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Abstract

Immigrants constitute a large proportion of Cyprus’ population; however, little is known
about immigrant adolescents. This cross-sectional study, explored immigrant and non-im-
migrant high school adolescents’ level of life satisfaction and school adjustment in relation
to psychological trauma. 253 high school students with an average age of 14.3 (SD=0.9),
completed a self-report questionnaire. Data was analyzed using analysis of variance and cor-
relation tests. Results indicated that first-generation immigrant adolescents, experienced sig-
nificantly more stressful life events than non-immigrant adolescents. However, despite this
finding, no significant differences between the three groups of students with regard to
school-related interpersonal and intrapersonal outcomes were detected. Increase in level of
life satisfaction was evident in a similar way among the three groups. However, second-
generation immigrants expressed significantly lower levels of expected life satisfaction (fu-
ture life satisfaction) than non-immigrant students. These results, aid in understanding non-
immigrant and immigrant adolescents’ mental health and well-being and can help develop

more effective education policies and student-centered school-based interventions.
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INTRODUCTION

“Immigrant” is a term used to describe foreign nationals who enter a country for purposes
of permanent resettlement (Birman, 2006) and one can be first-generation, second-genera-
tion, third-generation or higher generation immigrant. In the current study, first-generation,
second-generation and non-immigrant students were considered. To classify students in the
current research, Solomontos-Kountouri and Strohmeier’s (2021) distinction was used. As
cited in their paper, students whose either their mother or father were born abroad and who
were themselves born abroad, are considered as first-generation immigrants whereas stu-
dents whose mother or father were born abroad, but who were themselves born in Cyprus,
are considered as second-generation immigrants. Students whose parents were born in Cy-

prus, and who were themselves born in Cyprus are classified as non-immigrants.

As cited in Sandoval-Hernandez et al. (2018), there exist several interpretations of im-
migration, that have led to academic debate over the past decades. Some, blame the interna-
tional division of labor and the construction of a world economy for the displacement of
workers from different regions of the world (Harvey, 2007), whereas in other cases, immi-
gration 1s conceptualized as the result of globalization processes and the increase of relations
and networks between countries (Castells, 2010). A third, more influential interpretation,
poses that immigration is a process that is responsible for the loss of the importance of the
nation state, which consequently causes the reconfiguration of forms of state control and
national barriers (Sassen, 2014). Other researchers, view immigration as displacements
caused by wars or conflicts within nations. As cited in Urzua et al. (2019), a simpler inter-
pretation exists, which states that immigration is the movement of people from one country
to another in order to improve social, material or personal conditions. Regardless of the in-
terpretation, immigration has become a phenomenon of increasing importance and magni-
tude all over the world (Garay et al., 2015). According to the UN Population Report (2002),

immigration is considered a world-wide phenomenon, which involves millions of people.

Due to the settlement and arrival of immigrants in many countries, particularly after the
nineteenth century, many societies have developed a heterogenous character (Lynch, 1989),
where people with different linguistic, religious, ethnic and cultural backgrounds live

Xi



together. Cyprus has always been considered a multicultural country, where Greek, Arab,
Armenian, Maronite, Turkish, Turkish-Cypriot and Romani populations amongst many oth-
ers reside (Akgali, 2007). Since the 1990°s, Cyprus has become a host country for many
immigrants who left their countries for different reasons. This, has transformed the island
from an emigration country to an immigration country, particularly after its accession in the
European Union in 2004 (Hajisoteriou, 2010). The last five years, Cyprus has also become
a destination country for a large number of asylum seekers and refugees (Gravani, et al.,
2019). Immigrants who have arrived in Cyprus over the years, are mostly Georgians, Filipi-
nos, Pakistanis, Syrians, Lebanese, and Iranians (Trimikliniotis & Demetriou, 2005). Ac-
cording to a more recent study by Gravani et al. (2019), European immigrants living in
Cyprus come moslty from Greece, UK, Romania, Bulgaria and Poland, whereas most non-
European immigrants come from Fillipines, Russia, Sri Lanka and Vietnam. These groups

are spread across all the Greek-Cypriot provinces (Cyprus Statistical Service, 2011).

Because of the progressive influx and settlement of immigrants in Cyprus, especially
during the last two decades, the student population and educational system have been af-
fected as well. As a result of the historical segregation of the Greek-Cypriot and Turkish-
Cypriot educational systems, the Greek-Cypriot educational system has always been mono-
cultural, therefore, it is not surprising that immigration has caused major challenges and
brought many changes to the Greek-Cypriot profile in schools. In the school year 1995-1996,
4.41% of the Cyprus school population consisted of immigrant students. In 2007-2008, this
percentage rose to 7.7% and in 2009-2010, it escalated to 12% (Zembylas & Lesta, 2011).
Today, there are schools where the vast majority of the school population constitutes of non-
indigenous students. According to Theodosiou-Zapiti et al. (2011), this situation is predicted
to continue in an accelerated fashion, causing rapid demographic and more social changes

in society and schools.

For immigrant students, the transition into a new educational system can create
linguistic, cognitive, psychological and social challenges, making it very difficult for them
to adjust to the new settings. Immigrant students face multiple challenges, as the process of
immigration often involves losing close relationships and social support networks, while at
the same time having to form new relationships in new and often intimidating conditions
(MclIntyre et al., 2011). According to Tong et al. (2006), a successful transition to a new
country is accomplished when immigrants manage to develop an emotionally comfortable,

secure and stable “cross-cultural identity”. A stable identity is formed when the values and
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practices of one’s home country are balanced with the values and practices of the host

country in an efficacious manner.

Schools represent a microcosm of the new society in which immigrant adolescents have
to live. Within the school settings, they will become participating citizens by building
supportive and trusting relationships and by interacting with peers and adults. Both
socialization and the building of nurturing bonds, are essential for all students, but especially
for immigrant adolescents (Suarez-Orozco et al., 2009), as research shows that they serve as
protective factors regarding social adjustment (Barowsky & Mclntyre, 2010). Gangi and
Barowsky (2009), also found that the way immigrant students interact with school personnel,
greatly affects their achievement, behaviour, self-image and motivation, as well as their
ability to develop a healthy intercultural identity, while serving as a protective factor in the

development of psychopathology.

In Cyprus, despite the increasing number of immigrant students enrolled in public and
private schools, limited research exists investigating students’ experiences and perspectives
regarding their psychological and academic adjustment. Available research is limited only
to a few qualitative studies, which investigate issues of multicultural/intercultural education
in Cypriot schools (Angelides et al., 2003;2004; Panayiotopoulos & Nicolaidou, 2007; Pa-
pamichael, 2008) and face methodological problems. In general, there are not many studies
investigating phenomena such as acculturation and adaptation of immigrant youth in Cyprus.
This lack of literature, indicates that the notion of immigrant adolescents’ overall well-being

and adaptation requires further research.

The aim of this research, is to investigate immigrant and non-immigrant high school
students’ level of life satisfaction (psychological well-being) and school adjustment [school
motivation and interest, peer relationships and school-related psychological outcomes
(school anxiety and psychosomatic complaints)] in relation to psychological trauma (expe-
rience of stressful life events). Specifically, the study aims to investigate how well immigrant
adolescents have adjusted to the Cypriot culture at school, at social level and well-being and
how stressful life events might have affected the process of overall adjustment in comparison
to their non-immigrant peers. For the purpose of this research, 253 high school immigrant
and non-immigrant students of Cypriot schools completed a questionnaire which examined

their perspectives and experiences regarding school, stressful life events and life satisfaction.
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A brief history about research on different aspects of immigration is included at first, as
background knowledge on the subject. In chapter two, the research aims, questions and hy-
potheses are stated. These, were formed based on existing literature, as presented in chapter
one. The methodology of the study including the design, the measures, the procedure and
the data analyses used, is presented in chapter three. Chapter four, includes description of
the main findings of the research. In the final chapter (chapter five), findings are discussed
with regard to implications and practical applications, recommendations for future research

and methodological considerations.
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CHAPTER 1: LITERATURE REVIEW

This section assesses the body of previous research that addressed topics related to im-
migrant students. Past research in this area, has focused mainly on acculturation and phe-
nomena such as the “Immigrant Paradox™ and “Acculturation Stress”, as well as on factors
regarding immigrant students’ (mental) health and school performance. Interestingly, de-
spite adolescence being such an important and critical developmental period, research on
immigrant adolescents and youth, especially in Cyprus, is limited, thus there is no sufficient

knowledge to improve the situation on both social and educational level.

To add to the understanding and knowledge of this field, the present research investi-
gates whether first-generation immigrant, second-generation immigrant and non-immigrant
students differ with regard to experiencing stressful life events, their level of life satisfaction
and their ability to adjust to Cyprus school settings. Using in-depth methodological proce-
dures, the aim is to fill the gaps of past research and provide answers that will help the edu-

cational system improve and embrace immigrant students.

The following sub-sections of this literature review, which are dedicated to each of the
main, most-cited aspects of immigration, describe how different studies examine phenomena

and patterns with regard to immigration and present what research findings suggest.

1.1. History of Immigration in Cyprus

Cyprus is a small island in the Eastern Mediterranean, with a total population of approx-
imately one million (Cyprus Statistical Services, 2019). The island is a former British colony
which became independent in 1960 (Gravani et al., 2019). In the following years (1963-
1967), intercommunal clashes between the Greek Cypriot majority and the Turkish Cypriot
minority, and finally the Turkish invasion in 1974, led to the division of the island. As a
result of the invasion, two separate communities were created, with almost one third of
Greek-Cypriots (600,000) living in the south part of the island and 45,000 Turkish-Cypriots
to the north part (Zembylas et al., 2010). Due to the presence of these two major communi-

ties, but also because of three religious minorities (Armenians, Latins and Maronites) that



pre-existed and live in Cyprus, the country has always had a multilingual and multicultural

character (Hajisoteriou & Angelides, 2018).

Throughout the 20™ century, Cyprus has been a country of out-migration (Cypriots were
permanently leaving Cyprus to settle in other countries). However, due to the quick eco-
nomic boom in the 1990’s, migration of labor in Cyprus had begun and turned the island into

an immigrant recipient country (Spyrou, 2009).

As cited in Gravani et al. (2019), immigration flow in Cyprus is regulated by laws which
date back to the British Colonial era. These legal frameworks cover aspects regarding their
stay, residence and departure. In late 1980s, as Cyprus was becoming an immigration host
country, policies regarding immigrants’ entry and labour conditions were quite restrictive
(Milioni et al., 2015). However, in the years after 1991, policies had changed. As cited in
Hajisoteriou (2020), the division of the island, brought major changes in the economic or-
ganization and employment patterns of the Greek-Cypriot (southern) part, which resulted in
a quick economic development. These changes together with international factors, led to the
“economic miracle” as it was called, which was the main cause for amendments of policies
regarding immigrants. The abandonment of the restrictive immigration policies, led to the

arrival of even more immigrants in Cyprus.

With the accession of Cyprus to the European Union in 2004, more people of other
nationalities have migrated to the island (Gravani et al., 2019). Immigrant individuals com-
ing to Cyprus from third world countries, include asylum seekers, political refugees and
workers mainly in the area of hospitality, housing and hotel catering. However, a large num-
ber of immigrants are undocumented workers who work in the ‘black economy’. These in-
dividuals work hard in difficult positions in sectors such as manufacturing, agriculture and

construction (Hajisoteriou, 2020).

Despite the new policies and legal frameworks, immigrants do not seem to have equal
opportunities to participate in the society as native individuals. According to the Migration
Policy Index (MIPEX), a tool which measures policies of different countries to integrate
immigrants, Cyprus was placed 30" (out of 31 countries being analyzed) regarding integra-
tion of foreigners. This means, that Cyprus does not provide foreigners favorable conditions
in order for them to have access to and integrate in the labour market, or actively participate
in democratic life (Milioni et al., 2015). According to MIPEX (2019) key findings, between
2015 and 2019, Cyprus showed an increase of two points in its MIPEX score, as small im-
provements in integration policies benefited non-EU immigrants. However, Cyprus score

2



was still nine points below the international average, indicating that more integration of im-
migrants in the society is needed. Furthermore, MIPEX categorizes Cyprus’ approach to
integration as “Immigration without Integration”. This is because immigrants arriving from
non-European countries, have many of their basic rights denied and encounter many obsta-

cles with regard to the labour market, education, health and politics.

1.1.1. Attitudes Toward Immigrants in Cyprus

The interaction of non-immigrants and immigrants and the way each group perceives
the other, is significantly affected by the way immigrants are treated by the government.
Policies in Cyprus, seem to discourage the view of immigrants as equals and rather enhance
the notion of them as strangers or subordinates (MIPEX, 2019). Ironically, these representa-
tions of immigrants by the government go against one major traditional cultural value of the

Greek-Cypriot society, hospitality to foreigners.

According to Demetriou (2013), xenophobic attitudes toward immigrants tend to raise
in the Cypriot society. Results obtained from a survey investigating Cypriots’ racist and
xenophobic attitudes, revealed that Cypriots' xenophobic tendencies are reflected in three
ways: (a) they do not appreciate the immigration of people from other foreign countries to
Cyprus, (b) they tend to believe that individuals who come to Cyprus from other countries
do not enhance the traditions and culture of Cyprus and (c) they have a negative disposition
toward the contribution of immigrants to Cyprus’ economy. Mainwaring (2008), poses that
because Cyprus’ government was not prepared for the rapid socioeconomic challenges that
were brought to the country due to the increased immigration, immigrants face racism, mar-
ginalization and civic exclusion. Trimikliniotis (2009), states that the unresolved political
problem in Cyprus (known as the “Cyprus Issue”), complicates even more the issue of im-

migration, as it creates serious security concerns.

Trimikliniotis and Demetriou’s (2012) study, showed that racial violence incidences in-
creased after 2004. Mainwaring (2008), suggested that this violence is a byproduct of the
fear natives feel concerning the loss of economic security and their perceived threat regard-
ing the country’s national identity. Native Cypriots’ fear is believed to be fueled by the ex-
isting myths and stereotypes about immigrants, which are further enhanced by the economic
conditions, the political and media discourses (which portray immigrants as a burden on
society and economy), education and policy-making (Milioni et al., 2015). Unfortunately,

these tendencies are found in youth attitudes as well. As cited in Zembylas et al. (2010),



studies on attitudes of native Cypriot children and adolescents, revealed that there is a neg-
ative predisposition toward immigrants, since they believed that stereotypes and racism are

justified and that crime is positively correlated to immigrants.

The Centre for the Study of Childhood and Adolescence, investigated Greek-Cypriot
children’s attitudes toward foreigners, using a sample of 288 fifth and sixth graders of 10
schools in Nicosia and found that children hold negative perceptions of immigrants. 75% of
children, reported that they believed there are too many foreigners living in Cyprus and only
14.6% reported that it was good that non-Cypriots live in the island. Furthermore, more than
half of the participants, stated that foreigners play a significant role in increasing the crime
in Cyprus. However, despite the disappointing findings, Spyrou (2004), argued that the fact
that not all participants held negative perceptions about foreigners, was a good and encour-

aging sign.

According to Zembylas (2010), these negative stereotypes are even more intense in con-
texts where ethnic conflict exists, because native children need to deal with the constant
increasing flow of immigrants while at the same time, having to overcome the challenges of
living together with individuals they perceive as enemies. These intense emotional reactions
toward immigrants, may be a form of a defense mechanism children develop against those
who they perceive as being different or threatening. Sen (2006), poses that racist and nation-
alist attitudes (believing that one’s national identity is superior to others), are more frequent

in conflict-ridden societies, such as Cyprus.

Research suggests that the case of Cyprus is very interesting for investigating phenom-
ena such as immigration, due to the characteristics of the local context. The political and
ethnic division of the island, its relatively recent accession into the European Union, the
increasing flow and the major impact of immigrants on the economy of the country, make
Cyprus a complex landscape, offering researchers the opportunity to study various aspects
of immigration. Results obtained from studies in these areas, can be used to promote further
integration of foreigners in the country, in fields such as education, workforce and legislation

formation.

1.1.2. Intercultural Education Policies in Cyprus

According to Maniatis (2012), intercultural education involves the promotion of inter-

action, solidarity, empathy and pluralism in educational practice. It should take into consid-



eration students’ needs and interests and question the educational system (teaching strate-
gies, curricula), with the goal of societal change. Intercultural education and inclusion should
involve students, teachers and parents and should aim to prevent academic and social exclu-

sion.

As cited in Zembylas et al. (2010), in countries where ethnic conflict exists, such as
Cyprus, education is separated along ethnopolitical lines. In fact, after the division of the
island in 1974, in each of the two newly formed communities (Greek-Cypriots and Turkish-
Cypriots), the process of homogenization was enhanced for political reasons. Because of this
separation, two different educational systems were created, each one focusing on different
curriculum and educational practices and also creating prejudice and negative stereotypes
about the other. This, over the years, resulted in monocultural educational systems that per-
petuated conflict and division. In the area of education, monoculturalism acts as an assimi-
lation mechanism, which demands immigrant students’ adjustment to the host country, cul-
ture and school values, instead of aiming for changes in school and social stances in order to

meet their needs (Banks & McGee-Banks 2009).

In Greek-Cypriot society, intercultural education is a relatively new educational policy.
Despite the fact that official curricula and policy documents involve statements regarding
respect for human rights and humanistic ideas, non-native children are still being marginal-
ized, seen as different and needing to be assimilated in the Cypriot society (Panayiotopoulos

& Nicolaidou, 2007).

Education debates concerning inclusion appeared in Cyprus in 1997, after UNESCO
carried out an appraisal study on the Cypriot educational system and warned policy makers
about certain groups of students being excluded and marginalized (Hajisoteriou, 2020). Fol-
lowing this, immigration issues appeared in the agenda of the Ministry of Education, Culture,
Sport and Youth (MoECSY) of Cyprus in 2001, when it expressed its willingness to take
into account the changes in the cultural character of Cypriot schools, which resulted from

the large number of immigrants who arrived in Cyprus (Hajisoteriou & Angelides, 2016).

According to previous research, one of the most important factors that have led to
changes in the education system as a response to immigration, is Cyprus’ accession to the
European Union (Hajisoteriou & Angelides, 2018). This was because, equal access to edu-
cation to increase awareness in the Greek-Cypriot society was included in the negotiations
for the accession of Cyprus to the European Union (Hajisoteriou & Angelides, 2016b). Fur-
thermore, Trimikliniotis (2001), posed that Greek-Cypriots’ exposure to anti-discrimination

5



movements in Europe, aided the liberalization of immigrant policies. As cited in Hajisoteriou
(2020), an example of a major change in response to Europeanization, was the amendment
of the ‘Aliens and Immigration Law’, which was adjusted in order to agree with the Euro-
pean advices regarding family reunification and long-term stay. Hajisoteriou (2020), essen-
tially argues that Cyprus’ political and social responses to immigration were encouraged by
the European Union, which had “forced” its members to consider immigrants’ rights and
alter legislations to promote their inclusion. Inclusion is a term/an act, related to both society
and education systems. Because education is required for immigrant children’s social and
cultural development, Cyprus had to respond in such ways to support their inclusion through

education.

As cited in Hajisoteriou (2020), the starting point of the country’s implementation of
interculturally-oriented educational policy, was the approval of Act 28 (III) by the Cypriot
Parliament (which officially recognized and accepted the Framework Convention for the
Protection of National Minorities by the Council of Europe). In addition, the European Com-
mission against Racism and Intolerance (ECRI), conducted three reports on Cyprus in the
years 1999, 2001 and 2006, which played a major role in initiating changes regarding inter-
cultural education in Cyprus. Because the findings of the reports showed that immigrants
were portrayed as potential threats to the Cypriot society, ECRI inspectors emphasized the
need for diversity respect and advised the MoECSY to add human rights education as a

mandatory subject in the curriculum of all levels of education.

In an attempt to prove its ability to create an intercultural policy in response to ECRI
reports, the MoECSY between 2003-2004 developed and applied on a pilot basis the ZEP
(Zones of Educational Priority) program, in some schools with large numbers of immigrant
children. ZEP program’s primary aim was to provide immigrant children with extra intensive
Greek lessons, in other words, language support, but also to promote multiculturalism. The
purpose behind ZEP, was to create a program to fight school failure, literacy and exclusion

in schools with high rates of immigrant students (Hajisoteriou, 2020).

Furthermore, in 2004, the MoECSY used the slogan “Democratic Education in the Euro-
Cyprian Society” and started a campaign regarding issues of intercultural education. Accord-
ing to Europeanized discourses, the slogan was used to describe Cyprus’ efforts to embrace
interculturalism in the national education system. In addition, in 2008 the MoECSY, in an
attempt to promote interculturalism, used the terms ‘intercultural education’ and ‘inclusion’

to replace ‘multicultural education’ and ‘integration’. Another action taken by the MoECSY,



was the formation of new curricula (during school year 2011-2012), which aimed the crea-
tion of democratic schools which promote inclusion and respect for diversity and cultural
pluralism (Hajisoteriou, 2020). The new curricula, involved discourses of intercultural edu-
cation and aimed the adoption of an intercultural ideology. However, Hajisoteriou and An-
gelides (2014) claimed that, because the definition of intercultural education was inadequate

in the curricula, a gap was created between practice and policy rhetoric.

In the school year 2015-2016, the ZEP program was replaced by the DRASE program
(Actions for School and Social Integration) and was applied in schools with large numbers
of immigrant students. Schools that participate in this program, provide students and their
families with various services, such as counseling and guidance (for social skills enhance-
ment and prevention of youth delinquency and school failure) and Greek language intensive
lessons, in order to avoid social exclusion and fight illiteracy (Hajisoteriou, 2020). In the
same year, the MoECSY developed an anti-racist behavior code and a guide for racist inci-
dent management and logging. Both the code and the guide, were created to help teachers
identify and respond to racist behavior and to promote anti-racist school environment (Haj-

isoteriou, 2020).

However, despite MoECSY’s attempts and the new policies formed, later research re-
vealed that in practice, these policies still related to monoculturalism. As cited in Hajisote-
riou (2020), according to Cypriot research findings, the gap between practice and curriculum
discourse of interculturalism, was created because the intercultural education policy was de-
veloped without actually restructuring or reconceptualizing the Cypriot educational system.
As a result, no coherent policies about intercultural education and no clear organizational
practices to be applied were communicated to schools by the MOECSY'. In other words, even
though the MoECSY added an intercultural character to the national and educational policy,

it failed to provide the essential resources for the application of these policies to schools.

