsecondary institutions. However, I tried
to bracket my prior knowledge during the data collection and data analysis procedure. Marshall
and Rossman (2016) state that bracketing means “recognizing where the personal insight is
separated from the researcher’s collection of data” (p. 235). Through bracketing, I tried to
mitigate the impacts of my own perceptions and experiences to the stories told by the
participants, even though it is not possible “to fully bracket one’s experiences as a qualitative
researcher” (Marshall & Rossman, 2016, p. 235). To the best of my ability, I put aside my
knowledge and personal experiences to approach this research with utmost objectivity, and then I
transcribed all the interviews and focus group discussions verbatim. After the transcripts were
ready, I read and reread them as a body of work, and underlined the words, phrases and
sentences that were repeating and outstanding, which captured the participants’ perspectives
towards negotiating and renegotiating their cultural identity as Eritrean political refugee students
in the Midwest and how their postsecondary schooling experiences shaped their cultural identity.
In addition, after reading the transcripts again and again, I put the repeating and
outstanding words, phrases and sentences into smaller units, as Yin (2014) suggests. These data,
which reflected how the participants negotiate and renegotiate their cultural identity and their
schooling experiences that shape their cultural identity across the transcripts were marked as
significant ones. Then I searched for patterns, common and different ideas across the transcripts
that were grouped accordingly, and coded the emerging themes from the data, as coding is a
method of doing data analysis (Marshall & Rossman, 2016). The themes significantly reflected
how the schooling experiences of the refugee students in the postsecondary setting shaped their

cultural identity and how they negotiated and renegotiated their cultural identity.
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According to Creswell and Creswell (2018), researchers must look for evidence to be
coded from the collected data, as coding provides a ground to fully comprehend the gathered
data. After coding the emanant themes two times, as per variety for classifications, and by
number as a sign of the recurrence of specific words and thoughts, I rewrote the themes that
reflected the participants’ schooling experiences, and these themes were reported as the findings
of the study, as they directly addressed these research questions, how do Eritrean political
refugee students negotiate and renegotiate their cultural identity in postsecondary institutions in
the U.S. Midwest? How does the postsecondary schooling experience shape the cultural identity
of Eritrean political refugee students in the U.S. Midwest?

In addition, I consolidated the description of the themes to explore the case bounded by
time, place and context. The descriptions of each participant in relation to their previous and
current schooling experiences and how they impacted them culturally were provided. Finally, I
maintained trustworthiness in the following manner. Firstly, I ensured the transferability of data
by using ‘thick description’ and purposive sampling (Anney, 2014). Having thick descriptive
data and thick descriptions of the context creates a ground for analogy to other contexts in which
transferability becomes possible (Guba, 1981). Thick description refers to making decision if the
current research context matches another context due to the extensiveness and richness of the
data (L1, 2004; Marshall & Rossman, 2016). Also, the participants who were selected to be part
of the research have an understanding and knowledge of the research topic which ensured the
transferability of the data as well (Anney, 2014). Secondly, two people who have good
knowledge of the topic provided me feedback with the interpretation of the data. Lastly, the
participants were invited not only to go through the interview and focus group discussion

transcripts to ensure that their perspectives had been captured accurately but also through the
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first draft findings of the study. This way of consolidating the credibility of the research is called
member checking, which is highly suggested by qualitative research scholars to maintain
trustworthiness (Cohen, Manion & Morrison, 2011).
Setting

The study is set in the United States, and specifically in the Midwestern state. It is one of
the states in the U.S. that receives a great number of refugees in the country for two particular
reasons (U.S. Department of Homeland Security, 2019). Firstly, there are refugee resettlement
agencies, based in the state, that assist refugees in starting a new life. These are the International
Rescue Committee, St. Francis Migration Ministries, and Catholic Charities of North East
Kansas. Part of the agencies’ help appears to include not only enabling refugees to attain a
national ID, a driver’s license and food stamps, but also provide them with an opportunity to go
to school, learn the English language, and lease an apartment. Secondly, the organizations
enlisted in the Federal Refugee Resettlement Program receive funding from the Federal
Government to assist refugees in resettling in the state (U.S. Department of Homeland Security,
2019). In 2016 alone, the state received over 1000 refugees that came from different countries,
including Somalia, Eritrea, Sudan, Ethiopia, Afghanistan, Syria, Central African Republic, Iraq,
Burma, South Sudan and Uganda (U.S. Department of Homeland Security, 2019). The Midwest
featured in this dissertation is selected based on purposive sampling, which allows me to select
participants based on the particular purpose related to addressing the research questions (Teddlie
& Yu, 2007). Purposive sampling provides a ground for an in-depth and relevant data to be
collected to meet the objectives of the study (Cohen, Manion & Morrison, 2011).

Data were collected from a community college, a two-year school, which is different

from a four-year college in many ways. Dougherty (2001) explains that community colleges
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were created to meet the needs of different actors in the society. For example, the advocates of
the functionalist describe how community colleges have met the interests of students, business,
and four-year universities. Students, who did not have an opportunity to join the four-year
colleges, accessed higher education to meet their interests, which enabled them to have skills.
Also, the corporate organizations benefited from the community colleges tremendously, as they
were able to find trained and skilled work force, who would make contributions to the
development of their organizations. The author further states that these corporate organizations
worked hard to keep the stratified education system so that their needs are met. Similarly, the
four-year colleges profited from the creation of the community colleges to keep the integrity and
rigorousness of their institutions. Brint & Karabel (1989) support this argument by stating that
leaders of the elite institutions pushed the community colleges to be restricted to offering
vocational training, which minimizes the possibility of transferring to a four-year university but
enables the elite institutions to focus on research and scholarship.

Brint & Karabel (1989) further state that in the 1917-18, community colleges considered
themselves as a path to a four-year college until the community college movement leaders
changed their mind to restructure the community colleges to focus on vocationalization; this
happened due to their desires of finding a niche of their institutions in the hierarchy of higher
education. However, their desires did not seem to align with the wishes of most of the
community college students who wanted to have transferring courses to help them to pursue their
higher education in in the four-year college, and Brint & Karabel (1989) state, “....our evidence
regarding Massachusetts, based on extensive interviews as well as archival evidence, tends, we

believe, to confirm our main thesis: that community colleges advocated vocationalization in the

42



face of both business apathy and student resistance because of organizational interests rooted in
their location in the complex ecological structure of American higher education” (p. 139).

Nevertheless, in the 1960s and 70s, community colleges were restructured to offer
vocational programs and limited their connections to the four-year colleges due to the pressure
from the leaders of the elite universities who did not want to accept a significant number of
transferring students who were feared they would affect the elite institutions’ quality of
education, and Brint & Karabel (1989) write,

The junior college has thus been founded on a paradox: the immense popular support that

it has enjoyed has been based on its link to four-year colleges and universities, but one of

its primary tasks from the outset has been to restrict the numbers of its students who
transfer to such institutions. Indeed, the administrators of elite universities who
developed the idea of the junior college (and who later gave the fledgling organizational
form crucial sponsorship) did so..... with the hope that it would enable them to divert
from their own doors the growing number of students clamoring for access to higher
education. These university administrators recognized that the democratic character of

American culture and politics demanded that access to higher education be broad; in the

absence of alternative institutions, masses of ill-prepared students would, they feared, be

clamoring at their gates (p.10).

Thus, community colleges are characterized as institutions that do not focus on research
and scholarship but mostly on vocational education. Their students are mainly trained to be
skilled employees and have little chance to transfer to the four-year college due to insufficient
financial aid and transferring courses. Also, limited selection of academic courses, less

reputation, absence of residence halls, and limited educational infrastructure and resources
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describe the features of the community colleges in the United States; such characteristics
differentiate the two-year colleges from the four-year ones (Dougherty, 2001). It is often argued
that these differences may contribute to the reproduction of structural social inequality, as
majority of the community college students are believed to be from the marginalized groups,
who are trained for the working-class jobs, and Weis (1985) argues that these minority students
may not successfully complete their college education unless they show willingness to accept
and work within the dominant college culture. Furthermore, the author recommends that
increasing the number of the minority and underrepresented faculty in the community colleges
may help the students to view that knowledge is being transferred not only from the White
people but also people of color.

On the contrary, Pascarella and Terenzini (2005) argue that there is no evidence of better
learning or how much students learn due to structural and resources disparities among the
postsecondary institutions, and they write, “weight of the evidence from the 1990s casts
considerable doubt on the premise that the substantial structural, resource, and qualitative
differences among postsecondary institutions produce correspondingly large differences in the
net educational effects on students” (p. 590).

However, the authors succinctly state that there are variables that make some
postsecondary institutions more successful than the others, and they write, “we also know what
factors do differentiate among educationally effective institutions.... student involvement in the
academic and nonacademic systems of an institution, interdisciplinary or integrated core
curricula that emphasize making explicit connections across courses and among ideas and
disciplines, pedagogies that encourage active student engagement in learning and encourage

application of what is being learned in real and meaningful settings, campus environments that
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emphasize scholarship and provide opportunities for students to encounter different kinds of
people and ideas, and environments that encourage and support exploration, whether intellectual
or personal” (p. 642).

Interestingly, college education, whether it is a two-year or four-year college, brings a
significant number of benefits to students, some of which include better career, developing
intellectual and cognitive skills, critical thinking, general behavioral and attitudinal change, and
knowledge of facts; these advantages are expected to contribute to the individual students’
quality of life in a positive manner (Pascarella and Terenzini, 2005).

Considering the background given above, the participants of the study went to a college
in the Midwest named Asmara Community College (all names of people and places are
pseudonyms). Asmara was established as a junior college in 1919 with the purpose of offering a
two-year college education for associate degree and was described as the national exemplary
model for two-year higher education. Later, the college grew and was approved as a community
college in 1960s by the school board, serving different areas with five branches in the Midwest.
The five campuses worked hard as a single unit to meet the needs of students in the area.

Currently, Asmara Community College is a big public education provider with in-person
and online programs. Accredited by the higher learning commission, it serves around 20,000
students yearly not only through noncredit courses, but also through credit-bearing courses to
meet the learning needs of the community. Thus, the programs in the community college are
designed to help students know who they are, the society and the globe they live in. Also, the
programs target not only the students’ employment skills so that they are ready for job market,
but also their academic skills so that they are able to join a four-year college. According to

college factutal.com, the majority of the student population of the college is White, followed by
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African Americans, with 39% of racial ethnic minorities. Moreover, according to the Director for
Student Services, the school offers the same support services to the refugee and immigrant
populations that they provide to all other students; there is a robust campus life and leadership
office that offers student clubs and organizations, employment services and a food pantry. In
addition, English as a Second Language curriculum for all non-native speakers and counseling
services for employment as well as mental health are offered in the school.

Figure 6 Student Racial-Ethnic Demographics

Student Racial Demographics

\\

= White = Black or African American
Hispanic = Multi-Ethnic

= Asian Unknown

= International = Native Hawaiian or Pacific Islander

Source: College factual.com

And majority of the faculty are white followed by African Americans as the figure below shows.
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Figure 7 Faculty Race/Ethnicity

Faculty Race/Ethnicity

m White
m Black or African American
m Hispanic
Multi-Ethnic
M Asian

B Unknown

Source: College factual.com

The college offers 120 plus degrees and certificates classified into 8 Academic and
Career Pathways. Each program is aimed at introducing students to general areas of study,
leading the majors and careers the students choose. According to the U.S. News education,
students can get degrees and certificates in 18 distinct fields; the programs that are very popular
in the college consist of Liberal Arts and Sciences, General Studies and Humanities, Health
Professions and Related Programs, and Engineering Technologies and Engineering-Related
Fields. In the 2022-2023 academic year, Asmara served 13,085 students, and about 45% of them
are full time. The school has a rank of 831 out of 2241 schools across the nation.

The number of employees in the school is around 2265, out of which 225 are full time
faculty with annual budget of 167 million. Under the Student Life and Services Office, there are
different departments that offer services to the students. These are Student Services, Student

Clubs and Organizations, Campus Life and Leadership, Academic Services, For the Community,
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Athletics, and Calendars. These departments offer academic advising, organize events and clubs
for the students to express their talents and share their cultural experiences through multicultural
club.

The participants of the study are classified as minority students in the school and interact
with students from Africa, South America, and Asia; The refugee students are not on campus
full-time. The participants said that they felt comfortable to communicate with people from the
continents stated above, as most of them are immigrants and have accents when they speak
English. They explained their discomfort of communicating with Americans, including Africans
but born and raised in the U.S. due to linguistic and cultural discrepancies. All the participants
were majoring in nursing, a popular field which falls under the umbrella of Health Professionals.
Recruiting Participants

I recruited participants from the Midwest through purposeful sampling, as the sampling
technique enabled me to select five Eritrean refugee college students based on the particular
purpose related to addressing the research questions of the study (Teddlie & Yu, 2007). Also,
purposive sampling provided a ground for an in-depth and relevant data, which were gathered to
meet the goals of the study (Cohen, Manion & Morrison, 2011). The sample size has been
determined based on the assumption that it would help describe the phenomenon of cultural
identity construction among refugee students, address the research questions and data would not
be repetitive and saturated (Creswell & Creswell, 2018). The participants were contacted via
telephone and email in March 2022. During the communication, I clearly explained the goals of
the study and provided my contact information. Initially, six participants were contacted, but one

of them was reluctant to take part in the study.

48



During the scheduled interview with each participant, I explained the consent forms in
Tigrinya and made sure that the participants understood everything about the consent forms. In
addition to the written consent, I gathered verbal consent. All the interview sessions were audio
and video recorded and were kept in a secure place. As per the request of the participants, all
their interviews were kept confidential, and pseudonym was used to cover their identity.

Each participant was interviewed for 90 to 120 minutes during the spring semester of
2022/2023 academic year. The interviews were conducted on Zoom three times during the
semester (beginning of semester, middle of semester, end of semester). The goal of conducting
interviews in three phases over time was, in part, to build relationship with participants as well as
to understand their experience at their postsecondary institution over the course of the semester.
During the first phase, the participants were asked to describe their background and previous
learning experiences. In the second phase, the participants explained the schooling experiences in
the U.S. and how they shaped their cultural identity. During the third phase, participants were
invited to discuss how they negotiated and renegotiated their cultural identity. After the
participants completed the three phases of interviews, they were invited to take part in the focus
group discussion, in which four of them appeared in August 2022. The participants engaged in
the data gathering process between March 2022 and August 2022.

The participants that were recruited for the study were Eritrean political refugee college
students who were enrolled at a community college. The participants were chosen based on key
characteristics. These characteristics included that they were Eritrean political refugees; they had
been in the U.S. for a minimum of six months to increase their credibility; they had lived
experiences in postsecondary education settings, and they were enrolled in the same school for

the time they attended a postsecondary institution in the U.S. In addition to this, all the
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participants must have stayed in the same refugee camp in their first host countries. In addition,
all the participants were familiar with college norms, culture and expectations.
Ethical Consideration

To comply with the IRB ethical protocol, the study was submitted for approval. The
consent form is attached in Appendix B, and the consent form was prepared both in Tigrinya and
English. After securing approval, St. Francis Migration Ministries, International Rescue
Committee, and Catholic Charities of Northeast Kansas were contacted through email. The goals
of the research were explained. Unfortunately, all the refugee resettlement agencies replied that
they could not find Eritrean political refugee college students who met the criteria I outlined.
However, I met a refugee student who helped me explain the eligibility criteria to other students;
therefore, additional students were recruited.

After meeting with the participants for one-on-one interviews via Zoom, I explained the
objectives of my research. I used Tigrinya, one of the official languages in Eritrea, to brief the
participants about the consent forms, and informed them that participating in the study was a
volunteer activity; at any time they could withdraw and were free to do so. Also, I assured them
that their real names and identities would not be identified during the transcription and analysis
of the data, and that all data they provided were confidential. Once they agreed verbally, they
were informed to sign the written consent forms, which were prepared in English and Tigrinya.
Conclusion

This chapter described the research design; specifically, it covered the deliberations of
case study as a methodological approach. The chapter also described the recruitment of
participants, the data gathering methods, and the data analysis procedures. Discussion about the

findings of the study follows in the next chapter.
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Chapter Four: Findings

This chapter presents the findings from this research study. This qualitative case study was
guided by these research questions:

1. How do Eritrean political refugee students negotiate and renegotiate their cultural identity

in postsecondary institutions in the U.S. Midwest?

2. How does the postsecondary schooling experience shape the cultural identity of Eritrean

political refugee students in the U.S. Midwest?

Five participants agreed to take part in this dissertation study, and all of them were female
refugee college students who lived in the U.S. Midwest; the participants were selected through
the purposive sampling. All the participants preferred to use pseudonyms to share their personal
and schooling experiences, and their pseudonyms are Abrahatsion, Letetsion, Aberash, Rahwa,
and Rozina.

The participants went to the school in the refugee camp in Ethiopia and attended a
community college in the United States. Throughout the three phases of interviews and focus
group discussion, the participants revealed their personal experiences of being political refugees,
described the ways they experienced the resettlement process, described the schooling
experiences in Eritrea and Ethiopia, and outlined the ways their postsecondary schooling
experiences shaped their cultural identity. The participants also explained the strategies they used
to maintain their cultural identity in the postsecondary institution in the Midwest. Most
importantly, Orthodox Tewahedo Christianity, the religious affiliation of the participants,

appeared to have influenced them greatly in keeping up their cultural identity.
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In this chapter, I share the findings from the participants’ interviews and focus group
discussion through description and excerpts from narratives from the data. After introducing the
five participants, the themes identified from interviews and focus group discussion are presented.
Abrahatsion

Abrahatsion identifies herself as a female and is 23 years old. She left Eritrea because her
father was living in the U.S., and she wanted to join him. This is called family reunion, according
to the UNHCR. Abrahatsion escaped because she did not want to go the military training center
in Eritrea as a student. She thought joining the military forcibly as a student was not fair and
could not see her future in the country, though her mom had a small business and was able to
have a reasonable life in Eritrea. She completed 11" grade in Eritrea and described her schooling
experiences this way, “ Al ACtTé HOALGE FIPUCTE Tt HCHC 7977 € HINCS L0 L AlA (\Hch

hch 708 A HINCS A A% PP0AN-: AT AOH A0 A%%6h A DAS: HEAPh hCAT T2 AN

ToO0L: Al BCTE T AT 9 TIPUCT AG TOOL 180T AR Al TIAT AT 2G0T ANC-EoON
FACAH Adn T8+ A% [1 think we were learning every detail of the subjects we took In Eritrea. I
would say it was great, as we used to take a lot of courses there. However, here, in the U.S., you
take only the courses you need in college. But in Eritrea, we used to take about nine subjects. So,
this means you must work hard day and night].

