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AN ABSTRACT OF THE THESIS OF

Aline Iskandar Baba for  Master of Arts
Major: Educational Psychology
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Title: Ethnic identity among Lebanese-Armenian high-school students.

Educational researchers are becoming more and more interested in adolescent identity
formation in educational contexts as research shows that the school environment contributes to a
large extent to this process (Grant, 1997). Also, research has shown that ethnic identity has
protective effects for psychological health across different populations, especially for minority
youth (Phinney, 2006; Yip, Seaton, & Sellers, 2006).However, the relationship between ethnic
identity and academic achievement has been inconsistent in research (Brouillard & Hartlaub,
2006; Secrist, 2007; Whitesell, Mitchell, & Spicer, 2009; Zarate, Bhimji, & Reese, 2005). Thus,
the purpose of this study was to (a) examine the relationship between ethnic identity, self-esteem
and academic achievement; and (b) explore the meaning of ethnic identity in a sample of
Lebanese-Armenian high-school students. A survey design was employed in which
questionnaires, with close-ended and an open-ended question, were used as data collection tools.
The sample consisted of 362 Lebanese-Armenian students (grades 10, 11, 12) from seven
Armenian schools and one non-Armenian school located in Beirut and its suburbs.

Results revealed that students do not suffer from either low ethnic identity or self-esteem
and there was no correlation between ethnic identity and each of self-esteem and academic
achievement for this particular sample of Lebanese-Armenian high-school students. Concerning
the conceptualization of what it means to be Armenian in Lebanon, three main themes with
corresponding sub-themes emerged from the student responses: duty and responsibility (51.2%),
an advantage or a privilege (29.4%) and a struggle (18.4%). Implications of these findings and
future recommendations are discussed.

Keywords: ethnic identity, self-esteem, academic achievement, Lebanese-Armenians, Genocide
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CHAPTER |

INTRODUCTION

Developing a sense of self identity is a key task in adolescence (Erikson, 1968). High
school education is a significant period for adolescents’ development of identity and self-esteem
and the school environment contributes to a large extent to this process (Grant, 1997). Many
scholars agree that schools are one of the most relevant contexts for social-emotional
development outside the home (GarciaColl & Szalasha, 2004). Verkuyten (2004) specifically
notes that the social context plays an important role in ethnic identity development.

Ethnic identity has proven to have protective effects across different populations. It is
acknowledged as a crucial factor associated with individuals' well-being and self-concept
(Phinney, 1990, 1992, 2006; Smith, Walker, Field s, Brookins, & Seay, 1999), self-esteem
(Umana-Taylor, 2004), stress management (Kiang, Yip, Gonzales-Backen, Witkow & Fuligni,
2006) positive mental health adjustment (Phinney, 1992; Roberts et al., 1999; Louis & Liem,
2001), psychological adjustment (Altschul, Oyserman & Bybee, 2006; Greig, 2003; Ong,
Phinney & Dennis, 2006; Phinney, 1992, 2006; Phinney & Chavira, 1992; St. Louis & Liem,
2001; Wakefield & Hudley, 2007; Yip, Seaton, & Sellers, 2006) especially for minority youth
(Phinney, 2006; Yip, Seaton, & Sellers, 2006) and has been found to have protective effects for
mental health (Mossakowski, 2003; Phinney & Chavira, 1992; Wong, Eccles & Sameroff, 2003).
A positive relationship has also been found between ethnic identity and academic achievement
(Altschul et al., 2006; Whitesell et al., 2009). Because ethnic identity plays an important role in
psychological wellbeing and academic achievement, educational researchers have recently

become interested in adolescent identity formation in educational contexts. The important role of



context in promoting or hindering developmental outcomes for youth has been highlighted by
research. Bronfenbrenner (1979) discusses the importance of the ecological environment and
specifically the meso-system that comprises the home, the school, the neighborhood, the peer
group, etc. Similarly, Grotevant (1987) discusses how the individual’s sense of identity is
constructed in the social context that includes the family, peers, school and work environments.
The role of context has been recognized as significant in contributing to a major task all minority
youth faces: developing a sense of awareness in relation to their ethnic group or to an ethnic
identity (GarciaColl & Szalacha, 1996; Suérez-Orozco & Suarez-Orozco, 2001). According to
these perspectives, any understanding of a developmental process is enriched with the
consideration of the ecological systems in which the development occurs.

It is especially important to study how minority group members’ ethnic identities develop
(Merino & Tileaga, 2011).With continued globalization; multiple worlds of identification are
open to adolescents. They have more and more resources for meaning-making available to them.
Hence, new language practices and identity possibilities continue to emerge. What does this do
to the identity development of minorities? For first generations members, ethnic identity is
secure and not likely to change (La Franboise, Coleman & Gerton, 1993). For second generation
members, ethnic identity is likely to be correlated with retention of ethnic language and social
networks and the identity of the host country is secure partly because citizenship is granted. For
third and later generations, it gets more complex (Phinney, 2003). For immigrant families, two
issues are of main concern. One is whether they should maintain their language of origin or
assimilate to the host country (Portes & Rumbaut, 2001). And the second one is how to maintain
this heritage (if they choose to do so) in a dominant environment and help children develop their

bilingual skills (Zhang, 2008).



For Armenians, the issue of ethnic identity might be more complicated because they have
undergone a diaspora following the Armenian Genocide. Armenians have built their
communities around the world in a way to preserve and maintain language, heritage, customs,
history and identity. Throughout the world, the Armenian churches, political and cultural
organizations, and schools strive to actively resist assimilation (Andreassian, 1990). According
to Khashan, the Armenian school in Lebanon has been one of the most important mediums and
contexts for identity development, preservation and enhancement (1991).

Armenians have established their own schools all over the world. One such example is
Lebanon. In Beirut, it is possible to attend Armenian institutions from kindergarten until the
university level (Herzig & Krukchiyan, 2005). The underlying assumption is that these schools
create an educational environment which gives the Armenian youth the chance to grow up with
the values and beliefs of their culture enhancing their ethnic identity. This assumption is made by
community leaders, school administrators, teachers and parents. However, today, Armenian
schools are struggling to secure enrollment of students. Today, more parents opt to send their
children to non-Armenian schools and refrain from sending them to Armenian schools because
they are concerned. Some of their concerns include fear of overwhelming their children
academically with three to four languages. Others believe that their children will not develop the
necessary fluency in Arabic, French or English or believe that Armenian schools are not
“prestigious” enough lacking the required standards. Hence, they send their children to weekend
schools where they can learn Armenian. Some parents consider schools offering the Armenian
language an advantage over other schools (Al-Bataineh, 2016). Many parents cannot afford to
send their children to private schools; students who attend Armenian school consist of the middle

class (Al-Bataineh, 2016). This is done usually at the expense of the Armenian identity. Many



parents nevertheless send their children to Armenian schools because they believe that language
and identity are inseparable entities; literacy in ethnic language is linked to Armenian identity
and pride (Al-Bataineh, 2014). For these parents, familiarity with the language is important for
“access” to understanding their heritage and identity. Greater mastery of language and familiarity
with history and tradition strengthen one’s ties to community membership, and functions as a site
of prestige and validation (Al-Bataineh, 2014).
Statement of the Problem

While there is considerable research on Western and European minority groups,
unfortunately very few studies have been conducted on minority groups in Lebanon generally
and Armenians in particular. Previous research on the Diaspora has found that ethnic language
proficiency was positively related to ethnic identity for Armenian adolescents (Imbens-Bailey,
1996; Phinney, Romero, Nava& Huang, 2001). Ethnic peer group interaction and parental
cultural maintenance contributed to ethnic identity formation for this group (Phinney,
Horenczyk, Liebkind & Vedder, 2001). The little research that has been conducted on the
Lebanese Armenian students has found a weak positive relationship between ethnic identity and
self-esteem (Boyadjian, 2005). There seems to be no study that examines the relationship
between ethnic identity and academic achievement and the perceptions of the Lebanese-
Armenian high school students attending Armenian and non-Armenian Lebanese schools. In
fact, in her research, Boyadjian prompted future researchers to investigate ethnic identity in
relation to school performance and self-esteem and shed light on ethnic identity issues through

qualitative research (2005).

Thus, there is a need for further research. Identities, become more important in

adolescence (French, Seidman, Allen & Aber, 2006) and when contrasts are more obvious,



differences in identity become more relevant (Erikson, 1968; Phinney, 1990; Smith& Silva,
2011). For example, if everyone in a given context were of a certain ethnicity (e.g. Armenian)
then that identity would likely not be thought of much, if at all. However, ethnic identity
becomes more meaningful for different ethnic groups in contact over a period of time (Phinney,
1990). Also, research has shown a positive relationship between ethnic schooling and ethnic
identity (Andreassian, 1990; Der-Karapetian & Balian, 1992; Garcia, 2003; Lam & Smith, 2009;

Shibata, 2000).

A key assumption underlying most of this research is whether a relationship exists
between ethnic identity and self-esteem, or ethnic identity and academic achievement for the

Lebanese-Armenian high-school students.

Purpose
The purpose of this study was to examine the relationship between ethnic identity and
each of (a) self-esteem and (b) academic achievement. To gain a more in depth understanding of
Lebanese-Armenian adolescent ethnic identity, the study also explored the conceptualization of
these students’ ethnic identity through an open-ended question.
Research Questions
The following questions guided the current research study:
1) Is there a relationship between ethnic identity and each of (a) self-esteem and (b)
academic achievement?
2) How do Lebanese-Armenian students conceptualize what it means to be Armenian in

Lebanon?



Rationale

Research has found a positive relationship between ethnic identity and self-esteem for
different minority ethnic groups around the world including adolescents in the United States
(Giang & Wittig, 2006; Umanfa-Taylor, Yazedjian, & Bamaca-Gomez, 2004) and outside the
U.S. (Verkuyten & Brug, 2002; Valk, 2000; Ward, 2006). However, research has also shown that
for minority groups, being a numeric minority or majority in given contexts affect the
relationship between ethnic identity and self-esteem (Xu, Farver & Pauker, 2015). Research has
also shown a positive relationship between ethnic schooling and ethnic identity (Andreassian,
1990; Der-Karapetian & Balian, 1992; Garcia, 2003; Lam& Smith, 2009; Shibata, 2000).
Research has focused on the relationship between ethnic identity and ethnic behaviors such as
language maintenance (Garcia, 2003; Norris, 2004; Phinney, Romero, Nava & Huang, 2001), in-
group peer interactions (Rutland et al., 2012; Phinney et al., 2001) and socio-cultural practices
such as involvement in ethnic organizations (Phinney et al. 2001). Heller (2003) states that ethnic
identity is mostly maintained through language. Moreover, ethnic language usage and
proficiency have been found to be important markers of ethnic identity (Ashmore, Deaux, &
McLaughlin-Volpe, 2004; Cho, 2000; Phinney et al., 2001; Tse, 2000). It is an important
contextual factor in ethnic identity development, as an important symbol of ethnic group
membership (Phinney, et al., 2001; Tse, 2000). For instance, in a study in the Spanish region of
Catalonia, individuals who experienced greater exposure to teaching Catalan were more likely to
report feeling more Catalan than Spanish. The results even extended to respondents whose
parents were not born in Catalonia (Clots-Figueras & Marsella, 2013). Other examples of ethnic
schools around the world are: The Sun Yat-sen School in Brussels which teaches modern

standard Chinese (Mandarin) to ethnic Chinese children (Hsu, Pang & Haagdorens, 2012), a



Chinese ethnic school in New Jersey (Goldfield, 2015) and the Tibetan Ethnic schools in India
(Maslak, 2008). Moreover, knowledge of one’s ethnic language has shown to help to maintain
ties with the ethnic group, which in turn positively affects psychological wellbeing (Virta, Sam,
& Westin, 2004). However, studies examining the relationship between ethnic identity and
academic achievement have yielded inconsistent results with different samples. Some studies
have found a positive relationship (Altschul et al., 2006; Whitesell et., 2007; Zarate, Bhimji, &
Reese, 2005) while others have found no relationship (Brouillard & Hartlaub, 2006; Secrist,
2007; Whitesell et al., 2009).

Previous research has shown that the Armenian language is viewed as a central aspect of
identity (Al-Bataineh, 2014; Andreassian, 1990). Andreassian examined the ethnic identity
enhancement by ethnic education provided by Armenian day schools in the States (1990). In
Turkey, those who attended Armenian schools scored higher on Armenian identity than those
who attended Turkish schools (Der-Karapetian & Balian, 1992). Lebanon presents a context for
Lebanese-Armenian youth in which they are exposed to ethnic schooling, language,
organizations, peer interactions, etc. However, research on this topic is scarce. In Lebanon, the
relationship between ethnic identity and self-esteem among fourth generation Armenian high
school students was examined (Boyadjian, 2005) almost ten years ago. However, there seems to
be no study that examines the relationship between ethnic identity and academic achievement
and students’ conceptualizations when it comes to ethnic identity for this particular sample. An
important suggestion or recommendation from Boyadjian’s research was to examine the
relationship between ethnic identity and school performance and to employ open ended questions
to get a more in depth-understanding of the ethnic identity issues of Lebanese-Armenian high-

school students attending Armenian and non-Armenian schools in Lebanon.



Significance of the Study

The study would impact both theory and practice of educational psychology; school
guidance and counseling.

Theoretically, it would add to the literature. As mentioned earlier, research in Lebanon on
this topic and its implications is scarce. Although, Lebanese-Armenians are a national minority,
they can become a numeric majority in micro-contexts such as schools and communities. Results
would expand our knowledge regarding the ethnic identity patterns of Lebanese Armenian high
school students by providing an empirical understanding of factors that relate to it. As this study
will be among the few studies focusing on ethnic identity for this particular sample, it will
facilitate further research.

Practically, it would help educational psychologists, administrators; teachers and parents
understand the Lebanese-Armenian adolescent’s identity and factors that relating to it. The
strength of the relationships between ethnic identity and each of the previously mentioned
variables and the conceptualizations provided by the students may suggest whether there is
practical value in the (a) establishment of academic and social atmospheres that foster ethnic
identity development for administrators, (b) choice of culturally sensitive counseling approaches
for educational psychologists or school counselors; and (c) choice of type of school or social

environment for parents.



CHAPTER I

LITERATURE RIVIEW

This chapter provides a review of literature on ethnic identity and its relation to the
Lebanese-Armenian context. First, an overview of ethnic identity is presented with its definition
and major theoretical foundations (Erikson’s and Marcia’s Developmental Theory of Ego
Identity, Phinney’s Multidimensional Model of Ethnic Identity, Social identity theory and
Acculturation theory). Second, empirical research on ethnic identity of minorities is presented.
This part focuses on ethnic identity and each of self-esteem, academic achievement, ethnic
language, ethnic peer interaction, ethnic organizations and ethnic schools. And finally, the rest of
the chapter focuses on the case of Armenians. It discusses Armenia’s history and genocide,

Armenians in Lebanon, Education in Lebanon and Armenian ethnic identity in Lebanon.

Ethnic Identity in Adolescence

Ethnic identity defined

Ethnic identity refers to an individual’s sense of belonging or identification with a
particular social group that shares cultural affiliations such as language, religion, country of
origin, ethnic knowledge, values, beliefs, attitudes, and behaviors (Frable, 1997; Delgado, 2012;
Kim-Gervey, 2010; Lin & Derald, 2010). It is one’s awareness of and commitment to one’s
ethnic roots and culture (Raskin, 2010) and includes the individual’s beliefs and attitudes toward
that group (Delgado, 2012). It encompasses having a sense of belonging to one’s group,
positively evaluating one’s group, and having an interest in the activities, heritage, and customs

of the group (Phinney, Dennis, & Osorio, 2006; Umafia-Taylor, Yazedjian, & Bamaca-Gomez,



2004). Phinney (1996) defined ethnic identity as “an enduring, fundamental aspect of the self
that includes a sense of membership in an ethnic group with attitudes and feelings associated

with that membership” (p.923).

The term ethnic identity is relatively a new concept. It emerged in the 1800s, from an
interest in understanding the psychological aspects of migration to and from Europe. It
resurfaced later, in the twentieth century, with the globalization and the civil rights movement, as
a way to explain the psychological struggles of African-Americans in the United States of
America. With time, it became a tool for understanding and studying the complexities of an

immigrant’s adjustment (Delgado, 2012).

Today, sociologists, anthropologists, and psychologists worldwide study ethnic identity.
Ethnic identity has been defined in many ways and the study of it is still relatively young.
However, scholars such as Jean Phinney, John Berry, Ruben Rumbaut, and Alejandro Portes
have made great contributions to our conceptualization of ethnic identity, particularly among
immigrants (Delgado, 2012). The study of ethnic identity and its relation to psychological
wellbeing has been of little interest to researchers of the dominant group (Raskin, 2010). For
example, the search for the meaning of ethnic identity was found to be significantly more
common for ethnic minority groups such as Asian Americans, African Americans, and Latino

Americans (Lin & Derald, 2012).

Ethnicity should be distinguished from nationality and race (Cokley, 2005). Ethnicity is
generally defined as including, but not limited to, a common language, a shared cultural
background, shared customs and practices, values and norms, and or religious traditions that are

tied to a collective sense of identity and usually maintained across generations (Cokley, 2007;

10



Dein, 2006; Lee, 2009). It is defined by shared language, customs, behaviors, or religion of
people with a common origin (Kim-Gervey, 2010). Nationality refers to citizenship. Therefore,
one’s nationality might not necessarily match with one’s ethnicity. And race refers to how we
categorize people according to genotypic and/or phenotypic traits (Dinelia, 2010; Frable, 1997).

Major theoretical foundations in ethnic identity

One of the major tasks in adolescence is identity development (Erikson, 1986). A central
aspect of identity is ethnic identity. Ethnic identity is vital to the development of the personal
identity especially for ethnic minorities (Phinney, 1989). This is probably due to the fact that
minority individuals, developing a positive ethnic identity is crucial to their psychological
wellbeing (Delgado, 2012).

Adolescence is a period of biological, emotional, physical, and cognitive changes that
might lead to inner conflict of values, beliefs, and self-concepts that are being clarified and
negotiated (Lin & Derald, 2010). For immigrants and minorities in particular, this period is even
more challenging. This is mostly due to the fact that they are faced with the challenge of
deciding the extent to which they can or wish to maintain their original heritage and how much
they can or wish to adopt the mainstream culture (Delgado, 2012). Ethnic identity becomes more
salient in adolescence (French, Seidman, Allen, & Aber, 2006). As a result, much of the theory

and research in ethnic identity focuses on adolescents (Phinney, 1990).

For scholars in developmental and counseling psychology, ethnic identity is a type of
identity formation whereas for scholars in social psychology, ethnic identity is seen through the
lens of social identity theory. In the following section major theoretical foundations in ethnic
identity research will be discussed. There are three dominant areas of scholarly theory on ethnic

identity: Developmental theory, Social identity theory, and Acculturation theory.

11



Erikson’s and Marcia’s Developmental Theory of Ego ldentity

Erikson’s (1963; 1964; 1968) psychosocial theory of development has been central to the
understanding of adolescent and young adult identity development. Erikson conceptualized
adolescence as a period in which the primary developmental task is to establish a sense of
identity by making choices relating to values, goals and beliefs through exploring options and
experiencing crises. The decisions that are made during this process result in the commitment to
an identity. According to Erikson, in development, we pass through eight life stages, each of
which involves a central crisis. The healthy end result of personality development is achieved
through the resolution of particular crises that individuals face in the various stages of their ego
identity formation (Boyadjian, 2005; Kasinath, 2013; Marcia, 1993). The fifth stage, identity
versus role confusion, in personality development, is very important for successful future
functioning. Erickson views later psychosocial crises’ successful outcomes as dependent upon
the fifth stage’s successful resolution. Likewise, identity versus role confusion is dependent upon
the successful outcomes of preceding crises (Louden, 2005). A healthy resolution of this crisis
would lead to self-confidence and a sense of security about one’s identity (Erikson 1950; 1964;

1968).