Hajisoteriou and Angelides (2016), pose that cultural and political reasons (mainly the
political problem), also play a significant role for Cyprus’ “symbolic” adoption of Europe-
anized policies regarding intercultural education. Specifically, they stated that because im-
migrants are perceived by society as a threat to Cypriots’ national identity (in the same way
as Turkish-Cypriots and Turks are), the MoECSY had not developed effective initiatives for
inclusion of immigrants on purpose, so that immigrant students would be in some way

“forced” to assimilate in the native culture (Hajisoteriou & Angelides, 2018).



Ultimately, it seems that changes regarding intercultural education in Cyprus have oc-
curred only at the national policy rhetoric level and not at the level of practice in schools.
The existing nationalistic teaching discourses, the unchanged (history and religious studies)
textbooks used in schools and the goal of linguistic assimilation of immigrant students, rep-

resent strong evidence of the lack of change at the level of practice (Theodorou, 2014).

1.2. Acculturation

As cited in Fox et al. (2017), the term ‘Acculturation’ stems from two fields: Anthro-
pology and Archaeology. It is a term that has been initially constructed to describe the
changes that result with regard to language and culture, when different groups come together.
It was later re-conceptualized, re-operationalized and used in the field of Psychology. More
specifically, in the early 1950’s, the Social Science Research Council, added to the definition
of acculturation a psychological component, which emphasized the catalytic role of
choice(s) immigrants can make, regarding which characteristics of the host country wish to
adopt and which heritage/origin culture characteristics wish to maintain (Padilla & Perez,
2003). Over the years, the focus of the term has shifted from the group to the person level
and is nowadays used when one refers to changes in an individual’s values, identity and

behavior, as a result of first-hand intergroup contact.

Berry and Sam’s (1997) model, is the most prominent and accepted conceptualization
in the field of Psychology. According to them, acculturation is “a set of internal psycholog-
ical outcomes including a clear sense of personal and cultural identity, good mental health,
and the achievement of personal satisfaction in the new cultural context”. Furthermore, their
model, assumes that acculturation is a process of psychological and cultural adaptation pro-
cess (that follows intercultural contact), composed of two dimensions/issues: host culture
acquisition and heritage culture retention (Berry, 2003). As cited in Handelsman and
Gottlieb (2005), the first dimension, refers to the individuals’ willingness to either maintain
or change their origin identity and culture, and the second dimension refers to the degree of

the individuals’ out-group contact and participation in the host or/and other cultural groups.

According to Berry and Sam (1997), the combination of these two dimensions/issues of
acculturation, results in four acculturation strategies: integration, assimilation, separation
and marginalization. Integration is the process where individuals interact with other cultures
while maintaining their original culture, whereas assimilation is a term used to describe the
abandonment of one’s original culture while interacting with other cultural groups. Further-

more, separation is a term used when individuals maintain their original culture but do not
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interact sufficiently with other cultural groups and the last one, marginalization, is used to
describe the situation where individuals show no interest in contacting other groups, nor
maintaining their original culture. Berry (1980), stated that the way each individual experi-
ences acculturation varies, and it is this variation of engagement in the acculturation process
that he named ““acculturation strategies”. He also used the term “psychological accultura-
tion” to describe life changes of individuals who belong to larger cultural groups, brought
by cultural changes. As cited in Serdarevic and Chronister (2005), the most effective accul-
turation strategy is integration, as it allows individuals to maintain their heritage culture and
adopt/accept values and customs of the host culture simultaneously. In fact, Berry and Sam
(1997, p.298), stated that “Evidence strongly supports a positive correlation between the use

of this strategy and good psychological adaptation during acculturation”.

When it comes to immigration, Berry (2008), defined acculturation as a two-way pro-
cess, where both immigrant and receiving culture’s individuals, adapt to cultural changes.
Cultural changes occur at a political, economic and psychological level. Berry (2008), stated
that immigrants compared to individuals of the receiving/host culture, experience more cul-
tural changes. For the vast majority of immigrant individuals, the process of acculturation

begins upon arrival in the host country.

As cited in Serdarevic and Chronister (2005), another way to conceptualize accultura-
tion in the context of immigration, is a process consisting of three stages: relief, disappoint-
ment (regarding the host culture) and finally acceptance over the course of time. Relief is
usually felt during the first stages of immigration, when immigrants idealize the host coun-
try. However, as immigrants have more contact with the people and the mentality of the
receiving country, they may become disappointed. If this feeling of disappointment contin-
ues for a long period of time, it may trigger the development of psychological problems and
psychological maladjustment (Ben-Sira, 1997). In the case where individuals do not face

such difficulties, acceptance of host society is achieved over time.

Past research shows that acculturation is a process that has a significant impact on de-
velopmental outcomes, particularly in early adolescence, a period when radical physical and
psychological changes occur (Cooper, 2011). Cheung et al. (2011), called this period, “sen-
sitive period” for acculturation. As cited in Schwartz et al., (2015), especially immigrants
and adolescents from minority groups, seem to face more issues regarding their identity,
because they must maintain a balance and place themselves somewhere between their coun-

try/culture of origin and the new host country. This process, could be very challenging and



potentially create psychological incongruences, as adolescents are “forced” to adopt and ful-

fill various different, incompatible and/or conflicting roles and expectations.

Acculturation is considered both a social and an individual-level phenomenon, which
continues throughout life. It is a complex and dynamic two-way/bidimensional process,
which includes changes and adaptations by both culture(s) and individuals involved. The
stages of acculturation process change over time, as immigrants’ context and society’s per-
ception of them change, thus it is important to think of acculturation as a non-linear process
(Serdarevic & Chronister, 2005). As researchers suggest, it is very important to become
aware of these chronosystemic changes in immigrants’ experiences. Further understanding
of their mental health needs and their needs in general, will result in better and more effective

policy-making in different societal contexts.

1.2.1. The Impact of Stress on Adaptation

As cited in Sirin et al. (2012), by definition, acculturation stress or else acculturative
stress, refers to the possible psychological and social challenges immigrant individuals en-
counter while they negotiate the differences between their host and home culture. According
to Bilewicz et al. (2020), after their arrival in the host country, immigrants often experience
negative feelings, such as anxiety and low self- esteem and is also common for them to feel
uncertain and threatened. Adverse experiences such as prejudice, discrimination and nega-
tive attitudes/stereotypes held by the host culture, enhance these feelings further, sometimes
leading to high levels of stress and isolation. Other aspects of the acculturation process, such
as learning and adapting to new cultural expectations and rules, also give rise to acculturation
stress. Language skills, work challenges/pressure for academic excellence and intercultural
relations, are all considered potential causes of acculturation stress (Zacarian et al., 2017;
Bilewicz et al., 2020). In other words, acculturation stress is bidimensional, as it involves
both the intrapersonal experiences of the individual (managing or struggling with negotiating
cultural differences) and the host culture’s attitudes toward the individual (prejudice and
discrimination). Research shows that the nature of the host society plays a major role in
determining the degree to which immigrant individuals experience acculturation stress, and
in fact, it is suggested that the higher the discrepancy between the host and the home culture,

the more stressful the acculturation process will be (Lee et al., 2004).

As cited in Sirin et al. (2012), the body of research regarding the effects of acculturation
stress on adolescent populations is not large. However, findings from research on a similar

construct known as “minority stress”, show that racial discrimination, negative stereotypes
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and hostile attitudes can significantly affect in a negative way youth in minority groups.
Minority stress theory was initially developed to understand sexual minority groups’ mental
health, and poses that mental health disorders in minority groups, are mainly caused by the
hostile conditions and social stressors created by prejudice and stigma (Wu et al., 2020). The
theory was later extended and applied in research examining the effects of racism and dis-

crimination on ethnic minority groups’ mental health.

Research on minority stress, has yielded strong evidence that adolescents who experi-
ence high levels of minority stress during the process of identity formation, are more prone
to developing mental health disorders [e.g., depression and anxiety disorders, psychosomatic
complaints and lower self-esteem (Sirin et al., 2012)]. Furthermore, according to the minor-
ity stress model, undocumented immigrants are more vulnerable for psychological distress,
as they experience multiple chronic social and cultural stressors and more losses [e.g., family
separation, loss of rights, social status and well-being (Garcini et al., 2019)] compared to

documented immigrants

In 2007, Carter used the term “race-based traumatic stress”, to describe the psychologi-
cal harm caused by stress, racism and trauma. He specifically stated that everyday real or
perceived experiences of ethnic discrimination, as well as dangerous events of discrimina-
tion (e.g., physical injuries and humiliation) can lead to the development of post-traumatic
stress disorder (PTSD) and other mental health problems in ethnic minority groups, which

can then affect negatively their emotional well-being (Wu et al., 2020).

All things considered, research on acculturation of immigrants indicates that individuals
who manage to successfully integrate their minority identity with the new host country/cul-
ture, show better adaptation and suffer less from acculturation stress (Bilewicz et al., 2020).
On the other hand, those who feel inferior/marginalized and are unable to cope with accul-
turation stress, face a higher risk for developing mental health problems (Da Silva et al.,

2017).

As cited in Urzua et al. (2019), immigration as an experience is not necessarily what
causes stress, but the conditions under which it occurs can fuel acculturation stress, which
in turn can have adverse effects on the physical and psychological well-being immigrants.
In fact, according to Walsh et al. (2018), immigrant adolescents (and especially first-gener-
ation immigrants), who cope with acculturation stress successfully and experience a smooth

cultural transition, have many opportunities for development brought up by immigration.
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Positive adaptation of immigrant individuals is known in the literature as the “immigrant

paradox”.
1.2.2. Immigrant Paradox

The “Immigrant Paradox” hypothesis poses that first-generation ethnic minority groups
such as immigrants, appear to have better educational and health outcomes compared to their
native-born peers, despite coming from similarly disadvantaged backgrounds. This phenom-

enon is also known as “Healthy Immigrant Effect” (Palacios et al., 2008)

As cited in Xu and Wu (2016), scholars explain this paradoxical phenomenon among
immigrants by mainly using two perspectives; the cultural perspective and the self-selection
perspective. The main difference between the two theoretical perspectives is that cultural
perspective is often ethnicity-specific, whereas the self-selection perspective applies to

nearly all immigrant groups.

The cultural perspective, which is mostly used by sociological research, posits that the
differences found between native and immigrant children’s outcomes, are a result of cultural
and behavioral characteristics unique to immigrant individuals. Based on this assumption,
two theories of assimilation have been put forward. The first one, the “linear assimilation
theory”, suggests that the degree of assimilation of immigrant children, defines their success.
In other words, this theory suggests that the more one tunes with the host culture and aban-
dons their origin culture, the more likely they are to perform similarly to their native coun-

terparts and assimilate more smoothly onto the host culture.

The second theory of the cultural perspective, is called “the segmented assimilation the-
ory” and was formed to improve the aforementioned model. This theory emphasizes that not
all patterns of adaptation/assimilation are desirable. Some immigrant groups for example,
succeed because they distance themselves from the host society and accommodate instead
of assimilate into the new culture, whereas some others succeed because they assimilate into

the new host culture through the acculturation process (Xu & Wu, 2016)

Nonetheless, according to Portes and Rumbaut (2001), the most successful immigrants,
are in fact those who both selectively keep traits of their own culture (e.g., social cohesion,
close family bonds, strong work/study ethics) and are integrated, instead of assimilated, into

the host culture.
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The self-selection perspective on the other hand, emphasizes the psychological charac-
teristics of all immigrant individuals, who have moved voluntarily to the new/receiving
country, such as their high aspirations and strong motivation. This approach suggests that
adult immigrants usually have usually higher motivation than native individuals regarding
employment and educational attainment, a trait which is then passed on to their children. In
other words, this immigrant drive to thrive, reinforces immigrant adolescents’ school adap-

tation and leads to academic excellence and outperformance over their native peers.

As cited in Xu and Wu (2016), research suggests that compared to their native peers,
children of immigrants build better relationships with their teachers, show greater motivation
and hold more positive attitudes towards school and learning. More specifically, according
to Greenman (2013), findings from numerous studies suggest there exists a consistent pattern
in which either first-generation immigrant children, second-generation immigrant children,
or both groups achieve higher results (test scores and GPA) and have lower drop-out rates
than their third-and-higher/native peers. This educational advantage of immigrant students,
who might be thought to be educationally disadvantaged due to language and social barriers,

has been termed the “Immigrant Paradox” in education (Palacios et al., 2008).

Despite numerous studies demonstrating supporting evidence for the Immigrant Para-
dox across psychological, educational and physical outcomes, research findings are non-
consistent. Some studies for example, showed that first-generation immigrants in general
outperform natives, however, by the second and third generation, this changes to an immi-
grant health disadvantage. In addition, the “Immigrant Paradox” was found to exist in the
USA, but not in European countries. As cited in Zehr (2009), research collected from more
than 40 counties, showed that in most (European) counties, first-generation immigrants have
worse health and educational status than future generations. Therefore, it is believed that its
existence is highly debated and may be different depending on ethnic backgrounds, demo-

graphic characteristics and outcome measures (Noam et al., 2014).

1.3. Immigrant Students’ Mental Health

Adapting to the host country, can be a very challenging and stressful process, requiring
both sociocultural and psychological adaptations. According to Berry (2005), not every in-
dividual responds to the acculturation process in the same way. Individuals who find it dif-

ficult to manage the changes that occur after displacement, face a higher risk for developing
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anxiety disorders and depression. As cited in Kieseppdi et al., (2021), the comorbidity be-
tween anxiety disorders, PTSD and depression in the general population is high, and as some

studies suggest, it might even be higher among immigrant individuals.

Research on immigrant adolescents’ mental health has provided mixed results. Some
studies suggest that immigrant adolescents show more psychiatric symptoms and adjustment
problems than the general population, whereas some others report they show less. These two
perspectives are called the “Migration Morbidity” and the “Immigrant Paradox”, respec-
tively. From the perspective of the Migration Morbidity, immigrant individuals show worse
mental health and overall adjustment, whereas from the Immigrant Paradox, as discussed in

the previous section, immigrants outperform natives (Parviainen et al., 2021).

Research in Europe examining the correlation between adolescent mental health prob-
lems and immigration, has yielded supporting evidence for the perspective of Migration
Morbidity, as it has shown that immigrant adolescents face a higher risk for developing men-
tal health problems than their native peers (Minas et al., 2013). Some reasons for these re-
sults, include lesser access to professional healthcare, experiences of discrimination in the
host country/society (Social Stress Theory), stress caused by the acculturation process itself
(Acculturation Theory) and facing the various challenges brought up by immigration. Pre-
migration factors, such as living conditions (e.g., war, poverty) and stressful or traumatic
experiences associated with leaving one’s country and family members, can also trigger
mental health problems, as they evoke feelings of loss and uncertainty. Especially for immi-
grant teenagers, who are undergoing important developmental changes, such social losses in
combination with acculturation stressors, can have detrimental effects on their mental health

(Minas et al., 2013).

Supporting evidence for the Migration Morbidity, comes also from research on exter-
nalizing and internalizing mental health problems. More specifically, findings from research
on immigrant adolescents’ mental health, suggested that immigrant adolescents show more
internalizing (depression, anxiety and somatic pains) and externalizing (observable behav-
iors such as aggression and delinquency) symptoms compared to their native peers (Fang et
al., 2020). Studies focusing further on gender differences between immigrant and non-im-
migrant adolescents regarding mental health, have shown that despite girls in general expe-
riencing more internalizing problems than boys, the correlation was more robust among im-
migrant adolescents. Findings also revealed that immigrant girls displayed more mental

health problems than their native female peers (Nolen-Hoeksema & Girgus, 1994; Flink et
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al., 2012). These differences have not been fully explored; however, some scholars believe
that girls’ and boys’ differential access to society resources, asymmetric power relationships
between them and differences regarding traditions and gender-based expectations of the host
culture and the country/culture of origin, might account for these differences (Shoshani et

al., 2016).

Nonetheless, as cited in Shoshani et al. (2016), there are also numerous studies that
showed no differences between immigrant and non-immigrant adolescents’ mental health
outcomes, or even better mental health among immigrant adolescents. For example, Stevens
and Vollebergh (2008), conducted an international literature search regarding first- and sec-
ond-generation immigrant children’s mental health and found that there is not sufficient ev-
idence to indicate that immigrant children face an increased risk for developing mental health
problems compared to their non-immigrant counterparts. In addition, another study of both
first- and second-generation immigrant adolescents living in 13 different countries, showed
that immigrants had less mental health problems than their native peers (Berry et al., 2006)
(Immigrant Paradox). As cited in Noam et al. (2014), Qingwen et al. (2010), posed that im-
migrant adolescents have important protective factors, such as family environment and rela-

tionships which reduce the risk for developing mental health problems.

All things considered, studies on the psychological health of immigrant adolescent pop-
ulation remain inconclusive, with some showing immigrant adolescents doing better than
their native peers and others finding increased rates of symptoms such as depression, anxiety,
aggression, low self-esteem and dependency. These contradictory results, are considered to
be potentially linked to differences in cultural/ethnic background, gender, host population,
and many other factors that affect the processes of immigration and acculturation and indi-
cate the importance of further investigating their relationship with immigrant adolescents’

adjustment (Noam et al., 2014).

1.4. Scholastic Well-Being

As cited in Obermeier et al. (2021), scholastic well-being is a highly relevant area in
educational research. Findings of numerous studies have suggested that there is a strong
influence of scholastic well-being on successful learning and health status of students, and

have emphasized that scholastic well-being is an important indicator of school quality.
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Scholastic well-being as a context-specific part of general well-being, involves (cogni-
tive and affective) evaluations of experiences within the school settings. The cognitive com-
ponent includes both self-related (e.g., scholastic self-concept) and contextual aspects (e.g.,
positive attitudes towards school), whereas the affective component includes whether a stu-
dent experiences enjoyment in school and whether physical expression of emotions (e.g.,
headaches, dizziness) with regard to school achievement, is present. Social problems at
school also represent a further dimension of scholastic well-being. Scholars, point out that
well-being can act as a determinant of academic achievement, but at the same time can be

regarded as an outcome of students’ achievement as well (Obermeier et al., 2021).

With regard to immigrant students, as cited in Motti-Stefanidi et al. (2008), school is
considered one of the most important cultural contexts, because it offers them the oppor-
tunity to be exposed to the host culture’s norms and values, allowing them to gain numerous
acculturative experiences. Some of the most important markers of effective adaptation to the
host culture, include psychological well-being, academic achievement, peer relationships
and obeying the rules. These domains, are evaluated within the school context and are con-

sidered some of the key developmental tasks of adolescence.

According to scholars, success in these domains is an indicator of positive adaptation,
both from the point of development and acculturation, and is considered an important pre-
dictor of positive adult outcomes as well (Berry et al., 2006). School success is also found
to be greatly associated with fewer future societal problems, such as teenage pregnancy and
criminal behavior. Thus, given the fact that immigrant youth comprise a large part of many
societies all over the world, assuring they succeed in school, will benefit both immigrants as

individuals, but also the society as a whole (Motti-Stefanidi & Masten, 2013).

To measure immigrant adolescents’ success and ability to adapt and adjust, researchers
need to take into account school environment and psychological intrapersonal and interper-
sonal factors related to school, such as school anxiety (cognitive and physical symptoms),

school autonomy, school motivation and interest and peer relationships.
1.4.1. School Anxiety

As cited in Suérez-Orozco et al. (2009), immigration stressors complicate immigrant
students’ adjustment to new schools, leaving them more vulnerable to academic failure com-
pared to their native peers. Despite studies demonstrating that immigrant adolescents hold

more positive attitudes toward school and greater optimism about the future than their native
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peers, some of them fail to perform well academically on various academic indicators

(achievement tests, grades, dropout rates, and school attendance).

School environment can have a great impact on students’ sense of belonging and iden-
tity/personality formation. As cited in Walsemann et al. (2011), school environment plays a
vital role in shaping students’ worldviews as well, as it allows the reproduction of cultural
and social inequalities. Schools convey either covertly or overtly information to students
regarding the meaning of race and class, who is more powerful in a society, and whose be-
liefs are more valued. Such messages are mainly conveyed through the structure within the
schools in terms of power, the extent of attention academic staff gives to racial conflicts
within the school settings and through the parental and school personnel’s stereotypes and
attitudes. According to Tummala-Narra and Claudius (2013), both covert and overt forms of
ethnic and racial discrimination are not isolated events that happen occasionally, but rather
may be a normative experience for immigrant youth, which can contribute to adverse devel-

opmental outcomes.

Research findings suggest that the racial composition of schools, may form an environ-
ment where some students feel respected and valued, whereas others feel isolated because
of their ethnic background. Immigrants, being a minority group, are more likely to experi-
ence discrimination compared to their native peers. Discrimination in turn, a socially-derived
stressor, can influence both mental and physical health of immigrant adolescents. In fact,
perceived discrimination has been shown to be linked to depressive symptoms and greater

psychological distress (Walsemann et al., 2011).

As cited in Gillen-O'Neel et al. (2011), perceiving one’s group as stigmatized can be a
very stressful experience. Within the school environment, stress associated with stigma can
be expressed as academic anxiety. According to research findings, individuals who belong
to ethnic minority groups (such as immigrant individuals), who are repeatedly reminded that
their group is stigmatized, tend to show more anxiety than individuals who are not reminded
of their group’s stigmatization. Steele (1997), posed that even though all students experience
anxiety in the school environment (e.g., concern over others thinking of them as fools for
giving the wrong answer), students who belong to minority groups for which negative ste-
reotypes concerning academic abilities exist, suffer more from anxiety. For these students,
not giving the correct answer could be personally damaging, but the fact that it confirms the

negative stereotype toward their ethnic group, is even worse.
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Furthermore, research showed that peer victimization within the school setting, can have
a detrimental effect on minority group adolescents’ academic self-efficacy. Specifically, re-
search findings show that there is a negative correlation between peer victimization/rejection
and perceived academic competence (e.g., test grades, exam performance and ability to pass
grades), possibly because victimized and marginalized individuals receive negative mes-
sages about themselves, which are then expressed as negative overall self-evaluations and

diminished sense of academic self-efficacy (Thijs & Verkuyten, 2008).

Lastly, as cited in Bankston and Zho (2002), another possible explanation for immigrant
adolescents’ school-related anxiety, is parental pressure. In an attempt to adjust and establish
themselves in the new environment (mobility orientation), immigrant parents, over-pressure
their children to achieve positions of prestige and respectability through schooling. Thus,
children of immigrants may develop lower self-esteem and become more prone to academic

anxiety.
1.4.2. School-related Psychosomatic Complaints

The belief that somatic symptoms can be a way of expressing emotional distress has
existed in the literature for many decades (Lipowski, 1988). Individuals suffering from ele-
vated psychological distress, anxiety disorders and/or mood disorders may also develop psy-
chosomatic (or somatic) symptoms. Somatization, has been broadly defined as the presenta-
tion of one or more medically unexplained somatic symptoms, that does not meet the criteria
of the Diagnostic and Statistical Manual of Mental Disorders (DSM) for somatization disor-

der, or other somatoform disorders (Ritsner et al., 2000).

