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Abstract

The purpose of this study was to investigate the ways in which school social context
impacts sense of school belonging for adolescents who are new to Canada, in relation to those
who are not new. More specifically, do perceptions of similarity to others at school, school
diversity, and five types of social support predict higher levels of school belonging for
participants. 733 adolescents (282 males and 451 females) from grades 5 to 12 were recruited
from schools in the Lower Mainland of British Columbia. Hierarchical Multiple Regression
analyses were used and it was found that Perceived Similarity, Adult Support for School Help,
Adult Support for Personal Help, and Peer Support for ‘Hanging Out’ contributed to the
prediction of School Belonging for participants. Furthermore, moderator analysis indicated that
newer generation Canadians had a stronger relationship between Adult Support for School Help
and School Belonging. Similarly, newer generation Canadians showed a stronger relationship
between Peer Support for Personal Help and School Belonging. The implications for adolescents

who are newer to Canada and less new to Canada are discussed.
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Chapter 1 - Introduction

Over 262,000 people became new permanent residents in Canada in 2005; thus, marking
the largest migration to Canada since 1913 (Citizenship and Immigration Canada, 2005).
Twenty-two percent of those new permanent residents were children under the age of fifteen
(Citizenship and Immigration Canada, 2005). These children represent a major proportion of
Canada’s population and will have a tremendous impact on the future of our society.

In a summary of the G8 Report on diversity and integration, an emphasis was placed on
the potential school systems can offer to the needs of young newcomers (Citizenship and
Immigration Canada, 2006). There is a growing belief that schools should be recognized as
having power and potential as a major socialization force (Hymel, Schonert-Reichl, & Miller,
2007). This power and potential is particularly relevant for newcomers because their experiences
with school transitions are argued to have a tremendous impact on their overall adjustment in
their new home (Rich, Ari, Amir, & Eliassy, 1996). As such, it is critical to first establish the
extent to which schools are meeting the needs of new Canadians so that they can become
competent and productive citizens. In borrowing the words from Claude Steele, “It is one thing
to integrate a school setting or work place. It is another thing to make that setting a place where
they feel like they belong” (National Research Council, 2007, p. 3). The extent to which
adolescents who are new feel as though they feel a sense of belonging at school will be the focus
of the present study.

A sense of school belonging is defined as “the extent to which students feel personally
accepted, respected, included and supported by others in the school social environment”

(Goodenow, 1993, p.80). The exploration of students’ sense of belonging in the school context is



especially worthy given that we tend to bond with the people and institutions that help satisfy our
needs (Watson, Battistich, & Solomon, 1997). Findings that affirm a persons’ sense of belonging
to the school institution would therefore provide strong evidence to suggest that their social and
emotional needs are being met at school.

The construct of belonging is particularly salient for adolescent development (Goodenow,
2000). Much research in adolescent development has found that this is potentially a time of
vulnerability and feelings of isolation (Osterman, 2000). Several studies have also found that
high school students are much more prone to feeling a lack of school support and disengagement
in comparison to elementary school students (Certo, Cauley, & Chafin, 2003). There is evidence
to suggest that some adolescents are more vulnerable to these feelings of isolation and
estrangement than others (Goodenow, 1993), in particular, adolescents who are newcomers
(Eccles & Midgley, 1989).

The main concerns for people who have immigrated are related to difficulties in adapting
to a new culture. A new culture is likely to have different values and oftentimes, different role
expectations for newcomers in relation to their native culture (Segal, 1991). This process of
adaptation to a new culture is referred to by many theorists as acculturation (Birman, 1994;
Liebkind & Jasinskaja-Lahti, 2000). The process of acculturation can be a difficult and
distressing experience for adolescents (Segal, 1991), and is often labeled acculturative stress
(Madhavappallil & Choi, 2006). Many studies have elucidated the risk and protective factors
associated with acculturation and acculturative stress (Liebkind & Jasinskaja-Lahti, 2000). For
example, extant research has found that acculturative stress is inversely related to psychological
well-being, which in turn increases the risk of psychological distress for adolescents who have

immigrated (Berry, Poortinga, Segall, & Dasen, 1992).



Given that adolescent newcomers are susceptible to feelings of isolation and
estrangement at school for developmental reasons and because of their acculturation experiences,
there is a valid concern that they may not be feeling welcome at school (Liedloff, 1986). That is,
they may be at an increased risk for lacking a sense of school belonging. Despite this risk, little is
known about the specific factors that may affect an adolescent’s sense of belonging at school
(Anderman, 2003).

Canadian schools vary in the cultural composition of their student bodies, in terms of
their racial/ethnic and linguistic background: Some are extremely homogenous, others are
extremely diverse, and yet others lie somewhere on this continuum. Social psychological
literature suggests that the ways in which young people see themselves as part of a larger context,
such as schools, is heavily influenced by the ways in which they interact with their social context
(Sonderegger, Barrett, & Creed, 2004). This literature generally purports that amidst cultural
transitions, social support is positively related to psychological well-being at school (Coleman,
1961; Sonderegger et al., 2004). However, there have been few research contributions in the area
of social support at school for new young Canadians. Moreover, the research that has been
conducted in this area has been criticized for its narrow view of social support (Chen, 2001). The
literature on school social network formations, for adolescents who have immigrated, is
generally restricted to friendship formations (Tsai, 2006; Kao & Joyner, 2006). This critique is
often extended to mention the lack of differentiation between type and quality of social support
(Chen, 2001). In addition to these critiques, more recent critiques have suggested that the
literature rarely takes into account the larger social context of the school (Tsai, 2006).

The current study examined these questions, namely, the impact of school social context

for new young Canadians on their sense of school belonging. Four research questions guided this



inquiry: (1) Do adolescents who are newer to Canada report fewer perceived people they can go
to for social support after controlling for demographic variables? (2) Do adolescents who are
newer to Canada feel a lower sense of school belonging, in the presence of demographic
variables? (3) In what ways does school social context impact school belonging, controlling for
demographic variables? And finally, (4) Are adolescents who are newer differently impacted by

school social support than those who have been here longer?



Chapter 2 - Literature Review
Immigration and School

Much research and program development pertaining to young newcomers’ has focused
on academic achievement (Fuligni, 1997). Data from the National Longitudinal Survey of
Children and Youth (NLSCY) suggests that the majority of children who are newcomers to
Canada do, generally, succeed academically (Beiser, Hou, Hyman, & Tousignant, 1998). Similar
to youth who have not immigrated, the school success of students who are newcomers is
positively associated with parental educational attainment, occupation, and income. It is,
however, important to mention that there are many new Canadians who tend to stray from this
pattern of academic success (Gibson, 1991).

The majority of adolescents who immigrate to Canada are of Asian descent, having
immigrated from places like China, India, and the Philippines (Citizenship & Immigration
Canada, 2005). Although the “Asian” social category is a sweeping, broad categorization, the
group is often labeled the “model” minority (Yeh et al., 2005). The stereotype of the “model
minority” involves the generalization that people of Asian descent do well in school; thus, the
assumption is often made that this group has relatively few psychological problems (Yeh et al.,
2005). The perception that adolescent immigrants who are of Asian descent have few problems
perhaps lead to the dearth of research on these young immigrants and their psychological well-
being (Yeh et al., 2005; Chiu & Ring, 1998). In fact, several researchers in the field have argued
that young immigrants’ psychological well-being, as they strive to adapt in a new country, has
been neglected in the literature (Harker, 2001; Kuo & Roysircar, 2004; Liebkind & Jasinskaja-

Lahti, 2000).



Fortunately, the idea that we need to pay heed to the social and emotional needs and
status of all adolescents in schools is gaining momentum and empirical support (Hymel et al.,
2007). This focus can be partly attributed to the scientific base connecting social and emotional
learning to school success (Zins, Bloodworth, Weissberg, & Walberg, 2004). Students are more
apt to learn and be academically successful when they perceive that their school values them and
cares about them (Elias, 2006). The current study will add to this burgeoning literature by
looking at the social and emotional well-being of newcomer Canadians.

Acculturative stress

Immigration can be considered a major life transition for anyone, adult or child. This
process of adapting to a new culture is often termed acculturation (Liebkind & Jasinskaja-Lahti,
2000). Acculturation was previously considered as a complete immersion into a new culture.
However, recent views of acculturation have evolved to emphasize a more dynamic and fluid
process (Madhavappallil & Choi, 2006). Many researchers are now envisioning the acculturation
process as selective and shifting. That is, people who have immigrated are seen as adopting some
aspects of the new culture and maintaining other aspects of their native culture (Berry, 2003).

Acculturative stress, which is closely related to the process of acculturation, refers to the
specific stressors that are sometimes associated with adapting to a new culture (Madhavappallil
& Choi, 2006). This concept has been empirically validated with a large number of cultural
groups (Choi, 1997; Fuligni, 2001; Sam & Berry, 1995). Although there is evidence to suggest a
substantial number of people in the process of acculturation experience some acculturative stress,
there is significant variation between and within cultures (Krishnan & Berry, 1992).

Several factors have been shown to be associated with acculturative stress

(Madhavappallil & Choi, 2006). Of particular interest is the association found between



acculturative stress and a lack of social support. Social support has not only been found to be
related to lower levels of acculturative stress, but it has also been shown to function as a
moderating factor between acculturative stress and mental well-being. That is, people with
higher levels of social support tend to report higher levels of mental well-being, even in the face
of acculturative stress (Choi, 1997).

Belonging

The importance of belonging has increased from a hypothetical need (Maslow, 1943) to a
fundamental human motivation (Baumeister & Leary, 1995). An analysis of the large body of
work in this area suggests that the need to belong influences not only cognitive processes and
behavior, but also social-emotional development and well-being (Baumeister & Leary, 1995).
Perceptions of acceptance, inclusion, and feelings of being welcome have been found to be
linked to a broad range of positive affects such as happiness, contentment, and calm (Osterman,
2000). Conversely, perceptions of rejection, exclusion, and being ignored are found to be
associated with anxiety, depression, jealousy, and loneliness (Osterman, 2000). In supporting
these findings, social neuroscience research also suggests that human beings are physiologically
built to connect with others (Goleman, 2006).

Belonging to a community is frequently considered the foundation for learning and
emotional support (Maehr & Midgley, 1996). Furthermore, recognition of the impact of school
belonging on student success has increased (Hymel et al., 2007). Evidence suggests that students
function better when they perceive that their need to belong is met in the school context (Ryan,
1995). Rejection by peers at school is associated with far-reaching adjustment problems, such as
low self-esteem, anxiety, depression, criminal behavior, and early school withdrawal

(McDougall, Hymel, Vaillancourt, & Mercer, 2001).



Adolescents’ sense of belonging is now widely accepted as an important variable in
academic motivation and achievement (Osterman, 2000). Goodenow (1993) found that 1/3 of the
variance in interest, importance, and value students placed on their academic work was
accounted for by their sense of belonging at school. Moreover, these behaviors were found to be
highly associated with achievement. Conversely, a sense of exclusion is consistently found to be
associated with lower interest in school, lower achievement, and school dropout (Osterman,
2000). Furthermore, a large scale study conducted in Canada found that adolescents who felt
most connected to school were more likely to indicate they had plans for post-secondary
education (McKay, 1999) and together these findings suggest a positive correlation between
belonging and academic success. In conjunction with these findings, the research that suggests
Canadian newcomers are generally succeeding academically (Beiser, Hou, Hyman, &
Tousignant, 1998), leads many to the assumption that these Canadian adolescents are also
thriving socially and emotionally. That is, as their academics improve, so do their feelings of
belonging and enjoyment at school. Not only is this assumption empirically unfounded, it is a
likely contributor to the dearth of investigations pertaining to adolescent newcomer social and
emotional well-being in Canada. In fact, research conducted in Israel, another country with high
levels of immigration, has shown that although newcomers were able to close the gap
academically within three years, strong feelings of isolation were sustained (Rich et al., 1996).
More specifically, using a large scale survey conducted through Israel’s Ministry of Education,
these authors found that 40% of newcomers still felt like outsiders three years after their
immigration. We also know that social problems at school, such as social isolation, have been

found to have negative effects on newcomers’ general well-being (Venger & Kozulin, 1993).