Marcia (1964, 1966, 1993) elaborated on Erikson’s work and developed an empirical
measure, a semi-structured interview technique. According to Marcia (1964) “crisis” is “a time
during adolescence when the individual seems to be actively involved in choosing among
alternatives” and “commitment” is “the degree of personal investment the individual expresses in
a course of action or belief” (p.24). Based on the criteria of “crisis” and “commitment” Marcia
identified four identity statuses. These statuses differentiate two committed and two

uncommitted identity statuses. ldentity achievement applies to an individual who has gone

12



through an identity crisis in which various values and lifestyles have been consciously
considered. The crisis’ resolution is achieved by committing to choices about values and
lifestyles after purposefully exploring and developing an internal frame of reference. In contrast,
identity diffused status individuals have no firm commitments, and perhaps have not experienced
a crisis (Louden, 2005). Marcia’s four statuses were concerned with vocational, ideological, and
sexual domains. Identity Diffusion was the first stage or status where there is no commitment
and/or no exploration; adolescents have either not experienced a crisis or passed through a crisis;
however, there is no commitment. An identity diffused person is a careless person with
disorganized thought processes, characterized by apathy and a lack of commitment (Louden,
2005; Marcia, 1964). Identity Foreclosure was the second status where an individual commits
without exploration; the adolescent does not seem to have passed through any crisis; however
he/she seems committed to an occupation and/or ideology. His/her choices match that of his/her
parents. The individual has often accepted parents’ values and identity without questioning those
values, and rigidly adheres to them. Because of this rigidity, the individual might feel threatened
or overwhelmed when he/she encounters contradicting or challenging experiences (Louden,
2005; Marcia, 1964). Identity Moratorium implies a current involvement in exploration or search
with vague commitments. The adolescent has not committed yet but is in crisis and is actively
struggling between choices (Marcia, 1964). This identity status describes an individual who is
struggling to define his or her identity and is vulnerable to various outside influences such as
family, friends, and society. For an individual in moratorium, identity is dynamic (Louden,
2005). This status must ultimately lead to Identity achievement, where the individual commits
following active exploration search. The criteria for the identity achievement status is

experiencing a crisis period and then making a resolution. His commitment does not have to
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resemble that of his parents. Each status represents the individual’s particular style of handling
the crisis (Marcia, 1964). Research has empirically validated the identity status classes and
examined their patterns of development (e.g., Kroger, 2003; Marcia, 1993; Schwartz, 2001,
Waterman, 1999). These statuses are hierarchically ordered, with the two reflecting an identity
crisis considered “more mature” than the two without a crisis in that these individuals are
actively exploring and questioning (Kasinath, 2013; Louden, 2005). Kroger and Marcia (2011)
pointed out that if an identity is achieved, then the individual should be able to deal with a
complex task even when faced with disruptive or challenging feelings. Marcia also pointed out

that this is dynamic process. It neither begins nor ends with adolescence (Marcia, 1964; 1966).

Phinney’s Multidimensional Model of Ethnic Identity

As it relates to ethnic identity, the major theory was postulated by Phinney (1989, 1990,
& 1992). Phinney’s theory of ethnic identity is general and applicable across different ethnic
groups. It has also been applied on the Lebanese-Armenian adolescent population, making it

suitable for the present research.

For Phinney (1996), the construct of ethnic identity comprised of four major components:
identifying with a specific group by a conscious choice, having a sense of belonging to a group,
having either positive or negative attitudes towards that group and being involved in activities
related to that group. Some examples of the activities Phinney mentioned are the following:
using a certain language, choice of friendship, religious and political affiliation and practice,
choice of an area of residence, involvement in ethnic organizations and cultural activities (1990).
Based on her extensive research on members of various ethnic groups, Phinney (1990) developed

a model that focuses on the process of ethnic identity formation. Unlike Marcia’s (1964) model,
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Phinney’s (1990) involved three stages: unexamined ethnic identity, a period of exploration, and
finally commitment. According to this model, individual who have not been exposed to issues
concerning ethnic identity are still in an unexamined stage. People might identify with a group
they do not belong to. They may have also been exposed to and adopted some positive ethnic
attitudes from their parents, without examining or thinking through these issues themselves. In
exploration, the individual is searching for an identity by reading, participating in cultural events,
taking to people, etc. Individuals may develop positive attitudes toward their ethnic group and
possible negative feelings, such as anger, towards the dominant group. For example, European
Americans, may begin questioning “racism” at this stage, as they are members of the dominant
group (Phinney, 1991). Individuals who reach the third and last stage have a deeper, clearer
understanding and appreciation of their ethnicity and sense of group identity (Phinney, 1990). As
a result of her research Phinney (1992) developed the MEIM (Multigroup Ethnic Identity
Measure) scale to measure the degree of ethnic identification. The MEIM had two components:
the degree of exploration and the degree of achievement when it comes to ethnic group

membership.

Social Identity Theory

While the above mentioned theorists dealt with identity formation as part of an
individual’s development, social theorists dealt with the social aspects of identity formation by
focusing on the collective dimension. They believed that individuals achieve a social and
personal identity by distinguishing between members of their own group and those of others
(Giddens, 2001; Gotowiec, 1999). This theory has its roots n Tajfel's (1982) social identity
theory. According to this theory, ethnic identity develops from group membership to a particular

social group and how much value the individual places on that membership (Tajfel, 1981).
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According to this theory, in order to preserve their self-esteem, individuals may evaluate their
group positively (Holley et al., 2006). This may be challenging for minority groups and lead to
low self-esteem since their ethnic groups are often devalued. Tajfel explains that members of
such groups may deny their ethnicity or develop ethnic pride to improve or protect their status or
self-esteem. Moreover, individuals may develop ethnocentrism, or negative attitudes towards the

dominant group (1982).

Social theorists relate ethnicity to the cultural practices of a given social group that
differentiates it from others. These characteristics may be language, history or ancestry, religion,
the thread of continuity with the past, cultural traditions, etc. (Giddens, 2001). Sex, religion, and
occupation have been acknowledged by identity theorists as important aspects in the formation
of identity as a whole. However, for members of ethnic minorities, it is a bit more complicated,
they have to belong to an ‘ethnic identity’ (Gotowiec, 1999; Lin & Derald, 2012). Ethnic
minorities are faced with multiple challenges such as stereotypes, prejudice, etc. They also have
to cope with conflicting cultural standards; those of the dominant group and those of their ethnic
group (Gotowiec, 1999; Lin & Derald, 2012). This is particularly shown in research on

immigrants (Phinney, 1990; Rosenberg, 1979).

Acculturation Theory

Acculturation refers to how minority individuals become accustomed to the dominant
group and how this adaptation affects their values, beliefs and behaviors (Farver, Narang &
Bhadha, 2002). Acculturation research focuses on the effects of intercultural contact on, values,
attitudes, and behaviors (Lieber, Chin, Nihira & Mink, 2001). Immigrants usually consider two
things when negotiating between their ethnic culture and the mainstream culture: the value of

maintaining their ethnic identity, and/or the value of adapting to the mainstream group
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(Jasinskaja-Lahti & Liebkind, 1999; Phinney, 1990). Adjusting to the dominant group is vital to
immigrants’ ethnic identity development (Berry, 1997; Bourhis, Moise, Perreault, & Sénécal,
1997). Advocates of this theory assert that ethnic identity becomes more meaningful when
different ethnic groups come in contact (Berry, 1997; Phinney et al., 2001; Ward, 2006).
Individuals become more aware of their ethnicity (Berry, 2004). Bosma and Kunnen (2001)
explain how when individuals become aware that the mainstream culture’s behaviors and values
are not compatible with their own, their identity changes or grows. This is how acculturation
might come into play (Phinney, 2003; Schwartz, Montgomery & Briones, 2006).

Acculturation theory of ethnic identity can be categorized into three models: linear
models (Andujo, 1988), two-dimensional or categorical models (Berry, 1997), or orthogonal

models (Ward & Rana-Deuba, 1999).

According to linear models, an individual can be either strongly affiliated with his/her
ethnic group or with the dominant group. As this is a unidirectional model and a one-way
process, it implies a negative relationship between the ethnic and dominant groups (Andujo,
1988). The more a person identifies with the dominant group, the less he/she identifies with
his/her own ethnic group. The individual acculturates more and more into the dominant culture.
Two-dimensional models assume that individuals can identify strongly or weakly to both their
ethnic group and their dominant group (Berry, 1997). This individual would be referred to as
integrated. When a person weakly identifies with his/her ethnic group and strongly identifies
with the dominant group, he’s referred to as assimilated. It is also possible to identify weakly
with the dominant group and identify strongly with the ethnic group. This is when the individual
is referred to as separated or ethnically embedded. Finally, a person may identify weakly with

both the dominant and the ethnic group. He/she might be referred to as marginalized. According
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to research, what people experience can be represented most accurately with the two-
dimensional model is (Lieber et al., 2001; Ryder, Alden, & Paulhus, 2000; Ward, 2006).
Orthogonal cultural identification is similar to two-dimensional conceptualizations. However,
according to this model, identifying with either the ethnic group or the dominant group are

independent of one another (Oetting & Beauvais, 1991).

Early research assumed assimilation to be the healthiest form of adaptation for
immigrants. Recent research shows that bicultural individuals are better adjusted (BeiserHou,
2006; Berry, Phinney, Sam, Vedder, 2006; Giang & Wittig, 2006; Lieber et al., 2001; Phinney et
al., 2001). This might be due to the fact that such individuals have networks for social support
both from their ethnic group and the dominant group (Mok, Morris, Benet-Martinez, &
Karakitapoglu-Aygun) and because they are likely to be competent in navigating both groups
(LaFramboise et al., 1993). For example, Birman and colleagues found that acculturation to the
dominant group was positively related to life satisfaction because of occupational success;
whereas acculturation to the ethnic group was positively associated with life satisfaction because
of the social support from co-ethnic networks (Birman, Simon, Chan, Tran, 2014). Research has
also shown that navigating two different cultures is associated with greater intellectual flexibility
and creativity (Benet-Martinez, Lee, & Leu, 2006; Tadmor, Tetlock, & Peng, 2009). On the
other hand, assimilation has been correlated with deterioration of psychological wellbeing, for
immigrants and their children over both time and generation (Harris, 1999; Portes & Zhan, 1993,

Rumbaut, 1997).
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Empirical Research on Ethnic Identity for Minorities

Phinney (1996) states that ethnicity is usually salient in situations where ethnic group
differences are obvious; for example, minorities within the dominant society. He also states that
it is variable, depending on a person’s experience and changes in societal and historical context
(Phinney, 1992) and involves the development a personal and a group identity (Phinney, 2000).
This partly explains why minorities often score higher on ethnic identity levels, and why ethnic
identity has been shown to serve as a protective factor for minorities but not for members of the
dominant group (Lee, 2005; Phinney & Ong, 2007; Utsey, Chae, Brown, & Kelly, 2002).
Moreover, the development of a strong ethnic identity has been found to be a protective factor
for minority adolescents (Jones et al. 2007; Sellers et al. 2003). Research has also found ethnic
identity to be associated with important psychological outcomes such as self-esteem, self-

concept, psychological adjustment (Johnson, Thompson & Downs, 2009; Kim-Gervey, 2010).

Commitment has been found to be a significant component of ethnic identity (Ashmore et
al., 2004). And it can only be achieved through active search or exploration (Phinney & Ong,
2007) which leads to attachment to and investment in one’s ethnic group (Ellemers, Spears, &
Doosje, 1999; Roberts et al., 1999). Search or exploration is when an individual actively seeks to

get to know his/her ethnicity (e.g. reading and talking to people, attending cultural events, etc.).

The following section will discuss some empirical findings on self-esteem, academic
achievement, ethnic behaviors/ethnic language proficiency and ethnic schooling in relation to

ethnic identity development.

19



Ethnic identity and self-esteem

Rosenberg (1965) defined self-esteem as “the totality of the individual's thoughts and
feelings with reference to one’s self as an object” (Rosenberg, 1965, p.7). In other words, self-
esteem is the way a person views himself/herself either positively or negatively. Moreover,
Rosenberg specifies that while high self-esteem refers to personal self-worth, it does not
necessarily refer to feelings of superiority or inferiority. A person may be aware of his or her
limitations and strengths. On the other hand, low self-esteem may indicate self-rejection and self-
dislike (1965).

The relationship between ethnic identity and self-esteem has been widely researched in
studies investigating ethnic identity and psychological health. Researchers have found
significant positive relationships between ethnic identity and self-esteem for different ethnic
minority adolescents in the United States (Carlson, Uppal, & Prosser, 2000; Giang & Wittig,
2006; Umaria-Taylor, Yazedjian, & Bamaca-Gomez, 2004) such as Chinese Americans (Kiang et
al., 2006), Mexican Americans (Brouillard & Hartlaub, 2005; Kiang et al., 2006), Hispanic
Americans (Greene, Way, & Pahl, 2006), African-Americans (Turnage, 2004) and dual-ethnic
heritage adolescents (Abu-Rayya, 2006). This relationship has been also evident in research for
adolescents outside of the United States (Verkuyten & Brug, 2002; Ward, 2006).

However, some research has not found such correlation (Hovey, Kim & Seligman, 2006;
Nesdale & Mak, 2003). Moreover, discrimination of minority students has been correlated with
decreased self-esteem (Armenta & Hunt, 2009) and increased anxiety (Gaylord-Harden &

Cunningham, 2009).

Although ethnic identity may be more salient among minority groups (Phinney, 1996);

the extent to which adolescents identify with their minority groups may be influenced by their
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numeric minority-majority status (Xu, Farver & Pauker, 2015). These authors found that
Americans from numeric minority contexts, such as the U.S. mainland, reported higher ethnic
identity than did Asian Americans from Hawaii, where they are a numeric majority (2015). And
for this particular sample, there was no correlation between ethnic identity and self-esteem for

the numeric majority group but there was a significant correlation for the minority group.

Ethnic identity and academic achievement

Research on the relationship between ethnic identity and academic achievement has
yielded mixed results. Some studies have found a positive relationship between ethnic identity
and academic achievement (Altschul et al., 2006; Whitesell et al., 2007; Zarate, Bhimji, &
Reese, 2005), while others have found no relationship (Brouillard & Hartlaub, 2006; Secrist,
20071; Whitesell et al., 2009). Ethnic identity is believed to contribute to adolescents’
perceptions of their ability to perform academically (Smith, Walker, Fields, Brookins & Seay,
1999). For example, Yasui, Dorham and Dishion (2004) and Ong, Phinney and Denniss (2006)
have found ethnic identity to be a significant predictor of student academic achievement. Worrell
(2007), on the other hand, found that ethnic identity was a negative predictor of academic
achievement with a sample of African American adolescents. Research has also shown that
discrimination has negative effects on minority students’ academic outcomes (Chavous, Rivas-

Drake, Smalls, Griffin, & Cogburn, 2008).

Ethnic identity and ethnic language

Knowledge and use of mother tongue or ethnic language have been considered to be key
aspects of ethnic identity by some researchers. Cross-disciplinary research that examines the role

of ethnic language in ethnic identity development only started in the 1980s (Giles &Johnson,
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1987). Minority language can be an important marker of ethnic identity (Cho 2000; Cho, Cho &
Tse 1997; Phinney, Romero, Nava & Huang, 2001). In 1990, Phinney found that ethnic language
proficiency was a predictor of ethnic identity in adolescents from three different ethnic groups:
Armenians, Mexicans and Vietnamese (Phinney, 1990). By learning the ethnic language,
adolescents become part of their ethnic group, and get to learn about its culture, norms, values
and traditions (Cheng & Kuo 2000; Ishizawa, 2004). For example, Armenian American
immigrant children who speak Armenian expressed a stronger identification with the Armenian
group than Armenian American peers who only spoke English (Imbens-Bailey, 1996). Moreover,
among a sample of Chinese Korean minority students, bilingual proficiency and minority
knowledge was found to contribute positively to ethnic pride (Yu, 2015). For the children of
immigrants who grow up in the host country and learn the host language at school, maintaining
the minority language is an additional “burden” or task they must do (Portes & Rumbaut, 2001;
Zhang, 2008). Studies conducted in the United States show that a good number of immigrant
children do not speak and write their minority language well (Arriagada, 2005; Rumbaut,
Douglas, Massey & Bean, 2006). Learning the host country’s language in order to be integrated
might cost them their minority language as the language use and proficiency of immigrants is an
important aspect of integration (Chiswick & Miller, 2001; Tran, 2010). However, research
shows that maintaining the minority language in addition to the host country’s language, or in
other words, being bilingual has benefits for immigrant children over the use of only the host
country’s language. For example, bilingual children were found to have higher educational

outcomes (Portes & Rumbaut 1996).

The family is one of the most important language environments (Ishizawa, 2004) as

immigrant children learn their ethnic language predominantly from their parents (Lutz, 2006).
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Language parents’ or siblings use with one another and environmental influences such as
neighbors, friends, extended family and media are all factors that play a role in heritage or ethnic
language acquisition (Baker, 2006). Another important factor that acts as a protective factor
leading to higher proficiency and more frequent use of minority language is the larger size of the

immigrant group (Linton, 2004; Linton & Jiménez 2009; Lutz, 2006).

Research has also focused on the relationship between ethnic identity and ethnic language
maintenance (Garcia, 2003; Norris, 2004; Phinney, Romero, Nava & Huang, 2001). Research on
different ethnic groups has found a relationship between ethnic language and ethnic identity:
Armenian-, Japanese-, Mexican- and Vietnamese-Americans (Chinen & Tucker 2005; Bankston
& Zhou 1995; Phinney et al. 2001; Maloof, Rubin, & Miller 2006); Latin- and Asian-Americans
(Oh & Au, 2005; Oh & Fuligni, 2010);Korean Americans and Korean Canadians (Feuerverger,
1991; Lee, 2002); Italian-, Portuguese-, Ukrainian- and Jewish-Canadians (Feuerverger, 1989,
1991); Chinese Americans and Chinese Canadians (Feuerverger 1991; Kiang, 2008; Noro, 2009;
Rosenthal & Feldman, 1992; Zhang & Slaughter-Defoe, 2009); Turkish and Hispanic Australians
(Yagmur, Bot, & Kaorzilius, 1999; Gibbons & Ramirez, 2004); as well as Bangladeshi and Welsh

British (Giles & Johnson, 1987; Lawson & Sachdev, 2004).

Ethnic peer-group interaction

Research also has focused on ethnic identity and ethnic peer-group interaction (Cameron
et al., 2012; Phinney et al., 2001). Adolescents spend a lot of their time interacting with peers.
Peer interaction or socialization is more important at this stage than at any other stage because of
its implications (Raskin, 2010). For example, discrimination from peers had greater impact on

mental health than discrimination from adults for Latino, African and Asian American
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adolescents (Greene, Way & Pahl, 2006). Inter-ethnic friendships have shown to decrease
mistrust, prejudice and discrimination (Aberson, Shoemaker & Tomolillo, 2004; Aboud,
Mendelson & Purdy, 2003). However, research on different ethnic groups shows individuals tend

to favor intra-ethnic over inter-ethnic contacts (Harris & Cavanagh, 2008).

People prefer to interact with similar people (Kandel, 1978; McPherson, Smith-Lovin &
Cook, 2001). Similarity being known to be the basis for friendships (Hartup & Stevens, 1997),
the preference for intra-ethnic interaction among immigrants makes sense. Minority adolescents
might find it easier to become friends with adolescents with the same social status, the same
language, and similar acculturation-related experiences (Maharaj & Connolly, 1994; Schneider,
Dixon, & Udvari, 2007). According to Granovetter (1986), peer pressure might be one of the

reasons why adolescents refrain from inter-ethnic relationships.

Involvement in ethnic organizations

The ethnic density of a neighborhood and the support of the ethnic community have an
important role in the successful ethnic socialization of a minority adolescent. Research shows
that adolescents have more opportunities to meet co-ethnics and be exposed to ethnic language in
larger immigrant groups (Linton 2004; Linton & Jiménez 2009). The presence or absence of an
ethnic community in the neighborhood could affect ethnic membership. For example, the
presence of ethnic organizations facilitates membership and attachment to group. It is easier for
an adolescent to know about his/her culture when s/he is exposed to an ethnic community (Lin &
Derald, 2010). Breton (1964) suggests that ethnic minorities are highly motivated to develop
their communities in order to protect their cultural heritage, and fulfill their needs. Moreover,

membership in ethnic organizations can provide social support within the ethnic group and
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opportunities for intra-ethnic interaction (Halpern, 2005). Such organizations usually have

cultural performances, activities and competitions (Hassrick, 2012).