According to epidemiological studies’ estimates, the prevalence of somatization in the
general population, ranges from 4% to 20%, depending on the diagnostic criteria used in
each study. With regard to the immigrant population all over the world, findings from several
studies have indicated that individuals of this group have a higher risk of developing psy-
chosomatic symptoms, since they experience significantly more psychological distress and

stressful life events than members of native populations (Ritsner et al., 2000).

Research on immigrant adolescents’ mental health, has provided empirical evidence
suggesting that perceiving oneself as a target of discrimination by members of a dominant
outgroup, is considered one of the main acculturative stressors linked to psychological symp-

tomatology (e.g., anxiety and depression) and psychosomatic symptoms among immigrant
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youth (Titzmann & Silbereisen, 2012). As cited in Cardoso et al. (2021), prolonged activa-
tion of the stress response system due to experiencing acculturation stress and discrimina-
tion, can lead to a variety of internalized symptoms/reactions in adolescent immigrant youth,
such as generalized anxiety and somatic symptoms (including headaches, stomachaches,

backaches, and morning fatigue).

Children often inform others about their well-being by expressing complaints concern-
ing their subjective health, both in school and other settings. In 2008, Stevens and Volleberg
conducted a large study on Nordic adolescents’ subjective psychological and physical health,
by assessing their subjective health complaints. Findings revealed that adolescents of foreign
backgrounds, reported more subjective health complaints (e.g., headache, back pain, loss of
appetite, stomach pain) than native adolescents. Numerous studies conducted in Denmark,
yielded similar results. More specifically, as cited in Leth et al. (2014), a study examining
mental and physical health-related problems among 7,056 immigrant and native Danish stu-
dents, showed that immigrant students displayed higher levels of health-related problems

than native Danish students.

Furthermore, as cited in Sam et al. (2008), findings of a study using a large cross-na-
tional sample of immigrant and native youth adolescents living in Finland, the Netherlands,
Norway, Portugal, and Sweden, indicated that being a first-generation immigrant is corre-
lated with poorer life satisfaction and higher levels of depressive and somatic symptoms,
anxiety and low self-esteem, in comparison to native students or second-generation immi-

grant students.

All things considered, co-occurrence of psychosomatic and emotional symptoms, are
common manifestations of stress reactions. Especially, among young immigrant individuals,
these reactions seem to impact their school performance and adaption to school demands.
School-related stress in turn, causes higher prevalence of somatic complaints in this popula-

tion, within the school environment (Sonmark et al., 2016).
1.4.3. School Autonomy

The ability to self-regulate one’s behavior, is a part of the process of self-governance
and is known as ‘behavioral autonomy’. Behavioral autonomy is considered one of the most
important aspects of adolescent development and a basic psychological need. During ado-
lescence, individuals’ sense and need of autonomy is increasing, usually leading them to

seek new experiences (Titzmann & Silbereisen, 2012).
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Within the school settings, the term ‘school autonomy’ is used to define “the behavior
the teacher provides during instruction first to identify, then to vitalize and nurture, and
eventually to develop, strengthen, and grow students’ inner motivational resources” (Reeve
2016, p. 130). As cited in Alivernini et al. (2019), teaching styles that support autonomy
involve taking students’ points of view into account and allowing them to make their own
choices with regard to learning and school activities. Research on school autonomy, suggests
that when students feel that their autonomy is supported, they then feel more understood and
respected by the teaching staff. According to Self-Determination Theory (SDT), such en-
couragement from teachers, improves students’ mental health, because it helps satisfying
their basic psychological needs of autonomy, relatedness and competence (Alivernini et al.,

2019).

Moreover, Roeser and Eccles (1998), reported that adolescents who believe their school
provides them a greater degree of student autonomy (e.g., opportunities for students to share
their suggestions and ideas), experience higher levels of self-esteem and have a lower risk
for experiencing depressive symptoms. In a similar study, Way et al. (2007), found that when
students are encouraged to participate in decision making and defining their school rules,

their self-esteem increases.

Democratic school settings have been found to provide adolescent students with the
opportunity to feel empowered and experience a sense of meaningful membership in society
in the future. According to research, these positive effects of a democratic school environ-
ment are even more salient with adolescents of immigrant background. As cited in Ozdemir
and Stattin (2014), when immigrant adolescents are exposed to ethnic devaluation, they re-
ceive the message that their suggestions, input and ideas are not well respected or accepted
by the ethnic majority group. Such messages, may lead them to perceive themselves as sup-
pressed and devalued. On the other hand, when the school environment emphasizes the im-
portance of inclusion and the need of valuing every student’s voice, in-group/out-group dis-
tinctions are prevented, ethnic harassment on students’ self-processes and psychological
health is diminished and social cohesion is promoted. Thus, immigrant students feel inte-
grated and the risk of school adjustment difficulties is significantly lowered (Ozdemir &

Stattin, 2014).

20



Research on immigrant adolescents’ school autonomy is not sufficient. However, a
study conducted by Alivernini et al. (2019), showed that when immigrant adolescents per-
ceive teachers as adopting an approach that is supportive of autonomy, they tend to report

significantly higher levels of psychological wellbeing.
1.4.4. School Motivation and Interest

Based on Bronfenbrenner’s (1979), ecological systems theory, various studies on immi-
grant individuals have investigated how the experience of immigration itself is related to
education, parenting and students’ motivation in school. School motivation comprises of
many constructs including goal orientation, motivation, self-schema and interest. Research-
ing motivational constructs is very important, since motivation predicts future academic suc-

cess of students.

According to SDT, human motivation has a universal multidimensional structure based
on different regulation types that reflect different levels of self-determination. These types
of regulation, are organized along a self-determination continuum, ranging from autonomous
motivation to controlled motivation and amotivation. Autonomous motivation involves self-
endorsed engagement in activities, whereas controlled motivation involves engagement in
activities due to external or internal pressures. Amotivation on the other hand, refers to the
complete absence of any form of motivation. Along this self-determination continuum, exist
five types of motivation, arranged according to individuals’ degree of autonomy. As cited in
Manganelli et al. (2021), the five types of motivation are: intrinsic motivation (which repre-
sents the highest level of self-determination and involves studying for enjoyment and inter-
est), identified regulation (which occurs when individuals consciously consider studying as
valuable for themselves), introjected regulation (which is a lower level of self-determination
and occurs when students are not fully involved with studying and they do it in order to avoid
feelings of guilt), external regulation (which is the lowest level of self-determination and
occurs when adolescents study to obtain rewards or avoid punishments.) and finally amoti-

vation (which occurs when self-determination is totally absent).

According to SDT, when individuals feel they can satisfy their psychological need for
autonomy, self-determined motivation is encouraged. Some study findings, suggest that
sometimes, and especially when individuals live under disadvantageous socioeconomic con-
ditions, this need for autonomy is not met. Thus, adolescents with a lower socioeconomic
status, such as immigrant individuals, have a higher risk to experience negative emotions
and psychological distress at school (Manganelli et al., 2021).
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Research regarding academic motivation of high school students across different coun-
tries and cultures, is insufficient and inconsistent. However, a recent study by Manganelli et
al. (2021), which compared the level of academic motivation between immigrant and non-
immigrant adolescent students, showed that immigrant adolescents had lower levels of iden-
tified regulation and higher levels of amotivation, external regulation and introjected regu-

lation than non-immigrant students.

As cited in Motti-Stefanidi et al. (2015), evidence regarding the effect of students’ im-
migrant status (first-, second- or later generation) on school motivation and school engage-
ment is inadequate, and results are inconsistent too, with some studies finding higher school
motivation and interest among first-generation immigrant students and other studies finding
higher school motivation and interest among second-generation immigrant students. This is
known as “inter-generational effect” (Sanchez-Ordaz & Mosqueda, 2021). Both directions

of research findings will be discussed further in the next paragraph.

With regard to the first direction of research findings, supporting evidence comes from
studies that found that first-generation immigrants value school success, show higher school
engagement and receive better grades than both their native peers and second-generation
immigrant peers. Scholars suggest that this could be attributed to the fact that more recently
immigrated youth (first-generation immigrant adolescents), place more value on education
and put more effort in school (Duong et al., 2016). Research also shows that more recent
immigrants, display lower rates of social and behavioral problems, put more effort into their
school work and hold more positive attitudes toward school (Duong et al., 2016). Fuligni
(1997), posed that on average, first-generation immigrants, compared to later generations of
same-race immigrants, are perceived as more hardworking. Thus, it is not surprising that
first-generation immigrant students are found to have higher school motivation and interest

compared to second-generation and natives.

However, this phenomenon is not universal. With regard to the second direction of re-
search findings, various studies have shown that second-generation immigrants often have
better school outcomes compared to their first and later generation immigrant counterparts.
Kao and Tienda (1995), proposed a variation of the Immigrant Paradox model which sug-
gests the existence of an educational advantage of the second-generation over first- and
later—generation immigrant students. They hypothesized that many recent immigrant parents

hold higher expectations regarding their own and their children’s upward mobility compared
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to later immigrant generations, a phenomenon they named “immigrant optimism”. They fur-
ther suggested that second-generation immigrant students seem to have a significant educa-
tional advantage over first- and later—generation immigrants, due to their mastery of the host
country’s national language coupled with immigrant optimism (Duong et al., 2016). Accord-
ing to Kao and Tienda (1995), immigrant parents’ own experience of discrimination and low
social status in the host country, drive them to hold high expectations and aspirations for
their children’s upward social mobility through the educational system. Parental involve-
ment in students’ school work seems to further positively influence students’ school engage-

ment and performance (Duong et al.,2016).

Supporting evidence for second-generation immigrants’ educational advantage comes
from a study by Portes and Rumbaut (2001) as well, who found that second-generation im-
migrants report to have both higher educational aspirations and school motivation than first-
and later generation immigrant students. In addition, a meta-analysis carried out by Duong
et al. (2016), revealed that second-generation students performed significantly better than
first-generation immigrant students on standardized test scores and they outperformed later—
generation immigrants on school grades. Researchers posed that, second-generation immi-
grant students’ advantage, may derive from a combination of these students’ protective cul-

tural values and availability of resources.

Moreover, as mentioned before, results on generational differences regarding school
motivation and interest among immigrant youth are not clear. In fact, according to Motti-
Stefanidi et al. (2015), (either first-or second-generation) immigrants adolescents’ school

motivation and school engagement is contingent on the host society and the immigrant

group.

All in all, despite study findings suggesting an educational advantage of either first- or
second-generation immigrant students, there are some common factors which negatively af-
fect school motivation, school interest and educational aspirations of both groups. According
to research, immigrant families’ low socioeconomic status, parents’ pre-immigration educa-
tion, cultural familiarity with the receiving country’s educational system, linguistic profi-
ciency, parental involvement in education, parental aspirations and students’ academic self-
concept, are all considered variables that influence all aspects of academic performance.
These variables should be therefore taken into account in school policy development, in or-
der to efficiently integrate immigrant adolescents within each host country’s school system

(Areepattamannil & Freeman, 2008).
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1.4.5. Peer relationships

Peers play a very important role for adolescent development. According to Erik Erikson
(1968), during adolescent years (ages 12—18), individuals establish peer relationships while
seeking to develop self-identity and autonomy from their parents (Chen, 2005). Steinberg
and Brown (1989), highlighted that even though parents have the most salient influence on
their children’s long-term educational path, peers are more influential on their everyday be-
haviors in school. For example, time spent on homework, how they behave in the classroom
and attitude toward school, seem to be associated with peer relationships. Researchers in the
United States, have also found that peers affect all aspects of a student’s life (not only edu-

cational aspirations) and especially emotional and social adjustment (Chen, 2005).

As cited in Chen (2005), it is reasonable to expect that peers influence one another’s
academic engagement and outcomes, due to the many hours they spend together every day
at school. During adolescence, peers act as social mirrors, validating each other’s self-image.
Thus, the experience of being accepted by peers in a social setting such as the school, is

critical for the adolescent’s self-esteem (Saminathen et al., 2021).

According to Masten (2014), both developing and maintaining positive peer relations
are very important developmental tasks that predict individuals’ future adaptation. Ac-
ceptance by peers, promotes and protects the psychological well-being and adaptation of
adolescents, whereas rejection by peers, increases risk for negative outcomes. Research
shows that good-quality friendships and trusted close friends, can buffer victimization and
protect anxious adolescents. In particular, study findings showed that having social support
and acceptance by peers, increase validation and decrease social anxiety (Du & Field, 2020).
In addition, research shows that positive peer relationships at school, lead adolescents to
perceive school more favorably and perform better academically (Motti-Stefanidi et al.,

2008).

According to Plenty and Jonsson (2017), belonging to an ethnic minority group is con-
sidered as a risk factor for exclusion among peers. Social identity theory suggests that indi-
viduals in general, desire to identify with and belong to social groups perceived as superior
to others. Within the school settings, students strive for a high position within the social
hierarchy and may deliberately or unintentionally distance themselves from individuals who

are perceived as belonging to a group of lower status (such as immigrants).
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Feeling accepted by non-immigrant peers is considered a crucial acculturative task for
immigrant adolescents, as it promotes their overall well-being and their positive adaptation
to the host culture. As cited in Asendorpf and Motti-Stefanidi (2017), research suggests that
acceptance and rejection of immigrants by peers and classmates depend mainly upon four
distinct factors that often overlap. These factors are: in-group preference, immigrants' soci-

etal status, immigrant composition of the classroom, and intergroup contact.

In-group preference, refers to the tendency of people to prefer members of one's in-
group to those of one's out-group, a phenomenon also known as “homophily”. Adolescents
often choose to make friends who are similar to themselves, in terms of ethnicity, age and
socioeconomic status. Consistent with this phenomenon, known as *‘friendship homophily’’,
immigrant adolescents seem to prefer making friends with individuals from their own ethnic
group (Motti et al., 2008). In multi-ethnic contexts, differences in ethnicity often result to
in-group preference. Within the school setting, in mixed classrooms consisting of non-im-
migrants and immigrants, immigrant status might also result to an in-group preference of

immigrants, even if students are of different ethnicities (Asendorpf & Motti-Stefanidi, 2017).

With regard to immigrants' societal status, research shows that in multi-ethnic groups,
ethnic (sub) groups of higher social status, are preferred more than groups of lower social

status. This preference, reflects hierarchies in society (Asendorpf & Motti-Stefanidi, 2017).

Moreover, the third factor, the immigrant composition of the classroom, seems to play
a major role in adolescents’ peer preferences. As cited in Asendorpf and Motti-Stefanidi
(2017), as the proportion of immigrants in a multi-ethnic classroom increases, immigrants’
profit from immigrant classmates’ in-group preference increases too. Immigrant students
and especially those who have a more visible minority status, find it more difficult to gain
group membership and a sense of belonging in a classroom with a high proportion of major-
ity/native group students. This is because, in such context, they may face more discrimina-

tion and stigmatization.

Rejection by classmates can potentially have detrimental effects on immigrant adoles-
cents’ sense of self-image, and thus it can lead to lower levels of perceived psychological
well-being among them. In contrast, according to research, when immigrant adolescents are
surrounded by a high proportion of other students who are foreign-born too or have foreign-
born parents, they have better chances of experiencing a stronger sense of belonging, and
consequently maintaining a higher level of psychological well-being (Saminathen et al.,
2021). Numerous studies conducted in Northern American and European countries, confirm

25



these findings and highlight that especially immigrants with non-European backgrounds, ex-
perience less victimization in schools with higher proportions of immigrants (Plenty & Jons-

son, 2017).

The fourth factor affecting peer relationships of immigrant adolescents, is opportunity
for intergroup contact. As cited in Asendorpf and Motti-Stefanidi (2017), various meta-anal-
yses of studies in this area, have revealed that in most social settings, prejudice is negatively
associated with the length and quality of intergroup contact and is in fact more profound
among societal majority members. Scholars attribute these findings to the fact that cross-
ethnic contact does affect prejudice, by reducing the initial intergroup bias (both in-group
favoritism and out-group discrimination). Findings of longitudinal studies, suggest that the
higher the intergroup contact the less the intergroup bias over time. For example, Titzmann
and Silbereisen (2009), reported that recently immigrated German-Russian adolescents, had
over a period of three years, increasingly more cross-ethnic friends in German schools. Sim-
ilarly, Titzmann et al. (2012), found that within a period of two years, Jewish-Russian im-

migrant students in Israel had a significant increase of cross-ethnic friendships.

As cited in Barrett et al. (2012), the interethnic dynamics of diverse school environments
have been found to affect immigrant students’ academic motivation and achievement. More
specifically, school-based supportive peer relationships that promote a sense of acceptance
by other ethnic groups, have been shown to enhance both immigrants’ behavioral and cog-

nitive engagement, leading to higher grades.

Nevertheless, despite literature identifying factors influencing immigrant adolescents’
peer relationships and school adjustment, empirical findings regarding differences in social
exclusion between majority and immigrant adolescents have been mixed. Some studies
found that individuals belonging in ethnic minority groups, report more bullying than ma-
jority youth and are liked less than individuals belonging in the ethnic majority group (Motti-
Stefanidi et al., 2008; Strohmeier et al., 2011). However, other studies found no such differ-
ences (Fandrem et al., 2009), or found the complete opposite [that ethnic minority groups
are less likely than ethnic majority groups to be identified as victims (Strohmeier et al.,

2008)].
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1.5. Stressful Life Events and Life Satisfaction

1.5.1. Stressful Life Events

As cited in Ward et al., (2021), psychological stress refers to the physical and/ or psy-
chological outcome of a perceived environmental demand on an individual. These environ-
mental demands (stressful events), could range from chronic stressors (e.g., chronic illness
and community violence), to time-limited high-severity stressors (e.g., natural disasters).
According to Thoits (2010), stressors can be categorized into three general categories: neg-
ative events, chronic strains, and traumatic stressors. Negative events, are single aversive
demands on a person’s life, chronic strains are characterized by demands that are persistent
or repeated, and traumatic stressors occur in situations in which the individual believes that
there is a threat to their life, bodily integrity, or sanity. All three categories of stressors, cause

physiological and psychological responses that affect both physical and mental health.

An individual’s response to stressors can be physical and/or mental, depending on the
individual’s social and cultural resources, psychological makeup and needs of the situation.
According to research, a factor that affects an individual’s response to stress, is the nature of
the stressor. Greater perceived severity of the stressor, longer duration and closer proximity

to the stressor, are all associated with more problematic stress responses.

Gagne (1998, p.356), defined trauma as a ‘shock that is deemed emotional, and substan-
tially damages over a long time period’, can have long-lasting effects (such as PTSD and
depression) not only on the individual who experienced it, but also on later generations of

that individual’s family.

Within the immigration context, immigrant trauma may involve traumatic stressful
events, such as interruption of schooling, housing and/or food instability, discrimination due
to race, religion or language, lack of physical and medical care, poor mental health, separa-
tion from parents or family, war, or political chaos in their country of origin (Murphy, 2016).
According to Torres et al. (2018), immigrant individuals may go through three different
stages of traumas: pre-immigration trauma (involves pre-existing stressors in their country
of origin), trauma during immigration process and post-immigration trauma (involves stress-

ors in the host country).

The experience of stressful and/or traumatic experiences by immigrant individuals, in-

creases the risk for psychological distress and disorders. According to a study by Perreira

27



and Ornelas (2013), during the immigration process, about 29% of immigrant adolescents
and 34% of their parents/guardians, experience at least one traumatic event. Amongst those
who were exposed to trauma, about 9% of adolescents and 21% of their parents were at risk
for developing PTSD. Sack et al. (1999), found that PTSD tends to persist in immigrant
population and it may even develop 6-12 years after arrival in the host country. According
to another study by Fazel et al. (2012), 8- 9 years after displacement, post-immigration ex-
periences were more important for immigrant youth mental health than pre-immigration ex-

periences.

Murphey (2016), posed that immigrant children and adolescents are significantly af-
fected by traumatic experiences and emphasized that exposure to trauma can possibly create

a path for symptoms of toxic stress.

Liang et al. (2020), carried out a study to investigate the relationship between childhood
trauma and negative academic, social and behavioral outcomes, using a sample of immigrant
children in China. Researchers were specifically interested in exploring internalizing and
externalizing behaviors, by asking immigrant children to complete both child behavior
checklist and traumatic experience history screenings. The most common traumatic events
reported by the children, were witnessing violence outside of their home (24.24%) and ex-
periencing domestic violence (13.98%), whereas less common traumatic events were disas-
ters (2.61%), earthquakes (2.71%) and one or more sexual harassment encounter (5.18%).
Researchers further categorized traumatic events based on the degree of exposure to the
event. The three categories that emerged were: low trauma exposure (meaning participants
had a low probability of exposure to a traumatic event), vicarious/secondhand trauma expo-
sure (meaning participants had a moderate probability of exposure to a traumatic event) and
multiple trauma exposure (meaning participants had moderate or high probabilities of trau-
matic exposure). According to the findings, children showed significant differences in symp-
toms (such as aggressive and delinquent behavior, withdrawal, and somatic complaints), de-
pending on the type of trauma they were exposed to. Furthermore, the findings indicated that
children exposed to more severe traumatic events, had higher scores for both internalizing

and externalizing behaviors.

With regard to school context, in the case of immigrant students, research has docu-
mented that the trauma of uprooting and adjusting to a new host culture, can cause significant

psychological distress and acculturation stress that can in turn have detrimental conse-
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quences on their peer relationships, self-esteem and self-efficacy (Frabutt, 2006). Experienc-
ing trauma can also impact immigrant adolescents’ educational outcomes and their relation-
ship to the new school system (Zacarian et al., 2017). According to research findings, stress-
ful experiences in childhood can lead to behavioral issues in the classroom, making adjust-

ment in the education system even more challenging (Balfanz et al., 2014).