These findings clearly highlight the fact that we cannot make assumptions about the populations
emotional well-being based on proxy information, such as academic achievement.

There is a growing acceptance that the need for belonging and necessary school supports
will likely vary depending on the student and the context within which they find themselves
(Osterman, 2000). Eccles and Midgley’s (1989) “Stage-environment fit” theory serves to
elucidate the position that different children at different developmental stages will benefit from
different educational environments. More specifically, they argue that adolescents can be
particularly vulnerable to school maladjustment and this is only magnified if the child is in the
midst of a significant transition or period of stress (Eccles & Midgley, 1989). There is also strong
support for the notion that adolescence is developmentally a period of time when feeling a sense
of belonging is particularly important (Anderman, 2003). Furthermore, there is evidence to
suggest that students’ sense of alienation increases in adolescence (Rumberger, 1995). It is
argued then, that newcomers to Canada who have undergone major transitions during
adolescence, may have a particularly difficult time adjusting to school, especially if their school
environment is not conducive to fostering their own optimal development, and that this might be
occurring in the face of academic success.

School Belonging is a particularly fitting construct given the cross-cultural nature of the
current study. Although no construct is argued to be devoid of cultural influence, it should be
noted that the need to belong, after extensive review was declared as a “fundamental human
motivation” (Goodenow, 2000, p. 326), making it a particularly suitable candidate for conducting

the current cross-cultural study.
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School Social Context

Recently Georgiades, Boyle, & Duku (2007) have highlighted the need to examine the
contextual influences related to adjustment for young people who have immigrated. Their study
found that children who are recent immigrants benefited from living in neighborhoods with other
immigrants. This data which was drawn from the NLSCY showed that children who live in
neighborhoods with others who are similar to them in terms of their immigration status
(immigrants or non-immigrants), had more positive emotional and behavioral developmental
outcomes. These lower levels of emotional-behavioral problems were hypothesized to be related
to increased social support, social cohesion, and trust in where they live (Georgiades et al., 2007).
In addition to this, we know that research in the Canadian context supports the notion that large
differences in cultural values and customs have the potential to create acculturative stress (Dion
& Dion, 1996). Having said that, it is important to keep in mind that schools where ethnic
diversity is accepted can be breeding grounds for positive experiences for newcomers in which
healthy relationships and ethnic identities may be formed (Ishiyama, 1989).

Sociological theory argues that perceived membership in any group or organization is
partially derived from social and environmental conditions (Finn, 1989). Pile and Thrift (1995)
point out that individuals and collectives do not truly make sense outside of the system. Indeed,
there is burgeoning support within the literature suggesting that the association between child
and peer characteristics and levels of adjustment is moderated by the specific context
(Kinderman, 1996). In light of the diversity of the student bodies prevalent in Canadian school
systems, it is vital to attend to the ways in which student body composition may influence a

students’ social and emotional adjustment at school.
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Unfortunately, there is a lack of research that elucidates the extent and impact of
belonging for students’ from diverse cultural groups (Anderman, 1999), despite evidence which
suggests that experiences associated with certain cultural backgrounds may negatively affect
belonging (Faircloth & Hamm, 2005; Goodenow, 1993). Also, it has been found that newcomers
who experience marked cultural contrasts in their host country tend to perceive that they have
many barriers they need to overcome within the school system (Phelan, Yu, & Davidson, 1994).
For example, some students reported a “pressure to hide ethnic self” and feeling as if they were
“picked on” for reasons of race and values (Phelan et al., 1994, p. 422).

In taking into account the research above and the possible contextual factors that may
affect new young Canadians at school, a number of variables were included in the study. These
variables were added to account for the possible effect school composition may have on a given
student. The first pertains to how similar an adolescent perceives themselves to be to others at
school. Also, the ethnic diversity of each school’s student body was considered.

Racial/Ethnic Background, Language, and Generational Status

An endless number of variables could be argued to affect similarity and diversity in the
school social context. The present study will consider only variables that are hypothesized to
differentially affect adolescents who have immigrated. These include: racial/ethnic background,
language, and generational status.

Race and Ethnicity. Countless studies have examined the dynamics of race, ethnicity, and
children. Yet, our knowledge in this area remains far from complete (Onyekwuluje, 1998). It is
recognized here that although researchers fervently question whether between-group variance

significantly exceeds within-group variance (Gallander, Wintre, Sugar, Yaffe, & Costin, 2000),
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race is nevertheless a social category that people perceive and may have an important impact on
an individual’s sense of belonging.

Developmental research suggests that adolescence is a time in which people become
more exclusive in their friendship formations. In contrast to younger children, adolescents begin
to form friendships based on perceived similarities with others, often with the use of external
markers such as skin colour (Bernt, 1981). This pattern of friendship formation has been shown
to be moderated by factors such as a child’s social milieu, their cultural status, and the level of
contact they have with people who they perceive as different from themselves (Rotheram &
Phinney, 1987). In both Canadian and American contexts, there is evidence suggesting that
ethnic and racial perceptions were highly influential in friendship choices for people who have
immigrated, for both first and second generation immigrants (Phan, 2003; Quillian & Campbell,
2003).

It has been argued that unless children are exposed to events that facilitate a shift in
thinking, they will maintain the beliefs and attitudes they have learned and accumulated in
childhood and adolescence (Aboud, 1998). This shift in thinking, or perhaps the maintenance in
ways of thinking, has been argued to be influenced in several manners. First, it has been found
that the development of relationships with individuals, who are perceived to be different,
supports a shift in attitude (Onyekwuluje, 1998). Second, it is argued that the social structure of
the school as a whole, meaning the schools’ cultural composition, may have the ability to impact
individuals’ attitudes and relations towards others who are perceived as different (Cohen, 1982).

Generational Status. The research on immigration typically restricts the definition of
‘immigrant’ to people who have immigrated themselves. There is a burgeoning interest however,

in different generations of people who immigrate. Often overlooked is the 1.5 generation and
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second generation immigrant. The term second generation immigrant refers to a person who has
parents who immigrated, while the 1.5 generation immigrant label refers to people who
immigrated at a young age with their family (Harker, 2001). Typically, the research in this area
has operated under the assumption of a straight line assimilationist model (Edmonston & Passel,
1994). That is, the longer a person who immigrates spends in a new country, the better their
psychological outcomes become (Edmonston & Passel, 1994). More recently however, studies
suggest that people who are immigrants may actually have deteriorating psychological effects the
longer they spend in the new country (Rumbaut, 1997). This is coupled with findings showing
that, in some cases, first generation immigrants have higher levels of well-being than their
second generation counterparts (Harker, 2001). Although the reason for these differences have
yet to be clarified, the fact that the differences are noticeable, provides solid reasoning for the
present study to take into account both 1.5, and 2™ generations of people who have immigrated.

Language. Learning a new language is often one of the most obvious hurdles to
overcome as a newcomer in a new country, as well as in a new school. Research has found that
individuals who cannot speak the language of the majority find it difficult to form friendships
and social networks (Tsai, 2006). Research also suggests that language ability for adolescents
who have immigrated is a salient aspect of their social relationship choices at school. For
example, those who have immigrated have been found to suffer from a fear of embarrassment
and/or harassment by non-immigrant peers if they have not yet mastered the dominant language
(Tsai, 2006). As such, it has been theorized that children who immigrate choose friends who can
speak their native language and avoid those who do not, in an attempt to protect their

psychological well-being (Tatum, 1999). These findings suggest that language ability may play a



14

large role in the school social context for newcomers and therefore is taken into account in the
present study.
Social Support

Adolescents who immigrate are often faced with the challenge of leaving their
friendships and social networks behind and making new connections upon arriving in a new
country (Tsai, 2006). In general, peer groups and social networks have long been venerated by
theorists and researchers as influential in child development (Piaget, 1932; Sullivan, 1953). They
are thought to be key in dealing with emotional stressors and adjustment (Rubin, Bukowski,
Parker, 1998) and for providing children with extraordinary opportunities to learn from others
(Hartup, 1992). Peers also tend to evaluate and react to other peers according to culturally
established norms and values, thereby creating the potential to regulate one another’s behavioral
and developmental processes (Chen, 2001). Research has shown that developing social ties can
be a more daunting and challenging task for new adolescents than for young children (Tsali,
2006) which is unfortunate given that adolescence is a time known for an increased need for
positive and supportive relations, with both peers and adults outside of their family (Anderman,
2003). The examination of social supports and network formations for newcomers has yet to be
investigated in Canada (Tsai, 2006). This examination should include examining how school-
based social support is related to social and emotional experiences (specifically feelings of
belonging). The current study will do just this.

Schools provide adolescents with a particularly salient social experience. Frequent
contact with peers and involvement in common activities are thought to contribute to the strong
socialization force within the school context (Kinderman, 1993). A major potential of school for

new Canadian youth is that it caters to the building of friendships and social networks, thereby
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allowing them to gain information about the new culture at hand (Raffo & Reeves, 2000).
Unfortunately, despite the highly social context school typically provides, the correlations have
generally been weak with regards to friendship formations at school and emotional adjustment
(Chen, 2001). These weak findings have been argued to be a result of studies limiting the interest
of social interaction at school to specific dyadic, “best” friend types of relations instead of the
broader context of peer groups and networks which may prove to hold important insight (Chen,
2001). Furthermore, the varying cultural backgrounds and social circumstances experienced by
adolescents, particularly in the Canadian multicultural contexts, could be argued to have a
substantial impact on the structure and function of peer groups (Chen, 2001).

In the interest of attending to the variety and nature of social supports children may have
at school, it is imperative to adopt a broad notion of school social interaction and support. Indeed,
it has been argued that the source of social support (i.e., peer, teacher, and family) as well as the
type of social support (i.e., emotional, instructional, and companionship) must be distinguished
(Wenz-Gross, Siperstein, Untch, & Widaman, 1997). For example, students may ask adults for
advice related to school, but they may choose to attain advice from peers with regards to
interpersonal relationships, such as dating (Sebald, 1989). Although many studies have
concluded that students use different people for different types of social support, there have been
few studies that have attempted to make these distinctions (Wenz-Gross et al., 1997). This
distinction is especially relevant to the present study given that an adolescents’ sense of school
belonging may be differentially affected by the sources and types of social support available to
them in the school context. For this reason, the present study took both sources and types of

social support into account.
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These distinctions were captured in the current study by addressing several aspects of
social support at school. Given that the function of social ties can vary tremendously, an attempt
was made to account for the different possible functions of school social support, specifically,
school help, personal help, and companionship. ‘School help’ is defined as social support
provided to a student in an attempt to aid with tasks related to school and academic achievement
(i.e., helping with homework). Personal help is a type of social support for help with social and
emotional issues a student may have (i.e., asking for help because of feelings of sadness, anger,
or stress). ‘Hanging out’ is defined as any tie that provides social support in the area of playful
companionship (i.e., having lunch together, playing sports).

Peer Social Support. There is a large body of research to suggest that students tend to
view school more favorably and perform better at school when they are accepted by their peers
(Ladd, 1990). Coupled with these findings, it seems of value to consider the research that
suggests that intimate friendships at school are key to psychologically bonding to schools and in
turn, feeling a sense of school belonging (Ryan, 2001). In a study of newcomers in Alberta,
adolescents who had immigrated tended to gravitate to peers from the same ethnic group as
themselves (Hebert, 2005) and they found an enhanced sense of security and identity from
sharing the same language and culture despite the entirely new setting. Hebert suggested that
social networking with individuals who are culturally similar may help to ease the transition for
new Canadians.

Despite this, a number of studies have found that minority groups tend to report lower
levels of intimate relationship formations with people within the school context (e.g. Faircloth &
Hamm, 2005) with three main explanations put forth to explain these findings: (1) Their ethnic

group may be underrepresented at school, causing them to turn to relationships outside of school;
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(2) Parents may discourage interaction with their peers at school; (3) Certain family practices
may encourage strong family ties at the expense of strong school peer ties (Faircloth & Hamm,
2005).