Ethnic identity and ethnic schools

Schools are a context where students can be taught about ethnicity and develop ethnic
identity (Dinelia, 2010). According to Cobb (2002) strengthening community and group identity
is necessary for people to understand who they are. And by teaching about ethnicity, teachers

and schools take part in the conceptualization of ethnic identity (Davidson, 1996).

A school might present values that might be different than a minority student’s ethnic
values. For example, Asian American adolescents may feel confused about the conflicting values
of their ethnic group and the dominant group. They may be taught to control strong feelings by
their parents, while their school might be encouraging expression of feelings. In addition, they
may have to face stereotypes about their group in society; they may have to cope with racism,
prejudice (Lin & Derald, 2010). Schools can play an important role in the social development of
adolescents, partly because adolescence is a time when students become increasingly vulnerable
to stereotype threat. Safe schools can develop and empower students, while non-safe ones can
have detrimental effects. For example, for many minorities such as African American and

Hispanic students, schools mirror the racism in American society (Raskin, 2010).

A school’s curriculum and extracurricular activities also influence ethnic identity
(Malsak, 2008). For example, “Whites” are often not included in educational curricula.
Therefore, when “white” students get exposed to content that covers history of slavery, they
might start questioning their belongingness to their group and may even start identifying with or

adopting traits of other ethnic groups (Dinelia, 2010).
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Because of the above mentioned concerns, many minority groups have sought alternative
schooling options such as ethnic schools to educate their children in an environment that reflects
their home culture and heritage (Nelson-Brown, 2005). According to Fishman (1989) ethnic
schools are guided by the following assumptions: there is a significant relationship between
language and ethnicity, biculturalism and bilingualism are necessary and only occur through
planning and organization. Therefore, language instruction becomes the focus for these schools

(Maalouf, Rubin & Miller, 2006).

One type of educational adaptation frequently used by ethnic minority groups as an
alternative to mainstream education is ethnic schools. An ethnic school might be a
comprehensive school or an after school or weekend program. Minority groups have established
ethnic schools in different parts around the world, to preserve their heritage and ethnicity. The
rationale behind it is that these schools provide students with instruction of ethnic language,
curricula that covers ethnic topics, teachers who are from the same ethnic group and extra-

curricular activities such as cultural shows.

An example of an ethnically focused supplemental school is Mount Zion Ethnic School
created in 1977 in Seattle, Washington. This ethnic school was established to provide ethnic
content to African American families who were not pleased with the curricula of mainstream
schools. Volunteers gave classes in foreign languages (French, Spanish, and Japanese),
computers, and basic academic subjects of reading, writing, mathematics, study skills, African
American history and culture. The school also offered non academic topics such as business
management, career planning, life skills, art, cooking, etc. The classes changed each year,
depending on who was available to teach. The school also provided opportunities to travel to

significantly historic places in African history to instill a sense of pride and hope in African
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Americans to challenge stereotypes. For example, careers classes focused on increasing self-
confidence, belief in having career choices available to them and embracing their history and

culture (Nelson-Brown, 2005).

Also, Chinese immigrants place great value in preserving their culture through ethnic
language maintenance and active participation in community life. Therefore, many parents send
their children to community-based weekend schools (Zhand, 2008). The community-based ethnic
language schools can provide opportunities for students to learn and maintain their ethnic
language (Maalouf et al., 2006). An example of a Chinese heritage school is the Sun Yat-sen
School in Brussels which teaches modern standard Chinese (Mandarin) to ethnic Chinese
children. The school starts with Hanyu Pinyin which is the most common alphabetic
transcription method and later, focuses on the use of characters (as do the schools in Taiwan)
(Hsu, Pang & Haagdorens, 2012). Another example is a school that recently opened in the East
coast Watchung, New Jersey. This school teaches kindergarten through 12th grade and starts

lessons in Mandarin and the history of China at an early age (Goldfield, 2015).

Also, like many other immigrants and refugees, Vietnamese in the United States, have
created social networks to preserve their culture and language. The establishment of ethnic
schools has had an important role in creating a balance between adapting to the dominant group

and preserving one’s ethnicity (Maalouf, et al., 2006).

An example of a comprehensive ethnic school is the Tibetan schooling system in India.
At the primary level, all subjects are taught in Tibetan. Students take courses social studies,
general science, drawing, physical education, value education, music and dance in both English

and Tibetan languages. They are also exposed to Tibetan cultural activities such as community
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songs. Moreover, during each morning assembly, students sing the Indian and Tibetan National
anthems. At the middle school and high-school levels, the school adopts the national Indian
system’s curriculum. Therefore, English becomes the language of instruction for basic academic
subjects. The only Tibetan curriculum offered at these levels is the Tibetan language. This is to

grant these students school leaving certificates (Maslak, 2008).

The Case of Armenians

Some background information on Armenians is imperative for understanding how
Armenians in Lebanon today conceptualize their ethnic identity or in other terms their belonging

to both the Lebanese and Armenian nations.

History and Genocide

Armenians had settled for thousands of years between Caucasus and the Mediterranean,
and were the first nation to accept Christianity (Wolfgang, 2014). An Armenian empire was
established between the years 95 B.C. and 65 B.C , stretching all the way to Syria and the Holy
Land (Redgate, 1998). However, Armenia always had its political struggles in the Middle East
(Wolfgang, 2014). Armenians were distributed among three empires: The Russian, the Persian
and the Ottoman. In 1914, during the First World War, Armenians were caught in the middle of
Germany and Russia who went to war with each other. Turkey joining the Central Powers

around Germany and Austria-Hungary, had great repercussion for Armenians (Wolfgang, 2014).

On April 24/25, 1915, the Ottoman government started to arrest Armenian political,

religious and economic leaders to incapacitate the Armenian communities. At the end of May,
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1915, the Ottoman government passed a law that ordered the deportation of about a million and a
half Armenians from Anatolia (Kaiser, 2009; Robertson, 2014). These deportees were either
massacred, forced into death marches or labor camps where they were exposed to starvation and
contagious diseases. Also, a large number of children and women were absorbed into Muslim
communities (Kaiser, 2009; Robertson, 2014). The Armenians who had survived the
deportations ended up settling in Lebanon, Syria, Trans-Jordan, the Holy Land, as well as other
countries. After the armistice of 1918, some of them returned to their lands in Cilicia. However,
in late 1921, they migrated again when Cilicia was evacuated by the French. This is known as

the darkest chapter in Armenian history.

In his book Un Génocide Impuni: L’Arménocide (An Unpunished Genocide: The
Armenocide) Moussa Prince (1967), a well-known Lebanese writer, describes the atrocities of
the 1915 Genocide perpetrated against the Armenian people. He holds modern day Turkey
responsible for recognizing the Genocide. The deportations and massacres of Armenians
became the main example for the creation of a new international crime called “genocide”. This

came to pass with the UN’s Genocide Convention in December 1948, (Robertson, 2014).

Armenian Diaspora and its Identity

According to Panossian, in order to understand current Armenian identity, especially in
the Diaspora, we must situate the Genocide at its center (2002). Research has shown that the
experiences of Genocide can affect later generations (Kalayjian, Moore, Aberson & Kim, 2010).
While the genocide is by no means the only dimension of Armenian identity, it remains the most
important, and might be more meaningful for later generations (Danieli, 1989), given the fact

that modern day Turkey still denies it (Bakalian, 1993). Even in those countries where Armenian
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identity has been maintained (e.g. Lebanon), the genocide being a collective trauma, not only
plays an extremely important role for Armenian communities and directly impacts Armenians’
identity development and conceptions (Krikorian, 2007) but also enhances their sense of
membership to the Armenian community, making it easier to process it (Johnson et al., 2009).
According to Johnson and colleagues, conceptualizing it as collective trauma, helps individuals

normalize the experience.

Semantically, the root of the word Diaspora is Greek and is composed of the verb
“sperio” (to disperse) and the preposition “dia” (throughout). For many traditional Diasporas
(such as the Jewish and the Armenian), their dispersion is a result of non-voluntary and traumatic
events (Kotchikian, 2009). For many scholars, Diasporas are dispersed communities of refugees,
expatriates, guest workers, ethnic and exiled groups. Gabriel Sheffer, an Israeli political scientist,
defines Diaspora in a more ethno-centric way: “social-political formation, created as a result of
either voluntary or forced migration, whose members regard themselves as of the same ethno-
national origin and who permanently reside as minorities in one or several host countries”
(Sheffer, 2003, p.9). Hence, a Diaspora can be defined as an ethnic- community or group forced
to live outside a real or idealized homeland (Der Ghoukassian, 2009). Therefore, for such groups,
the concept of homeland is essential in developing and preserving a collective identity (Der

Ghoukassian, 2009).

The Armenian Diasporas existed for centuries (Kotchikian, 2009). The genocide has
dramatically changed this Diaspora’s structure, size, and form by increasing the size of pre-
existing Armenian communities around the world and creating new Diaspora centers (Pattie
2005). The Armenian Diaspora complex and multifaceted as it was created by forced migration.

That is why, keeping the memory of the past alive and preserving their ethnicity is crucial for
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Armenians in the Diaspora (Kotchikian, 2009). According to Mannogian, Walker and Richards,
Armenians place great value in preserving their culture, religion and language because they
could not pass on family legacies from the “Old Country” (2007). In order to understand the
Lebanese-Armenian community, one needs to be aware of its origins (Krikorian, 2008). “In the
case of the Armenian Diasporas and especially for second and third generations of these
Armenians, “homeland” or “hayrenik™ has been a conceptual idea, which more often than not has
been distinct from Armenia or “Hayastan”. With the independence of Armenia, the Diasporas
faced a new challenge of negotiation their already confirmed and reconciled Diasporan identities
with the reality if a new (home)land. To complicate things further, this identity negotiation had a
“hostland” component added to it where these communities had to find ways of defining their
existence not only between two homelands (Armenian and their host country) but also between

the concepts of Armenia and homeland” (Kotchikian, 2009, p. 463).

Research on Armenian identity in the Diaspora is scarce (Andreassian, 1990; Bakalian,
1993; Imbens-Bailey, 1996; Oshagan, 1997). Oshagan (1997) explored the ethnic identity of
young Armenian male adults living in the United States. Armenian identity was defined as a
“feeling” or a “mind set” encompassing the Armenian Genocide (Oshagan, 1997). Jendian
(2008) found that for Armenian-Americans, the most important factors that define being
Armenian were different for different generations. For example, for first generation Armenians,
speaking Armenian was the most important defining factor. This might be due to their
experience, their proficiency in the language and their motivation to preserve their ethnicity. For
third and fourth generations, identifying with Armenian people was the most important factor.
This could be explained with the fact that these people may often have to assert their

“Armenianness” to others (Jendian, 2008).
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Immigrant and refugee ethnic groups are different in their efforts to preserve their
ethnicity (Phinney, Ong, & Madden, 2000). Ethnic groups who went through a painful history of
genocide such as the Armenians and/or the Jews are different in their efforts to preserve their
ethnic identity from immigrants who left their homelands willingly. For example being Hutu
wasn’t significant for “Emeritha Uwizeyimana”, until nearly half-million Rwandans were
killed in a planned genocide (AP, 1997). The Armenians were forced out of their homeland and
spread around the world in search of shelter. Therefore, although Armenians are similar to other
immigrant cultures in their collectivist culture and values, the Armenian genocide, not their
voluntary migration, sets them apart (Phinney et al., 2000). Armenians were able to preserve
their culture such as language, drama, music, and literature by establishing their churches,

schools and political parties (Khashan, 1991).

The Case of Armenians in Lebanon

The Armenian community in Lebanon has a central importance to other Armenian communities

in the world and it highly complicated in nature.

After the genocide, different Armenian groups around the world formed their identities
through different processes. Although each Diaspora had its own characteristics, Suny (1993)
and Panossian (2006) see the Armenian Diaspora in Lebanon as one of the most successful
communities. This might have been due partly to the nature of the state in Lebanon, which
allows different communal groups, including the Armenians, to be autonomous (Migliorino,

2009).

Armenians have long been in Lebanon due to commercial relations (Boudjikanian, 2009).

The first wave of Armenian immigrants to Lebanon, settled mostly in Zgharta, Ehden, Tripoli,
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Jounieh and Beirut. Later, in the 1700s, another migration, an Armenian Catholic migration,
resulted from religious intolerance of the Armenian Apostolic (also known as the Orthodox)

Church towards the Armenian Catholics (Akoghlanian- Jermakian, 1988).

Lebanon served more than a destination for voluntary migration. It became a refuge for
the survivors of the 1915 Genocide and the 1921 Exodus from Cilician Armenia. By 1920, there
were approximately 20,000 Armenian refugees in Lebanon (Tachjian, 2009). Armenian leaders
were still hoping to create an Armenian “homeland” on their ancestral occupied lands. In 1923,
with the Lausanne treaty, they gave up hope and both the French authorities and Armenians

leaders organized the exodus of the remaining refugees to Lebanon and Syria (Krikorian. 2007).

In 1924, based Lausanne Treaty, Lebanese nationality was granted to Armenians in
Lebanon by a decision from the French commissariat (Migliorino, 2009). The Armenian refugees
mostly resided in tents in campsites in Karantina. Even though they came to Lebanon as
refugees, they quickly constructed homes in the areas of Bourj Hammoud and Quarantina,
suburbs of Beirut, and later the village of Anjar in the Bekaa (Boyadjian, 2005). In 1926, a
“Central Relief Committee” was created to construct new neighborhoods for these refugees.
Land was purchased in Achrafieh (and later in Bourj Hammoud) with money coming from the
Lebanese authorities, the League of Nations and the Armenian organizations (Tachjian, 2009).
Religious, social and educational institutions were established in all those areas to preserve the

Armenian identity (Chahinian, 2007; Tachjian, 2009).

After 1920, within only one generation, Lebanese Armenians became active agents in the
economy through self-employment. In 1964, they owned 14 per cent of industrial enterprises in

Lebanon. From 1964 to 1975, they improved in commercial and industrial sectors (Boudjikanin,
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2009). They became distinguished as artisans, artists (actors in theatre, dancers, caricaturists,
writers and so on) bank employees, carpenters, shoemakers, cobblers, couturiers, etc. The higher
socioeconomic class comprised of professors, doctors, pharmacists, dentists, engineers,
architects, agronomists, and others. At the top of the hierarchy came owners of enterprises and
factories, well-known tradesmen and industrialists, small bankers, and moneychangers holding
as much as one fourth of the gold market. They became entrepreneurs in the fields of
photography, shoemaking (e.g. Ohannes Kassardjian), textile (e.g. Abroyan), watch making,
carpet weaving, as well as in the fields of gold smithery, silver smithery, aviation companies, and
importing (e.g. “JCV”, “Opel”, “Kodak”, “Malboro”, etc.) (Akoghlanian-Jermakian, 1988;
Boudjikanian, 2009). The Armenian people also established their own newspapers, national
dailies, journals, publishing houses, radio stations (during the civil war of 1975-1990) and
Haigazian University, the only Armenian university that exists to this day outside of Armenia
(Akoghlanian-Jermakian, 1988). After 1975, however, due to the civil war, enterprises got
destroyed and relocated and there came a need to migrate to the Gulf and western countries

(Boudjikanian, 2009).

In 1943, Lebanon became independent. The Lebanese constitution granted rights and
freedoms to various cultural and religious minority groups. And with the Ta’ef agreement signed
in 1989, the constitution recognized the Armenian community as the seventh confessional group

in the country (Avsharian, 2009).

Today, “Armenians are scattered all over Lebanon but they are clustered mostly in areas
like Anjar, Fanar, Rawda, New Rawda, Zalka, Antelias, Beirut and its suburbs, mainly Bourj
Hammoud, Mdawar, and Rmeil. Most Armenians are at least trilingual, but often they know

more than three languages. The mother tongue, Armenian, is used at home, social clubs, schools,
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political parties, cultural associations as well as sports clubs. Arabic, the local language, is used
mostly in work related areas, while French and/or English is commonly used throughout the day”

(Akoghlanian-Jermakian, 1988 p.53).

Education

Education has been vital in shaping Lebanese Armenian identity. Efforts in terms of
education and schooling in Lebanon began becoming organized particularly around 1923, a bit
later than the establishment of schooling in Syria, but nevertheless it was quick (Chahinian,

2007).

Before 1923, there were three Armenian schools in Lebanon; Gullabi Gulbenkian in
Jounieh founded in 1921, an evangelical school in Zahle and a Catholic school (Hripsimiants) in
Beirut, both founded in 1922. In 1923, three schools were established. Antraniguian-Sahaguian
was an apostolic school established in refugee camps, next to the church “Sourp Khatch” (Holy
Cross), directed by Yeprem Dohmouni. After the destruction of the refugee camps, this school
was relocated to Hadjin in 1933. The Catholic Church in Mdawar served as another school. It
was directed by a Jean Mecerian, a Jesuit father. This school later becomes St. Gregoire College
in Ja’tawi. And the third school established in 1923, was a protestant school directed by Bedros
Kardzayr. The Armenian Church and the school were very closely tied in each neighborhood.
Next to each church there was an Armenian school. In 1924, the first school in Bourj Hammoud,
Nubarian was founded next to the refugee camps. In 1925, three other schools were established.
Two were in Beirut; one was in Achrafieh known as Armenian Evangelical central high school
and one was in Karantina known as Mesrobian Armenian School. The third school was in

Tripoli. In 1927, St. Hagop in Achrafieh, Aramian in Mssaitbe and Balekjian in Zahle were
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established. The completion of the decade comes to a finish with the establishment of the Forty
Martyrs Apostolic School in Bourj Hammoud, the Armenian Educational and Cultural Society’s
Djemaran in Beirut and the Armenian Catholicosate of Cilicia in Antelias. The establishment of
the last two in 1930 was very significant as both of them aimed to prepare civil and religious
intellectuals who were to become a new wave of leaders after the Armenian Genocide. These

were the first secondary schools in the Levant (Chahinian, 2007).

In the 1920s and 1930s around twelve nationalist secular Armenian schools were
established in Lebanon. Armenians progressively settled around the established schools. The
chronology of the establishment of Armenian schools in Lebanon presents a demographical map
of the progressive settlement of the Armenians in different regions. The physical needs being
more or less met; there is a desire for satisfying spiritual needs (Chahinian, 2007). Along with
the establishment of these schools, numerous Armenian publishing houses, charitable

organizations, and newspapers flourished (Krikorian, 2007).

The success of Armenian education in Lebanon is partly due to the Lebanese system.
According to Migliorino (2007), the weak public schooling system in Lebanon, along with
regulations that allows private schools to autonomously adopt curricula of their choice has

offered suitable opportunities for Armenians.

However, the Lebanese civil war had detrimental effects on Armenian schools in
Lebanon. The number of Armenian schools and enrollment numbers continued to drop since
1990. In just ten academic years, the number of schools fell from 45 to 33 and the number of
students dropped from 12000 in 1991 to just above 8000 (Migliorino, 2009). The financial

“burden” of preserving Armenian schools throughout the years has been sustained by the
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Lebanese-community and/or by other Armenian communities in the Diaspora. After the civil
war, families struggled to pay for private education. Hence, enrollment in Armenian schools
dropped (Migliorino, 2009). Armenian schools aim to replace the lost homeland with a spiritual

one, a virtual one (Chahinian, 2007).

Armenian Ethnic identity in Lebanon

This background is imperative in understanding how Armenians in Lebanon today
conceptualize their belonging to both the Lebanon and Armenia. Armenians were able to
integrate into Lebanese society and maintain their own institutions creating a distinct Lebanese
Armenian identity. They have managed this dual belongings or identity for many years

(Krikorian, 2007).