According to research, repeated exposure to stressful life events, complicates immi-
grants’ integration onto the new host country and creates new stressors for this group, that
accumulate into compounded trauma (Torres et al., 2018). The impact of trauma is thought
to be passed down through generations (intergenerational transmission). In other words, be-
havior patterns, symptoms and values in relation to trauma that appeared in one generation,
will affect not only the generation that was victimized but also next generations. Danieli
(1998), suggested that trauma will be passed down as the family legacy to children born after
trauma, regardless of whether survivors talk about it or not. As cited in Straussner and Calnan
(2014), the impact of trauma remains decades after the original traumatic experience and
mental health symptoms may increase when individuals experience further traumas. There-
fore, it can be concluded that the frequency of traumatic events experienced (multiple trau-
matic exposures), is an important predictor of long-term mental health outcomes, particularly

for traumatized immigrant and refugee groups.

The dynamics of intergenerational transmission of trauma were first identified in studies
of adult children of Holocaust survivors (Danieli, 1998), and were later confirmed by re-

searchers investigating refugee populations from all over the world (Bogic et al., 2012).

With regard to the relationship between immigrant status, immigrant generational status
and the number and severity of traumatic events experienced, evidence is neither clear nor
sufficient. Sam et al. (2006), compared the general psychological adaptation of first-gener-
ation, second-generation and non-immigrants adolescents living in 13 different countries and
found significant differences in only four countries (Canada, Finland, Norway, and Sweden).
In these countries, non-immigrants and second-generation immigrants had better psycholog-
ical adaptation than first-generation immigrants, while no differences between non-immi-
grants and second-generation immigrants were observed. These results, confirm that first
generation immigrants may be at increased risk of mental illness and higher rates of PTSD
(Close et al., 2016), and that second-generation adolescents have an advantage over their

parents (Papademetriou et al., 2009).
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However, other studies suggest that despite the fact that children of immigrants (second-
generation immigrants) should feel that they have a similar future to their native-born peers,
they may experience more traumatic events compared to first generation immigrants, due to

racism and discrimination (Dreby, 2012).

Because there is no sufficient research exploring the differences and similarities be-
tween first-generation, second-generation and non-immigrants with regard to the experience

of stressful life events, the current study will address this with a research question.
1.5.2. Psychological Well-Being and Life satisfaction

According to Da Conceigao et al. (2008), subjective well-being refers to how people
perceive and evaluate their lives. Most researchers in this area, pose that there are three spe-
cific components of subjective well-being that can be operationalized and measured. Two of
these components belong to the affective domain and include the presence of positive feel-
ings (such as happiness) and the absence of negative feelings (such as anger and anxiety),
and the third component, (the cognitive component), refers to the intellectual evaluation of
one’s life satisfaction, either with respect to specific life domains or globally. Because well-
being can be understood as a continuum in the same way as health, it is important to measure
both negative and positive dimensions. According to Obermeier et al. (2021), well-being can

be considered high when self-evaluation is in favor of positive dimensions.

With regard to ‘Life Satisfaction’ as a term, Shin and Johnson (1978) defined it as an
overall assessment of an individual's quality of life, according to his unique chosen criteria.
As cited in Kogan et al. (2018), life satisfaction from the socio-psychological perspective, is
a subjective evaluation process, through which individuals compare their (perceived) situa-
tions with their hopes and expectations of how the situation should be (ideal/reference situ-
ation). As far as immigrant individuals are concerned, existing studies have identified three
dimensions that are directly connected to immigrants’ subjective evaluation process. These

are: cultural, social, and economic integration.

Research on life satisfaction among immigrant groups is limited and inconsistent, how-
ever, findings in general show a constant pattern of low life satisfaction among ethnic and
racial minority groups compared to the ethnic majority group, after their arrival in the host
country. According to Verkuyten (2008), this result is still found when certain demographic

and other factors are controlled. For instance, in a national survey conducted in the Nether-
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lands, it was found that the general life satisfaction of immigrant and ethnic minority indi-
viduals was significantly lower than that of the ethnic Dutch, even when controlling for in-
come, educational level, physical health, age, and gender. Thus, it seems that just belonging
in an ethnic minority group, can lower general life satisfaction. Reasons for lower levels of
life satisfaction, include both immigration specific factors and contextual host country ef-

fects (Arpino & de Valk, 2018).

Acculturation research has shown that attitudes of the majority group toward minority
groups are important for understanding ethnic minority groups’ life satisfaction, their attach-
ment to their own ethnic group and their attachment to the larger society. More specifically,
research findings suggest that ethnic minority members who feel unwelcome, excluded or
discriminated, are more likely to feel less satisfied with their life in the host country (Verkuy-
ten, 2008). Furthermore, other contextual characteristics of the host country, such as immi-
grants’ status in the socioeconomic hierarchy, immigrants’ employment prospects within the
host country, mobility barriers preventing second-generation immigrants from social ad-
vancement and the extent to which immigrants’ cultural heritage is compatible with the host
culture and values, are all factors that affect immigrants’ perceived level of well-being and
life satisfaction (Kogan et al., 2018). According to numerous empirical studies, taking into
consideration the national-level characteristics can aid understanding the variation in immi-

grants’ life satisfaction after settling in different countries all over the world.

Moreover, as cited in Borraccino et al. (2018), research suggests that the level of life
satisfaction differs between first- and second-generation immigrants, however, findings are
inconclusive because there have been only a few studies comparing well-being in more than
one generation of adolescent immigrants. Some studies have found that the second-genera-
tion is less satisfied with life than the first-generation, while some others found the exact

opposite, or no differences at all.

Research findings regarding differences in life satisfaction of immigrant and non-immi-
grant adolescents, are inconsistent as well. In addition, the Immigrant Paradox of life satis-
faction (i.e., that immigrants have higher levels of life satisfaction than non-immigrants) has

not been sufficiently supported by empirical evidence (Tang, 2019).

Based on the fact that there is lack of systematic patterns in the literature, one of the
aims of the current study, is to identify whether immigrant status (immigrant or non-immi-
grant) and immigrant generational status (first-or second-generation) are associated with dif-
ferences in the level of life satisfaction of adolescent students in Cyprus.
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1.6. COVID-19 Pandemic-Related Stress

The COVID-19 international situation and the associated consequences, such as lock-
down measures and school closures, had negatively affected the mental well-being of ado-
lescents. As cited in Soest et al. (2020), with schools being closed and the implication of
major social restrictions, children may have missed out on experiences that can offer self-
realization and affirmation. Social distancing may have caused feelings of loneliness and
isolation, which are risk factors for mental health problems and disconnection, and many
may have felt anxious about infection and illness, which may have negatively affected their
quality of life and well-being. In fact, in Austria, Pieh et al. (2022), found a significant de-
crease in mental well-being as well as a high prevalence of mental disorders in adolescents,

one year after the COVID-19 outbreak.

Research regarding the effects of the pandemic on immigrant populations are not suffi-
cient or clear yet. Some studies showed that individuals with immigrant background had
poorer mental health outcomes during the pandemic (Gibson et al., 2021), while some others
reported the opposite (Liu et al., 2020), or even no differences at all (Akkaya-Kalayci et al.,
2020). Generally, most scholars suggest that youth belonging to minority groups have a
greater mental health risk related to the pandemic than individuals belonging to the majority
group. According to research, this is because adolescents in minority groups are affected by
social distancing measures in the same way adolescents of majority group do, however, im-
migration factors such as inadequate supplies, lack of information, financial concerns and
disease-related stigma, exacerbate these effects (Endale et al., 2020). Another possible rea-
son for the exacerbation of the pandemic effects on immigrant individuals, is that because
interventions and other aids (i.e., help-lines and telehealth) were less accessible to these pop-
ulations during the pandemic, possibly due to language barriers and differences in digital

literacy (Wagaman et al., 2022).

To conclude, the existing literature with regard to COVID-19 pandemic, suggests that
vulnerabilities of immigrant youth seem to increase by the pandemic, making them more
prone to developing mental health problems (such as anxiety) and experiencing lower levels
of life satisfaction. One of the aims of the current study, is to examine a) whether the pan-
demic influenced the level of stress experienced by immigrant (first- and second- generation)

and non-immigrant adolescent high-school students and b) whether the number of past
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stressful life events affected this experience. In other words, in this study, COVID-19 pan-
demic is conceptualized as an added psychological stressor (stressful life event) that could

have potentially affected immigrant and non-immigrant adolescents in Cyprus.

1.7. Significance of the Present Study

This study's findings will reveal whether there are any differences and/or correlations
between immigrant (first-and second-generation) and non-immigrant high school students
in Cyprus, with regard to school adjustment, life satisfaction and experience of stressful life
events. These results in turn, will help in understanding the current status quo of the Cypriot
educational system regarding immigrant students and the psychological experiences of high
school students in Cyprus in general. In addition, the findings would be of major importance
and contribution in understanding and assessing how adolescents of different ethnic back-
grounds feel and react to environmental and emotional stressors and thus will aid in improv-
ing school environment and integration policies, especially for immigrant students. Research
in Cyprus in this area is limited and international research has yielded mixed results, there-
fore this study’s aim is to provide novel and helpful information in an attempt to increase
young individuals ‘quality of life and improve their educational experiences in supportive

and potentially discrimination-free school settings.
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CHAPTER 2: RESEARCH AIMS, QUESTIONS AND HYPOTHESES

2.1. Research Aim

Because there exists limited research conducted in Cyprus regarding immigrant ado-
lescednts’ overall well-being, the current research aids to the understanding of such a signif-
icant area. The aim of the current study, is to investigate the differences between two groups
(immigrant and non-immigrant high school students) enrolled in Cypriot schools, with re-
gard to stressful life events, life satisfaction and various aspects of school adjustment. Re-
search questions and hypotheses, are based on the findings of previous research. In this way,

past knowledge is tested while at the same time, new knowledge is added and expanded.

2.2. Research Questions and Research Hypotheses

Based on previous literature on these topics, the following research questions (RQs) and

Research Hypotheses (Hs) were formed:

RQI: Is immigration status (first-generation immigrants, second-generation immigrants and

non-immigrants) correlated to the number of stressful life events?

Literature on the experience of stressful life events, suggests that first-generation immi-
grants experience more traumatic life events than second-generation immigrants. First-gen-
eration immigrants face more traumatic situations in their country of origin and in relation
to the journey and immigration process (Giammusso et al., 2018), thus it is expected they
will report a larger number of stressful life events than second-generation immigrants and
non-immigrants, who normally do not go through such experiences. According to these find-

ings, the following hypothesis has been formed:

H1: First-generation immigrants will have experienced more stressful life events than their
native peers and second-generation immigrants. Second-generation immigrants will not have

experienced more stressful life events than their native peers.

RQ2: Does immigration status predict different levels of school anxiety and school-related

psychosomatic symptoms?
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Previous research regarding immigrants’ mental health in general, and with regard to
immigration and generational status, has provided mixed results. However, a common
finding, is that first-generation immigrants are more vulnerable than second-generation
immigrants to experience psychological distress/anxiety. This is because second-generation
immigrants are socialized and educated in the mainstream society, thus they don’t face as
many obstacles in their daily lives as first-generation immigrants (Hirschman, 1996). With
regard to psychosomatic symptoms, it has been found that first-generation immigrants report
higher levels of somatization (higher frequency and more severe symptoms) than non-
immigrant and second-generation immigrant individuals (Morawa et al., 2017; Sam et al.,

2008). Therefore, based on these findings the following hypothesis was formed:

H2: First-generation immigrants will have experienced higher levels of school anxiety and
school-related psychosomatic symptoms compared to their native peers and second-genera-

tion immigrants.

RQ3: Does immigration status predict different levels of school autonomy, peer relation-

ships, school motivation and school interest?

Research on immigrants’ school motivation and interest, has provided controversial re-
sults. Some studies found that first-generation immigrants have higher school motivation
and interest than second-generation immigrants and some found the exact opposite. Some
researchers suggest that because more recent immigrants are more hardworking and value
school success and education more than second-generation immigrants and non-immigrants,
they score higher grades (Duong et al., 2016). Other researchers, who found an educational
advantage of second-generation immigrants over first-generation immigrants, pose that their
educational success is attributed to their mastery of the host country’s national language and
to their higher educational aspirations driven up by their parents’ expectations of them, re-
garding their upward social mobility (Duong et al., 2016; OECD, 2015). Some second-gen-
eration immigrant student groups, have been found to even outperform non-immigrant ado-

lescents (Azzolini et al., 2012).

As cited in Azzolini et al. (2012), in general, it is believed that second-generation im-
migrant adolescents tend to outperform first-generation immigrant adolescents in school,
because they do not directly face the hurdles of immigration and the challenges of adapting

to new contexts, languages and educational systems.
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With regard to peer relationships, previous research provided mixed results as well.
However, a common finding is that adolescents with immigration background, are more
likely to experience bullying (Motti-Stefanidi et al., 2008), exclusion and discrimination than
their non-immigrant peers (Plenty & Jonsson, 2017). Because of the exclusion and prejudice
against them, immigrant individuals’ sense of school autonomy can be potentially indirectly
affected. Existing literature, suggests that when immigrant adolescents perceive themselves
as unaccepted on non-likable by the ethnic majority group, they feel devalued and as a result,
they do not feel they belong to the school community (Ozdemir & Stattin, 2014). This in

turn, leads to lower self-esteem and more psychological distress (Manganelli et al., 2021).
Based on these findings, the following hypotheses were formulated:

H3': Second-generation immigrants will have experienced higher levels of school motiva-
tion and school interest compared to their non-immigrant peers and first-generation immi-

grants.

H32: Non-immigrant adolescents will have experienced higher levels of school autonomy

and better peer relationships compared to first- and second-generation immigrants.

RQ4: Does immigration status predict different levels of expected increase in life satisfac-

tion?

Research in this area is both inconsistent and limited. However, there are some studies
showing that recent immigrants report better mental health and higher life satisfaction than
non-immigrant/native individuals (Dorsett et al., 2019). Studies carried out by Borraccino et
al. (2018) and Lemos (2013), have also shown that first-generation immigrants have a higher
level of positive well-being and score significantly higher than second-generation immi-
grants on the general quality of life index, respectively. Second-generation immigrants on
the other hand, seem to report similar life satisfaction levels with native individuals, possibly
because of their successful integration in the host country (Tay, 2020). Because of these

findings, for the purpose of this study, the following hypothesis was formed:

H4: First-generation immigrants will have experienced higher levels of expected increase in
life satisfaction than second-generation immigrants and non-immigrant adolescents. Second-
generation immigrants will have experienced similar levels of expected increase in life sat-

isfaction with non-immigrant adolescents.
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RQS5: Does immigration status predict different levels of COVID-19 pandemic-related

stress?

The psychological consequences of COVID-19 pandemic have not been extensively in-
vestigated yet. Findings of studies, generally showed that individuals belonging in minority
groups have a greater mental health risk related to the pandemic than non-immigrants. This
is possibly because of limited access to services, and social distancing measures (e.g., isola-
tion and closing of schools), which add to the already existing challenging immigration fac-
tors they are experiencing (Endale et al., 2020; Wagaman et al., 2022). To test any differ-

ences between the three groups, the following hypothesis was formed:

HS: First-generation immigrants and second-generation immigrants will have experienced
higher levels of COVID-19 pandemic-related stress than their non-immigrant peers. First-
generation immigrants will not have experienced higher levels of COVID-19 pandemic-re-

lated stress than second-generation immigrants.

Three more research questions and six hypotheses focusing on the effect of experiencing
stressful life events on adolescents’ mental health and school-related interpersonal and in-
terpersonal factors were formed. Based on previous research suggesting that stressful life
events have a damaging effect on psychological well-being and can lead to negative health
outcomes (Thoits, 2010), it was hypothesized that the experience of stressful life events
would have a negative impact on all outcomes of interest. More specifically, the following

research questions and hypotheses were formulated:

RQ6: Does the number of stressful life events predict adolescents’ mental health (i.e., school

anxiety and psychosomatic symptoms)?

H6': More stressful life events experienced, predict higher levels of school anxiety in all

adolescents.

H6?: More stressful life events experienced, predict more school-related psychosomatic

symptoms in all adolescents.

RQ7: Does the number of stressful life events predict school-related interpersonal and in-

trapersonal factors?

H7': More stressful life events experienced, predict lower levels of school motivation and

school interest.
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H72: More stressful life events experienced, predict lower levels of school autonomy.
H73: More stressful life events experienced, predict poorer peer relationships.
RQ8: Does the number of stressful life events predict COVID-19 pandemic-related stress?

HS8: More stressful life events experienced, predict higher levels of COVID-19 pandemic-

related stress.

39



40



CHAPTER 3: METHODOLOGY

3.1. Method and Design

To investigate the current study’s research hypotheses and questions, quantitative
methodology was used. Quantitative methodology emphasizes reliability, validity and
replicability (Albery & Munafo, 2007), in contrast to qualitative research, which is not
concerned with numerical representativity, but with the deepening of understanding a given

problem (Queir6s et al., 2017).

Despite qualitative research focusing on the deeper understanding and explanation of
dynamics of processes and phenomena, collection and analysis of data requires significant
preparation, is very time-consuming and can be costly. The main disadvantage of qualitative
approaches though, is that their findings cannot be generalized to the general population with
the same degree of certainty that quantitative analyses can, because they are not tested to
discover whether they are statistically significant or due to chance (Atieno, 2009). For these
reasons, and because existing research regarding immigrant adolescents in Cyprus is
qualitative (e.g., Papamichael, 2008; Theodorou & Symeou, 2013), it was decided that the

most suitable methodology to use in this study, was quantitative.

Data was collected using a survey through close-ended questions. As cited in Glasow
(2005), surveys are capable of obtaining information from large samples of the population
and are also well-suited to gathering demographic data that describe the composition of the
sample. In addition, surveys require minimal investment to develop and administer, are
relatively easy for making generalizations and can also provide information about constructs

that are otherwise difficult to measure using observational techniques.

Cross-sectional design was utilized in the study, as participants were observed only
once, at a particular time (Albery & Munafo, 2007). Participants were selected by purposive
sampling method (also known as judgment sampling). Purposive sampling is a non-random
sampling technique, as it involves deliberately selecting participants based on particular

variables of interest. In other words, people with particular characteristics are chosen to take
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part in the study. The researcher decides what information needs to be known and reaches
out to people who can provide the information by virtue of experience or knowledge (Etikan,
2016). In the current study, we purposely approached two high schools with large immigrant

student population, in order to access the desired sample.

3.2. Participants

Initially, the desirable number of participants was 300 (150 non-immigrant and 150
immigrant) first-year high school students. Questionnaires were given out to four different
high schools in Nicosia and Larnaca district, however, due to COVID-19 pandemic
restrictions, data was collected only from two high schools in Larnaca. The sample was
consisted of a total of 253 participants, of which 119 were immigrants and 134 were native
Cypriots. They were all high school students (50.2% enrolled in “Evriviadeio” high school
and 47.8% enrolled in “Faneromeni” high school) and had a mean age of 14.3 (SD=0.9).
Data was collected from the whole student population of each school (first, second- and

third-year classes).

With regard to gender, 106 were females and 140 were males. Seven students did not
report their gender. A percentage of 64.4 of the students’ parents were married, 26.9% were
divorced and 3.2% were separated. A small percentage of students (4.4%) reported that
either their father or mother was deceased. Regarding parents’ education, most of the
students reported that their father or mother have completed high school (Lyceum), 2.4%
reported that their father did not receive any education and 3.6% reported that their mother
did not receive any education. Furthermore, 19.8% and 25.3%, reported that their father or
mother respectively hold a university degree. The majority of the students reported that their
father (79.4%) or mother (66.8%) works in Cyprus and 34% rated their family’s SES as
good. A total of 167 of the students stated that they live with their parents and siblings, 55
with one parent and siblings, two with their grandparents and 28 with someone else. One

student did not report with whom they live.

Of the 119 immigrant students, 88 reported that their family rents a property and 29 that
they own a property. A small percentage (0.8%), reported that their family lives in a state-
funded accommodation. Based on immigrant students’ answers, 14.2% were born in Cyprus,
9.5% in Greece, 6.3% in Romania and 2.4% in Russia. Smaller percentages were reported
for Syria (2%) and Bulgaria (2%). In total, 22 different countries were mentioned as

countries of birth of immigrant students. According to Population census (2015) of the
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Statistical Service of Cyprus, the diversity of immigrant groups in the study, represents the
general immigrant population of Cyprus very well. With regard to immigrant students’ father
country of birth, 8.3% reported that their father comes from Greece, 7.5% from Georgia and
5.9% from Romania. Smaller percentages were reported for countries like Cyprus (3.6%),
Syria (2.8%) and Palestine (2.4%). In total, 26 different countries were mentioned as father’s
country of origin. Concerning immigrant students’ mother country of birth, 7.5% reported
that their mother comes from Greece, 6.7% from Georgia, 6.7% from Romania and 4.7%
from Russia. Smaller percentages were reported that their mother was coming from countries
like Palestine (2.8%), Bulgaria (2.4%), Moldova (2%) and Syria (2%). In total, 28 different

countries were mentioned as mother’s country of origin.

Out of the 77 immigrant students who responded to the question regarding their age
when coming to Cyprus, 35 reported coming after the age of 10 and 42 before the age of 10.
In addition, 13,8% of them reported staying in Cyprus between 11-15 years, 9.5% between
6-10 years, 11.5% between 2-5 years and 6.3% one year or under. Regarding the reasons for
moving in Cyprus, most of the students (30%) reported parents’ search for work or work
obligations, 5.5% reported war, 2.8% reported studies, 0.4% reported asylum seeking and

5.5% reported other, not specified reasons.

3.3. Measures

All variables were measured once, at a particular time. Participants were given a self-

reported questionnaire, which included the following scales (see Appendix E).

3.3.1. Demographic Information

Questions regarding demographic information were also included in the questionnaire.
All students were asked to report their age, gender, their parent’s marital status, education
and employment status, their family’s socioeconomic status and with whom they live.
Immigrant students were asked to complete a final section of the demographics which
included questions regarding their parents’ country of origin, their country of birth, their age
when arrived in Cyprus, the reasons their family moved in Cyprus, the duration of their stay

in Cyprus and their family’s housing status.
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3.3.2. School Motivation and Interest and Peer Relationships

To measure school motivation and interest and to obtain information regarding school
motivation and interest and peer relationships, subscales of the questionnaire used in the

ViSC program were used (Solomontos-Kountouri et al., 2017).

School Motivation and Interest

School Motivation and Interest were assessed with 10 items, focusing on growth in
abilities and competencies, on students’ comprehension of subject content (e.g., “I want to
learn many new things”) and on efficacy expectations in learning situations (e.g., “l am
convinced that I can be good at tests”). Answers to all questions were given on a 5-point
Likert scale, ranging from (1) strongly disagree, (2) disagree, (3) neither agree nor disagree,

(4) agree and (5) strongly agree.

