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Abstract

Orfield, C. (2021). Culturally Relevant Pedagogies and Literacy Programs For
Newcomer Somali High School English Language Learners.

For over 30 years, Somalis have fled dire situations in Somalia in search for a better life
in the United States and other countries of asylum. As Somali students enroll in schools
in the United States, they must learn the new culture as well as the English language.
Many of these students are grade levels behind in the English language. This capstone
project uses a synthesis from a literature review and the creation of a website in order to
answer the question: What are the most successful pedagogies to use with newcomer
Somali high school English Language Learners to bring them to grade-level English
reading proficiency as quickly as possible? The answer to this question is to employ a
combination of culturally relevant pedagogy and a literacy program in order to teach
newcomer Somali high school English language learners English and bring them to
grade-level proficiency.
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“We teach what we value”.
- Gloria Ladson-Billings
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CHAPTER ONE
Introduction to the Capstone
Chapter Introduction

As of 2019, there are approximately 3,247 high school-aged Somali students
living in Minnesota who migrated from East Africa (U.S. Census Bureau, 2019). When
Somalis migrate to the United States, there exists an undeniable culture shock, which can
precipitate several issues. As Kruizenga (2010) explained, “This influx of [Somalis] from
a very unique culture, arriving with little knowledge of English, has challenged the
current school system to address the social, emotional and educational needs of the
Somali children and families” (pp. 2-3).

Many Somalis begin their immigration journey from refugee camps in Kenya,
Ethiopia, and Yemen. While living in these camps, access to education is extremely
limited. Dryden-Peterson (2015) stated, . . . many refugee children experience frequent
disruptions and limited access to schooling. The enrollment rates of refugee children fall
far below those of other children globally, and disruptions may leave behind their
age-appropriate grade level” (p. 1). Depending on how long a child has not had formal
schooling, can be indicative of the number of grade levels needed to catch up with other
students their age. This may prove to be a difficult task for educators, yet one that is
crucial for academic success, and social and emotional development of students.

To address these deficits, my project focused on one major question: What are the
most successful pedagogies to use with newcomer Somali high school English Language
Learners to bring them to grade-level English reading proficiency as quickly as possible?

I chose to create a website that educators, administrators, and any other personnel



working with newcomer Somali high school English language learners can use to support
the literacy and social emotional needs of newcomer Somali students.
Chapter Overview

The purpose of this capstone project is to explore effective pedagogies focused on
culturally responsive teaching, as well as successful literacy programs to use with
newcomer Somali English language learners in a high school setting. For this capstone,
successful literacy programs are generally referred to as programs utilized by educators to
increase student English literacy. This project sought to uncover the capstone question:
What are the most successful pedagogies to use with newcomer Somali high school
English language learners to bring them to grade-level English reading proficiency as
quickly as possible? Chapter One provides a detailed explanation for the inspiration
behind my project through personal and professional connections. Following these
explanations, I establish abbreviations for specific vocabulary found throughout the rest
of this paper, including definitions for each of the terms. Finally, the chapter summarizes
the rationale behind the project, and outlines the remaining chapters of this paper.
Personal Connection

My interest and devotion to literacy began in elementary school. At 4 years old, |
taught myself how to read. I loved reading and read anything and everything I could get
my hands on. My adoration of reading came to a halt when I was around 10 or 11 years
old, when I began reading longer and more complex literature in school. With complexity
in literature comes the importance of comprehension, which I lacked. This was a
frustrating period in my life for not only myself, but for my parents as well. They were

watching me as I struggled to understand what I was reading and were unaware of how to
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help. Luckily, my mom recognized the severity of the situation and promptly worked
with my teachers over the course of six to seven years during middle and early high
school to get me the support I needed to increase my reading comprehension.

In hopes of increasing my reading comprehension, I was forced to go to Kumon, a
learning center, once a week for a year starting in ninth grade. At the time I felt as though
I was being coerced into going to Kumon, but would come to realize later the impact this
had on my reading. Every week I dreaded going because I loathed the work that was
required of me, and I felt humiliated sharing the same space as elementary-aged children,
also working to improve their reading abilities. When a person is 15 years old, they do
not tend to appreciate the support received from family. Looking back, I now know that
my parents made the right decision in sending me to Kumon. My experience at the
learning center proved to be beneficial, yet not a permanent fix to my reading
comprehension deficit. It would not be until my undergraduate career, that I was able to
truly hone my skills in reading comprehension. Since I had struggled with reading
comprehension as a native speaker of English, I began to surmise the difficulties
non-English-speaking students would experience, including reading comprehension. This
aided in serving as one of the impetuses for my capstone question: What are the most
successful pedagogies to use with newcomer Somali high school English language
learners to bring them to grade-level English reading proficiency as quickly as possible?
Professional Connection

I have two professional connections to literacy and newcomer Somali English
Language Learners. During part of my undergraduate career, I was in a sorority where the

chapter’s philanthropy was centered around literacy. This proved to be a wonderful
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endeavor for me, that turned into weekly reading sessions with children at a local
elementary school. Inadvertently, I was teaching these children how to read. At this point
in my undergraduate career, [ was studying communications and had no intention of
going into the teaching field, however, my experience working with children inspired me
to change my focus to education. The fact that I had been working with children of
various capacities in the past made it an easy and more enjoyable task.

In September of 2020, just a few short weeks after starting my first teaching job
as a licensed English Language Learner teacher in a charter school in St. Paul,
Minnesota, a new student joined the high school. This student will be referred to as
Naima. Naima was a 17-year-old Somali student who had been in the U.S. for four years
and had attended a Kindergarten through eighth grade school elsewhere in Minnesota.
Despite living in the United States for 4 years, Naima’s English language proficiency was
comparable to that of a newcomer student. Reading and understanding English at a
pre-Kindergarten level, Naima’s case challenged me in my role as a new English
Language Learner teacher and a former struggling reader myself. The English Language
Learner team quickly found out that this student lacked many of the basic skills needed to
read. These skills included having the basic concept of print, a rudimentary knowledge of
phonics, and a fundamental understanding of the English alphabet. With this knowledge
and experience at the forefront of my mind, along with my personal experiences as a
child struggling with reading comprehension, my capstone question manifested: What are
the most successful pedagogies to use with newcomer Somali high school English
language leaners to bring them to grade-level English reading proficiency as quickly as