In the case of Lebanese- Armenians, defining their identity depends on concepts of
homeland, which is a virtual concept, and host land (where they settled). However, it’s worth to
note that distinguishing between homeland (hayrenik) and Armenia (Hayastan) is also important
and makes identity even more complex. Kotchikian stresses that “hostland” is used when
referring to Lebanon, only to clarify these concepts. Lebanese- Armenians always refer to

Lebanon as “our second homeland” (yergrort hayrenik) (Kotchikian, 2009).

After the independence of Armenia, Armenia became a tangible notion for Lebanese-
Armenians. This made Lebanese- Armenian identity even more complex. “The negotiation
process was more or less complete and the duality between Armenian and Lebanese was

transformed into a hyphenated condition” (Kotchikian, 2009, p. 475).

Another factor that further complicated Lebanese-Armenian identity is the following.
According to Pattie, Armenians use at least three parallel constructions of homeland (2005). The
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first one is Armenia (Hayastan). The second is historic Armenian kingdom that extends from
Dikranagert to Karabakh (Krikorian, 2007). “These regions include the ancestral homes of most
Armenians now in Diaspora, especially the politically and historically inclined, activists and
intellectuals (Pattie, 2005). The third construction is an Armenian’s town or village of origin.
This is a more personal vision of homeland which is kept alive from generation to generation
through family stories and unique traditions. Armenians in Lebanon today still know the names
of their towns and villages of origin partly because the early survivors of the Genocide who
arrived to Lebanon “were divided linguistically, socially, and religiously” (Suny, 1993, p. 218).

Armenian identity in the past was highly local rather than national.

The experience of the Genocide has been traumatic for the first generation and the
memory and the stories were passed on and kept alive with later generations through
commemorations (e.g. commemoration of the Genocide on April 24, Armenia’s Independence
Day on May 28, etc.). In fact, one of the main objectives of Lebanese-Armenian institutions
(schools, political and cultural organizations) has been to preserve and protect the collective
memory of the genocide which has been central in defining, creating and maintaining Armenian
identity (Kotchikian, 2009). In the Armenian-Lebanese context ethnic identity has been defined
by Der Karabetian and Oshagan, as the preservation and maintenance of the Armenian identity
and character (1977).

Previous research on Lebanese-Armenians has shown Armenian language proficiency
and use to be a prominent factor in defining ethnic identity (Al-Bataineh, 2014). Mastery of
ethnic language and knowledge of history and tradition strengthens one’s membership to its
ethnic group (Al-Bataineh, 2014). Armenians in Lebanon have been brought up with the lesson

that language is one of the most defining aspects of ethnic identity and that loss of language
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results in loss of culture (Krikorian, 2007). Moreover, ethnic identity was strongly associated
with language spoken at home, the type of school attended and the amount of involvement in

Armenian organizations (Der-Karabetian & Oshagan, 1997).

In her research, Krikorian also found that for Lebanese Armenians it was important to
visit Armenia especially for the ones who have not attended an Armenian school. And after their
visit to Armenia, their sense of being Armenian becomes clearer and they change accordingly.
For example, many have described their first visit as a history book that comes to life. Whereas
the ones who attended an Armenian school, they’ve described the experience as visiting a live
museum, where taught lessons came to life (2007). A major mechanism in preserving the
Armenian identity was through the establishment of Armenian schools. Armenian schools
transmit and teach the Armenian language and culture alongside the official Lebanese curriculum

(Khashan, 1991).

The year 2015 was a significant year for the Armenian Diasporas all over the world. It
marked the 100"commemoration of the Armenian genocide. In Lebanon, tens of thousands of
Lebanese-Armenians marched from the Armenian Apostolic Patriarchate in Antelias to the
national football stadium in Bourj Hammoud on Friday the 24" of April to commemorate the
centennial of the genocide (Armenians mark genocide centennial, 2015). This was also a major
event with Armenian publishing houses, newspapers, political parties and educational and

cultural associations coming together to express their ethnic identification.
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CHAPTER 111

METHODOLOGY

This chapter provides a detailed description of the methodology that was followed in this
study. It includes an explanation of: the research design, the variables, the sample and sampling
procedures, the instruments and finally the data collection and data analysis procedures.

Research Aims and Questions

The study aimed to examine the ethnic identity of Lebanese-Armenian youth and factors
that relate to it. The study examined the relationship between ethnic identity and each of (a) self-
esteem; and (b) academic achievement. And to gain a more in depth understanding of the

findings, the study looked at how students conceptualize their ethnic identity.

Two questions guided the current research study:

1) Is there a relationship between ethnic identity and each of (a) self-esteem and (b)
academic achievement?
2) What does it mean to be Armenian in Lebanon?

Research Design

This study employed a quantitative and qualitative survey design, as research has shown
that combining data gathered from mixed methods enhances generalizability, transferability and

practical significance (Onwuegbuzie & Leech, 2004).

The first question was quantitative in nature. It was answered through a correlation. The

researcher examined whether there is a correlation between ethnic identity and each of the
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following variables respectively, self-esteem and academic achievement. To answer the second
question and get a more in-depth understanding, the researcher used qualitative methods in
which an open-ended question was posed to explore Armenian students’ conceptualizations of

ethnic identity.

The Study Variables

The variables of the current study are as follows:
Ethnic identity

Ethnic identity was defined as “an enduring, fundamental aspect of one’s self with a
sense of membership in an ethnic group, with attitudes and feelings associated with that
membership” (Phinney, 1996, p.923).
Self-esteem

Global self-esteem was defined as “the totality of the individual's thoughts and feelings
with reference to one’s self as an object” (Rosenberg, 1965, p.7).
Academic Achievement

Academic achievement was defined as the cumulative grade point average a student
holds from school records.

Type of School

Type of school the student attended was defined as a dichotomous variable: “Armenian
school” or “non-Armenian school”. Armenian school is defined as a private school in which the
first language of instruction is Armenian, students speak Armenian most of the day; learn
Armenian history/culture along with the national curriculum. A non-Armenian school was

defined as a private national/Lebanese school in which the first language of instruction is not
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Armenian, students do not receive any formal instruction in Armenian, do not learn Armenian

history/culture but do learn the national curriculum.

Method

The following study employed a quantitative and qualitative survey design to examine
the relationship between the variables and the conceptualizations of ethnic identity among
Lebanese-Armenian high-school students. Data were gathered from a purposeful sample of
students from Armenian and non-Armenian schools in Beirut and its suburbs through surveys
employing close-ended and open-ended questions.

Participants

All ten Armenian secondary schools located in the area of Beirut and its suburbs were
asked to participate in this study. In addition, three non-Armenian schools in the area of Beirut
containing a relatively high number of Lebanese-Armenian students were asked to participate.
This sample was chosen as opposed to a random sample because the researcher wanted to access
as many Lebanese-Armenian students attending both Armenian and non-Armenian schools as
possible. The schools had mixed classrooms in order to ensure equal proportions of both genders.
In each school, all of the 10th, 11th, and 12th grade Lebanese-Armenian students were asked to
participate.

Presently, there are 12 Armenian private secondary schools in Lebanon two of which are
located in Anjar (outside of Beirut). Three of these are Armenian “National” schools, formerly
run under the auspices of the Armenian Apostolic Prelacy, today run by a committee. The rest
make up four Armenian Evangelical schools, three Armenian Catholic schools, and one school
falling under the umbrella of the Armenian General Benevolent Union, and a last one affiliated

to the Hamazkayin Cultural and Educational Association. For this study, only the 10 Armenian
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schools located in Beirut and its suburbs were asked to participate. Also, three non-Armenian
schools containing a sufficiently high number of Lebanese-Armenian students were also asked to
participate in the study to ensure the generalizability of the findings to Lebanese-Armenian
students in Lebanon.
Instruments

In this study, data were collected through a survey containing both close-ended and open-
ended questions. The gquestionnaires were administered in both English and Armenian to students
in grades 10, 11 and 12. Students chose to complete the survey in the language they felt most
comfortable with. Students from each grade level were administered a questionnaire which
consisted of a number of scales with close-ended questions and an open-ended question to get a
more in depth understanding and open-ended expression of the underlying factors or themes
relating to the results. The demographic form, the open-ended question and the ethnic language
proficiency scale were translated to Armenian by the researcher herself. The Armenian
translations were then back translated to English by a graduate Anthropology student with a
background in Armenian studies. The two English versions were compared and checked for
discrepancies by a bilingual psychology graduate researcher and the two translators. The
researcher used the Armenian translated Rosenberg self-esteem scale. The researcher made use
of the Armenian translated version of the MEIM (Kazarian & Boyadjian, 2008). The MEIM
includes all the items of the MEIM-R but one (item number 4). Item number 4, followed the
same translation procedure as the demographic form and the open-ended question.
The final questionnaire consisted of the following:

The first part of the questionnaire gathered demographic data (Refer to Appendix A) by

asking about age, grade level, gender, ethnic identification, their name and type of school
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attending, ethnic peer interaction, involvement in ethnic organizations, ethnic language
proficiency, etc. The survey was not anonymous for the researcher to be able to examine the
relationship between ethnic identity and academic achievement (cumulative grade point average
from school records). Research has consistently shown that self-reported grades are good
reflections of actual grades for students with high grades but not for students with lower grades
(Kuncel, Crede, Thomas, 2005).

Also, they were asked about ethnic composition of living area. This is a subjective
evaluation of the respondent to the question: “how would you describe the area where you
currently live?”. “An area where almost everyone is Armenian” was coded as an ethnically
homogeneous living area in the analyses. The category “Some people are Armenian” refers here
to an ethnically mixed neighborhood. This was interpreted as a situation in which Lebanese/non-
Armenian and Lebanese-Armenians coexist in almost the same proportion. “Almost no one is
Armenian”, was coded as a national ethnic majority. This was interpreted as a situation in which
the majority of the residents belong to the ethnic majority of the country (Lebanese/non-
Armenian). This was an adaptation of an evaluation used by Kouvo and Lockmer (2013). The
demographic section also asked about percentage of Lebanese-Armenian friends (Lebanese-
Armenian, Lebanese/non-Armenian, other). Scores or percentages were computed by dividing
the number of Lebanese-Armenian friends by the total number of Lebanese-Armenian, Lebanese
and other friends multiplied by 100. Also, participants were asked to self- rate their proficiency
in Armenian. Using a five-point scale ranging from 1 (very weak) to 5 (very well), they
separately rated their ability to speak, understand, read, and write in the language. This is used

commonly (Van Tubergen &Mentjox, 2014). And finally, students were asked about their
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involvement in ethnic and non-ethnic organizations available to Armenian youth in Lebanon
(religious, political, cultural, sports, scouts and charitable organizations).

The questionnaire also included the following scales.

The Multigroup Ethnic Identity Measure-Revised:

Phinney and Ong (2007) made revisions to MEIM, developed by Phinney (1992). The
MEIM-R is a six-item measure used to examine adolescents’ ethnic identity or degree of
identification with their ethnic group (Refer to Appendix C). Items are measured on a Likert
scale. Subjects are required to rate the extent to which they strongly disagree, disagree, are
neutral, agree, or strongly agree with statements such as “I have a sense of belonging to my own
ethnic group” (Phinney & Ong, 2007, p. 276). It consists of two factors: exploration (three
items) and commitment (three items). The six items are preceded by “an open-ended question to
elicit a spontaneous ethnic label” (Phinney & Ong, 2007, p. 276). For this study, only the total
score was used as the researcher was concerned only with the overall strength of ethnic identity.
The total score is derived by summing the scores for all items and deriving the mean by dividing
it by the total number of items on the scale. Higher scores denote stronger ethnic identity. The
scale has shown to have an internal consistency with alpha coefficient above .81 (Phinney &
Ong, 2007). Also, in a meta-analysis, the MEIM-R has shown to have a reliability coefficient
higher than that of the original MEIM (o = .84, p < .05) (Smith & Silva, 2011). In this study, the
Armenian translated version of the MEIM (Kazarian & Boyadjian, 2008) was adapted for the
Armenian MEIM-R and the English version of the MEIM-R was used to measure students’

ethnic identity as well.
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The Rosenberg Self-Esteem Scale (RSES)

The Rosenberg Self-Esteem Scale is a global measure of students’ self-esteem developed
by Rosenberg (1965). It consists of ten items that require subjects to rate the extent to which they
strongly disagree, disagree, agree, or strongly agree with the statements such as “I feel that I
have good qualities” [refer to appendix E for the English version]. The total score is derived by
summing the scores for all items after reverse scoring the negatively keyed items. Higher scores
denote higher self-esteem: scores range from ten (low self-esteem) to 40 for (high self-esteem).
The internal consistencies for RSES have shown to range between 0=.77 and o=.88. Both the
Armenian version of the RSES (Boyadjian, 2009) as well as the English version were used in
this study (Refer to Appendix C).

Conceptualization of ethnic identity.

For the purpose of answering the second research question, which aims at getting a more
in-depth understanding of students’ conceptualization of ethnic identity, an open-ended question
was added to the questionnaire (Refer to Appendix G). The question “What does it mean to be
Armenian in Lebanon?” will explore the meaning of ethnic identity (Rogers, Zosuls, Halim,
Rublem Hughes, & Hughes, & Fuligni, 2012). The responses were analyzed using NVivo for
qualitative data analysis. This software was used to help reduce the time spent on organizing the
data. Common themes and patterns were identified by taking each sentence as a unit of analysis.
Themes and sub-themes emerged. To avoid the subjective bias in the coding analysis, another
rater was asked to code a random sample of 20 responses to ensure inter-rater reliability.

Data Collection Procedures
After having received approval from the Institutional Review Board (IRB), the researcher

contacted the principals of the schools and provided them with an explanation of the study’s
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objectives, what is expected of the students, of the school, the terms of participation as well as
risks/benefits and confidentiality issues. The principals were then given 48 hours to return their
consent form for participation (Refer to Appendix I). Once the principals gave their consent, the
parental permission form (Refer to Appendix K) was distributed by the researcher to students in
grades 10, 11 and 12. The researcher explained the purpose of her study, the ethical procedures
and the IRB regulations and gave the parental consent forms and asked for them to return it after
48 hours. This form contained a detailed description of the study and included a request for
approval for the questionnaire. Students were given two days to return the form. After parental
permission was obtained, the researcher visited the schools to collect the data by distributing the
questionnaires to the students in accordance with the date and time set by the administration.
Student consent forms (Refer to Appendix M) were given to the students who volunteered to
participate. The students who did not want to participate or did not submit a signed consent form
from their parents were not given a questionnaire. Students who were 18 years of age did not
need parental consent. Students whose parents did not consent to their children participating in
the study and students who refused to participate were provided with an alternate task (reading or
completing homework) by the school officials. Students who had consent were instructed to read
the directions given at the beginning of the questionnaire carefully and to answer the questions
honestly. Students were asked to complete the questionnaires. Questions were individually
answered by the researcher for any clarification purposes. The questionnaires were filled in a
private setting (classrooms) to ensure privacy and confidentiality. This was arranged with each
principal prior data collection.

Confidentiality was protected and participants were de-identified using a coding system.

In order to secure the confidentiality of the participants, their names, and other identifying
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information were not attached to the surveys nor the grades obtained from school records. Face
sheets of the questionnaire containing names were removed from the complete survey and stored
separately from the code list. Access to the code list and all data were limited to the researcher
and her thesis adviser. Hard copies were stored in a locked cabinet and the code list with the
participants’ contact information (names) was saved on a password protected computer. All hard
copy data will be shredded and all computer files will be deleted after three years following the
study. The privacy of the participants was maintained in all the published data resulting in this

study: no names or any identifying information were published in the thesis.

Data Analysis

Demographic data collected from the questionnaires was first computed into descriptive
statistics. Then, to answer the first research question, the researcher computed the Pearson
product-moment correlation coefficient (r) to examine the relationship between ethnic identity
and each of self-esteem and academic achievement. Cronbach’s alpha was computed to check for
internal consistency for the MEIM and the RSES scales. To answer the second question students’
responses were analyzed using NVivo. Since most of the questionnaires were administered in
Armenian, the answers were translated to English by the researcher herself. The Armenian
translations were then back translated to English by a graduate Anthropology student with a
background in Armenian studies. The two English versions were compared and checked for
discrepancies by a bilingual psychology graduate researcher and the two translators. The answers
were then typed and exported from Microsoft Word to NVivo. Common themes and patterns
amongst the responses were identified by taking each sentence as the unit of analysis. A first

reading of all the responses, the researcher jotted down notes and comments for possible themes.
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As part of the familiarization process, the researcher ran a word frequency query as well. The
data were then organized under tree nodes (themes). These nodes were again split into
descriptive child-nodes (sub-themes) to enable further exploration of the data. Each sentence in
each student response was then coded into the tree nodes. Student attributes were also exported
from SPSS to Nvivo. The data set allowed quantifying and comparing attributes values across
themes, which allowed a more interesting and challenging analysis. To avoid the subjective bias
in the coding and analysis, inter-rater reliability check took place. Another rater was asked to

code a random sample of 20 responses.
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CHAPTER IV
RESULTS

The purpose of this study was to (a) examine the relationship between ethnic identity,
self-esteem and academic achievement; and (b) explore the meaning of ethnic identity in a
sample of Lebanese-Armenian high-school students. For this purpose, 362 students were
surveyed. Only 12 students were from a non-Armenian school. Eight out of 13 schools agreed to
participate in this study out of which 7 were Armenian schools. This chapter provides the
quantitative and qualitative results of the survey respectfully. Therefore, the first part answers the
first research question, and consists of a descriptive analysis of the variables involved in the
study as well as the results of correlation analyses that were conducted at the level of the study
sample. The second part answers the second research question in which the main themes and
sub-themes of the open-ended question are presented and supported with selective excerpts from

the students’ answers.

Demographics Findings of the Study Sample

The entire sample consisted of 362 students, 156 males (43.1%) and 206 (56.9%)
females. The ages ranged between 15 and 20 (M=16.52, SD= 1.09) with mostly 16 (34.3%) and
17 (29.0%) year olds. Most students were in 11" grade (155, 42.8%). One hundred and twenty-
four students were in 10"grade (34.3%) and 83 students were in 12" grade (22.9%). The low
number of students in grade 12 was due to the fact that during the data collection phase, the 12"
graders in some schools had already left to prepare for the official exams. Only 26 (7.2%) out of
362 students answered the survey in English, while the rest, 336 students (92.8%) answered it in

Armenian.
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Most of the students lived in neighborhoods with Armenian exposure. One hundred and
twenty-eight students (35.4%) mentioned they lived in ethnically homogenous neighborhoods
where almost everyone is Armenian, 198 reported living in mixed neighborhood where some are
Armenian (54.7%) and 34 reported living in neighborhood with a national majority where almost
none are Armenian (9.4%). Two students did not answer this question.

What concerns friendships, 293 students (85.5%) reported that 50.0% or more of their
friends are Lebanese-Armenian (M= 72.98, SD=24.1).

Two hundred and eighty-four (78.4%) out of 362 students reported being involved in
either Armenian or non-Armenian organizations. Some students were involved in multiple
organizations. For example, some students were involved in both an Armenian political
organization and Armenian scouts or a non-Armenian cultural organization and an Armenian
sports organization. Seventy-eight students (21.5%) reported not being involved in any
organization. Involvement in Armenian organizations was reported more frequently (90.2%) than
involvement in non-Armenian organizations (9.8%) (See table 1). The most frequently reported
Armenian organization was Armenian scouts (19.0%), followed respectively by cultural-artistic
(18.3%), sports (17.0%), political (15.3%), religious (12.6%) and charitable (8.0%). What
concerns non-Armenian organizations, the most frequently reported involvement was for sports
(3.5%), followed respectively by cultural-artistic (2.3%), charitable (1.2%), religious and

political (1.1% each) and scouts (0.6%).
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Table 1
Frequencies and percentages of student involvement in Armenian and non-Armenian

organizations

Frequency Percentage %
o Armenian 81 12.6
Religious )
Non-Armenian 7 1.1
Armenian 99 15.3
Political _
Non-Armenian 7 1.1
o Armenian 118 18.3
Cultural-Artistic )
Non-Armenian 15 2.3
Armenian 110 17.0
Sports )
Non-Armenian 22 35
Armenian 51 8.0
Charitable )
Non-Armenian 8 1.2
Armenian 123 19.0
Scouts )
Non-Armenian 4 0.6
Total 645 100
N= 362

Among those who answered the ethnic identity question, which were 346 students out of
the entire sample, 242 (69.9 %) considered themselves to be Armenian, 76 (22.0%) identified as
Lebanese-Armenian with a hyphenated ethnic identity, 17 (4.9 %) of the participants considered
themselves to be Lebanese, 11 (3.2%) considered themselves of other ethnic identities (such as
Canadian-Armenian or Syrian-Armenian).