Peer Relationships

Peer relationships were measured with three items developed by Eder and Mayr (2000)
(e.g., “In our class all students work together well and help each other”). All items were
answered using a 5-point Likert scale, ranging from (1) strongly disagree, (2) disagree, (3)

neither agree nor disagree, (4) agree and (5) strongly agree.

3.3.3. School Autonomy

Students’ need for school autonomy was operationalized by the researcher. Five self-
developed items occurred, focusing on students’ sense of autonomy (e.g., “I would like to
participate in the decisions how we learn in school”). All questions were answered using a
5-point Likert scale, ranging from (1) strongly disagree, (2) disagree, (3) neither agree nor
disagree, (4) agree and (5) strongly agree.

3.3.4. School Anxiety

School anxiety was measured using four items taken from the Test Anxiety Inventory
(Wieczerkowski et al., 1974), focusing on stressful situations in school (e.g., “When I am
called on by a teacher, I am afraid I will say something wrong”). Students responded on a 5-
point Likert scale, ranging from (1) strongly disagree, (2) disagree, (3) neither agree nor

disagree, (4) agree and (5) strongly agree.
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3.3.5. School-Related Psychosomatic Complaints

School-related psychosomatic complaints were measured using six items. This domain
was built based on Hascher’s (2004) conceptualization of school well-being. Hascher
developed six dimensions of school well-being, namely, positive attitude towards school
(PAS), enjoyment in school (EIS), positive academic self-concept (PASC), worries in school
(WIS), social problems in school (SPC) and physical complaints in school (PCS). For the
purpose of this study, only the PCS dimension was used, focusing on students experience of
physical symptoms (e.g., “Before there is a test or an exam, my heart starts beating very
much”). Two questions (“During an exam, I get an unpleasant feeling in my stomach” and
“When I am occupied with school related problems, I am not able to fall asleep™) were self-
developed and added to this domain. Participants responded on a 5-point Likert scale,
ranging from (1) strongly disagree, (2) disagree, (3) neither agree nor disagree, (4) agree and

(5) strongly agree.

3.3.6. Psychological well-being

Psychological well-being, was measured using the Satisfaction with Life scale (Diener
et al. ,1985). This tool, is a 5-item scale designed to measure global cognitive judgments of
one’s life satisfaction (e.g., “I am satisfied with my life”, “In most ways, my life is close to
my ideal”). Participants indicated how much they agree or disagree with each of the five
items using a 5 point-rating scale, ranging from (1) strongly disagree, (2) disagree, (3) neither

agree nor disagree, (4) agree and (5) strongly agree.

3.3.7. Life Satisfaction

To investigate students’ current and future/expected life satisfaction, an additional
measure (Cantril ladder scale) was included. The Cantril ladder scale (Cantril, 1965), is
a simple visual scale which makes it possible to assess general life satisfaction. The result
may depend on the health, living, and studying conditions, and quality of social relations.
Participants were asked “On which step do you think you will stand at this time” and “On
which step do you think you will stand in the future?”” and were presented a ladder consisting
of 10 steps ranging from 0 (worst possible life) to 10 (best possible life). They then had to
choose a step on the ladder which they believed represented their current and future life
satisfaction. For the purpose of this research, the higher the score calculated (higher step on

the ladder), the higher the level of life satisfaction.
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3.3.8. Stressful Life Events

To measure students’ exposure to stressful life events, 11 items were taken from the
Stressful Life Events questionnaire (Bean, et al.,2006). The Stressful Life Events (SLE)
questionnaire is a checklist of 12 dichotomous (yes/no) questions about the experience of
stressful life events. Questions cover three primary areas of stressful life events (separation
from family, physical or sexual violence and war or armed conflict). In the current study,
participants were directed to indicate whether they have experienced 11 different types of
possibly traumatizing events. The question regarding experience of sexual abuse was
excluded. The SLE measures occurrence, but not intensity or duration of experiencing the
different stressful events. Whether a stressful life event had occurred, was assessed by
questions like “Has someone died in your life that you really cared about”. A total sum score
was calculated based on the number of events the participants report to have been exposed

to.

3.3.9. COVID-19 Pandemic-Related Stress

Students’ attitudes and concerns regarding COVID-19, were measured using the
Perceived Coronavirus Threat Questionnaire (Conway et al., 2020). This self-report measure
includes six items, loading on a single factor, assessing the COVID-19 threat perceptions
(e.g., “Thinking about the Coronavirus makes me feel threatened”) and concerns about
contracting illness (e.g., “I am stressed around other people because I worry, I will catch the
Coronavirus™). For the purpose of this study, students responded on a 5 point-rating scale,
ranging from (1) strongly disagree, (2) disagree, (3) neither agree nor disagree, (4) agree and

(5) strongly agree.

3.4. Procedure

In order to ensure that the current research follows all ethical standards, a proposal of
the study with the aim, method and whole procedure had to be approved by the Center of
Educational Research and Evaluation of the Pedagogical Institute of Cyprus (see Appendix
A). After the approval by the Pedagogical Institute of Cyprus (see Appendix B), the
principals of the two schools were contacted. Then, they were sent a letter informing them
about the aims and the procedure of the study (see Appendix C) and the parental consent
forms (either in Greek or English), to be signed by the parents who agreed their child taking
part in this study (see Appendix D). These forms, were later collected by the teachers.
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Data was collected in May 2021. On the day of data collection, signed parental consent
forms were given back to the researcher, prior to handing out the questionnaires. The
questionnaires were given to the teacher of each class by the researcher and were handed out
to the students. Those who wished to participate in the study (and had returned the parental
consent form), completed the questionnaire in the classroom. Those who did not bring the
parental consent form, or their parents disagreed, were present in the classroom while the
rest students completed the questionnaire, but did not participate. The questionnaire was
created both in English and Greek and was given to the students depending on their language

preference and fluency (see Appendix E).

Prior to and during the research, participants were informed that complete
confidentiality was maintained with regard to any personal information, or information
acquired by them during the data collection. In order to maintain anonymity and prevent any
identification, no names were recorded. Instead, questionnaires were divided by school and
each one of them was randomly numbered in ascending order, to aid data analysis.
Participants were also ensured that they can feel free to withdraw from participation in the
study at any point they wished to, without the fear of penalization. No deception was used

during data collection.

During the completion, the researcher was present to answer any enquiry in regard with
the questionnaire. After the completion of the questionnaires, the researcher collected them
and sealed them in folders, to ensure confidentiality while debriefing students about the aim

of the study.

3.5. Data Analyses

After questionnaires were collected and coded with numbers, data was entered and
analyzed in SPSS, a statistical software used to carry out advanced statistical analyses.
During the process of entering the data, a total of 22 questionnaires were discarded (9% of
the total number of the questionnaires returned), either because only a few items were
completed or there was complete absence of response. These questionnaires were not

included in data analysis.

Firstly, in order to ensure the internal consistency of the scales used in the study’s
questionnaire, the Cronbach’s alpha coefficient for each was calculated. Second, descriptive
statistics (means, standard deviation, percentages, minimum-maximum values and

frequencies) for demographic information of students were reported. Third, a one-way
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ANOVA test was also carried out to investigate any differences between the three groups
with regard to the number of stressful life events experienced. One-way ANOVA tests were
also carried out to compare the three groups of students with respect to the variables of
interest (peer relationships, school motivation and interest, psychological well-being, school
anxiety, psychosomatic symptoms at school, COVID-19 pandemic-related stress and school
autonomy). Then, a Mixed ANOVA test was conducted to examine any differences
regarding the expected increase in life satisfaction between the three groups. Finally, a
Pearson correlation analysis was conducted to investigate any relationships between the

variables of interest.
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4.1 Reliability

CHAPTER 4: RESULTS

The Table 4.1 presents the Cronbach’s alpha coefficient for each scale. A value higher

than 0.7 is considered good (Gliem & Gliem, 2003). In the current study, all of the scales

used had a coefficient higher than 0.8, which is signifying high reliability.

Table 4.1

Reliability test (Cronbach’s alpha), Means and SD, for the scales used
Scale Number of Number of  Mean Standard Reliability

items cases Deviation

Peer Relationships 3 252 4.1 0.9 0.8
School Motivation & School 10 230 3.6 0.7 0.9
Interest
School Autonomy 5 238 3.5 0.8 0.8
School Anxiety 5 243 3.2 1 0.8
Psychological 5 245 34 0.9 0.8
Well-Being
Psychosomatic Symptoms at 8 242 2.6 1 0.9
School
Covid-related Stress 6 243 2.6 0.9 0.8
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4.2 Descriptive statistics

Differentiation and Demographic Characteristics of All Participants

For the analyses presented here, three groups of adolescents were differentiated (see
Table 4.2). Following Solomontos-Kountouri & Strohmeier (2021), three groups of
adolescents were used: non-immigrant Cypriots, first-generation immigrants and second-
generation immigrants. For the categorization, their fathers’, their mothers’, and their own
country of birth were taken into consideration. The adolescents whose mother or father were
born abroad, and who were themselves born abroad were classified as first-generation
immigrants (N = 83) and represented 32.8% of the sample. The adolescents whose mother
or father were born abroad, but who were themselves born in Cyprus, were classified as
second-generation immigrants (N = 36) and represented 14.2% of the sample. The
adolescents whose mother and father were born in Cyprus and who were themselves born in

Cyprus, were classified as non-immigrant adolescents (N = 134) and represented 53% of the

sample.

Table 4.2
Frequencies of immigrant and non-immigrant participants.

Frequency %

Non-immigrant adolescents 134 53.0
First-generation immigrants 83 32.8
Second-generation immigrants 36 14.2
Total 253 100.0

Using one-way ANOVA, descriptive statistics regarding the age of the three adolescent
groups (see Table 4.3) were obtained. According to the results of the analysis, the mean age
of the three different groups was similar. The average age of the whole sample was 14.3
years (SD=0.9). The minimum age reported by all adolescents was 13 years and the

maximum was 18 years.
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Table 4.3

Descriptive statistics regarding the age of the three groups.

Mean SD

Age N Minimum Maximum
First-generation 76 14.4 1.1 13 17
immigrants

Second-generation 35 13.9 0.7 13 16
immigrants

Non-immigrant 123 14.3 0.9 13 18
Total 234 14.3 0.9 13 18

To obtain descriptive statistics regarding further demographic information of the sample

that was measured categorically, chi-square tests were carried out. No significant differences

were found (p>.05), meaning that groups were equivalent with respect to their background

characteristics. Results are summarized in Table 4.4.

Table 4.4

Descriptive statistics of demographic information of the three groups.

First-generation

Second-generation

Non-immigrants immigrants immigrants

Demographic N=134 N=83 N=36

n % N % N %
Gender
Female 56 43.1 32 39.0 18 52.9
Male 74 56.9 50 61.0 16 47.1
Parents’ marital status
Married 92 70.2 49 59.0 22 61.1
Divorced 30 22.9 26 31.3 12 333
Separated 4 31 4 4.8 0 0.0
Mother not alive 3 23 0 0.0 1 2.8
Father not alive 2 1.5 4 4.8 1 2.8
Father’s education
No education 2 1.7 2 2.7 2 7.1
Elementary school 6 5.0 3 4.1 3 10.7
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Junior High school 20 16.8 15 20.3 6 214

First-generation Second-generation
Non-immigrants immigrants immigrants
Demographic N=134 N=83 N=36

High school 43 36.1 28 37.8 12 42.9
University 29 24.4 17 23.0 4 143
Postgraduate 19 16.0 9 12.2 1 3.6
Mother’s education

No education 3 24 4 5.1 2 6.9
Elementary school 5 4.0 4 5.1 0 0.0.
Junior High school 13 10.5 7 8.9 5 17.2
High school 45 36.3 33 41.8 12 41.4
University 34 27.4 22 27.8 8 27.6
Postgraduate 24 19.4 9 11.4 2 6.9
Father’s employment

Unemployed 16 12.4 15 19.7 5 16.1
Employed 113 87.6 61 80.3 26 83.9
Mother’s employment

Unemployed 37 28.2 31 37.8 8 24.2
Employed 93 71.0 50 61.0 25 75.8
Family’s SES

Very bad 5 3.8 5 6.2 1 29
Bad 13 9.8 5 6.2 0 0.0
Neither good or bad 32 24.2 28 34.6 11 324
Good 45 34.1 26 32.1 15 44.1
Very good 37 28.0 17 21.0 7 20.6
Relatives in the same

house

Both parents and sibling(s) 98 73.1 46 56.1 23 63.9
One parent and sibling(s) 26 19.4 22 26.8 7 19.4
Grandparents 2 1.5 0 0.0 0 0.0
Someone else 8 6.0 14 17.1 6 16.7

Demographic Characteristics of Immigrant Participants
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First-and second-generation immigrants were asked to report their type of residence, length
of stay in Cyprus and reasons for moving to Cyprus (see Table 4.5). With regard to type of
residence, according to the results, most of first-generation immigrants (77.1%) and second-
generation immigrants (67.6%) rent a house/flat. As shown in Table 4.5, most of first-
generation immigrants (33.3%) live between two to five years in Cyprus and most of second-
generation immigrants (90.5%) live between 11 to 15 years in Cyprus. With regard to the
reason for moving to Cyprus, both first-generation and second-generation immigrant

students, reported that the main reason was work (63.0% and 82.8% respectively).

Table 4.5
Descriptive statistics for immigrant students.

First-generation immi- Second-generation
grants immigrants
Demographic N=83 N=36
N % n %
Type of residence
Own a house/flat 17 20.5 11 324
Rent 64 77.1 23 67.6
State-funded place 2 24 0 0.0
Length of stay in Cyprus
0-1 year 16 19.8 0 0.0
2-5 years 27 333 2 9.5
6-10 years 24 29.6 0 0.0
11-15 years 14 17.3 19 90.5
Reason for moving to Cyprus
Work 51 63.0 24 82.8
Studies 7 8.6 0 0.0
Asylum 1 1.2 0 0.0
War 12 14.8 2 6.9
Other reason 10 12.3 3 10.3

A question about the immigrant students’ country of origin was also included in the
demographics section of the questionnaire (see Table 4.6). According to the results, most
first-generation and second-generation immigrant students were of European origin (68.8%

and 67.6% respectively) or Arabic origin (19% and 17.1% respectively).

As shown in Table 4.7, the majority of first-generation immigrants of Asian ethnicity,

came from Iraq (3.8%), whereas the majority of Asian second-generation immigrants came
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from Palestine (5.7%). European first-generation immigrants, came mostly from Greece
(26.3%), whereas second-generation immigrants came mostly from Georgia (48.6%). Only
a small percentage of immigrant students came from African countries. First-generation
immigrants came from Somalia, Sudan and Nigeria (1.3% respectively) and only one
second-generation immigrant student reported Cameroon as country of origin. Two first-
generation students were of South American ethnicity, and came from Brazil and Benezuela.
Furthermore, most first-generation and second-generation immigrant students of Arabic

ethnicity, came from Syria (6.3% and 5.7% respectively).

Table 4.6
Descriptive statistics for immigrant students’ ethnicity.

Second-generation

First-generation immigrants immigrants

Demographic N=83 N=36

N % n %
Ethnicity
Asian 1 1.3 4 11.4
European 55 68.8 24 68.6
African 3 3.8 1 2.9
American 2 2.5 0 0.0
Arabic 19 23.8 6 17.1

Table 4.7

Percentages for country of origin based on ethnicity and generation.

First-generation Second-generation
immigrants immigrants
Ethnicity N=83 N=36
% %
Asian
Iraq 3.8 2.8
Kazakhstan 1.3 0.0
Pakistan 0.0 2.9
Palestine 0.0 5.7
India 0.0 2.9
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Iran 0.0 29
Nepal 0.0 2.9
First-generation Second-generation
immigrants immigrants
Ethnicity N=83 N=36
% %
Greece 26.3 0.0
Romania 18.8 0.0
Poland 2.5 0.0
Russia 3.8 2.8
Bulgaria 5 0.0
Georgia 2.5 48.6
UK 1.3 5.7
African
Somalia 1.3 0.0
Sudan 1.3 0.0
Nigeria 1.3 0.0
Cameroon 0.0 2.9
American
Brazil 1.3 0.0
Venezuela 1.3 0.0
Arabic
Syria 6.3 5.7
Egypt 2.5 0.0
Lebanon 2.5 0.0

4.3. Stressful Life Events

There were eleven questions elucidating students’ stressful life events experiences.
These were analysed both separately and collectively, after adding them together in one
variable whose values ranged from 0 (no experience of stressful life events) to 11 (the student
denoted yes to all questions related to stressful life events). Only 242 participants (95.6%)

responded to this scale.

In investigating the extent to which students from different immigration status (first-
generation immigrants, second-generation immigrants or non-immigrants) exerted

differences in the number of stressful events (of the total eleven presented to them) that they
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experienced (see Table 4.8), a statistically significant result was detected, F (2,239) =3.5,
p<.05, using a one-way ANOVA (see Table 4.9). Post hoc analyses using the Scheffé post
hoc criterion for significance, revealed a statistically significant difference in the number of
stressful events experienced by first-generation immigrants (M=3.6, SD=2.3) and non-
immigrant peers (M=2.9, SD=2.2), but not between the first-generation and second-
generation immigrant students or between the second-generation immigrants and non-

immigrant students.

Table 4.8
Descriptive statistics for the total number of stressful life events.
Standard
Mean Deviation N

First-generation immigrants 3.6 2.3 82
Second-generation immigrants 2.8 1.9 34
Non-immigrant students 2.9 2.2 126
Total 3.1 23 242

zilb(;iltgtest for the number of stressful life events by students of different immigration status.
Source of variance Total Sum of Degrees of Mean Squares F
Squares Freedom
Between-Group 34.39 2 17.2 3.5%
Within-Group 1119.7 239 4.9
*p<.05

4.4. Analysis of variance for the five outcomes of interest for non-immigrant, first-

generation and second-generation immigrant students

To observe any differences between the three groups with regard to peer relationships,
school motivation and interest, psychological well-being, school anxiety, psychosomatic
symptoms at school, COVID-19 pandemic-related stress and school autonomy, analyses of
variance were conducted. According to the results, participants on average agreed that that
climate in school (in terms of peer relationships) was pleasant (M=4.1, SD.=0.9) and they
reported high school motivation and school interest scores (M=3.6, SD=0.7). The
psychological well-being and school anxiety scores were moderate (M=3.4, SD=0.9 and
M=3.2, SD=1 respectively) while psychosomatic symptoms at school were at relatively low

level (M=2.6, SD=1), as well as COVID-19 pandemic-related stress (M=2.6, SD=0.9). On
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the other hand, school autonomy scores were high (M=3.5, SD= 0.9), denoting that, on
average, students had high-levels of interest in participating in school actions and learning
(see Table 4.10). Analysis of variance tests for all outcomes, revealed no statistically

significant differences between the three groups of students (p >.1).

Table 4.10
Descriptive statistics for the five outcomes of interest for all students.
School
Motivation Psychosomatic
Peer & School  Psychological ~ School Symptoms at COVID-19  School
Relationships  Interest Well-Being Anxiety School stress Autonomy
Non- N=134 N=122 N=130 N=126 N=128 N=132 N=128
immigrant
adolescents 4.1 (0.9) 3.5(0.8) 3.4(0.9) 3.1(1.1) 2.5(1.0) 2.7(0.9) 3.4 (0.9)
First- N=82 N=73 N=80 N=82 N=80 N=76 N=76
generation
immigrants 3.9 (0.9) 3.6 (0.6) 3.4(0.9) 3.3(1.1) 2.6(1.1) 2.5 (1.0) 3.5 (0.9)
Second- N=36 N=35 N=35 N=35 N=34 N=35 N=34
generation
immigrant 4.1 (0.7) 3.7 (0.6) 3.4 (0.8) 3.4(0.9) 2.6 (0.9) 2.7(0.9) 3.6 (0.8)
s
Total N=252 N=230 N=245 N=243 N=242 N=243 N=238
4.1 (0.9) 3.6 (0.7) 3.4(0.9) 3.2(1) 2.6 (1) 2.6 (0.9) 3.5(0.9)

4.5. Expected Increase in Life Satisfaction

A mixed ANOVA test was run to investigate differences between the three groups of
students, in terms of their currents and their expected future life satisfaction. Results,
indicated that the main effect of time was statistically significant (p<.001), with all students
regardless of immigration status, expecting higher life satisfaction in the future (M=7.6,
SD=2.3), as opposed to how they viewed their life at the present (M=6.4, SD=2.2). The main
effect of immigrant status, was also found to be significant, F (2,239) = 3.2, p< 0.05 (see
Table 4.11). Post-hoc analysis using Scheffé’s test, revealed that a statistically significant
difference existed only between the second-generation immigrant students and non-
immigrants, with the former group denoting lower expectations (M=6.7, SD=3.0) for the
future than the latter (M=7.8, SD=2.0) (see Table 4.12). The interaction effect of immigrant

status and time was not statistically significant, suggesting that the relative improvement
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between current and future life satisfaction was similar across the three groups of students

considered (non-immigrants, first-generation and second-generation immigrants).

Table 4.11
Statistical significance regarding future life satisfaction.

Source Type III Sum of Squares Df Mean Square F Sig.
Immigrant status 33.678 2 16.839 3.2 .04
Error 1271.628 239 5.321

Table 4.12

Descriptive statistics for the question regarding future life satisfaction.

Mean Standard Deviation N
First-generation immigrants 7.5 24 78
Second-generation immigrants 6.7 3.0 33
Non-immigrants 7.8 2.1 131
Total 7.6 2.3 242

4.6. Correlations

To investigate any further relationships between the variables, a correlation test was
conducted. Table 4.13, shows the correlation between stressful life events and the other
variables of interest. According to the results, there exists a weak, negative and statistically
significant correlation between the number of stressful events and peer relationships (r= -
.27,p<.01), school motivation and interest (r=-.22, p<.01) and COVID-19 pandemic-related
stress (r=-.14, p<.05). This suggests, that the more stressful events the students have reported
that they experienced in their lives, the less positive are their views for peer relationships,
the lower their school motivation and interest and the less they seem to worry about COVID-
19. Weak positive, but statistically significant correlation was found between the number of
stressful life events and school anxiety (r=.15, p<.05) and psychosomatic symptoms at
school (r=.34, p<.01). These correlations, signify that as the number of stressful life events
increases, the more school anxiety and psychosomatic symptoms at school the students
experienced. A moderate to large negative correlation exists between the number of stressful
events and the students’ psychosocial well-being (r=-0.41, p<0.01), suggesting that the more

the stressful events experienced by the students, the lower their psychological well-being is.
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School autonomy was not found to have a statistically significant correlation to the number

of stressful life events experienced by the students.

