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Abstract
On Becoming Women:

Adolescent Female Muslim Refugees Negotiating Their Identities in the United States

Kathleen Bell McKenzie
College of Education and Human Services
University of North Florida
Educational Leadership Program

The United States ts becoming more diverse; numerous immigrants and refugees
enter every year. Among the newer groups are those practicing the Muslim religion.

This qualitative research focused on the identity formation process of six
adolescent female Muslim refugees from Afghanistan. Based on Erikson’s paradigm of
psycho-social development and Marcia’s modifications to that theory, I used semi-
structured interviews to understand how the participants negotiated their identities in the
context of their families, the public school, and the community.

This cohort appeared to exist within a circumscribed Afghan community,
retaining significant parts of their culture, traditions, and roles. The exception to that
retention occurred in the Educational/Vocational Domain. Economic necessity impetled
them to assume new roles and to plan for post-secondary education and vocations, for
which they were inadequately prepared, and for which their parents could provide little
guidance.

These young women needed assistance in educational and career planning and
counseling programs to facilitate their entry into post-secondary education and to develop
their job skills. It seems fair to peneralize that this deficit exists for most foreign-born and

limited-English students. Addressing this deficit is a daunting, but important, task for the

educational system and for resettlement programs,



Chapter I: Introduction
Each thing in its time, in its place,
it would be nice to think the same about people.
Some people do. They sleep completely,
waking refreshed. Others live in two worlds,
the lost and remembered.
They sleep twice, once for the one who is gone,
once for themselves. They dream thickly,
dream double, they wake from a dream
into another one, they walk the short streets
calling out names, and then they answer.

From “Streets” in Words Under the Words: Selected Poemns
by Naomi Shihab Nye

This dissertation is a report of a qualitative study of the identity formation process
of six adolescent Afghan refugee females. It was undertaken to gain insight into the
experiences of these young women engaging the public school system, their families and
communities, and to ascertain how educational leaders and resettlement professionals
might better assist these, and other refugee and immigrant youth, in the process of
negotiating an adult identity in a new and very different culture. The study was based
primarily upon the theory of psycho-social development of Erik Erikson and the
empirical research testing Erikson’s paradigm and modifications made to that paradigm
by James Marcia, Marcia developed a semi-structured interview, beginning with
research in 1966, 1970, 1976, and 1980, This interview was subsequently refined by

Archer and Waterman (1993, p. 285-302).The purpose of the interview is to discover the



identity status of each participant. Additional background questions and other
information sources were used in this study to help increase the understanding of each
individual young woman. The first chapter of the dissertation presents a brief background
of the term refugee, a story about an Afghan refugee female, the purpose and significance
of the study, the research questions, the rationale for the research, and an overview of the

methodology.

Background of the Study

Refugees are a special case of immigrants: they come to the United States not
essentially voluntarily, not because they want, above all things, to live in the United
States for economic gain, personal, political, religious freedom, or other attributes the
soctety may offer. They come, in fact, because they have been forced to leave their
homes by virtue of non-economic hardships, including war, genocide, or political or
religious persecution. Their path to the United States is arduous. They must leave behind
all that is familiar to them, including extended family, language, food, customs, values,
and accepted practices to learn a new culture, a new language, and a completely new way
of life. They have often been forced to live in exile in a neighboring country or in refugee
camps for long periods of time before coming to the United States.

Most refugees arrive without much material wealth. Often all their personal
possessions are packed in two suitcases. They arrive with a mandate from the U. S. State
Department to attain self-sufficiency in the shortest time possible (Office of Refugee
Services, 2003). Refugees are provided an adequately, but sparsely, furnished apartment,

assistance in finding their first jobs, and help in enrolling their school-aged children in
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school. Depending upon where they are relocated, because programs vary somewhat, the
adults are given assistance for 3 months rent, basic medicat attention, and often some
temporary classes in cultural adjustment and English. Typically, adolescent youth are
placed in school at their age-appropriate grade level, regardless of their educational
background or English ability. Often they are placed in special English for speakers of
other langoages (ESOL) classes or sometimes they are provided tutors. The resettlement
agency in the city where this research was conducted provided pre-enrollment classes to
adolescents who were at least 16 years old to help them learn English, adapt to the culture
and form a cohort as a support group, but that program had to be eliminated when the
September 11 terrorist attacks nearly ended refugee resettlement. Resettiement was
restarted in 2002, but at a rate and overall quantity much lower than before.

Adults are encouraged, but not required, by the resettiement agency to learn
English. The local community college offers free English courses to refugees, but the
other source of free English classes at the resettlement agency was recently denied
continued funding by the State of Florida Office of Refugee Services and, therefore, that
program was unfortunately terminated.

Adults must become employed to sustain the family, sometimes taking two or
more jobs to do so. This leaves little time for English language classes, which are deemed
by the refugees to be less important. The adolescents and younger children learn English
more quickly than the adults and becoine the de facto “adults™ in the family, translating
and conducting family business with or for the adults. This creates a shift in the power
relationships within the family because the adults must depend upon the children for

many transactions and services,



Life, especially in the first few years, is not easy. Although refugees experience
some euphoria in arrtving in a safe haven, it is not long-lasting, The reality of their
situation and their sometimes extreme economic difficulties often bring disillusionment,
sadness at what they have lost, and longing for what is familiar, Generally refugees live
at a very low economic level, Often their inability to function in English and their lack of
formal education combine to keep them in low-paying jobs for the first few years or
longer. These factors and sometimes larger family units can dictate that they live in low-
income housing where their experience of American society is heavily weighted to
Americans themselves of low economic status and low educational levels, The public
housing sites are often areas of high crime, gang activity, drug culture, and danger.

Groups of refugees from a given country may form small sub-communities within
these public housing groups that can function to support, to watch over, and sometimes to

control its members, especially its adolescents.

Saira’s Story

In a refugee resettiement agency in a middle-sized Florida city, one of the
programs in the education department i1s a summer day camp for refugee children. The
curriculum is similar to all day camps with arts and crafls, sports, games, and music. In
addition this camp provides extra tutoring in English, cultural adjustment, and
socialization--team building, conflict resolution, and self-discipline and esteem. The
camp also provides swimming lessons. This camp is for children 8 to 14 years old, who
are refugees from many countries, including the former Yugoslavia, Afghanistan, Iraq,

Iran, Sudan, Mauritania, Colombia, Cuba, Ukraine, and others. The resettlement agency



also hires summer help, a few junior counselors, from the pool of high-school-aged
refugee youth to assist the regular staff in all camp activities and to provide interpretation
and translation when it is needed.

One of the junior counselors two summers ago was a 17-year-old Muslim girl
from Afghanistan; I will call her Saira. Saira lost her father when the Taliban—the
Islamist ruling faction at that time—fook him away in the middle of the night. Saira’s
mother understood that her husband would be killed and also understood that there was
no way for a woman to support her children under the rules of the Taliban which did not
allow women to work. Since she had no sons, Saira’s mother and her two daughters
would starve or have to eke out a living by begging, Under cover of night, Saira and her
sister fled the country with their mother to live for several years in a refugee camp in
Tajikistan. They arrived in the United States 2 or 3 years prior to this story, Saira
attended the English classes and cultural adjustment classes at the resettlement agency
and then was enrolled in the public high school at the beginning of the next full term. She
learned English quickly and excelled in school, eaming a state college scholarship. Saira
had assumed more and more Western dress since she had arrived in the U.S, Her hair was
cut in a pert bob and her demeanor was lively and pieasant, with a quick smile and hugs
for the resettiement youth staff whenever she saw them,

She was an excelient junior counselor and enthusiastically joined in playing sports
and games and was very good at them. The children were very fond of her, and she
worked hard at her job which included joining in the swimming lessons at the pool. At
first she was a bit shy about donning a regular bathing suit to go in the water to assist

with swimming lessons, (Several of the female Muslim campers wear long sleeve shirts



and light weight long pants-—similar to pajamas—in the pool.) But over the summer
Saira had become more and more Westernized in her choice of bathing attire so that
toward the end of camp, she was wearing a two-piece suit, not exacly a bikini, but a long
way from her original swim wear.

On one of the last days of camp she brought her two-piece bathing suit to camp
and was going to wear it swimming. It turned out, however, on that particular day the
other summer program—a high school-aged group—had arranged to go to the same pool
for a free swim. When Saira saw the older group, she opted to jump in the pool in her
blue jeans and tee shirt. When she was asked why she had gone in the pool so attired, she
teplied that her contemporaries, especially the boys—other Muslims who live in her
apartment complex and are a part of her community—would tell the other members of
the community and their parents, and they would talk about her behavior among

themselves. She was worried about the ostracism within her community.

Purpose of Study

The purpose of this study was to provide insight into the difficult journey in
which these young women are engaged, the journey into a new and unfamiliar language
and culture, the journey from child to adult, the journey into an unfamiliar educational
system and into the world of work for which most have few role models. It is important
for educational ieaders and refugee resettlement professionals to better understand the
lived experiences of the young refugees in their attempt to become educated and self-

sufficient in their new environment,
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The problem addressed in this study is the specific adolescent developmental task,
creating an adult identity, of a group of young, foreign-born Afghan Muslim women, It is
important to better understand how the young women comprehend and negotiate their
identities—their plans for their future occupation and education, marriage and family,
their ethnicity, religion, and gender—within the context of their families, their schools
and their communities and neighborhoods. In short, I wanted to better understand the
identity formation process of these adolescent refugee Afphan Muslim women, aged 15
to 19,

In order to create effective education aud resettlement policies, programs, and
curricula, it is necessary to better understand the needs and desires of particular groups of
students. Self-sufficiency for the individual and family is the stated goal of all refugee
resettlement programs, and it is, I believe, the underlying goal of education. Yet without
a clear picture of how the individuals see themselves in relationship to their family,
school and community, effective programming may elude us. We cannot know their

goals o1 needs and cannot make policies that articulate with those goals and needs.