possible?
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Vocabulary & Definitions
For the purposes of this capstone, the following abbreviations for certain
vocabulary words will be used: English language learner (ELL)/English language
(EL)/English as a Second Language (ESL) student, EL/ELL/ESL Teacher, newcomer
students (NCs), native language (L1), students with limited or interrupted formal
education (SLIFE), Culturally Relevant Pedagogy (CRP), Culturally Responsive
Teaching (CRT), and Culturally Sustaining Pedagogy (CSP).
English Language Learner (ELL)/English Language (EL) Student/English as a
Second Language (ESL) Student
Several terms exist to describe a student learning English: English language
learner (ELL), English language (EL) student, or English as a second language (ESL)
student. The Office of the Revisor of Statutes for the State of Minnesota (2020) used the
acronym, ELL, in its definition of this type of student:
A pupil in Kindergarten through grade 12 or a pre-Kindergarten student enrolled
in an approved voluntary pre-Kindergarten program . . . or a school readiness plus
program who meets the requirements under subdivision 2a or the following
requirements: 1) the pupil, as declared by a parent or guardian first learned a
language other than English, comes from a home where the language usually
spoken is other than English, or usually speaks a language other than English; and
2) the pupil is determined by a valid assessment measuring the pupil's English
language proficiency and by developmentally appropriate measures, which might
include observations, teacher judgment, parent recommendations, or

developmentally appropriate assessment instruments, to lack the necessary
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English skills to participate fully in academic classes taught in English. (Minn.

Stat. § 124D.59, Subd. 2)

In the education field, the term ESL is archaic and not representative of students
where English is their third or even fourth language. Throughout the rest of this paper, I
will be using the acronym, ELL, to refer to students learning English.

EL/ELL/ESL Teacher

EL/ELL/ESL teachers “Work with English Language Learners . . . to help them
acquire fluency in English, both spoken and in the written word” (““What is An ESL
Teacher?”, n.d., para. 7).

Newcomer Student (NC)

A newcomer student is a student who was born outside of the United States and
has immigrated within the past five years to the United States with their family
(Rance-Roney, 2009, para. 7; U.S. Department of Education, 2016, p. 1).

Native Language (L1)

A person’s native language, first language, or primary language, is the first
language or dialect that is learned or used by the parent or guardian of a child (Wisconsin
Information System for Education, n.d.).

Students with Limited or Interrupted Formal Education (SLIFE)

According to the Office of the Revisor of Statutes for the State of Minnesota
(2020), a SLIFE individual is:

An English learner with an interrupted formal education who meets three of the

following five requirements: 1) Comes from a home where the language usually

spoken is other than English, or who usually speaks a language other than
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English; 2) Enters school in the United States after grade 6; 3) Has at least two
years less schooling than the English learner’s peers; 4) Functions at least two
years below expected grade level in reading and mathematics; 5) May be
preliterate in the English learner’s native language. (Minn. Stat. § 124D.59, Subd.
2a)

Culturally Relevant Pedagogy (CRP)

Culturally Relevant Pedagogy centers around this idea: ““ . . . [To] produce
students who can achieve academically, produce students who demonstrate cultural
competence, and develop students who can both understand and critique the existing
social order” (Ladson-Billings, 1995b, p. 474).

Culturally Responsive Teaching (CRT)

Culturally Responsive Teaching (CRT) means, . . . Using the cultural
knowledge, prior experiences, frames of reference, and performance styles of ethnically
diverse students to make learning encounters more relevant to and effective for them”
(Gay, 2018, p. 36).

Culturally Sustaining Pedagogy (CSP)

“Culturally Sustaining Pedagogy . . . support[s] multilingualism and
multiculturalism in practice and perspective for students and teachers . . . [and] seeks to
perpetuate and foster—to sustain—linguistic, literate, and cultural pluralism as part of the
democratic project of schooling” (Paris, 2012, p. 95).

For the purposes of this paper, I will be using the acronym CRP to refer to CRT,

CSP, and CRP collectively unless explaining each term separately.
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Rationale

Professional experiences with literacy and the Somali population piqued my

interest in unearthing the most efficient means of teaching English to NC Somali high

school ELLs. This led me to ask: What are the most successful pedagogies to use with NC

Somali high school ELLs to bring them to grade-level English reading proficiency as

quickly as possible? The rationale behind this capstone project stems largely from

government legislation. In December of 2015, President Barack Obama signed the Every

Student Succeeds Act (ESSA) into law allowing more opportunities for success for all

students in the United States (“Every Student Succeeds Act”, 2015). ESSA covers several

important provisions including:

Providing protection for high needs students;

Mandating all American students be taught using a rigorous pedagogy that
prepares them for college and careers;

Student success and academic progress is monitored through statewide testing to
ensure high academic standards;

Supporting and encouraging evidence-based and place-based interventions
through local avenues;

Sustaining efforts to provide excellent preschooling;

Taking initiative to support low-performing schools in order to increase academic
achievement (“Every Student Succeeds Act”, 2015).

The provisions in this Act impact ELLs both positively and negatively. Some of

the positive outcomes of the Act are that “It’s easier to track EL[L] progress now that

statewide entrance and exit procedures for EL[L] services are standardized throughout
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the state, and EL student monitoring has been improved . . . ” (August & Haynes, 2020,
para. 3). On the other hand, ESSA has created challenges for ELLs, where “States will
have more responsibility for establishing their own accountability systems . . ., [and]
ESSA is more explicit about teacher preparation, stressing the importance of preparing all
teachers to educate English learners” (August & Haynes, 2020, para. 4).

Chapter Conclusion

The combination of my personal connection, professional connections, and the
role of ESSA from Chapter One has helped to formulate my research question for this
capstone project: What are the most successful pedagogies to use with NC Somali high
school ELLs to bring them to grade-level English reading proficiency as quickly as
possible?

In Chapter Two, I provide an overview of African immigrants including Somali
immigrant educational needs, a discussion of culturally relevant pedagogy, and a
thorough description of a variety of literacy programs targeted for NC Somali high school
ELLs. Chapter Three provides an overview of the methods used in developing a website
that provides a resource for administrators and teachers who work with NC Somali
students as my capstone project. Finally, Chapter Four features my reflection surrounding

the process of completing the project in its entirety.
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CHAPTER TWO
Review of Literature
Chapter Introduction & Overview

The purpose of this capstone project is multifold: firstly; to better understand
African immigrants including Somali immigrant educational needs, second; to increase
awareness and importance of culturally relevant pedagogy (CRP), and finally; to help
educators select the best literacy program for newcomer (NC) Somali high school English
language learners (ELLs).