Even though Abrahatsion did not go to college in Eritrea, she was just describing her
experiences that she had to take nine subjects in school, but only the courses she needed in
college in the U.S. In addition, Abrahatsion explains the disciplining method the teachers used in
Eritrea and Ethiopia and her perception of the method as well as her social activities in school.
She says, “4fl KCTFE &N O TPUCE HINLL TIhNEP VLOT HEE QU HAOA AR 124 £aPANL: NI°h’ D7
Al A& @7 QU HAOA A% 124 I8 ACY WANE QA HINCTT 1h&h &G T4ATT hL 421 RIRD-7

AWA®-7 QUCET NAHAT A% 1N, LA HAON AR 184 NI°h @7 (7L AO° ACF&NAD-27 hCn TP
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%0 AS 5CT: QAR: Hch HIPAAAN 114 184G A ACTET ATERET THAQ. 977 797N NaPZh

hde: apgPYL7G RHEIP 6RO QA HI0%: FO-P ML N7hHT WA W77 ARG 104 TANTT 7hG (8¢
AI0HE) T 0L DR hAL AL NTNLT ALEPLAGTE NP M7 TPATE PA A7t PP@-Dh AR EPLAGT 9PN
aogPY&L HATTTI0 LavhAT 20 9o0 72715 R NNCH LT AL hCH127 O HATITI0::
NTOAT, a09°Y27G DI E: A A9%80 HEhI® . (bt TIPUCE AT Ph.OS HYCo G HiNG BP0 120
AQlH, havgh: avgPysy NIPA G avPRot ARUFGY 9P Ng° NS PP PTG CARL: AT ATAC A
avgPY L7 Al 486 HICP HAG. A10N AL 0707 1l ASe Lot H0LA ROP VS HAS 4%t +o7Y¢

N7y A% HLA. 124” [Well, I think my social life in school in Eritrea was more enjoyable.
Also, it was enjoyable in Ethiopia as well because we were almost neighbors and knew each
other and shared the same linguistic and cultural traits. Oh, wow, it was very pleasant. Also,
religion wise, we were Orthodox Christian followers. So, we had a lot in common. When it
comes to disciplining the students in Eritrea and Ethiopia, our teachers were very serious and
wanted us to behave well and grow that way. For example, we (Females) were not allowed to
wear mini skirts or shorts. We were not allowed to have tattoos or piercings and I think I agree
with my teachers because it aligns with my religious values and my family values. In addition,
our teachers used to punish us, like used to beat us if we violated the school rules, unlike in the
U.S. Here in the U.S., the teachers don’t give us that kind of punishment, like hitting us with a
stick. Look, I am not against the teachers’ way of disciplining us back home. It was out of good
faith and wanted us to be good students with good behavior].

Abrahatsion was in the refugee camp in Ethiopia and went to school there before arriving
in the U.S. in 2020. She explained that the school system in Ethiopia was not very different from
Eritrea’s. Her interest was in modeling and designing, and up on arrival at the U.S. through the
process of the UNHCR, there were no agencies that assisted her to get resettled in the U.S.,

obtain her social security number and driver’s license, and go to school. Instead, her father, who
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came to the U.S. through the channeling of the UNHCR, played a pivotal role in helping her get
resettled in the U.S. Currently, she goes to a community college in the U.S. and is majoring in
nursing.

Letetsion

Letestion, who is 20 years old, was born and raised in Eritrea. She had a stable life in
Eritrea, as her mother had a job and was able to feed the family before she left Eritrea. Her father
had left them all in Eritrea. Letetsion left Eritrea because she wanted to join her family, who had
left Eritrea due to political reasons; they were all living in Ethiopia and some of them were living
in the United States. So, she wanted to join them. But her main reason was because she didn’t
like the situation in Eritrea. There were a lot of reasons that forced her to leave the country; for
example, going to the military training center before joining a college. So, she was unable to see
her future.

Letetsion completed 10™ grade in Eritrea and describes her schooling experiences in the
following manner: “7%8 G0, A% 124 £aPAALE aPIPYLIL 1161 NELAS G0 HICT 2 PL4 A HIN%
AP PAA AR 184 ltkch DOLE HINE ALIPNAT Y chf T AP FHUADY I°0 ao9°0e77 I°0 hreded®
aTYCHLT NPAN NEA%A LA 104 PA ARI° nCAT Hch NG ARTNGT: T9°CAA PANT APIP
AN QAR AD K0P 184 FOP: hb: Al WCTe HINGL §& TPV P HRAATP 110 ATT7AS:
TRIC (aPFPYLT) R4 ANCEOT N90YCT SN (W HPUCE hThe L7 £18:4.9 12C9°: hR T TP
£97 AeARIG ALLAMTE G (LT TFIPUCTHT ANCEON PRGOT O HIPUCT gt PPATE ATh@<7 2Pm.
L104AG: NPPh A7 RBS NFA, AHE: (1% AR 1241 Al L hGA, AOJ T 57 T917C A 1£CS: AL TiA
HeRs 7P O-Plt HEPCT AR ap(Liy” [1 think it was great for me; it was very simple because my
teachers used to switch to Tigrinya to explain things to us. I don’t think it was very difficult. I

could easily communicate with the teachers and with all my classmates if I had questions. Even

the courses were not very difficult. I would say they were simple to understand them. So, yes, it
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was fine. The only thing I didn’t like about my schooling experience in Eritrea was, they
(teachers) used to force us a little bit to study hard and to go to school, and they never explained
to us the advantages of going to school and studying hard. They just put pressure on us to excel
academically. Also, the class size was very big; we were about 57 students in one class. I thought
that was depressing and stressful].

Letetsion explained both the positive and negative schooling experiences in Eritrea.
During her stay in the refugee camp in Ethiopia, she went to school and described her schooling
experiences in the refugee camp this way, “&0+p: -l °gPYLT WEIPC: ARI° HOALhPI® +IPVCHT

A AT TEPIP: hBgP aogPy Ly RHEI° X'r%t Hi0lg ALIPOATT: NPk @7 Al hEA, AIPHCT 740 Q1A
HEINCh: a°JPULT AL &0 NP HING T9°CAA A19° 18411 Al NGA. hete 1IC 19°CAA R4 L TNLY,
1241 AT FICT HHA: @cheBF aP9PY4T AA HING: A0 h&A hhdFaed® 219° A2 INL T T (1 FOAT,

0l e FIPUCE AIOACT Wt WANLYL HIPUCT AR 1843 hIPh’ @7 Ahd h9° AT R4 hEA AHE AL
A% 124 [Well, let me start with the teachers. I don’t think the teachers were very strict, though I
liked the subjects I took. Also, I had problems to understand what the teachers were saying in
class because I was not good at Ambharic, and it was a little bit difficult to understand everything
in class. However, there were a few teachers who spoke Tigrinya, and I didn’t have problems to
follow them in class. In addition, out of all subjects, Amharic was the most difficult subject for
me. Also, there was a big class size, just like Eritrea].

In addition, Letetsion shares her positive schooling experiences in the refugee camp and
described it the following way: “at: HICI® A0 GONC OLAGT T hIPTeteT Alh 184 = At (F

FPUCE AP BRE HAL 0IOTeAt et HOTT 0L N0 ML ASE HHDLL he:: At (bt HIPUCH:

NIt hadte 9°9°00A QU &AL 124" [Surprisingly, I had access to computers in the
refugee camp. The school owned a good number of computers, donated by charity organizations.

I enjoyed developing my skills with the computers in the school]. Letetsion compared her
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schooling experiences in Eritrea and Ethiopia and said: “Al &CTé- &0 1927 it I 762

PTG AN Ot FPUCE W2 12412 AT DIPTRHC AT ARINGT: ATE DIPTAC That +977¢ he
186 AL AACKE 17 WIPH, ARING T AHRWH, 7 1P7T &hé PCT A0 (W FIPUCH 184 70T A
AAERE DT 443 104 Al ACTE AT Tl LT TEL K 186+ Wt DA FAAL Al ACTe HING
aoPoY 7 P8 ATHE?Y ok HINEI® LaPAAL: 734G F9°hIH AHch b O&LI°: 794G F9°hIH L9 158,
ATIINHS? AN FPUCE HROT G2 93h AT hAN PRAMAG 1890 AHE9° +04-21 T 12.CPI°
PAAN: Al ATERE U7 WPI° avIPYLT ANCHEOS T0lch AR T0Cch 0 TG TOLh AR TIOLH 4.2.9°9°

NIPHL 1L AR 184 TONNTR: O ch APAN H/(G LoPOAL:" [In Eritrea, I had access to computers
in the school only twice a week, and there were not enough computers. One computer was for
two students, but this was not the case in Ethiopia. In addition, I was at school during morning
and afternoon hours, meaning two shifts in Ethiopia, but in Eritrea, it was only one shift. The
other difference is that I think the teachers in Eritrea were more helpful and passionate about
their job. They devoted much time to help us and organized make up classes for English and
mathematics subjects to help us better. [ would say they were very committed. However, in
Ethiopia, it was like the teachers never cared if we worked hard or not, if we did our assignments
or not, and if we completed our homework or not. I think they gave us little attention].

Letetsion came to the U.S. in 2020 to join her family and was resettled as a refugee
through the process of the UNHCR. Her resettlement process was smooth, as her father was
supportive and played a significant role in her resettlement process, but the refugee agencies did
not do much to help her get resettled in the second host country. Her father assisted her to get her
social security number and driver’s license. Presently, she is studying nursing at a community

college.
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Aberash

Aberash is 20 years old and was born in Eritrea. She grew up with her grandmother and
had a good life there in Asmara. She left Eritrea in 2019 due to the current situation; the political
situation did not allow her to stay and study there. Additionally, her father did not have a job due
to the situation, and he was obliged to join the military service for unlimited time. She completed
10™ grade there, and describes her schooling experiences in the following manner: “fch7 (-

ADYFP tar-C AT NEIPC: eAES RLECTPT §L O TIPUCT RLECT° NTTNLT IP18LG AHE: aPAm, AR
1247 AlL &7 7T hag Q14 9PAh0- HEANPSG AR 1047 WD 481 ALAP AR 1047 9°NAh-:: (L.
MO, ABI° aPIPYSTT WHE I O EOT 12T lchd THIPUSG T8 HODIN THANAS A@-7 ANCTLI°
ASAhI° AP bt G N1-0C%T hdA AHE: PAm, AR 184 PPN2L+E AT AHEI° 0k AAHING7 AT
AT Ak G2 A1-0C%T ArPE AN AN hEAI® NN%0 hartd ANHTLGEAT: KP: ARI° AHEI°

He P09  +avte @It h& et FIPUCH P 2T K9P 18090 Hch A 7HCTE A&LT0977: MO, (FOAT,
Al (L T-22ch& T HAG aPRchG T AHS AL AAHING Q0T DF@NAG° R4l AR, AR 1842 TP Te
£07 av( AJPAG ALLAM T AAH AT A& hATE 194,73 AthAnq D1710-NAT7 G2 PGk h71CT §&

Nch® AR, AR 1842 Al T¢L AR Ah AP tarhC AA H102:[Well, let me start with the positive
experiences. It was very interesting that we all had to wear a uniform, school uniform, and that
did not differentiate any one of us in a sense. There was no any kind of discrimination, I would
say. In addition to that, the teachers were very serious; they actually worked hard not only to
teach us, but also to discipline us. The disciplining part was very interesting because people were
very serious, and people were pushed to attend their classes regularly because of the disciplining
measure. Well, the most unpleasant experiences were lack of educational resources; we didn’t
have access to the internet much. In addition to that, it was a bit difficult to actually consult the
books that we are available in the library because they were too old, and they never answered our

questions. So, it was really difficult for us to develop critical thinking and to do independent
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research when I was there. This is the only thing that I would describe as the negative
experience].

Aberash was enrolled in different courses such as Eritrean history and Eritrean
geography, and this helped her to keep in touch with her country. In addition, the courses helped
her to learn a lot of things, as they were well-organized, interesting, and exciting for her because
they were related to her personal life and experiences. When comparing her current courses with
the courses she took in high school in Eritrea, she stated, “AHAZ° 920 49840 Ta0TT FPOFI° AH.

HOALI® HATE DCAT NIRKEI® WP HLh AAT 17 Teted® DCAT A HAAAR hed T hg° HoYO: Th (vt
BhTLTS 9P nCA LOYANE Lchdh AARAZ N9 hAA hCh OV QAR AllA Hie FAALT héh Fhhd
h€ AL M &7 htchh HPI° Ak PPFANAC O Ak PRATT A0S hI°HA hCh, & TNLL: Al ACTe- 17
0Pk ARINLT: Nhet NAVEA AABNET BATEFET Al AL DCA HHPUN D' Al a0 HHLAAR héAT
Go-t nCh Hoe RATT QA HEAT &7 avdm, h@'r TOTL0-1: HL T1C hndd HLA. NHOA Al ACTHE- How
nCAt: AT NP PPOLE DL HTT héA FPOHAALN: ARI° aPT9YLT 1 HaPY4P heelar- AAHLIPA: DL,

18ehe T TaPALA 81912 h9Push €FLT oA h: NHEN H, Al A ACTE Pohl, &2 AAHINE 41aP-
POHEA ARDTL, AP 185: Al &7 1P TAI® 977 AN DL A% 185" [But, if | have to compare
these with the United States, for example, with the courses that I’'m taking here, that all the
courses are given in different segments. For example, geometry is given as a course, then algebra
is given as another course, so, you can see the differences over there. And sometimes it’s
difficult for me to connect them and see where the connection is or the continuity is. But in
Eritrea, it wasn’t like that. Actually, it was like both algebra and geometry were given in one
course and I thought it was interesting because I could see the continuity between the different
portions of the course. One thing I want to mention about the courses in Eritrea, is that once you
miss a portion like a chapter or whatever, it would be difficult for you to recap because the

teachers didn’t go back to repeat what they had taught, or I would say reluctant to go back and
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teach you again. In addition to that it was difficult to recap because there was lack of resource
there in Eritrea, and this this was very difficult for most students].

After Aberash left Eritrea, she went to a refugee camp in Ethiopia, and went to school
there. She described her schooling experiences in the refugee camp in the following way: “A A

TPUCE ATHLN AT Ak W HIPUCE AL VTR AAHRINET P §& FI°UCT 22T HhdPAde 20
h7Zh0 AAHZNAAS: A “tehel: AHS DL it AR 184 PNAN-: NN, (FOAT, £97 A THCTE
ALLTING T AHR DL AR 184 Al a29ANC NHINZ §8 AT 1498 Al TIPUCTL Al heuA)
AghAANT: 10 - GO (L FIPUCTE PR AT° RPFNG ANeT° 04.6-CcheG AHch Il £:97 HOA90G
APgPzhl a2GANC ALTE 3T G0 lchd Dche(l ALINLT AH. £ A% bt P20+ 1 didn’t concentrate
much on my schooling. 97 A® t-Ae9® Ad&TirHe Al 12C9° PPNARE 14 aPIPYLTT &0 TCT LHAT

104z O, ARI° DCAT aPAm, A9° 18CT°F NFAL A HéAP FIPUCT AAHING AA hA FOIYC

L0 20A% 124 [While I went to school there, I would say it was under a very difficult situation
because the school did not have a great building and we couldn’t find resources like educational
resources. And in addition to that, we didn’t have access to the internet. It was very difficult for
us. I could not even concentrate on my education due to security issues in the camp. Some armed
people use to come to the school and threaten to kill us and they robbed us many times. It was
not really safe in the refugee camp, and this is that reason I didn’t concentrate much on my
schooling. But yes, I would say all my friends were there, and some of our teachers spoke
Tigrinya. In addition, the courses were interesting, particularly math was my favorite subject and
I enjoyed learning math there].

Aberash came to the United States in 2020 and it was not her choice to come to the U.S.
Rather, it was the UNHCR that decided for her where she should go, and based on their process,
Aberash was resettled in the United States. Aberash explains that if it were up to her wish, she

would stay in Eritrea and realize her dreams. But, it was beyond her capability to do this. So, she
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had to leave the country, as the situation was unbearable. However, just like the other
participants, she did not receive much support from the agencies that support refugee, but her
father who had been resettled in the U.S. helped her to start life here. Currently, she is majoring
in nursing at a college in the U.S.

Rahwa

Rahwa, 21, was born in Eritrea. Her father was a farmer, and she remembers the good
times she had in her village back home when she used to play with her peers and had a
reasonable life there. She went to school in Eritrea and describes her experiences in the following
manner, “A7 PPOAN: XL 184 LoPOAL: hivt 443 104G aPdPYLTS L KHEI 1%t A9 180
Al NG TRONZG AHEI° X9ACI° hE9P: NIPA D7 WeFI° ACAOI T @7 RHEIP avAm,’ -9 12.(I°::pLI°
FEN: BG4 bC e B4 1TIC 30T TINTL AP e aPAm, AR 124" [1 would say, I think it
was great. We had two shifts. And our teachers were very strict. They worked very hard to
discipline us in class. And the subjects were very interesting as well. We used to learn history,
geography, Eritrean geography I mean. Everything was interesting.

After Rahwa left Eritrea, she went to a refugee camp in Ethiopia. She liked her teachers
in the camp who spoke both Tigrinya and Amharic and thought the courses were interesting.
However, the situation in the refugee camp, like lack of security and educational infrastructure,
did not permit her to study comfortably.

When explaining why she left Eritrea, the political situation in the country was not stable
and her father could not stay in his job because he was forced to join the military. But later, they
managed to escape to Ethiopia, and through the UNHCR process, they were resettled in the
United States. She describes the role of the refugee resettlement agencies, especially Catholic

Charities, as pivotal because they were helpful in getting them resettled in the second host
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country and helped them to enroll in school and get social security number and a driver’s license.
Currently she is studying nursing at a college in the United States.
Rozina

Rozina, 22 years old, was born and raised in Eritrea. Since her father was in the military
service, there was no income for the family, but they had to depend on their grandparents to lead
their lives. Rozina mostly grew up with her mother and faced a lot of economic challenges. In
fact, the reason she left Eritrea is because her father was not allowed to go out and support his
family, which stems from political reasons. Rozina went to school in Eritrea and describes her
schooling experiences this way, “ & 1£4 £aPaAL: hlt A0 aPanC A&+HS T AACKE H AN

TIPUCTE R4l HTEAP AR 1842 Al hCFe- It A0SR 18I0 APgP aPIPYLTT 04T hEI° 1890
RUPI° +hANCTHT AAND-ET7T AT 18I0 Al I°1ARG Fé- TADFI® AP AATTT WA ALGPLASTT
124 G0 AH1 P71 think it was good. It was a little bit different from the schooling I got in the
refugee camp in Ethiopia. I had a lot of friends in Eritrea. The teachers were hard-working. They
were very cooperative and thoughtful. They played a role in disciplining us. We were not
allowed to wear jewelry. No earrings].