It is clear however, that youth from certain ethnic groupings tend to have easier
transitions than others, and several factors may contribute to their ease of adaptation. In the
Canadian context, it has been found that East/South East Asian youth tend to adapt to their new
country with more ease than South Asian/Middle Eastern youth (Hebert, 2005). Several reasons
support this finding: (1) Canada has a longer history of immigration with East Asian/South East
Asian populations; (2) There are simply more people of East Asian/South East Asian descent
living in Canada; (3) Given the above factors, the Canadian population in general is more
exposed to and accepting of East Asian/South East Asian cultural practices. Taking into
consideration the above three reasons, there may be less discriminatory behaviour directed
toward East Asians/South East Asians in comparison to other minority groups (Hebert, 2005).

These findings fit with Hebert’s (2005) showing that East Asian/South East Asian youth
who are new to Canada tend to report more friends inside and outside of school and thereby are
able to accumulate more social capital. Interestingly, the South Asian/Middle Eastern youth
reported fewer friendships but with some evidence that the ties they had were slightly stronger
than those reported by the East Asian/South East Asian youth (Hebert, 2005). However, it was
hypothesized that the strong ties found in the South Asian/Middle Eastern group is associated
with a lack of friendships formed outside their ethnic subgroup thereby contributing (or caused
by) social isolation from the larger community (Hebert, 2005). In support of this hypothesis, a

recent study looked at inter-ethnic friendship in relation to co-ethnic friendships. It was found
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that the co-ethnic relationships were more likely to be characterized by greater closeness and
more sustainability (Schneider, Dixon, & Udvari, 2007).

Conversely, it has been found that acquaintances characterized by heterogeneity (varying
culture, ethnicity, and social class) are critically important for the integration of youth who are
new to Canada, as these ties enhance autonomy and accessibility to varying resources (Hagan,
1998). As new Canadian youth begin to adapt and integrate into Canadian society, there is
evidence to suggest they loosen their ties with friends from their own ethnic group and extend
their social relations to include friendships with different ethno-cultural and mainstream groups
in a manner that more proportionally represents the Canadian society (Hebert, 2005). Certainly,
peer social support is essential for adolescents who are new to Canada in their school transition.
The current study will not only take this into account, it will consider the notion that certain
groups may need as well as receive different amounts of peer support in order to feel a sense of
belonging at school.

Adult/Teacher Social Support. In the context of the school, it has been established that
the role of the teacher is important to students, not only academically, but socially and
emotionally as well (Furman & Buhrmester, 1992). Adolescence is developmentally a time when
students are looking to adults other than their parents for support (Goodenow, 1993). However,
students tend to report lower levels of perceived teacher support during adolescence. That is,
they may be receiving less support at a time when developmentally they may be needing more
(Midgley, Feldlaufer, & Eccles, 1989). This is likely due to the structure of schooling for
adolescents, where different teachers teach each subject, which reduces the likelihood that strong

teacher-student bonds will develop.
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Perceived teacher support has been shown to be even more important for adolescents who
have immigrated than adolescents who are native to that country. In a study conducted in the
Netherlands, researchers found that adolescents who had immigrated placed a larger emphasis on
teacher support, both instructionally and emotionally, than did students who were native to the
country (Vedder, Boekarts, & Seegers, 2005). This outcome was also found in the United States
(US), with the addition that adolescents who had immigrated tended to rely on teacher support at
school more than peer support (Morrison, Laughlin, San Miguel, Smith, & Widaman, 1996).
Taking into consideration the important roles adults may play in the lives of adolescents who
have immigrated, it was important in the current study to take both adult and peer relations at
school into account.

Summary

Adolescents who immigrate are vulnerable to feeling as though they do not belong. As
outlined in this literature review, there appear to be three main reasons. First and foremost, they
are adolescents. Due to the myriad of changes associated with this developmental period, they
are more vulnerable to the negative ramifications of social isolation. Second, they are likely
dealing with a life-altering cultural transition associated with being a newcomer to Canada, and
finally, their ethnicity, race, language, and immigration status may create barriers to feelings of
belongingness. Given that a sense of belonging may be just what a person who has immigrated
needs for psychological well-being and adaptation, this study investigated the ways in which the
school social context is related to a sense of school belonging for newcomer adolescent
Canadians.

The school social context was investigated by taking into account several dimensions of

support that are relevant to students who are newcomers. First, school composition was
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examined. School composition was defined here as participants’ perceptions of racial/ethnic and
linguistic similarity and the ethnic diversity present in the participants’ school. Second, peer
social support at school was considered. Third, adult support at school was considered. Taken
together, the school composition and social support variables will hereafter be referred to as the
School Social Context.

The present investigation was elucidated through four main research questions: First, do
adolescents who are newer to Canada report fewer people they can go to for social support, in the
presence of demographic variables? It was expected, based on past research, that adolescents
who were newer to Canada would report less social support than those who were less new.
Second, do adolescents who are newer to Canada feel a lower sense of school belonging than
those who are not new? Based on the already standing literature, adolescents who were new to
Canada, were hypothesized to report lower levels of school belonging, in comparison to students
who were not new to Canada. Third, how does school social context impact school belonging?
And finally, are adolescents who are newer differently impacted by school social support than
those who have been here longer? It was expected that students who perceive less social support

at school, less similarity, and less diversity would also report a lower sense of school belonging.
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Chapter 3 - Method
Participants

Participants were recruited from six secondary schools and two elementary schools (71%
and 29% of the sample, respectively) in the lower mainland of British Columbia. There were 733
participants in total: 282 males and 451 female, all between the ages of 10 and 18 (mean age =
15), ranging from grades 5 to 12. The gender split was not equal, with 38.5% male participants
and 61.5% female participants. See Table 1 for sample frequencies and percentages for grade,
school, ethnicity, and immigration status, respectively.

The 2007/2008 British Columbia (BC) Ministry of Education data set revealed that the
gender split in the present sample was not consistent with the gender proportions at the school,
district, or province level. The sample in the present study was a sample of convenience and the
disproportionate amount of females in the present sample can be accounted for in two ways: First,
we had access to several all-girls classes. Second, we also had access to several classes that were
predominantly female. Both of these situational factors certainly skewed the gender ratio in the
current sample. It should be noted that the proportion of students who completed the study was
not skewed by gender and that gender was controlled for in all of the analysis. Still, as the
sample is not gender representative, results need to be interpreted with caution.

In order to determine the extent to which majority and minority groups within each
school were being represented in the present study, Non-English home languages reported by the
2007/2008 BC Ministry of Education were also compared with the current sample. The top three
Non-English home languages were used to determine whether or not the present sample
represented the array of cultures present in each of the schools. As it turned out, the top three

Non-English home languages in the current sample matched with the top three Non-English
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home languages reported by the Ministry for the schools in the present study. The exception was
one school where the vast majority of the population speaks only English at home. For this
school, the sample did include participants with Non-English home languages but naturally, it
was difficult to retain similar proportions with such small numbers. Given that Non-English
home languages reported by the Ministry and the current sample are fairly consistent with one
another, | argue that we can move forward with a fair degree of confidence that both majority
and various minority groups within each of the schools are being represented in this study.

The data collection was part of a larger study examining social responsibility in schools.
As such, all students at participating schools formed the subject pool for this study, irrespective
of immigration status. As the Lower Mainland is comprised of a mosaic of ethnicities and newly
immigrated youth, it served as a prime location for capturing different school social contexts and

unigue combinations of 1.5, 2", and 3" or more generation immigrants and non-immigrants.

Table 1. Frequencies and Percentages of the Study Demographic Variables

Frequency Percentage

Grade
5 32 4.4
77 10.5
7 83 11.3
8 150 20.5
9 75 10.2
10 148 20.2
11 79 10.8
12 89 12.1
Not Lone Parent 516 70.4
Lone Parent 217 29.6

table continues
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Table 1(continued).

Frequency Percentage
Ethnicity
Asian 335 457
European 247 33.7
Other 129 17.6
Generation Status
15 137 18.7
2 270 36.8
3 305 41.7
Procedure

We approached various elementary and secondary schools in the Lower Mainland. Upon
attaining permission from the school board, principals, and teachers, we had a short information
session with each class to outline the study and its objectives. In this session, students were
informed about the nature of the study, as well as important aspects of the research procedure
such as confidentiality and consent. Students were provided with a consent and an assent form to
be completed by their parents and themselves, respectively.

Approximately one week later, we returned to the school to group-administer the survey
during class time. We distributed 1487 consent forms and 733 students returned their consent
and assent forms and were able to participate, meaning we had a 49% response rate. Students
who participated were given directions on how to complete the questionnaire and were instructed
to ask for clarification if they did not understand something, at any time during the survey.
Students who did not return their consent forms were asked to work quietly at their desks.

Students who completed the questionnaire were asked to work quietly until all their classmates
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had finished. No talking was allowed for the duration of the survey. The questionnaire took
approximately one hour to complete and consisted of demographic information, a set of
questions related to technology and adolescence, and two measures relevant to the current the
study. Finally, for each school participating in the study, public data with respect to its
ethnic/linguistic composition was obtained from the B.C. Ministry of Education. This data
included 2007/2008 school population sizes, broken down by grade and language spoken at
home.

Measures
Demographic information

As part of the questionnaire students were asked to provide demographic information
related to their age, gender, school, grade, ethnicity, lone parenting status (used as a proxy for
socioeconomic status, SES), and generational status (both 1.5, 2" and 3" or more generation
status). The specific items that were used to determine these variables are located in the
Appendix A.

Ethnicity. Participants were asked to choose their racial/ethnic background from a list of
choices and examples to go along with each choice (see Appendix A for the full list of response
options). Although it is recognized that race and ethnicity are generally distinguished between in
the literature, it was not assumed that adolescents also make this distinction. The terms race and
ethnicity were used in the questionnaire, but adolescents were never expected to make the
distinction between the two labels. The two labels were simply used to ensure that participants
were familiar with at least one of the labels so that they were able to answer the questions (See
Appendix A, question 5 for an example). As the distinction was not made in the questionnaire,

the terms are not distinguished in the study.
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As can be seen in Table 1, the overwhelming majority of participants identified
themselves as of Asian or European descent. All of the other racial/ethnic groupings were very
small. Nevertheless, they were entered into the analysis as separate variables until it was clear
that they had no impact on the outcome of the model. Finally, to preserve power, all of the
ethnicities represented by small numbers of individuals were incorporated into the Other
Ethnicity category. This group was composed of Aboriginal, African/Caribbean, South Asian,
Latin American, Middle Eastern, and Mixed variables. The groups compiled in the Other
Ethnicity category had group sizes that ranged from 6-55. Some participants (3%) chose ‘I Don’t
Know’ in response to this question and those responses were coded as missing. Dummy
variables were created for those of European descent and of Other descent and in all analyses,
the reference group was Asian because it represented the largest racial/ethnic group in the sample.

Lone Parenting Status. A Lone Parenting variable was created to represent
socioeconomic status. Several variables that may potentially represent socioeconomic status
were considered. Maternal education and paternal education were considered first, however,
approximately half of the sample reported I Don’t Know for each of these variables, which in
turn would need to be coded as missing. The data for the Lone Parenting variable was much
more complete and, in order to maintain power, it was decided upon as the variable to represent
socioeconomic status. Question 13 from Appendix A, pertaining to whom participants live with,
was used to create the Lone Parenting variable. The data were recoded by assigning participants
to two groups: Participants from a lone parent family and those not from a lone parent family.

Generational Status. A Generational Status variable was created based on questions about
birth country and parental birth country (See Appendix A for the specific questions). Rumbaut’s

(2008) classification scheme was used to categorize participants as 1.5, 2", or 3" generation
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Canadian. A 1.5 generational status refers to a person who is foreign born, but arrived as a child.
A person labeled as a 2™ generation Canadian was born in Canada, but both parents are foreign
born. Finally, 3" generation Canadian refers to any person who was born in Canada and has at
least one parent born in Canada. It should be noted that this 1.5, 2'and 3 are not evenly
distributed and were therefore recoded for analysis to 0, 1, 2. The 1.5, 2, and 3" generation labels
are to be thought of as labels, not numeric quantities.