In this literature review, the following themes are further explored: Somali
immigrant educational needs, CRP, and a comparison of literacy programs used for
ELLs. These themes assist in better understanding the capstone question: What are the
most successful pedagogies to use with NC Somali high school ELLs to bring them to
grade-level English reading proficiency as quickly as possible?

African Immigrants

There has been a lack of research surrounding African immigrants. According to
Rong and Brown (2002):

Black immigrants have been considerably less researched compared to

immigrants of other racial ethnic groups, and immigrants from Africa have been

especially excluded from research on issues encountered by Black immigrants.

The lack of research on Black immigrants denies the American public and

American policy makers opportunities to explore the many urgent and intriguing

issues concerning Black immigrants; as a result, the special needs of these

immigrants have been neglected. (p. 249)
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As Rong and Brown (2002) found in their research on African immigrant
children, the dearth of research conducted on the topic has created a gap in developing a
substantial understanding of the numerous cultures of which African immigrants are a
part. This includes addressing the most pressing needs of these populations as they
assimilate with the American culture, all while maintaining their cultures and traditions.
By shedding light on the limited amount of research surrounding African immigrants, the
inspiration and necessity to conduct further research will be exemplified.

Somalis have been fleeing deplorable conditions in Somalia, due to civil unrest,
for over 30 years. This has induced a wave of migration to neighboring countries in East
Africa, to Europe, and to the United States (Lewis, 2009). Many Somalis come from
refugee camps scattered throughout various countries in Africa. While in refugee camps,
access to many basic needs may fall short. These needs include food, clothing, and
shelter. Some refugee camps also do not provide schooling for children. When these
children arrive in the United States, they are, unsurprisingly, at varying levels of English
proficiency. These children are what the education field considers students with
interrupted formal education (SLIFE).

In an interview with Green Card Voices, a young Somali, Abdiwahab (2016),
recounted life prior to arriving in Minneapolis, Minnesota. Abdiwahab grew up in a
refugee camp in Ethiopia and faced hardship including inconsistent work and a lack of
food. They explained, “Some days we work[ed], some days we don’t have work . . . some
people . . . don’t have lunch or breakfast . . . always some children [are] angry or don’t

have work™ (Abdiwahab, 2016, 0:22-0:40).
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Another young Somali, Ahmed (2017), was interviewed by Green Card Voices
about their experience traveling to St. Paul, Minnesota from a refugee camp in Djibouti.
Ahmed would be considered a SLIFE student because they had not had any schooling
except for their mother teaching them how to run a household, which included cooking
and cleaning. It was not until Ahmed and their family migrated to the United States that
the young Somali had begun to attend school. Ahmed had explained during the interview
with Green Card Voices that since never leaving the refugee camp in Djibouti, there was
unfamiliarity with customs and rules outside of the camp. This unfamiliarity, among other
issues, proved to be one of the reasons the journey from Africa to the United States was
so difficult. While on board the airplane during the trip, Ahmed did not know where the
bathrooms were located, how to use them, or even ask where they were because they
knew no English (2:05-2:23). Abdiwahab (2016) and Ahmed’s cases were just two of
many that shed light on the scarcity of resources in camps for Somali refugees.

Two Somali students were interviewed through Green Card Voices (date) which
gave details regarding the unsurprising experiences adolescent ELLs face in the United
States. Not only do adolescent ELLs lack social and emotional competency, but they also
face challenges of acclimating to the routines and structure of the American educational
system. Among these challenges are a lack of knowledge of the American educational
system in reference to certain content areas, as well as acclimating to routines in schools
and general rules and expectations in the United States. In their article, Best Practices for
Adolescent ELLs, Rance-Roney (2007) explained, “[ELLs] . . . have often achieved oral
proficiency but lag behind in their ability to use English for literacy . . . ” (para. 7). This

misfortune may impose problems in school for these ELLs.



20

Somali Immigrant Educational Needs

As with starting a new job or moving to a new state, learning the customs and
rules of a new environment is important for success and inclusion. This draws a parallel
with different ethnic groups when they move to a new country, do not speak the native
language of that new country, and must learn the ways of a new culture. By helping NC
students acclimate to their new culture, they are better prepared to reach grade-level
English proficiency as evident in the capstone question: What are the most successful
pedagogies to use with NC Somali high school ELLs to bring them to grade-level English
reading proficiency as quickly as possible?

Somali Education. Prior to the civil war erupting over 30 years ago, the
educational system in Somalia shared many of the same characteristics with that of the
United States. These characteristics include similar curriculums, with the curriculum in
Somalia being more advanced, and the age at which children begin attending school
(Lewis, 2009). The normal educational pathway that children followed in Somalia prior
to the civil war was four years of elementary school, four years of middle school, and
four years of high school, totaling 12 years of schooling. This differs slightly from the
American educational system where children currently attend elementary, middle, and
high school for a total of 13 years (Lewis, 2009). In the Somali culture, education is
highly valued, and education for boys is prioritized over that for girls (UNICEF, n.d.).
This cultural difference may impose challenges for newly immigrated Somali families
enrolling their children in American schools. Families may be reluctant to send their

daughters to school due to the cultural tradition favoring education of boys over girls.
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The Somali language was solely oral up until 1972 when a written form of the
language was established (Putman & Noor, 1993). For this reason, many Somalis struggle
with reading and writing in English. Due to the fact that the world is becoming more
culturally diverse, it is unsurprising that different cultures will cross paths. It is important
to be familiar with other cultures, especially when living in another country where the
main culture differs from one's own.

Culturally Relevant Pedagogy (CRP)

CRP, CRT, and CSP carry similar definitions and are used somewhat
interchangeably.
Characteristics of CRP

Ladson-Billings (1995b) described CRP as, ““. . . a theoretical model that . . .
addresses student achievement . . . [and] helps students to accept and affirm their cultural
identity while developing critical perspectives that challenge inequities that schools (and
other institutions) perpetuate” (p. 469). In a separate article written in the same year,
Ladson-Billings (1995a) claimed that CRP holds three ideals: “1) Students must
experience academic success; 2) students must develop and/or maintain cultural
competence; and 3) students must develop a critical consciousness through which they
challenge the status quo of the current social order” (p. 160).

Characteristics of CRT

In Culturally Responsive Teaching: Theory, Research, and Practice, Gay (2018)
defined CRT as, “. . . using the cultural knowledge, prior experiences, frames of
reference, and performance styles of ethnically diverse students to make learning

encounters more relevant to and effective for them” (p. 36). Recognizing differences in
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cultures is a cornerstone of learning and education, since students come from various
cultural backgrounds. CRT allows students to feel included in their learning environment
through representation of their own cultures.