These correlations remained the same after controlling for students’ immigrant status
(non-immigrant, first-generation immigrants, second-generation immigrants). Thus, it can
be concluded that what affects the variables of interest, is the number of stressful life events

experienced and not the immigration status of the students.

Table 4.13
Correlations between stressful life events and other outcome measures.

Stress-
ful life
events: School Psychoso-
Sum of Peer Motiva- Psychologi- School matic symp- School
all vari- Relation- tion & cal Well-  Anxi- toms at COVID- Auton-
ables ships Interest Being ety School 19 stress  omy
Stress- Pearson 1 -.268" -223" -.409™ 1547 3417 -.139" -.059
ful life Correla-
events:  tion
Sum of g0 (2. .000 .001 .000 019 .000 034 371
all vari-
ables tailed)
N 242 241 222 235 233 232 232 230

**_ Correlation is significant at the 0.01 level (2-tailed)
*_ Correlation is significant at the 0.05 level (2-tailed).
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CHAPTER 5: DISCUSSION

Previous international research regarding immigrant adolescents has yielded mixed
results and research in Cyprus is limited for conclusions to be drawn. The purpose of this
study was to explore immigrant and non-immigrant high school students’ level of life
satisfaction (psychological well-being), school adjustment (school motivation and interest
and peer relationships) and school-related psychological outcomes (school anxiety and
psychosomatic complaints) in relation to psychological trauma (experience of stressful life
events), through a survey. The main goal, was to gain a better insight of the perspective and
experiences of immigrant and non-immigrant adolescents living in Cyprus. This chapter,
discusses the findings of the study. Implications and practical applications, methodological

considerations and recommendations for future research, are also discussed.
5.1.Current Findings

Overall, findings of the study, suggested that first- and second-generation immigrant
adolescents’ school adjustment and psychological adaptation was as good as non-immi-
grants’ (native) adolescents. A possible interpretation of these results, is that immigrant ad-
olescents are successfully integrated in educational settings and in the Cypriot society in
general. Thus, it can be assumed that stressful life experiences and negative feelings are
counterbalanced by positive adaptation in the host country (Cyprus). Another possible inter-
pretation, is that immigrant adolescents show high resilience and are able to thrive academ-
ically and socially, despite the adversities. In the following paragraphs, findings for each

research question are presented and discussed in relation to the existing literature.

5.1.1 Immigration status and number of stressful life events
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According to the results of the study, immigration status is correlated to the number of
stressful life events experienced. More specifically, data showed that first-generation immi-
grants experienced statistically significant more stressful life events (M=3.6 SD=2.3) than
non-immigrant students (M=2.9, SD= 2.2). No statistically significant differences were
found between first-generation and second-generation immigrant students or between sec-
ond-generation immigrant and non-immigrant students. Based on the analysis of data, H1,
is partly confirmed, since no differences were found between non-immigrant and second-
generation immigrant students as expected. The results regarding first-generation immi-
grants (more stressful life events experienced), are in line with findings of previous research
suggesting that second-generation immigrants have better psychological adaptation than

first-generation immigrants (Sam et al., 2006).

According to the existing research, first-generation immigrants are at a higher risk of
experiencing stressful life events, because they go through the process of immigration and
displacement. Pre- and post-immigration stressful experiences (e.g., family separation, war,
poverty, acculturation, sociocultural adaptation), cause intense psychological distress and
can lead to the development of mental health problems (Close et al., 2016). As cited in Sa-
lerno et al., (2019) even the process of adjusting to a new language can be very stressful and
can have serious consequences for first-generation immigrants. Other stressors, such as ex-
periencing prejudice and intergroup hostility for the first time, could also negatively affect
their mental and physical health (Hirschman, 1996). On the contrary, second-generation im-
migrants and non-immigrant adolescents, who are born in Cyprus, do not go through such

experiences, thus reporting better scores.
5.1.2 Immigration status, school anxiety and school-related psychosomatic symptoms

With regard to students’ immigration status and its correlation with school anxiety and
school-related psychosomatic symptoms, no statistically significant differences were
detected among the three groups. Based on the results, first-generation, second-generation
and non-immigrant students experienced similar levels of school anxiety and school-related
psychosomatic symptoms. Thus, H2 has not been confirmed and results were not consistent
with previous research suggesting that first-generation immigrants experience higher levels
of anxiety and psychosomatic symptoms than second-generation immigrant and non-
immigrant students (Sam et al., 2008). These are encouraging results, because they indicate
that immigrant adolescents in Cyprus may not have a greater risk for developing internalized

problems, when compared to their native peers. Similar findings of no differences between
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immigrant and non-immigrant adolescents, have been found in a study by Dekeyser et al.

(2011) in Sweden.

A possible interpretation, could be that immigrant adolescents feel accepted by the
Cypriot school culture, thus experience fewer negative feelings and less mental health
problems. In fact, according to a study by Noam et al. (2014), the experience of positive
feelings towards school by immigrant students, was negatively associated with depression,
anxiety, and psychosomatic symptoms. A second possible explanation of these findings, is
that in schools with high proportions of immigrant students (such as the ones used in this
study), immigrant individuals experience less marginalization and victimization, and thus
they feel fewer negative emotions (e.g., anxiety, depression). Numerous studies conducted
in Northern American and European countries, confirm these findings and highlight that this
occurs especially among immigrants with non-European backgrounds, (Plenty & Jonsson,

2017).

5.1.3 Immigration status, school autonomy, peer relationships, school motivation and school

interest

With respect to students’ immigration status and its correlation with school motivation
and school interest, no significant differences were detected among the three groups. Based
on the results, first-generation, second-generation and non-immigrant adolescents gave sim-
ilar answers on the scales measuring these variables. Thus, H3! has not been confirmed.
Existing literature provided mixed results, with some studies suggesting an educational ad-
vantage of first-generation immigrants (Fuligni, 1997) and some of second-generation im-
migrants (Portes & Rumbaut, 2001). In the current study, the overall score of all students for
‘school motivation and interest’ was relatively high (M=3.5, SD=0.8), denoting that, stu-
dents regardless of immigration status, feel motivated and interested in learning. These re-
sults are encouraging, since they show that despite the social and language barriers, immi-
grant students are eager to learn. As cited in Motti-Stefanidi and Masten (2013), school suc-
cess is an important indicator of both positive developmental adaptation and acculturation
of immigrant youth. Thus, based on the results, it can be assumed that immigrant students’
school motivation reflects a good adaptation to the Cypriot culture. Another possible inter-
pretation of these findings, could be that because immigrant parents and immigrant children
value school success more than non-immigrants, immigrant students invest a lot in education

and academic success (Fuligni, 2017).
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With regard to students’ immigrant status and its correlation with school autonomy and
peer relationships, no significant differences were detected among the three groups as well.
Based on these results, H32 has not been confirmed. The fact that the were no differences
between the three groups, may signify that immigrant adolescents (both first- and second-
generation) have found their voice and have adjusted well in schools. Based on the results,
the average score regarding school autonomy and peer relationships was relatively high
[(M=3.5 SD=0.9 and M=4.1 SD=0.9, respectively)]. This, could possibly mean that immi-
grant adolescents feel likeable and accepted by their peers (peer relationships) and they feel
they are given the opportunities to share their suggestions and ideas (school autonomy). A
possible interpretation for these results, could be that because immigrant adolescents feel
supported by non-immigrant and immigrant peers of other ethnicities, they feel more confi-
dent to express their thoughts and participate in decision making. Previous studies on immi-
grant adolescents, have demonstrated that support from classmates is very beneficial to im-
migrant students (Possel et al., 2013). Research has also shown that social resources (e.g.,
having a feeling of connectivity, belonging and good relationships), are the most beneficial
protective factors to foster and preserve immigrant individuals’ mental health (Hoi et al.,
2015). Therefore, building and maintaining good peer relationships at school, seems to en-
hance school autonomy as well. A further interpretation, could be that immigrant students’
affiliation with other immigrants (peers who share the same marginalized identity), act as a

form of resilience, leading to positive outcomes (high levels of school autonomy;Ward et

al., 2021).
5.1.4 Immigration status and life satisfaction

With regard to life satisfaction, it was hypothesized that first-generation immigrants will
have experienced higher levels of expected increase in life satisfaction than second-genera-
tion immigrants and non-immigrant adolescents, and that second-generation immigrants will
have experienced similar levels of expected increase in life satisfaction with non-immigrant
adolescents. According to the results, all students despite immigration status, have reported
an increase in expected (future) life satisfaction. For all participants, future life satisfaction
levels were higher than the levels of current life satisfaction, showing that there were no
statistically significant differences between the three groups with regard to the expected in-
crease. However, second-generation immigrant adolescents, denoted significantly lower
scores for expected future life satisfaction than their non-immigrant peers. Thus, H4 was not

confirmed.
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Existing research regarding generational differences and life satisfaction has yielded
mixed results, with some studies showing same levels of life satisfaction between adolescent
immigrant and non-immigrant individuals (Neto & Barros, 2007) and some suggesting
higher levels of life satisfaction among first-generation immigrants (Obucina, 2013). Find-
ings of this study, are in line with the findings of a study by Knies et al. (2016), who found
that life satisfaction was lower among ethnic minorities, and especially among second-gen-
eration immigrants, even after controlling for individual characteristics. A possible interpre-
tation, could be that as a result of immigrants’ acculturation into the mainstream, the poten-
tial of their original advantage (first-generation) is disappearing form the following genera-

tions (second-generation) (Abdul-Rida & Nauck, 2014).
5.1.5 Immigration status and COVID-19 pandemic-related stress

Research regarding immigrant adolescents and COVID-19 pandemic is not sufficient.
However, according to the literature, it was hypothesized that first-generation immigrants
and second-generation immigrants will have experienced higher levels of COVID-19 pan-
demic-related stress than their non-immigrant peers, and that first-generation immigrants
will not have experienced higher levels of COVID-19 pandemic-related stress than second-
generation immigrants. According to the results, there were no statistically significant dif-
ferences between the three groups, and surprisingly the average score of all participants was
relatively low (M=2.6, SD=0.9). Thus, H5 was not confirmed. These positive results could
be attributed to the fact that students’ family relationships may have served as a buffer
against this crisis, supporting their emotional adjustment in the face of adversity and acting
as a protective factor (Conger & Conger, 2002). As cited in Prime et al. (2020), positive
family relationships and families’ belief systems, have been proved to be very important to
adolescents’ depressive and posttraumatic stress disorder symptoms in the context of adver-
sities and natural disasters (such as Hurricane Katrina and tsunami exposure in Sri Lanka).
Another possible interpretation, is that during the pandemic, adolescents had made good use
of social resources. According to Olsson et al. (2003), using social resources can aid in de-
veloping greater resilience, which is an important protective factor for recovering from

stress.
5.1.6 Stressful life events and the correlation with psychosocial outcomes

With regard to the relationship between the experience of stressful life events and psy-
chosocial outcomes six hypotheses were formed. More specifically, it was hypothesized that
more stressful life events experienced, would predict higher levels of school anxiety (H6'),
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more school-related psychosomatic symptoms (H6?), lower levels of school motivation and
school interest (H7'), lower levels of school autonomy (H7?), poorer peer relationships (H7%)
and higher levels of COVID-19 pandemic-related stress (HS) in all students. According to
the results, all hypotheses formed were confirmed except H7> AND HS. From the analysis,
it seems that there was no statistically significant correlation between school autonomy and
stressful life events and the correlation between COVID-19 pandemic related stress and
stressful life events, was negative. Results from the correlation analysis are very interesting,
because they suggest that what seems to influence adolescents’ psychosocial outcomes, is in

fact the experience of stressful life events and not their immigration status.

A possible interpretation for these results, could be that stressful life events affect all
adolescents, regardless of their immigration status in a similar way, because they all go
through an important process of developmental, emotional and cognitive changes and chal-
lenges. As cited in Oliva et al. (2008), the occurrence of potentially stressful situa-
tions/events during adolescence, can result in additional difficulties which may exceed ado-
lescents’ coping skills and thus increase their vulnerability to maladjustment. Grant et al.
(2004), suggested as well that the risk for emotional problems among adolescents increases
in response to the experiencing stressful life events. As cited in Bashi (2016), stressful life
events put young individuals at risk for lower general life satisfaction, including social and
emotional domains. Thus, it is not surprising that results of this study showed increased lev-
els of anxiety, more psychosomatic symptoms and decreased psychological well-being when

adolescents reported experiencing stressful life events.

With regard to peer-relationships, existing research suggests that stressful life events
have a negative and even damaging effect on adolescents’ psychological health, through the
interruption of social relationships. As cited in McMabhon et al., (2020), adolescents’ lack of
empathy during a stressful life event, their inability to help in solving the problem along with
an increased possibility of challenging personality traits becoming visible during stressful
situations, are all factors that can damage the quality of peer relationships. Findings of this

study, are in line with these results.

Moreover, according to the results, school motivation and interest also seem to be neg-
atively affected by the experience of stressful life events. The results of this study regarding
this outcome, are in line with previous research showing that high levels of stress are asso-

ciated with low levels of self-efficacy (Park et al., 2008) and other psychological out-
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comes. Academic motivation has been defined in terms of self-efficacy as "people's judg-
ments of their capabilities to organize and execute courses of action required to attain desig-
nated types of performances" (Bandura, 1986, p. 391). Self-efficacy has been found to affect
individuals’ effort, persistence and choice of activities; thus, it is not surprising that when
adolescents experience stressful life events, they report lower school motivation and interest

SCores.

School autonomy was not found to be significantly correlated with stressful life events.
A possible interpretation of these results, could be that because immigrant adolescents man-
age to successfully acculturate and adopt to the mainstream culture, their sense of autonomy
is not affected. In fact, research suggests that school engagement and school autonomy are
common precursors of sociocultural adaptation (Ward, 2013), thus if immigrant adolescents
manage to maintain their sense of autonomy within the school setting, it would be an indi-
cator of their successful adjustment in the Cypriot culture in general, which is a very encour-

aging scenario.

With regard to COVID-19 pandemic-related stress, results showed that there was a neg-
ative correlation. Surprisingly, despite the novelty and severity of the situation, students ex-
perienced significantly low levels of COVID-19 pandemic-related stress. One possible in-
terpretation, could be that all participants had effective coping strategies. According to Kira
et al. (2022), the will to survive is the source of most coping strategies. Kira et al. (2022),
carried out a study applying the WTELS (will to exist, live and survive) framework for cop-
ing with traumatic stress to the COVID-19 situation, and found that WTELS promotes resil-
ience, social support and spirituality and significantly contributes to COVID-19 stressors
reduction. In addition, their study provided evidence that the will to exist, leads to the adop-
tion of effective coping strategies which when applied, COVID-19 traumatic stress is re-
duced. Another study by Ikizer et al. (2021) across 78 countries, showed that despite the fact
that COVID-19 is prolonged severe trauma, it may lead to significant posttraumatic growth.
More specifically, the study results indicated that despite the pandemic, 40% of the partici-
pants reported high levels of psychological flourishing while only 10% reported high levels

of mental health problems.

Overall, the results of the current study do support the ‘Immigrant Paradox’
phenomenon. The findings suggest that both first- and second-generation immigrant
adolescents have successfully acculturated in Cyprus, as they do not differ significantly from

their non-immigrant peers with regard to their psychosocial outcomes. Significant
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differences were found only for the levels of expected life satisfaction (second-generation
immigrants lower than non-immigrants) and the number of stressful life events experienced

(first-generation immigrants more than non-immigrants).

The results are very encouraging, since they suggest that immigrant adolescents are re-
silient. This assumption, may apply more for first-generation immigrants though, who de-
spite reporting experiencing more stressful life events, their psychosocial scores did not dif-
fer significantly from the other two groups. According to research, coping and resilience
may be influenced by the age at which an individual has to first cope with stress and be
resilient, with some research suggesting that some degree of early stressful life experiences
influences resilience in a positive way (Booth & Neill, 2017). Because first-generation im-
migrant participants in the current study have already experienced numerous stressful life

events, they may have become more resilient to future potential stressors.

From a risk and resilience perspective, immigrant children can do well in a supportive
environment despite adversity. As cited in Motti-Stefanidi and Masten (2013), especially for
children with immigrant background, access to school services, support from teachers and a
positive school climate, can significantly promote a stronger sense of school belonging, and
ultimately, better social and academic adjustment. Both non-immigrant and immigrant ado-
lescents in this study, seem to have developed intercultural competence. In other words, both
groups, seem to have the ability to mobilize and deploy relevant attitudes, skills, values, and
knowledge in order to respond effectively and properly to the challenges, opportunities and

demands that are presented in intercultural situations (Ward, 2013).

All things considered, for the case of Cyprus and with reference to the current study, it
can be concluded that adjustment of immigrant adolescents in the Cypriot culture and
schools is successful, possibly because of non-immigrants’ accepting attitudes toward im-
migrants, the high proportion of immigrant students in schools (closer host/native-immigrant
proximity) and the programs already being applied in Cypriot schools regarding immigrant

students’ social and educational inclusion (successful application of inclusion policies).

5.2. Implications and Practical Applications

The main contribution of this research, is that it provides information regarding
immigrant and non-immigrant high school students’ mental health, school-related outcomes
and subjective well-being. Even though there is a high proportion of immigrants in Cyprus,
research examining factors affecting this population is limited. Investigating the

psychosocial outcomes of immigrant adolescents in this study, can aid in understanding their
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needs and experiences and thus inform the government how to take actions to facilitate their

inclusion in schools and in society in general.

Given that stressful life events seem to affect adolescents’ psychosocial outcomes
regardless of their immigration status, schools should focus on creating school-based
counselling interventions. According to Langley et al. (2015), schools can be an optimal
location to provide support to children and adolescents who are affected by traumatic life
events. Especially for immigrant adolescents who experience numerous stressors, and they
lack awareness and access to appropriate services, schools should be their safe place in which
their socio-emotional health needs are addressed. As cited in Hughes (2019), counselling
can provide guidance and support to individuals, while increasing their sense of self-
sufficiency, improving their well-being, providing stability by addressing trauma (or
displacement and transitional readjustment when it comes to immigrants) and open up access
to, or create opportunities. Counselling services by school psychologists can provide
individuals the place and space to find their identity and to gain a sense of optimism for a
better future. Immigrants are growing in population within the Cypriot society and their life

satisfaction is as important as Cypriots’.

Findings of this study, suggest that peer relationships were positive among all students
despite their immigration status. It is therefore possible that both inter-group contact and out-
group contact had aided in immigrant adolescents’ school and social adjustment. According
to previous research, sense of belonging is a very important predictor of life satisfaction
among immigrants. Thus, efforts should be made by teaching staff to encourage students to
make friends of other ethnicities. In this way, all students will develop intercultural
competence and will be more satisfied with their life. It is also recommended that multi-
cultural school events should be organized regularly, which will give a feeling of respect and

acceptance to immigrant students.

5.2.Methodological Considerations

The results of this study need to be interpreted considering its limitations. First, the
sample of the study was relatively small. With larger samples, results would have been more
robust, conclusive and representative. In addition, the sample comprised only of students
enrolled in high schools of Larnaca district. The proportion of immigrants living in Larnaca
district is high and opportunities for out-group contact (which seems to reduce
discrimination) are much more compared to Nicosia for example. Thus, it may be that

immigrant students feel safer and more accepted in a school/community with high proportion
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of immigrants (less school anxiety and psychosomatic symptoms) and are able to succeed
academically. Yet, in a different school setting/community, where the vast majority of the
students are non-immigrants, immigrants’ psychosocial outcomes might have been different.
For all these reasons, results of this study might not be representative of the general
population, which in turn means that generalizability of the results is lowered (Harry &

Lipsky, 2014).

A second potential limitation, is the presence of COVID-19 pandemic. Due to the
restrictions and high transmission rates, many students were absent from school, thus the

number of available participants was lowered.

A third limitation, is that purposive sampling was used in the study. Purposive sampling
can be highly prone to researcher bias, because the sample is created based on the judgement
of the researcher regarding specific characteristics that are relevant to the study (Sharma,
2017). As a result, generalization of results is only possible to the population defined by the
sample selection criteria. Finally, according to Andrade (2021), the more purposive the

sample is, the more limited the external validity will be.

Another limitation, is that the design used in this study was cross-sectional. Cross
sectional studies provide only a snapshot of a situation at a specific time, in contrast to

longitudinal studies, which provide deeper insight.

Furthermore, the measures used were based on participants’ self-reports. Self-report
measures have been criticized for being subjective and prone to exaggeration and over-
reporting due to social desirability. Limited memory or knowledge may also reduce the
accuracy of self-reports (Kormos & Gifford, 2014). Another bias, would be that of language
barriers. It is possible that only the immigrants with good communication and
comprehension skills in Greek or English participated in the survey. Thus, there is a
possibility that immigrants who were not included in the survey, may have had lower scores

on the different variables of interest.

5.3.Recommendations for Future Research

There are several recommendations that can be made for future research in the area of
immigrant adolescents in Cyprus. Firstly, more research is needed regarding factors associ-
ated with immigrant life satisfaction. Results of the current study, indicated that second-
generation immigrants report lower expected life satisfaction compared to non-immigrant

students, therefore it would be very interesting to investigate which factors lead to these
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results. Future research should include questions regarding immigrants’ expectations prior
to coming to Cyprus, to investigate whether their expected life satisfaction is lowered due to
disappointment for not meeting their initial expectations. As a next step, qualitative research
should be conducted to determine these factors. Qualitative research methods allow a more
in-depth analysis of results and help researchers gain a better understanding of trends and
phenomena, by illustrating the unique experiences of participants through their own voices
(Patel et al., 2016). Longitudinal studies should also be conducted, in order to gain a clearer
picture about variables of interest over time. The present study could only analyze differ-

ences between the three groups short-term, due to the cross-sectional nature of data.

Another future research recommendation, is to address the limitations of language bar-
riers. Future surveys, should be translated in multiple languages, in order to increase the
number of immigrants that can participate, thereby further increasing the external validity of

the study (Field, 2013).