It was decided that the term generation status was more appropriate than immigration
status. There are inconsistencies in the literature as to the usage of these two labels. Immigration
status, however, is sometimes used to distinguish the type of transition an individual underwent
(For example, Refugee or Immigrant) and sometimes used to dichotomize people who have
immigrated with those who have not. The present study uses the term generational status to refer
to the extent to which a person is new to Canada, a continuous label. The term immigration
status is used here to distinguish between people who have undergone the immigration
experience and those who have not, a dichotomous label. It should be noted that the demographic
questionnaire did include a question to distinguish between participants who were refugees and
international students, as opposed to immigrants. Unfortunately, many of the participants in the
field were unaware of their status and as a result, a high proportion of the participants answered
‘I Don’t Know’ to this question and it therefore was of limited use in the study.

Years in Canada. In order to account for the length of time an adolescent has lived in
Canada, a ‘Years in Canada’ variable was created. This variable was created to capture the subtle
differences in the length of time adolescents who are of similar generational status have been in
Canada (and in particular those with a 1.5 Generation Status). Students were simply asked how

long they have been in Canada (See Appendix A for the exact question). In order to account for
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students who were born in Canada, age was used to represent their Years in Canada. For example,
if a participant was 15 and born in Canada, then 15 would be their Years in Canada.
Sense of school belonging

The Psychological Sense of School Membership scale (PSSM; Goodenow, 1993) was
chosen to determine adolescents’ sense of school belonging in the current study. This scale was
particularly appropriate with the current diverse sample because it used simple, plain language
and was developed and validated with multi-ethnic, suburban and rural, middle and junior high
school students (Goodenow, 1993).

The 18-item self-report Psychological Sense of School Membership scale (PSSM;
Goodenow, 1993) uses a 5-point Likert scale, ranging from (1) ‘not at all true’ to (5) ‘completely
true.” The internal consistency score for suburban (a relatively homogenous group) and urban
students (a relatively heterogeneous group) was found to be .88 and .80, respectively. For a
variety of other samples, the internal consistency reliability ranged from .77 to .88 (Goodenow,
1993). A comparable internal consistency score was obtained in this study, with a Cronbach
alpha coefficient of .89. Goodenow (1993) used contrasted groups validation procedures in order
to establish good construct validity for this measure of perceived school belonging.

A composite School Belonging variable was created by calculating the mean scores based
on the 18 original items. Descriptive analyses revealed the means and standard deviations for the
school belonging score on the PSSM were: M = 3.76, SD = 0.63. That is, participants indicated
on average, that they ‘somewhat’ to ‘mostly’ felt that they belonged to their school. See

Appendix B for the scale items.
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School social context

Prior to this study, there was no existing scale to assess the specific dimensions of school
context as defined in this study. More specifically, no self-report measure was found that
distinguished between functions of social support at school. Furthermore, no scale regarding
school social context was found that captured the perceived ethnic/racial and linguistic similarity
dimensions of a student’s social support network. Therefore, a new questionnaire, the School
Social Context Questionnaire (SSCQ) was developed for the purposes of this study, in order to
capture this information and to assess adolescents’ school social context. See Appendix C for the
full questionnaire.

The items on the SSCQ were designed to capture two major aspects of school social
context: (1) students’ perceived social support and (2) students’ perception of how similar
schools’ racial/ethnic and linguistic composition felt to them. Students’ perceived social support
was assessed on five levels to capture both the types and functions of support: Adult Support for
School Help, Adult Support for Personal Help, Peer Support for School Help, Peer Support for
Personal Help, and Peer Support for ‘Hanging out’. School help refers to academic support
students may get at school (For example, for help with homework and projects). Personal help
refers to emotional support at school (For example, for help when feeling mad, sad, or stressed).
‘Hanging out’ refers to companionship at school (For example, to hang out with at lunch breaks).

Social support. In creating the variables for perceived social support, as can be seen in
Appendix C, participants were asked to report the number of people they turn to for different
kinds of social support, in an open-ended manner. Not unexpectedly, this created a set of data
with several outliers. According to Tabachnick and Fidell (2001), extreme values have a

disproportionate effect on regression analyses and one of the ways to resolve this is to rescore
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them. As such, the social support variables were rescored so that the high numbers were
collapsed into the last highest number before a natural break. For example, in the case of the
Adult Support for School Help variable, numbers 0-10 were counted as separate categories and
the final category, 11, included anyone who reported 11 individuals or more.

Descriptive analyses showed that students reported a median of 4 adults they could go to
for school help (M = 4.95, SD = 3.46), a median of 1 adult they could go to for personal help (M
=1.91, SD = 2.00), a median of 9 peers they could go to for school help (M =7.98, SD = 4.56), a
median of 4 peers they could go to for personal help (M =5.02, SD =4.13), and a median of 11
peers they could hang out with (M =9.33, SD = 4.25).

School similarity. Students’ perceptions of how similar their peers at school are to
themselves was assessed on a Likert scale. One indicated ‘none of them’, two ‘mostly none’,
three “half of them’, four ‘most of them’ and 5 five ‘all of them)’. A sixth point was reserved for
an ‘I don’t know’ response. Part way through data collection, the question was raised as to
whether the above Likert scale was acceptable given that the scale points were not consistent. In
an attempt to rectify this issue, the Likert scale was adjusted so that 1 indicated ‘none of them”’,
two ‘some of them’, three ‘half of them’, four ‘most of them’ and five ‘all of them’. Twenty
students were given questionnaires with the adjusted scale in order to decide whether the scale
created a significant measurement difference. These twenty samples were compared twice: First,
with twenty participants from the same school who had been tested using the original scale and
then again at the end of the study using the entire sample as a comparison. Independent-samples
t-tests were conducted to examine whether the groups of students differed on their responses
using these two different scales. The findings indicated that there were 11 non-significant

differences and one significant difference between the two groups and this result held when
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using both the small sample and the entire sample as the comparison (See Table 2 for t-test
results for the entire sample). In the one case where the Levene’s Test was found to be
significant (Table 2, Peers for School Help-Ethnicity), equal variances were not assumed and the
values in that row reflect that. Although the different format did seem to have a significant effect
on the response choices for one of the items, it was decided that the differences were minimal in

light of the fact that it was the only significant difference from a total of 12 items.
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Adult School Help-language
Adult School Help-ethnicity
Adult Personal Help-language
Adult Personal Help-ethnicity
Peer School Help-language
Peer School Help-ethnicity
Peer Personal Help-language
Peer Personal Help-ethnicity
Peers to 'Hanging Out'-language
Peers to 'Hanging Out'-ethnicity
Student Composition-language
Student Composition-ethnicity

M SD

t df  Original Improved Original  Improved
0.57 574 3.68 3.12 4.03 2.03
0.83 612 3.37 2.61 3.88 1.58
0.03 620 4.83 4.80 4.07 2.35
059 616 4.57 4.00 4.15 2.79
094 606 3.64 3.37 1.25 1.21
-0.59 21 3.47 3.58 1.19 0.77
-0.77 559 3.74 4.00 1.36 1.17
-1.08 550 3.59 3.94 1.34 1.14
-0.54 599 3.66 3.82 1.25 1.07
-149 596 3.59 4.00 1.13 1.06
0.48 637 3.34 3.25 0.85 0.91
-3.11 644 3.22 3.85 0.89 0.99

*p < .05

A composite variable was created to capture each student’s overall perception of

similarity with the other students at their school by calculating the mean scores of both ethnic

and linguistic similarity variables. Items which asked how similar students feel to the peers they

go to for school help, personal help, and hanging out, as well as their perceptions of similarity to

their student body as a whole, were included in this variable. The mean and standard deviation

for the Perceived Similarity composite variable was M = 3.51 and SD = 0.85. This indicates that

the majority of students felt that just over half of their peers at school were similar to them

ethnically and linguistically.
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Diversity index

In addition to assessing students’ perceptions of how similar they were to their peers at
school, it was of interest to take into account how diverse the schools were. Data from the British
Columbia Ministry of Education was used to identify the diversity of each school population.
Although specific ethnicity information was not available, information regarding language
spoken at home was available, and thus, used to create one diversity index for each school. The
Simpson’s Diversity Index (Simpson, 1949) was used to calculate a School Diversity variable,
such that a high D value indicates low levels of diversity and a low D value indicates a high level
of diversity. Using this formula, a school that is relatively homogenous would have a lower score
and a school that is more heterogeneous would have a higher score. The formula also takes into
account proportions so that a school that is mostly comprised of Cantonese and English speakers
would score lower on diversity than a school that was comprised of a larger, more even

distribution of languages (For example, Cantonese, English, Spanish, Tagalog, Korean):

D=) n(n-1)

N(N-1)
Where n = the total number of students who speak a particular language at home and N = the
total number of students at the school
Translation

Questionnaire translations are often used in cross-cultural research of this nature.

However, the methods of translating instruments and questionnaires for cross-cultural use is
being seriously questioned as of late. It is argued that the currently accepted techniques are not

sufficient for attaining equivalence that is valid on multiple levels (Pena, 2007). Translating the
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guestionnaire and measure with any degree of equivalence was decidedly beyond the scope of
this study. All concentration and efforts were placed on assuring that the questionnaire used clear
and plain language and that sufficient support was available for individual participants during the

data collection process.

Overview of Data Analysis

Seven hierarchical multiple regression models were used to answer the research questions.
Hierarchical multiple regression was chosen because the regression model has several DV’s that
can be grouped theoretically. This type of analysis is appropriate in cases such as this, in which
there is theoretical reasoning for dividing variables and taking into account the separate impact
they have in predicting the IV (Tabachnick & Fidell, 2001). Research question 1 looked at the
factors influencing perceived social support in school. This research question was answered by
way of five regression models (Tables 4-8) with all five types of social support (Adult Support
for School Help, Adult Support for Personal Help, Peer Support for School Help, Peer Support
for Personal Help, Peer Support for ‘Hanging out’) as the dependant variables, respectively. The
independent variables in all five models included Gender, Grade Level, Lone Parenting,
Ethnicity, Generational Status and Years in Canada. Research questions 2 and 3 which examined
the factors impacting School Belonging, were answered using one regression model, hereinafter
referred to as the ‘School Belonging Regression model’ (Table 9). The dependant variable in this
case was School Belonging and the independent variables were the same as in the above
regression models, with the addition of Perceived Similarity, School Diversity, and the five types
of social support (Adult Support for School Help, Adult Support for Personal Help, Peer Support

for School Help, Peer Support for Personal Help, Peer Support for ‘Hanging out’). Finally,
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research question 4 uses the School Belonging regression model with the addition of the
interaction of the five social support variables with generational status for a moderator analysis
(Table 10).

The independent variables were added as follows for the models in Tables 4 to 9: In
Block 1, Gender, Grade, and Lone Parenting variables were added as control variables. The
Ethnicity variables were then added in Block 2 (European and Other, with Asian as the reference
group). In Block 3, Generational Status and Years in Canada variables were entered. For the
School Belonging model, there were additional blocks: Perceived Similarity and School
Diversity were added in Block 4 and the five social support variables were entered in Block 5:
Adult Support for School Help, Adult Support for Personal Help, Peer Support for School Help,
Peer Support for Personal Help, Peer Support for ‘Hanging out’.

Finally, moderator analyses were used in order to answer question 4 that examined the
interaction of the school social context variables with Generational Status. In order to do this, the
variable scores from the previous School Belonging model were standardized (Aiken & West,
1991). Block 1 included Grade, Gender, Lone Parenting, Ethnicity variables, Generational Status,
Years in Canada, Perceived Similarity, School Diversity, and the five types of social support. In
Block 2, variables that represented the interaction of Generation Status and all types of social
support, respectively were added to assess the interaction between these variables on School
Belonging.