Conceptual framework. Adolescence is a period of major transitions: The
individual changes physiologically from child to adult body form, in cognitive functions
from concrete to formal operations (Piaget, 1952, 1960), in moral reasoning from
conventional, dutiful, law-and-order reasoning toward post-conventional, principled
reasoning (Kohlberg, 1981), and in psycho-social development through the “crisis” of
moving from identity diffusion to identity achievement (Erikson, 1950, 1963, 1965,

1968). These transitions coincide with society’s expectations of the individual for which



rites of passage are often created, either formal or informal. In America the period of
adolescence, or moratorium, has expanded over time for many young people through
college to their first “real” job. Erikson (1963) refers to an extended period of time for
adolescence as a socially sanctioned “institutionalized moratorium.”

From identity formation theorists, beginning with Erik Erikson, it has come to be
accepted that the process of individuation and identity formation is the primary
psychological and maturational task of adolescents. Erikson (1950) identified eight stages
of psycho-social development covering the human life span. Marcia (1994) noted that
each of the eight stages of development is dependent upon three elements: the physical
development with its concomitant changes in abilities and behaviors, the social context of
the culture which creates demands and rewards associated with that stage of
development, and finally the individual psychological development that interprets and
gives meaning to the self. Erikson recognized identity formation as the fifth stage in his
epigenesis of psycho-social development and the primary task of adolescents. Other
theorists have suggested that this can be an on-going process and is not solely the
provenance of adolescents. There is general agreement that the identity formation process
for most people begins in adoiescencc. Although identity status researchers differ in their
definition of identity, a certain commonality exists among those definitions.

Identity refers to a coherent sense of one’s meaning to oneself and to others

within [a] social context. This sense of identity suggests an individual continuity

with the past, a personally meaningful present, and a direction for the future....

[T]dentity is the expectable outcome of a particular developmental period.

(Marcia, pp. 70-71)
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Marcia empirically tested Erikson’s psycho-social development theory and found
in addition to Erikson’s two statuses, “identity diffusion” and “identity achievement,”
two more statuses, “moratorium’™ and “foreclosure.” Ma:cial(1975, 1976, 1980) and
Schiedel and Marcia (1985) found that a person typically moves from “identity
diffusion,” that is having neither explored possibilities for one’s future adult roles nor
made any 1dentity commitments, through an exploratory stage designated as
“moratorium” into the committed stage of “identity achievement.” The other possibility,
and one that is more typical of traditional societies, is the movement from diffusion into
foreclosure, which is a stage of commitment without prior exploration of alternatives.

The identity formation process is often complicated and difficult for youth who
remain within the physical and cultural milieu of their origins, but how much more
difficult is this task for refugee youth who are uprooted from the familiar homeland—
usually because of war, genocide, or political and religious persecution—and have
suffered great losses? Refugee adolescents feel a sense of loss and confusion when they
leave the known—whether it is their home or a refugee camp—for the unknown country

of the United States.

Research focus. The focus of this research was directed at identity formation
among adolescent female refugees from the greater population of Muslim refugees,
because of their occupation of the position that Simone de Beauvoir terms the “other” in
their primary society as weil as in American society. These adolescents are defined first
by gender; “She is defined and differentiated with reference to man and not he with

reference to her; she is the incidental, the inessential as opposed to the essential. He is the
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Subject, he 1s the Absolute - she is the ‘Other’ ” (Beauvoir, 1953, p. xiv). Then they are

defined in American society by their foreignness and frequently by their traditional
Mouslim dress.

The tasks of identity formation appear to be more complicated and difficult for
refugee Muslim females than for males, being caught between their traditional
background, family culture, community expectations, gender roles, and the stresses
experienced in the contradictions between those and the American culture. Females are
mote marginalized; their plight is more difficult and often over-looked. Adolescent (and
adult) Muslim males, whom I have observed, seldom wear clothing that sets them apart
from Americans or from other foreign nationals. At least in public, they tend to adopt
Western-style dress. Male youth may also have opportunities to excel at sports—such as
soccer—that allow them some access to mainstream society. Traditional Muslim females
rarely participate in American sporis and often have required houschold duties of
childcare, cooking, and cleaning that keep them focused more on the home than the
outside world.

Exceptions to this observation from my experience are the refugee females of
Muslim background from Bosnia-Herzegovina, an Eastern European country in the
former Yugoslavia. Many of these high school girls excel at basketball and soccer. Their
religions tradition is much less rigid and less well-defined since Yugoslavia was, for
many years, a Communist country and during that tume religion was deemphasized, as it
has been in many Communist countries. Many who came to the United States as refugees
were in “mixed” marriages, and few practiced a strict religtous tradition-—at least until

the Yugoslavian civil war in the 1990°s solidified and intensified group differences. 1
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have never observed a female from Bosnia-Herzegovina dressed in traditional Mustim
clothing. Most-—by appearance--—could be taken for typical American teen-age girls.

The present study was focused on six Afghan Musltim refugee females who were
between the ages of 15 and 19. They had all been in the United States tess than five years,
and attended the same ESOL Center high school. They were all capable of understanding
and speaking English, although their reading and writing skills were not necessarily at the
same level of competence. They had all been clients of the same resettlement agency,
Their association with that agency and its staff facititated my access to conducting

interviews with them.

Rationale for Research

Why should one study Muslims in the United States at all? Consciousness of
Muslims in the world and in the United States is growing daily. Once Muslims occupied
just an alternative “other” in the world for most Americans, but not an other with which
one needed to be particularly concerned. They mostly existed in another part of the
world, the Middle East and Northern Africa. Their day-to-day existence did not generally
concern Americans in an intimate way. But the world is changing. Those acknowledged
phenomena of the “shrinking globe™ and the “butterfly effect” are becoming more salient
in our perceptions of world events: Events in another part of the world, we have leamed,
do affect our lives, sometimes profoundly.

Americans, as world citizens, need to better understand the Muslim other. An
tncreased understanding and knowledge of the Muslim student can have immediate

consequences to improve practice of educational leaders and resettlement professionals.
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While in many areas of the country the Muslim student is still not a population that
schools and other institutions need accommodate, in some parts of the country, there is a
growing number of Muslims in the community and in the schools.

In order to provide appropriate programs and services to this growing community
of Muslims, it is necessary to understand better their similanties and differences to other
groups and their needs and difficulties in becoming successful residents and citizens of
the United States. Therefore, this research project focused on understanding the lived
experiences and self-perceptions of six young Afghan refugee women enrolled in pubtic
schools. The present study was needed to recognize how the school affected their lives,
and, specifically, how the young women worked to form an identity in their family,

school, and community.

Growing Muslim population in the United States. Because of conflicts and ethnic
violence in the Middle East and Africa, economic struggles and other motivations for
emigration, an ever-growing number of foreign-born Muslims make their homes in the
United States. It is one of the fastest growing and perhaps, for some Americans, one of
the most problematic, immigrant ethnic groups. Muslims are in the news daily in various
parts of the world: Israel, Iraq, Iran, Afghanistan, Sudan, and Saudi Arabia. There scems
to be constant press coverage of suicide bombings, the attacks of September 11, the al
Qagda terrorist group, conflict between Palestinians and Israelis, and the suspicious
regard for Muslim-looking people in the United States. It is small wonder that some
Americans have little understanding of, and for some even less sympathy for, the Muslim

people. It is evident from the media that many lack a general understanding of who these
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people are and what their problems as refugees and immigrants resettied in the United
States may be. Zine (2001) and others have referred to a current attitude in Canada—and

it seems the term might apply equally to the United States--as Islamaphobia.

Islamaphobia. Many news items have provided examples of Islamaphobia. An
Associated Press story in one Florida paper proclaimed in its headline; “Muslims
increasingly targets of hate” (Shabazz, 2004). The article cited statistics from the Council
on American-Islamic Relations, a Washington based 1stamic civil rights group, which
asserted that there were more than 1000 incidents of harassment or hate crimes directed
against during 2003. Areej Zufari discussed her own experience in Central Florida. She
had appeared on a local television news program and on Fox News to talk about hate
crimes against Mustims, after recent beheadings of Americans in Iraq, Shortly thereafier,
she herself was comered in a convenience store by two men who were “spewing out a
string of vulgarities and sexually inappropriate remarks” (Shabazz, p. B6).

Other incidents are reported frequently. A burning of a mosque in the Savannah-
Chatham County, Georgia area in August 2003 was ruled to be arson (Larson, 2004). A
story reported on CBS news on-line stated that in 2001 the FBI reported 481 hate crime
incidents listed as anti-Islamic with a drop to 155 in 2002. This number is probably
subject to under-reporting. In the same story, Ibrahim Hooper of the Council on
American-Islamic Relations said, “There’s an uneasy relationship between the Muskim
community and law enforcement” (Larson, p. B3), Dalia Hashad of the American Civil
Liberties Union (ACLU) added, “Bringing yourself to the attention of the government if

you are Arab or Muslim in this country puts you at risk of being questioned. You see
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people less willing to trust the government, It’s more your everyday, run-of-the-mill
discrimination that Muslims are feeling” (Anderson).

Schools are having difficulty in understanding and accommodating Muslim
cultural differences. The separation of church and state requires schools to achieve a
delicate balance regarding students’ religious practices. In November 2003 three separate
stories appeared in a local newspaper about an allegation that about 20 Muslim children
from a local middle school were removed from or not allowed to board their school bus
ong afternoon because of alleged disruptive behavior. Only the Muslim children were
cited and disciplined. The issue was taken up by the American Civil Liberties Union
{ACLU) and the Council on American-Islamic Relations and is now being investigated
by the State Attorney’s Office (Garza 2003a, 2003b, 2003c¢).

In Muskogee, Oklahoma, a Muslim family filed a complaint against the public
school district because their daughter had been suspended from school for refusing to
remove her headscarf {“U.S. Defends,” 2004, March 31). At the beginning of this school
year, France has banned Muslims from wearing headscarves to public schools, as well as
all other overt religious signs representing any religion. Charles Haynes {2004) stated,
“Let’s not forget that many Americans failed this test in the 19™ century when the
Protestant majority greeted waves of Catholic and Jewish immigration with widespread
nativism and discrimination in school and elsewhere” (p. 2).