After leaving Eritrea, Rozina went to a refugee camp in Ethiopia and went to school
there, and describes her schooling experiences in the following way: “&¢ 124 SOk Ot
TIUCT TIRF D U7 1Deh ChPT NA1LL NNLL 1841 A DAL £97 718 ARINL T hI°h’ D7 ch& ot
@O/l AIPYT FIPUCT: 1847 10 NALRIP aPIPYLTT RIPACT TN AIC £97 TCT HHA(: Wy A7rHI04-: FPA-FgP
AFPACT MHAM NEAGA 7 Bl AOLEL A &S TIL 184 Al &7 TaNGTLLR PPO0NL FAP AchSs-0S
AN At HEE HHNCE 70 A% NIPA @7 TUh0EG-P TIPUCT HeAP TIUCE ™ Wrti0d: 36T kCHe

&7 BA%1ed hCtée ARINE T h hCTE-P aPIPUC 104 TICE NIPVLS HINL: BAC 17 AR42-P:: QAL
at: DCA B2 het: NAA 2190 &7 Wit AT AR 184 dm-F T AOTF SNt apGANC ALAHG I av kP

P4.L-CcheS 18P NIPA’ @7 1PO0- 0l (W HIPUCE £ACE 1047 PPRTE TAART AT AN (47 hllme:

61



Nhdd bt 7PVO- PHIPUCE PFER K INET="[It was fine. But I had to walk a long distance to get
into the school. And there was no water available. And lack of educational infrastructure was
there. Some of the teachers spoke Amharic and others spoke Tigrinya, but it was a bit difficult
for me to communicate with those who spoke Amharic. There was water scarcity which
impacted my academic progress, I would say. That’s what I remember most. And Social Studies
was my favorite subject, but there was no Eritrean history or Eritrean geography. There was one
Eritrean teacher who used to teach us Tigrinya. But later he left. So, the course was

dropped. And the other problem was the security situation. Armed people used to come to the
refugee camp and threaten us. Also, they used to steal children from school, so that they would
sell them to other people in Sudan. All in all, the environment was not conducive to education].

Rozina was resettled in the United States through the process of the UNHCR. She had the
support of the refugee resettlement agency called GVS to get resettled in the United States. The
organization helped her to get her social security number, driver’s license, and the like, but she
had some difficulties communicating with them because she did not speak good English.
Presently, she is majoring in nursing in a college in the United States.

All the participants have been introduced above. There are themes which are common
across the participants. All of them are political refugee students. They explained that they left
Eritrea due to political reasons, though they had a better standard of living in Eritrea. Secondly,
they all went to school in Eritrea and Ethiopia, and are now majoring in nursing in a college in
the U.S. Midwest. Finally, they were all resettled through the process of the UNHCR, which
means they participated in the resettlement program of the UNHCR, an opportunity given only to
political refugees. Moreover, the participants identified themselves as culturally Eritrean

students. The aspects that identify them as having Eritrean cultural identity include language, i.e.,
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Tigiryna is their mother tongue, style of communication, where they keep their head down and
speak less before elders, their names, which are typical Eritrean names, and religion that they are
all Orthodox Tewahedo Christian followers. A theme that is different across participants that
should be noted is that some of them were resettled in the U.S. with the help of the family, rather
than through a refugee resettlement organizations. For example, Abrahatsion, Letetsion and
Aberash had family assistance when they arrived in the U.S. because they had a family member
living in the U.S.; Rahwa and Rozina did not have any family members in the U.S., and hence
were supported by the refugee resettlement agencies.

Based on the data gathered through interviews and the focus group discussion, six themes
were identified; these include negotiating and renegotiating cultural identity, maintaining cultural
identity, home culture versus college culture, reflecting refugees’ cultural identity in school,
impact of cultural identity on schooling, and culturally related teaching methodology. Next, these
themes will be discussed.

Negotiating and renegotiating cultural identity

One of the research questions that this study asks is how Eritrean political refugee college
students negotiate and renegotiate their cultural identity. The participants identified themselves
as culturally Eritrean students and thought they were different from the rest of the student
population due to their cultural identity. Abrahatsion reflected it this way:

AD A1 bCTEPT Tt he: PO HEACTE®-27 T1YC NHdh FAAST AAHAL £ 10VA,

HHLATE Tl A% HOIPYL: TANTE AT HHZOA A700: AT HPOAN A100: FLAM- A T-IP: (IHch

FAALT AAT: ThS KCTE@-7 NS Al QAT @ QAR av71HS A8 1H-C: TRIHEEA hgF

HRYG ALT1PNAT: IRTRT L QUAG 97 1ch(17: WA @7 Al A0 GAAL Ade: ACTHEP

AN BCTEP T AAPT A ACTEE QVA, £ BHAPL:: N AT® HEALT 97 U hD-7

LaoOAz:[Yes, | am an Eritrean student, and I see myself culturally different because I
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have a lot of differences with non-Eritrean students. For example, the way I speak, the

way I act, you know, we have a lot of differences. We, Eritreans, focus more on our

culture or cultural identity. We don't seem to be open to negotiate. And we are proud of
our language or culture. Also, there are differences in names. Eritrean names have

Eritrean meaning and related to Eritrean culture. And I think that's also what makes us

different from them].

Letetsion agrees with Abrahatsion and believes that she is a culturally Eritrean student,
and said, “A®@: K1 A1 AP AT NOUA. HTEAT ForY et 90018 BhI°T: bl AkChe- WA D7 NO-AME7
NLT7 Pk A% HATPYL: AR AD AT NOWA, HHEAT 74T AR 7108 hIPA AP HCLA:" [ Yes, |
do. I believe I'm a different student culturally because I'm from Eritrea and that's how I feel
inside of me and outside. So yes, I am a culturally different student. That's how I perceive
myself.]. Also, Aberash explains how she is culturally different student in the following manner:

42,07 AR NWA, TN T DR BOTPYYL TP E WI°H AP0 HNART, AN §8 DAR

TIPUCT 7t (A HECALL A% = N, -(FOATL QAR a0 71HL FI°hAD- AHP +D4L1T hAL:

a7t hPLC WA T1C TAHSLA 0@ ARNTT: Y148 CRAOC: VAL £99 CRANC AP:

HOADT AQAPAATT QAR a7 HL 19°MAD- HNAAL Tede ATNC: NAVA, £97 §&-1 AP

hPHE T ARIP T Al N2 A Ak NTNE HETT (1chd TIA A98END-07 KOG TEL Nk 91742

NG NIICT° POFIT W RIR AL WY 1ICT GHLA: G A CAAL WAR a@Frt dH &7

LavZh h(1edP:: hf AL I 0L °0 LTl RTRTHI° hHiA h9° HEFT A FRg® 17 £7%e

ng° HeTHAM ATFICTP: AChe- A0S NP HA ALLAM T hEI°: AT Nl ACTE AP ATTOAN A0 AA

ANeT° Bz AH, et NOVA, HTEATE 9018 H1914-7 LaPAAL: WA @7 a0y JO0107 avTirte,

A8 P07 RICICI° AdL: AT TWWAR av 7t WP FRARAT AP QUA. HHEAT 191761 A

HHZhe a7 92018 (e h9° HaP W Tr: QVAR ev7rhe hare hg° HavhA T¢-L AP N1F1CI° HLA.x

[Not at all. I feel like I'm culturally different because as I told you before, I don't see my
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identity in the college education. In addition to that, I am very much committed to

keeping up my cultural identity. I'm not ready to negotiate anything that could change my

identity. I respect my country and I respect my culture and I don't think I will be changed,
and I do everything I can to keep my cultural identity and I believe that I don't belong to
the college culturally. Instead, what I try to do is that I try to actually tell some of my

American friends that I'm a different student. I tell them that I speak Tigrinya, which is

my mother tongue, and I come have my own cultural identity. I sometimes tell them

when I get the opportunity that I try to speak your language, but you don’t speak my
language; you don’t even know where Eritrea is; if [ say I am from Eritrea, they ask me
where it is. I think all these tell me that I am culturally different. Also, I need to tell them
who I am and what my identity is. I'm very defensive of my cultural identity and I just
want to tell them who I am, where [ am from, what my cultural identity is like because |
am a different student culturally].

All the participants explained that culturally they are Eritrean students due to some
aspects of Eritrean cultural identity. Firstly, the language aspect makes them different because
they all speak Tigrinya, one of the national Eritrean languages. One of the participants, Aberash,
also speaks Saho in addition to Tigrinya. Part of the language the participants explained was the
way they speak Tigrinya that it is glottal and uses much stress when pronouncing the words. This
appears to impact the participants’ use of English that they put similar stresses on the English
words when pronouncing them, and hence makes them have an accent. This way of speaking
made the participants different from non-Eritrean students and related it to their cultural identity.
The other aspect is their way of acting in college. The participants explained that they keep their

head down when communicating and move around only with the permission of the authority in
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school. They think it is their costumery to enter the classroom without the teacher’s permission,
especially when they are late to the class, though their teachers repeatedly told them not to knock
at the classroom door when they are late but are free to enter the classroom.

The participants found this way of acting difficult to practice due to their previous
schooling experiences in Eritrea and Ethiopia and their distinct cultural identity. Also, the names
assigned to the participants who have Eritrean meanings related to their religion, culture and
language are the other aspects that identified the participants as culturally different students. The
participants felt that they were culturally different students and remained protective of their
cultural identity, with little room for negotiation and renegotiation. Instead, they expressed
themselves as Eritrean students in the colleges in spite of being political refugee students. This is
consistent with Portes and Zhou’s (1993) acculturation theory of selective assimilation, as the
participants are accommodated to use their native languages and practice their aspects of cultural
identity while getting immersed into the dominant culture.

Moreover, the participants explained that there were aspects of their cultural identity they
do not negotiate. For example, pork is the food they don’t eat at all, and therefore did not
negotiate this, as it is a taboo in their religious perspective, Orthodox Christianity. Also, dressing
style matters to them. As females, being obedient and loyal to their religion, Orthodox
Christianity means that wearing a short mini skirt is something they do not negotiate, and their
means of communication is to avoid eye contact and keep their head down out of respect. These
aspects of cultural identity appear to be non-negotiable to the participants. However, they
reiterated that they don’t impose their cultural identity or practice on the non-Eritrean students,

and they don’t want to negotiate their own.
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Maintaining cultural identity

Another theme that emerged from the data was maintaining cultural identity. All the
participants reflected that keeping their cultural identity was very important for them, though
their school did not appear to have helped them to maintain their cultural identity, according to
the participants. For example, Abrahatsion noted that, “QUA®, av7rte HAk @& QUAR av71 L

TAPKA HehlL ARAPANT T Al 17 G Mh CANL WA AJP4: AThAR P4 ATCT An8LGLT hRrtA:

a(\Hchtbe <M (WAL AA Tch(17 AP HhFAe:” [T don't think it impacts my cultural identity or keep
up my cultural identity. But I follow my own cultural practice, including the hairstyle, and the
way I get dressed. So, I usually follow my culture because I'm proud of it].

This could be because of what Bourdieu (1977) points to regarding schools as sites of
cultural reproduction; schools often function in reproducing the values of the cultural capital of
the elite social class. Cultural capital is shaped by one’s experiences at home, where there are
cultural resources that support someone’s position in a social order (Bourdieu, 1977). This may
bring some advantage to the dominant groups, as they have access to the cultural resources
valued by the social order, which could be character traits, cultural goods, and academic
credentials. Yet, Eritrean refugee students, who are a minority, and whose values and languages
are not reflected in the school, do not experience this. Cultural capital is specific based on the
particular context, and what counts as cultural capital in the United States, and at universities,
appears to be different from the experiences of immigrant students. Despite this, the participants
explained that they follow some strategies to maintain their own cultural identity, and
Abrahatsion put it this way:

G0 O hCAES? PPRET 9°0 A0S THE PPCANT 17 QAR a0 7rte, TRPEA Lchellin: OAH: Wt G2

DAS VG VHTY @7 00718, a0t TRPZA ALACINTT A%: NPk @7 et ACHT FIPUCE

®L nCAT NHON P71 AQHLANT OL D7 19L vt TAPZA ARMAHTY ¢ G§& FBA Odvch
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9o0 'HUADS 17 ao(\H/htha €1, a0 990187 e h9° Havs a7 QAL N'Nave avy1.9, 9P

HHLALT AIAANIY:: AAH.: aPHehFhA “1H, 1 A0OH. A0 Aovgh NPAA. in church HI*YC HAC T
Eritrean cultural Trend A Hhtd:: 9L Ad: HHLAP ANSLS L7 AT AATFe SNN1L?
nNe +avghe? TaNrt AL AL % &LAT °10H HAP TACT ANL7? hA'Tr: &84T A8 TIat

PPN+ kCre A0S N° AHCh-AO7T AAC2Fe (0 HRLST AhALG h9° HNLT Skl A, a0
90127 NNL NI° HaPRhh? TRIARAI® K(-P 080 LTO<T AT QAR e 7rHL AhO-T hAALNIP

A% 7= [But going to the church and meeting with my friends help me to keep up my
cultural identity. So, the college education doesn't help me to keep up my identity in any
way. Also, the curriculum or the courses don’t discuss my identity or doesn't help me
too. But when we have a group work, I usually explain to them who I am, where I come
from, and in what way my culture is different. So, I usually follow the Eritrean cultural
Trend, which is being continuously taught In church here in the U.S. In fact, when I get
dressed differently, they ask me why? Where it comes from? For example, sometimes |
wear a tshirt that has Geeze alphabets, and they ask me what the alphabets mean and
where Eritrea is located and why I get dressed the way I get dressed. This becomes a
good opportunity to explain to them who I am and where I come from and I try to
Introduce my cultural identity as well].

In addition, Rahwa reiterated that college education does not help her to keep her cultural
identity and she does not see her identity and cultural values in the curriculum. She described
this in the following way, “@®7rie °0t: §& DAL FIPUCE THAANC DR HETCAS LaPOAL: Al §8
bAZ FPUCT KCTHER aP7rE hbdhl L AR NN 2T 90714, av7ihe 19°hAD- HhelHY,
ARAPAAT T A §& DAS: TIPUCT 9°0 QWAL av7ite HE R N7 arhinz:” [1 think you don't see
my identity being related to the college education. It's hard to find Eritrean identity in the college

education. I don't think it helps me to keep up my identity in any way. I think the college
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education has nothing to do with my cultural identity]. Also, just like the other participants,
Rozina stated, “At: 62 DAS: +9PUCE 9°0 QWAL HTAANC ARIPOAT T &Tr7 AIPOC: 14 hI° ANLAeE,
HAgPON DCATF AAAL: Ak WHaP/ChP o0 QUAL Athdhdl: A0 h&A. NHON QUAR avite avalAg,
nPCN 0L 2N TANrE: A100 Chl @2 AN A HHEANS QUATT HLS&AN AT10N0: AH, n9° HLA

WAL A0<7 N7A0CP A Héh=” [ don't think the college education is related to my culture.
However, there are some courses like sociology, where I relate what I learn to my culture and get
an opportunity to make a presentation about my cultural identity in class. For example, means of
communication or the way people communicate across different cultures, I see that as an
opportunity to reflect my culture as well].

The participants noted that their college education does not have much to do with their
cultural identity and their cultural values, but they use some strategies to maintain their cultural
identity, which include:

¢ Going to Eritrean church and meeting with Eritrean friends and discussing ways of

keeping their cultural identity in the church. The participants reaffirmed that the Eritrean
church keeps teaching them to be ethical and disciplined and Eritrean values, which helps

them to keep their cultural identity.

e Describing their identity to other non-Eritrean students during group work. They describe
that they have a different culture, and this includes practices like keeping their head
down, avoiding eye contact when communicating, and shaking with two hands when
greeting people out of respect. The participants also tell their classmates that Tigiryna, a
semitic language, is their mother tongue and follows distinct linguistic patterns and that
they are Orthodox Tewahdo followers, where they go fasting for 40 days during fasting

season and celebrate Geeze Christmas and new year.
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e  Wearing a t-shirt that has Geeze alphabet to express their cultural identity, and their
classmates are eager to know what they mean, what their language is like and where they
are from; and having an Eritrean female hairstyle called Kuno. Since it is time consuming
to do the Kuno hairstyle, the participants do it only during Eritrean religious holidays and

go to school with the Kuno hairstyle to reflect their cultural identity.

e Using all the available opportunities to reflect their cultural identity in school. For
example, in a sociology class, when there is a presentation, the participants relate it to
their cultural and linguistic values and reflect on all aspects of their cultural identity. This

way, they try to keep their cultural identity.

Home culture versus college culture
The participants reflected that their home culture was different from the college culture
and thought it was the greatest contribution to maintaining their cultural identity. They explained
that the difference between the two cultures was significant and noted the aspects that build on
their cultural identity in the following manner. Abrahatsion remarked,
Z+P: AN ao7) QYA, DALT QUA, T llch FAAL Ade: ANt AN H S0 hEA, 9797 19°h I 0
7902 KTrchtichs A0 DAL &97 9P L1C 1841 G0 hFAL WPAI @ 7102 &Trchivdh 1845
aPoYL1L T NPk NSIOC TLEIPL: NAR L7 Al L GAAL Al aP7) QVA, M7 QWA DAET AR
ngoh’ @7 A0 ML DATE 9797 AHL WY £Tv7 &3 G0 heAL hhorZh h9° DAY 60 hFAL
hraogh €FPLL KELALT S N-NA ANAN’ P AlH V1C 17 h9PA hI° He': +7LL 0 IHE 38
N h&A, L8I° ARATAY:: Gl 1°hI D &P L LLATIC: QAL L7 Al FAML Afe: OALL ST
AhA QAR eo 78 W heAL hehTa hGrtg° avad eNAL T hIPA’ @7 9°0 DALL hHiA DL
o0 MALL 1A %Lt HEIPOIPT1H hvADY hie 7112 ALhATIAT @L POAT® AeNLTICT AP PA

AL AL M A7FL NI° HIMaP NTINANI® A2, A%: PPN E Al (bt hClEST OALS HOAP
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P10 90 AN HHIIYCT AAH, 20 OB TOAL: FOATL A0 THS ch Chl 710C A= h9°
NANC 7000: AN AT LT T1Pch APT D& TN QAR £ A Tich&h&GT PO OALGT 159!
TRI° 807 1138 NTIOCT HEh710CT h9PHAS L1955 9N hv(kq 0840 8L Rk Aapp9ag
£ G2.9° HHEANP h%:: Ta (Tl AfAe P ALPCANT A% TTrAed® AT b Lt AnAPI°
TMEPI® NOAC- HAPI® ot PO, TL-L= A, £97 1\ A2 PO HTHT §PCT TI°EMNC SchTH:
AL WA PRI Pchl. avel(l, AAHN HEDIN: NAAC NINADT §P4 NICAT NT4PCT AAHLAG A
ALz ALl A0 Aap 10 Ta4, 07N

[Well, there's a lot of difference between the college culture and home culture. For
example, at home, I knock at the door to enter into my mom's room and in the college, |
used to do the same, knocking at the door to enter the classroom. But my teachers told me
not to do that. And so, this is one difference between the home culture and college
culture. Also, I can say that when I'm at home, my mom can come to my room without
any hesitation, and doesn't need my permission to come to my room, whereas in this
country, I have learned that they don't enter into their children's room without permission.
They need permission to enter there. And so there is this difference. I have no right to
stop my parents from entering into my room, which is part of my cultural identity. Also,
when I talk to my parents or have some kind of disagreement with my parents, I do not
defend myself or argue with them. Even sometimes it's difficult to explain to them what
happened because in church we learned that whatever our parents say is correct and so
we take that seriously. In addition, we do a lot of communication at home, like we eat
together, and sit in the living room for a long time. And so we communicate to each other
and with our parents, and they tell us what to do and what not to do. They get an
opportunity to give us pieces of advice. And the way we eat is completely different. For

example, several dishes are not served. Only one dish for all the people where they have

71



to eat from that dish using their hands. And that helps to create some kind of friendship

and love. That's not because there is food scarcity, but it is because we want to eat

together and show love and have affectionate each other; this way of eating is called

Maadi].