There are eight unique characteristics that provide the framework for CRT,
according to Gay (2018). First of all, CRT is validating, meaning that it recognizes the
integrity of different cultures and how a student’s attitude toward learning is affected by
their own culture (Gay, 2018, pp. 36-37). Secondly, CRT is comprehensive and inclusive
(Gay, 2018, pp. 38-39). This second characteristic exemplifies the fact that teachers
employing CRT are teaching “the whole child”, through all aspects of learning: social,
emotional, political, and intellectual, via cultural resources in order to teach aspects of
knowledge, skills, values, and attitudes (Gay, 2018, pp. 38-39). Third, CRT is
multidimensional, in that it covers content set in a curriculum, context of learning,
classroom environment, relationships between teachers and students, particular
instructional techniques, classroom management, and assessment on performance (Gay,
2018, pp. 39-40). The fourth characteristic is that CRT is empowering (Gay, 2018, pp.
40-41). Students are empowered to take control of their learning by adopting a growth
mindset that instills self-confidence. Fifthly, CRT is transformative, meaning that
students’ strengths are amplified through their personal cultural experiences, and learners
are encouraged to embrace their cultures (Gay, 2018, pp. 41-42). Sixth, CRT is
emancipatory, which means students of color are not restrained from thinking despite the
prominent mainstream “canons of knowledge” (Gay, 2018, p. 42). The seventh
characteristic of CRT is its hiumanistic quality, in that the welfare of all individuals of all

cultures are valued (Gay, 2018, pp. 44—45). Finally, CRT is normative and ethical (Gay,
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2018, pp. 45—46). The main idea of this characteristic of CRT is that all students,
regardless of culture or heritage, deserve the same educational opportunities. These eight
characteristics of CRT help to establish the basis of effective teaching of ELLs and all
students.
Cultural Blindness
Description. As mentioned previously, the norm in many American schools is to
teach through a middle-class Eurocentric lens. Curricula are centered around European
views and ideals, including textbooks themselves. Gay (2018) stated, ““ . . . most
textbooks used in schools are controlled by the dominant group (European Americans)
and confirm its status, culture, and contributions” (p. 113). Gay (2018) coined this
Eurocentric platform of instruction and content as cultural blindness (p. 28). For students
arriving from other countries of different cultural backgrounds, this type of teaching is
inaccessible and not inclusive of all learners.
Contributing Factors. Gay (2018) argued that there are several factors that

contribute to cultural blindness:

e (Cultures and heritages should not and do not intersect with education;

e Teachers are ignorant to the fact that many teachings are Eurocentric;

e Teachers are under the impression that racial discrimination results from

recognizing students’ cultures;
e Effective teaching equates to all students receiving identical instruction

and support;
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e Assimilation for individuals of varying ethnicities into the mainstream is
the cornerstone of education, and students should simply “blend in” with
American society (pp. 28-29).
Characteristics of CSP
The literature surrounding CSP has shown that incorporating students’ cultures in
their learning environment through teaching supports academic success (Alim & Paris,
2017; Paris, 2012). According to Paris (2012):
[CSP] . . . supports the value of our multiethnic and multilingual present and
future . . . [and] the term culturally sustaining requires that our pedagogies be
more than responsive of or relevant to the cultural experiences and practices of
young people—it requires that they support young people in sustaining the
cultural and linguistic competence of their communities while simultaneously
offering access to dominant cultural competence. (p. 95)
Furthermore, Alim and Paris (2017) pondered the question:
What if the goal of teaching and learning with youth of color was not ultimately
to see how closely students could perform White middle-class norms, but rather
was to explore, honor, extend, and, at times, problematize their cultural practices
and investments? (p. 3)
This question addresses the systemic issue being the strong influence of White
culture in education. The standard practice in American education has always been to
teach through a White lens with less regard for other cultures. Undoubtedly, this is

archaic and exclusive of the rich cultures and backgrounds that students bring to the
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classroom. CSP serves as a reminder that educators must not only be sensitive to cultural
differences, but inclusive as well.
Teaching Strategies for CRP

In order to combat cultural blindness and include CRP into pedagogy, focus must
be placed on both the integrity of the curriculum as well as pedagogy in the classroom.
Integrity of the curriculum refers to upholding a high level of cultural awareness and
inclusion, in essence, what is taught. A wide variety of texts and experiences should be
used during instruction. In terms of classroom pedagogy, educators must be cognizant of
how they teach (Alim & Paris, 2017). A strategy proposed by Ladson-Billings (1995b) is
to involve students in culturally relevant teaching where inequalities and inequities in
society should be discussed. Ladson-Billings (1995b) stated, “Not only must teachers
encourage academic success and cultural competence, they must help students to
recognize, understand, and critique current social inequities” (p. 476). Students become
more aware of inequalities that plague society. After all, these students will be making
decisions that influence society and direct the future of the world.

Cultural Validation. A plethora of pedagogies exists in the education system,
yet not every pedagogy may yield effective results. The following research displays
theories that could support CRP. Li and Edwards (2010) explained the importance of
recognizing students’ cultures in instruction:

For teachers and schools to be culturally reciprocal to students’ diverse
backgrounds, it is essential that they learn who the students are, what factors

influence their learning inside and outside school, what kinds of resources are
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available to these learners, and what strategies facilitate their academic

achievement. (pp. 1-2)

People are being exposed to more cultural diversity due to a variety of factors
including technology and social media, and an increase in travel due to improved
transportation options. It is unsurprising that different cultures will cross paths, thus it is
important to be familiar with other cultures, especially so when living in another country
where the main culture differs from one's own. Gebhard (2006) explained the advantages
of adjusting to other cultures:

e A fuller sense of security;

e The possibility of greater success in the workplace;

e The possibility of establishing meaningful relationships with people from the
culture;

e The possibility of gaining fluency in the language of the host country;

e A deeper understanding of one’s own culture;

e A deeper understanding of oneself (p. 123).

While these advantages are not culture-specific and are geared towards ELL
teachers, students of other cultures can gain from these advantages as well.