David Hodge (2004} discussed potential value conflicts between school officials
and Muslim students. He outlined several areas of possible conflict including, dietary
restrictions, peer pressure targeting dress, teachers’ unwillingness to accept or support

projects with an Islamic theme, and conflicts over sexual values including sex education
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classes. Hodge suggested that “Social workers can serve as a bridge between Muslims
and school officials to broker solutions that address the needs of all parties” (p. 12).

One such conflict occurred in the local school two years ago. The story follows:

Ahmad'’s story. As the previous director of Education for Refugees at a
resettlement agency, T was closely involved in the direction and support of the school
liaisons. The school liaisons are employed by the refugee resettlement agency by means
of a grant from the state Office of Refugee Services. Some of the school liaisons are
themseives former refugees and some are Americans with various backgrounds in
education and social work. Many speak other languages as well as English. They are
stationed in several of the ESOL Center schools in the district and are mandated to
advocate for and assist the refugee students and their parents and to facilitate
communication between the school and the home. Their job is to solve problems,
whatever the nature of those problems may be. They provide services to refugee students
from many different countries of the world and from many different ethnic and religious
groups, including the Muslim students in this study. After a certain early period of
misgivings about the staff, the public schools came to value greatly the efforts of the
school liaisons to help provide solutions to many problems arising between the schools
and the students and parents,

The entry of Muslim students into public schools challenges those schools both to
meet the complex educational needs of the refugee students and to cope with the cultural

differences between the Muslim students and the larger mainstream student populations.
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Differences in customs, values, and behaviors can cause significant misunderstandings
and pain for students and new and complex problems for school personnel as well,

The experience of a young male African Muslim refugee, “Ahmad,” provides an
example of those challenges. Ahmad was apprehended in what appeared to be
musconduct in the boys’ restroom at a high school. He had accidentally let his trousers
drag on the floor and was in the process of trying to clean them because he could not
pray, as required by his Muslim religion, in soiled trousers. A school staff person
discovered him and misunderstood-—and the young man could not speak English well
eniough to explain—what he was doing. The student panicked and fled. The staff person
called after him, but the young man kept fleeing in panic. He was eventually caught,
taken to the dean’s office, and suspended from school.

The young man and his mother were subsequently summoned to the dean’s office
to deal with Ahmad’s insubordination. Ahmad brought the summons to the school
liaison’s attention. The mother and the student both were crying in the school meeting;
their prior life experiences had taught them that such confrontations with authority
preordained that they would have to feave the country. One of our agency’s youth staff, a
teacher who had taught Ahmad in an ESOL class, accompanied them to the meeting and
intervened to explain to both parties—the school and Ahmad and his mother—what had
transpired and what the school’s expectations were.

Everyone concerned reassured the mother and son that they were welcome at the
school and did not have to leave it or the country. This crisis was resolved with a better

cultural understanding for both the school and the family. With more Muslim students
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entering the schools, events reflecting cultural misunderstandings and conflicts can arise

every day.

Significance of Research Project

The present study provides a better understanding of the lived experience of a
particular group of young Muslim women refugees. Thelis research contributes
meaningful information to the knowledge base needed by educational leaders and refugee
resettlement professionals interested in creating policy and implementing practices that
facilitate success in school and in cultural adjustment. The data from this study can help
break down stereotypes about Muslims and Muslim women in general and Afghan
women in particular, by facilitating an understanding of the meanings these women have
constructed about their world and their experience.

Very little research has addressed questions about Muslims living in the United
States. This dissertation made inquiries into a population, adolescent Muslim females,
that has been largely neglected in educational and social research, especially in the
United States. This study also contributes to a growing body of knowledge regarding the
lives of minority groups living within the United States. It helps expand the established
knowledge base in minority studies of Black, Latino, and Asian studies to include
Muslim groups. We cannot allow Muslim women (and men) to become an invisible
minority in the United States.

From my experience working at the refugee resettlement agency, 1 have observed
that many of the refugees’ traditional female roles alter to a greater or lesser extent in the

United States. Expectations about their roles they might have had in their home countries



18

and in traditional families may change significantly. This alteration of the traditional
female role is almost surely necessitated, in part, by the fact of the economic condition of
the family as refugees in the United States. It is almost imperative that every adult in a
family be employed in order for the family to survive and to thrive in this country. Tt is,
therefore, especially valuable to understand the complexity of the cultural adjustment and
identity formation process for these young women. My concern and interest in the topic
derived from my consideration of the obstacles faced daily by young Muslim women
transplanted to the United States, because of their refugee status. For refugee women and
girls, it is often necessary to take on what are for them non-traditional tasks; some adult
females have never worked outside the home or learned to drive a car. But economic
necessity and the requirements of self-sufficiency demanded by the rules and realities of
resettlement create situations for the women and girls-—and for the whole family---to
which they are completely unaccustomed.

Until we achieve a better understanding of the cultural differences between the
Muslim students, in all their diversity, and mainstream school personnel and student
populations, cultural misunderstandings and conflicts will occur. Educational policy
makers and leaders need (a) to understand the students’ lived realities; (b) to confront the
stereotypes; and (¢} to address the issues and problems faced by Muslim students. The
significance of this research, or as Marshall and Rossman (1995) characterized it, the
“should do-ability,” is located in its potential to influence policy and practice in the fields
of education, counseling, and refugee resettlement. It is only through a more complete
understanding of the Muslim student, and from this study, the female Muslim student,

that professionals can make improvement to practices. Educational leaders and
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resettlement professionals who can better understand this group may better meet their
needs.

Finally, the instrument employed in the present study has not been widely used
among the Muslim population. This research adds to the growing knowledge base
employing Marcia’s (1975, 1976, 1980, 1993, 1994) paradigm and the semi-structured
interview as a vehicle for understanding the identity formation process among non-

Western groups, especially among women from traditional societies,

Research Questions
This study focused on several research questions:

1. Current conceptions of identities: How do young refugee Muslim women-—
recently resettled in the United States—negotiate, create, and recreate their
identities and gender roles in the context of their families, their schools, their
peers and their communities? What is their sense of who they are? How do their
family and religion shape their current identities? What influence does the school
have upon their identities?

2. Reactions to their current milieu: How do these young women view and organize
their world? What importance do they attribute to their families, peers, school,
work, religion? What do they value most in their lives?

3. Plans for their futures: What future expectations do they have? How do they
understand their present and future positions in society? How do they negotiate
and construct possibilities for themselves? What importance do they give to

education, vocation, marriage and fainily?
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4. Current concerns; What are the problems faced by Muslim refugee high school
fernales—in relationship to school, family and friends?

5. Similarities and differences: What are the differences and similarities in the
experiences of the participants?

6. Conceptions of their gender roles: What is their growing understanding of their
“womanness,” given their ethnicity and their minority status in the United States?

7. Connections of their experience: How can these case studies inform us about our

theoretical understandings of women’s relationship to schooling and education?

Overview of Methodology

The present study utilized an instrument, a semi-structured interview, which was
originally designed by James Marcia (1975) to test empirically Erik Erikson’s theory of
human psycho-social development. The stage of development examined was that of
adolescence for which the major task is identity formation. The instrument used in the
present study was developed by Marcia (1975, 1976, 1980) and Schiedel and Marcia
(1985) and refined by Archer and Waterman (1993). The semi-structured interview has
been used to study the identity formation process among many groups of adolescents,
male and female, Western and non-Western. Questions pertain to three domains:
Education/Vocation Plans, Family/Career Priorities, and Religious/Political Beliefs. For
the present study additional background questions were added to help expand ecach
participant’s story beyond the scope of the adopted instrument. This led to a better

understanding of the lived experience of each participant.
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The heuristic value of this instrument is situated in its prior use with Western
adolescent groups and the comparison of that norm with the group of young women in
this study. The instrument has also been widely used with other groups of early and late
adolescents, male and female, in Western and non-Western cultures, including cross-
cultural studies. It has been used with such diverse groups as Maori and Pakeha boys in
New Zealand, in the Israehi atmy and high schools, with managers in India, and in many
other countries, among various ethnic groups, and for various purposes (Marcia,
Waterman, Matteson, Archer, and Orlofsky, 1993), Tt has not been previously used in the
United States with foreign-born Muslim adolescent females.

The instrument, while limited 1n some ways that were unknowable before its
employment, allowed for certain conclusions that might not have been evident in a less
stractured interview format. The interview instrument was useful in some respects and of
less value in others. It allowed for comparisons among the participants and elicited
conclusions about the developmental stages of the participants in relation to identity
formation that might not have been immediately evident otherwise. The last chapter
examines the strengths and weaknesses of the semi-structured interview format,

Each participant’s responses were taped, transcribed, and evaluated using criteria
that determined their identity status in each domain. One of four statuses in each domain
was determined from the responses. Those statuses were; Identity Diffusion and Identity
Achievement (which correspond to Erikson’s theory (1950, 1963, 1965, 1968, 1974,
1980) of possible outcomes of the identity formation process), and Moratorium and
Foreclosure (which correspond to two additional statuses formed by Marcia’s theory),

Finally each participant’s story was enlarged by questions added to the interview, through
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meetings with the parents, through interviews with their English teachers, and from other
information such as school attendance and grade records.

In this chapter I have introduced the purpose of this dissertation; the rationale for
doing the research; and the significance of the study to schools, teachers, educational
leaders, and to refugee resettlement professionals. I have also introduced the questions for
investigation and an overview of the methodology.

Chapter [ presents a review of the literature in four areas: identity formation
theory, the historical and political background on refugees, the research on Muslim
female immigrants and refugees, and educational policy regarding refugees. Chapter 111 |
describes the methodology. The findings of the research are covered in chapter IV, and

conclusions and implications for practice in chapter V.
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Chapter II: Literature Review
This chapter includes a review of the literature in four primary areas: (a) identity
formation theory, (b) a legal definition of and background information on refugees, (¢) a
review of research on Muslim female immigrants and refugees, and finally (d) a review

of relevant literature on educational policy regarding refugees and immigrants.