The School Belonging moderator analysis regression model was the largest, as it included
19 independent variables. A correlation matrix was created in order to establish the relationships
amongst the variables (see Table 11, Appendix D). It was also imperative to determine whether

the sample size was large enough to conduct such an analysis. Using a formula provided by



Tachnick and Fidell (2004) which requires that N is greater than 50 + 8m (m = number of
independent variables), it was calculated that the model with the most variables requires 202
participants. Considering that the current study has 733 participants, it was decided that we had

ample sample size to analyze this model.

35
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Chapter 4 - Results

Normality was assessed following the methods suggested by Tabachnick & Fidell (2001).
It was found that for the social support variables, Kolmogorov-Smirnov tests of normality were
significant in all cases, suggesting a departure from a normal distribution. As detailed previously,
in the case of the social support variables, a few outliers (between 6 and 10 cases for each social
support variable) had considerably high scores. In an attempt to rectify the distribution’s
departure from normal, the social support variables were recoded in a manner that eliminated the
outliers. After recoding the social support variables, skewness and kurtosis values were close to
zero for all variables and were not found to be statistically significant, suggesting a normal
distribution. The descriptive statistics for the social support variables before and after the
recoding are presented in Table 3. Furthermore, given an N of 733 for this study, normality was
declared sufficient in light of Tabachnick & Fidell (2001) who suggest that when N is

sufficiently large (N > 200), non-normality should not substantially impact the analysis.

Table 3. Descriptive Statistics for Social Support Variables Before and After Recoding.

Mean Median Skewness Kurtosis

Before Recoding Variables

Adult Support for School Help 5.76 4 8.67 106.16
Adult Support for Personal Help 2.60 1 10.32 123.25
Peer Support for School Help 17.48 8 7.94 94.78
Peer Support for Personal Help 6.53 4 7.94 94.78
Peer Support for Hanging Out 25.08 10 14.43 255.29

table continues
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Table 3 (continued).
Mean Median Skewness Kurtosis

After Recoding Variables

Adult Support for School Help 4.95 4 0.48 -1.03
Adult Support for Personal Help 1.91 1 0.92 -0.38
Peer Support for School Help 7.98 9 -0.21 -1.32
Peer Support for Personal Help 5.02 4 0.52 -1.12
Peer Support for Hanging Out 9.33 11 -0.79 -0.56

Research Question 1: Do adolescents who are newer to Canada report fewer perceived people
they can go to for social support (after controlling for demographic variables)?

As noted above each of the five social support variables were used as dependent variables
in separate hierarchical regressions. That is, five different regression models were used to answer
this question. To reiterate, in Block 1 of each of the five regression models, the demographic
variables were entered. In Block 2, the Ethnicity variables were included, and finally in Block 3,
to answer the research question, the Generational Status and Years in Canada variables were
entered to examine whether less time in Canada was associated with fewer perceived people that
adolescents could go to for social support. See Tables 4-8 for the results from each social support
regression model, including betas, standardized betas, R squares, and R Square change values.

Grade did significantly predict Adult Support for Personal Help (Table 5) and Peer
Support for School Help (Table 6), and this relationship held to the final model. Participants in
higher grades reported that they had more peers they could go to for school help as can be seen
by the positive beta values in Table 6 compared with their peers. However, participants in higher
grades reported that they had fewer adults they could go to for personal help at school as can be

seen by the negative beta values in Table 5.
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Gender was not found to significantly predict any type of social support (See Tables 4-8).
Lone Parenting was found to significantly predict Peer Support for School Help (See Block 1 of
Table 6) such that being from a lone parent family was related to reporting fewer peers they
could go to for support for school help.

Individuals of European descent tended to report more people they could go to for Adult
Support for School Help (See Table 4, Block 3), Peer Support for Personal Help (See Table 7,
Block 2), and Peer Support for ‘Hanging out’ (See Table 8, Block 3) than their Asian
counterparts (which, as noted above is the reference group for these analyses). In addition,
participants who are in the ‘Other’ background category of Ethnicity (e.g. Aboriginal, Latin
American, Middle Eastern, etc.) reported a higher number of people they could go to for Adult
Support for Personal Help compared to participants from the Asian background group (See Table
5, Block 2).

Generational Status and Years in Canada were differently associated with Peer Support
for ‘Hanging out’ (See Table 8, Block 3). Specifically, individuals who have spent more years in
Canada tended to report more people they could go to for Peer Support for ‘Hanging out’, [b
= .18, SE, =.06, B = .18, p < .01]. In contrast, higher Generation Status was associated with
reports of fewer people that adolescents can go to for Peer Support for ‘Hanging out’, [b =-.77,
SEp =.35, p =-.14, p <.05]. In the presence of Grade, Gender, Lone Parenting and Ethnicity,
adolescents who represent newer generation Canadian students (i.e., participants who had
immigrated more recently) perceived having more peers to ‘hang out’ with at school; while
adolescents who have spent fewer years in Canada were more likely to perceive fewer peers to

‘hang out’ with.
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Table 4. Summary of the Hierarchical Regression Model representing Adult Support for School

Help as Predicted by Generational Status and Years in Canada (N = 733).

Block 1
Grade
Gender
Lone Parent

Block 2
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other

Block 3
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other
Years in Canada
Generation Status

B SE B R? AR?
01 .01
11 .07 .06
-.38 27 -.05
-.29 29 -.04
.02 .01*
.03 .07 02
-.44 27 -.06
-.26 29 -.03
81 32 11%*
17 37 02
02 .00
01 .08 .00
-42 27 -.06
-.25 29 -.03
1.21 41 17%*
40 41 .04
.04 .05 .05
-44 30 -10

Note. *p <0.05. **p <0.01 ***p <0.001.
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Table 5. Summary of the Hierarchical Regression Model representing Adult Support for Personal

Help as predicted by Generational Status and Years in Canada (N = 733).

Block 1
Grade
Gender
Lone Parent

Block 2
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other

Block 3
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other
Years in Canada
Generation Status

B SE B R? AR?
01 .01*
-10 .04 -.10%*
-.22 16 -.06
-.04 17 01
.02 .01*
-13 .04 -.13%*
-.26 16 -.07
-.06 17 -.01
38 18 .09*
43 21 .08*
03 .01
-10 .05 -.10*
-.29 16 -.07
-10 17 -.02
41 24 10
A7 23 .09*
-.05 .03 -11
.07 17 03

Note. *p <0.05. **p <0.01 ***p <0.001.
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Table 6. Summary of the Hierarchical Regression Model representing Peer Support for School

Help as Predicted by Generational Status and Years in Canada (N = 733).

Block 1
Grade
Gender
Lone Parent

Block 2
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other

Block 3
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other
Years in Canada
Generation Status

B SE )/ R? AR?
.03 Q2%x*
33 .09 5%
30 35 .03
-81 38 -.08*
.03 .00
34 .09 1 5%*
33 .36 .04
-77 38 -.08*
-10 42 -.01
-47 49 -.04
.03 .00
30 10 13%*
36 36 .04
-74 38 -.08
24 54 .03
-.27 53 -.02
.06 .06 .06
-44 39 -.07

Note. *p < 0.05. **p < 0.01 ***p < 0.001.
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Table 7. Summary of the Hierarchical Regression Model representing Peer Support for Personal

Help as Predicted by Generational Status and Years in Canada (N = 733).

B SE Vi R AR®
Block 1 .02 .02*
Grade A3 .08 .06
Gender .63 .32 .08
Lone Parent -.69 .34 -.08*
Block 2 .03 .01*
Grade .03 .09 .01
Gender .55 .32 .07
Lone Parent -.67 .35 -.08
Ethnicity- European descent 1.12 .38 13**
Ethnicity- Other 42 45 .04
Block 3 .03 .00
Grade -.01 .09 -.01
Gender .57 .32 .07
Lone Parent -.67 .35 -.07
Ethnicity- European descent 1.62 49 19**
Ethnicity- Other 12 48 .07
Years in Canada .05 .06 .05
Generation Status -.56 .35 -.10

Note. *p < 0.05. **p < 0.01 ***p < 0.001.
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Table 8. Summary of the Hierarchical Regression Model representing Peer Support for ‘Hanging

out’ as Predicted by Generational Status and Years in Canada (N = 733).

Block 1
Grade
Gender
Lone Parent

Block 2
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other

Block 3
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other
Years in Canada
Generation Status

B SE B R? AR?
.05 [05***
42 .08 20%**
-53 33 -.06
-55 35 -.06
.08 Q3%+
26 .09 12%*
-.65 32 -.08*
-50 34 -.05
1.83 .38 2]
.38 A4 03
.09 02%*
13 .09 .06
-56 32 -.06
-39 34 -.04
2.25 49 26%**
60 48 .05
18 .06 18**
-77 35 -.14*

Note. *p <0.05. **p <0.01 ***p <0.001.
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The School Belonging Regression Model

The School Belonging regression model was used to answer research questions two and
three (See Table 9). To reiterate, the variables in Table 9 were entered in five blocks. In Block 1,
the effects of Gender, Grade, and Lone Parenting were controlled for. In Block 2, dummy coded
Ethnicity variables were added. In Block 3, Generational Status and Years in Canada were
entered. In Block 4, Perceived Similarity and School Diversity were entered and finally, Adult
Support for School Help, Adult Support for Personal Help, Peer support for School Help, Peer
support for Personal Help, Peer Support for ‘Hanging out” were all added in Block 5.

Grade and Lone Parenting were significantly associated with School Belonging, such that
adolescents who were in lower grades and did not have lone parent status tended to report higher
scores on the School Belonging scale (See Table 9, Block 5). It should be noted that Grade was
not significantly associated with School Belonging in Block 1 (See Table 9) however in the final
model, it significantly predicted School Belonging.

With the addition of Ethnicity variables in Block 2, participants of European descent as
well as Other descent reported higher scores on the School Belonging scale compared to
participants of Asian descent (the reference group) and this relationship held even after

controlling for all of the other variables (See Table 9, Block 5).

Research Question 2: Do adolescents who are newer to Canada feel a lower sense of School
Belonging, in the presence of demographic variables?

Years in Canada and Generational Status did not significantly predict School Belonging
in Block 3 of Table 9. However, in Block 4, after the entry of Perceived Similarity and School

Diversity variables, Generational Status was found to significantly predict School Belonging [b =
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-.14, SE, =.06, B = -.16, p < .05]. These results indicate that, although Years in Canada did not
significantly predict School Belonging, higher Generational Status was negatively associated
with higher scores on the School Belonging scale, in the presence of the social context variables
Perceived Similarity and School Diversity. It should also be noted however, that Generational
Status loses significance in Block 5 with the addition of the social support variables (See Table

9).

Research Question 3: In what ways does school social context impact School Belonging after
controlling for demographic variables?

Perceived Similarity significantly predicted School Belonging [b = .09, SE, =.03, B = .13,
p =<.01] such that feeling more similar, both ethnically and linguistically to one’s peers was
positively associated with School Belonging. It should be noted that the R Square Change value
for Block 4 was modest but significant (See Table 9, Block 4) and Perceived Similarity
maintained it’s significant contribution in the final model (See Table 9, Block 5).

After adding the five types of social support variables in Block 5, Adult Support for
School Help, Adult Support for Personal Help, and Peer Support for ‘Hanging out’ (See Table 9)
were positively associated with School Belonging. These findings suggest that the more adult
support for school help and personal help that participants perceived, the higher School
Belonging scores they reported. Similarly, the more peers that participants perceived they could

hang out with, the higher School Belonging scores they had.
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Table 9. A Hierarchical Regression Model Summary representing Sense of School Belonging as

Predicted by Social Context variables at school (N = 733).