With regard to the ethnic language, 343 (96.1%) out of 357 said they consider Armenian
to be their ethnic language, 11 (3.0%) considered Arabic as their ethnic language and three

considered English (0.8%). Five students did not provide an answer. Out of the 14 people who
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did not consider Armenian to be their ethnic language only three were from the non-Armenian
school. Out of the 96.1% who considered Armenian as their ethnic language, 62.9% considered
their understanding of the language very good, 29.1% considered it well, 6.5% fair and 1.2 very
weak. For speaking, 52.6% considered they are very well in speaking, 38.3% considered it good,
8.2% fair and 1.2% very weak. 30.8% considered their writing skills very well, 41.6%
considered their skills to be well, 19.4% fair and 5.9% very weak. As for reading, 39.2%

considered to be very well in reading, 40.7% well, 13.9% fair and 4.5% very weak.

Means, Standard Deviations and Reliability of the Scales

Descriptive statistics in the form of means and standard deviations and internal
consistencies for the three scales used in the study are summarized in Table 2. It is noteworthy
that overall means on the six-item scale for ethnic identity scale for the entire sample was 3.87
(SD=0.63). The results were much higher than those found by Phinney (1992) on the 14-item
scale and Boyadjian (2005) on the 12-item scale (M=2.94, SD=0.51). The overall means on the
10-item scale for the Rosenberg self-esteem scale for the entire sample was 30.55 (SD= 4.1)

which is slightly higher than that found by Boyadjian (2005) (M=30.35; SD= 3.85).

Table 2

Means, Standard Deviations and Reliabilities of Scales for the Study Sample

Scales N Mean SD # of ltems Cronbach o
MEIM-R total 356 3.87 .63 6 .82

RSES 349 30.55 4.1 10 594

GPA 355 64.3 12.8

Note. MEIM-R= Multigroup Ethnic Identity Measure Revised; RSES= Rosenberg Self-Esteem
Scale
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The psychometric properties of the two scales, the Multigroup Ethnic Identity Measure
Revised (MEIM-R), and the Rosenberg Self-Esteem Scale (RSES) were evaluated in terms of
internal consistency reliability for the entire sample.

Internal Consistency of the Multigroup Ethnic Identity Measure Revised Scale

Scale reliability analysis of the 6 item MEIM-R showed high internal consistency
reliability with coefficient alpha value of (0=.82) for the total group of 356 students who
answered the scale in Armenian or English. In fact, the internal consistency was higher than the
one reported by Phinney (1992) of a= .80 for the 14 items of MEIM. However, it was lower than
the internal consistency reported by Boyadjian (2005) of a= .88 for the 12 items of MEIM.
Internal Consistency for the Rosenberg Self-Esteem Scale

Scale reliability analysis of the Rosenberg Self-Esteem Scale (RSES) was assessed.
Results indicated internal consistency reliability for a=.60 for the total group of 349 students
who answered the scale in Armenian or English. This internal consistency was lower than that
reported by Rosenberg (1965) of alpha coefficients between a=.77 and «=.88, but comparable to
that reported by Boyadjian (2005) 0=.70 and by Tavitian (2012) «=.69. An item analysis
indicated that removing Item 7 from the scale would increase the internal consistency reliability
to 0=.69. Item 7 also had a very low Item-total correlation (.081).
The Relationship between Ethnic Identity, Self-Esteem and Academic Achievement
The Relationship between ethnic identity, self-esteem and academic achievement was examined
for the study sample for students who answered the questionnaire in either language (English or
Armenian).

Pearson’s Product-Moment Correlation coefficient r was computed to test whether there

is a correlation between ethnic identity and each of self-esteem and academic achievement and
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whether this relationship is a significant one or simply due to chance. This was done by
correlating the scores on the Multigroup Ethnic Identity Measure Revised, the scores on the
Rosenberg Self-Esteem Scale and academic cumulative grade point averages of the students in

the entire sample (See table 3).

Table 3

Bivariate Pearson Correlations between Ethnic Identity, Self-Esteem and academic

achievement for the Study Sample

R cum. GPA MEIM-R RSES
Cum. GPA
MEIM-R -.056
RSES 133" 091

Note *. Correlation is significant at the 0.05 level (2-tailed). Cum.GPA= Cumulative Grade

Point Average; MEIM-R= Multigroup Ethnic Identity Measure-Revised; RSES=Rosenberg’s
Self-Esteem Scale.

The results indicated a statistically significant weak positive relationship with no
practical value (r (343) = .133 p< .05) between Rosenberg’s self-esteem score and Cumulative
Grade point average for the entire sample. There was no statistically significant relationship
between ethnic identity scores and Rosenberg’s self-esteem score and between ethnic identity
scores and Cumulative Grade point average for the entire sample. No additional analyses were
carried out to examine the relationship between self-esteem and academic achievement since the

relationship was weak with no practical value.
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Conceptualization of ethnic identity

In order to understand how Lebanese-Armenian students conceptualize what it means to
be Armenian in Lebanon and further understand the results of the quantitative data, an open-
ended question was added to the survey. A total of 303 students answered the open-ended
question out of which 267 answered in Armenian, 35 students in English and one student in

Arabic. Fifty-nine (16.3%) out of 362 students did not answer the qualitative question.

The students’ responses to this question were analyzed using NVivo for qualitative data
analysis. The question asked the students what it means to be Armenian in Lebanon. Three major
themes with different sub-themes emerged from the analysis of the students’ responses to the
question. These themes are shown in Table 4 with their corresponding sub-themes and
frequencies of sources and references in the students’ responses to this question. It is important
not to overlook the fact that the same student might have reported two or more themes or sub-

themes in his/her response.

Table 4
Themes and corresponding sub-themes and frequencies of sources and references for what it

means to be Armenian in Lebanon mentioned by students

Frequency  Frequency of

Theme Sub-themes
of sources references

Duty-responsibility  Need for preservation 107 135
Homeland 35 37
Introducing our culture/cause to the

31 35

world
Fear of assimilation 30 31
Image of our forefathers 6 6
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Privilege-

Advantage Pride 61 66
Dual identity 29 31
Strong community 14 14
Freedom 15 15
Introducing our culture to the Lebanese 9 10
Knowing an extra language 7 7
Struggle Away from the homeland 40 40
Actively resist xenomania-assimilation 28 28
Discrimination 10 10
Need to explain your differences 8 9
Arabic language 2 2
Nothing 10 10

Duty and responsibility

Duty and responsibility was reported 50.2% of the time. The sample for whom being
Armenian in Lebanon was considered a duty or responsibility consisted of 209 students (out of
303), mostly females (59.2%), 17 year old (31.3%), in grade 10 (38.3%). They mostly identified
as Armenian (75.2%), responded to the whole questionnaire (93.3%) and to the qualitative
question in Armenian (91.4%), attended Armenian schools (94.57%), lived in neighborhoods
where some are Armenian (37%), 87.0% had 50.0% or more Lebanese-Armenian friends, 98.6%
considered Armenian as their ethnic language, and 61.0% scored equal to or higher than 4 on the
MEIM-R.

For most students, being Armenian in Lebanon meant having a duty and responsibility
towards many things. Of the 303 respondents, for a large number (107) it meant a duty or a
responsibility to preserve the Armenian language, schools, culture, organizations, traditions and

customs, cause, history, marriage (endogamy) and religion (Christianity). In fact, this sub-theme
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was the most frequently cited sub-theme of all with a percentage of approximately 28%. The
students’ responses included statements such as: “knowing your past, knowing the Armenian
values, preserving your identity and defending/working for the Armenian cause.” (S 169), “To
face challenges and stay attached to my culture, ethnicity, history and language” (S 171), “We
also have the responsibility to protect our clubs and churches.” (S 194), “To be Armenian in
Lebanon means to go to a club, be part of scouts, etc., be actively involved in organizations and
activities. (S 213), “To attend an Armenian school, clubs, cultural events, speak Armenian,
participate in” protests, be an active member in the community life” (S 226). For another group
of students (35), being Armenian in Lebanon meant having a duty and responsibility towards the
homeland (Armenia). Typical statements were: “we have a duty we have to fulfill as a
Diasporan Armenian.” (S12), “it means to help Armenia from abroad. “(S158), “serve your
people in any way that you can even though you are not in Armenia.” (S169), “We should stay
attached to our homeland.” (S179), “Serve the Armenian nation.” (S237). For some students (30)
it meant a duty and responsibility to introduce our culture and cause to the world. The
students’ responses included statements such as the following: ““It also poses or puts some sort
of responsibility on me, knowing that I should show the best of my culture and origin to others,
namely the society we live in... (S 104)”, “To be Armenian in Lebanon means always stay[ing]
true to your roots and represent[ing] your cause and values to others in the best way (S250)”, “To
actively help and spread the Armenian cause to foreigners (S301)”. Some students (30)
expressed a duty and responsibility from fear of assimilation. Typical statements included: “It
means to be exposed to different ideas and conceptions but [to] stay firmly attached to the
Armenian one without getting assimilated (S13), “make sure not to get assimilated (S21), “I feel

that we all have a role and we have to be careful not to get assimilated (S249)”. And a very small
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number of students (6) expressed that for them it means a duty or responsibility to preserve the
image of our forefathers: “To be the Armenian that is the image of our forefathers with his/her

work ethics, high esteem, faith, will power and giving the world a worthy person.” (S 9).

Privilege or an advantage

The theme Privilege or an advantage was reported 29.4% of the time. The sample for
whom being Armenian in Lebanon was considered a struggle consisted of 135 students (out of
303), mostly females (62.0%), 17year old (35.1%), in grade 11 (48.1%). They mostly identified
as Armenian (68.6%), responded to the whole questionnaire (82.4%)and to the qualitative
question in Armenian (80.4%), attended Armenian schools (89.6%), lived in neighborhoods
where some are Armenian (55.4%), 18.2% had less than 50% of Lebanese-Armenian friends,
96.6% considered Armenian as their ethnic language, and 61.8% scored equal to or higher than 4
on the MEIM-R.

For 135 students, being Armenian in Lebanon meant a privilege or an advantage. Sixty
six students expressed that being Armenian in Lebanon was something to be proud of. The
students’ responses included statements such as: “To be Armenian in Lebanon is something to be
proud of because the Armenian ethnic group is getting bigger, spreading all over the world
and.(S 119)”, “To be Armenian in Lebanon is very valuable because there aren’t as many
Armenians in other countries as they are in Lebanon. Hence, we should feel proud that we are
Armenians living in Lebanon. (S151)”. For another group of students (29), being Armenian in
Lebanon meant having a dual identity. Typical statements were: “To be half Armenian in
Lebanon means ... having Armenian and non-Armenian friends. Also, to practice Lebanese
activities is fun. (S 129)”, “I feel and consider myself equal to non-Armenian Lebanese. We

respect them and they respect us. I don’t see any trouble living and co-existing together. (S217)”,
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“To be Armenian in Lebanon means to acculturate to the Lebanese culture without losing the
Armenian identity (S 276)”.For a smaller number of students (15), it meant having a strong
community. Statements included the following: “It’s a good thing because the community here
is really strong. (S 235)”, “The Lebanese-Armenian community is one of the best Armenian
communities in the Diaspora if not the best. Lebanese-Armenians are strongly attached to their
ethnic group. (S 255)”, “The Lebanese-Armenian is lucky in [the] sense that in Lebanon the
Armenian community represents the strongest, warmest community in the Diaspora. This is
mainly due to the fact that in Lebanon there are multiple organizations, associations. Armenians
have a choice depending on their mentality and interests to join the group they wish to be part of
to help the community (S 350)”. For another 15 students, it meant freedom: “An Armenian can
do a lot of things in Lebanon, become a minister, [achieve] high position in the army, etc. every
Armenian should feel proud to be living in the beauty that is Lebanon (S 119)”, “It’s a privilege
because | get to keep my Armenian traditions and have the right to exist as an Armenian unlike
other Arabic countries (S 159), “Advantage: To be able to demand your rights and live freely (S
187)”. A small number of nine students, being Armenian in Lebanon meant introducing our
culture to the Lebanese. The responses included statements such as: “It means represent[ing]
your homeland in a foreign country (S 10)”, “introduces the Armenian music and art to the
Lebanese scene (S 173)”, “To me being Armenian in Lebanon is a privilege because I can help
spread my culture and introduce my cause to others (S 206)”. And lastly, seven students felt that
it meant knowing an extra language. Typical statements included: “an extra language which
makes me have a richer identity” (S 102), “having to experience different types of people such as
having Armenian, Lebanese, and other language speaking friends due to the ability to speak the

other languages that are learnt in the school curriculum (S 131).”
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Struggle

The theme struggle was reported 18.4% of the time. The sample for whom being
Armenian in Lebanon was considered a struggle consisted of 88 students (out of 303), mostly
females (58.2%), 16year old (41.1%), in grade 11 (52.3%). They mostly identified as Armenian
(72.2%), responded to the whole questionnaire (90.0%) and to the qualitative question in
Armenian (91.4%), attended Armenian schools (94.0%), lived in neighborhoods where some are
Armenian (45.6%), 83.6% had 50.0% or more Lebanese-Armenian friends, 92.1% considered
Armenian as their ethnic language, and 63.4% scored equal or higher than 4 on the MEIM-R.

For 88 students, being Armenian in Lebanon was a struggle. Of the 88 respondents, for
nearly half (40), it meant being away from or outside of the homeland (Armenia). The
students’ responses included statements such as: “Although Lebanon is my country of birth, it’s
not a nice feeling because I’'m living outside of Armenia. (S120)”, “For me being Armenian in
any country in the Diaspora is a challenge in itself. (S 142)”, “It means to live far from our
motherland Armenia, in a foreign country. (S 150)”, “It means you’re part of a bigger family, the
Armenian Diaspora. It’s getting harder and harder to stay Armenian, but we as youth are willing
to face the challenges (S202)”. For another group of students (28), being Armenian in Lebanon
meant actively resisting xenomania-assimilation. Typical statements were: “To be Armenian in
Lebanon means to struggle and fight against assimilation. (S 152)”, “To try to stay Armenian and
fight against assimilation. (S173)”. For a smaller number of students (10), it meant having to deal
with discrimination. Statements included the following: “To make them consider us as one of
them. (S 146)”, “Well sometimes it feels strange and different as though I’m an outcast (S 293)”,
“To be Armenian in Lebanon means to struggle every day because there are some people who

will take your identity as a joke and say mean words (S 180)”. For eight students, being
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Armenian in Lebanon meant having the need to explain your differences. The responses
included statements such as: “It means that you always have to explain what your weird/foreign
name means that is if you carry one. (S11)”, “I feel like a foreigner (S 141)”. And two students
expressed a struggle with the Arabic language: “we don’t speak Arabic that well (S 259)”.

A very small number of students felt that being Armenian in Lebanon means nothing
(10students in total). These students were mostly males (76.1%), 15year old (26.5%), in grade 10
(49.6%). Although a large percentage (54.3%) identified as Armenian, 26.5% identified as
Lebanese and 19.2% as Lebanese-Armenian. They mostly responded to the whole questionnaire
(56.8%) and to the qualitative question in English (56.8 %), attended non-Armenian schools
(56.8%), lived in neighborhoods where almost no one is Armenian (47.9%), 67.0% mentioned
having 30% or less Lebanese-Armenian friends, 63.2% considered Armenian but 36.8%
considered Arabic as their ethnic language, and 84.4% scored equal to or lower than 3.5 on the

MEIM-R.

Summary of results

In sum, results revealed that students do not suffer from either low ethnic identity
(M=3.87) or self-esteem (M=30.55) and there was no correlation between ethnic identity and
each of self-esteem and academic achievement for this particular sample of Lebanese-Armenian
high-school students. Most students (70%) identified as Armenian and 22% of students as
Lebanese-Armenian. Also, 85.5% reported 50% or more of their friends to be Lebanese-
Armenian, 96.1% considered Armenian to be their ethnic language and almost 90% reported
living in either ethnically homogenous or mixed neighborhoods with Armenian exposure.

Moreover, 90.2% involvement in Armenian organizations was reported. Concerning the
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conceptualization of ethnic identity, three main themes with corresponding sub-themes emerged
from the student responses. The first theme was duty and responsibility and it was reported
50.2% of the time. Students conceptualized being Armenian in Lebanon a duty or a
responsibility to preserve the Armenian culture, language, schools, organization, etc., They also
felt it was a duty towards the homeland, to introduce their culture and cause to the world, a duty
from fear of assimilation and to honor the image of our forefathers. The second theme was a
privilege or advantage. This theme was reported 29.4% of the time. Common sub-themes were
pride, having a dual identity, having a strong community, having freedom in Lebanon to exist as
an Armenian, introducing our culture to the Lebanese and knowing an extra language. And
finally, a third theme was a struggle due to being away from the homeland, having to actively
resist assimilation, facing discrimination, having to explain their differences and struggling with
the Arabic language. This theme was reported 18.4% of the time. For a very small number of

students it meant nothing with a frequency of 2%.
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CHAPTER V
DISCUSSION

Ethnic identity’s protective effects for psychological health have been emphasized across
different populations (Altschul et al, 2006; Kiang et al., 2006; Louis & Liem, 2001; Ong,
Phinney, & Dennis, 2006; Phinney, 2006; Umana-Taylor, 2004; Wakefield & Hudley, 2007)
especially for minority youth (Phinney, 2006; Yip, Seaton & Sellers, 2006). There has been more
and more interest in adolescent identity formation in educational contexts as research has shown
that the school environment contributes to a large extent to this process (Grant, 1997) and a key
task in adolescence is to develop a sense of identity (Erikson, 1968). A review of literature on
ethnic identity, self-esteem and academic achievement, has shown a positive relationship for
ethnic identity and self-esteem for different minority ethnic groups around the world (Giang &
Wittig, 2006; Umafa-Taylor, Yazedjian, & Bamaca-Gomez, 2004; Verkuyten & Brug, 2002;
Valk, 2000; Ward, 2006) but inconsistent results when it came to the relationship between ethnic
identity and academic achievement (Brouillard & Hartlaub, 2006; Secrist, 2007; Whitesell et al.,
2009; Zarate, Bhimji & Reese, 2005). It is for this reason that the researcher wanted to examine
the relationship among this population. Another interest for the researcher was to examine
whether Boyadjian’ s (2005) results have changed after almost 12 years. This chapter will
discuss the results found concerning the two research questions.

Descriptive Information on Armenian Ethnic Identity

Given that research done on Armenian adolescents’ ethnic identity in Lebanon is scarce,
it was of significant importance to examine the data collected.

Of the entire sample 346 reported their ethnic group, out of which 242 (69.9 %)

considered themselves to be Armenian. These results were comparable to that found by
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Boyadjian (2005) (See table 5). The majority identified solely as Armenian, thus showing a
strong tendency for preserving the Armenian identity. The fact that not much has changed since
2005 within the ethnic identification of this sample presents an interesting finding. Boyadjian
questioned whether “the attendance of Armenian national schools where students are exposed to
the Armenian culture and values on a daily basis” or “the determination of these students to
maintain their identification with their ethnic group” were key factors contributing to the strong
identification with their ethnic group (2005, p. 85). This tendency can be partly explained with
the qualitative results as for 107 out of 303 students, being Armenian in Lebanon meant a duty
or a responsibility to preserve the Armenian language, schools, culture, organizations,
traditions and customs, cause, history, endogamy and religion (Christianity). In fact, this sub-
theme was the most frequently reported sub-theme with a percentage of 28%.