Identity Formation Theory
Every man is like all other men, like some other men, and like no other man.
—Clyde Kiuckhohn (1948, p. 35)

I want to clarify at the beginning how I am employing the term “identity” because
of its highly politically charged connotation in post-structuralist, post-modemist theory in
literature, and in post-colonial and cultural studies. T am not using the term in the manner
of theorists in those fields, who address “identity politics.” I use identity in this research
project in the tradition of Erik Erikson and other psycho-social identity formation
theorists. Ruthellen Josselson (1994) exemplified this definition when she described

identity in this way:
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Working and loving, being and doing, narcissism and object relations, agency and
communion, outer and innet, these are the fundamental dualities with which both
philosophers and psychologists have wrestled. In my view, Erikson’s concept of
identity (1968) was a way of integrating these tasks, of transcending Cartesian
polarities. Identity is the overarching synthesis of these dualities, bringing the
individual to the social world and the social world to the individual in an
indivisible wholeness. (p. 81-82)

The genealogy of identity formation theory, ot ego identity theory, originated
with Freud and psychoanalytic theory. Freud delineated five stages of affective
development: oral, anal, phallic, latency, and genital, The first four of these stages
roughly correspond to chronological ages of childhood, and the last stage encompasses
adolescence to death. Freud made use of this developmental theory to help categorize and
treat clinical cases having unresolved issues originating at one or more of these stages.

Piaget (1952, 1960), a cognitive development theorist, observed stages of human
development and conceived a framework which he called “genetic epistemology.” The
stages corresponded to specific chronological ages: sensortmotor (birth-2 years),
preoperations (2-6/7 years), concrete operations (6/7-11/12 years), and the final stage
(12-15 years) of formal operations which involves absiract thinking.

As many others have recognized, Erik Erikson——a psychoanalytic theorist—
adopted and adapted Freud’s stages to codify his own theory of ego development. J.C.
Gowan (1972) noted that Ertkson expanded Freud’s final {genital) stage into four
separate stages, which rougbly correspond to adolescence, early aduithood, later

adulthood, and old age.
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Erikson first wrote about identity formation in the early 1950s when he
formulated his paradigm of psycho-social development, which he later labeled the
“Epigenesis of Identity” (1968). Epigenesis is a concept Ertkson borrowed from biology
asserting that “the individual is developed by structural elaboration of the unstructured
egg rather than by a simple enlargement of a preformed entity” (Webster’s I1: New
Riverside University Dictionary, 1984). Erikson used this analogous theory to inform his
own theory of stage-development to an ever-increasing complexity of ego identity.
Erikson proposed that identity formation was the fifth of eight stages of psycho-social
development and the primary task of adolescence (Erikson, 1950, 1963, 1965, 1968).
Erikson (1968) described the ego development process in terms of:

laws of inner development, laws which create a succession of potentialities for

significant interaction with those persons who tend and respond to him and those

institutions which are ready for him.... Personality, therefore, can be said to
develop according to the steps predetermined in the human organism’s readiness
to be driven toward, to be aware of, and to interact with the widening radius of

significant individuals and institutions. (p. 93)

The “readiness” that Erikson referred to is generally understood to be a
chronological progression in which each sequential stage is dependent upon the more or
less successful resolution of the tasks of the previous stages. However, each étage still
incorporates within it the dilemmas of the previous stages, interacting with an ever
expanding contextual radius,

In Erikson’s schema (see Figure 1), one either is successful in identity formation

or one becomes lost in identity diffusion and confusion. Erikson referred to “the identity
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crisis as the psychosocial aspect of adolescing” and as “a necessaty turning point, a
crucial moment, when development must move one way or another, marshaling resources
of growth, recovery, and further differentiation” (1968, p. 16). Adolescence, stage five,
which is the stage this study addressed, recapitulates, albeit with content more relevant to
adolescence, all the prior stages. Erikson’s recognition of this fact is evidenced by the
column underneath the stage five cell in Figure 1.

Erikson recognized the identity formation process, a mostly unconscious process,
as one of observation and reflection by which an adolescent judges “himself” in relation
to others and to relevant typologies, roles, and role models. (At this stage Erikson had
paid little heed to the “herself” in this process, although he later wrote about how this
process differed for females. ) Identity formation is a process of increasing differentiation
and separation from the family in order to make the transition into aduithood. Peter Blos
(1962), also in the field of psychoanalysis, emphasized that the adolescent’s process of
identity formafion necessitates an increasing emotional disengagement from and conflict

and tension with his/her parents.
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VIII Integrity
Old age vs.
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| Infertority | Sense of Futility
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Early Vs. VS.
childhood Shame, Doubt Self-Doubt
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Mistrust Autistic Isolation
Stages 1 2 L3 4 5 6 7 g

Figure 1. The epigenetic chart of ego-developing crises over the life cycle (Erikson, 1968, p. 94).
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Largely through the observations and writings of Erikson and subsequent theorists
in identity formation, it has become accepted that the main task of adolescents is to begin
the process of becoming the individuals they will be as adults, to address the normative
crisis, in Erikson’s terms, of “Identity vs. Identity Confusion.” The ultimate task of the
adolescent—if successfully completed—is to develop a healthy personality as an adult.
Erikson quoted Marie Jahoda’s definition of a healthy personality as one which “actively
masters his environment, shows a certain unity of personality, and is able to perceive the
world and himself correctly "[italics in original] (Erikson, 1968, p. 92).

Erikson understood the growth of the individual ego identity as a movement along
a developmental path. Each progressive temporary disequilibrium provides the favorable
conditions for a further integration and autonomy of the individual, broadening the social
radius “beginning with the dim image of mother” (Ertkson, 1980, p.59) and ending with
the abstract notion of humankind.

Erikson recognized that one could return to the stage of identity formation at other
times in one’s life, particularly stressful times. Erickson (19680 recalled that the term
‘identity crisis’ was first used for a specific clinical purpose in Mt. Zion Veterans’
Rehabilitation Clinic during the Second World War with patients whom he and his
colleagues characterized as,

neither being ‘shelishocked’ nor ... malingerers, but had through the exigencies of

war lost a sense of personal sameness and historical continuity, They were

impaired in that central control over themselves for which, in the psychoanalytic

scheme, only the ‘inner agency’ of the ego could be held responsible. Therefore, 1

spoke of a loss of ‘ego identity” ... then, the term ‘identity confusion.” (p. 17)
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Today many are working in the area of identity formation, representing fields as
diverse as literature, psychology, sociology, post-colonial theory, cultural studies, and
education. Although each field may define identity for ifs own particular uses, a certain
commonality exists among the definitions. Raissiguier (1994), whose research focuses on
Arab and French working class females in a vocational school in Paris, provided a
particularly germane definition of identity as the “product of an individual or a group of
individuals’ interpretation and reconstruction of her/their personal history and particular
social location, as mediated through the cultural and discursive context to which they
have access” (p.26).

Using Erikson’s model as a basis for systematic empirical investigations into the
process of identity formation, James Marcia “developed the identity status paradigm as a
‘methodological device’ used to operationally define and empirically investigate Erik
Erikson’s (1968) construct of identity” (Berzonsky & Adams, 1999, p. 558). Marcia
(1975, 1976; and Schiedel and Marcia, 1985) also developed the 1dentity Status
Interview. After face-to-face interviews, Marcia assigned subjects to one of four statuses
based on two variables, exploration and commitment, which Marcia considered the
operational definitions of Erikson’s alternative outcomes, “identity achievement” and
“identity confusion.”

Exploration refers to the extent to which an individual has genuinely looked at

and experimented with alternative directions and beliefs .... Commitment refers

“to the choice of one among several alterative paths ... [and is] one that the
individual, at least at the time of the interview, would abandon only with great

reluctance, (Marcia, 1994, p.73)



30

While Erikson saw identity formation as a mainly divergent process, of

achievement or confusion, Marcia saw the process as having a more complex set of

resolutions, or phases, as illustrated in Figure 2. Marcia understood the identity formation

process to begin in the diffusion stage, the same as Erikson described the process, but

Marcia proposed an intermediate step, moratorium, in which an adolescent explored

possibilities, and finally moved into identity achievement as the final stage. Altematively,

Marcia noted some individuals, particularly in traditional societies, accept the identity

that is ascribed to them by their family and culture, and move from diffusion into

forectosure without passing through an exploratory period.
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LEDSH

Exploration
Low High
Identity Diffusion: Moratorium:

Least developmentally advanced:
Low Exploration
Low Commitment

Exploring options:
High Exploration
Low Commitment

Foreclosure.!

Traditional:
Low Exploration
High Commitment

Identity Achievement:

Autonomous resolution:
High Exploration
High Commitment

Figure 2. Marcia’s Identity Statuses (adapted from Patterson, Sochting, & Marcia, 1992,

p.12)

The individual Jeast involved in exploring his/her identity and least committed to

the status quo was assigned the status of identity diffusion and one who had participated

in the exploration of his/her identity and then had become committed to certain values
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and goals at that time, was assigned the status of identity achievement. These two ego

identity statuses correspond to the two alternative outcomes of the task of adolescence in

Erikson’s theory. Marcia formulated two other possible statuses, one exhibiting

commitment without exploration and the other exploration without—perhaps, yet—

reaching commitment.

1.

The four identity statuses are as follows:

Identity Diffusion is normally the beginning stage and the least developmentally
advanced, with no commitment to an internally consistent set of values and goals
and little interest in exploration thereof. “People in identity diffusion tend to
follow the path of least resistance, and may present as having a carefree,
cosmopolitan lifestyle, and/or as being empty and dissatisfied” (Patterson,

Sochting, & Marcia, 1992, p. 11).

2. Identity Foreclosure is characterized by a high commitment to a set of values and

goals, but is often a received, or ascribed, 1dentity, as opposed to an achieved
identity. This identity status is typical of traditional societics in which one
normally follows the same life script as one’s parents. However, for some
individuals, identity foreclosure may precede identity exploration.