Block 1
Grade
Gender
Lone Parent

Block 2
Grade
Gender
Lone Parent
Ethnicity-European descent
Ethnicity-Other

Block 3
Grade
Gender
Lone Parent
Ethnicity-European descent
Ethnicity-Other
Years in Canada
Generation Status

Block 4
Grade
Gender
Lone Parent
Ethnicity- European descent
Ethnicity- Other
Years in Canada
Generation Status
Perceived Similarity
School Diversity Index

B B R? AR?
02 .02*
.01 01 .02
.00 .05 .00
-17 05 -12%*
05 .03**=*
-.02 01 -05
-.02 .05 -.02
-18 05 -13%*
26 06 .19%**
22 07 13**
.05 .00
-.02 02 -.07
-.02 .05 -.02
-18 05 -13**
34 08 .26%**
27 08 .16%**
01 01 .05
-.09 05 -11
06  .01*
-.03 02 -.09
-.03 .05 -.02
-17 05 -13%**
37 08 .28%**
35 08 21%**
01 01 .06
-14 06 -.16%
.09 03 .13**
-.01 13 -01

table continues
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Table 9 (continued).

B SE B R? AR?
Block 5 21 15

Grade -.03 02 -10*

Gender .00 05 .00

Lone Parent -14 05 -10**

Ethnicity- European descent 22 08 17**

Ethnicity- Other 27 08 .16**

Years in Canada .01 01 .04

Generation Status -.09 05 -11

Similarity Composite .08 03 .10**

School Diversity Index .06 12 .02

Adult Support-School Help .03 01  .14**

Adult Support-Personal Help .05 01  .14**

Peer Support-School Help .01 01 .06

Peer Support-Personal Help .01 01 .08

Peer Support-Hanging Out .02 01 .15**

Note. *p < 0.05. **p < 0.01 ***p < 0.001.
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Research Question 4: Are adolescents who are newer differently impacted by school social
support than those who have been here longer?

The School Belonging Model, with the addition of the interaction terms between the
social support variables and Generational Status, was used to answer research question four. The
interaction terms between Adult Support for School Help and Generational Status, as well as
between Peer Support for Personal Help and Generational Status were significantly associated
with School Belonging (See Table 10, Block 2). These interactions were plotted for further
analysis using Aiken & West’s (1991) recommendations. The interactions were clearest when
the variables Adult Support for School Help and Peer Support for Personal Help were split into
three groups, thereby creating low, medium, and high levels of social support groups based on
the distribution of the scores, as can be seen in Figures 1 and 2.

Participants of each Generational Status had a positive relationship between Adult
Support for School Help and School Belonging. That is, the more Adult Support for School Help
they reported, the higher they scored on the School Belonging scale. However, the difference lies
in the slopes of the lines. Adolescents who had newly immigrated (1.5 generation Canadians)
displayed a stronger relationship between Adult Support for School Help and School Belonging.
More specifically, this group displayed the lowest scores on School Belonging at lower levels of
Adult Support for School Help and the highest scores on School Belonging at higher levels of
Adult Support for School Help (See Figure 1).

Regarding Peer Support for Personal Help, as can be seen in Figure 2, at high levels of
Peer Support for Personal Help, the 1.5 generation group displayed higher scores on School
Belonging than both 2nd and 3rd generation Canadians. The 3rd generation Canadians displayed

higher scores of School Belonging, even when they reported low levels of Peer Support for
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Personal Help. In contrast, the 2nd generation Canadians displayed the lowest scores of School

Belonging even when they reported high levels of social support.

Table 10. Hierarchical Regression Moderator Analysis where Sense of School Belonging is

Predicted by the Interaction Between Generation Status and Social Support Variables at School

(N =733).
B SE )/ R? AR?
Block 1 21 21%**
Gender .00 02 .00
Grade -.07 .03 -.10*
Lone Parenting -.06 02 -.09**
Ethnicity-European descent 1 04 17+
Ethnicity-Other A 03  .16**
Years in Canada .02 03 .04
Generation Status -.68 04 -11
Perceived Similarity .07 .03 10**
Diversity Index .01 03 .02
Adult support-School help 1 03  .14**
Adult support-Personal Help 1 03  .14**
Peer support-School Help .04 03 .06
Peer Support-Personal Help .05 03 .08
Peer Support-'Hanging out’ A1 .03 15**
Block 2 23 .01*
Gender .00 .04 .00
Grade -.09 05 -.09
Lone Parenting -.10 04  -10**
Ethnicity-European descent 17 05  17**
Ethnicity-Other 16 05  .16**
Years in Canada .01 05 .01
Generation Status -.03 12 -.03
Perceived Similarity 10 .04 10
Diversity Index .02 05 .02
Adult support-School help 40 14 A0**
Adult support-Personal Help 10 14 10

table continues



Table 10 (continued).

Peer support-School Help
Peer Support-Personal Help

Peer Support-'Hanging out’

Adult Support for School X Generation Status
Adult Support for Personal X Generation
Status

Peer Support for School X Generation Status
Peer Support for Personal X Generation Status
Peer Support for ‘Hanging out” X Generation
Status

50

B SE /i R? AR?
.05 17 .05
-.30 16 -.30
31 15 .30
-.03 02 -.30*
01 03 .07
.00 02 .01
.04 02 41
-.02 01 -20

Note. *p <0.05. **p <0.01 ***p <0.001.



Figure 1. The Interaction Between Generational Status and Adult Support for School Help on

Sense of School Belonging.
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Figure 2. The Interaction Between Generational Status and Peer Support for Personal Help on

School Belonging.
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Chapter 5 - Discussion

The purpose of this study was to determine the ways in which school social context
impacted sense of school belonging for adolescents who are newer to Canada, in relation to those
who are not new. Adolescents who were newer to Canada reported different levels of social
support and furthermore, were found to be impacted by this social support differently than those
who were less new. In addition, it was found that certain aspects of students’ school social
context affected their sense of school belonging more than other aspects.

Social Support at School

Adolescents who have spent less time in Canada tended to report having fewer peers to
‘hang out’ with in comparison to adolescents who have spent more time in Canada. ‘Hanging
out’ in this study was one of the weaker peer ties at school, representing people who could be
companions at school, yet perhaps not people who a person would feel comfortable going to for
personal help or school help. It seems logical to assume that the more years an adolescent has
spent in Canada, the more time that a person has had to make connections at school with their
peers, resulting in higher reports of social support for ‘hanging out’. One study found that
children who immigrated tended to choose friends who speak the same native language as them
(Tatum, 1999). The new Canadians in the current study may not have reported an extensive
social network, that is Peer Support for ‘Hanging out’, because they are restricted to the portion
of the student body that speak the same language as them.

What was not expected was the finding that Generational Status was negatively
associated with reports of Peer Support for ‘Hanging out’ at school. That is, Canadians who are
part of families who have been in the country longer, reported lower levels of Peer Support for

‘Hanging out’. This may be explained by the fact that 41.6 % of the adolescents in the current
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study were 3rd generation or more, which means that the majority of adolescents or their families
were relatively new to Canada. Students from an Asian background were also the numerical
majority in the current study (See Table 1). This is mirrored by the knowledge that a large
proportion of the general population are new and the majority of adolescents who are new to
Canada are of Asian descent (CIC, 2005). Developmentally, adolescents tend to make
connections with peers who are similar to them (Bernt, 1981). A possible explanation for why
adolescents who are newer to Canada, as per their Generational Status, tended to report having
more peers they could go to for ‘Hanging out’, is that they are quite possibly the majority in their
school in terms of how new they are to Canada as well as in terms of their racial/ethnic
background. Participants may have reported higher levels of social support for the simple reason
that the majority of the students at school are similar to them and as such, they might have more
opportunities to make connections.
School Belonging

Grade was one of the main predictors of School Belonging in the overall model, with
younger students reporting higher scores of School Belonging. Not only is this finding consistent
with other research looking at this question (Anderman, 2003), but there are also two reasons
specific to the current sample which may have influenced this outcome. First, this study
included students from both elementary schools and secondary schools. There is a substantial
amount of evidence indicating that elementary schools are more supportive than secondary
schools, due to the school and classroom structures which affords more opportunity for peer and
adult social interactions (Osterman, 2000). Second, the youngest participants in the present study
are 10 years of age. The fact that younger students were significantly more likely to feel a higher

sense of school belonging could also be explained in terms of the developmental literature. More
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specifically, adolescents are developmentally more vulnerable to feeling as if they do not belong
than children (Osterman, 2000).

Lone Parenting was included as a covariate in the model, primarily to tap into aspects of
SES (Simpson, Janssen, Craig & Pickett, 2005). It was a significant predictor of School
Belonging in the overall model. Socioeconomic status is thought to be related to a plethora of
negative outcomes in the literature, including academic and social-emotional outcomes (Duncan
& Brooks-Gunn, 2003). More specifically, there is research to suggest that students tend to
choose peers at school based on status indicators, such as SES. That is, they prefer to form
relationships with peers who have equal or higher SES status than them (Jules, 1991).
Adolescents who are from lower SES families may not be as socially accepted as their higher
SES counterparts. Considering the direct positive relationship established between social support
and school belonging (Jules, 1991), this potential lack of social support for students with a lower
SES might certainly contribute to a lower sense of school belonging.

Participants of Asian descent reported significantly lower feelings of School Belonging
than their counterparts of any other descent (European or Other). This is despite the fact that
students of Asian descent represented the largest proportion of participants and the largest
proportion of students in the majority of the schools sampled. This is particularly interesting in
light of the finding from this study that perceptions of racial/ethnic and linguistic similarity are
related to school belonging. It is therefore of interest to know why students of Asian descent
reported lower levels of School Belonging, while students in the European descent and Other
racial/ethnic background groups tended to report higher levels of School Belonging.

These relationships may be explained by looking at the differential levels of social

support reported according to Ethnicity. For example, students who were of European descent
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reported significantly higher levels of Adult Support for School Help, Peer Support for Personal
Help and Peer Support for ‘Hanging out’ than students who were of Asian descent. These higher
levels of social support may in turn promote higher levels of School Belonging for adolescents
who are of European descent. Indeed, the current study found that a significant portion of School
Belonging was predicted by social support at school (Refer back to Table 9, Block 5).

The question remains as to why adolescents who are of European descent in the present
study seem to report more people they can go to for social support, even if they are not part of
the numerical majority. Jackson et al. (2006) found that in a study looking at African American
and White children, the White children had higher sociometric status, even when they were not
the numerical racial majority in the class. Being of European descent has a long-standing
association with social privilege, and as such, it may be that the positive relationship between
being of European descent and School Belonging in the current study is a reflection over this
overarching societal trend. Racial privilege has been linked to a variety of positive factors, such
as social status and academic performance (Quintana et al., 2006). With respect to Adult Support
for School Help, it may also be the case that the adults at school in the current sample were also
of European descent, and therefore these students felt comfortable approaching them for school
help.

Interestingly, adolescents who were in the Other Ethnicity category reported significantly
higher levels of Adult Support for Personal Help than participants of Asian descent. This was a
very diverse group, with none of the members of this group belonging to a racial/ethnic
numerical majority at school. Given this, the reasons for their higher reported levels of Adult

Support for Personal Help are unclear. Whatever the reasons may be, it is likely that their
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elevated reports of Adult Support for Personal Help are contributing to their higher levels of
School Belonging.

Generational Status was also significantly associated with participants’ sense of School
Belonging and the negative direction of this relationship was not entirely expected. Newer
generation Canadians reported higher levels of School Belonging. This finding rejects the notion
of an assimilationist model of belonging, which assumes the longer a person spends in a country,
the better they are, psychologically (Harker, 2001). In actuality, extant research in the area is
beginning to find that adolescents who immigrate have better academic and social outcomes
initially and then these seem to decline over time, in the new country (Harker, 2001; Rumbaut,
1997; Rumbaut, 2008). Testament to this comes from research in the Canadian context finding
that adolescents who are new to Canada are just as likely, or in some cases, more likely to
academically succeed than their peers who did not immigrate (Beiser, Hou, Hyman &
Tousignant, 1998). The current study suggests that the same pattern for academic success may
hold for adolescents who are new in terms of their levels of school belonging.