People from different cultural backgrounds interact differently from people who
grew up in the American culture. For instance, in the American school system children
are taught to raise their hand to speak and wait their turn without interrupting others. In
other cultures such as Somali, it is customary, if not expected, for people to talk over each
other and be vocally loud (Cultural Atlas, n.d.). Thus, this should be taken into

consideration during instruction and educators need to work with students to establish
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appropriate times for discussion. Cole (2008) provided three provisions for immigrant
students to excel in school:

Immigrant students can succeed in school if: (1) they are immersed in academic

content and strong literacy practices that are presented in interesting,

understandable ways; (2) they are integrated into the school’s social and academic
life; and (3) they have coaching and support from teachers who understand second

language acquisition and are committed to their students’ success. (p. 220)

The first provision described is important not only for immigrant students, but for
all students. If the material is being taught in a fun and interactive way, students will be
more engaged, and knowledge and comprehension will increase (Cole, 2008). Since
refugee students have often experienced trauma prior to arriving to a new country,
engaging them in school may help to relieve some of the trauma experienced in their
country of origin. Research indicates a positive correlation between having a healthy
social interaction and academic success (Hair et al., 2002).

Cole’s (2008) second provision highlighted the relationship between healthy
social interactions and academic success. An ELL teacher’s role is to simplify the English
language for ELLs by “breaking it down” into meaningful bits of information in order to
increase English proficiency (“What is An ESL Teacher?”, n.d.).

This process of simplification of the English language for ELLs is directly
connected to Cole’s (2008) third provision of ELLs having the support of teachers who
are familiar with language acquisition and pledge to the success of their students. Due to
the unique needs of Somali refugee students, the displayed information is indicative of

answering the question: What are the most successful pedagogies to use with NC Somali
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high school ELLs to bring them to grade-level English reading proficiency as quickly as
possible?
Literacy Programs

Hundreds of different literacy programs exist to help struggling readers of all
ages. These programs can range from intensive two-week interventions to decade-long
programs. Choosing the right program for a student can be overwhelming.

In 2018, Kelly, an educator and contributor to Reading Rockets, a public media
literacy program initiated to help struggling children learn how to read (Reading Rockets,
n.d.), compiled a comprehensive list of 30 literacy programs, out of hundreds used across
the United States, that helps teachers and families of pre-Kindergarten to 12" grade
students determine the best literacy program for their students’/children’s academic and
literary needs. The 30 programs are backed by research conducted by What Works
Clearinghouse, Florida Center for Reading Research, and the Best Evidence
Encyclopedia. Each of the 30 programs was ranked from “somewhat effective” to “very
effective” in terms of the five key areas of effective literacy instruction: phonemic
awareness and/or phonics, fluency, vocabulary, and reading comprehension strategies
(Lyon et al., 2001; Torgesen, 2002). Kelly pointed out that these programs do not serve as
a “magic bullet” (para. 4) to fix literacy issues, but that parts of the programs can be used
in conjunction with specific needs of the students.

Listed along the left side of Figure 1 are the names of five different literacy
programs chosen. The programs are: Headsprout, Leveled Literacy Intervention (LLI),
Lexia® Core5° Reading, Reading Mastery, and Success for All. These five programs were

selected for two main reasons: 1) They are specifically targeted for Kindergarten through
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fifth grade students, which is the range where most NC students read in English, and 2)
all five of the programs contain at least five of the 11 factors of evaluation which are
listed vertically across the top in Figure 1.
The factors of evaluation, along with definitions of each, are as follows:
o [eveled Texts—texts that are written to accommodate different levels of readers
e Comprehension Strategies—strategies used to teach and assess reading
comprehension
e Diverse Vocabulary Work—working with a variety of vocabulary for different
reading levels
e Fluency Work—targeting English language fluency
e Word Work/Spelling—English grammar and spelling
e Phonemic Awareness (PA)—being able to identify and use individual speech
sounds; and/or Phonics—the relationship between letters and sounds
e Writing Component—teaching students the mechanics of writing
e Embedded Assessments—assessments within the program
e Suggested Scope and Sequence—the recommended sequence of material to be
taught
e Differentiated Lesson Support—accommodating lessons to different reading
levels of students

e Technology—how technology is integrated into the program (Kelly, 2018)
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Figure 1

Literacy Programs: Evaluation Guide
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Note: From “Literacy Programs Evaluation Guide,” by Kelly, C., 2018, Reading Rockets

(https://www.readingrockets.org/article/literacy-programs-evaluation-guide)

Headsprout

Program Description. The Headsprout program, founded in 1999, belongs to a
family of other educational programs owned by Lazel®, some of which are designed to
support students in a variety of other academic areas. Headsprout aims at helping students
learn how to read through a computer-based program that is scaffolded in order to adapt
to each student’s specific needs as they advance through the program. The Headsprout
website (n.d.) stated that, . . . kids learn to read and read to learn” (para 3). This
program engages students in critical reading skills and fundamental literacy with special
consideration for beginning readers.

Supporting Research. Learning A—Z, the parent company of Headsprout,

conducted a research study that examined how the reading proficiency of ELLs at a
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Wisconsin elementary school increased after implementing the program. Results showed
that the literacy rate at the elementary school increased by 49% (Learning A—Z, 2016).
Although the participants in the Headsprout study were elementary-aged, the findings
remain beneficial since many NC Somali high school ELLs begin learning English at
elementary-level proficiency.

Layng, Twyman, and Stikeleather (2003) produced a study that compared specific
reading skills of Kindergarten and first grade students before and after using Headsprout.
These skills included word identification, number of words read in a given amount of
time, reading comprehension, phonological awareness and decoding, and identifying and
analyzing word parts (“Iowa Assessments Form E Product Guide”, 2019; Layng et al.,
2003). The authors concluded that the Kindergarten and first grade students who
participated in the study exceeded their grade level in the reading skills after using
Headsprout over the course of the summer of 2003. Despite the participants in this study
being in Kindergarten and first grade, NC Somali students often arrive in the United
States at an early elementary reading level. These results can be considered when
determining the effectiveness of Headsprout for ELLs.

Leveled Literacy Intervention (LLI)

Program Description. When paired with regular classroom reading, Leveled
Literacy Intervention (LLI) uses leveled books in a fast-paced small group setting to
quickly help struggling readers and writers progress to meet their intended grade level.
The program also exposes students to large amounts of daily reading (Fountas & Pinnell

Literacy, n.d.).
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Supporting Research. In the 2009—2010 school year, the Heinemann LLI Data
Collection Project conducted research to determine the amount of gain in reading by
Kindergarten through fifth-grade-level students in elementary schools that utilized LLI. It
was found that, “The ELL LLI students made almost twice the amount of reading
progress when compared to typical reading progress over time” (Heinemann, 2011, p. 5).