Moratorium “is arguably considered a stage, rather than a resolution, of the
identity formation process, although some people apparently remain in
moratorium over many years~ (Patterson, et al., 1992, p. 12). People may return to
this stage at critical points of change in their life. This is the stage that Eriksbn
called “identity crisis,” although it is not always experienced as a crisis as

suggested by the most extreme connotation of that word.
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4. Identity Achievement “represents an autonomous resolution of identity,
incorporating a set of commitments adopted during a period of exploration
(moratorium)” (Patterson, et al., 1992, p. 12),

Today Marcia’s paradigm has become widely employed and accepted as part of

| the theory of identity formation. Marcia began his attempts to empiricize Erikson’s

theory by researching college males, but later expanded the rescarch to include females.

Sally Archer has been especially instrumental in trying to understand how Marcia’s

model fits females, Research (Archer, 1989a, 1989b; Matteson, 1993; Meeus, ledema, &

Vollebergh, 1999; Waterman, 1993) with An_lerican and other Western fermales has found

no differences with respect to vocational choice, religious beliefs, and political ideology.

However, the development of identity appears to be a more complex process for females

than males because they are attempting to negotiate several aspects of their identity at

once, including the relational, or intimacy, aspects of identity. Intimacy is the phase
succeeding identity formation in Erikson’s paradigm, and females often seem to work on
both intimacy and identity simultaneously, while males tend to work out their societal
identity—education and career—before their relational identities.

Using Marcia’s model as a basis for this inquiry, it was my intention in the
present study to better understand where and how the participants—adolescent Muslim
females who have come to the United States as refugees——fit into the process of identity
formation. Identity formation is a universal phenomenon. Although the manifestations
and outcomes may difter from culture to culture, all humans pass from childhood to
adulthood, and most arrive at an identity. How that process evolves for individual

Muslim female adolescents is of interest to me and has implications for resettlement and
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educational policy and practice. Practitioners may need to adjust existing programs or
create new ones to assist this population in achieving academic success, in attaining self-
sufficiency, in coping with change, in adjusting to life in the United States, or in finding

solutions to various other problems.

Background on Refugees
One of the basic problems facing exiles lies precisely in how to resolve the acute
tension between being uprooted, of which they are victims, and the need to put
down new roots, which can only be within certain lfm_f'ts. If vou put down roots too
deeply in your new environment, then you run the risk of denying your origins.
But if you put down no roots at all in your new environment, then you run the risk
of being annihilated in a nostalgia which it will be difficult to free yourself from,
(Paolo Freire, 1998, p. 190)
The term refugee denotes a legal immigration status, recognized by the United
States government, and defined by Article 1 of the United Nations’ Convention Relating
fo the Status of Refugees 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 Commission on Refugees [UNHCR],
1951),

Delegates from 26 countries, under the auspices of the United Nations, met in

Geneva in December 1950 fo face the problem of hundreds of thousands of “displaced
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persons” still wandering aimlessly across Europe residing in makeshift camps. They had
been made homeless by the events that led up to and included World War I1.

“The international community had, on several occasions earlier in the century,
established refugee organizations and approved refugee conventions, but legal protection
and assistance remained rudimentary” (UNHCR, 1951), By July 1951, the gathered
body of nations had written the Convention Relating to the Status of Refugees and
Stateless. “Tt was adopted on 28 July 1951 by the United Nations Conference of
Plenipotentiaries on the Status of Refugees and Stateless Persons convened under
General Assembly resolution 429 (V) of 14 December 1950 entry into force 22 April
1954, in accordance with article 43” (UNHCR, 1951),

Currently, the UNHCR (2004) estimates that there more than 17 million “persons
of concern” (sce Table 1). These are people who are living either outside or inside their
own country in refugee camps or are at risk because of persecution, civil wars, torture, or
other imminent danger and who fall under the commission’s mandate.

Table 1. Estimated Number of Persons of Concern under the Mandate of

UNHCR-—End of 2003

Africa 4,285,100
Asia 6,187,800
Europe 4,268,000
Latin American & Caribbean 1,316,400
Northern America 962,000
Oceania 74,100
Total 17,093,400

To become a refugee resettled in the United States, after being designated to have

refugee status by the UNHCR, candidates are interviewed by agents from what used to be
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known as the Immigration and Naturalization Service (INS), but 1s now called Customs
and Border Protection (CBP), a part of the Department of Homeland Security. After
being accepted into the refugee resettlement program by that agency, the person or family
is referred to an international voluntary agency (VOUAG) for processing. Many such
VOLAGs--Catholic Charities, Lutheran Immigration and Refugee Services, Intermational
Rescue Committee, Episcopal Migration Ministries, Church World Services, World
Relief, and others—contract with the U. S. State Department to process refugees in the
countries of first exile, in established refugee camps, or in stations established in
neighboring countries. These VOLAGS, in turn, contract with local resettlement agencies,
which actually accept and assist the newly arriving refugees in the United States. Over
the past 7 years, more than 5,000 refugees were resettled directly in the metropolitan area
where the present study was conducted (Florida Department of Children and Families,
1998, 1999, 2000, 2001, 2002, 2003, 2004). As previously noted, the number of refugees
diminished preatly afier the terrorist attacks of September 11, 2001, on the World Trade
Center and the Pentagon. Until that time, the number resettled per year in this district
hovered at about 1,000. After the attacks, resettlement was immediately terminated.
People who had scheduled flights, had sold their personal goods, and were packed and
waiting to come to the U.S. were left stranded, some in refugee camps. Nearly alt
refugees resettled locally, whether by this agency or another, are provided services by the
agency with which [ was associated.

In addition to those directly resettled in this particular metropolitan area, many
others migrated from other parts of the United States to rejoin family and friends, to

access a better job market, and to enjoy the climate of the region similar for some to the
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region from which they came, It is difficult to estimate exactly how many refugees
resided within the district at the time of the study, but the 2000 census indicates that there
were almost 46,000 foreign-born people in the county, originating from well over 100
different countries.

Refugees differ from immigrants in many ways, including the reasons for which
they have come to the United States and the expectations of the government for self-
sufficiency when they arrive. Immigrants, generally speaking, come to the U.S. because
of a desire to live here, for economic advantage, for a better life, or to rejoin family. They
must promise to be immediately self-sufficient, or have a sponsor who will guarantee
their immediate self-sufficiency, and promise not to accept any type of government
assistance for the first 5 years of residence within the country. Refugees, by contrast,
cannot go home to their country of origin because of their fear of persecution, torture, or
death. They do not necessarily desire to live in the United States, but most are very
grateful for a safe home and the care that is given to refugees. They come to the U.S. with
soine inumediate beneﬁts, including assistance in resettling (which means an apartment
with basic furnishings with rent paid for 3 months), and often other assistance such as
employment services and educational services. Refugees must repay the loan given to
them by the VOLAG for air-fare for themselves and their family to the United States.
Other assistance is terminated if payments are not forthcoming. Self-sufficiency in as
short a time as possible is the stated goal of the Office of Refugee Resettlement (ORR),
part of the U.S. State Department, and its representative, Office of Refugee Services
(ORS) in the Department of Children and Families, State of Florida. Refugees, in

comparison to immigrants, get more public assistance in attaining that self-sufficiency.
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The United States is one of a very few Western countries (Canada, United
Kingdom, Norway, Sweden, New Zealand, Finland, Denmark, Netherlands, and Ireland)
that accept refugees from nearly all parts of the world, although at any given time the
U.S. does not accept refugees from certain countries. Those countries designated “non-
acceptable” change as international political relations change. In 2002, even with the
number of refugees much diminished, the United States received more than all the other
Western countries combined. Receiving refugees has been a long tradition (an admirable
one, from my point of view) in the United Stafes, That tradition is well symbolized by the
words of The New Colossus by Emma Lazarus, inscribed at the base of the Statue of
Liberty,

Give me your tired, your poor,

Your huddied masses yearning to breathe free,
The wretched refuse of your teeming shore.
Send these, the homeless, tempest-tost to me,
I lift my lamp beside the golden door!

Review of Research on Muslim Female Immigrants and Refugees

Raissiguier’s qualitative study (1994) of the lived experiences of working class
girls of Algerian and French descent in the French school system, specifically ina
Parisian vocational school, contributed a perspective founded on theory regarding the
construction of ethnic female identity. Her comprehensive study provided a historical and
sociological examination of the French school system and how it perpetuates socio-
economic class differences, as well as how the young women studied functioned tn the

public and private spheres of school and home to create their personal identities.
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Little research has been done on the topic of identity formation among diasporic
Muslim women and adolescents. Most of the research has originated in Great Britain or
Canada. Only a few such studies have begun to appear in American journals and books,
Musiims represent nationalities that are more recently settled in the United States,
although those populations are growing, particularly in urban areas. The greater Detroit
area, in particular, has experienced a quickly growing Muslim community.

Several studies (Abbas, 2002; Ahmad, 2001; Ajrouch, 1997; Husain & O’Brien,
1998; Khan 1997, 1998, 2000} discussed how Muslim women negotiate their
“otherness.” That othemess variously includes their ethnic, race, gender, religious, and
linguistic differences; family structures; cultures; and role expectations, Most of these
studies have focused on the condition of living in two worlds, attempting to straddle two
cultures, or some variation on that theme. All but a very few have used qualitative,
interview methods, and many take a post-modernist theoretical stance. None of them
have used Marcia’s model for identity formation or the concomitant semi-structured

interview.,

Ajrouch (1997) studied identity formation in adolescents, male and female. Her
research focused on second-generation adolescent Muslims and their parents of Lebanese
descent in Dearborn, Michigan, where resides a large population of Arab Americans.
Ajrouch found that,

Parents and adolescents regard the cultural mores of America as consisting of

freedom, opportunity, and education. They describe the Arab cultural mores in

their discussions of family, religion, and respect. Frecdom is seen as the

dimension of American culture which clashes with the traditional Arab value of
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respect.... The tension between respect and freedom affects family interactions

and therefore is a principal site of identity negotiation, {p. 245)

Ajrouch studied ethnic identity formation, She found differences in identity
between male adolescents who saw themselves as having more opportunities than their
parents for education, work choices, and the delaying of marriage and family
responsibilities. Marcia classified this as an extended moratorium phase, similar to
American adolescents. Females, however, although seeing themselves, too, as having
more opportunities, feel restricted by parentally imposed dating patterns, dress codes, and
public behaviors. Ajrouch stated, “The girls” behavior is not only scrutinized by the
family, but also by the community which pressures the brothers into assuming [the]
responsibility ffor monitoring their sister’s behavior[” (1997, p. 250). In a later article
discussing this same ethnic group, Ajrouch (2000) described a process of selective
acculturation of adolescence in which the adolescents pick and choose aspects of the
dominant culture.