Future studies should also explore how adolescents’ demographic characteristics (such
as age, gender, mother’s and father’s education and vocational status, family’s SES, their
age when arriving to Cyprus and the reason for moving to Cyprus) might affect their psy-

chosocial adjustment. This, could be explored using linear regression analyses.
5.5. Conclusion

In conclusion, this study was one of the very few studies conducted in Cyprus regarding
high school immigrant adolescents. The main aim of this study, was to examine whether
there are any differences between non-immigrants, first-generation and second-generation
immigrants with regard to various psychosocial outcomes. The results of present study found
that generally, immigrant adolescents despite their generational status, had good levels of
school-related intrapersonal and interpersonal outcomes and life satisfaction. In comparison
to their non-immigrant peers, first -generation immigrants were found to have experienced
more stressful events and second-generation immigrants have been found to be less
optimistic for their future life satisfaction. The most interesting finding, was that for all
adolescents, despite their immigration status, the experience of stressful life events was
negatively correlated with psychosocial outcomes. Only the variable ‘school autonomy’ did
not seem to be significantly correlated with stressful life events. The present study was able
to highlight the need for school-based interventions and promotion of intercultural contact
between students. The results of this study are very encouraging and can contribute to the

overall immigration and student literature.
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pabnTéc.

H2: 'Ocgo peyahavel o apiBpdc Twv TpaupdTika yeyovoTwy {wric, Togo nio xapnhdc Ba sivar o Babpdg ikavonoinang and Tn {wr.
H3: O1 peravaoTeg pabntéc Ba éyouv Biwoel NEPIOCOTEPA TPAUATIKA yeyovaTa (wh¢ O OxEaT PE Toug ynyeveic auppabnTéc Toug.
H4: Ta oyohika KivnTpa Twv peTavaoTamv paBnromv Ba eivar xapnhdTepa and Toug ynyeveic pabnTéc.

H5: To oxohikd evdiagpépov Twv peTavaoTwy pabntov Ba eival xaunhaTepo and Toug ynyeveic padnréc.

H6: To ayxohkod khipa (oxgcec) nailel poho atn oxoMkr npocappoyn Twv padnTaov.

H7: Ta enineda oxohikot ayyoug Ba eival uynAdTepa oToug peTavaoTeg pabnTég napa aToug yryeveic pabnTéc.

H8: To eninedo auTtovopiag oTo oxoAeio Ba eival uynAdTepo aToug ynyeveic paBnTég oe oxéon e Toug PETavaoTeg pabnTéc.
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KENTPO EFRNAIAEYTIEKHE EPEYNAZ FKAI ASEICNOTHEZIHZ

ANAAYTIKO 2XEAIO EPEYNAZ
KQAIKOZ: 186483

XpnoIPOTITA-avaykaidoTTa TG £pEuvac:
H €peuva auTr) Bewpeital avaykaia Adyw Tou 6T dev UNAPKOUV APKETEG EPEUVEC NOU va JEAETOUV Napopoio BEpa oTv KUMpIaKT)
Kovovia. O apiBpoc Twy peTavacTay pabnromv auEaveTal kaTakopupa kai n oivBeon Tov oyoheinv akhalel, ouvenmg ival kpioipo va
pekeTnBel KaTA NACO N NPoCapPoyr Twy JETavacoTwy pabnrav, unofonfaral and To oxoAKO KA Kal T YEVIKI) EUYapICTT|an and Tn
Twr). H NpakTIkr) onpacia Trg CUYKEKPIPEVTC EPEUVAC apopd OTo OTI Ta anoTeA&opatd Tng Ba gival yprioipa yia Tov eExNalbeUTIKG TOPED
Kal TNV EQappoopevn wuyohoyia. Anhadn yia Tr SiEukOAuVOn TNC NPOCApUOYIC TWY JETAVAOTOW padnThv Kal T dnpioupyia vewv
napeuPacewy nou va apopolv otny évraln Toud.

Madikacia oulhoyic dedopévav:
Agoll NApoULE Tr) YPanTr) ouykaTaBear) Twv yovewv kal kndepdvwy, onou eEnyeiTal o okonodg kai i ¥pnolpdTnTa Tng épeuvac Ba
BWOoUE TA EPWTNPATOAGYIA OTOUC PaBNTEG/TPIES Twv onoiwv ol yoveic anodéxBnkav va ouppeTacyel To naidi Toug aTnv épeuva.Ta
epwTnuarohoyia Ba doBolv pia nepiodo pn-efetalopevou pabhparoc kai Ba emoTpagotv Thv idia nepiodo. O ¥povoc oupnAnpwong
Tou epwTnpatoAoyiou unokoyileTal oTa 20-30AenTd. Ta epwTnpaTohdyia eival avivupa. Ta epwTnuatoAdyia Ba dobolv oToug
Kinpioug paBnTég oTa EMNVIKA Kal OTOUC JETAVACTEC PaBnTEC EiTe aTa EAANVIKA iTe oTa AyyAika, avahdywd WE TNV NpoTipnon Toug
ev yia Toug pabnTec nou dev piholv kaha kKapid and Tic Ao yAbooeg pnopolv va petagpaaToly atny Apafikn yAnooa.

Asryparohnwia;
150 peTavaoTeG PaBnTeg/paBnTpieg kai 150 ynyeveig pabnTég/pabnTpiec. Zovoho: 300 pabnTeg péong eknaideuons. H oUPPETOYT oTnv
£peuva eivar eBehovmkr kai o1 pabnTéc dikalolvTal va anoxwproouy OnoTe To emBupoliv.
Tyoheia:
EupuBiadeio oTn Adpvaka
DavepwpEvn oTn Adpvaka

NaihoupidTiIooa Asukwaia

Ayiou BamAeiou Asukwaia

Epeuvnmika epyaleia:
To epwTnuatoAdyio nou Ba ypnoipononBel, anoTeheiTal and didgopec unokhiyakes nou napbnkav and didpopa aTabuoyéva
anpooieupéva epyakeia:
1.EpwtnpaTohdyio VISC (unokApakeg):

-Zyohkd EvBiagpépov kal Kivitpa (10 epwTroeig 4 Likert-type scale)
-Iyohkd Khipa/ Iyéoec (3 epuwTnoeic 4 Likert-Type scale)

2. Stressful Life Events questionnaire (Bean, Eurelings-Bontekoe, Derluyn, & Spinhoven (2006) (11 £pwTrOEIC avaMopIKd [E
TpaupaTikd yeyovoTa fwhg N/O)

3. Psychological Well-being scale [Diener et al. (1985, 2003)] (5 EpWTNOEIC avamopIka PE TNV Euyapiatnaon ano T {wr Aapovo
andAuTa-ZupQuve andhuta- 5 Likert-type scale)

4.Cantril-Ladder-Life Satisfaction (0-10)

5. School-related psychosomatic complaints anéd To epwTnuaToAdylo Tou Hascher (2004). [8 £pwTHOEIC NOU PETROUY YUXOOWUATIKG
oupTmpaTa, o kKhipaka 5-Likert (MoTé-NoAl ouyva)].

6. School Anxiety and To epwTnpaToAdyio Test Anxiety Inventory (Wieczerkowski, et al., 1979). [4 epwTHTEIC Nou PETPOUV TO TYOMKO
ayyoc o 5-likert type scale (MoTé-MoAl auyva)]

7. Need for School Autonomy [5 EpWTROEIC MOU PETPPOUV TNV avaykrn yia autovopia ato axoheio oe 5 Likert-type scale (Alogpuwvio
AnoAuTa-Zupewve AnoiuTa)]

MEga and To EpuTnuaToidyio Ba AngBoliv Kal dnpoypapIkd aToIyEa.
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KENTPO EKINAIAEYTIEHE EPEYNAZ KAI AEICNOTHEHE

ANAAYTIKO 2XEAIO EPEYNAZ
KQAIKOZ: 186483

Xpovog anacyoAnong:
20-30 AeTnda Tng SIBakTikrg NepIGdou

Xpoviki| nepiodog £peuvag Kal aVaPeEVOPEVOC XpOVOG anoTEAECPATWV:
Fuhhoyr) BeBopeviv KaTa To prjva &#8710;ekepPpio 2020 kai Iavoudpio 2021
Avapevopevog povog unoPohrig anoTeheopaTwv:30/05/2021

OEMATA HOIKHZ KAI EPEYNHTIKHZ AEONTOAOTIIAZ:

A. ZYNEIAHTH ZYNAINEZH I'MA ZYMMETOXH XTHN EPEYNA
Orav or CUPNETEXOVTEG eival EVIIAIKEG:
1. ‘Exouv AngBei Ta anapaitnTa pETpa yia Ty EVNUEPWOT TWV CUPPETEXOVTWY OXETIKA [JE: TO OKONO TN £peuvac, Tic Bladikaaieg
ouMhoyng Sedopéviov, To NEPIEYOPEVD TwV EpyaAeiwv culhoyrc GEBoPEVMV Kal TOV anaimolpevo ¥povo yia Tr GUALOYR Twv
Bedopevav.[NAT]
2. 'Exg1 AnwBei npovoia yia eviPépwaT TWY CUPHETEXOVTWVY OXETIKA PE Triv EBEAOVTIKI| OUPPETONT TOUG OTNV Epeuva; [NAI]
3. 'Exa An@Bei npovoia yia evPEPWOT] TWV TUPHETEXOVTWY OXETIKA WE TO SIKaiwpa andouparnc and Ty EPEUVA onoIadnnoTe aTiyur) To
emBupRoouv;[NAI]
4. MpoTiBeoTe va eEaopakioeTe Tr) guYKATaBeaT| TOUG yia TNV KaTtaypagr) Twv Sedopevav (N.y. HayvnTopwvnaor), BIVTEOCKONNOT) npiv
™ dieEaywyr) TC épeuvac;[AT]
OTav oI OUYUETEYOVTEG Eival HaBnNTEG:
5. NpoTiBeoTe va eEaopalioeTe ypanTr) ouykaTaBeon and Touc yoveig/knBePOVES Twy NadiV yia T CUPPETOXT TOUC OTNv napoliod
£peuva;[NAI]
6. 'Exe AnwBei npovoia yia eviuépman Twv yovewv/kndeudviv yia Tov okond Tng épeuvac, Tic diadikadiec ouhhoynic Gedopevuv, To
NEPIEYOUEVO TwV Epyaieinv oulhoyrg Sedopévwv Kal Tov anarmoUpevo Ypovo yia T oukhoyr) Twv dedopéviv; [NAT]
7. 'Exa1 AneBei npovoia yia eviuépwan Twv yovEwy/KNBEUOVWY OTI I CUHKETOXN Twv NaiBiay Toug oTny épeuva eival eBehovTikn; [NAI]
8. 'Exel AnmBei npdvoia yia evipépwarn Twv yovewv/kndepovwv oyeTIKA PE To Sikaiwpa andoupanc Tou naibiol Toug and Thv £peuva
onoladnnoTe oTIypr) To EMBUPACOUY XWwPig onoleadhnoTe gUVENEIEG yia To naidi;[NAI]
9. MpoTiBeoTe va eEaopakioeTe ypanTr| cuykataBeon Twv yovéwv/kndepdvwy yia Ty Karaypapr) Twv dedopévov (n.y.
payvnro@®vnaorn, BivTeookonnon), npiv Tr dieEaywyr) Trg épeuvac; [AI]
10. Zmnv nepinTwon ouvévTeuEng/npoownikic enagnc pe To naidi, £xel AngBei npdvoia yia TV napouadia ekNAIBEUTIKON Tou oxoAeiou
o1 ouvEVTEUEN; [AI]
11. 'Exel AnpBei npdvola yia evnpépwan TV idlwv Twv Naididy yia Tov okond Kal To NEPIEXOPEVD Trig Epeuvac; [NAT]
12. 'Exel AnpBei npovoia yia evpépuan Twv naidiov 6TI N CUPPETOXT Toug oTnv £peuva eival eBehovTike;[NAI]

B. MPOZBAZH XT1% XOAIKEX MONAAEZX
13. "Exouv AngBei Ta anapaitnTa pETpa yia evnuépwon Tng SielBuvong Tou oxoheiou yia Tn diefaywyr) Tng napolaoag épeuvag; [NAI]
14. "Exouv AngBei Ta anapaitnTa pETpa yia evuépwon Tou eknaiBeuTikol Npoownikol Tou oxoheiou yia Tn dieEaywyr) TG napolioag
£peuvag;[NAT]

I'. NIOANH EKOEXH ZE XOMATIKO 'H WYXOAOITKO KINAYNO
15. 'Exouv hngBei Ta anapaitnTa pETpa £TO1 WOTE ) PETAXEIPION TWW UNOKEINEVWV TNG EPEUVAG Va YiVETAl PE TOV EAAXIOTO duvaTo
KivBUVO, MOTE va pnv KIVBUVENITE! N OWPATIKA TOUC AKEPOIGTNTA 1) 1] WUXIKA Toug uyeia; [NAT]
16. H épeuva npoPaivel ot £xBeon TwV UNOKEIPEVWY OE KATAMNAG yia Tnv nhikia Toug epeBiopaTa (N.X. TO NEPIEXOUEVD TWV EPYyaleinv
ouhhoyrig Bedopevav ival karaiknho); [NAT]
17. H épeuva npoPaivel 08 EKBEOT] TWV UNOKEIEVWV OE KATAMNAG yia TNV IBIGTNTA ToUC (N.)Y. YOVEIC, EKNAIBEUTIKOUC)
epeBiopaTa;[NAI]

A, MPOXTAZIA ANONYMIAZ KAL AEAOMENQN
18. 'Exouv AngBei Ta anapaitTa PETpa yia TV NpooTacia ¢ avuvupiag TV CUPPETEXOVTLV;[NAT]
19. ‘Exouv AngBei Ta anapaityTa pEtpa yia T @uhafn Twv dedopévov nou Ba oulexBolv ata nAaigia Trg napolioac Epeuvac; [NAT]
20. "Exouv AngBei Ta anapaitnTa pérpa Ero woTe Ta dedopgva nou Ba ouldeyolv va pn xpnoiponomBoiv yia onoiodnnoTe ahho
oKkond; [NAT]

E. ENHMEPQZH YYMMETEXONTQN 1A TA ANIOTEAEIMATA THEZ EPEYNAZ
21. "Exel AnpOei npdvoia yia evipEPWor TwV CUPPETEXOVTWY OXETIKA LE Td anoTeAEopaTa TG epeuvac; [NAI]

AITIOAOINHXH ZHMEIQN «OXI»

AAAA OEMATA HOIKHXZ KAI AEONOTOAOIIAZ

APXEIA NMOY ENIZYNA®OHKAN:
LETTER TO PARENTSAITHEH.DOCX (25/11/2020, 8:51:54, 81 KB)
SCALESAITHEH.DOCX (25/11/2020, 8:38:20, 45KB)
BEBATORH KEEA_I MAPOYAAH (1).PDF (25/11/2020, 8:37:12, 432 KB)
ENIZTOAH MPOZ FOMNEIZ KAI KHAEMONEZ AITHZH.DOCX (25/11/2020, 8:37:50, 82 KB)
ENIZTOAH NMPOZ AIEYSYNTEZ AITHEH.DOCX (25/11/2020, 8:38:08, 112 KB)

25/11/2020 08:54:59 AM
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Appendix B: Letter of approval of the study

Y 8-

K¥MPAKH AHMOXKPATIA

YNOYPrew AIEYCYMNEM
NAIAEIAL, NOMTIZMOY MEIME FEMIKHE EXNAIAEYEHE
AQAHTIEMOY KAl NEOAAIAL

Ap. dax.: 710461148
Ap. Tnh: 22800664
Ap. dPaf: 22428268
E-mail; circularsec@schools ac.cy
16 Ackepfpiow 2020

Kupia

lwdvwa Mapouhhn
ANTIOVTG 4

2400 Eyxwpn

Otpa: Nopaywpnaon ddnag yia Siefaywyr Epruvac

AVOPOPIKG PL TN TXLNKR HE T0 ™o Wdviw Bipa airmon oag oto Kévipo ExmoiBeunens Epcuvag
ki Afiohdynong, ue nuepopnvia umoloAns 18MN2020, wANPMpOPEITTE 4T TO Oitnpd COog yvia
diefaywyry épeuvag o oyoheio Méong Mevicig Exmaifcuone, pec 8épa =Moooomopoyd) aro
OxoAikd mAoiown xar wavoncinan awmé y Zwie, oto Thoimo fpeuvag wia e anmérmon
HETaTTUgarod Tithow omouldv ot eohoyied Exold g ExkAnaiag mg Kimpow, eyxpiveral.
—— Motitan &n Ba AGRere umbdyn mg ponyhoeg Tou Kivipou Exmaifiuneic Epeuvog xm
AZioASynong o1 omoitg EMOoUVETITOVTE Kot 6T Ba mprjoere ng axdhowBeg maoUTeicg:

1. Ba cfoopakigete ) cuykardBoan rwv ficuSuvrdvi-vipily Tew oyohoiwv, Ta omoia g
CUPpETdTouv aTnv Epiuva,

2. N ouppETOYA Twy pabnrumw/Tpidy Ba tivan mpompenxr,

3. Ba efaoealigcti TN CuYRATGBLON Ty YOVEWY Twv palniund -Tpiuw gty Epeuva,

4. Gev Bo cvmpecodil o Gibaxmkdg ypivog ko n opahi Aotsupyia Tou oxeheiou yia I
Siefaywayry NG EpEuvag,

5. B0 YOPIOTCITE 7O OTOEID Twy CUITALKOPEVWY PC TETOWD TpdTo, wote va Saopahorod
ThApwes N avwvupio Tous, Kol TEADE,

6. 7o amonhigpara g Eéptuvag Ba kowomwonBoly oro Ymoupyiio Nadiziag, Molmaopod,

ABArmoucu kgl Neokalag won oo ayxoheia mou Ba oog mopaywpioouy Sicukohlvosig yia m)
SiEeywyh mg.

Euydpoart gahf] Emiiuyia OTous EREuTnads Oog Taammo,

Ap Kumpiavég A, Aodng
DuevBuvTie
Meong Movierg Exmoifieuong

11

Youpyeio Nasbeiog, Modmopog, ARanoucd s Niodake 1434 Aaveaaia
Toh: 22 800 607 tax: 27 4782068 wobsito: www FrCEE Qi Oy
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Appendix C: Letter to school principals about the study’s aims and procedure

Aegaymyn épeovag pe 0épo «Ilpocappoyn oto Xyorko Ihaicwo ko Ikavoroinen and
™m Zom»

Me v mopovoo emoToAn {NTALE TN GLYKATAOEST] GOG Y10, TN GLUUETOYN TUNUATOV A’
B’k I'" Topvaciov Tov oyoieiov cag otny épevva «IIpocappoyn oto ZxoAko [MAaicto kot
Ixavomoinom and ™ ZoM». H épevva dedyetor vid v enonteion TG LVIOPUVOUEVNG, Ap
O)lyag  Zolopwvtoc-Kovvtovpn, YmebOvvng Metamtvyokod I[Ipoypdupatog g
®eoroying Zyoc ExkAnociog g Kompov kot g petamtuylokng gottntplag lodvvog
MaopovAdy. Zyxetikn £ykpion €xet non yopnynoel amd to Kévrpo Exmaudevtikng Epevvag kot
A&loldynong, (EmovvanTeTOl AVIiypopo).

Aoyu ¢ ‘Epsvvag: H ocvykexpipuévn €pevva €xel okomd tn depedivion TG GYOAKNG
TPOGOPLOYNG Kot TOL Bafpod tkavomoinong amod t {on 1000 Kimplmv 660 Kot LETOVIGTMOV
pontov/tpiov. Méow g yopiynong epotnuatoroyiov, Oa efetaotel t0  emimedo
evyopioong oamd ™ (oM kabdg kot m 0EAnon kot ta kivntpa Yoo padnon tov
nontov/Tpiov. Méoa amd to aroteléopato 0o eavel Katd OGO VITAPYOVY SLUPOPES GTOV
Babuod woavomroinong amd ™ {on (aptBpodg TpavaTIKOVY YeYovoT®VY mov Pundnkoy) Kot 6TV
oYOAMKN mpocappoyn (kivntpa, evolapépov, @yyoc) petald twv 600 opddmv padntov.
EmumAéov, Ba diepeuvnBolv Tapdyovies mov agopohv 6TO GYOAKO KAILLAL.

H épevva avt Bsmpeitor avaykoaio A0y® Tov OTL OV VIAPYOLV APKETES EPEVVES OV VO
peretovv mopodporo Bépa oty Kompo. O aplBudg tov petavactov padntaov avédvertal
KaTaKOpuea kol 1 cvvleon tov oyoieiov aAlalel, cvvenmg elvar kpioio va peietnel
KATO TOGO 1| TPOGUPUOYT TOV LETAVASTOV podnt®v, vrofonddtol amd 10 oyoAkd KA
KoL TN YEVIKN evyopiotnon and 1 {on.

H mpaktucn onpacio ¢ cvykekpuévng Epevvag apopd 6to 0Tl To amoTEAEGHOTA TG Oa
etvat ypriolLa Y100 TOV EKTOOEVLTIKO TOUEN KOL TV EPAPUOGLEVT] Wuyoloyia. Aniadn yia
JEVKOAVLVON TNG TPOCOPUOYNG TOV HETOAVOCTAOV HoONTOV Kol TN Onpovpyio véwv
TOPEUPAGEDV TTOL VO APOPOVV GTNV EVTOET TOVC.

Soppetéyovteg: v épevva Ba mhpovv pépog padntéc/tpiec g A, BT ko I''1déng
IMvpvaciov Tov omoiwv ot yoveig £xovv amodeydel va GUUUETEYEL TO TTAdT TOVG GTNV EPELVA
(EMOVLVATTETOL 1) ETIGTOAY TPOG TOVS YOVELG).

Awdwooio: T ™ oweaywyn g épevvag €xel eacpariotel doeta and 10 Kévrpo
Exmodevticng ‘Epevvog kot A&oldynone. Oa mpémetl va £xovpe tn cuykatdbeomn Kot T
ocuvepyosio TV SIELOLVTOV/TPLOY TOV GYOAEI®V Yo TOpaYDPNOT YPOVOL, 0VTWG MGTE VO
00000V o epOTNUOTOAGYIO KAODG Kol YPAmT] AOEW VITOYEYPAUUEVT] OO TOVG YOVEIG T™V
HaONTOV/TPIOV Yol GLUUETOYN TOV OOV Tovg oty épevva. H yopnynon tov
gpotnpatoroyiov Ba yiver and tig epguvrtpiec. O pobntéc/tpieg Ba éxovv otn ddbeo
TOLG ol LEt VN S10axTiKY| Tepiodo (30 AemTA) Y10 VO GUUTAPDOGOLVY TO EPOTNUATOAIY10.
O gpevvntpieg Ba elvar oy TééN KT TN SAPKEL CUUTANPOGCNS TOV EPOTNLATOAOYI®V
epovtilovtag vo KLANcel opoAd M dwedwkocio Kot Advoviag Tuxdv  omopieg TwV
LOONTOV/TPLOV GYETIKA PE TO ep®TNIOTOAGY0. AkoAoVBwS, Ba cuykevipmBovv dAa To
epOTNUOTOAOYIO Kol To. dedouéva Ba kataywpnbodv kot Ba avaivBodv mTOGOTIKA GTO
oTOTIOTIKO Aoyiopiko SPSS.