In considering the influence of Ethnicity and Generational Status on adolescents’ sense of
School Belonging, the current study provides evidence that Generational Status helps to predict
students’ School Belonging, over and above the effects of Ethnicity. This is clear from the
School Belonging model in that even after Ethnicity is controlled for, Generational Status
appears as significant (Refer Back to Table 9, Block 4). Generational status and minority status
are factors that have traditionally been confounded in the literature (Quintana et al., 2006). The
current study provides evidence to indicate that ethnicity and generational status should not be
confounded as they impacted School Belonging in entirely different ways. For example, being of

Asian descent was associated with a lower School Belonging, while being new to Canada is
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associated with higher School Belonging. This research indicates that there is something inherent
in being new that is not inherent in being a certain ethnicity that works to affect a students’ sense
of belonging at school.

As noted above, researchers have begun to find evidence that there may be a
developmental advantage to being an immigrant for some individuals (Quintana et al., 2006).
Although much empirical work needs to be done to locate the specific reasons for this advantage,
a few researchers have put forth their suggestions. One of the most cited theories is Ogbu’s
notion of the voluntary minority (Ogbu, 1994). This theory suggests that people who immigrate
have voluntarily chosen to become a minority, which means they may hold a more positive
outlook on being of minority status (Ogbu, 1994). Another potential is that people who
immigrate may naturally create a strong familial network in response to the transition. The idea
being that these individuals then receive the positive benefits typically associated with strong
family ties (Tseng, 2004). Others focus on the potential for opportunity that moving to a new
country brings. Specifically, these researchers argue that people who immigrate are a self-
selected group of individuals who are motivated to give their children a brighter future
(Leventhal, Xue, & Brooks-Gunn, 2006). Even Erikson (1964) paid heed to the potential growth
that may evolve from the difficulties of a cross-cultural transition and yet, very few studies of
this nature are aimed at explicating the positive outcomes.

This finding may also be seen through a contextualized lens. With the trend towards
globalization, there is the very real possibility that adolescents are already comfortable with
North American ideals and culture, by way of television, the Internet and other mediums, before
setting foot in the country. Because of this ability to begin the transition process prior to arriving,

their already developed cultural competencies may allow them to transition with an ease that
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would not have been possible a decade ago. Globalization works in the opposite direction as well.
That is to say, adolescents who are new are possibly arriving in a country that is culturally more
similar to their native country than it has ever before been. Rising rates of immigration mean that
adolescents who immigrate arrive to find many ethnically-similar newcomers. New Canadians
may be readily accepted by their peers who have undergone a similar transition which again,
eases the transition process. All of the aforementioned theories may be at play in this study, and
only further research will truly unpack this finding.

Despite these positive findings, it is important to keep in mind the fact that not all studies
report positive outcomes for adolescents who have immigrated to a new country. There are
certainly young immigrants who experience a whole host of adjustment difficulties such as,
loneliness, self-doubt, and interpersonal struggles (Ishiyama, 1989). For example, Rich et al.
(1996) in a study of adolescents who immigrated, found that although academically newcomers
were on par with those who were not new, their feelings of belonging were not on par. This may
be explained by taking into account the school context within which adolescents find themselves
after immigrating. The Rich et al. (1996) study was conducted in Israel and, while it is a country
with high levels of immigration like Canada, the social context may be entirely different. It is
argued that outcomes for adolescents who immigrate are likely highly context specific and for
this reason, the results in the present study can only be interpreted in tandem with context.

Taking all of the potential contextual vulnerabilities into account such as environment,
culture, and language differences, the question remains: How were these adolescents able to
essentially ‘not skip a beat’ in their transition to a new country? It does appear from the results of
this study that school social context variables are substantial contributors in predicting School

Belonging. Adolescents who felt more racial/ethnically and linguistically similar to their peers at
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school reported higher levels of School Belonging. Also, reporting higher levels of Adult
Support for School Help, Adult Support for Personal Help, Peer Support for Personal Help and
Peer Support for ‘Hanging out’ all significantly contributed to sense of School Belonging.

The fact that Perceived Similarity positively impacted students’ sense of School
Belonging was expected. Evidence suggests that adolescents are particularly sensitive to
similarity (Bernt, 1981; Phan, 2003; Quillian & Campbell, 2003). This may impact belonging for
a few reasons: The importance of peer social relationships is characteristic of the developmental
period of adolescence (Anderman, 2003) and attention to social similarity such as ethnicity and
language fluency is thought to be heightened at this stage (Bellmore et al., 2007; Bernt, 1981,
Tsai, 2006). For these reasons, adolescents may be particularly reactive to their school social
context. If this is the case, then it could be argued that perceived similarity to others at school
may well affect adolescents’ sense of school belonging. In fact, Benner & Graham (2007) found
that ethnic incongruence was associated with lower feelings of school belonging. Additionally,
research in the Canadian context has found evidence to indicate that adolescents who are new to
Canada gained security and identity from networking with students who were culturally and
linguistically similar to them (Hebert, 2005).

Interaction effects examined in this study showed that adolescents who were 1.5
generation Canadian had a more tight-knit relationship between adult support (for school help)
and school belonging. That is, the 1.5 generation adolescents displayed lower levels of School
Belonging when they indicated lower levels of Adult Support for School Help, than the 2nd and
3rd generation Canadian groups. However, these same adolescents reported the highest levels of

School Belonging when they reported higher levels of Adult Support for School Help.
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These results reveal the importance of ensuring that 1.5 generation Canadians have
access to this kind of support. This is consistent with work done by Vedder, Boekart & Seegers
(2005), who found that adolescents who immigrated placed a larger emphasis on teacher support
than their counterparts. Moreover, adolescents who immigrate have been found to rely on teacher
support at school even more so than peer support for help (Morrison, Laughlin, San Miguel,
Smith & Widaman, 1996).

In general though, Adult Support for Personal Help was positively correlated with School
Belonging for the sample as a whole. This is not surprising in light of the large body of evidence
citing teachers and other adults at school as unequivocally influential in students’ perceptions of
belonging at school (Furman & Buhrmester, 1992; Osterman, 2000 for a review). The fact that
Adult Support for Personal Help and School Help contributed significantly to School Belonging
provides strong evidence in favor of knowledge translation: It would be of interest to know how
many adults who work in schools understand how immensely influential they are in developing
their students’ sense of school belonging. School counselors, as well as other adults at school
should be made aware of their potential role in school belonging. Furthermore, it is essential for
helping professionals at school to keep in mind the notion that it is not simply the new students
who are in need of support. The results of this study indicate that adolescents who are less new
may be vulnerable to feeling as if they do not belong. An important future inquiry that would
benefit counseling psychologists and other helping professionals would be to investigate what
factors are associated with seeking Adult Support for adolescents who have newly immigrated
and of course for those who have not. Undoubtedly, common language abilities and cultural

competencies become important when dealing with adolescents in different phases of transition.
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In looking at peer support, the 1.5 generation Canadian group seemed to be more
sensitive to access to Peer Support for Personal Help as revealed by the second significant
interaction (Refer back to Figure 2). When low levels of peer support (for personal help) were
reported, 1.5 and 2nd generation Canadians showed comparably lower levels of School
Belonging than 3rd generation Canadians. However, at high levels of Peer Support for Personal
Help, the 1.5 generation group showed higher levels of School Belonging than both 2nd and 3rd
generation Canadians. Also of interest (highlighted in Figure 2) is the fact that while 1.5
generation Canadian students seem to be sensitive to Peer Support for Personal Help, 3rd
generation Canadians do not seem to be as sensitive to it. The 3rd generation Canadian group
showed high levels of School Belonging, even in the presence of low reports of Peer Support for
Personal Help.

Indeed, social support has been found to be positively correlated with psychological well-
being for newcomers (Ward & Searle, 1991). Also, there is evidence to suggest that having host
friends is negatively correlated with estrangement (Horenczyk & Tatar, 1998). These study
findings are most certainly in line with the current study, with the added insight that the
relationship between school belonging and peer social support is even stronger for those who are
newer to Canada.

It is interesting to note that Peer Support for School Help, unlike Peer Support for
Personal Help, was not found to significantly impact School Belonging. This suggests that
students seek out different types of support from adults and peers at school. Adult Support for
School Help was found to be a significant predictor of School Belonging, and perhaps school
help from adults at school is a stronger need than school help from peers. This fits with research

that shows that adolescents who immigrate rely on teacher support at school even more so than
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peer support for help (Morrison, Laughlin, San Miguel, Smith, & Widaman, 1996). It also may
be the case that peer support related to getting help with school work can be sourced from places
other than school. For example, it may be the case that students receive their school help from
peers outside of school, in the community, or from family members (Faircloth & Hamm, 2005).

The fact that Peer Support for ‘Hanging out” was found to significantly predict School
Belonging also fits with this line of reasoning. ‘Hanging out’ is perhaps the role of peers at
school and if this role is not satisfied, then adolescents may not be having their peer needs met at
school and consequently, may be more likely to report lower levels of School Belonging. This
also fits with school belonging research that suggests peer relationships are key to developing a
sense of school belonging (Ryan, 2001). Peer Support for ‘Hanging out’ may be a type of
relationship that students see as particularly important at school.

Another proposed aspect of school social context was the level of diversity present in a
school. School diversity is the probability that a student at school would be ethnically different
from the next student. School Diversity did not seem to impact students’ School Belonging. This
finding is difficult to interpret in light of the methodological limitations of the variable that
emerged. For example, the schools in the study did not vary greatly in their levels of diversity.
Also, the diversity index was calculated at the school level which is problematic on two levels:
1) The data were taken from the Ministry of Education data set which contained limited
indicators of ethnicity. For this reason, language spoken at home had to be used as a proxy for
ethnic background, 2) The diversity index did not inform the study on an individual level. For
example, is each participant part of a numerical majority ethnic group or a numerical minority?

This is a variable that requires further attention in the future.
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Strengths and Limitations

There are a few cultural limitations that apply to the present study. The first is that
translations were not available for participants and, although we never had any requests for
translations and no issues surfaced related to language difficulties, the study would certainly be
stronger if an option for translation had been available. Second, based on the data collected, it
was not possible to distinguish between ethnic and racial difference. These are acknowledged to
be distinct and although this study was not able to tap into those differences, future research that
is able to look into this distinction will surely contribute a meaningful dimension of knowledge
to racial and ethnic outcomes for adolescents and their conceptualizations of race and ethnicity.
A third cultural limitation of this study was that the smaller racial/ethnic background groupings
were not analyzed as individual groups because of their small numbers and as a result, were
compiled into an Other Ethnicity category. In the future, a larger sample that will enable
distinctions to be examined for these groups will be ideal. Small groups, such as Middle Eastern
and African/Caribbean descent, are underrepresented in the schools and therefore in the current
sample as well. Unfortunately, it is likely that these students are the ones who feel the least
similar to their peers and as such, may be the most vulnerable to feeling as if they do not belong
at school. It is worth noting that this trend was evident in the current data set, albeit insignificant
with such small group sizes.

Although there were several ages represented, this was cross-sectional data and the usual
limitations of cross-sectional research apply. Immigration research may be especially vulnerable
to cohort effects. Immigration patterns are likely linked to political climates in both the host

country and the countries of birth. In addition to this, such a design does not allow for causal
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statements. Future research needs to use a longitudinal model in order to account for these
methodological limitations.

It is argued that one of the strengths of the current study is the implication that some
types and functions of social ties at school seem to be more salient in school belonging than
others. In light of the dearth of research that focuses on the nature and quality of friendships at
school (Osterman, 2000; Chen, 2001), these findings contribute to the notion that, indeed, it is
important to conduct research that takes into account specific aspects of social ties at school.
However, it is important to keep in mind that there is more to school belonging than simply
social support and other contextual factors according to this study: Social support and Perceived
Similarity only accounted for a fraction of the variance predicting School Belonging. It is of
interest to know what other factors account for adolescents’ sense of belonging at school. It
would be particularly useful to continue to unpack the differential needs that adolescents who are
new to Canada may have in relation to those who are not new. For example, the present study did
not take into account all of the individuals factors that may be pertinent to feeling a sense of
belonging at school, such as academic success, English language mastery, and perceptions of
discrimination.