The What Works Clearinghouse Intervention Report (2017) referenced two
studies conducted in 2010 and 2012 on Kindergarten through eighth grade students from
various schools across the United States using LLI (pp. 10—13). A small portion of the
participants in both studies were ELLs, and it was found that after implementing the LLI
Program overall reading achievement increased for all students (What Works
Clearinghouse Intervention Report, 2017, p. 15).

Lexia® Core5° Reading

Program Description. Lexia® Core5° Reading is an online reading program that
engages students in a fun and interactive way using leveled stories and games to support
students in literacy. The five components of literacy, including one supplementary
component, are covered in the program: phonological awareness, phonics, structural
analysis, automaticity, vocabulary, and comprehension. Student progress is monitored in
a test-free environment operated through norm and criterion-referenced performance data
(Lexia Core5 Reading, 2015).

Supporting Research. Research done by Lexia® Research and Analytics has
shown that the literacy levels of ELLs using Lexia® Core5° Reading outside of the
classroom increased significantly more than the literacy levels of non-ELLs over the

course of the school year (Lexia Research & Analytics, 2019).
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Kazakoff et al. (2018) examined the effects of using Lexia® Core5° Reading with
ELLs and non-ELLs over the course of one school year on reading development. The
results of the study concluded that reading development increased according to a
standardized reading measure assessment. This assessment was given to the students both
at the beginning of the year to determine their initial reading level, and again at the end of
the year to discern growth over the course of the study (Kazakoff et al., 2018, pp.
437-441).
Reading Mastery

Program Description. Reading Mastery is a large, multi-tiered systematic-based
program that moves early readers through purposeful levels attributed to reading. These
levels encompass phonemic awareness, phonics, word and passage reading, development
of vocabulary, reading comprehension, and increasing oral fluency. The lessons are
designed to be completed at a fast-pace and are highly interactive. Students using
Reading Mastery are initially placed at an appropriate level in the program and are
continually monitored throughout the course of the program (U.S. Department of
Education, 2006).

Supporting Research. Schieffer, Marchand-Martella, Martella, and Simonsen
(2002) from Eastern Washington University compiled several research studies that
compared Reading Mastery with other reading programs in terms of direct instruction and
reading proficiency. The results of the studies concluded that Reading Mastery
outperformed the other reading programs in areas related to literacy including, but not
limited to, general comprehension, verbal fluency and vocabulary, judgement and

reasoning, concentration and memory, visual motor ability, letter-word identification,
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reading vocabulary, and passage comprehension when students were given a standardized
assessment (Schieffer et al., 2002).

In a study conducted by Gunn, Biglan, Smolkowski, and Ary the reading skills of
Hispanic and non-Hispanic Kindergarten through third grade students were measured
before and after being subjected to Reading Mastery, the results indicated an increase in
reading skills (Gunn et al., 2000). Gunn et al. (2000) explained, “Improvements in
decoding skills (i.e., letter-word identification and word attack) significantly predicted
improvements in oral reading fluency. And improvements in decoding skills and oral
reading fluency predicted better scores on reading comprehension” (p. 100).

Success for All

Program Description. Success for All (SFA) is an all-encompassing program
that, “. . . Offer[s] schools comprehensive solutions that increase student achievement
across the board. Proven classroom curriculum and instructional strategies, with
schoolwide support systems, help ensure that every child is successful” (Success For All,
n.d.).

Supporting Research. Slavin & Madden (1995) reported markedly positive
findings through research presented in their article, “Effects of Success for All on the
Achievement of English Language Learners”. The research study conducted in the article
evaluated the effectiveness of SFA through word identification, skills in synthesizing
phonetics, and passage comprehension on ELLs in seven elementary schools across the
United States in grades K-—5.

In the journal article titled, “Effective Reading Programs for English Language

Learners and Other Language-Minority Students”, Cheung and Slavin (2005) outlined the
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results from multiple studies that compared the effects of implementing SFA into direct
instruction with solely direct instruction (pp. 241-263). Results indicated that SFA
implementation dramatically increased the scores of ELLs on the Woodcock-Johnson
Letter Word Identification, Word Attack, and Oral Reading Fluency scales (Cheung &
Slavin, 2005).
Summary of Literacy Programs

Comparing and contrasting each of these literacy programs uncovers the most
important aspects educators need to make an informed decision regarding which program
best fits the needs of their ELLs. Each of the five literacy programs is unique in its own
regard as exemplified in Figure 1, yet a common denominator that exists in all of them is
the target grade level: Kindergarten through fifth grade. This is important because many
NC Somali high school students enter the American school system at a low reading level.
Through the implementation of one of these literacy programs, students can be initially
assessed at a level that is appropriate to start the program. ELLs will also have specific
needs related to reading comprehension with which the programs can help.

Another factor of evaluation that all five programs share in common is fluency
work, which was described on page 29. According to Partnership for Reading (2013),
language fluency directly correlates to reading comprehension. When students become
more fluent in language, this can increase their automaticity in areas such as reading
comprehension, word recognition, and phonics. Automaticity is . . . the ability to
perform complex skills with minimal effort and attention” (Samuels & Flor, 2006, p.
108). In basic terminology, the idea of automaticity is comparable to being on autopilot

where hardly any, or even no, thought or concentration is required to complete a task.
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Chapter Conclusion

The literature review in this chapter was aimed at providing support in answering
the capstone question: What are the most successful pedagogies to use with NC Somali
high school ELLs to bring them to grade-level English reading proficiency as quickly as
possible? Three themes were explored as they related to the capstone question: African
immigrants, but more specifically Somali immigrants, the influence and necessity of
CRP, and an evaluation of five literacy programs and their success in increasing literacy
of NC Somali high school ELLs. Pairing one of the literacy programs with CRP while
taking into consideration specific literacy needs of each ELL is effective in teaching
English. The following chapter uncovers the details of the capstone project including
relevant literature supporting the chosen project format, the intended audience and setting
of the project, a description of the project, the process involved in completing this

capstone project, as well as the method used to assess the efficacy of the project.
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CHAPTER THREE
Project Description
Chapter Introduction

In Chapter Two, a literature review covered several factors contributing to
answering the capstone question: What are the most successful pedagogies to use with
newcomer (NC) Somali high school English language learners (ELLs) to bring them to
grade-level English reading proficiency as quickly as possible? These factors included
the African immigrant population, more specifically Somali immigrants, the significance
of CRP in teaching, and the evaluation of literacy programs and their effectiveness in
increasing literacy of NC Somali high school ELLs.