As Abrahatsion explained, there are some home cultural practices that mismatch with the
college culture. For example, at home, Eritrean parents have more authority than their children,
and are not expected to seek permission from their children when entering their rooms at home.
But the children need their parents’ authorization to go to their rooms and must knock at the door
until they get response to go in the room. The participants appeared to have practiced the same at
school that when they are late to the class, they knock at the door of the classroom and wait
outside until they get the teacher’s permission to join the class. Letetsion explained why she
knocks at the classroom door in the following way.

oaht Pn-N0C R FPANT Tht G & 17 hd° PPahE IPh-00CT FehteT NRART HECA i<

LRARN % AW h4AL AL §& DAS: FIPUCT A2NTT91077 A% NIPh’ D7 chb T A@hTHT P Al

PLT), AtI° NAKT TIPYC N 0hl: AIPOC NAAL P PhI T P10 DR ARATPYT T AAH. AD AHch

GAAST Al QYA a7 HL’ @7 A HIPUCT DAS HATT970 DR ALONIPY YT B

[It’s a sign of respect, a sign of humbleness but it may not be seen as a sign of respect and

humbleness by the others. That part of me doesn't fit in the college education. Also, I

don’t ask questions. I don't feel like it's right to ask questions unless it is in private but not

publicly before the other students. So yes, there are a lot of differences, and I don’t feel

my cultural identity fits in the college education.]

In addition, the participants do not argue with their parents whenever they have
disagreements, but take their parents’ thoughts as correct due to their religious influence which

states that children should respect their parents. They take this aspect of their cultural identity to
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school and do not feel comfortable to argue with their teachers as well, though they see non-
Eritrean students doing it in their class. This implies that there is a cultural gap between the
participants’ home culture and college culture, and the participants appear to be more influenced
by the former. A cultural gap means “theoretical, conceptual, and practical disconnects and
spaces between the culture (values, traditions, customs, beliefs, etc.) of the learners and the
communities from which they come and the educational institutions and the proponents thereof”
(Berry and Candis, 2013, p. 45). This is available in the literature that Ogbu’s (1982) reported the
cultural mismatch between the immigrants’ home and school cultures.

Moreover, the participated noted how the home culture impacts them more than the
school culture, which paves the way for them to build on their cultural identity. The participants
have an effective means of maintaining communication with their parents called 944, (Maadi). It
is a cultural way of eating where the family members are supposed to have food from the same
plate by using their hands. The eating process begins with the prayer of the father and all family
members must be present for the eating to start. During this meal period, the participants get an
opportunity to express love and affectionate and communicate with their parents. They exchange
information of how their day was and invite the family members to propose solutions if there are
problems. During this period, according to the participants, the parents teach their children about
preserving their cultural identity, which appears to follow them to school leading to the
dominance of home culture rather than school culture.

In addition, the participants confirmed that they often eat typical Eritrean foods at home
like Zigni, Shiro and Engera, communicate with their family members only in Tigiryna, listen to
Eritrean songs, attend masses in Tigiryna and Ambharic in their church, and observe Eritrean

religious and national holidays, such as Fasika (religious holiday, which is celebrated after the
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40 day fasting is broken), Geeze new year and Christmas and Eritrean independence day here in
the U.S. Thus, the influence of the home culture appears to put the participants in a position of
maintaining their cultural identity in spite of the dominant culture in the U.S.

This does not mean the participants are not influenced by the dominant culture in school,
but they explained that their cultural identity was their top priority and most significant thing in
their lives; they believed that the influence has less impact on their cultural identity. Yet, they try
to strike a balance between the home culture and school culture. Rahwa explains it this way.

When I talk to my mom and dad, I use Tigrinya and I use Tigrinya to talk to my siblings

as well at home. Whereas in college, it's difficult to use Tigrinya. I only use English

there. And also food wise, I eat injera and spicy foods at home. Whereas in college, you
know people usually eat burgers, like mostly fast foods And behavior wise. And behavior
was [ want to respect my parents. I did not act in a weird way before my parents, I do not

feel even comfortable too much to talk to them about everything. Whereas in college, I'm

relatively better, like I t try to talk to my friends, but still the cultural pressure is part of

me.

Rahwa noted that when she is home, she uses Tigiryna to speak with her family
members, but she does not due so in school due to the fact that many people don’t understand
Tigiryna. Also, she eats Eritrean foods like Injera, Zigni and all spicy foods at home, but in
college, she eats burgers. In addition, she does not talk to her parents about everything, and is
very careful not to not need them to discipline her. In college, she feels relatively free to talk to
her friends in spite of her cultural pressure that one has to listen and not speak too much. Thus,
Rahwa balances the home culture and school culture by being Eritrean when she is home and

being American when she is in school.
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Abrahatsion remarked that she tries to balance the home culture and school culture but
believes that her home culture dominates her even when she is outside. She does not mention a
specific strategy of maintaining the balance between the two cultures but feels welcomed when
practicing her own cultural identity in school, as she explains it below.

NIARL h? HTOC: QAR av7rHL NIANCP AKOC: hCAL HELA. T1C &9 A% AT 4 A? NAH, &Y

avrh e AHR AT80L ARE 70k AR HPLIP: AAH. Nche T G2 DAS QVA. hetdd. LoNAA hide
LARA= GLY PPIIE HRIPMAD-E PhATAA HEIPINC NHMCP aP718, PP aPIPYL1Le A QUAP
a1t K9P NIk &9 AP Tl QAR av7rt 9°0 QVA. DAL TLHT hu( 8417 9Pk’ @7 hPI°
@07 HEN'E a9 7T P91 ET O HATEP a0 718, 8P0ALE ARNCT ©<F QUHL: 9Pk @7
Al £1 A HUA@ K AP7 WHHARA a°m7 03 hehde AZOC:

[I do what expresses me. I try to reflect my cultural identity. And it is something I don't
want to forget, you know? And so my identity is very important, it comes first. So it
really dominates even the college culture I can say, not maintaining eye contact, not to be
defensive, in an annoying way, with my teachers are part of my cultural identity. That's
how I try to balance the cultural identity with the college culture. Also, the non-Eritrean
teachers and students accept me the way I am, and don’t disrespect me. Also, I try to keep
my space as much as possible when I am outside].

Aspects of Eritrean cultural identity like using Tigrinya, eating Eritrean foods, respecting
parents, not being argumentative with teachers, and avoiding eye contact during communication
seem to be practiced more at home but also outside, but some of the participants are flexible in
being Eritrean and reflecting Eritrean cultural identity at home and acting to be American in
school. Even though the participants attempt to balance between home culture and school

culture, the home culture appears to outweigh the school culture for the refugee students. This
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could be a challenge for the refugee students to adjust to and excel academically in school
(McBrien, 2005).
Reflecting refugees’ cultural identity in school

In the United States, schooling has been identified as a means of conveying non-
academic and cultural values and the learners’ interaction with teachers, curricula and peers may
impact their growth and changing sense of self as the school knowledge appears to reflect the
identities and values of the dominant group, as it is constructed based on the dominant groups’
interests (Apple, 2004). Thus, schooling may play a pivotal role in affecting the cultural identity
construction of the learners. In fact, it has been considered as a way of acculturating and shaping

American cultural identity for immigrants (Rong & Preissle, 1998).

The participants explained that they do not see their cultural identity and values in the
courses they take; they are all majoring in nursing, and the nature of the discipline may not leave
a room for cultural discussion, but they claim that in all the common courses they have taken, the
content was completely new to them and did not see their cultural values and identity in the
curriculum. However, the participants use every possible opportunity to reflect their cultural
identity. For example, whenever there is a presentation in class, the participants attempt to relate
it to their cultural values and discuss it in class. They use the platform as an opportunity to reflect
on the aspects of Eritrean cultural identity and their sense of self. Abrahatsion reflected on this
point this way.

Lh7 hLGAT PP0AD: ARPANTT IV 2R QUAL HIAACEN TPNZET AAHSNACICT HEATP hD<7

ARAPANT T AAH. e M AL (W TIPUCTE ORATS 01 TIr00e PHARG = A HICT® 17

A7, AUZRT aPAh0L7 MR h9° HoPRhlr @bkl AT Al WCFe- PPN N1FICI° DA T

a(HATAI hCFé A0L NIPHA ALLAMTY 9P L AL N, 1 NCH +mPBav hCHe- A0S NIPHA
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PCALI® AP TR ERE T NMHNAR HLATP Lavhfz: A &7 20Vt AS ANAIO: A NHHLAAL
ANBLG WRLT LavAAL: NIP hAC A4 HONIN 1Rk O4: AN &9 A CHEE WAL D87 AAH, NNL
ng° HovRhhe Lohvky: ATFOATL HON AVELT PANDLT Lehvkls (H, T2 A HON Y14L7Y
VALY NavY4 HETF R AP APFHSNG R A WTY 0F QUAR oot AN ACET +HIPUCH
ALIANLP:: & NIAN HEA. TIC APHYAR: Al NEA. presentation A1l HUADA: AP%: Aav-2 IHAHN
VA, bCFé: NI° QAR L@+, AHEA: v ACKKE PO a0 rtR: 90 QUAR ao7iL NHIPL A7
Al o718, &9z NHONA HATO%L: Ik aPOBAR QUA. NP, N9 HavAA NI het 7 hIPUET®
L9 A QAL A0AL POH7FT: 1T 00718, 17 A0 AC% T F9°UCT &7 AN hCat @g A
et 0 ARACAPT A AQHCHET AR NFGh &0 K@Y Az Yok 20T T TRANE Al AR
ATRANC: h9° QAP ATUNG° 41007 Targeych Whd 17 9P+ hAlvd AAHTY? AD<7: AH. A
gooNGP ACYT AH, PTG HIAK LaPAAL: NPk AR TIMCT ASH AHTOAT aPAND-: h h “lH,
b A0z Wb @A, 9o0E HINNNP AFHHESHATI90.0- @R @F HS Mhetd HOE-NC
WG AAIPTHE NI DO A AGKIFTYP = 1 av9PYC HERNCE HATE D AA HATPYY,
N0 LPOA: FLAMS &: 1 vk WTHaPA 0P 97 DA APPHES10: A% HoPZh chof:
ALY WL TINR AR ALANAT: TH. TAAR 9218, Tioe 1423 hIPH, NHEC AGTICT
AGs A ARG RNCHG DR 299G PPRTOE OALS 19P9PYLG KRG 2NASE Ahd heo+
TOALS WTANC: 9Pt PRAG P&A HAAe PLI° IOALT WANC IR20E W A% At P8ITL
PO AAR: TOALTH IPRAC TI0E Targeycrh FPRAC TI0T A% AAH, FhG 19984 9Pk TRAOCI®

ASE QAH, £97 1P HOAGT et H1914G hTPOA TS RS AT9PCE: NIPA 9P HAARS LaPON L
[Well, I would say no, I don't think so because they have no reason to reflect my culture
and I don't even think they're aware of it. Therefore, I always remind myself that [ am a
foreigner in the school. But interestingly, due to my accent and look, they ask them where
I am from. When I tell them that I am from Eritrea, most of them don’t know where
Eritrea is. I sometimes use the map to show them where Eritrea is. But they seem to know

better Ethiopia, and I tell them that we are neighbors. I think I get dressed differently, like
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no shorts but long skirt, and sometimes Eritrean traditional dress, so they wonder where I
am from, and therefore they ask me in addition to my accent and look. This is the only
time they try to learn about my country and culture, otherwise, nowhere is my cultural
identity reflected in the curriculum. Oh, one thing I want to tell you is that, whenever
there is presentation in class, I usual talk about Eritrean culture, like traditional healing. I
try to relate the topic to my identity, to my cultural identity. And on the way, I try to tell
them what I feel about it, what the original culture is like, and I try to teach them, so I
reflect on it myself. But in any way, you don't see it in the curriculum or in the courses or
everywhere, you don't see it and you don't expect to see it, not for that matter. I think they
also identity us because we respect others a lot, like the way we greet them, and it is a
taboo to try to challenge your teacher. We don’t do that. Challenge, in a sense, sometimes
I ask a question, and if the answer doesn’t match what I have read or provokes more
questions, I don’t do follow up question. I feel like I am disrespecting the teacher, so I
accept whatever they give me. You know, if they answer the question but I am not
satisfied, I don’t ask follow up question. I don't say, what do you mean? How do you
explain this in a different way? we don't do that normally. We feel like that is against our
values because our parents tell us to respect our teachers, just like our parents as the Bible
says, respect your parents first because that is the first wisdom. So, respecting your
parents means respecting your teachers, so we respect them equally that way. And so, we
just keep saying, okay, whatever they tell us, we just keep accepting everything they tell
us. I think that’s how they identity us].

Abrahatsion notes that when making a presentation in class, she takes the opportunity to

reflect her cultural identity and addresses questions that come from her peers. She believes that
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some aspects of Eritrean cultural identity like respecting teachers like parents, greeting people
with two hands and avoiding mini skirts as a dressing style identify her as Eritrean.

Aberash reiterates Abrahatsion’s thought and does the same when presenting in class. In
fact, she even includes Eritrean traditional healing and treating patients to her presentation and
uses the opportunity to talk about her cultural identity. Aberash believes that she has no
expectation for the curriculum to reflect her cultural identity in the U.S., but she recalls how her
country, Eritrea, was mentioned in her history class, which inspired her to pay attention to the
class and made her see herself in the course. She says.

At HOOL HATE 0CAT TOUAR aP71HL O hCHe-0-1H2 HIANCPH ALPAATT: AH. Al havgh
£97 nA HFEN FRAN 402 CART AN T AR At ACT TIPUCE WA, bCTFE HNFPAA
1269 NILEP ht: UNIOT AAHSHZARYe: 17 £HNAY NHA 4N hCh OAL = F¢T GA9P
LaPANL: AE: a2gPYC £ NHON ACH&NAP hCOFT NTere hI° HHPAPA LHA 104:: At aPIPUC
Al &CFe IPNR P0G P20, G0 AFCRL PPHCIM B 71108 hCh. HhAAD: b
T V148 WG P PPO DA A, 099 A0 NOH, 3K, AR9° NART hCat aoTrte,
HPROCE ALD'FY: U7 v HOTYE 9°0 QUAR av 7R NHIPS HNAAYL AKOC: TA0TE AN L.0-(, OL
NAA AhI°GP 180T presentation NTC NATE: NHAA Ak A ACTE- Hoe QUAP A10-0F ArtchchH
QN7 AHZAE TLATP 801400 WAT® 17 HCL AL ALAPANT €90 17 1 CAG-1-8L 9°0 QVAP
avrh e NHIPE K& T 917 bk G2 DAS FIPUCE QAR av7ite NIANCPH ARKNT 0 TR0
NPT EZXS AILG Dbt A5 NARS Al ACTE A&DTT NIPA HINGN IUTT0T ARLAPL T
At AR P2 A0 DAR QUAR a0 7He HEChRA &9 hP9° +aT/( A1-OC% T HAPI® A10-077
ARz IHOO A10-07 N1-0C%F 40, Ahed HAL £aPOAL: 10 T977C Hch ST LO709°7

avgPY LG I° NetL4 AP RNCPIPY:: AR Ahd QUAL He.N T1C LaPAAL: Wl GANS AD~T &CAT:
W 1ALA T8 hAS FIPUCT: a0 Trhe @8, QYAP avTte, mmc$ KRONTT: QUAR av e, Lo
AN G2 DAP: FPUCE HATI990 AQPOAT T At G DAR: FIPUCT 17 798 hPRly O av7ite,

hPecy WHAA heaAAT Y
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[I don't think the courses I'm taking reflect my cultural identity or Eritreanness, and I'm
not sure if you can expect that here in the US because I don't see the reason why they
would design the curriculum to include Eritrean culture. But I remember I did a course on
history, I think world history, and the teacher was talking about Orthodox Christianity,
and how it emerged. The teacher mentioned that it was practiced in Eritrea, before
spreading to Ethiopia. I felt like I was able to see myself. I felt great when they
mentioned my country. Apart from that, the other courses don’t reflect my identity. But I
try my best to relate what I learn to my cultural identity, for example, when a presentation
is given about healing or other medical issues, I talk about the traditional way of treating
people in Eritrea. Some of them get surprised, but some of them don’t seem to understand
me. But I try to relate the subject matter to my cultural identity but I don’t expect the
college education to reflect my cultural identity because first of all, we are very few in
number. Second of all, this is not Eritrea. I wouldn't see any reason why they would do
that. The other reason that that I don't see my cultural identity in the college education is
the way the students are disciplined. I think I have a great concern about the disciplining
method. Some students are given much freedom and even disrespect their teachers. I
think this is something which is not part of my culture. I see that difference as well. All in
all, college education doesn't reflect my identity or my cultural identity, and I don't think
my cultural identity fits in the college education, but I don't think the college education is
going to change me or change my identity].

Even though the participants’ cultural identity was not usually reflected in their curricula, they

created an opportunity to reveal their identity; therefore, they discovered a sense of self in the

dominant American culture within their school.
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Impact of cultural identity on schooling
The participants explained that they are very close to their Eritrean cultural identity here
in the U.S. and maintain their close relationship in various ways. First, they go to Eritrean church
and meet Eritreans families and friends there, in which together they attend the mass in Tigrinya
and Ambharic and discuss social issues in Tigrinya. Second, the participants explained that they
practice their culture tremendously at home. They discuss in Tigrinya their cultural values with
their family members at home and learn a lot from their parents and elders about their cultural
identity. For example, Rahwa explains how she keeps in touch with her cultural values,
Well, my parents tell me to keep my cultural identity. They advise me to put my culture
in my heart wherever I go and advise me to go to church every Sunday. And my parents
tell me that culturally we're always hardworking and diligent and so they want me to be
like that. And I have a cousin who visits us every Sunday. He teaches me bible and at the
same time about our culture because he knows a lot about our culture about Eritrean
culture and religion. And also, my dad tells me about Eritrean history, He knows it, he
lived through it. So he also teaches me about Eritrean history, about our culture and
religion.
In addition, the participants eat Eritrean foods, listen to Tigrinya music, and use Tigrinya to
communicate with their family members at home. The participants remarked that they have ways
of maintaining their Eritrean cultural identity.
However, the participants’ cultural identity appears to have impacted their academic
engagement and activities in many ways. Firstly, their culture has put much pressure on them not
to speak too much before elders and teachers unless asked, and this has been reflected in their

schooling that if there are things they don’t understand, they fail to ask questions. Secondly,
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since they avoid eye contact during communication with their teachers, they often are not taken
seriously and hence impedes their success of communication. Finally, they don’t feel
comfortable to speak or make a presentation before the whole class and as a result, they are
considered as weak students, though this happens due to the culture they learn at home that is out
of respect and humbleness; they have to keep a low profile and should not expose themselves of
speaking before a large crowd as the Eritrean saying goes, “ The more you speak before public,
the more you reveal your weakness and foolishness.” Letetsion, Rahwa and Abrahatsion reflect
how their cultural identity affects their schooling respectively.