Aside from the limitations, there are certainly unique contributions to highlight. The
study did address many previous critiques found in the literature surrounding studies of this
nature. For example, as noted above, social support was divided into types. This was helpful as it
allowed specific types of social support to emerge as important to belonging at school while
making it clear that other types were not. The study also distinguished between ethnicity, years

in Canada, and generation status. It was clear from the results that these were distinct variables,
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contributing to the argument that research should always separate them. A large sample size that
included students from a variety of schools is also a strength of this study.
Future Directions and Conclusion

By considering all of the factors that impacted School Belonging in the present study, it is
possible to create a profile of a student who would be most vulnerable to not feeling as they
belonged at school. A student fitting this profile would be older, lone parented, of Asian descent,
not entirely new to Canada, but also not feeling similar to the other students in his or her school.
One group that has not yet received much attention in the literature is the group of adolescents
who fall into the 2" and even the 3" generation Canadian category. The trends in the current
study as well as in extant research seem to suggest that the gains made by the first generation
may be lost by the second generation (for example, Harker, 2001). Future research needs to focus
specifically on needs of further generations of newcomers (ie. 2" and 3™ generation Canadians),
and the factors that lead to their documented declines in achievement and perhaps social-
emotional functioning at school. In tangent with this and, in light of the findings in the current
study and past research that suggest immigration status is associated with positive outcomes and
perhaps even a developmental advantage, future research needs to focus on disentangling the
specific protective and resiliency factors that seem to be associated with this emerging pattern.

We know that overall the adolescents in the present study did generally feel as if they
belonged at school, regardless of how new they were to Canada. However, from the moderation
analysis it is clear that each generation has a different relationship between social support and
school belonging. From this, | would argue for three main considerations, each of which will be
important to researchers, practitioners, and policy-makers alike. First, the current study showed

that it is not only peers who define adolescents’ school belonging experience, but adults at school
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as well. This is especially marked if adolescents are newer to Canada. It is important to keep in
mind the substantial role that adults at school play in shaping the experiences and outcomes of
students. For example, school psychologists and counselors need to be aware of the positive
impact they may have on the lives of new young Canadians. A finding that is perhaps not as
intuitive is that students who are born in Canada do not necessarily feel as if they belong and this
may be an important insight for helping professionals in schools. Second, it is imperative to note
the fact that although most students in the current study do seem to feel a sense of school
belonging, there are certainly the adolescents who do not. It is essential to pay attention to these
cases and consider why it is that these individuals are not having their needs met. Finally, we
cannot assume that all adolescents need the same things from their school. Social contextual
factors at school are evidently a substantial part of all adolescents’ experience of school
belonging. It is essential to keep in mind that some adolescents, such as those who are newer to
Canada, have different social needs and, if we are to create exceptional schools that cater to the
needs of individual students in a manner that will allow them to reach their full potential, then

these findings must be considered.
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Appendix A. Demographic information

1. What is the name of your school?

2. What gradeareyouin? [0 5 O6 J7 OO8 O9 J100 11 O 12

3. What is your birthday? Day Month Year

4. Are youaboyoragirl? [J Boy [ Girl

5. What is your racial/ethnic background? Choose one.
My racial/ethnic background is:
[] Aboriginal (e.g. First Nations, Non-Status Indian, Inuit, Métis)
LI African/Caribbean (e.g. Black)
[J Asian (e.g. Cambodian, Chinese, Japanese, Korean, Taiwanese, Thai, Vietnamese,
Filipino)
South Asian (e.g. East-Indian, Pakistani)

Caucasian (e.g. White, European, Russian)

O O O

Latin American (e.g. Mexican, Portuguese, South American)
[ Middle Eastern (e.g. Arabic, Iranian, Kuwaiti, Persian, Turkish, Israeli,
Palestinian)

[J My racial/ethnic background is mixed. Please describe.

] I don’t know.

6. What country were you born in?

7. What country were your parents born in?

*If you were born in Canada, skip to question 10.

8. If you were NOT born in Canada, how long have you lived here?
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I have lived in Canada for years.

9. If you were born in another country, did you come to Canada as a (please check one):

10. What language(s) are spoken at home?

11. What are the first 3 digits of your postal code at your home?

[J Immigrant (chose to come to Canada)

1 Refugee (could not stay in your native country)
[J International Student (studying in Canada)

[J Idon’t know

12. What is the highest level of education that you would like to complete? Choose one.

O]

OO 4dogoodgd

Not finish high school

High school graduation

Training/apprenticeship program (like carpentry, computer training, legal assistant)
Some college/university classes

College diploma

University/bachelor degree (undergraduate)

Masters degree

Professional degree (like lawyer, nurse, architect)

Doctoral degree

13. Which of these adults do you live with MOST OF THE TIME? (Check all the adults

you live with).

L1 Mother 1 Grandmother 1 %2 Mom, % Dad
[ Father [] Grandfather L1 Foster parent(s)
L] Stepfather L] Stepmother

L] Other adults (please tell us who:




. What level of education do your parents have?
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Mom (or female caregiver)

Dad (or male caregiver)

[J Idon’t have a mom or female caregiver | [] I don’t have a dad or male caregiver

] Not finished high school [J Not finished high school

L] High school graduation L1 High school graduation

[J Training/apprenticeship program (like [] Training/apprenticeship program (like
carpentry, computer training) carpentry, computer training)

L] Some college/university classes [ Some college/university classes

L] College diploma L] College diploma

[J University/bachelor degree [J University/bachelor degree
(undergraduate) (undergraduate)

L] Masters degree [ Masters degree

LI Professional degree (like lawyer, nurse, LI Professional degree (like lawyer, nurse,
architect) architect)

L1 Doctoral degree [0 Doctoral degree

LJ Idon’t know L] Idon’t know

15.

What job(s) do your parents have?

Mom (or female caregiver)

Dad (or male caregiver)
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The following questions will ask about the types of support you feel you get from adults,
your peers, and your school

Adult

34. In the box, tell us how many adults at school are you comfortable going to for help
with school work? (For example, help with homework or projects):

35. Of the ADULTS at school you Non
feel comfortable going to for help e of Mostl Hat}f M(}St All of | Idon’t
with SCHOOL WORK, how many of | the y o ° them | know
none | Them them
them: m
Were born in another country?
a For example, they were
immigrants or refugees.
b Speak the same language at
home as you?
Are the same ethnicity as you?
C For example Asian or
Caucasian.
Were born in the same country
d as you?

36. In the box tell us how many adults at school are you comfortable going to for personal
help? (For example, when you need someone to talk to when you are mad, sad, or

stressed):

37. Of the ADULTS AT SCHOOL

Non

country as you?

you feel comfortable going to for e of MIOSt Haflf MofSt All of | Idon’t
PERSONAL help, how many of the | 7 o ° them | know
none | Them | them
them: m
Were born in another
a country? For example, they
were immigrants or refugees.
b Speak the same language at
home as you?
Are the same ethnicity as
c you? For example Asian or
Caucasian.
d Were born in the same
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38. Are the adults you would go
to for school work help and No, Mostly Half Mostl Yes, all No't

[ help the same people? not at no of y yes of the applica
persona p peoplet all Them them ble
(Circle One)

Peer-At School

39. In the box, tell us how many peers at school are you comfortable going to for school-
related help (For example, help with homework or projects):

40. Of the PEERS AT SCHOOL

you feel comfortable going to for NO? Mostl Halfof | Most | Allof | Idon’t
SCHOOL RELATED help, how o | none | Them | ofthem | them | know
many of them:

Were born in another

A country? For example, they
were immigrants or refugees.
Speak the same language at

B home as you?
Are the same ethnicity as you?
C For example Asian or
Caucasian.
Were born in the same
D country as you?

41. How many peers at school are you comfortable going to for personal help? (For example,
when you need to talk to someone when you are mad, sad, or stressed).

42. Of the PEERS AT SCHOOL N Mostl
you feel comfortable going to for on oSt | Halfof | Most | Allof | Idon’t

PERSONAL HELP, how many of | % | Y | Them | ofthem | them | know
them: cm none

Were born in another

A country? For example, they
were immigrants or refugees.
Speak the same language at

B home as you?
Are the same ethnicity as you?
C For example Asian or
Caucasian.
D Were born in the same

country as you?
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43. How many peers are you comfortable hanging out with at school! (For example, at lunch

breaks):

44. Of the PEERS AT SCHOOL do | Non
you feel comfortable HANGING e of

OUT WITH, how many of them

: them

Mostl Half of

y Them
none

Most

All of

of them | them

Idon’t
know

Were born in another

A country? For example, they
were immigrants or refugees.

Speak the same language

B home as you?

at

Are the same ethnicity as
C For example Asian or
Caucasian.

you?

Were born in the same

D
country as you?

45. Are the peers you would
go to for school help,
personal help, or to hang out
with, at school, the same
people? (Circle One)

No, not | Mostly
no

at all

Half
of
Them

Mostly
yes

Yes, all of
the them

Not
applicabl
e

School composition

46. Thinking about the
STUDENTS in your ENTIRE
SCHOOL, how many people
would you say:

None
of
them

Mostl Half of

y Them
none

Most
of
them

All of
them

I don’t
know

Were born in another
A | country? For example, they

were immigrants or refugees.

Speak the same language at

B home as you?

Are the same ethnicity as
C | you? For example Asian or
Caucasian.

Were born in the same

country as you?
D Ty asy

47. Thinking about all of the
ADULTS in your school, how

many of the ADULTS would you

say:

None
of
them

Mostl | o 1f of

y Them
none

Most
of
them

All of
them

Idon’t
know
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Were born in another
country? For example, they

were immigrants or refugees.

Speak the same language at
home as you?

Are the same ethnicity as
you? For example Asian or
Caucasian.

Were born in the same
country as you?
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Appendix C. The Psychological Sense of School Membership Scale (PSSM)

48.

Not at
all true

0]

(¢))

Somewhat
true

3)

@

Complete
ly true
(6))

>

I feel like a real part of my school.

vy

People here notice when I am good
at something.

It is hard for people like me to be
accepted here.

O 0

Other students in this school take
my opinions seriously.

™

Most teachers at my school are
interested in me.

Sometimes I feel as if I don’t belong
here.

There’s at least one teacher or adult
in this school I can talk to if I have
a problem.

People in this school are friendly to
me.

—

Teachers here are not interested in
people like me.

—

I am included in lots of activities at
my school.

I feel very different from most other
students here.

I can really be myself at this school.

I am treated with as much respect
as the other students.

The teachers here respect me.

People here know I can do good
work.

I wish I were in a different school.

I feel proud of belonging to my
school.

o | O |7 O |Z Z |rl R

Other students here like me the way
Iam.
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Appendix D

Table 11
Correlation Matrix for all variables in the regression models

Variable 1 2 3 4 5 6 7 8 9 10 11 12 13 14
1. Grade 03 .01  -32%* 42%* 21** 46** 18** 05 -12** 15** 08* .20** -.01
2. Lone Parent A15** -07 -07 -02 00 -06 .00 .01 -07* -07 -03 -10**
3. Other-Ethnicity -40** 03  .11** 06 -23**-04 .03 -10**-03 -07* .02
4. Asian Ethnicity -.32%* - 63** - 58** - 12*%* - 09* -05 .01 -11** -18** - 12**
5. Years in Canada 66** 32** 23** 04 -10* .08 .05 .21** .04
6. Generation Status A49** 31** 04 01 01 .05 .15** .06
7. School Diversity 30> 05 -02 .02 .07 A13** .07
8. Perceived Similarity 01 -07 .10 .04  .13** .09*
9. Adult-School Help BH4F* - A1*F* 31** 28*%*  20%*
10. Adult-Personal Help 26%*  33** 10** .30**
11. Peer-School Help 60**  55**  27**
12. Peer-Personal Help A46** 26%*
13. Peer-Hanging Out 27%*

14. School Belonging

*p<.05, **p<.01
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