In this chapter, I explain the research behind choosing to design a website, the
target audience and setting for the project, a description of the project, the timeline of
completing the project, and how the project’s effectiveness was assessed. This capstone
project consisted of the creation of a website with the goal of informing educators,
administrators, and other educational staff who work with NC Somali high school ELLs,
employing CRP in addition to effective and successful literacy programs to be
implemented. The website was organized into the three themes; Somali immigrants, CRP,
and the five literacy programs discussed in Chapter Two.

Research Paradigm

According to the U.S. Department of Health and Human Services (2006), when
designing a website one should provide useful content, establish user requirements,
understand and meet user’s expectations, set and state goals, focus on performance before

preference, consider many user interface issues, and set usability goals (pp. 26-31).
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These guidelines are appropriate for the website I created. In addition, the U.S.
Department of Health and Human Services mentions optimizing the user experience,
establishing accessibility features, and general website formatting as inclusions to an
effective website (pp. 33-52, pp. 58-81). My website included two common features that
most websites include: a menu button and a clean uncluttered interface. On many
websites I have used, extraneous information is often displayed on the main page and
becomes visually overstimulating. The website I designed is focused more on the content
rather than aesthetics.
Audience & Setting

The intended audience for this project was educators, administrators, and other
educational staff who work with NC Somali high school ELLs. This audience was chosen
due to my current position of employment as an ELL teacher of Somali students at a
secondary school. The intended setting of this project was any high school, whether it be
in person, online, or hybrid, with a prominent ELL program that works with NC Somali
ELLs.
Project Description

My capstone project was creating a website. The reasons why I chose to create a
website were: 1) websites are accessible for many users, 2) websites are fairly
user-friendly, and 3) I have previously designed a website, so my level of comfort in
using and designing it was higher than another type of project. Websites are a great tool
because of their fluidity. They can be adjusted to accommodate changes and updates at
any time. Much of the information in this capstone project may be revised or changed,

and presenting it on a website allows for me to update it when necessary. Due to the



39

researchable nature of the content in this capstone, there will undoubtedly be updates to
include in CRP-related research.

The website consists of seven pages, including the homepage. Upon opening the
website, the visitor begins on the homepage which states the purpose of the website as
well as provides an overview of the pages that are found on the website (see Appendix
C). Along the top of the homepage from left to right is the website logo, which I
designed, a shortened version of the website name “CRPs4NCELLSomalis”, and a menu
of the different pages of the website (see Appendix C). The logo is an open book with the
Somali flag appearing to rise out of the pages of the book. This logo design supports
Somali culture as well as literacy, as illustrated by the open book. The background image
on the homepage is a picture of two Somali students sitting at desks writing. At the
bottom of the homepage I included a sentence explaining that the website was created as
part of completing my Masters of Arts in Teaching (MAT) at Hamline. I added hyperlinks
to the MAT informational page on Hamline’s website as well as to Hamline’s homepage.
At the bottom of every page on the website is a link to a Google Form, where users can
fill out to provide feedback about the website (see Appendix B). I purposely put the
feedback form link as a footnote so that regardless of which page the user is on, the link
will be available and easy to find. I included hyperlinks throughout the website that link
to other pages on the website as well as outside websites used in the references. Using
hyperlinks in the website allows for easier access to referenced content.

The second page on the website, if going from left to right in the menu, is titled
“Somali Immigrants” (See Appendix C). This page provides a brief background on why

Somalis migrate from Somalia and is accompanied by a map of the dispersal of refugees
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from Somalia to refugee camps in neighboring East African countries. Below that section
is a paragraph explaining the education system in Somalia and cultural views regarding
education.

The title of the third page is “CRP” (see Appendix C). The background image on
this page is a chalkboard because I wanted to highlight the pedagogical content of the
page. There is an overview paragraph of CRP that explains its meaning. The remainder of
the page contains information about CRP, CRT, and CSP including the author/researcher
responsible for coining the terms as well as YouTube videos explaining the terms.

On the fourth page of the website is a description of the literacy programs (See
Appendix C). Figure 1 serves as the first image on the page. Right below Figure 1 is a
hyperlink to the entire Literacy Program Evaluation Guide compiled by Kelly (2018).
Each of the five literacy programs is explained using the same language as in Chapter
Two and hyperlinks to the supporting research for each program are listed below the
explanation. Instead of typing the name of each program above the explanation, I
included the logo which is also hyperlinked to the programs’ websites.

The fifth page is labeled “Helpful Resources” (See Appendix C) and is divided
into three sections: CRP Resources, Somali Immigrant Resources, and Literacy Program
Resources. I added the references used in the descriptions from the CRP page, plus
several other references used in the literature review from Chapter Two.

The subsequent page titled “Vocabulary & Definitions” contains a list of
acronyms the visitor may come across using the website (See Appendix C). Each
acronym is spelled out and accompanied by its definition. I chose to use collapsable text

for each acronym so that the page is uniform and uncluttered.
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The last page of the website, “References”, is the list of sources used on the
website (See Appendix C). The references are divided into “Photos/Images” and
“Content/Information” references, and follow APA 7™ Edition formatting guidelines
(American Psychological Association, 2020).

Project Timeline

The first step in completing this project consisted of determining my capstone
topic. I established my topic early on in February of 2021. Since I had completed a large
portion of my literature review in the fall of 2020, I was able to incorporate it into this
project.

After determining my capstone question, I chose my content reviewer who later
examined the content of this capstone project and provided constructive criticism along
with suggested changes. Upon choosing the content reviewer, I began reviewing
background information to be included in the first chapter of this capstone. In addition to
reviewing background information, I sought out other capstone projects as examples of
what needed to be included in each chapter. I also consulted Hamline’s Dissertation and
Capstone Formatting Guide as well as the Capstone Workbook to ensure the capstone
was formatted correctly and that the information in each chapter was accurate, complete,
and answered the capstone research question: What are the most successful pedagogies to
use with NC Somali high school ELLs to bring them to grade-level English reading
proficiency as quickly as possible? During the entirety of the course, I met regularly with
my support committee, a group of five other graduate students in the same class as me.
We provided feedback for each other on both the written portion of the capstone as well

as the project itself. This proved to be extremely beneficial for everyone in the group.
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Chapter One provided an introduction to the capstone project including the
rationale and inspiration behind my capstone question. This rationale and inspiration
stemmed from both personal and professional experiences with both literacy as well as
working with the Somali population. Whilst finding appropriate resources for the first
chapter, I started drafting Chapter One with a rough outline of the subtopics. At this
point, I needed to select the type of project I was to complete for this capstone. I decided
to build a website because I had previously built a website for another course during
graduate school, and could utilize my prior knowledge and experience to build the
website for this project. In addition, I felt more comfortable building a website as
opposed to developing a curriculum or creating a professional development. Another
benefit of creating websites is their accessibility anywhere at any time for anyone.