Letetsion:

A0l NEA, presentation NTC IFEA AQATPYTT ARx: AH, £97 AT, QUAP a0 7rHe he: TPNIPE
A1 OH., 2719, AAHRANTr= Al AL PNZOT AR NAKLS N9>E APL00 HOANTI® 9°0 avaTYCtHE
Hch ARETNT AP PPk @7 AN W&AL hPJ T A@hFFT AP DA (lHch ARATET AP AL
£97 NATN, WAL ZAPL he: ATOATL: 9™t ARI° FOALE: HINCP A100: KO- ATINHT
HEHLA G2 RIR ch&lt AL AH, £ THLL TN L HANAL: ME @7 o718, QUAL PRFA A
AR d@t; 176 NINLL DI° HRAN ART°T:

[I do not feel comfortable to make a presentation in class. This is due to my cultural
identity because I didn't grow up the way. This is one reason. Secondly, as I told you
before, I do not interact much with my classmates. And I do not ask questions in class, so
I don't participate a lot and this is because of my cultural impact. In addition, I have
linguistic deficiency that I don’t speak good English, like the way the native speakers do
it, and this prohibits me from interacting. I still believe that following the route of my
culture can make me a successful student at college].

Rahwa:
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AD N7 WAR a7t Al VHAR P4 150k A& 0TI T NPk @7 LAADYL hf PPN20E (IHh
QAHGHLA NI ARANTY T NIOK @7 PLAT, PNk hEA, hHLA Of Pt bbbt TR
ABOIPGTYR: FeOM & QAR AD A QAR a0 7rtL A0 (W HIPUCT THAL AnSTLeP

taveC T KPS TRT RANDP:

[Yes, I'm not good at public speaking due to my cultural pressure. And it does influence
me because I don't talk too much, I was not raised that way. And I do not feel
comfortable, you know, to speak before the whole class or ask questions. So yes, the
cultural identity affects my academic experiences and engagements at school].
Abrahatsion:

AHch HAK £aPANL: QUAR aP71tL ThNSTLPR KI°LL LAAP: ANt Al heA chPT
neht: A0l heA heAte: AANFL GZXTE 79°9°04 L8 NEIAK hé.Cohi NIPA D7 hL AL I,
o0 aPIPYL1L ALY, LTI NLLR T HCCN AN HINCA AP7: Heh(k: e HOHZA HAT b2k
£ageLe: AT, WA P 71rHL A% FLAM- ATrIP: AAR A T 74t 4297 (A HeATE
TANGTLEP ZIPLLT 1T I LT W7 LAADP A% (1P 9ok OALL HAONYL Hi(4 Fcht N7
FGL tvt NADT: Tt TCHLA Wbl TE-@ AP HLA: hIPA @7 AT, QAR a0 7L PR,
h&A, hHA 2FER AROI°Y T

[I think it affects me a lot. My cultural identity affects my academic engagement. For
example, [ am afraid of asking questions in class, participating in class, and expressing
my thoughts to my teachers freely. And also, whenever I sometimes do not maintain eye
contact with my teachers, they feel like I'm lying, I'm not telling the truth. It is because of
my cultural identity, you know. So it does affect my academic engagement and activities
as well because I do not participate at all in any activity. I just want, like my parents used
to tell me, be humble, keep my tone down, and keep a low profile. Also, I don't feel

comfortable to speak before the class because of my cultural identity].
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The participants note that their Eritrean cultural identity affects their academic
engagements and activities in school. It often puts the participants in a peculiar situation, in
which they do not seem to enjoy making presentations due to their upbringing that they have to
be humble, keep their head down and avoid eye contact as a sign of respect. Nevertheless, this
may not align with the presentation skills of the non-refugee students who often practiced
presentations in their school years and who may have got a useful advice of making an effective
presentation from their parents or family members.

Also, their dressing style as female students aligns with their cultural values. Thus, the
refugee students may be at a disadvantage due to lack of cultural capital. Bourdieu (1977) states
that cultural capital is shaped by one’s experiences at home, where there are cultural resources
that support someone’s position in a social order. Even though cultural capital may be specific
based on the particular contexts because what counts as cultural capital in the United States, and
at universities, this could be different from the experiences of immigrant students, the
participants do not seem to have access to these cultural resources valued by the social order,
which may include character traits, cultural goods, and academic credentials; the speaking and
dressing styles and the education standards do not seem to align with the cultural identity of the
participants.

Culturally related teaching methodology

The other theme that emerged from the data pertained to the culturally related teaching
methodology. The participants felt that the teaching methodology being used in the United States
was completely different from what they are used to. The communicative teaching approach that
centers learners did not seem to give them comfort because culturally they were raised to be

good listeners rather than good speakers. For example, during group work, the participants do
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not contribute much to the discussion due to their cultural values that emphasize on speaking
less, keeping head down and avoiding eye contact. As a result of this pedagogical and
instructional differences, the students’ academic performances were impacted, as Aberash
explains: “A-1 @O ATLATC U7 C- 1L NFPPH2N 1 aPIPUC TTere AN A HhP? At

NPHe DAL 114122 Lchdhe: 1 4ohG TROOL NAA 024 h9° HUNL hHARCE o7 At aP9PUC PPk
A ALHhCTR A aPAOALE AT E HEANRS 1P &9 AHR 1P +0T1.0-1: At 112 Chl NF 78

MO K727 QWA AT AR 184 &oraAL:” [Towards the end of the semester, I scored a C-
and asked the teacher how? He told me that I missed one quiz. Then I tried to remind him that he
would give me another chance to take the test. The teacher responded that he could not
remember say that, and I felt very bad due to the grade I got. I think the miscommunication was
mainly due to linguistic, pedagogical, and cultural differences.]

In addition to the cultural factor, their linguistic capacity appears to impact their
participation in the group discussion; they can communicate in English but have accent and fear
to be judged and labeled as poor students, in which they cannot entertain to be categorized as less
performing students because being successful at school is closely related to their cultural
identity. Letetsion explains it this way:

TAOPE G FBA Odch 1842 PO A0AT 8A N90FA HBLASA her QA HHAIPGYL: A0 WY TEA
FRULL TE G0 A dch NOCH ARNAANT: AAH: 0.9 AOAL ASchirs AH. A% AH. a7,
QLG PP01L7 Al ANSTLER NPAHE KAP HALCT LaPOAL: (1P NIORIP havgnd-97 +a9Y(E
&P NG HEhAA he'r Lage%s: N0k ATIHTL & T9° AA HTT: il hAk QUA. £97 AP
HavRhhez: NI D7 WFI° NART +997E AN (A FIPUCE 740 NI° HEDTNT ATIAHE hHéA
he7 DATE AUS h9° HAL? NBACSL hé.Cchet AP ChGFIT lHch haOE HEhAA: TRIPH.?
1Pz TINAL D7 Al NPk 0T Nt AP ALLAT: NAH, Al A0 (L HPUCTE S8 chd

AHch &Pm. L1MNLALH 0 F FPUCT She AT hetdd. NHONA AhdA: aP9PYC A0 hGA.
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A28 hHEA Schtl @TRD<7? WRI° H97Y(C AVE Aah A7 T? MHONA. NHch AP HAhOA: 7
o0 AL T9974-2 7L NLASH AT HAR HIC LarOAL: PL9. hGA. 17 Aehh7y:

[For example, there was a group work, and I couldn't join any group to do the group work
because I felt like I would not communicate properly with the group members. So, I just
worked on it on my own. I think I have this feeling because of my refugee status, it
impacts my academic performance. I just feel like I cannot do good like the American
students because my English is poor, and I come from a different culture. Also, I fear that
the other students may judge me that I am not good at school and that I have accent when
I try to speak English. This is how I grew up that I cannot entertain negative comments
much, and I don’t want to put myself into that kind of situation. So, this puts really much
pressure on me at school. I even think about it when I prepare myself for school. What if
the teacher asks me to speak in class, what if the students say, oh you have an accent, I
don’t know it bothers me a lot. But I think I do better when I communicate only with one
student, but not before the class].

However, when participants are required to do group work, they prefer to do it with

African, Asian and Mexican students, as they feel their English proficiency is similar to theirs

and they seem to speak less and believe in communal work and cooperation, and Rozia says,

“av(Iihthe “b PP0 BOLD-C77 TThAND-277 NACh hoPCE ION TR AHEI® P FANAC AAHAPI® AR

HAN A°rF AAL: QAL T°0A° TS HIOC Oéch L £0AZ:" [] usually prefer to work with Asians

and Mexicans because they are very cooperative, I believe. So, I enjoy the group work with

them]. In a similar vein, Abrahatsion explains that if she must interact and do group work, she

prefers African students, and says, “alt: DAZ he-T-07 éAAAT HETT A0 T AADL: aO(HAHRI®

Nl ARSP HIPR. T9TY(E eI AUGAI® HLA HCLAL LoPANL: JPNAT® £97 LGN NI°LST AAL:

a(Hvthe 9l FPARI° A HHG DO FPAAT° 10 T& FEA (1éch NACH AKOCE FPARIPI° DHLA L7 1HEH
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*FER her £09°%%:” [I have friends who I try to interact and communicate at the college. Most of
them are students from Africa. I think I understand their accent better, and I have strong
relationship with them. I usually hang out with them. I try to do some group work with them, and
I feel more comfortable to talk to them]. Thus, the participants often have a preference of
students who they would like to work with due to their belief that they have some similarities in
terms of English proficiency and one aspect of their cultural values which is communal work.

According to Lightbown and Spada (2013), the main principles of communicative
approach include effective communication, learner centered work, and focus on meaning. Due to
holding cultural values that emphasize the significance of communal work, the participants
found it challenging to do their assignments on their own, without the teacher’s assistance. Also,
some of the topics provided for practicing effective communication were unfamiliar and
offending to the participants, especially topics related to religion. Letetsion explains,

AH. A0 K980 A (F TIPUCT HREAAP T1C RrFYAS aPdPY 7T rde ARIAR T Trde 1THA CAONT
TICE Tart: 10 G 09 Ade: At 68 £97 @Y N0z eoZGH TR A6AT hF1C Adh: 9 A
ArCTE google 9°910C 0497 Ak 092 79°CAA: &chdh &1 NNCHNK 1Ph I LONLAL:: aPIPY LTy
e HUQG 62 TH PPk NPNh ATTFHIARAS Z-P 184: NIPR D7 QAR a0 A (LT
TIVCHT NEAT £7204P O HELATr: AN (LT FPUCE 3G he'r 2aPaL: hede 116 798 80Py,
A% D9t NN A10NT AL AL M, &0 ABI° avIPYLT 71T IPINNX HUOP AN13H7 had
N78H. NPPh ALAAPT AP OO W™ HOANTHI® A (bt TIUCE OHht Ad&T PNALT:
QAAH. TUh(0E-P LO+2 RHE &TH° ARz PO NAKT (IHch A8LAART A PN Al (\Hch A%
HOATEO: NI AP4.00 HIIChTH° QAR §AASTT T8 £7% SAALTT (A Hie AHL-CARI® AN
HEHLA NP4 AT10AD: Te@'r A% HAIPYL: ATI0VHT hHA heF? haTr: AUS h9® HAL 21942
Al £97 NAWAT AR7ERT HHEATE 018 PHIATC L NIPh @7 AL AL N A T i P 10 hCAT
HELAP TIC At Al 10 xR hCAT APPAT PA7 h(1AZ DAL FYER AROAIPYTT AR AL 7198

P-A HEDY 11C AR PPGANT -NAAA AZAAS NCAP ALDTT: HET 17 hPde HEhAA T1C AR
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[One thing I don't like about school in here in the United States is that you do everything
by yourself like the teachers do not explain everything. For example, there is some sort of
assignment, and the assignment is given to you. You must do your research on your own,
like googling on the internet. It takes me a long time to understand the purpose of the
assignment, and then work on it. I wish the teachers fully explained all the assignments
they give us. Also, I feel alien in school because I don’t see my cultural identity reflected
in the school and classroom. Everything is strange to me, like the way they interact and
sometimes the examples the teachers give to explain things. I don't enjoy that so much. In
addition, I don't have a lot of friends at school as I told you. So, I would say my social
life is very poor and I don't communicate much with others. I guess that part frustrates me
a lot. As I told you before because there are cultural differences and linguistic differences
like I don't speak the way they speak, I feel more isolated. When I try to speak English,
they tell me that I have an accent, which reminds me that [ am different culturally and
linguistically. And also sometimes there's something I don't like about the content of
some courses. In some introductory courses I don't feel comfortable when they tell me
that there is no God. This is something which is unacceptable to me. Maybe I'm not
trying to view it from a different perspective but it's something which I cannot accept].

The principles of the communicative approach do not seem to align with the Eritrean

cultural values that emphasize less speaking, avoiding eye contact and keeping head down, but

the participants feel comfortable to do the group work with Asians, Mexicans and Africans, as

they believe in cooperation and communal work.

The other aspect of culturally related teaching methodology was the method of discipline.

The participants believed that maintaining discipline in a classroom was important and thought it
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was the responsibility of the teacher to do so. They explained that in their previous schooling
experiences in Eritrea and Ethiopia, their teachers were strict in disciplining the students and
never allowed students to wear miniskirts, jewelry and tattoos, and used to hit them for violating
the school rules. The participants’ perception towards the method was positive and related it to
their cultural and religious values which align with the teachers’ method of disciplining and
values. Abrahatsion said,

Al WCHeT AACRET THAD. +977C 19°N0K: avIPY LG WHEI° OEOT AA HI04%: K0P MmOL
N2hH? N9PA N7 LLARS 1NG: YA Al ACTE ThG (& AHVE) 907 Al DL HAC AL
N7NL7 AREPLAGT: NIPK @< TPATT PA 7L PP0-Dh ARGPLAGT: IPN APV 1L HATITI0
2avhy, ORIk 9O Y2919 3R DOCHTL7T AL e-(LIE hNCHFLT A HATT916: (HOAT,
PG 1 (W FPUCTE R PhAG 2PR0G 18090 n9° NHS PP PP A, havgh:
aIPY7 NI AL TF avPRoE ALUNGTY 90 NI NS POP T PPx AT ATAC Ak aPIP747 W)
3¢ HIMCP HAD. A10-0 AL177: el 468 LAt H0LA- K0P AUS HAS 74t 099 hTho-7
AR HLA, 1@4x

[When it comes to disciplining the students in Eritrea and Ethiopia, our teachers were
very serious and wanted us to behave well and grow that way. For example, in Eritrea we
(Females) were not allowed to wear mini skirt or shorts, and no tattoos, no piercings and I
think I agree with my teachers because it aligns with my religious values and my family
values. In addition, our teachers used to punish us, like used to beat us if we violated the
school rules, unlike in the U.S. Here in the U.S, the teachers don’t give us that kind of
punishment, like hitting us with a stick. Look, I am not against the teachers’ way of
disciplining us back home. It was out of good faith and wanted us to be good students

with good behavior].
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Furthermore, the participants explained that the teacher is in charge of the classroom, and
anything that takes place inside the classroom should be with the permission of the teacher, and
this has great cultural value, as teachers should be respected like parents as the bible teaches.
However, the disciplining method they experienced in the United States was different, and
Rozina explains, “At: AhF P +aoh@ hP9® +097¢ K0P A-0C%T HAPI® 0L ALATPGTT Al

1P LG HEALP hHA(: G2 APIP: NIPh @7 AL NP9 +977¢ AN hed. A7t Sah-HT h9° HANL
£HNe: Al &7 §& \che: AG DR TATLO-L 17 IE: TCLOC NHOOA PA AL ARNAT NI ACTEPT

aom7 A1 A QA HRANTr: NIPH. 70PI°YL-F9° DaPAA(r HONAT® e+ AOI°% 77 [the negative
experience is that I don't feel like the students are well disciplined. They are free to say whatever
they like to their teachers. And I remember one of the students broke a desktop in the
classroom, and I thought that was really weird, but the professor did not say anything about it. As
an Eritrean, [ don't feel like they should behave this way because I didn't grow up that way].

Rahwa agrees with Rozina and underscores the significance of discipline in class and
appreciated her teachers in Eritrea and Ethiopia for shaping them to be well-disciplined and
cthical people, and said, “@P9°7¢775 £:97 AHEI° X'+%t A9° 12090 A0 heA TRINAG AHEIP
K9 he9°:” [They[teachers] worked very hard to discipline us in class]. In sum, the
participants associated discipline with their cultural values and previous schooling experiences
and thought that discipline was very important for students. For example, the following practices
were important: only using the restroom with the teacher’s permission, not using a cell phone in
class, the teacher using punishment to discipline a student who doesn’t behave well in class, and
knocking at the door to get the teachers’ permission to get into the classroom.

Even though the teachers instructed that the refugee students don’t need permission to go
to the restroom and knock at the door to come in if they are late, the students kept practicing it

due to their belief that teachers should decide for everything inside and outside the classroom.
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Finally, the other aspect related to the culturally teaching methodology was the teachers’
teaching style. The participants explained that part of the teaching style in Eritrea and Ethiopia
was that the teachers had absolute power and whatever they said was taken as correct, and the
way they shared their feedback with the students was not in a way that teaches the students but
blamed them for the poor academic performance and informed the parents about the result. The
students did not have any opportunity to explain, and instead parents and teachers coerced them
to work hard to perform better, which the refugee students often found it demotivating, and
Abrahatsion explained, “4 0l ACH&T AACXET ATHPUCTE &TI° ArH LT AFI° aPI°ULTT NHOOA

o0 OAL, SHA: AT Odch QAHGOGTE £97 LOPAYL: ANCEO NACH ALLCTHT P &TrI° 1977-L

@2 NANTE TT76-L hed® Té-@ API° HED-0-1: AH. AHP AP HAAA =" [In Eritrea and Ethiopia, if
you perform poor academically, the teachers talk to parents about it and blame me for not doing
enough. They don’t motivate me to work hard. They just label me as a poor student or careless
student. I hate that so much].