Twenty-two per cent of the entire sample identified as Lebanese-Armenian with a
hyphenated ethnic identity and perceived themselves as bicultural. Birman and colleagues found
that although acculturation to the ethnic group was related to life satisfaction because of social
support from co-ethnic social network, acculturation to the dominant group was positively
related to life satisfaction because of its effects on occupational success (Birman, Simon, Chan,
Tran, 2014). This might explain the acculturation of this group of students.

A small number of students (4.9%) considered themselves solely Lebanese. These
students were fully assimilated with the mainstream culture. These results were lower (9.3%)
than those reported by Boyadjian, 2005) which was somewhat reassuring but also surprising. The
majority identified themselves as either solely Armenian or with hyphenation. This was
reassuring because research has shown that assimilation of immigrants and their children is

associated with poor psychological well being over both time and generation (Harris, 1999;
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Portes & Zhou, 1993; Rumbaut, 1997). However, it was surprising as with time, one might
expect an increase in the percentage of assimilation. Could the decrease in the percentage be due
to a smaller sample? The current study recruited 362 students whereas Boyadjian was able to
recruit 648 students. Or perhaps, the results were affected by the timing of the study. The data
were collected during the months of April and May. The commemoration of the genocide, during
the month of April, is a major event in the Armenian community. This is when all publishing
houses, charitable organizations, newspapers and educational and cultural associations unite to
express ethnic identification.

Table 5

A comparison of current descriptive information on ethnic identity with Boyadjian’s results

Current results- 2016 Boyadjian’s results -2005
Armenian 69.9% 70.2 %
Hyphenated 22.0 % 18.8 %
Lebanese 4.9% 9.3%
Arab - 1.1%
Other 3.2% 0.6 %
N 362 648

In the study sample, 350 students out of 362 were from Armenian schools. Only 12
students were from a non-Armenian school. This could explain why 69.9% identified as
Armenian and why 96.1% of students considered Armenian to be their ethnic language and
reported being proficient in it. Out of the 96.1% who considered Armenian as their ethnic

language, only 1.2% considered their understanding and speaking skills very weak, 5.9%
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considered their writing skills very weak and 4.5% their reading skills. Students attending
Armenian schools start learning the language from an early age. Armenian schools are a major
mechanism in preserving Armenian identity by transmitting and teaching the language and
culture alongside the official Lebanese curriculum (Khashan, 1991). In fact, ethnic schools
around the world are guided by the assumption of a significant relationship between ethnic
language and ethnic identity (Fishman, 1998). Hence, language instruction becomes the focus for
ethnic schools (Maalouf et al., 2006). Learning the ethnic language can be an important factor in
ethnic identity development and maintenance (Cheng & Kuo 2000; Cho 2000; Cho, Cho, & Tse
1997; Ishizawa 2004).For example, Phinney has found minority language to be part of the ethnic
identity (Phinney, Romero, Nava & Huang, 2001) and proficiency in the language to be a
predictor of ethnic identity for Armenian, Mexican and Vietnamese adolescents (Phinney,
1990).Also, Armenian American immigrant children who speak Armenian expressed a stronger
identification with the Armenian group than their Armenian American peers who only spoke
English (Imbens-Bailey, 1996). Moreover, in the Spanish region of Catalonia, individuals who
experienced greater exposure to teaching Catalan were more likely to report feeling more

Catalan than Spanish (Clots-Figueras & Marsella, 2013).

With regard to friendships, most students (76.8%) reported that 50.0% or more of their
friends are Lebanese-Armenian (M= 72.98, SD=24.1). It is natural for this sample to have more
Lebanese-Armenian friends as most students attended Armenian schools where the majority of
the students if not the totality is Armenian. Moreover, similarity is known to be the basis for
friendships (Hartup & Stevens, 1997). Hence, the preference for intra-ethnic interaction among

the sample could be explained by similarities, such use of the same language, and similar
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acculturation-related experiences (Maharaj & Connolly, 1994; Schneider, Dixon, & Udvari,

2007).

Der-Karabetian and Oshagan (1997) have found that ethnic identity was strongly
associated with the kind of school attended, the language spoken at home and involvement in
Armenian organizations. In this sample, a total of 284 (78.7%) out of 362students were involved
in either Armenian or non-Armenian organizations. Involvement in Armenian organizations was
reported more frequently (90.2%) than involvement in non-Armenian organizations (9.8%)

(Refer back to table 1).

In the Lebanese context, religious, social and educational institutions were established to
ensure the preservation of the Armenian language and religion, as well as ethnic and cultural
identity (Chahinian, 2007; Tachjian, 2009). And the settlement of the Armenians in different
regions was mostly clustered around these institutions (Akoghlanian-Jermakian, 1988;
Chabhinian, 2007). In this sample, most students lived in neighborhoods with Armenian exposure.
Only 9.4% reported living in a neighborhood with national ethnic majority where almost none
are Armenian. 35.4% mentioned they lived in an ethnically homogenous neighborhood where
almost everyone is Armenian and 54.7% in an ethnically mixed neighborhood where some are
Armenian. Research has shown that presence of an ethnic community in the neighborhood could
affect ethnic membership. It is much easier for an adolescent to become involved in ethnic
organizations when exposed to ethnic communities as he/she may have more opportunities to
meet co-ethnics. This in turn facilitates membership and attachment to group (Lin & Derald,

2010).
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As such, all Armenian institutions encourage participation and membership in fellow
partner institutions. For example, a student attending an Armenian school might be encouraged
to join an Armenian organization (e.g. scouts) and a student attending an Armenian organization
might be encouraged to attend an Armenian school. This might explain why a very small number
of students in this sample were involved in non-Armenian organizations. The Armenian
community in Lebanon presents a context favorable for ethnic membership, as it may provide
social support, ethnic experiences and opportunities for intra-ethnic interaction (Halpern, 2005)

through its different mediums (ethnic schooling, language exposure, organizations, etc.).

Ethnic Identity, Self-Esteem and Academic Achievement
Ethnic identity and Self-esteem

The overall means on the MEIM-R for the sample was 3.87 (SD=.63) which was much
higher than those found by Phinney (1992) on the 14-item scale and Boyadjian (2005) on the 12-
item scale (2.93, SD=.51). Could this be due to the use of the MEIM-R as opposed to the 12 item
MEIM? Or perhaps, the results were affected by the timing of this study as mentioned
previously. The data were collected during the months of April and May. All Armenian
organizations and institutions (including schools) commemorate the genocide, during the month
of April. Or could it be that Lebanese-Armenian adolescents have made more commitment
towards their identity following the centennial of the genocide in 2015? Kotchikian believes that
the collective memory of the genocide is central in defining, creating and maintaining the
Armenian identity (2009). The overall means on the Rosenberg self-esteem scale for the sample
was 30.55 (SD= 4.1) which is comparable to that found by Boyadjian (2005) (M=30.35; SD=
3.85). It was reassuring to find that fourth-generation Lebanese-Armenian high-school students

do not suffer from either low ethnic identity or low self-esteem.
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However, there was no correlation between ethnic identity and self-esteem for this
sample. This is inconsistent with previous findings that report a positive relationship between
ethnic identity and self-esteem for minority adolescents (Carlson, Uppal, & Prosser, 2000; Juang,
Nguyen & Lin, 2006; Lee, 2003, 2005). This could be partly explained by the impact of being a
numeric majority or minority according to Xu, Farver and Pauker (2015). Although ethnic
identity may be more significant for minority groups (Phinney, 1996), the extent to which
adolescents identify with their minority groups, may be influenced by their numeric minority-
majority status. Within micro-contexts such as schools and communities (Phinney, Cantu, &
Kurtz, 1997), a national minority can become the numeric majority (Juang et al., 2006; Umana-
Taylor & Shin, 2007). Although Lebanese-Armenians are a minority in the global Lebanese
community, they are a majority if not a totality in Armenian schools and organizations. In a
study by Xu, Farver and Pauker, the authors found that Americans who came from numeric
minority contexts (the U.S. mainland), reported higher ethnic identity than did Americans from
numeric majority contexts (Asian Americans from Hawaii) (2015). Moreover, ethnic identity
was significantly associated with self-esteem for the numeric minority group but not for the
numeric majority group. This could partly explain why ethnic identity was not associated with
self-esteem for our current sample. Most of the students in the sample were from Armenian
schools, where they are an ethnic majority. The numeric minority—majority status relative to
students’ context (Armenian vs. non-Armenian schools) might make a difference in the existence
of a relationship between ethnic identity and self-esteem. Further research needs to address the
differences between students from numeric majority-minority contexts (Armenian schools vs.

non-Armenian schools).
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Ethnic identity may have more influence on minority adolescents’ self-esteem (Umana-
Taylor & Shin, 2007) as it may increase the need for it by increasing perceived threat to one’s
self-efficacy due to possible discrimination (Greene, Way, & Pahl, 2006; Smith, Walker, Fields,
Brookins, & Seay, 1999).Therefore, ethnic identity may contribute to self-esteem by making
adolescents stronger in coping with discrimination (Greene et al., 2006; Leachet al., 2010;
Phinney, 1990). In this case, being a numeric majority might eliminate the perceived threat.
Hence, although the students in the sample have scored high in both ethnic identity and self-
esteem, there is no relationship between these two variables.

Ethnic identity and academic achievement

There was no correlation between ethnic identity and academic achievement. The
literature on minority students for these two variables has shown mixed results with a positive
relationship (Altschul et al., 2006; Whitesell et al., 2007), a negative relationship (Worell, 2007)
and no relationship (Brouillard & Hartlaub, 2005; Secrist, 2007; Whitesell et al., 2009) for
different samples. Ethnic identity and feeling of belongingness to an academic environment
(Archambault, Janosz, Jean-Sebastien, & Pagani, 2009; Smith, Walker, Fields, Brookins & Seay,
1999) are believed to contribute to adolescents’ perceptions of their ability to perform
academically. When this belongingness is threatened, student motivation and achievement
decrease (Walton & Cohen, 2007).A potential threat to belongingness is discrimination (Smart
Richmond & Leary, 2009). As previously mentioned, most of the students in the sample attended
Armenian schools where they constitute a numeric majority if not totality. Hence, there is no
threat to belongingness or discrimination. This might partly explain why there was no correlation

between ethnic identity and academic achievement.
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Conceptualization of Ethnic identity

The researcher was very much interested in finding out how Lebanese-Armenian
adolescents conceptualize being Armenian in Lebanon.
Duty and responsibility

For 209 students out of 303, being Armenian in Lebanon was considered a duty or
responsibility; in fact, this theme was reported 50.2% of the time. A total of 75.2% of the 209
students identified as solely Armenian, 94.6% attended Armenian schools, 37 % lived in
neighborhoods where some are Armenian, 87.0% had 50% or more Lebanese-Armenian friends,
98.6% considered Armenian as their ethnic language, and 61.0% scored equal to or higher than 4
on the MEIM-R which is significantly high. Higher scores indicate higher degree of ethnic
identity.

For a considerable number of students (107 out of 303), being Armenian in Lebanon
meant having a duty and responsibility to preserve the Armenian language, schools, culture,
organizations, traditions and customs, cause, history, marriage (endogamy) and religion
(Christianity). This was actually, the most frequently cited sub-theme with an occurrence of
28%. Statements such as “To attend an Armenian school, clubs, and cultural events, speak
Armenian, participate in protests, be an active member in the community life” (S 226) were
common. This is in line with Kassabian’s research (1987) in which maintaining the language,
learning about the history and culture and maintaining a sense of community were important for
three generations of Armenians. The lack of family legacies from the “Old Country” (that could
have been passed on) due to the genocide, may be another reason why Armenians place great
value in passing down their culture, religion and language (Mannogian et al., 2007). Al-Bataineh

has also emphasized in her research how the Armenian language is one of the core markers of

72



Armenian identity in the Lebanese-Armenian context (2014). Moreover, according to Van
Gorder (2006), Armenians were massacred for being Christians and were forced to convert to
Islam; therefore, preserving their religion is extremely important to Armenian people. Moreover,
the genocide not only plays an important part in the religious identity of Armenians, but also in
their culture at large (Van Gorder, 2006). This sense of duty might be the reason behind why
minorities have a strong drive to develop community organizations and institutions in order to
fulfill their particular needs and interests and protect their cultural heritage (Breton, 1964).

For smaller groups of students, it meant a duty towards the homeland (Armenia), a duty
to introduce our culture and cause to the world and a fear of assimilation. Although fourth
generation Lebanese-Armenian adolescents are born and raised in Lebanon, the Armenian
community in Lebanon in general is the outcome of genocide. As such, the community’s
existence is not the result of voluntary migration. This makes ethnic identity more salient for this
population. An example of this is “Emeritha Uwizeyimana”, for whom being Hutu did not mean
much until nearly half- million Rwandans, mostly Tutsis and moderate Hutus were killed in a
planned genocide (AP, 1997). And research on Armenian populations, evaluating evaluating the
experiences of Genocide has shown that these effects can affect later generations (Kalayjian et
al., 2010) and that Armenian identity is emphasized by strong feelings associated with the
genocide (Oshagan, 1997). Statements such as “I feel that we all have a role and we have to be
careful not to get assimilated. (S249)” were common among students. Moreover, ethnic identity
might be more salient for later generations because it is difficult to overcome given the denial of
the genocide (Bakalian, 1993; Danieli, 1989). Statements such as “To actively help and spread

the Armenian cause to foreigners (S301)” were also common among this group of students.
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Privilege or advantage

For another big group of students, 135 out of 303, being Armenian in Lebanon was seen
as a privilege, and advantage. This theme occurred 29.4% of the time. The sample for whom
being Armenian in Lebanon was considered a privilege consisted of 135 students (out of 303),
mostly females (62.0%), 17-year-old (35.0%), in grade 11 (48.1%). They mostly identified as
Armenian (68.6%), responded to the whole questionnaire (82.4%)and to the qualitative question
in Armenian (80.4%), attended Armenian schools (89.6%), lived in neighborhoods where some
are Armenian (55.4%), 18.2% had less than 50% of Lebanese-Armenian friends, 96.6%
considered Armenian as their ethnic language, and 61.8% scored equal to or higher than 4 on the
MEIM-R.

A lot of students expressed pride when conceptualizing their ethnic identity: “To be
Armenian in Lebanon is something to be proud of (S 119)”. According to Phinney, ethnic pride
is the positive feeling about one’s attachment and identification with its ethnic group (1992). In a
study on Chinese Korean minority students, bilingual proficiency and minority knowledge
contributed positively to ethnic pride (Yu, 2015). Also, Al-Bataineh has discussed how literacy
was linked to ethnic identity and pride in the Lebanese-Armenian context (2014). Could this
explain Lebanese-Armenian students’ conceptualization of pride when it comes to their ethnic
identity? Lebanese-Armenians are required to learn three to four languages to be able to pursue
academic and career upward mobility. On the other hand, Tajfel discusses how minority groups
sometime resort to ethnic pride to protect their devalued status; in some cases, they might even
develop ethnocentrism (1982). Armenians in the Diaspora might feel devalued in status as a
group due to the denial of the genocide. They have the idea that they are forgotten people and are

perceived as fabricators of a so called “genocide” that attempted to eliminate the Armenian
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people (Garavanian, 2000). Could this perhaps explain why for some students being Armenian in
Lebanon was something to be proud of?

For another group of students, 29 out of 303, being Armenian in Lebanon meant having a
dual identity. This could be an indication of acculturation. Acculturation refers to how minority
individuals adapt to the dominant culture and how this adaptation brings forth changes in their
behavior, values and beliefs (Farver et al., 2002). Students used expressions such as “To be half
Armenian in Lebanon means to me having Armenian and non-Armenian friends. Also, to
practice Lebanese activities is fun. (S 129)”, “To be Armenian in Lebanon means to acculturate
to the Lebanese culture without losing the Armenian identity (S 276)”. Research has shown
biculturalism to be associated with greater life adjustment (BeiserHou, 2006; Berry, et al., 2006;
Giang & Wittig, 2006; Lieber et al., 2001; Phinney et al., 2001). This might be due to the fact
that such individuals have social support networks from both dominant and ethnic minority
cultures (Mok et al., 2007) and because they are likely to be competent in navigating both
cultures (LaFramboise et al., 1993). Research has also shown that navigating two cultures is
associated with greater intellectual flexibility and creativity (Benet-Martinez et al., 2006;
Tadmor et al., 2009). In fact, according to Krikorian, Armenians in Lebanon have managed this

dual belongingness for so many years (2007).

For a smaller number of students, it meant having a strong community and having the
freedom to do so. Statements included the following: “It’s a good thing because the community
here is really strong (S 235)”, “The Lebanese-Armenian community is one of the best Armenian
communities in the Diaspora (S 255)”, “An Armenian can do a lot of things in Lebanon, become
a minister, a high position in the army, etc. every Armenian should feel proud to be living in the

beauty that is Lebanon. (S 119)”, “It’s a privilege because I get to keep my Armenian traditions
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and have the right to exist as an Armenian unlike other Arabic countries. The Armenian
community in Lebanon was recognized as the seventh confessional group by the constitution

with the Ta’ef agreement signed in 1989 (Avsharian, 2009).

Stuggle

The sample for whom being Armenian in Lebanon was considered a struggle consisted
of 88 students out of 303. This theme was reported 18.4% of the time. Students were mostly
females (58.2%), 16year old (41.2%), in grade 11 (52.3%). They mostly identified as Armenian
(72.2%), responded to the whole questionnaire (90.1%) and to the qualitative question in
Armenian (91.4%), attended Armenian schools (94.0%), lived in neighborhoods where some are
Armenian (45.6%), 83.6% had 50.0% or more Lebanese-Armenian friends, 92.1% considered
Armenian as their ethnic language, and 63.4% scored equal or higher than 4 on the MEIM-R.

For most students, it was a struggle being away from the homeland (Armenia) and
having to actively resist xenomania and assimilation. Students used statements such as “For me
being Armenian in any country in the Diaspora is a challenge in itself. (S 142)” and “To be
Armenian in Lebanon means to struggle and actively resist against assimilation (S 152)”. A
study by Boyadjian and Grigorian (1998) found that feelings or anger and frustration to what had
happened to their parents and grandparents were experienced among second and third generation
survivors of the Genocide. These generations experienced feelings of anxiety and guilt.
According to Danieli (1998), who examined guilt in survivor generations of the Jewish
Holocaust, guilt may serve as a coping mechanism through which these generations maintain a
connection with and honor the survivor relative. Moreover, because of the denial of the
genocide, Armenians have been left with the emotional and psychological burden of fighting

assimilation by continuously mourning and commemorating (Kupelian, Kalayjian, & Kassabian,
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1998). Armenian identity in the Diaspora results in an idea that Armenians are forgotten people
and fabricators of a so called “genocide” that attempted to eliminate the Armenian people
(Garavanian, 2000). Garavanian (2000) believes that this will impact Armenian identity until the
genocide is recognized. This recognition can be healing and help Armenians transition from
feeling like victims to survivors (Summerfield, 1995). All the above mentioned could partly
explain why a big number of students in this sample conceptualized being an Armenian in
Lebanon as a struggle.

For a smaller number of students, being Armenian was perceived as a struggle due to
facing some discrimination and having to explain their differences to Lebanese. Typical
statements were: “To be Armenian in Lebanon means to struggle every day because there are
some people who will take your identity as a joke and say mean words (S 180)”, “It means that
you always have to explain what your weird/foreign name means. (S11)”, “I feel like a foreigner
(S 141)”. Although these statements do not represent a large number, it is still concerning as
research has shown negative effects of discrimination on minority students such as lower
academic outcomes (Chavous et al., 2008), decreased self-esteem (Armenta & Hunt, 2009) and
increased anxiety (Gaylord-Harden & Cunningham, 2009). Moreover, discrimination from peers
had greater mental health implications than adult discrimination among Latino, African and

Asian American adolescents (Greene et al., 2006).