Once I established the type of project I would execute for this capstone, I focused
my attention on researching the themes of the literature review in Chapter Two. The
themes included: CRP, the African immigrant population—specifically Somali
immigrants and the history of education in Somalia, and a comparison of literacy
programs used for ELLs. As mentioned earlier, I had previously completed a portion of
the literature review on CRP and literacy programs. By implementing this information
into my literature review, I was allowed more time and energy to review literature for the
remaining themes in Chapter Two. Compiling sources for each of the main themes in
Chapter Two took several months—starting in March of 2021 and continuing until
completion into the summer of 2021. Over the course of about a month, I submitted
different parts of Chapter Two to be reviewed. By submitting smaller sections, the

amount of work was more manageable.
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In May of 2021, I started writing a draft of Chapter Three. I began the draft by
listing the subheadings of the chapter, then fleshing them out one at a time. Over the
course of May, June, July, and August of 2021, I revised and edited Chapters One
through Four as my support committee reviewed my work.

In mid July of 2021, I began drafting Chapter Four. After consulting several
examples of Chapter Fours written by the other students in my support committee as well
as past graduates of the MAT program at Hamline, I felt somewhat more prepared to
begin my reflection of the capstone process. Around the same time I began writing
Chapter Four, I started designing my website. I chose to use Google Sites as the platform
because I had created a website for a class I had taken previously and I felt comfortable
using Google Sites.

While working on the page explaining CRP, it was apparent that I needed to
present the information in a more accessible manner than simply written in paragraph
form. I decided to include several YouTube videos to help explain the points being made.
These videos not only included the vital information that was presented in the paragraphs
on the webpage, but also provided auditory and visual representations of the content.
During the last few weeks of the course from mid July of 2021 to mid August of 2021, I
continually revised Chapters Two, Three, and Four along with polishing the website. My
peer reviewer and support committee members continued providing feedback on my
capstone paper and website until the third week of August when the entire capstone was

due.
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Project Assessment
In order to measure the effectiveness of my website and to answer the capstone
question: What are the most successful pedagogies to use with NC Somali high school
ELLs to bring them to grade-level English reading proficiency as quickly as possible?, 1
included a website tracker that measures the traffic on the website. This helped to gauge
who visited the site and when the site was visited. In addition to the website tracker, there
is also a button linking to a Google Survey on every page of the website where visitors
can provide feedback on the usefulness of the information presented on the website. The
Google Survey has four fields to complete (see Appendix C):
1. Your role (i.e. EL teacher, mainstream teacher, administrator, etc.)—visitors type
in their role/position.
2. How useful was the website?—visitors select a number from 1-5 where 1 is “not
at all useful” and 5 is “very useful”.
3. What did you like about the website?—visitors can type a long answer to this
question.
4. How can the website be improved?—yvisitors can type a long answer to this
question.
The information collected from visitors helps to improve the website and gauge
its effectiveness.
Chapter Conclusion
Chapter Three previewed the method I chose for my project. The information I
wanted to provide to educators developed in the form of a webpage so that it could be

accessible at any time. Over the course of 14 months, this capstone project reached
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completion through research in literature on Somali immigrant education, CRP, and
effective literacy programs. My personal and professional experiences with reading
comprehension and the Somali population coincided with the research in determining:
What are the most successful pedagogies to use with newcomer Somali high school ELLs
to bring them to grade-level English reading proficiency as quickly as possible? In the
final chapter, I provide a discussion of the project in its entirety and reflect upon the
process of completing this capstone and the data gathered in answering the capstone

question.
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CHAPTER FOUR
Project Reflection

Chapter Introduction

In Chapter Three I described the details of the capstone project, including
research behind creating a website, the intended audience and setting of the project, a
description of the website, the timeline of completing the project, and how I assessed the
effectiveness of the project with regards to answering the capstone question: What are the
most successful pedagogies to use with newcomer (NC) Somali high school English
language learners (ELLs) to bring them to grade-level English reading proficiency as
quickly as possible? Chapter Four provides a reflection of the entire project including a
summary of the literature reviewed in Chapter Two that was involved in the research for
the project, limitations and successes of the project, and how this project applies to the
ELL teaching profession.
Reflection on the Capstone Process

The process of completing this capstone project proved to be a feat, yet an
incredible learning experience. School has always been challenging for me due to my
early struggles with reading comprehension and Attention Deficit Disorder. Focusing on
my work was difficult and I had sworn after graduating from undergraduate that I would
never go to graduate school. As I write this, I am still shocked that I finished and earned
my Masters of Arts in Teaching. In addition to my reading comprehension limitations and
Attention Deficit Disorder, I have also never enjoyed writing.

When I applied to Hamline with a goal of completing a Masters, I braced myself

for many semesters of intense writing. I thought I was mentally prepared to tackle all of
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the papers and assignments my teachers handed out, but during my third semester I
quickly began to lose steam and motivation to keep going. Fortunately, I fell into a cohort
of women in the same program. We supported each other in class and outside of class,
and grew very close. If it were not for this cohort, I may have never finished graduate
school.

Despite these struggles, my perseverance to push through and finish has greatly
influenced my strong devotion to teaching. My favorite part of teaching is the light bulb
moment my students have when they “get it”. This indicates that I have been an effective
instructor, which is incredibly rewarding.

Review of the Literature

The three main themes of this capstone project were the African immigrant
population, specifically Somali immigrants, CRP, and literacy programs geared towards
NC Somali high school ELLs.

African Immigrants

As Rong and Brown (2002) explained, there has been little research on the
African immigrant population which leaves a hole in understanding the culture and
experiences of this population. What is known in research about African immigrants is
that they have faced hardship prior to arriving in the United States. Many Somali
immigrants lived in refugee camps in deplorable conditions (Lewis, 2009). These
challenges they have encountered create barriers to learning. Per the Green Card Voices
interviews with two Somali immigrant teenagers, both had recounted their struggles in
their home countries in Africa—struggles including a lack of food and little to no

education (Abdiwahab, 2016; Ahmed, 2017). A point of significance regarding the
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