On the other hand, the participants appreciated the curriculum and teaching style of their
teachers in the United States, and thought the curriculum was helpful to know oneself and
motivating to learn more, though they did not see their cultural values being included in the
curricula. They explained that their teachers kept their grades and personal information private,
gave comments in a constructive and engaging manner, and the teachers’ feedback contributed to
their academic success, motivated them to work hard and build up confidence, and never

discouraged them when they gave wrong answers in class. Letetsion stated,

KP4 N A, Aovgh HEONNP AD7FP taoleCdt: 1avBavCH wt: OCYT: ACYT
FIPUCt: hge AN a0 PN T TRFLAT HehdlHh LavaAL: AT Ad hdA AHP AP HLAP: Chl

TRTTTrES 1PUGE Hehells LoPAAL: QAR £97 AHE: AD7FP +orhe he: A0 AR T A
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hCTe HELRTEP TIC A% NAH, £97 A HEA L0 HOA +FarhCe Tk A% N-H, @A, A0 1A
At &g 1L ArHCIAN Ah7 AR NAKL 0L AAL 17I° DCAT NLIATPIO: AR OLA AAL
179° DCAT 89718 h@ALIP: f grade @L 1A QA HE T AGATTT AP 29180 916 LUNL:
NS QUNFLE HENI® Al bCHe-T A% 0T ANd A% Al ACTHET AR LT A DAS: Al A7
HeAT T A0 (LT FPUCTE AP ANSTLeP NS TN Nrbaph el 624 JTNh Ad Az 7AR9° ha
TIPUCE N9/ 1k aeCovs. TRFAA TLAIHT 2 RAN AP hIPh @7 Al Ndh AO7I P
+aoh @ AH. HHEANL DCAT AAHOYN: AAAFPR AL0T7: Al $AT1L ATLATC 10 hCATF OO
Lchéhe Al HPZA ATLAHC NAA DCAT FOAL:: AN HTLAANR ATLAECAd HTLAAP hCat
PPo-ALG La LNAL: ALl L9 AHE aPam, &1 AR £97 hI° AD7FP +avh @ AP Héh::

[Well, some of the positive experiences I have had here in the United States are, first of
all, I think the system, the education system, helps you to know who you are as a person.
I love that part and I think it helps me to build up my confidence and so that is a very
positive experience. It's something which I didn't see in Ethiopia or Eritrea. And so that is
my most pleasant experience. In addition to that, even if I score poor grades in some
courses, it is fine. I have a second chance to repeat the courses. I have another
opportunity to retake the courses. I don't get dismissed because I score an f grade or
something. Instead, they give me counseling. They give me advice, unlike the situation in
Eritrea and Ethiopia. Of course, I didn't go to college in Eritrea and Ethiopia, but I went
to school. You've got an opportunity to improve your academic performance, and they
can help you to prepare for your examination by offering tutorial classes. And, the other
positive experience is that variety of courses are given here, so it's not boring. You take
some courses in the first semester and then the next semester you take other courses. I
like the fact that we take different courses on different semesters; that makes it very

interesting, and I see that as a positive experience].
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However, outside of the tutorial classes, the refugee students explained that they did not
have any kind of support, as the college lacked support system designed for refugee students. For
example, there was no cultural orientation given to the refugee students, nor was there an
orientation concerning the teaching methods they follow, and this was confirmed by the Director
for Student Services. However, the director explained that the school’s top priority was to
consider all students’ diverse cultures through multicultural club. In sum, the teaching
methodology, including the communicative approach, the disciplining method and the teaching
style, was different to the learners and was not associated with their cultural and religious values.
Conclusion

In this chapter, the five participants, Abrahatsion, Letetsion, Aberash, Rahwa, and
Rozina, described the differences between their culture and the culture they experienced within
their postsecondary institution. The participants’ background, resettlement experiences in the
United States, and their schooling experiences in Eritrea and Ethiopia were described. In
addition, themes that emerged from the data, gathered though interviews and focus group
discussion, were presented; these included negotiating and renegotiating cultural identity,
maintaining cultural identity, negotiating home culture versus college culture, reflecting
refugees’ cultural identity in school, the impact of cultural identity on schooling, and the
influence of culturally related teaching methodology. The relation of each theme to the scholarly

literature follows in Chapter 5.
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Chapter Five: Discussion

The study used an intrinsic case design (Yin, 2014; Stake, 2005) to examine the ways
Eritrean political refugee students negotiate and renegotiate their cultural identity and describe
the role that schooling plays in shaping their cultural identity in the postsecondary institutions in
the U.S. Midwest. Upon the analysis of the participants’ interviews and focus-group discussion,
six themes were identified: negotiating and renegotiating cultural identity, maintaining cultural
identity, home culture versus college culture, reflecting refugees’ cultural identity in school, the
impact of cultural identity on schooling, and the experience of culturally related teaching
methodology. This research contributes to the existing literature by raising awareness of how
diversity and inclusion in higher education are reflected in refugee students’ experiences.
Refugee students’ histories and identities should be incorporated to the college curriculum.

In addition, the study invites policymakers, curriculum experts and higher education
professors to consider culturally responsive pedagogy when designing policies and delivering
courses. Refugee students’ cultural identities and practices must be explored further to enable
them to be successful academically. The study also challenges higher education institutions to
broaden the scope of multicultural education to include the voices, identities, and values of
refugee students to ensure the promotion of cultural competence (Gay, 2013).

Even though further research should be explored to include refugee students from other
countries, the findings of this research illuminate how Eritrean political refugee students
construct their cultural identities in a higher educational setting. Further, the research describes
the role that schooling plays in shaping refugee students’ cultural identities. This appears to be
significant for the higher education institutions in the U.S. Midwest, as it presents them with an

idea about the importance of culturally responsive pedagogy in their curricula as a method of

94



creating an inclusive classroom. In this chapter, | summarize the study through responding to the
study’s research questions. I then draw connections between the findings and the theories in the
literature review. Finally, I pose recommendations for educational policy makers, note the
limitations of the study, and articulate directions for future research.

Summary of the Study

The goal of the study was to understand how Eritrean political refugee students negotiate
and renegotiate their cultural identity in postsecondary institutions in the Midwest United States.
There is limited literature that addresses refugee students’ identity construction, and most of the
studies focus on younger refugees in the K-12 setting (Uptin, 2013; Dryden-Peterson, 2016;
Erden, 2017; Saleh, 2018). The studies largely report that lack of refugee education policy, the
cultural gap and language barrier, present challenges that often prevent refugee students from
being successful.

Felix (2016) studied refugee students in the higher education, but mostly focused on their
experiences and the challenges they faced while navigating higher education. However, little is
known about how Eritrean political refugee students negotiate and renegotiate their cultural
identities in the postsecondary setting. This study makes a distinction between refugees and
immigrants, as the scholarly literature tends to use these terms interchangeably. Refugees are
forced to flee their countries involuntarily and often stay in the refugee camps in the first host
countries before they are given legal refuge by the second host countries. On the other hand,
immigrants often move from one country to another voluntarily for economic reasons,
specifically in search of a better and prosperous lifestyle, and hence the UNHCR classifies them

as ‘economic immigrants’ rather than refugees (Rong & Preissle, 1998).

95



Moreover, this study draws on cultural reproduction, acculturation/assimilation,
transculturalism, and biculturalism theories to examine the political refugee students’ ways of
negotiating their cultural identity in postsecondary institutions and the impact of their schooling
experiences in shaping their cultural identity. This study employed an intrinsic case design, in
which there was a unique case bounded by time, context, and place as a way to understand the
lives and experiences of the refugee students in the postsecondary institution landscape (Yin,
2014; Stake, 2005). Thus, the case, in this research, was political refugees, more specifically the
ways the political refugee students negotiated and renegotiated their cultural identity. The case
was bounded by the 2022-2023 academic year, by Eritrean political refugees participating in the
experience, their college and curricula contexts and the multicultural education policy.

Findings as they Relate to the Research Questions
Research question 1: How do Eritrean political refugee students negotiate and renegotiate
their cultural identity in postsecondary institutions in the U.S. Midwest?

A major finding of the study is that the participants identified themselves as culturally
Eritrean students and thought they were different from the rest of the student population due to
their cultural identity. According to Norton (1997), cultural identity is the “relationship between
individuals and members of a group who share a common history, a common language, and
similar ways of understanding the world” (p. 420). The participants, who are female Eritrean
political refugees, shared common characteristics and aspects that identified them as culturally
Eritrean students. The aspects include language, i.e. they all use Tigrinya as their mother tongue,
though Aberash can speak Saho as an additional language. Tigrinya is a working language in
Eritrea and Eritrean communities in the US. In addition, Orthodox Tewahedo Christianity as

their religious affiliation, means of communication which approves avoiding eye contact,
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speaking less and keeping head down, dressing style, which avoids miniskirts and shorts, and
having unique cultural names formed the cultural identity of the participants of the study.

The female refugee students came in contact with the dominant culture at school but did
not appear to feel a sense of belongingness to the two cultures and remained defiant of their
cultural identity. They did not express the desire of developing bicultural identity. This finding is
on the contrary to what is available in the literature. Felix (2016) found that refugee students in
the higher education developed a bilingual identity when they came in contact with the dominant
culture, and states, “All participants had to undergo a process of acculturation as they learned
about and adapted to the culture of the United States. Traditionally, acculturation targets
minority groups adopting the habits and language patterns of the dominant group” (p. 189).

The participants constructed their cultural identity in school and were not in a position to
negotiate and renegotiate their cultural identity. This was the result of a strong community
influence, in which they frequently gathered in their places and their own church. Most
importantly, Orthodox Tewahedo Christianity, the religious affiliation of the participants,
appeared to have influenced them greatly in keeping up their cultural identity. Yet, they were
pulled to fit in the social, economic, and political structures of the host country (Bernstein &
DuBois, 2018). They faced discrimination as a result of their accent and were mistreated by their
peers that their contributions to the group work were given less value.

This contradicts between the U.S. friendly policy of welcoming refugees and how they
are treated at school, a finding in line with Felix’s (2016) study. Due to this, some of the refugee
students were in a position to be flexible in being Eritrean and reflecting Eritrean cultural
identity at home and pretending to be American in school to avoid discrimination and isolation.

For example, Rahwa did not talk to her parents about everything, and was very careful not need
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discipline. While in college, though, she felt relatively at ease to talk to her friends despite her
cultural pressure that one has to listen too much, not speak too much.

Thus, Rahwa balances the home culture and school culture by being Eritrean when she is
home and being American when she is in school. Furthermore, the refugee students found a
means of maintaining their cultural identity by frequently visiting Eritrean Orthodox Tewahedo
church and discussing their cultural values and resources with their parents at home and
reflecting them at school during group work. This kind of connection to their community of
national origin with the same language and ethnic background was necessary for the participants
to maintain their cultural identity. Such a connection impacted the participants to major in
nursing due to its perceived good pay and allowed them to prioritize their education. This
enabled them to create a strong group identity as refugees.

Research question 2: How does the postsecondary schooling experience shape the cultural
identity of Eritrean political refugee students in the U.S. Midwest?

An interesting finding in relation to this research question is that college education had
very little to do with participants’ cultural identity. Participants did not see their identities,
histories, values, and cultural practices in the postsecondary institution in the U.S. Midwest. As
Bourdieu (1977) argues, schooling plays a great role in transferring non-academic and cultural
values, but it appears that these values reflect the elite social class within the United States and
do not align with the values of the Eritrean political refugee students in shaping their cultural
identity.

Hence, the participants’ academic activities were highly influenced, as they lacked
cultural capital, which is accumulated because of one’s experiences at home, where there are

cultural resources that support their position in a social order. This is consistent with Bourdieu’s
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(1977) theory of cultural reproduction, which states that schools play a pivotal role in
reproducing the values of the cultural capital of the elite social class. In a similar vein, Rong and
Preissle (1998) argue that schooling has been used to acculturate and shape refugees’ cultural
identity to the dominant culture, an explanation consistent with the finding of the study. Also,
Felix (2016) reported that refugee students’ cultural values do not align with the dominant
culture being promoted in the US schools, which is consistent with the findings of the present
study.

Another interesting finding in relation to the second research question is that participants
of the study did not have a unique support system to meet their educational needs. For example,
no cultural orientation was given to the refugee students except the general orientation directed at
all international students. The Director for Student Services confirmed the claim that no cultural
orientation was given specifically to refugee students, but an orientation to all incoming
international students. This made it difficult for the participants of the study to navigate the
higher education system. A similar finding was reported by Anselme and Hands (2012), who
emphasized that refugee students need special support (p. 92). Thus, it remains desirable to meet
the needs of the refugee students to be successful at school.

Similarly, there was a finding that the teaching methodology being used in the
postsecondary institution lacked cultural responsiveness in alignment with the cultural values of
the refugee students. The communicative approach that was being employed in the participants’
classrooms, which emphasized on effective communication, learner-centered approach, and
focus on meaning (Lightbown and Spada, 2013), did not align with the refugee students’
cultural way of communication, which included avoiding eye contact, keeping head down and

speaking less. The practice of culturally responsive pedagogy is popular in the U.S. was not
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reported by the participants; culturally responsive pedagogy is defined as acknowledging the
different teaching methodologies related to the diverse learners’ language, family background,
cultural values and cultural identities (Ndemanu and Jordan, 2018).

Another finding was related to the communicative approach that some of the topics for
discussions, and did not give the refugee students comfort to talk about. For example, Letetsion
mentioned that her discussion about the existence of God was offensive to her. This may be tied
with her cultural identity where one of the aspects that shaped the participants cultural identity
was her Orthodox Tewahedo Christianity. In addition, the discipline method, which is part of the
teaching methodology, was perceived differently by the participants of this study. They thought
it was the responsibility of the teacher to maintain discipline in the classroom and to strictly
enforce discipline and prohibit female students from wearing miniskirts, jewelry or tattoos. The
existing literature states that understanding the refugee students’ cultural and linguistic repertoire
could enhance quality schooling, and Ndemanu and Jordan (2018) write, “It is critical that
teachers move beyond seeing their African immigrant students from a deficit lens to
understanding their intellects and the rich frames of cultural and linguistic reference they bring to
the classroom, which can enrich learning for all if properly exploited” (pp. 77-78).

The other interesting finding was that the school culture was notably different from the
participants’ home culture and worked to balance them, though participants’ home culture was
more influential to the participants than the school culture. This contradicts with the Felix (2016)
finding, which reported that the school culture played a significant role in developing the refugee
students’ bicultural identity. The participants in this study were in the stage of selective
assimilation, as they found a means to practice their culture and use their language at least with

each other, but did not have the sense of bicultural identity, though they were getting immersed
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into the dominant culture (Portes & Zhou, 1993). Moreover, the participants of this study
practiced their home culture at school, despite discrepancies. They did not argue with their
parents during disagreement at home and took their parents’ thoughts as correct due to their
religious, Orthodox Christianity, influence. They appeared to have taken this aspect of cultural
identity to school and did not feel comfortable to argue with their teachers as well. This indicates
a cultural gap between the participants’ home and college cultures. A cultural gap means
“theoretical, conceptual, and practical disconnects and spaces between the culture (values,
traditions, customs, beliefs, etc.) of the learners and the communities from which they come and
the educational institutions and the proponents thereof” (Berry and Candis, 2013, p. 45). This
finding is in line with Ogbu’s (1982) study which reported the cultural mismatch between the
immigrants’ home and school cultures.

Also, there is a finding that the participants favored the teaching style of teachers and
found them to be engaging, motivating and encouraging. Even though the refugee students
enjoyed the curriculum to some extent that it enabled them to think about themselves, they stated
that their identities, histories, and values in the higher education curriculum and extra curricula
activities were not included. The extra-curricular activities, like social science club, reading club
and festival activities did not give them an opportunity to represent their cultural identities and
values, which often discouraged them from participating in such activities. This finding is
consistent with Jack’s (2019) argument that “access is not inclusion” (p. 159). Providing access
for refugee students to higher education may mean that we need to work more to ensure better
inclusion and diversity by incorporating refugee students’ values, histories, and identities into the

college curriculum.

101



Moreover, college education should support refugee students in their efforts to maintain
their cultural identity, which is consistent with the efforts and principles of universities to
diversify their campus in the U.S. (Jack, 2019). Part of this support could be to broaden the scope
of multicultural education to include the voices, identities, and values of the refugee students to
ensure the promotion of cultural competence (Gay, 2013).

Relationship to Extant Literature

There are connections between the current study and the existing literature related to the
refugee students’ concepts and challenges in the postsecondary institutions. The participants
identified as female political refugees rather than as immigrants. They were forced to flee their
countries due to political reasons and stayed in the refugee camps in the first host country before
they were admitted as political refugees to the second host country. The concept of refugees as
demonstrated by the participants is consistent with the definition of the United Nations High
Commissioner for Refugees (2001). They differed from the immigrant population due to their
involuntary movement and political reason, as Rong & Preissle (1998) indicated but contradicted
Ogbu’s (1991) view that refugees are neither involuntary nor volunteer immigrants.

In addition, the findings of the study showed that the participants faced challenges, which
are consistent with the scholarly literature. Firstly, the participants experienced what Kirova
(2012) calls “negative internalization” in which their values were misrecognized in reference to
symbolic violence in the post-secondary institution. The values of greeting with two hands and
bowing to show respect, avoiding eye contact, depending on their parents’ decisions, and taking
tattoos as taboos were not welcomed by their peers and teachers, instead they were seen as weak
and less intelligent students. Secondly, the participants of this study were exposed to a different

education system and cultural experiences, and hence were left in cultural shock. The
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participants had not had an opportunity of making presentations in class, participating in group
work with members coming from different cultural backgrounds, and exposing to curriculum
that does not reflect their identities. They found the college to be ‘culturally alienating place’
(Joyce et al., 2010). Related to the education system was the fact that the participants found that
they had a lack of proficiency in English, despite the English as a Second Language class they
took. This is consistent with the available literature that linguistic deficiency is described as the
major obstacle for higher education refugee students (Joyce et al., 2010; Ramsay and Baker,
2019). Finally, the participants reported that their institution did not provide them with any
unique support that would target their needs, nor did they understand their traumatic experiences
(Anselme and Hands, 2012). The findings of the study were consistent with the existing literature
on acculturation and cultural reproduction theories.
Acculturation

This study employed acculturation process theory (Portes & Zhou, 1993) as a lens to
understand and interpret the political refugee students’ ways of negotiating their cultural identity
in postsecondary institutions and the impact of their schooling experiences in shaping their
cultural identity. According to LaFromboise, Coleman & Gerton (1993), the acculturation
process becomes inevitable when refugees are exposed to another cultural world and may
possess the two cultures without losing their own cultural identity. Refugees may be pulled into
the dominant culture to fit in the social, economic, and political structures of the host country
(Bernstein & DuBois, 2018). The theory is tied to the findings of the study that the participants
used different strategies to maintain their cultural identity in school but were pulled into the

dominant culture to fit in politically, socially, and economically. For example, the refugees
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reported that they faced the same challenges as African Americans as a result of political and
social structures.

A very important part of acculturation process that aligns with the finding of the study is
selective assimilation, a theory that provides an opportunity for the accommodation of the
refugees’ cultures, languages, and other aspects selectively while getting plunged into the
dominant culture (Portes & Zhou, 1993). The participants of the study explained that they were
culturally different students and kept up their cultural identity by using opportunities like making
presentations about their culture and traditional healing and by using their language, Tigrinya, if
there is one who understands them. For example, Rozina explains it this way, “at §& hA%:

TIPUCE 9°0 QWAL HTAANC A2IPANTT: £T7 AIPC: 14 hI° MO AeE, HATPAN DCAT AAD.: AlA
NtaeyChP 9°0 QAL Atdch H: A0 hEA, HON QAR a0 7L aoAR, NPCA 6N Lh:: TaNit:

A100 Chrl @2 AN ANl HHLAAL QAT HEAL AN A10N: AH, NI° 4N QVAL AD<T NTIANCPH AP Hoh:"
[I don't think the college education is related to my culture. However, there are some courses like
sociology, where I relate what I learn to my culture and get an opportunity to make a
presentation about my cultural identity in class. For example, means of communication or the
way people communicate across different cultures, I see that as an opportunity to reflect my
culture as well].