Abbas and Ahmad, both working in England, researched the identity formation of
Muslim women in higher education. Tahir Abbas (2002) conducted a retrospective
quantitative study of Muslim college students, male and female, aged 16 to 19 in
Birmingham, England, and found that Muslim students had developed mixed educational
identities that combined home-life and mainstream culture elements that allowed them to
make the transition into higher education. Fauzia Ahmad (2001) also studied Muslim
women in British higher education and found, through interviews, that their motivations
for entering college were to gain and maintain social prestige, independence, and

personal satisfaction. These women were, in fact, encouraged to enter higher education
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by their parents. Ahmad also found that female Muslim students had to continually

negotiate and renegotiate their cultural, religious, and personal identities. Both Abbas and
Ahmad noted the difficulty of living in two different cultures with differing expectations,
Louise Archer’s analysis (2002) found that pérceptions of post-age-16 choices for British
Muslim males and females were bound up with the production and reproduction of
identities and inequalities, both gender-bound and racial. Females saw their own “post-
16” options as being wider than males perceived them to be for females.

Other researchers have looked at the difficulties for Muslim women leading
bifurcated or dualist lives. Husain and O’Brien (1998), sociologists also working in Great
Britain, noted that the maintenance of faith, family, and community is a constant
challenge for Pakistani Muslim families living in a highly secular and individualistic
society. The researchers noted that women’s roles in the family have shifted by their
entering into the workforee. This and other challenges have, in turn, shaped a renewed
interest in religion and focus on the family.

While most of the previous researchers characterized the dilemina of Muslims
living in a secular and individualistic society as being one of negotiating two worlds, or a
bifurcated identity, Shahnaz Khan (1997, 1998, 2000), also working in Canada, viewed
the situation of the Muslim woman somewhat differently, describing a dialectic between
the essentialized image of Afusi/im woman as seen from the position of the mainstream
culture and the lived experience of the actual women. Khan drew upon the writings of
Edward Said and Gayatri Spivak and others in discussing the “Orientalist” and “Islamist”
discourses on the Muslim woman which leads to stereotyping and reductionism of the

complexities and differences among individuals. “For each of the women interviewed,
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being a Muslim meant a different reality, both in tetms of their understanding of Tslam
and 1n the daily practices of their lives™ (2000, p. 20).

Khan was interested in the way Muslim women enter the political sphere to position
themselves “to demand changes in lack of education, violence, poverty, and lack of
employment opportunities” (p. 20). She described this as negotiating a “third space”™—not
the essentialized Western view and not the traditional life experience they have left
behind. Khan credited Homi Bhabha with identifying this “third space.” Khan stated,
“Women’s hybridized identity then becomes a grounding space, not a final space. In this
space identity is always in the process of formation, And in this third space identity 1s
always constructed through ambivalence and splitting—between self and other” (2000, p.
130). This process of always being in the process of identity formation, Marcia would
label as a state of continuing moratorium.

One research article, with a rather different but somewhat provocative focus, was
entitled “To Veil or Not to Veil? A Case Study of Identity Negotiations Among Muslim
Women in Austin, Texas” (Read and Bartkowski, 2000). They found “women who veil
are not typically disdainful toward their unveiled Muslim sisters, and unveiled women in
our sample seem similarly reluctant to impugn their veiled counterparts. Such findings
were unanticipated in light of elite Muslim debates about the propriety of veiling”

(p. 416). The researchers concluded that “It is these women, rather than the often
combative elite voices within Islamic circles, who creatively build bridges across the
contested cultural terrain of veiling” (p. 412). This, at a more practical level, seems to

reinforce the more political and philosophical conclusion of Khan (2000) above.
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Read and Bartkowski’s report also seems, from the somewhat disparaging
remarks about “elite Muslim debates,” to indicate that it is not only the Western cultural
actor who may essentialize and judge Muslim women. Yet nearly all the above
researchers agreed that Muslim women are among the most stereotyped groups in the
Western culture, Muslim women come from many countries in East Asia, Africa, India,
and the Far East, and are certainly not a uniform group in their racial background, their
practices of their religion, their education, their class, or their world views. Their
backgrounds differ, but each woman must negotiate for herself, and in her own way, her
identity.

A number of researchers have looked directly at Muslim adolescents enrolled in
public schools. Tehmina Basit, working in England, where there has been a larger
population of Muslim women for a longer period of time, has been publishing work on
British Asian Muslim adolescent females. Basit (1996) found that these women possessed

phenomenal aspirations to upward social mobility through the route of education

and careers. However, career aspirations are contingent on religious and cultural
values too. Thus while the chosen job has to be of a high socio-economic status, it

should be respectable and not involve them in un-Islamic activities. (p. 239)
in another article, Basit (1997) concluded that young Muslim women receive ambiguous
messages about freedom from home and school. They feel ambivalence about various
features of their Asian and British ethnicities, adopting and rejecting various aspects from
both. Basit found that most of the young women desire more freedom than is allowed by
their parents, but eschew what they see as too much freedom that British girls are

allowed. Basit observed,
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...the main objective of the [Muslim] patents seems to be to enculture the girls to
become effective members of British society, without losing their Islamic
religion, Thus, these parents are helping their danghters to construct a British
Muslim identity by means of a subtle combination of freedom and control. (p.

435)

Basit also observed that “while teachers are not racist, a misinterpretation of
religio-cultural values is not uncommon™ (1997, p. 436). The teachers tended to form
stereotypical impressions about the young women’s desire for more freedom that, in fact,
did not reflect their true feelings. Basit cautioned against stereotyping Muslim females
and suggested that “more contact and dialogue between the ethnic majority and ethnic
minority groups is crucial” (1997, p. 438).

In North America, research has followed similar lines of inquiry. In a qualitative
study of three adolescent Muslim females, born and raised in the United States, Sawar
Sharif and Yasmin Nighat (1997) found that the young women led bifurcated lives
characterized by feelings of being marginalized by their otherness. This research,
influenced by a postmodem perspective, concluded that schools needed to include a plan
for expanding multicultural understanding and appreciation. Popular culture
representations of Muslims, as well as patriarchy in the home, tended to reify their
identities as “other.” Each of the young women assumed different identities at home and
at school. One of the najor conclusions of Sharif and Nighat’s study is that it is necessary
for schools to employ a multicultural education philosophy and to play a central role in
assisting marginalized youth to cross identity borders, affirm their voices, and live

multifaceted lives.
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Jasmin Zine (2001) conducted an ethnographic analysis of the experiences of
seven Muslim youth in Toronto public schools and three parents who are consciously
committed to maintaining their religious identity. They developed strategies using
religiosity as an anchor to face the challenges of displacement, “Islamaphobia,” peer
pressure, and racism. Zine concluded that,

[R]eligious identification and the coalescence of Muslim students within schools

served to anchor their sense of identity and provided a framework for resisting

social pressures that threatened to rupture their distinct lifestyles. The interplay
between the strategies of so_cial interaction and social distance, as well as
students’ negotiations of ambivalence and role performance for these students,
helped to reinforce boundares of religious identification. These various strategies
were used by Muslim students to avoid assimilation and maintain their religious

identities as sites of spiritual praxis as well as resistance. (p. 421)

Only Jean S. Phinney at California State University and several associates have
adopted Marcia’s paradigm to investigate specifically ethnic identity formation. These
studies did not include Muslim students, but are relevant for both the methods employed
and for the findings on the process of identity formation in minority groups. In a 1989
study of Asian-American, Black, Hispanic and White subjects, tenth graders aged 15 to
17, Phinney found that among minorities, one-half had not explored their ethnic identity
(Marcia’s diffusion/foreclosure stage); one-quarter were involved in exploration

(moratorium), and onc-quarter were committed to an ethnic identity (achievement).
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In a 1988 study, Phinney and Tarver found in interviews with Black and White middle-
class eighth praders that Black females were particularly involved in an ethnic identity
search.

In other studies on ethnic identity, Phinney, Romero, Nava, and Huang (2001)
found that indigenous language proficiency and in-group peer interaction were predictors
of stronger ethnic identity. Tn a 1999 study, Roberts, Phinney, Masse, Chen, Roberts, and
Romero found that the process of exploration of one’s own ethnic identity, as well as
those of other ethnicities, leads to a positive ethnic identity and to insight into the
meaning of ethnicity in a diverse culture. The reseamhers also found that “ethnic identity
is positively related to measures of psychological well-being such as coping ability,
mastery, self-esteem and optimism, and negatively to measures of loneliness and
depression” (p. 301).

The present study follows in the tradition of many of the above inquiries in its
qualitative research methods. Many previous studies focused on women, not adolescents,
or on male and female participants. Only Phinney and her associates, however, were
working in the tradition of Erikson and Marcia; most were working in a postmodernist,
multicultural tradition, examining ethnic identity and/or religious identity. It is of
particular interest to understand how the normal developmental process of adolescent
identity formation intersects with the experience of being uprooted and displaced to a
very different religious and ethnic culture. The heuristic value of Marcia’s paradigm and
the semi-structured interview is to provide a different lens to view many of the same
1ssues explored in the above studies. Do the young women simply assume a role ascribed

or assigned to them by their parents, their community, and their religion, or do they
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embark on a search for their individual identity? Are they torn by two cultures? Findings
of the present study and implications thereof are discussed in chapters IV and V. In the
next section of this chapter, I examine some of the educational policies addressing ESOL
(English for Speakers of Other Languages) instruction and I.LEP (Limited English
Proficient) students. Most of those policies address only the acquisition of English

language skills.