Conclusions, implications, recommendations, and limitations
Conclusions
This study was aiming to investigate the relationship between ethnic identity, self-esteem

and academic achievement and explore how Lebanese-Armenian high-school students
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conceptualize what it means to be Armenian in Lebanon. The results showed that there was no
significant relationship between these variables for this sample of students. These results were
not in line with previous findings of a positive relationship between ethnic identity and self-
esteem (Giang & Wittig, 2006; Umana-Taylor, Yazedjian, & Bamaca-Gomez, 2004; Ward,
2006) and either a positive (Altschul et al., 2006; Whitesell et al., 2007; Zarate, Bhimji, & Reese,
2005) or a negative (Brouillard & Hartlaub, 2006; Secrist, 2007; Whitesell et al., 2009)
relationship between ethnic identity and academic achievement for different samples. While
there was no significant relationship between ethnic identity, self-esteem and academic
achievement, findings were nevertheless interesting as they underline the importance of taking
into account multi-cultural differences when conducting research and interpreting results. This
research will not only add to the existing literature but it will also facilitate further research.

The preservation of one’s ethnic identity is an issue for most minorities around the world,
among which Lebanese-Armenian adolescents in this sample. Because of its implications, it
should be of vital importance to educational psychologists and school counselors. A better and
deeper understanding of ethnic identity and how it relates to self-esteem and academic
achievement has many benefits. It would help professionals in the field of counseling and
therapy to more accurately diagnose psychological problems and adopt more culturally sensitive
approaches while working with Lebanese-Armenian adolescents. It is worthy to note that for
Lebanese-Armenian adolescents, belongingness might be achieved through the different
mediums the Lebanese-Armenian context or community offers (organizations, schools, churches,
cultural events, etc.). These mediums might serve as a buffer for other psychological problems
such as low self-esteem, low perceived academic self-concept, hence academic achievement, etc.

Further research on different samples is needed to examine the impact of these mediums.
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Beyond the clinical setting, it may have societal implications. With more awareness,
guidance and education comes acceptance. This may help adolescents learn how to be unaffected
by stereotyping and discrimination against different minority groups in Lebanon. In a country
like Lebanon where diversity prevails, it is crucial to provide students with opportunities to
openly discuss and learn from each other’s’ differences (cultural, religious, ethnic).

Implications

The results of this research highlight the need for multi-cultural research and
understanding and culturally sensitive approaches when it comes to counseling students,
specifically minority students. For this particular sample, it is important for school counselors to
know that, the genocide is woven into Lebanese-Armenian identity. The genocide being a
collective trauma enhances their sense of membership to the cultural community, making it
easier to process it (Johnson et al., 2009) especially that it is yet to be recognized. According to
Johnson et al., this helps individuals normalize the experience; the harm was done due to group
membership and not for who they are as individuals (2009). These authors also found that a
better understanding of one’s ethnic identity leads to better psychological adjustment (Johnson et
al., 2009). Hence, the choice of culturally sensitive counseling approaches for educational
psychologists or school counselors is very important. The counselor should be aware of the
client’s cultural background to foster greater understanding and empathy.

It is important to make use of the increased interest within the field of educational
psychology and school counseling concerning the relationship between ethnic identity, self-
esteem and academic achievement. However, the results of this research provide further evidence
on the importance of taking into account multi-cultural differences when interpreting results.

Despite the lack of correlation between the variables, both the quantitative and qualitative results
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imply that the Armenian community in Lebanon whether it’s the Armenian school,
organizations, neighborhoods, etc. might serve as a protective factor for this particular sample
making them a numeric majority in a national context where they’re considered a minority.

While results of this study revealed no relationship between ethnic identity, self-esteem
and academic achievement, this does not mean that there are no students who display low ethnic
identity, low self-esteem or low academic achievement among the sample. Also, what happens
then when these students move onto college where they become a numeric minority? Would they
still score high on ethnic identity and self-esteem? Would there be a difference between students
coming from Armenian schools versus non-Armenian schools? Perhaps the subject of ethnicity
should be discussed in the classrooms to make sure for a more secure identity development.
Guidance lessons or focus groups at school might offer all students opportunities to build a
positive self-image regardless of the numeric majority-minority status.
Recommendations for future research

Since research on this topic within this population is scarce, it is recommended that this
research be replicated on a larger sample including more Lebanese-Armenian students attending
non-Armenian schools. Naturally, the results of no correlation found in the study, highlight the
need for further research to be conducted on Lebanese-Armenians of different age groups and
perhaps other Armenian communities in the Diaspora. It would be interesting to note not only
multi-cultural differences but also differences within the same minority group coming from
different micro-contexts (schools/communities, etc.)

This study could help school counselors better understand Lebanese-Armenian ethnic

identity in the school setting to be able to offer culturally sensitive counseling approaches.
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Based on the results of the study, it is recommended that future research investigate whether
there is a significant difference in ethnic identity, self-esteem and academic achievement
between students attending Armenian (numeric majority) vs. non-Armenian schools (numeric
minority).

It is also recommended to study the effects of attending Armenian national schools. Does
the Armenian school present as a buffer or protective factor when it comes to ethnic identity,
self-esteem and academic achievement for these students? As the genocide or the memory of the
genocide is woven into Lebanese-Armenian identity for this sample, it would be interesting to
examine whether this memory or a sense of responsibility/duty is a major factor that keeps this
sample (fourth generation) from being assimilated. Also, based on the results of this study it
would be interesting to examine whether the numeric minority-majority status affects the ethnic
identity and self-esteem of Lebanese-Armenian students attending Armenian schools once they
move on to college and it changes from majority to minority.

Limitations

Several methodological limitations may limit the generalizability of this study’s findings.
First, purposeful sampling was used. The researcher applied to 10 Armenian and three non-
Armenian schools in the greater Beirut area. Seven out of the ten Armenian and one out of the
three non-Armenian schools agreed to participate in the study. Hence, it was very hard to reach
students who attend non-Armenian schools. This study needs to be replicated including
participants from a wider sample (other schools). Another limitation is the fact that the data
collected is based on students’ self-reported information. Naturally, the use of self-reported tools
as a method for collection of empirical data is subject to social desirability bias. Another

limitation might be the fact that different schools in Lebanon use different grading systems,
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different curricula, teaching methods and philosophy, etc. A final limitation might be language as
confound. There was no pilot study. Although all Armenian scales are scales adapted and
validated on this sample, the fact that students were given the choice of using either English or
Armenian to complete the questionnaire might have affected the results. Irrespective of the
limitations of the study, the results will provide valuable insight into Lebanese-Armenian ethnic

identity, add to existing literature and facilitate future research.
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APPENDIX A

SOCIO DEMOGRAPHIC INFORMATION

Read the following questions and try to answer them as accurately as possible.

1. How old are you? (In years)
2. Are you male or female? M F
3. Which grade are you in?
4. What type of school do you go to? Please tick one of the types indicated below.
Armenian
non-Armenian

5. How would you describe the area where you currently live?

- An area where almost everyone is Armenian.

- Some people are Armenian.

- Almost no one is Armenian.
6. How many friends do you have that are:

a) Lebanese-Armenian

b) Lebanese

c) Other

ETHNIC LANGUAGE PROFICIENCY SCALE (ELPS)
7. What is your ethnic language?
How fluent are you in it?
Reading Very Weak Weak Fair Well Very well
Writing Very Weak Weak Fair Well Very well
Speaking Very Weak Weak Fair Well Very well
Understanding | Very Weak Weak Fair Well Very well

8. Presently, are involved are you in any organizations? Yes No

Check all that apply.
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Armenian

Non-Armenian

Religious

Political

Cultural/Artistic

Sports

Charitable

Scouts
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APPENDIX B

THE ARMENIAN SOCIO DEMOGRAPHIC INFORMATION
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APPENDIX C
THE MULTIGROUP ETHNIC IDENTITY MEASURE SCALE- REVISED (MEIM-R)

In this country, people come from many different countries and cultures, and there are many
different words to describe the different backgrounds or ethnic groups that people come from.

These questions are about your ethnicity or your ethnic group and how you feel about it or react
to it.

Please fill in: In terms of ethnic group, | consider myself to be -----------------------

Use the numbers below to indicate how much you agree or disagree with each statement.
1 = Strongly disagree

2 = Disagree
3 = Neutral
4 = Agree

5= Strongly agree

------ 1. | have spent time trying to find out more about my ethnic group, such as its history,
traditions, and customs.

------ 2. | have a strong sense of belonging to my own ethnic group.

------ 3. I understand pretty well what my ethnic group membership means to me.

------ 4. | have often done things that will help me understand my ethnic background better.
------ 5. I have often talked to other people in order to learn more about my ethnic group.

------ 6. | feel a strong attachment towards my own ethnic group.

Phinney, J. & Ong, A. (2007). Conceptualization and measurement of ethnic identity: Current
status and future directions. Journal of Counseling Psychology, 54(3), 271-281.
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APPENDIX D

THE ARMENIAN MULTIGROUP ETHNIC IDENTITY MEASURE SCALE- REVISED

Uju pnpht dongnynipgp Ejws £ qubwqut Ephhpubpk G dowlnjputpk, swwn dp
wnuwpphp puntp jub gnpu jupkjh £ gnpéwst], ujupwugplint hwdwp wyny wqquyjht
hudpwiinpnidubpp (ethnic groups) :

zhnbitkw) hwpgnidubpp wntisniws tu dtp «Uqquyhtt Muwnjutt hniptwut» bt winp
hwlnty dkp qqugnidubpnit:

Zwudkghp 1kgub] wwpwy dgniws mbnp.- Uqquyhtt quunwbuk hniptwdp tu ------------
b

ZEkunbitbw) pniwmbpwbtpty Ukyp qgnpdwst, tokint hwdwp pk nnit nppuing hwdwdwy
hwd wthwdwdwjt tu hipwpwiiship twiwnwun phut:

1 = Pugupdwljuybu wthwdwdwjh

2 = Uuhwdwdwju

3 =2kqnp

4 = Zudwdwju

5= Yunupbjuytu hwdwdwjh

—————— 1. Fudwbwl] npudwnpus bl wikht hdwtwnt mqquyhtt yuwnjuwubjhniptwbu
vwuht. Ophtiul] wundmphtbp, puppph nt wwinnphtutbpp:

—————— 2. Uqquhtt yuwnjutbhniphwtu hwiunky qopwinp qqugniudubp niuhd:

------ 3. Purwjumtwswth Yp hwuljtwd pk hus Yp wowbwlk htish hwdwp wqquyht
wuwnjuibhniphtbu:

—————— 4. 8wdwu pwibkp ppws bl np oqukh wnkih qut dkiny hwuliwd hd
wqqujhtjudpwinpnidu:

—————— 5. Bwdwu fjuouwd kU wying htinn hd wqquyyhtt jpdpuinplwiiu dwuht, hd wqquyhe
wuwnuib hnipbwbu dwuht wibih unpytnt hwdwnp:

—————— 6. Udpoptu Junsws td wgqquyhtt ppdpuinpdwitiu:

Items were adapted from “the Armenian translated version of the MEIM (Kazarian & Boyadjian,
2008).
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APPENDIX E
THE ROSENBERG SELF-ESTEEM SCALE (RSES)

Please record the appropriate answer for each item, depending on whether you strongly agree,
agree, disagree, or strongly disagree with it.

1 = Strongly disagree
2 = Disagree

3 = Agree

4 = Strongly agree

------ 1. On the whole, I am satisfied with myself.

------ 2. At times | think I am no good at all.

------ 3. I feel that | have good qualities.

------ 4. 1 am able to do things as well as most other people.
------ 5. I feel I do not have much to be proud of.

------ 6. | certainly feel useless at times.

------ 7. | feel that I’'m person of worth

------ 8. I'wish I could have more respect for myself

------ 9. All in all, I’'m inclined to think I am a failure.

------ 10. | take a positive attitude toward myself

Rosenberg, M. (1965). From Society and the Adolescent Self Image. Princeton, New

Jersey: Princeton University Press, 17-18.
APPENDIX F
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THE ARMENIAN ROSENBERG SELF-ESTEEM SCALE (RSES)

Zbnbitkw) pniwbipwinbpku Ukyp gnpéwst, uokint hwdwn pk nnit nppwtnyg Awdwduyi
Yud wihwdwduyli tu hrpupwuship twppwnwuniphuwb:

1 = Pugupduljuyku wthwdwdwjh
2 = Uthwudwdwju

3 = Zudwduy

4 = Yuunuwpbkjuyku hwdwdwju

------ 1. Cunhwunip wndwdp, hipghtptu gnh bu:

______ 2. Bppldtu Yp Jupstd pk ptu pwtth dp sbd Swnuygbp:

—————— 3. Up qquud, pk wpdwuhpubp (juniniphiuttp) nithd:

—————— 4. Uupnng Ubswdwutniptwt tdwl, jupnn B qnpsdt) juunwpty:
—————— 5. Up qquud np hyyupunwiwnt puwn junniphruttp snih:

—————— 6. Junnwhwpwpn Eppbdt huipghtipu wogniwn hp qquud:

______ 7. 4p qquu pk wpdbpuinp wd dpb Gd:

______ 8. Upn thwthwpkh hupghtiphu hwtinky wikih jupquip nitktwg:

—————— 9. Cunhwtnip wndwdp hwljudkwn U qqunt pk tu dwjunn wtd dpb bd:
—————— 10. Pupghuphu hwinty nppuljut (ny dunwlju) YEgniwsp q'nthhmd:

Boyadjian, M. (2009). The Armenian Diaspora: ethnicity and psychological wellbeing.
Saarbriicken, VDM Verlag.
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APPENDIX G

CONCEPTUALIZATION OF ETHNIC IDENTITY

What does it mean to be Armenian in Lebanon?
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APPENDIX H

THE ARMENIAN VERSION OF CONCEPTUALIZATION OF ETHNIC IDENTITY

bty Yp lywbwyk hwy puy Lhpwiwmbh dky:
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APPENDIX |

LETTER ADDRESSED TO THE SCHOOL PRINCIPALS

AMERICAN UNIVERSITY OF BEIRUT
FACULTY OF ARTS AND SCIENCE
DEPARTMENT OF EDUCATION

To:
From: Aline Iskandar Baba, Graduate Student, Education Department
Subject: Request for help for thesis work

Dear Principal,

I am Dr. Anies Al-Hroub, a Professor of Education and Chair of the Department of the
Education at the American University of Beirut. 1 am writing this letter to request your
permission to allow my graduate student, Ms. Aline Iskandar Baba from the Department of
Education to gather data for her M.A. thesis from students in your school.

Attached is a copy of the letter of information and consent which will be distributed to
students’ parents as part of the data collection process. As you will note the study pertains to
ethnic identity and some factors such as academic achievement and self-esteem that might
influence it among Lebanese-Armenian high school students attending private schools in Beirut
and its suburbs. Approximately 500 Lebanese-Armenian high school students from grades 10 to
12 will be recruited for this study. Data will be collected through the use of survey
questionnaires. Your students’ participation will involve completing a survey which will be
completed in your students’ classrooms at a time assigned by you.

| am also including copies of the student letter of information and consent and the scales
that will be used with students for your perusal. As you will notice, none of the measures include
intrusive items. In addition to the questionnaire; Ms. Iskandar Baba will need to collect the
participants’ cumulative grade point average from school records.

All information will be kept confidential and only Ms. Iskandar Baba and | will have
access to the results. Any identifying information the students will never be released, and all
research publications that may follow from this study will present group results and never
personal results. Records will be monitored and may be audited by the IRB while assuring
confidentiality.

| sincerely hope that you will allow Ms. Iskandar Baba to carry out her study in your school.

Her ability to complete her thesis very much depends on your kind cooperation.Should you have
any questions concerning matters related to this request, please contact me by telephone
01/350000 Ext. 3061, 3064 or e-mail at aalll@aub.edu.lb

Sincerely yours,
Dr Anies Al-Hroub
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| have read and understood all aspects of the research study and all my questions have been
answered. | voluntarily agree to allow my students to be a part of this research study and I know
that 1 can contact Dr. Anies Al-Hroub at 01-350000 ext. 3061, 3064 or e-mail
aalll@aub.edu.lb , or his advisee Ms. Aline IskandarBaba at 70-849167 or e-mail
aai24@mail.aub.edu , in case of any questions. If | feel that my questions have not been
answered, | can contact the Institutional Review Board for human rights at 01-350 000 ext. 5445.
| understand that | am free to decline my school’s participation. If you wish to allow your school
to participate in this research study please sign the form and return it with Ms. IskandarBaba.

Principal’s Name (please print) Principal’s Signature Date

Name of Investigator Signature Date
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APPENDIXJ

THE ARMENIAN VERSION OF THE LETTER ADDRESSED TO THE SCHOOL
PRINCIPALS

NMuwwnniupdwt nbopkuniphtl,

Uwnnpugpbuu, nnljun.Uthu Up-Zpmuyg Mhpmiph Udbphibwh Zudwjuupuih
duljudupdujut pwdwtdniiph gnpénn wntopkh tr thpndkuop,unjn twdwlny dkqh
Up thnpowugtup, pt pwdwbdnitiphu dwghuwnpnuh (masters) niuwuny Op. Upht
bupttnbp Muwwwb hp Jyuyulutth wiwpnwdwnp Yp gpk «Uqquyht huptuniphit G
Jwpg dp wqpulubkp, npnup Ypuwb wqpbgniphtt  nibbbw]  Lhpwbwbwhuy
Epypnppujut Jupdwpwt  jwdwpinn  wywlpnbtpnit  Jpuyrhtt dwuhl, npnib
wnbnEjuhuwiwpdwt hwdwp §p huygk dtp wowligniphiip:

Uju twdwlhtt Ygnws whwh quubkp 4&kp wowlbpunubpnit Sunnubpnit
thnjuwugnitjhp twdwyy Up, np §p gupnibwlk nkntyniphiuttpnt humwpdwt pudht
up: Nuunudbwuhpmiphiup p Yhgpnbwbwy wqquyhtt huptimpbwt Gt upg dp
wqnuljubpnt ypwy, npnip Yptwt wqpbgniphit ntubbw) Lhpwtwih dke Epipnppuljut
Jupdwpwb jwdwunng (hpwbwbwhwy wowlkpnubpnit Ypuy: Uju tyuwnwlny 10-pnkh
12-pn  puwuwpwutbpnt  donmunnpuwybu 500 Lhpwbwbwhwy wowlbkpnitpne
hwpgnudubp whwnh nignniht: SEnkniphiuttpp ywhnh hwiwpnihtt hwpgupwbibpne
Uhongny: Uphumwnwtipp whwnh junwpnih nwuwpwukty ikpu, dbp £onws wyuwhnt:

Ugniws whwnh quubp twht wowlbpnubpnit pwdunibihp opowpkpuuikh
ophttwl up, np Yp wwpmbwllk nunidbwuhpnipbut dwbpuwdwubniphiubpp no
hwdwdwjuniptwt quyuwbwgpkth b wuhdwbwswthbpki: Uju wmuhdwbwswthbpkh ny
UEyp ny Uby dhunnujut wqpbgniphit whnh nibbkbwy dtp wowlbkpnubpnit dpuy:
Zupguunjqkt hwtwpniws nbnbkiniphiiubpnt Ynnpht, hp wwpuwdwehtt hwdwp
Onhnpn buptuntp Muwyw whknp whwnh ntkiwy nuypnguljut wnktwgpniphiuubpkt
dwutiwlhg wowljEpunubpnit pinhwunip dhohuubpp:

Spniwd nbnklniphiiubpp whwnh dubwbh qununih kL hwuwibh dhdhwyt ophnpy
buptunkp Muuyuyght G hush: Npktk wmtdbtwlwt nknEliniphtt ywhnh shpwnwpwlnih,
hull nunudtwuhpniptwt  wpphiipubpp whnh hpuwnwpwlnitht hpp  judpwyght
wnpnhtup bk ny wmthwwnwlwi: «the Institutional Review Board for human rights»-p ujhinh
Jtpwhuljk ntuntdbwuhpniphiun:

Un jnjuud np, pnj] mwp ophnpn. bupkunkp Muwuyht hp ntuntdbwuhpniphiup
Juwwnwpbint  dkp pupngkt ubpue bp  dwghuwmpnuh  wiwpunwdwnh
(thesis)wUpnnowgnidp Juputwy E dkp wquht gnpdwlgniptub: Zupgnidubpnt b jud
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dnwhngmphiubpnt  wwpwquyh, pwpbkhwdbgkp Juwwnihp hbwnuhbpwdw)ibng
htwnbkibuw) phihtt 01/350000 Ext. 3061, 3064 ud t-twdwlny nmnupltinyg unju hwugkht
aalll@aub.edu.lb:

Ulybnsopk’
Tnljun. Uthu Uj-Zpnuy

Qupnugh bt hwuljguy wyu ntunidtwuhpniphiup hp pojnp Ynndbpng G uvnwuguyy yknp
tnuwéd nruwpwiniphiip: Zwdwdwt Bd np wpwlbpniubpuy  dwubwlghtt wju
niuntdbwuppnipbw bt mbinbwl B pk, Epk wknp ppuy, juy jpuwud hwunwnk
htwnbibw wbdbpnit htwn.- goniyun. Uuhu Up-Zpnuy, 01-350000 ext. 3061, 3064,
aalll@aub.edu.lb, fwud np. Ujhtt Pupktinkp Mwwuyht, 70-849167, aai24@mail.aub.edu:
Bpt hupgnudubpu wbywnwupuwt Jtwt jud sparwpupnihd wintgdny, jptud juy
wuihty «the Institutional Review Board for human rights»h htwn htntibwy phithtt 01-350
000 ext. 5445: Stntwl tU, pk nupngu wquu k sdwubmljghint wju hwpgwpnjqht: Gpk

Up thwthwphp, np dbkp qupngp dwubwlgh wju ntunidbwuppnipbwb, pupkhwdkgkp
unnpuqply b Jkpunupdub) hbnbikwy upoup ophnpphuptinbpMuwuyht:

Stonptuh wuntu (puptnubih) unnpugpnipht pniwljui

Munmdbwuhpnnh wunt Uwnnpugpniphtl Fniuljut
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APPENDIX K

LETTER OF INFORMATION AND CONSENT FOR PARENTS
LETTER OF INFORMATION AND CONSENT

Supervisor: Dr. Anies Al-Hroub
Investigator: Aline Iskandar Baba

Your child is being asked to participate in a research study conducted at his/her school by
Aline Iskandar Baba, from the American University of Beirut (Department of Education).