Another theory, part of the acculturation process, that aligned with the findings of the
study was Ogbu and Simons’ (1998) cultural- ecological theory. The authors argue that minority
groups’ identity development and schooling correlate to their official status in the United States.
Immigrants who were coerced to leave their countries are more likely to get immersed into the
local culture and own ‘compatible’ cultural identities in which they gain access to the two
cultural worlds (Benet- Martinez et al., 2002). Their priority is to use the available resources to

economically develop themselves and do not tend to think of racial segregation as the major
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obstacle as long as they are secured economically. This tendency appears to provide them with
an opportunity to succeed at school (Benet-Martinez et al., 2002). However, the participants of
this study, political refugees, developed an ‘oppositional identity’ to any kind of downward and
upward assimilation and focused on maintaining their cultural identity at school, which may at
times interfered with their schooling activities. The theory provided insight that the participants
attempted to maintain their cultural identity in school by opposing any activity that contradicts
with their cultural practice like eating pork and wearing mini skirts. Furthermore, the study found
that the Eritrean political refugee students used different strategies to keep up their cultural
identity at school: these are wearing a t-shirt that displays the Geeze alphabet, having an Eritrean
female hairstyle called Kino, and keeping their head down during communication with people.
Cultural reproduction

This theory offered insight into understanding and interpreting the schooling experiences
that contributed to the cultural identity construction, and the ways the refugee students negotiated
and renegotiated their cultural identity construction. Bourdieu (1977) argues that schools’ role in
reproducing the values of the cultural capital of the elite social class is tremendous. Cultural
capital is shaped by one’s experiences at home, where there are cultural resources that support
someone’s position in a social order (Bourdieu, 1977). This may bring some advantage to the
dominant groups, as they have access to the cultural resources valued by the social order, which
could be character traits, cultural goods, and academic credentials.

This point is consistent with the findings of the present study that the participants’ traits,
dressing styles, speaking styles and presentation assessment standards did not match the cultural
resources that support the dominant groups’ position in the social order. The participants of this

study, all female refugee students, did not approve of wearing mini skirts or shorts. Not only
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their parents, but their community and religion, Orthodox Christianity, forbade them from
wearing dresses that show their body. Also, during conversation, the female refugee students
reported that they use their two hands to greet people, avoid eye contact and keep their head
down when communicating with their elders and teachers. And the participants avoided eye
contact, stood on one spot, and spoke lightly as a sign of respect to the teachers and students
during presentations. None of these resources were reflected in their school, nor were they
endorsed by the elite social class. This is evident that schools promote and reproduce the values
of the cultural capital of the dominant groups. This may make the refugee students feel weak and
less intelligent, leading to the social and structural inequalities in the society (Giroux, 1997).
Transculturalism and Biculturalism

Transculturalism and biculturalism theories did not appear as expected in the findings.
The participants of the present study arrived in the United States after getting resettled first in
Ethiopia, the first host country. This enabled the participants to come into contact with other
cultures, which is transculturalism, defined as the “process of individuals and societies changing
themselves by integrating diverse cultural life-ways into dynamic new ones” (Hoerder, Hebert, &
Schmitt, 2006, p.13). This process provides an opportunity for refugee students to experience
two cultural worlds. In a similar vein, biculturalism, which provides opportunities to refugees to
develop bicultural identities by embracing their histories, values, and national identities like
being Eritrean and American would be advantageous to the participants of the study. However,
these two theories did not appear in the findings of the study, as the participants insisted on
constructing their cultural identity, though at time they pretended to be Americans at school to
avoid isolation and to conform to the educational system and standards, but never sought to

develop the American identity. Instead, they largely focused on maintaining Eritrean cultural
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identity and described themselves as culturally different students in the post-secondary
institution in the Midwest. For example, Abrahatsion said,
AD K1 hWCTePt o176 he: PPN HEWCHE-@-07 HoT17C tch GFAAST NAHATL £77 1OVA.
HHLATE Tl A% HOIPYL: TANTE AT HHAZOA A700: AT HPOAN A0 FdAm- A T-IP: (IHch
FANLT AT 7hG ACHED-7 HEA Al QUAST @L QWAR av71tq A 1HheC:: TRIHECA hJt
HRYG AL T1PNA T IRTRT L QUAG £ 1ch(17: WA @7 Al A0 GFAAL Ade: ACTHEP
ANt BCHEP FCTHIP AAPT PN CHe-P QUA. £97 HaPL::: NA|A® HEAPT 97 T AD-7

2aoaAz: [Yes, | am an Eritrean student, and I see myself culturally different because I
have a lot of differences with non-Eritrean students. For example, the way I speak, the
way I act, you know, we have a lot of differences. We, Eritreans, focus more on our
culture or cultural identity. We don't seem to be open to negotiate. And we are proud of
our language or culture. Also, there are differences in names. Eritrean names have
Eritrean meaning and related to Eritrean culture. And I think that's also what makes us
different from them].
Just like the other participants of the study, Abrahatsion explained that she sees herself culturally
Eritrean student and is not open to negotiate her cultural identity. She continued to explain that
her name, language, and culture are completely unique, which contributed to constructing her
cultural identity.

The participants of the present study appeared to be conservative on constructing their
cultural identifies, which perhaps did not leave a room for biculturalism and transculturalism to
interpret their experiences. They maintained a close relationship with their community in the
United States. They went to the Eritrean Orthodox Tewahedo church, met with Eritrean friends,
and discussed ways of keeping up their cultural identity in the church. Also, the participants

reaffirmed that the Eritrean Orthodox church keeps teaching them to be ethical and disciplined
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and to keep Eritrean values, which helped them to maintain their cultural identity. Most
importantly, Orthodox Tewahedo Christianity, the religious affiliation of the participants,
appeared to have influenced the findings greatly. In addition, the participants of the study
discussed Eritrean cultural values, histories and norms during lunch and dinner ceremonies
called Maadi. All these activities may have played a role in keeping the participants from
seeking to develop bicultural identity.

Finally, the aspects added to the theories that I did not see in the existing literature is
religion. Religion, Orthodox Christianity played a pivotal role in helping the participants of the
present study to keep up their cultural identity and restrict their practices in the postsecondary
institution. Orthodox Christianity forbade them from eating pork, wearing mini skirts, having
tattoos and maintaining eye contact during conversations, though they never exhibited their
religious belief due to their immersion in the dominant culture. In sum, the acculturation process
and cultural reproduction theories helped participants interpret and understand the political
refugee students’ identity construction and their schooling experiences in shaping their cultural
identity in the post-secondary education. However, transculturalism and biculturalism did not
appear in the findings as expected.

Recommendations for curriculum experts and policy makers

This study examined identity construction of Eritrean political refugee students in the
postsecondary education in the U.S. Midwest. It found out that the higher education refugee
students felt a strong sense of their cultural identity and the important aspects that shaped their
identity are reported as well. The study also provided evidence that there appears to be a
discrepancy between the participants and the rest of the student population. I think it is the

responsibility of institutions of higher education to provide the participants, not only as female
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refugee students but also as a minority, with resources that would help them to continue to build
up their cultural identity and bring them to the larger community in the U.S. Based on this, the
study makes the following recommendations.
The importance of culturally responsive pedagogy

The participants of the study reported that they could not see their cultural values,
histories, and identities not only in the curricula but also extra curricula activities. culturally
responsive pedagogy appears to be a common practice in schools in the U.S.Midwest; however,
integrating it to the college education system could be more advantageous for refugee students.
This could take place in various ways. For example, in the subject matter syllabus/curriculum we
prepare, we may include the cultural values, histories and identities of those refugee students
who outnumber. They students could feel close attachment if they see their values and identities
and could help ensure an inclusive classroom.
The importance of specific support for refugee students in post-secondary institution

Most of the postsecondary institutions have support, but having unique support services
for refugees would be crucial. Refugee students are different from the rest of the student
population due to the traumatic experiences they have had and possibly disruption of education.
Establishing special support office and hiring refugee scholars who can understand them better,
and possibly who can speak their native languages, could bring the students to the board of larger
population and integrate them easily. This could give refugee students an opportunity to explore
all the resources available in the school. The model of the University of Maryland could be
followed; this model incudes a refugee office and provides advice and counseling to the refugees

in addition to ESL classes. This strategy could assist many needy refugee students.
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The Importance of Social Connections and Community

The study found out that refugee students have proximity with their social circles and
communities. They seem to discuss everything, including school affairs there, like choosing a
major, problems they have with teachers or their peers, etc. For example, in this study, the
participants had close connections with the Orthodox Tewahedo Christian church that serves
them in their own language. The participants go to the church not only to attend mass but to have
social gatherings there and talk through issues related life. Designing a curriculum that includes
vising such social institutions so that higher education systems know them better can foster
greater involvement with our education system. This can play a pivotal role in sharing
responsibilities to assist refugee students and in creaing inclusion and diversity.
Limitations of the study

The purpose of the study was to explore an in-depth understanding of how Eritrean
political refugee students negotiate and renegotiate their cultural identity in postsecondary
institutions in the U.S. Midwest and the role of schooling in shaping their cultural identity, and
qualitative research was used to investigate their lived experiences and understand the meanings
ascribed to them by collecting data systematically and analyzing them rigorously (Merriam,
2009). The study considered five Eritrean political refugee students who attended postsecondary
institution in the U.S. Midwest. Refugee resettlement agencies could not help in the recruitment
because it was difficult for them to provide participants who met the criteria set by the study; the
criteria included being Eritrean political refugees, having stayed in the U.S. for a minimum of six
months, and attending the same school in the U.S. and refugee camp. The participants, all

females, who met the above recruitment took part in the study.
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Moreover, data were gathered through an in-depth interview which was conducted in
three phases and focus-group discussion. Using more instruments like observation would have
provided a room for data triangulation, though member checking was used to ensure that the
participants’ stories were captured correctly.

Finally, in qualitative research, the researcher’s positionality and identity are important as
they are the tool through which data is gathered from the participants. My professional and
personal experiences were closely related to the experiences of the participants, though I was
aware of my connections and biases, and tried my best to remain neutral so that the findings of
the study reflect the true representations of the participants’ responses.

Future research

My study focused on cultural identity construction of Eritrean political refugee students
in a postsecondary institution in the U.S. Midwest. Due to the nature of case study methodology,
I only considered five participants and one country, Eritrea, in the study. Considering more
African countries, especially from a specific region, would be an interesting study to conduct
because it may give us a fuller picture of implementing culturally responsive pedagogy for
African refugees in the United States.

In addition, the study focused only on college students. Involving parents, professors, and
school administrators in trying to understand the experiences and cultural identity construction of
higher education refugee students could yield a very interesting result that could be a resource
for teachers, policy makers, curriculum experts and scholars. Also, instead of focusing on one
state, considering two states, at minimum, would produce a full document about African refugee

students.
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Since the study addressed the experience of female refugees, considering all genders
would be interesting. Most importantly, this is a qualitative study, but treating the same study
using mixed methods and involving as many participants as possible, especially when there is
funding available, could produce a milestone document that helps us to fully understand the
schooling experiences of refugee students in U.S. postsecondary institutions. As part of this
project, one can also compare the experiences of refugee students with the international students
so that higher education institutions provide quality services to their customers.

Conclusion

The study addressed these two research questions: 1) How do Eritrean political refugee
students negotiate and renegotiate their cultural identity in postsecondary institutions in the U.S.
Midwest? 2) How does the postsecondary schooling experience shape the cultural identity of
Eritrean political refugee students in the U.S. Midwest? The study found that the Eritrean
political female refugee students identified themselves as culturally Eritrean students and
differentiated themselves from the rest of the student populations due to their strong sense of
cultural identity. The aspects that shaped their Eritrean cultural identity were their language,
religion, names and cultural way of communication. Also, the study noted that the participants
did not feel a sense of bilingual identity and were not in a position to negotiate and renegotiate
their cultural identity, though they admitted that they were pulled to fit in the social, economic,
and political structures of the host country; the study also indicated that the refugee students
faced discrimination and isolation mainly due to their English accents.

Moreover, the study documented that the refugee students’ histories, values and cultural
practices were not included in the higher education curriculum in the U.S. Midwest. Instead, the

cultural values of the elite social class were reflected in the curricula and extra-curricula
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activities in the school. Similarly, the study provided evidence that there was no unique support
designed to meet the needs of the refugee students. In addition, the teaching methodology used
by the school did not align with the standards and norms of the Eritrean political refugee
students, and the school culture was completely different from the home culture for the
participants, but they used different strategies to maintain their cultural identity.

The study recommends that higher education in the U.S. Midwest practice pedagogy that
is culturally responsive, not only to the domestic students, but also to refugee students. Also, the
institutions, curriculum experts and policy makers should devote their resources to meet the
special needs of the refugee students and should work to broaden the scope of multicultural

education to create inclusive higher learning environment and to ensure cultural competence.
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NhF Lot N2ttt D047 A0 ©ha 94T HHAWA TAART NeA4La07 NHTTG: @4oks
0eg® PO oot T @0 TEA HAT NLIPR, NPLA A9 PahT 297 198 30 hParme he90:
NPPEO7 NTAPCE Ochd NTOT hf: £IP%, HRIPPLZ 0L’ D7 ArTHE LA A0l TThhA £9°R,
POPe% L0+ G, JPNA aPAA Adehz AT T AP 1T PGt N&AET NN HWAAD: &chd T Gavt &7

hg° PGt NEIPAN hPIP::

AL
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N AL havZh T ALNCT: Al TP avI4 TP A HChA FnAT 4oa0-gop 0 ALAG I A
Ge Nt 0 hANNI® AL

TPI° It

ho° tatet avgGot avm HAN LAl FF: HOA +avneC (L FIPUCHNT TOUAR av7rtn TTiave, hoe
HPCRT U210 th&d FRAA ARz AAA AHSCO H TN 700260 FOChT AAR TI0T Ae:
NPk’ @7 A, vt ACo% T HIPUCE HON QUAR aPF 1 GoAIP ARG 4 +a77( 1o Al °Chl hndd®
LAANRE A, 97 TOUAIT GLAI° AL a3kt Al 90T NIPh I @ HES hFEd YPYDT QAR I TANAC
HAP (1-9°9°YCT 29°EANC NCYT FIPUCEI® T NAN DAhIHI® & AA =

heAt rratet W hGAt ALh RN A TrgPx

°am.C T34,

agen: 9ok @7 AQTHH AN FPPVCHR A T hF9° 0L Abe-CO Po0E NHONT HARDA ANGT DL
o0t NOH, aPRGHE W0 O-Fh A aPRGot ARNthh T AR A N2k Wk TaP2o14 A0 NP4, 9Ph:
ANTTE (LT FPPUCTNT AD-CETT PEA O9° NTPI° A% kL ATFHEA18.80 08 NXhG €5

ATFHR AN aPANR. ANGF T ARNNLAT AR: A, OAT AH. ANGI T 10T PIVT TIONNKT HHPUN EFL:
THEA®AT UMb A M0S LAYk TH, PP NIPELIP: Al 24, A HWTT APT 20ATI T hH, ZG ot
A0S0 P PPari? HINRT €3 Uz

ThAR G@ AAFTT J°D-AL: avIAg,

A AP7 R ATEIMEP: (hl, MANT 07T raa: Ak TeRT MO AANTTE @2 (1) +e0C DF
gv918G G2, h8 Al-ch TS THAT Al OO, AF AT (d-ch HAChH I° 0k N D1% A7 AN Nha LU

GPLT &P LT IPqLI° PPRNL

1H, G2 §PL7 €PLT T NFECI° ALALNT A% Nl RLaCAL W70 AT AN @2 W AN AT RAN T
L7 A0 0L A WY 0020t @Q &R0t LaCA L 070 htate apadh headdh &97 hrtall
ThAN A0 &7 AIPOC: PPFEI° Wt ALA: AH. 92250t AR hAte AT RANT AT

H, ¢ PLT P77 PN
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A{IH. 250k hbdrte HYNNe €38 A0 WD APT htdch(l T RAA ATz OFOATL AHOOH H-FADA
TOAN, Ao TIPTPIPT TIPNNKT &PLN HFACH aPAA Adeh? 1R A& F A DT AP (R h& AP
SOH. HAoN NIPART: Agv-hdh YOTTICLI°E heA. ACYT TIPVCTT AQTIPUCT: B0 AC. T.CAT PA?
znCAE h7ant ded20: KS 66045 @ samueldermas@ku.edu

A& N bt peavte €FL hrHOSHNe: Ak Ta0414(T) MHOOT HOAT, AT PR hECK AR
L7 A9P0C: Wk RGO P FEA: N9 Al AdA. HTIAR: PLTL ACH SANH T F°POA HHANN ANG S
hre9°7 h1AZ7T kA

b2t HOA TATE

AHOO A100F HPC(: P2 G A0 e8RS GRH, T FFL FHCHS Hie FaveT16(FT) hFhh AaP:

Ge +Aadé Panc olPt

1H, G2 GFLT €FPLT PP WILNE AT T a0 Got: NHIPANT HINGTL BT hehtt 080 TN AL:

ao\(A, £97 LTLNO AL 9P HATd X GH T aom? NHON aPAATL H DT FONT, bt ATHYARL: 10AN.

(785) 864-7385 h&w-h hg® HAAA LCARYL: TTELI °hd T 9°C°C a-N (HRPP): ezacast hran:
2385 Irving Hill Road, Lawrence, Kansas 66045 h&h& h° HhAA £CAA%L: -7568: @L (1A P20
irb@ku.edu:

A, aPZSH L hAHET n9° +ade aogSot 1L9P8, hPLaT 0719902 04,078 h T DAL, 08, 18 Gavt

90187 PAh TOH. P FFL7T FPLT hI° HLTNNT PLINK:

Og° +a3d,

ont

6.CM T4,
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Appendix C: Sample interview questions, English version
Sample Interview questions

Phase I Interview (Background and Previous Learning Experiences)
Time of Interview:
Date:
Zoom link:
Interviewer: Samuel Habtemariam
Hello. Thank you for having agreed to participate in my study about cultural identity
construction among political refugee students. This is the first phase of the interview and during
this phase, I ask you questions about your background and previous learning experiences before
moving to the United States. Please keep in mind that there are no right or wrong answers, but
just your opinion. During data analysis, [ will quote you and use your words, but will not identify
your identity. Instead, I will use pseudonym to represent your name and your college.
Throughout the study, all the data you provide me will remain confidential. Any questions? As
you read and signed the consent form in English and Tigrinya, your responses will be recorded
so that I capture your perspectives accurately. But after two years, they will be damaged. Okay,
Let’s start.

1. What is your name?

2. What is your age?

3. How do you identify your gender?

4. Which place were you born in Eritrea?

5. What was it like to live and grow up in Eritrea?
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10.

11.

12.

13.

14.

15.

16.

17.

For how long did you go to school in Eritrea?

How do you describe your schooling experiences in Eritrea?

How old were you when you left Eritrea?

Why did you leave Eritrea?

Which refugee camp did you live in in Ethiopia before resettling in the United States?

For how long did you study in the refugee camp in Ethiopia?