Educational Policies Regarding Refugees

In an attempt to find literature on educationat policy addressing refugees, 1
discovered that little is available. The preponderance of the literature addresses English
language acquisition. Most educational policy publications have been produced in Great
Britain, Australia, and Sweden. Still those publications primarily focus on language
acquisition, adjustment, acculturation, and dealing with grief and loss. Little has been
written on educational and vocational planning, counseling, and instruction. Virtually
nothing has been produced in the United States. An Australian study found that
provisions for carcer education were unsatisfactory for all students, but were especially
deficient for those born overseas (Davis, 1986).

In a book entitled, Educational Interventions for Refugee Children, Hamilton and
Moore (2004) mentioned career and vocational services only once, listing the topic along
with other services needed by refugees, including medical, housing, and educational
services. No further explanation or expansion on those vocational services was included.
In Best Practices for Social Work with Refugees, Potocky-Tripodi (2002) provided a

section on “Enhancing Human Capital” in which she called for job search assistance, job
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coaching, mentoring, self-employment assistance, vocational education, carcer
counseling, and recertification assistance. (pp. 404-407) This section focused on the
adult refugee population with no stipulations for adolescents or acknowledgement of
differences presented by females, especially females from Muslim or other traditional
cultures, Potocky-Tripodi noted in the section on “Academic Achievement of Children”
that “children of immigrants are ambitious. Two-thirds aspire to advanced degrees and
one-fourth would be dissatisfied with less than a college degree” (p. 231). Still, nowhere
in her best practices did she call for the schools to provide educational or vocational
planning or counseling for refugee or immigrant children or adolescents.

Language acquisition is the main focus of the literature on educational policy.
Most everything else, including educational and career counseling, is addressed as an
“equal access” issue. In the location where the present study was conducted, the LEP
Plan does not address the issue of educational and career counseling, The School
Administrators’ Guide to the ESL Standards (Buchanan, 2001), published by Teachers of
English to Speakers of Other Languages (TESOL), Inc., addresses only three student
goals: a) to use English to communicate in social settings, b) to use English to achieve
academically in all content areas, and c) to use English in socialiy and culturally
appropriate ways. It does not have as a goal to use English in a work-place setting, for
resume preparation, for job applications, or for seeking post-secondary education
admission,

The issue of equal access to educational services is directly affected by the
landmark lawsuit of the League of United Latin American Citizens (LULAC); Aspira of

Florida, The Farmworkers’ Association of Central Florida; Florida State Conference of
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NAACP Branches; Haitian Refugee Center; Spanish American League Against

Discrimination (SALAD); American Hispanic Educators Association of Dade (AHEAD),
and Haitian Educators’ Association; Carolina M.; Claudia M,; Delia M.; Lydie L.;
Sammy L.; Seth L.; and Juan Carlos G. (Plaintiffs) vs. Florida Board of Education and
Florida Department of Education; Honorable Bob Martinez, Governor, Chairman of the
State Board of Education; Jim Smith, Secretary of State; Bob Butterworth, Attorney
General; Tom Gallagher, Treasurer and Insurance Commissioner; Gerald A. Lewis,
Controller; Doyle E. Conner, Commissioner of Agriculture, and Betty Castor,
Commissioner of Education, Executive Officer and Secretary of the Board of Education
{Defendants).

This case is commonly referred to as LULAC vs. Board of Education (1990). The
case set a precedent “regarding children’s rights to equal education opportunities.” It
further stipulated that “All students with limited English proficiency (L.E.P.) must be
appropriately identified in order to ensure the provision of appropriate services” (Section
L, A.). The lawsuit agreement turther stipulated that all school districts must have in
place an LEP Plan, make annual reports, and be evaluated periodically on their
compliance.

A 1985 U.S. Government document, Fducating the Minority Language Student:
Classroom and Administrative Issues, includes one paragraph on “Education/Career
Needs” with one sentence addressing those needs: “For students who are not aware of the
variety of career choices available to them, a career education or career awareness
segment in the curriculum could be instituted” (Predaris, 1985, p. 33). In the same

document, it is recommended as a goal that school districts



49

develop partnership relationships between the local education agency, public and
private service providers, business and industry, and civic and social service
organizations ... for the comprehensive delivery of health-, social-, cultural-, and
employment-related services to minority language populations as well as to the
total community. (Bender, 1985, pp. 60-61)
An article in the Journal of Counseling and Development, specifically addressing
The Afghan Refugee Client, addressed the adjustment problems of the male head of
household in coming to the United States, but gave little attention to female adjustment
issues, and gave no attention to the problems of educational and career planning or
counseling, This excerpt provides an example of the general orientation of the article;
The father was not able to put his daughter’s desire to go to school in the context
of her career development or her self-actualization. Rather, he described it as a
repudiation of the family: “Why does she want to leave us and her brothers?” This
parental attitude often fills young men and women with feelings of guilt. They
become disillusioned and fail to carry out a more optimal career plan. Although
this attitude toward youngsters is articulated for both sexes, there seems to be
much more tolerance shown young men. (Firling, 1988)
This passage also provided some insight into the problem of identity formation for young
women and the manner in which it may differ from the experience of a young man.
However, it provided no insight into counseling specifically engaging the female client.
The major focus remains on the father in the family.
Thus, educational policy makers and practitioners have largely focused on the

acquisition of English for the LEP students. All other issues appear to fall into the
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category of equal access. Unfortunately, without explicit direction concerning the issue of
educational and career guidance, it tends to become overlooked.

This chapter has presented a review of information and research on Identity
Formation theory, the background of refugees, research on Muslim female adolescents,
and educational policy regarding the important area of educational and vocational career
planning and counseling for refugee students. In the next chapter, I review the

methodology used in this dissertation.
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Chapter ITI: Methodology and Methods

Studying identity in adolescence is not a task for the methodologically
hypersensitive. (Marcia, 1980, p. 159)

Science condemns itself to failure when, yielding to the infatuation of the serious,

it aspires to attain being, to contain it, and to possess it; but it finds its truth if it

considers itself as a free engagement of thought in the given, aiming, at each

discovery, not at fusing with the thing, but at the possibility of new discoveries;

what the mind then projects is the concrete accomplishment of its freedom.

(Beauvoir, 1948, p. 79)
Methodology

As Sandra Harding discussed in her chapter titled “Is There a Feminist Method?”
(1987), a distinction must be made between methodology and method. This chapter
initially addresses methodology, which Harding defines as “a theory and analysis of how
research does or should proceed,” then the researcher as instrument, and finally the
method, again quoting Harding, “a technique for (or way of proceeding in) gathering
gvidence” (p. 3). As a presage, let me provide Harding’s answer to the above question:
Harding writes that one practices not a feminist method, but employs feminist analyses
and epistemologies.

The inquiry reported here—how adolescent Muslim female refugees achieve their

identity in the United States——exists at an nexus of gender and ethnic/“race” positions. I

examined how young Muslim female refugees negotiate their various roles at home, in
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school, and in the community; how they understand their changed lives after being
transplanted to the United States; and how they conceive their evolving identity as
females, Muslims, and aduits. I sought to construct an understanding of the larger issues
by examining the particular cases (Bogdan & Biklen, 2003). In this project 1 wanted to
answer the research questions using qualitative methods and a feminist epistemology.
Jirgen Habermas (1988) stated, “the phenomenological approach leads to an
investigation of everyday life-practice” (p. 95). This approach is evidential, descriptive,
reflective, and interpretive. This characterization expresses the process I used in
gathering data, describing informants and settings, and reflecting on the individual and
larger meanings of the data collected.

This information would be exceedingly difficult, if not impossible, to capture
using quantitative research methods. Habermas supported the use of the qualitative, or
hermeneutic, method in this way: “Paul Lorenzen (Methodisches Denken, 1968) has
outlined the transcendental framework of the object domain of physics in the form of a
protophysics, that is, a nonhypothetical theory of time, space, and mass™ (1988, p. 97).
Habermas contrasted this protophysics, or protoécience, with the social sciences which he
believed could not achieve the same kind of hard, predictive quality of physics. Because
of this non-predictive quality of the social sciences, Habermas maintained that what is
called for in what he names the “action” sciences is a phenomenological and interpretive,
hermeneutic, method:

The standards of measurement that we develop for interviews, participant

observation, and experiments in order to produce ordered data (behavior and

symbols} do not establish anything like a transcendental framework.... For this
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reason, in the sciences of action there is no theory of measurement that would

preexplicate the relevant segment of possible experience as protophysics does for

nature.... Therefore the relationship between objects that have been identified as
something in communicative experience, on the one hand, and measured data, on
the other hand, must be established after the fact. The relationship is not

predefined by the measurement operations themselves. (1988, p. 102)

In the present study, I employed a feminist epistemology in that I made inquiries
into the lives of females from their own point of view and the concerns that are particular
to their gender, Feminism enters the research process at the level of analysis and,
specifically, in the choice of epistemologies, the theories of knowledge, employed in that
analysis (Harding, 1987). “Feminist researchers have argued that traditional theories have
been applied in ways that make it difficult to understand women’s participation in social
life, or to understand men’s activities as gendered (vs. as representing ‘the human’)”....
[A feminist epistemology] “answers questions about who can be a “knower” (can
women?)” (Harding, p. 3). Alcoff and Potter (1993) complicated this straightforward
definition by pointing out that feminist epistemology “marks the uneasy alliance of
feminism and philosophy, an alliance made uneasy by this contradictory pull between the
concrete and the universal ” (p. 1). This seems to mirror the uneasy alliance between
qualitative inquiry and social science, the use of the specific case to make inferences
about the general population. However, feminist inquiry follows in the evolving tradition
of other “underclass" approaches, such as Black and Latino Studies, “in insisting on the
importance of studying ourselves and ‘studying up,” instead of ‘studying down’ ”

(Harding, p. 8). Discussing the phenomenon of “studying down,” Gallegos-Castillo
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(2002) pointed to the eéxample of Latinos: Much of previous social science research
“views Mexican culture and Mexican adolescents as burdeﬁed by certain pathological
behaviors, orientations, and values that inhibit social mobility and success ” (p. 4). The
model is one that she considers to be “stereotypical and racist.” Those pitfalls,
stereotyping and racism, could hamper the non-Muslim researcher studying Muslim
women if the researcher held preconceived ideas and judgments about Muslim cultures.