Please take time to read the following information carefully before you decide whether
you want your child to take part in this study or not. Feel free to contact the researcher if you
need clarification or more information about what is stated in this form and the study as a whole.
Your signature on the consent form indicates that you wish to allow your child to participate in
this study.This document provides information on the aims of the research in question,
associated risks and benefits of participating, confidentiality and privacy concerns, and
researcher contact information. Please note that the principal of the school your child is attending
is informed of the study, its nature and purposes, and has agreed to allow the researcher to
sample participants from the school.

The study aims at investigating ethnic identity and some factors that may influence it
among Lebanese-Armenian high-school students attending private schools in Beirut and its
suburbs. Approximately 500 Lebanese-Armenian high school students from grades 10 to 12 will
be recruited for this study. Data will be collected through the use of survey questionnaires. Your
child’s participation will involve completing a survey which will be completed in your child’s
classroom at a time assigned by the school principal.

Your decision whether to allow your child to participate will not affect your relationship
with AUB. If you agree to allow your child to participate, your child will be asked to complete a
questionnaire that should take about 20 minutes in total. In addition to the questionnaire, the
investigator will collect your child’s cumulative grade point average from the school records.
Your child’s involvement in this study is completely voluntary. Your child may refuse to
participate or withdraw from the study at any time with no effect on their academic standing.

All information will be kept confidential and only Ms. Iskandar Baba and her thesis
supervisor, Dr. Al-Hroub will have access to the results of your participation. Any identifying
information about you will never be released, and all research publications that may follow from
this study will present group results and never personal results. Records will be monitored and
may be audited by the IRB while assuring confidentiality.

Note that there are no known negative effects from participation in this study. The
benefits associated with the current study relate to the field of educational psychology and the
Lebanese-Armenian community. Because participation in the study is completely voluntary, and
because there are no costs to the participants, there will be no compensation for participation in
the study.
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| have read and understood all aspects of the research study and all my questions have been
answered. | voluntarily agree to allow my child to be a part of this research study and | know that
| can contact Dr. Anies Al-Hroub at 01-350000 ext. 3061, 3064 or e-mail aalll@aub.edu.lb , or
his advisee Ms. Aline Iskandar Baba at 70-849167 or e-mail aai24@mail.aub.edu, in case of any
questions. If | feel that my questions have not been answered, | can contact the Institutional
Review Board for human rights at 01-350 000 EXT. 5445. | understand that | am free to decline
my child’s participation.

If you wish to allow your child to participate in this research study please sign the form and
return it with your child on the day of the assigned data collection.

Parent’s Name (please print) Parent’s Signature Date
A copy of this consent will be given to you.

Investigator’s Statement:
| have reviewed, in detail, the informed consent document for this research study. | have
answered to all the patient’s questions clearly.

Name of Investigator Signature Date
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APPENDIX L

THE ARMENIAN VERSION OF THE LETTER OF INFORMATION AND CONSENT
ADDRESSED TO PARENTS

Nuunudiwuhpmipbwh Jpuwhuljhs dngwn. Gihu Up-Zpnug
Nuunudtwuhpnn Uphl PuptintpMuugw

Qtp quuwltt Yp jutgpoih dwutwlghy pp nupnghtt dbg uwnwpnibihp
niuntdtwuppnipbwtt  dp, Juwnwpniws NMEpmph  Udbphjtwt Zwudwjuwpuih

dwilju]updmpbut pudwiiniiph dwghunipnuh wowlbpunnithh' Uphtt Pupkinkp
Nwwguyh Ynnuk:

Zwgkgkp nipunpmptwdp Jupnuy hbnbibw) wmbnEyniphiuubpp dkp quijht
dwutwlgniphiup wpwotlk Juwd dbkpdtk wnwy: Munmdtwuhpniptwt gény bpk
juk bw) yupquputnudh b jud wbknbyniptwt juphp qqup, wquun qqugkp juy
wwhbnt nunudbwuhpnnhtt htn: QEp unnpwgpniphitip Yp hwunwnk pk nnip
hwdwdwju kp dbp quijhtt dwutwlgnipbwi: Uju twdwlp nknbyniphit §p hwypuw)ph
nniw] nuntdbwuppnipbwt tyuunwlubpni, winp dwutwlgniptwt pulkpulgng
Juwuph  humwbtwlwuniphittipnit Gt ogninuikpnit, punphppuwwhnipbwt G
qunuuuywhnipbwt dwuhl, hsybu twbt ntunidbwuhpnnhtt htn juy wwhbnt
wnbnbkniphtutbp: Ljuwnh wnkp, pk dkp quiiht judwpws npupnghtt mbopkuniphiup
nbnbwl £ wyju woluwwnwbpkt, winp Inipbuktt b tyuwnwlubkpkt bt wpnotiws k

niunidbwuppnnhty, ophnpn Ujhtt bupktunkp MNwwuwjht, np hwunhwh npwngh
wowljipnubpnit htwn:

Uju nuunudtwuhpniphtip tyuwnwl nith htwnwqownbint Lhpwuwth dke
hujjujut  Gpypnppujutt Jupdwpwt  jwdwpunn Lhpuwbwhw) wowlbkpnubpny
wqquyht huptniphtutl nt upg dp wqnpuljukp, npnup Yptiwb wqpl) hupuniptwt Jpuy:
Uju tywwnwlny 10-ppkt 12-pn nuuwpwutbpnt donwinpuwku 500 Lhpwbwbwhuy
wpwltpunubpnt hwpgnmidubp whwnh nipnniht: Sknkyniphiutipp ywhwnh hwiwpniht
hupguwpwtttpnt dhongny: Uppuwnwipp whwh Jwuwpnith nwuwpwukt ukpuy,
wnbontuniptwt donué yuwhnit:

Uwubuljgniptwt gény dkp wpwotkint fud dkpdbint npnonudp npbik dtiny sh
lugkp &tp Juwp NEpmiph Udkphjtwbt Zudwjuwpwiht htn: Gplh wpwoukp Adkp
quiijhtt Jwubtwljghint wju ntuntdbwuhpnipbwi, hpdk whnh jpunpnih wdpnnowguby
hwpgulung Up np plgudtip 20 Juypitwh Y bupugpt:  Zwpgulunigh  Ynnpht,
niunidtwuppnnp whwh ghdk wboptuniptut uwnwbwnt hwdwp Adbkp quilht
punhwunip dhohtip: Qtp nipunpniptwt Yp jutdutup, pk dwubwlgniphiup pninpniht
Judwinp E  QLp  quuuyp Ypuwy dJbpdhp  dwubwlgh; ud  hpwdwphyp
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nuuntdbwuppnipbubt npbik dwdwbwl: Unhlw ny Uk wqpbgniphit whnh niubkuwg
hp ntunudtwjut yhdwht Jpuy:

Spniws nbnklniphiiubpp whnh dbwt qununuh L hwuwtbh dhdhwytt ophnpy
Puptinkp Muwyuyhlt b nuumdbwuppmpbwi Jepwhulhs dnhwn. Gihu Up-2pnigh:
Npbik wbtduwlwb nbnklniphtt whwnh shpwwnwpwlnih, hull niundbwuhpniptwut
wnpnhiupubpp whnh hpwnwpwlnih hppp jpdpuyhtt wpghiup b ny wthwnwlw: «the
Institutional Review Board for human rights»-p whwnh yipwhuljk ntuntdbwuhpniphtp:
Ljwwnh wnkp, phk ntundbtwuhpniphiip ny by djunnuljutt wqpbgniphitt whwunh
nibbtwy  Abkp  Jpwy: Unmut nuunmdbwuhpniphiip ogunuljutt whwnh  ppuy
duljudupdnipbwt wuywptqhtt bt (hpwbwbwhwy hwdwjuphti: Ljwnh wntukny pk
dwutuljgniphitp  pnpnpndht udunnp b L ny by dwjuu | Bupunpk
dwutiwlgnnubpkl, ny Uk thipwlwt Jupdwwnpniphit wknp £ wljulju bt wuntp:

Yupnugh bt hwuljguy wju ntuntduwuhpniphiup hp poinp Yandbpny b unnwuguy
whknp bnwé | nuuwpwimphiip: Zudwduwgyt B np quuulju  dwubwlgh  wju
niunidbwuppnipbw bt mbnbwl B pk, Epk wknp ppuy, juy jpuud hwunwnk
htwnbibw wudbpnit htwn.- Fnlun. Uthu Uj-Zpniy, 01-350000 ext. 3061, 3064,
aalll@aub.edu.lb, ud On. Ujhtt Pupktuwnkp Mwuwyuyhty, 70-849167, aai24@mail.aub.edu:
Bpt hupgnudubpu wbywnwujuwt dbw jud spurwpupnihd wintgdny, jptud juy
wjuihty «the Institutional Review Board for human rights»-h htiun htwntibwn) phthtt 01-
350 000 ext. 5445: Skntwl U pk quiwlju wquun k sdwutimlghint wju hwipguifunjqh:

Bpt 4p thwithwphp np dbp quiuljp dwutwlgh wju ntuntdbwuhpmiptwt, hwékgkp
unnpuqgnky kL Epunupdtb] ntunidbwuhpnipbuwb opp:

Ounnph wunt (pupknuth) unnpugpnipht pniujui
Uju hwdwdwjtwmghpkt ophtiwaly Up whwnh wmpnth dkgh:

Miunidbwuhpnnh hwunwwnnid

Uwbpwdwubioptt Jhpuwunniqus Bd wyu nunidbwuppnipbwt hwdwp wpniws
pugunpniuju hwdwduwjtiwghpp: Sunwlopkt wuwunwupwiws td dwubwlhght
pninp hupgnidubpnit:

Munidtwuhpnnh wunt Uwnnpugpnipht niwljut
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APPENDIX M

LETTER OF INFORMATION AND CONSENT ADDRESSED TO STUDENTS

Supervisor: Dr. Anies Al-Hroub
Investigator: Aline Iskandar Baba

The current study is part of the thesis required for a Master of Arts degree in Education at
the American University of Beirut. You are being asked to participate in a research study that
will be conducted at your school. Please read this form carefully before you decide whether you
want to take part in this study or not. This form will give you a basic idea of what this research is
about and what your participation will involve. Feel free to ask the researcher questions if you
need more information or clarification about what is stated in this form and the study as a whole.

The study aims at investigating ethnic identity and some factors that may influence it
among Lebanese-Armenian high-school students attending private schools in Beirut and its
suburbs. Approximately 500 Lebanese-Armenian high school students from grades 10 to 12 will
be recruited for this study. Data will be collected through the use of survey questionnaires. Your
child’s participation will involve completing a survey which will be completed in your classroom
at a time assigned by your school principal.

Your decision whether to agree to participate or not in this study is completely voluntary.
Your may refuse to participate or withdraw from the study at any time with no effect on their
academic standing. If you agree to participate, you will be asked to complete a questionnaire
that should take about 20 minutes in total. In addition to the questionnaire, the investigator will
collect your cumulative grade point average from the school records.

All information will be kept confidential and only Ms. Iskandar Baba and her thesis
supervisors, Dr. Al-Hroub will have access to the results of your participation. Any identifying
information about you will never be released, and all research publications that may follow from
this study will present group results and never personal results. Records will be monitored and
may be audited by the IRB while assuring confidentiality.

Note that there are no known negative effects from participation in this study. The
benefits associated with the current study relate to the field of educational psychology and the
Lebanese-Armenian community. Because participation in the study is completely voluntary, and
because there are no costs to the participants, there will be no compensation for participation in
the study.

| have read and understood all aspects of the research study and all my questions have
been answered. | voluntarily agree to be a part of this research study and | know that | can
contact Dr. Anies Al-Hroub at 01-350000 ext. 3061, 3064 or e-mail aalll@aub.edu.lb , or his
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advisee Ms. Aline Iskandar Baba at 70-849167 or e-mail aai24@mail.aub.edu, in case of any
questions. If | feel that my questions have not been answered, | can contact the Institutional
Review Board for human rights at 01-350 000 EXT. 5445. | understand that | am free to decline
my child’s participation.

If you wish to allow your child to participate in this research study please sign the form and
return it with your child on the day of the assigned data collection.

Participant’s Name (please print) Participant’s Signature Date
A copy of this consent will be given to you.

Investigator’s Statement:
| have reviewed, in detail, the informed consent document for this research study. | have
answered to all the patient’s questions clearly.

Name of Investigator Signature Date
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APPENDIX N

THE ARMENIAN VERSION OF THE LETTER OF INFORMATION AND CONSENT

ADDRESSED TO STUDENTS
Nuunudtwuhpmpbwb JEpwhuljhs Tnlun. Uthu Up-Zpniy
Nuunidtwuhpnn Uiht buptunbpNMuyw

Unju nuumdbwuppniphtup pwdht upt £ MEpniph Udbkphltwt Zudwjuupuih,
dwtjujupdmipbut dwghunpnuh (masters) wiwpunwdwnku (thesis): £Equl p
huugpnith  dwutiwygh; pnt nupnghny dke  Juwuwpnibjhp niunmdbwuhpnipbuwb
(hwpgwuniqh) dp: Zwdhu nipunpmiptwdp Jupnuy hbntibw] nbnbyniehiuubpp pnt
dwutwlgniphtun npnotk fud dbpdbik wnwy: Uquun qquy niunidbwuhpnnht
hwpgnudutp ninnbyny, Gpk Juphp qquu wju hwpguptpphlihtt k. punphwipuyhbu
niuntdbwuphpnipbwi gony jurkjbw) nbnkiniptut jud yupqupwindh:

Uju nuunmudtwuhpniphtup tyuwnwl nith htwnwqownbnt Lhpwuwth dke
hujjujut  Epypnppujut Jupdwpwt jwdwjuny Lhpwbwbwhwy wowlbkpnubpny
wqquyht huptniphiut nt upg dp wqpuljutp, npnup Yptwb wqnl) hupuniptwt Jpuy:
Uju tywwnwlny 10-ppkt 12—pn nuuwpwutbpnt donwinpuybku 500 Lhpwbhwbwhuy
wpwltpnubpnt hwpgnidubp whwnh nipnniht: Sknbkyniphiutipp whwnh hwiwpniht
hwpgwpuwittpnt dhgngny: Uppumwnwbpp whwnh Juwwwpnih nwuwpwbkt ubpy,
wnbopkuniptwb £onwéd yuhnil:

£n1 dwutwlgniphiup pnnpnyhtt judunnp b @ Yptwu dbpdl] dwutwljgh) ud
hpwdwnph) ntuntdtwuhpnipbubt npbictk dwdwbtwl: Unhlu ny Uk wqntgniphit ywhunh
nitubktwy pnt nuunudbwlub  Jhdwlht Jpuwybpt hwdwdwjihu dwubwlgh] wju
niunidbwuppnipbwl, phquk whwh pungpnith wdpnnowgul] hwpgwjunyg dp np
punuutip 20 JuypYbwb §Eupunpt: Zwupguwlunjgh Ynnph, ntunidbwuhpnngp whwnh
nhuk mbopkuniptwt vinwbiwnt hwdwp pnt pinhwiunip dhoht:

Spniws wnkntlniphiuubpp whnh dbwt qununuh b hwuwtbih pput dhdhugt
Op. Puptuntp Nuwwuyhtt b nuundbwuhpnipbwb Ypwhulhs dnyun. Uhhu Uy-
zpnight:  Opkik whdtwluwi  wnbnbiniphtt whwh  shpwwnwpulnith &
niuntdbwuphpnipbw wpnphiupubpp whwnh hpuwnwpwlniht hpp jpdpwghtt wpnhiip G
ns wthunnwljwi: «the Institutional Review Board for human rights»-p wyhwh Jkpwhuljk
niuntdbwuhpniphiup:

Ljwwnh wn pk ntunmdbtwuhpniphiip ny Uk dunujut wqpbgniphtt ywhwnh
nibbkuwy  Abkp  Jpuyr Umbt nmumdbwuhpniphiip ognnuljup  whwh  puy
duljudupdnipbwt wuywpktqhtt bt (hpwbwbwhw) hwdwjuphti: Ljwwnh wntukny pk
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dwutiuljgniphitp  pnpnpndht udunnp b L ny by swjuu | Bupunpk
dwutiwlgnnubptl, ny Uk thipwlwt Jupdwwnpniphit yhnp £ wuljulubu:

YQupnugh bt hwuljguy wju ntuntduwuhpniphiup hp ponp §andbpny b unnwuguy
whknp  bEqwé | nuuwpwimphitp: Zudwdugt B np dwubwlghd wju
nuunidbwuppnipbwb b mbnbwl B pk, Gpk wknp puwy, juy Yptwd hwunwnby
htwnbibw) wbdbkpnit hkwn.- 2nfun. Uthu Uj-Zpniy, 01-350000 ext. 3061, 3064,
aalll@aub.edu.lb, ud Op. Ujhtt PupktinbpMuwuwuyht, 70-849167, aai24@mail.aub.edu:
Bpt hupgnidubpu wbtywnwuuwt dtwt jud spurwpupnihd wintgdny, jptud juy
wywht) «the Institutional Review Board for human rights»-h htwn htwnbikwny phiht 01-
350 000 ext. 5445: Skntwl U pk quiwlju wquun k sdwubimljghint wju hwpguunjqht:

Ept 4p thuthwphu dwubtwlgh] wju niumdbtwuhpnipbwt, hwdhu gpk wintun, nhp
unnpugnpniphtin bt poniwlup:

Uwubwljhgh mtunit (puptnuth) Uwubtwlhgh uinnpugpnipht pniwlui

Uju hmdwdwjtwghpk ophtiwl) Up yhwh npnth pkqh:

Nrunidbwuhpnnh hwunwwnnid

Uwbpwdwubioptt Jkpwuwniniqus bl wju nunidbwuhpnipbwt hwdwp  wpnuws
pugunpnpuljutt hwdwdwjuwghpp: Bunwlopkt wwwwupwitws Bl dwubwlhght
pninp hwpgnidubpnib:

Miunidtwuhpnnh wunt Uwnpuwugpnipht niwljut
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