How do you describe your schooling experiences in the refugee camp in Ethiopia?

Which year did you move to the United States?

Why did you choose to come to the United States?

How old were you when you got resettled to the United States from Ethiopia?

Who did you get resettled with to the United States?

How do you describe your resettlement process to the United States?

Thank you! we will meet for the second phase interview, and I will email you the date and

the purpose of the interview. Have a good day!

Phase II Interview (Schooling Experiences in the US)

Time of Interview:

Date:

Zoom link:

Interviewer: Samuel Habtemariam
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Hello and welcome to the second phase interview. In this session, we focus on your schooling

experiences in the US and how they shape your cultural identity. I will record this interview

session like the first phase to capture your perspectives accurately. But after two years, all

recordings will be damaged. I just would like to remind you that as stated in the consent form, if

there are questions you don’t want to answer or if you want me to stop recording at any time

during our conversation, please let me know. Thank you!

10.

. When did you join the college?

Why did you choose to go to college?

How did your refugee resettlement experiences affect your decision of going to college?

Who helped you apply for college?

How do you describe the role of the resettlement agencies in your college application

process?

What did you think of college education in the United States before admission?

What does it feel like to be a college student as a political refugee?

How did the resettlement agencies help you in terms of studying a specific discipline of

your choice?

What kind of support system do you think there is at your school?

Do you think the support system at your college is specifically helpful for refugee

students? Why?
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11. How do you describe your schooling experiences at your college here in the United

States?

12. How do you describe your social experiences as an Eritrean refugee student at the

college?

13. How do you describe your participation in non-academic activities in your college?

14. In your opinion, how do you compare the experiences of refugee students with non-

refugee students at your college?

15. Can you share with me your most pleasant and frustrating experiences at your college?

16. How do such schooling experiences shape your cultural identity?

17. Do you feel like your cultural identity fits in your college education? Why?

18. As an Eritrean political refugee, do you feel like you belong to the college culturally?

Why?

Thank you! we will meet for the second phase interview, and I will email you the date and the
purpose of the interview. Have a good day!

Phase III Interview (Negotiating Cultural Identity)

Time of Interview:

Date:

Zoom link:

Interviewer: Samuel Habtemariam

Hello and welcome to the third phase interview. In this session, we focus on how you negotiate

and renegotiate your cultural identity. I will record this interview session like the first and second
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phases to capture your perspectives accurately. But after two years, all recordings will be
damaged. I just would like to remind you that as stated in the consent form, if there are questions
you don’t want to answer or if you want me to stop recording at any time during our

conversation, please let me know. Great, let’s start.

1. How do you describe your nationality?

2. How do you describe yourself culturally?

3. Do you see yourself as a different student culturally? Why?

4. Do you consider yourself as an American college student or Eritrean college student?
Why?

5. In what ways did you think college education would help you to keep up your cultural
identity?

6. How do the curricula affect your cultural identity?

7. In what ways do the curricula help you to maintain your cultural identity?

8. How does your cultural identity affect your academic experiences at school?

9. How do you describe the differences between the college culture and home culture?

10. How much do you practice your culture at home?

11. What do your parents tell you about your culture at home?

12. Do your family members talk about Eritrean culture at home? Why?

13. What language do you use to communicate with your family members at home?

14. What foods do you eat at home?

15. What music do you listen to at home?

16. Which cultural holidays do you observe at home?

17. What do you do to balance the college culture with home culture?
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18. How influential do you think the college culture is over your home culture?

19. In what ways do you reflect your home culture at school?

20. In what ways do you reflect your cultural identity at school?

21. In what ways does your cultural identity affect your academic engagement and activities?
22. How do the other students in your school react to your cultural beliefs and practices?

23. How do you balance your cultural identity with the college culture?

24. How do you negotiate and renegotiate your cultural identity at school?

This is the end of the interview sessions. I sincerely appreciate you for taking time to share your
perspectives. I will email you the transcribed material and you will get an opportunity to read
and revise your responses. If you have any questions, please feel free to contact me via email

samueldermas@ku.edu. Thank you again!
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Appendix C1: Sample interview questions, Tigiryna version
ATt §8 P it eIt

PR PPOGG PO PN (Lchd 0837 PLTL hE, HINC TavheC FIUCTT)
PA aochtt HANL N ©THE
oAt
H9° A 7he
-t Qavp 0 HTICETP
AAZ°. NHOO V7T QAR a0 7ot A +97YC Z70EN® 0845 2 A0 HINCh® avxsot hbdrhg- A

HTATITIONI° PP IPAG = hH. PATIL JPO4G GR-1 PO avhT DR A(H. 2046 hH. PLT, S0 A7¢h
o9 HN (IHON Lchd @30T LI, hE, HiNLh G TIPUCT: TaoC 17 cheb I Advtn: CARATrIP
Tl-f WIPOC P07 1.7 aPALL NIPHPA AL 19°F AWTD-Pz: Al hPT 8 7S handah? Path hpdgoy
AP 917 AP ARAATT AP 29180 AP hABHT 1P@M-NA PRA NP NTPI® AP Al IOk ht: PRGHE:
tete it AFPCOAYL S PPAMLP DE'r NPEIA A&z WY b AANIP? 1 G0 P& P79, ARTINHE

TACET A ANIP Al HELIPNICN APT: aPAQI 9P NIPHI A% PPATE ACRAS TP FFRNA hehH:
Lhé vt Govt o7 P8k A8 chén@ TEIPC:

1. A28 FO7AN?

2. 687 N7RL AR?

3. 20 o T4.AP?

4. Al kCTeé A0 APGE (1 AR +0ALN?

5. & ACFe- 9°70C7 200277 hav, 10,47

6. A0l ACTe N2LL N, TIUCT heLh?

7. &0 ACHE 1L S8 FIPVCTE Farh-C AT o F1027
8. Nl ACTe NHOZA DA 0278 H N80 AP 1847

9. AA9°7FL nl ACTE @AAN?
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10. #2917, 60 4730 PPFTIPh Al AAEKE Al KPS apgANC AL AN HI0C 186072

11. A1 e294ANC QLT 3 Ate&P WL N, 1L Ch9°?

12. A0 A& A0 HCh ep4anc LS T Hidh §8 T9°UCT: Farh-C 2T NTeve F10 27

13. A0 A01LE Go0F A0 601 haegh 19HN?

14. QAP7222 A0 G0 ch(keeF avPI0 1 havgh hitarXh Havl g

15. 0l AAe&P S0 49840 hrhbor DAT 6L98 A N7LL AR 1042

16. o0 v 4.1 G A7940 (14CN?

17. ao0Cch 700 S0 49340 NToL HIAR?

PPIAL! TAARL P0G PO oot NI AST OATT 0ATTT G P aoivtt &9 1A aPLA
NIARANI® AP: N4 T P9 L0ZAn!

NAKL 006 PA aoitt (FavhC T +IPUCT A0 AT84N)

PO a0 HANLM b

oAt

Hg° A 7hE

b Aavb YOHTICET

(AP 720 S0 NARL PO PA a0 NAATC 1€hT PANIP: A(H, NEA, AH.: A1l havgh A HIOLN
T8 (Lt FIPUCT: Farhe@ 2 FT TWAR a7 TTare hg® HPCRT AS TH-C: TH. & A aPhtT a8
ng° #4998, P06 NIPHN AP AL FN9° NHTNA F9°hHz &chd AT G0 17 ite PRkt N8h
A%z 1 NHAALRI® HRAL: D9Ph A G GFL PP IR Hie: FIPAG: HEFLAR Pt WITHYAIP

OL’ M7 A WY APT Al AP7 0AAG PPPo-& NRCE ATHLATHIP: NE TP AGAM L PPN

1. o290 A0 S0t DA +270.CN?

2.719°718 A0 S0 hAS hrFh gL avgh?

3. G2 ALFE 3T 8o1av-gop 0 Farh-CR G- hAP: 7R A HINChE @At Mol ZAP Ach4.4-n?

4. ThA® Drtavprk a0 hin?
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5. Al aPACh aoavp\t: DA te- §OHT FAT Solav-gopen TTieve, F1ARI?

6. P, PPN Al A9%SN NHON GL DAS: FIPUCT A2 ALAhgP?

7. 09° ZAENP ARG A+ L DAR 0T have, LAgPGN?

8. W7 FAt 8oav-gop PN 100 C Harlahe: &l N1-EAMT ANl PPXGH TioPe, h1HTN?

9. A0l (L HPUCTTI® A2FL 92T G0 L16 AC%T Ade H0A?

10. A0 DAZNI® Hie G0 816 ACHT NGAL THIT/C ALAG I hIH, LaPaAg®? 7907307

11. A0H A0 A9%40 A0 HCRA hABh G2 H9PUCT +arhC 20 Taee, FIAR?

12. A0l DAL WCHe-P AT T9TY 22 02T TN +arC A0 NTTave, FIAR?

13. A0 hAZh AN HEANATLEP TP HAN +ateE NTTave, F1AR?

14. 09N AZARS: Favh@ N84T I Fo17C °0 HOOLAT I +o17¢ Al hASh (e TI2RC?
15. A1 pABN Homarh AHE LA HOAT 04 HECET Tarh¢ nHeATL T hAN 212

16. 9°H. HaaPAA G2 (L UG torheCd-F VAP av 7k (Iiare eFCR?

17. QAR a7t 9°0 G DA FIPUCTHT HATI996 ne'r 9PN &2 7907502

18. h9® KCFeP 770 END QLG aon?: NOVA. T+ DAS: P07 he'r ea9P%h &2 79073072
PPIAL! TAARL P0G PO oot NI T AST OATT 0ATTT G P aoivtt &9 1A aPLA
NIARANI® AP: N4 T P9 L0ZAN!

AL P0G PO ot (PPLCLC QAP a0 7rT)

PO T HANL b

oAt

Hg° A 7hE

b Aavb YOHTICET

AAZP7 AFR0 G0 AAAL TP04-G P aPh T 18T PRANIP: A, aPLA Al.: YWWAR av7rHn (TTiave,

TELLCT AN9IL TRLLCT Tt TICH T §& PA a0t T avfA1 I° P/TILT NAKLT I°04-F hIPHAN

A ACAALTHI® NTHNNA T9°hH: Lhé DT Gaot 77 ete PEAHT B8A A% 0P DHARZRI® HeA: h9vt:
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Al G2 L T, FINR Hie: NTIPAG HETLAR P I ATHFIAI® @R’ 7 A1 HT'T APT Al AP

0AAG P& NRCR ATFLATHIP: NETrI° AGAM-L: A& TEI°Cx:

1.

2.

3.

9.

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

werrth Nhoeg, F102?
NAYA. 7000 Nhere 10’7

7000 NAUA, hg° HHEAL 91768 FCAL 4.0? 19°71507

TR DGR Ao 9172 DAR: R ABRE LA hCTEP UYL DAY TP FL?
HPUCT DAR QUAR av 7t 19PPAA ITiere ap 118, hehelHn AR AAh ha0h?

. OC%T FIPUCTE: TWAR PN TR LANP?

. &k ACST TIPUCTE QUAR av 7 19R0. P01 NTTar e, av8, @.chelin?

. QAR av7rtn A (bt H9PUCTE THACh AnQILeR FarhC ITiore LAAP?

Al @) QUA, DAET QUAL T Hie FAAL NTiae, HIAR?

A0 MR QUATR hal h28e FAT9ave:?

OAL A HON AUA, A0 THA A28 L1915"R?

ANAF QLT A TR AHOO QUA, hCe SHAN: L09°? 7907327
A IR 9o0 AOAT AL (L HR TPHCEA A2 R AR Wb pdyrs
A MR K7 G vl FOAG?

A A ATFe avi$ WA WP

A A AL VAR 1%9AF AA A AN4?

AUA. DAS: 9°0 QUA, T TLHT 1970 K2FL 10C?

QuA. hAS A0 AdA. QUA. TR haN 078 RAP HAP LavpAan?

AN O HPUCE TQUA, MR Teve, av18, AR A 780CH:

AN (L HPUCE QAR avYrth (TTiavg, av 8, A1 +HI20CH?
VAR av7rHn TANSTLLeP KLY TP 0T ANTiavg av118, £aAP?

AP NART A OF FIPUCTR HAQL +977C TOWAR APPrHT AOG-CANT A8 IPAT LU ?
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23. QUAP ao¥tn 90 QUA. hAS: Tiere, TI0T +Fun?
24. A0 OF FIPUCT TOVAP av Tk NTNavg, +L2.4-2C7 51998 1L.4-LCTY7

AH, £97 @8R F G PA aPhtt hGA DRI T A I DAL AZAALT 79PhdAN il AL PorarTh:: Ak
Hiachd. ZchF NAPLA NTNLANI® AP: AT TI° E TN WFACoP T 020 WA AP WY

P 9°0 HUA@R-I® NA.e22A samueldermas@ku.edu bt AL FhAAN A TP £1.00 P0G
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Appendix D: Sample focus group discussion, English version

Sample focus group discussion questions

Hello and thank you for coming to this focus-group discussion. In this session, we discuss in
detail issues related to the ways you negotiate and renegotiate your cultural identity. I have
eleven questions for you, but I may also have follow up questions. Please feel free to discuss in
Tigrinya. I will record the discussion to capture your perspectives accurately. But after two
years, the recording will be damaged. I just would like to remind you that as stated in the consent
form, if there are questions you don’t want to answer or if you want me to stop recording at any

time during our discussion, please let me know. Thanks!

1. What is it like to be an Eritrean refugee student in a college?

2. How do you compare your experiences as a refugee student with non-refugee students at
your college?

3. Can you share with me your most and least pleasant experiences at your college?

4. How do you describe your college education experiences in relation to maintaining your
cultural identity?

5. How do you think your college education shapes your cultural identity?

6. In what ways does your college education impact your cultural identity?

7. In what ways do you think the curricula affect your cultural identity?

8. How close are you with your home culture? How do you keep your home culture outside
home?

9. In what way does your cultural background affect your academic engagements at school?

10. How does your home culture impact your school culture? How do you deal with it?
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11. What strategies do you use to negotiate and renegotiate your cultural identity? How do

you balance between your culture and the dominant culture?

This is the end of our discussion. I sincerely appreciate you for taking time to share your
perspectives. I will email you the transcribed material and you will get an opportunity to read
and revise your responses. If you have any questions, please feel free to contact me via email

samueldermas@ku.edu. Thank you again!
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Appendix D1: Sample focus group discussion, Tigiryna version

ATE G2 F Tt TBA B kI
AAZ® AIH, §& FTed At A Ht AA HIPRANI® &9 0FIAG: AH, a8l hH.: o0t QVAP a7t
WFRLLLNT 8191 WHLL-LLAT A1 HAAANG T4 AVHCHC THE: GACH 8 b dF AAPL: 7 A
qe PNFFA Pt AO<7 hUA®YL 2 RAN A% N TICT WFHTR §R Tk ACAAE TP (T RNA 79°hH T
Ht AIPHAN AP Lhd Dt Ga0T 17 Ak P&ch RHSA A% (1P hHAALI® HRAL: h9°E Al P79, L

HHIAA: WHPPAG HETLAR df It ATHIAI° OL° M7 Al AP HHG AN WY AP P& hkCx
ATTRATEIP: NETHI° AGAM-L: PPIRAL!

1. &0 DAL ACTFEP 08T 977 4-2 P07 have, Lavad?

2. hg° +91Y¢-2 084G aom7 9°0 Al PASN HAQL N84T I HE ' +977¢ havg, 1Ch TO8LC?

3. A1 bAZN HiI0Zh AT HOALY &0 HAOA Fovhe@ DAL T A 4.1?

4. o0 oS0 QAR a0 7o tn AHFRANC T8 hAS F9PUCT Tarh-C2THn v e 10272

5. G0 DA% TIPUCTHR VAR av7rhh TTioee P2 earhian?

6. G2 DAP: HIPUCTR AN QUAR av7rHn -Tieve, a8, KAP AAP?

7. &k OC% T TPUCT VAR av7rtn TTiaeg, a8, LAAP Larhidh?

8. 9°0 QUA. 'R hAal 2L FPe-dN? have 1ch QA 1] -l H @RA, “FehH?

9. WAR L 0231 AN (L FIPUCT THACh AnGeP 9P I ITiare, LAAP?

10. QA R AN QWA, LT HPVCHR THere 2AP? have, 1ch AR H17IP?

11. 700AR av7rih 1P 6-CT 491718 TPRCACT A1FL AR (vheHE 3t HPPIP? Al a7 AR At
GAN QAT NTeve T9HT FhH?

AH. aPHHTY, HtG A 90 OALL AZAAST 19°hdAh Nl AL Loehierin:: Ak HtRdhd. K& 1ATPLA
N1NZATI® AP: ap A H9° N7 BFACIPT 084 Wb AR WY v 9°0 HUA@h-9P

A.220 samueldermas@ku.edu AL T HAN A TrgP: L2100 PPIPAG!
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Appendix E: Recruitment material for students, English version
Dear Student,
My name is Samuel Habtemariam, and I am doing my PhD in curriculum studies at the
University of Kansas. My research interests include refugee education, culturally responsive
pedagogies and bilingual education. Currently, I am collecting data for my PhD dissertation titled
“Cultural Identity Construction among Political Refugee Students: The case of Eritrean College
Students in the Midwest”. I use interview and focus group discussion methods to collect data

from the participants, and I will audio-record all the data.

Thus, you are invited to voluntarily participate in the study. You may withdraw from
participating in the study at any time. All collected data will remain confidential and will not be
accessed by anyone except by my advisor, Dr. Hallman. In addition, I will not use your real
name in the dissertation. Instead, I will use pseudonyms (Unreal names) during analysis and

throughout the study.

If you are willing to participate in the study, you will be interviewed three times during the
Spring semester 2022 and will take part in the focus group discussion once. I would welcome an
opportunity to talk about the study and your possible involvement in the study. I can be reached

via email, samueldermas(@ku.edu or cellphone number, 316-339-3254. Please let me know when

we can talk at your earliest convenience

Thank you for your time!

Sincerely,

Samuel Habtemariam
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Appendix E1: Recruitment material for students, Tigiryna version

nC +o774-2:

Aavk\ YOTTICLT® LNTA: A R2OCHT 00 £97 158 AC%T TIPVCE §8 Th T4 TPVCHL L10C

AQTrz §8 IPCIPC LAITL FIPUCT AL 7 QAR PAT HUA O1-9°9°YC7 hvt R8I FIPUCTH?T
LChNPI: A, W8, AP7 “UTAT QAR a7t A T91YC 770 ENE 08T 188 hCTHe@-97 To17C
PAR: A0 TTANAL 20407 NHNA ACANE G Th T4 OGS 43 Al AdTr: N +ArtGt: avl 8k

PR G8 PO 0T €A T BT TBAT T ATPICT Tt Al 08T L9 19IPT hIPHAIN AP

OH. QPR Ak PG ot NOATF TP eFatg: 0€a0 Po-ANI® Ade: A HTT APT AL 2ZG0 T
hdA ttch( FRAN A0z Tete TEADN @928A 3 OGP Do NHEN ATT0ER &hrtC 70T T
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