Sociologists Marcia Millman and Rosabeth Moss Kanter (1987) make an
argument for a specifically feminist perspective in the social sciences. The reasons they
believe such a perspective is useful include:

1. Important areas of social inquiry have been overlooked because of the use of
limited field-defining, often male, models.

2. Social research has often focused on the public, official, highly visible actors and
situations, while more invisible spheres of social life may be equally important.

3. Sociology often assumes that men and women comprise a single society, when
they may in reality inhabit very different social worlds.

4. Gender—male or female-—may be overlooked as an important factor in behavior.

5. By explaining the status quo, social science may, in fact, provide rationalizations
for unequal power distributions.

6. Some methodologies (frequently quantitative) and research conditions (such as
having male social scientists studying areas involving women) may systematically
prevent the elicitation of certain kinds of information. (p. 31-35)

Taking into consideration the above list of caveats delimiting good methodology,

I opted to employ feminist methodology—theory and analysis—because that
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methodology seemed best to fit the participants and the data I coliected. The research
procedures and analysis provided space for the heterogeneity within the female Muslim
population, the multiple social identities each young woman assumes within and across
the primary social worlds she inhabits, as well as her developing adult identity. The
researcher must, of course, interpret all those data.

As Merriam noted, “A major concern in all research is the validity,
trustworthiness, or authenticity of the study” (2002b, p. 422). Several strategies
supported validity or “structural corroboration” (Eisner, 1998, p. 10) in this research:
data from multiple sources, including primarily the interviews with the participants;
observations of their appearance, tone and demeanor, meetings with parents; interviews
with the participants’ English teachers; and examination of grade and attendance records,
In order to maintain validity, I sought to avoid making pre-judgments on the data. When I
found data that conflicted with the research literature, I was prepared to recognize those
divergences. The reporting of discrepancies between the literature and one’s own findings
Merriam termed, “having to handle the unanticipated encountered in the field.” It is
important to “stave off the tendency to draw conclusions prematurely and be flexible and
adaptive” (p. 423).

As a final strategy to build validity into the data collection and analysis, I heeded
the advice of Worthen:

[In phenomenological analysis] you look for meaning in the data and for its

repetition and redundancy across cases. You see whether there are patterns to the

data, and whether you can match the data with the emerging meaning and take the

meaning and impose it back on the data to see whether it holds up.” (2002, p. 140)
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I did, indeed, find repetition and redundancy across cases as well as themes and patterns,

which are reported in chapter V.

Personal Background

The present research grew naturally out of my work as Director of Education for
Refugees, creating and administering educational and cultural adjustment programming
for refugee youth and adults uynder the auspices of a refugee resettlement and social
services agency. If also continued my interest in women’s issues and connected with my
former position with the state department of education with funding from the Carl D.
Perkins program to promote gender equity in education and vocational training and
educational services to displaced homemakers, single parents, and single pregnant
women. I have been concerned with education for underserved populations i
formulating policy, writing and monitoring grants, and creating programming for over 10
years. |

Before beginning this research, T had had extensive experience with the schools,
particularly the ESOL center schools. The refugee education programs for youth
benefited from regular meetings with school personnel at the district and the school level.
I was acquainted with many of the administrators and teachers; T had observed several
ESOL classes prior to initiating this research. I made site visits to the school liaisons in
their assignments in two high schools, two middle schools, and three elementary schools.
The leader of another refugee resettlement agency and I organized a district-wide task
force comprised of major stakcholders working with refugee and immigrant youth. This

task force focused on school attendance, behavior problems, and the high drop-out rate
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among refugee and immigrant adolescents. The task force included representatives from
the School Attendance Office, the State Attorney’s Office, the Sheriff’s Office,
resettlement agencies, and recreational and social service providers, as well as teachers,
school administrators, the school liaisons, apartment managers where concentrations of
refugees lived, and refugee students and parents. The meetings produced several
recommendations and interdictions directed at reducing some of the articulated problems.
A final report, with action plans, was published and distributed to the School Board, to
other ESOL center schools, and to other appropnate persons and agencies.

AS the program director for the refugee youth programs, 1 did not provide direct
services to clients, but I became acquainted with and had on-going interactions with
many adolescent Muslim youth and their families. The youth program provided intensive
English for Speakers of Other Languages (ESOL), cultural adjustment, and socialization
classes for newly arriving refugee youth from all over the world.

After the September 11, 2001, attacks on the United States, the government
abruptly halted the entry of refugees. Since that time the United States has admitted only
a very small fraction of the previous number of entrants. Because of the diminished
numbers, this preparation class was suspended, but the agency still provided a similar
program in the summer to assist enrolled high school refugee students with English,
math, geometry, cuitural adjustment, and recreation. After some weeks or months in these
classes, the refugee youth then enrolled in the public school system, usually assigned to
one of the high schools designated as centers for providing ESOL. At that ESOL center
high school, students normally entered those special English classes and continued to be

served as clients by one of the resettlement agency staff, a school liaison, to support their
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continuing adjustment and language acquisition. The school liaisons, located at seven
such ESOL center elementary, middle, and high schools, facilitated communication
between the schools and the parents; involved parents in their children’s education;
assisted with any problems that arose with those students in the schools; provided after-
school tutoring; and generally acted as case-workers and problem-solvers, These school
and summer programs have been funded by grants from the Department of Children and
Families, ORS, and by additional private foundations,

After the recent resettlement of many young women of Muslim faith into the
community, I became interested in how these particular young women formulated and
negotiated their own sense of identity within their new community, within their families,
and within the public school setting in the United States. Some of the Muslim women
appeared to come from very traditional Muslim families, some from moderately
traditional families, and some from much less traditional families. At the same time that I
was developing programs for refugee youth and completing coursework for the doctorate,
I read Catherine Raissiguier’s study, Becoming Women/Becoming Workers: Identity
Formation in a French Vocational School. Raissiguier’s inquiry concerned young women
of North African origin matriculating in a vocational school in Paris. This study
influenced me to observe more closely the process of identity formation that Muslim
female adolescents were experiencing in a new light. I was interested in how the young
Muslim women negotiated the varying cultural codes they received from their families,
peers, and communities. How did they accommodate both inwardly and outwardly the

dynamic processes of socialization and acculturation?
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During the last few years, I have observed young Muslim women dressed
in varying degrees of traditional Muslim and Western clothing. Some young
women, when out in public, wear a heavy full-length gray, navy blue, or black
coat (chaddor) and heavy cloth head-covering (hijab). Other Muslim women wear
a variety of clothing, including a full-length dress, skirt or pants, a long-sleeve
blouse or shirt, and a scarf covering the head and neck. Still others dress in
common Western-style clothing, including blue jeans, and do not cover their heads
except to enter the Mosque or for prayer. I have not encountered any women in
this community who wear a veil, although T am aware that that custom is practiced
in some other U.S. cities.

From my experiences in speaking with and observing the young women
and their actions, there seemed to me to be some correlation between the outward
clothing choice and the behaviors of the young women—including their freedom
to come and go without a male family escort, their interaction with males in the
classroom, and their willingness or perhaps ability to participate in play and game
activities. This observation helped me to shape the cohort T wanted to study, thus I
selected a group of young women who represented a variety of clothing choices,
which may represent their interpretation and their commitment to their religion
and culture.

This section has provided some of the background and experience [ brought
to this study. The next section addresses more theoretically the role of the

rescarcher as instrument and issues that interface with the interpretational act.
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Researcher as Instrument
I am a man: I think nothing that is human is alien to me. [ Terence (Publius

Terentius Afer), 154 B.C.]

Should the white researcher stay at home? (Kaye I. Haw, 1996)

What constitutes the reflective practices and ethical issues that arise frqm my
conducting cross-culture research? Harding (1987, p. 9) wrote that “the best feminist
analysis”—and T would amend, the best fill-in-the-blank analysis—*“insists that the
inquirer her/himself be placed in the same critical plane as the overt subject matter,
thereby recovering the entire research process for scrutiny in the results of the research.”
This is to be done in the manner

not [of] soul searching, ... but [is to be] explicitly told by the researcher what

her/his gender, race, class, culture ... and sometimes how she/he suspects this has

shaped the research project.... Thus the rescarcher appears to us not as an
invisible, anonymous voice of authority, but as a real, historical individual with

concrete, specific desires and interests.” (p. 9)

Thus, with the intention-—not of soul searching— but of being explicit about my
bias, my entry position, my desires and interests, 1 shall proceed. First, allow me to
restate that I worked with and created educational, recreational, and cultural adjustment
programming for this population of young Muslim females and other refugee groups for
almost 4 years. Therefore, T entered into this inquiry with forethought and concern for the
participants and with the hope of obtaining information that would improve educational
and resettlement practices. My biases included my commitment not to exploit these

young women in any way, nor to make their lives more difficult. { did not want to engage
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in what Foucault called “dividing practices,” which he described as “the objectivizing of
the subject ... [in which] the subject is either divided inside himself or divided from
others. This process objectivizes him. Examples are the mad and the sane, the sick and
the healthy, the criminals and the ‘good boys™”’ (Foucault, 1982, p. 208). I strove not to
approach the participants in the binary conceptualization of “us” and “them,” thinking
that dominated much social science inquiry until recent times. I sought to establish a
partnership in inquiry, not an objectification that sees the patticipants as “objects” to be
manip