Amotedéopata g €pevvag: Ta cvvolkd amoteléopato amnd OAo ta oyoleio Ba coag
avakowvmBovv petd 10 TEPOC TNG OWOKACING OVAALONG Kol  KOTAYPOPNG TV
amoteleopdrov. H idwa evnuépmon Ba otarel oto Y.ILIL kot oto KL.E.E.A..
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KAigtvovtag 0élovpe va 6og ELYOPICTIIGOVE Y10 T GUUUETOYN GOG GTNV £PELVO KOl VO
Tovicovpe TN onpacio ™G cLUPOANG E0GG KAl TOV GYOAEIOV GOG. Xe TEPITTOOT OV EYETE
KOTOEC EPOTNOELS N XPELALESTE KATOLEG SIEVKPIVIGELS, UNV OIGTAGETE VO EMIKOIVOVNOGETE
padi pag omv niextpovikn dievbuvon o.solomontos-kountouri@theo.ac.cy.

206G ELYOPIGTOVUE, EK TOV TPOTEPMV, Y10, TI] GLVEPYOGIN GOC.

Mg extipnon,

Ap Ohya Zoropmvtog Kovviovpn

Avaminpotpio Kadnyntpro Avanto&iokng Poyoroyiag,
Yrev0vvn Metantoytaxod [poypdppatog

®eoroykn XyoAr Exkinciog Konpov
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Appendix D: Greek and English versions of parental consent form

Greek Version

Ayoamnté yovéa/kndeuova,

Me v Tapovoa eTeTOAN {NTdpe T GLYKATAOEST| GO Y10 VO GOUUETEYEL TO TOdL GOG OTNV
épevva pe Bépa «Axadnuaikn Emidoon kol Ikoavomoinon and ™ Zonq Metavastodv kot
IMmyevov pobntovy. O kiplog okomdg g &v AOY®m peAétng, elvar va diepevvnOei 1
aKadnpaikn enidoon kot o Babuds wkavomroinong omd ™ (O UETAVUSTOV KOl YNYEVAOV
pobntov/tpiov. Méom g yopnynons epyaieiov (epotnuatordyia), o efetaotel TO
enimedo evyapiotnong and tn {on Kabdg kol 1 0EANoN Kot Ta Kivntpa Yo pdbnon OAmv twv
poontov. H épguva deEdyetar vd v emonteia g Ap. Ohyog Zoiopmvtog-Kovviovpn,
Aéktopa WPuyoroyiag ko YmevBuvng Metamtuylaxov Ilpoypaupotog tg Ocoloyikng
YyoMc Exidnoiog tg Kbdmpov. Zyetikn €ykpion €xet non yopnynbet omd 10 Kévrpo
Exmodevtikng Epevvag kot AStoAdynong.

To modi ocog, maipvovtag HEPOC otV €pevva, B0 GLUTANPOGEL €VO  OVOVLUO
gpotnpatordyro. H didpketa g épevvag oev Ba vrepPaivel ta 30 Aemtd ko Oa dreEoryBel
VOTEPO. A0 GLVEVVONGCT HE TO OWOOKTIKO TPOCMOMIKO, MOCTE VO PNV emnnpedletor 1o
TPOYPOLLLLO O1O0CKAALOS.

[TapaxaioOpe COUTANPAOGCTE KOl LITOYPAYTE TO EVIVTO TOL OKOAOVLOEL KO EMOTPEYTE TO
070 oYoAelo TO GLVTONOTEPO duvatd, povo av embupeite o moudi cag vo MHN cvppetéyet
omVv_épeuva. Xg TEPIMTOON TOL EXETE KAMOEC EPMOTNCES N YPEWLESTE KATOEG
OLEVKPIVIGELS, UNV JIGTACETE VO EMKOWVOVNGETE ol Hog 6TV NAEKTPOVIKY d1evBuvon
o.solomontos-kountouri@theo.ac.cy.

Y0G EVYAPICTOVLE, EK TOV TPOTEPMV, Y10, T GUVEPYUGIH GOG.
Me extipnon,

Ap Okya Zoropmvtoc-Kovvtovpn

Emboum o/m podntg/tpla

YTOYPOo@1 YOVER 1] KNOELOVOL: - ettt entteenteenteeanteanteeneeaneenneeanans

OVOLOTETMVULLO: . ueteete et ettt et et e et e ee et e e
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English Version
Dear parent/guardian,

With this letter we ask for your consent for your child to participate in the research on
"School Adjustment and Life Satisfaction". The main purpose of this study is to investigate
school adjustment and the degree of life satisfaction of Cypriots and immigrant students.
Using questionnaires, the level of pleasure from life as well as the will and motivation for
learning of all students will be examined. The research is conducted under the supervision
of Dr. Olga Solomontos-Kountouri, Associate Professor of Psychology and Head of the
Postgraduate Program of the Theological School of the Church of Cyprus. Approval has
already been granted by the Centre for Educational Research and Evaluation of the Ministry
of Education, Culture, Sport and Y outh.

Your child, taking part in the survey, will complete an anonymous questionnaire. The
duration of the survey will not exceed 30 minutes and will be carried out after consultation
with the teaching staff, so as not to affect the teaching program.

Please fill in and sign the form below and return it to school as soon as possible, only if you
wish your child NOT to participate in the survey. In case you have any questions or need
some clarification, do not hesitate to contact us at o.solomontos-kountouri@theo.ac.cy.

Thank you, in advance, for your cooperation.
With appreciation,

Dr Olga Solomontos-Kountouri

I wish the student ...........ccoooiiiiiiiiiiniiiieeeee, of class....ccceevieviiinieenieen, NOT to
participate in the above survey.

Signature of parent or guardian: ........c..cceceeveriineeneeniennenn

NI et e et eeea
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Appendix E: Greek and English version of the questionnaire

Greek Version
Ayommroi pafntég Ko ayomntég pabnTpie,

To epoUaTOAGYI0 OVTO ETOUAGTNKE Y10 EGAG, TOVG PIAOVG KOt TIG PIAEG GOG. XVYKEKPIUEVA,
OoYEOLAGTIKE Y10, VO LETPNGEL TNV KA vOToinom/evyapictnon omd ) (N Kot vo, eEeTdost
wapdyovteg mov mBavov va ennpedlovv TNV Tpocappoyn oto oxoieio Kumpiov Kot petavastdv
pontdv e nAkiog cag. Aev vtapy oLV GMOGTES 1 AABOG ATOVINGELS. LG TAPAKAAOVLE VOl
OTOVINOETE e EIAKPIVELD KO VO Lo TTEiTe TL vopileTe eoelg TpocmTKA Yo kdbe gpmTNnO.
BePaimbeite 011 £xete amovinoel o€ OAES TIG EPOTNHOELG TOL EUTEPLEYXOVTOL GE OVTO TO
epotnpatordylo. To epampuatoroyio mepthapupavet &1 (6) oelidec.

To gpoTNRaTOLOYI0 Eival avOVLRO Kot 0g B0 Yyvopilel Kavivas KoL KOpLA TIG OTOVTGELS TOV
00 dMoeTE.

Yag guyoploToVuE TOAD Yo TNV TOAVTIUN BonBeld cog!
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Atdfoce TpooeKTIKA TIG ONADOES mov akoAovBovv. H kdbe dnAwon petpd évav mapdyovio mov oyetifetol pe
GYOMKT TPOGOPLOYT KOl TNV Kavoroinon/evyapictnon and t (1. Ecv va kukhdoelg tov fabpd mov miotevelg 0Tt
avtioTolyel o€ avtd Tov vidbels. Aev vrdpyet coot 1| Adbog andvinon. To 1 avtictolyel 610 AlQOVA ATTOIVTA, TO
2 610 ALwQ@VA, 10 3 670 OVTE TPV 0VTE ALPOVA, T0 4 6T0 ZVPPOVE Kol T0 5 6T0 Zopeeva Andivra,
OGS POIVOVTOL KOl GTNV KAIILOKCL.

1 2 3 4
AwQave Aww@ovo Ovte Zopgove, Zopeove
Andélvta Ov1e Alw@ove

5

ZopeoOve Amorvta

v td&n pog etvor onpovtikd yo GAovg pog vo eipoote po Koy opdda.

2. Zmnv 1a&n pog ivor onpovtikd v OA0LG LOG VoL TEPVALLE LETAED LOG KAAdL. 2 3 4 5

3. Zmv 1d8n pog cvvepyoalopoote kot Bonbovpe o vag tov GALoV. 2 3 4 5

1. T péva eivon drookédaon to va. acyoAndd pe Bépota pdbnong oto cyoheio. 2 3 4 5

2. Ztov gebbBepo pov xpovo acyorovpot pe BEpata pabnong tov oyoleiov, akdun 2 3 4 5
Kot 6tav dev ypetaleTorl.

3. Zto oyoleio pobaive KATL TOL EIVOL OTLAVTIKO YidL LEVOL. 2 3 4 5

4. O&\o vo poboive ToAAG VEO TPAY AT 2 3 4 5

5. O&® va Kaved SVCKOAN TPAYLOTO OGTE VO, LAB® VEQ TPAyLLaTaL. 2 3 4 5

6. Oflo va kataiafaivo Tt pobaive. 2 3 4 5

7. Oflo va gipot og B¢om va meTvyaived 6Ao Kot TEPLGGOTEPO. 2 3 4 5

8.  Av mpoocmobnom, Hropd vo AVc® Kot SOUEKOA TPAyHaTe otV TAEN. 2 3 4 5

9. Eépw 611 UTop® Vo KOTOPEP® VAL KAV TO, TPAYLLOTOL TTOV OOUTOVVTOL OO ELLEVA GTO 2 3 4 5
ooleio.

10. TTiotedm OTL pmop® va gipot KaAdG/n ota SloyvicpaTo. 2 3 4 5

1. Tpotipd va &xm TepocoTEPES ORAOIKES EPYUTIES OTNV TALN. 2 3 4 5

2. Mov apéoel va enthéym mo cuyvd o i81og/M 1610 1060 Ypryopa epyalopat oty 2 3 4 5
TéEn.

3. Mov apéoet va glpot HEPOG TV OTOPACEMY GYETIKA e TO Tolo Oépata Oo 2 3 4 5
ov{nOovv oto padnua.

4.  Oa pov apeoe vo oLV HEPOG TV ATOPACENDY GYETIKA LE TO THG podaivovpe 6To 2 3 4 5
ooheio.

5. @a pov Gpece va UOVV LEPOG TOV OTOPACEDMV GYETIKA LLE TO TL EPYACies Ba

£€xovpe Yo To omiTL.

105




1 2 3 4

AlQoOvVO AWQOVO Ov1e Zvppove, Ovte ZopQove
Amorvta AwQovo

5

Topeove Atéivta

1. H {on pov otovg mteptocdTePOVS TOELS, Eival OTMG EMBVU® Vo givat.

2. OtovvOnkeg g Long pov glvat eEapeTIKES.

3. Eipot tkavomompévog/m and ) {on pov.

4. Méyptotiypung, &xm oia 6ca Bewpd onpavtikd otn {1 pov.

5. Av pmopovoa va Eavalnoo tn {on pov, dev Ba dAiala oxeddv tirota.

Davraoteite P KA Ll GKOAOTATLO LLE TO UNOEV 0TO KAT® LéPOG Kat To 10 otV Kopuen.

To mave pépog g okdiag (10) avimpocmnedel v KaAvtepn duvar {on Yo €6GG KOl TO KAT® LEPOG TNG

okarag (0) avturpocomedet T xeypdtepn duvarn Lmn Yo ecAc.

Xg mo10 oKOAOTTATL acBdvesar 6T Bpickecar ot TN oTIyp; (KOKA®GE évav aplOpd mov Bempsic 6TL

OVTITPOSAOTEVEL QVTO TOV 160GVEGUL)

0 1 2 3 4 5 6 7 8
H {1 pov dev Oa
PTOPOVOE VA NTAV
xewpoértepn

10

H lon pov dev Oa
PTopPoOvoE Vo NTOV
KoAOTEPN

Yg o0 oKOAOTATL ToTEVELS O0TL B0 Ppiokecor 6To péhlov; (kOKAmoe évav apiBpd mov Bempeic 6TL

OVTITPOSOTEVEL 0VTO TOV doOdveGHL)

0 1 2 3 4 5 6 7 8
H fon pov dgv Oa
PTOPOVOE VA NTAV
xewpoértepn

10

H Lon pov dgv Oa
PTOPOVOE VO NTOV
KoAOTEPN
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1 2 3 4

Hoté Xravia Kamowes gopég Zoyva

5

oAb cvyvé

1. Ortav ot kabnyntég pov Ntodv va, LAnow, eoPapat uny e Kot Aabog.

2. Otav &yo eEetdoelg 610 6Y0AEl0, KAV® TOAAG AN emedn @oPdpiot woAD.

3. Ztc e€etdoeig pofdpat 0t dev Ba mapw kaAovg Babiovg.

4. Avnovy® mold av eipot kavog va Tepdom ot TNV Taén.

1. TIpw to daydviopa 1) v eE€taom, N Kopdd pov yTumd ToAd ypriyopa. 2 3 4

2. Kotd m didpketa g eEétaong, vimbw éva dvodpesto aichnio 6To cTopdyt 2 3 4 5
pov.

3. Ortav ayydvopat yio TG £EETACELS, 08V UTOP® VoL PA® TITOTO. 2 3 4 5

4. Otav ot kaBnyntég pov {nrovv vo Ao, vidbo éve ducdpesto cuvaicOnua.

5. Ortav ayyovopot yio TG €EETAGELS, TOVA® TO GTOUAYL LLOV.

6. Koatd m didpkeia tov podnpdatov, viobo (aiddec.

7. Ortav ayy®vopat yio T1g EETAGELS, TOVA®M TO KEPAAL LLOV.

8. Ortav oképropat To TPoPARLOTH TOV EXOVV VO KAVOLV LIE TO GYOAEI0, dEV
UTop® va Kounoo.

1 2 3 4
AWQoOve AQoOvO 0v1e Zpgovo, RN TTT03Y)
Amdlvta Ov1e ALQOve

5

Zopeove Arélvta

1. Otav oképtopot Tov Kopmvoid a1cOavopol amelin.

2. ®ofdpor Tov Kopmvoiod.

3. Agv avnovy® Yo ToV Kopwvoio.

4. Avynovyd 6Tt yd M o1 AvOp@TOL TOV Ay B ApPOGTNGOVIE OO TOV KOPWVOTO.

5. Exo dyyoc 6tav Bpickopar pe GAAovg avBpmdmovg, enedn aviovy® Ot 8o LoAvvOm
omd ToV Kopmvoio.

6. I[Ipocmafd ToAD va amoeVY® GALOVS 0VOP®OTOVG, NN dev BEA® VO 0pPOCTNC®.
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¥’ outd 10 PEPOG, O1APaCE TIC EPMOTNCEIS TPOCEKTIKA Kot onueimoe pe X T0 KOVTAKL TOV OVTIOTOLKEL otV
amdvtnon cov. Mmopeig va emdé€elg pio omdvinon (gite OXI, gite NAI). Aev vrdpyel cwot) 1 AdBog
ATAVTNON.

NAI (0).41

1. Ymp&av peydreg aAlayéc 6TV OIKOYEVELD GOV TOV TEAELTOIO ¥POVO; O O
2. "Etvuye vo xoploteig moté amd TV 01KOYEVELD GOV, YMPIG va To BEAEIS; 0 O
3. "Eyeig ydoetl kanowov d1kd 6ov, Y10 Tov 0moio vola ocovy ToAV; 0 O
4. Eiyeg moté xdmoto watpikd Bépa mov va anetdel T {on cov; O
5. Evemldxkng moté og cofapd atdynua; O
6. Biwoeg moté pLeydin KataoTtpoon; O
7. "Elnoeg moté mohepo 1 €ideg oTpoTimdTiKég payeg va Aappavouy ydpa dimha/kovtd O

GOV 1 0T YDPA GOV;
8. Xe KAdTonoe/yTOMNoe/TUpoPOANCE TOTE KAVEIS 1] OE TPAVUATICE LLE KATOO0 TPOTO; O
9. Eidec moté kdmolov avOpmo vo Tov KA@TeoUV/YTumovv/Tupofoiodv 1 O 0

tpovpatifovv pe dAlo tpomo;
10. "'E{noeg tpavpotikd yeyovota 0mov Evimoes 0Tt ametheiton 1 {on oov; 0
11. "E{noeg tpavpotikd yeyovota 0mov EViwoes 0Tt aneileiton 1 {on Kamolov 0

avBpmmov;

1. IToTe yevviOnkes; (npepopnvia)

2. Eiocm 0 Ayopr O Kopitot
3. Ov yoveig oov givon:
O mavtpepévolr O yopopévor [0 oe didotaon O n untépa dev Ler O o matépag dev (et
4. low gival 1 EKTAIGEVGN TOV TATEPH GOV}
O dgv éhofe ekmaidevon O amd@ottog Avkeiov
0 omd@o1tog dSnuoTtikon O andpottog mavemotTiov
0 omd@o1tog yopvasciov O katéyet petamtuyokd dimiopa (M.A. & Ph.D.)
5. o givol 1 ekmaidcvon TS UNTEPOS GOVL;
O dev éhofe ekmaidevon O amd@ottog Avkeiov

0 amdpo1tog dNUOTIKOD 0 and@o1tog mavemoTiov
O amd@ottog yopvoociov O xatéyetl petomtoyoko dimhopa (M.A. & Ph.D.)
6. O matépag cov gpyaletar; 7. H pntépa cov gpyaleta;
Ovor 0O o6y Ovor 06y

108



8. Katd ™ yvoun cov mdg givol 1 01KOVOPIKT] KOTAGTAGT T1G OIKOYEVELAS GOV
O oAV xokn 0 xokn O ovte KOKN, 0VTE KOAN O kol O mold kaAn
9. M mowovg Cerc/péverc;

O pe toug dHo yoveic Lo Kot To adEPPLaL LLoV.

O pe évav yovéa Kot To adEPPLaL LLOV.

0 pe Tovg TOmmOVES [LOV.

O pe kémotov GAAO, pe:

*To televtaio avtd pépog, va copminpmOei MONO EAN EIXTE Metavdotnc.

1. X¢g mowa yopo. YeVViONKE 0 TATEPOS GOV;

2. Xg oo yOpa yevviiOnke  pntépa cov;

3. Xg mown y@pa yevviiOnkes £60;

4. Av dgv yevviiOnkeg oty Konpo, 6g mora nikio 11p0ec otnv Kozpo;

5. INoti n owkoyévera oov petaxkopmog otnv Kvnpo;
O Aovietd 0 Zmovdég O Aovko O IoAepog
O AXLo, GUYKEKPIUEVQL:

6. I1660 karpé gicar otnv Kdzpo; xpOVIaL Kot UIVES
7. Ztnv Kdnpo:
€xoupLe Sk LG OTTUdIEPIC L
gvoktaovle omity/dapépiopa
HEVOLLE GE YDPO/CTHTUSOUEPICILA TTOV YPMUATOSOTEITAL 0TO TO KPATOG
GALO, GUYKEKPILEVAL:
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English version

Dear students,

This questionnaire has been prepared for you and your friends. Specifically, it has been designed to
investigate the level of life satisfaction and the factors that possibly affect school adjustment of
Cypriot and immigrant students your age. There are no correct or wrong answers. It is very
important for us that you respond with honesty to each question. Please ensure you have answered

all questions/statements included in this questionnaire. The questionnaire consists of nine (9) pages.

The questionnaire is anonymous and your answers will be kept confidential.

Thank you for your help!
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Carefully read each statement in the boxes that follow. Every box represents a scale which measures how
different factors correlate with school adjustment and life satisfaction. Then, circle ONE number (1-5) you

believe corresponds to how you feel. There is no correct or wrong answer.

1 2 3 4 5
Strongly Disagree Neither Agree nor Agree Strongly Agree
Disagree Disagree

1. In our class being a good community is important to everyone. 1 2 3 4
2. In our class it’s important to everyone to get along well. 1 2 3 4
3. In our class pupils work together and help each other. 1 2 3 4
1.For me it is fun to occupy myself with learning matters from school. 1 2 3 4
2.In leisure time I occupy myself with learning matters from school even if I do not have 1 2 3 4
to.

3.At school I'm learning something that is important for me. 1 2 3 4
4.1 want to learn many new things. 1 2 3 4
5.1 want to do difficult things in order to learn new things. 1 2 3 4
6.1 want to understand what I am learning. 1 2 3 4
7.1 want to be able to achieve more and more. 1 2 3 4
8.If I put an effort, I can also solve difficult things in class. 1 2 3 4
9.1 know that I can succeed in doing the things that are required from me at school. 1 2 3 4
10.I am convinced that I can be good at tests. 1 2 3 4
1.1 prefer to have more group work activities during lessons. 1 2 3 4
2.1 like to decide more often myself, how quickly I work during lessons. 1 2 3 4
3.1 like to participate in the decisions about which topics get discussed during lessons. 1 2 3 4
4.1 would like to participate in the decisions how we learn in school. 1 2 3 4
5.1 would like to participate in the decisions what kind of homework we get. 1 2 3 4
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1 2 3 4 5

Strongly Disagree Neither Agree nor Agree Strongly Agree
Disagree Disagree
1.In most ways, my life is close to my ideal. 1 2 3 4
2.The conditions in my life are excellent. 1 p) 3 4
3.1 am satisfied with my life. 1 2 3 4
4.So far, I have gotten the important things I want in my life. 1 2 3 4
5.If I could live my life over, I would change almost nothing. 1 D) 3 4

Please imagine a ladder with steps numbered from zero at the bottom to 10 at the top.

The top of the ladder (10) represents the best possible life for you and the bottom of the ladder (0) represents
the worst possible life for you.

On which step of the ladder would you say you personally feel you stand at this time? (circle a number
you feel represents the best the way you feel)

0 1 2 3 4 5 6 7 8 9 10
Worst Best
Possible Possible
Life Life

On which step do you think you will stand in the future? (circle a number you feel represents the best
the way you feel)

0 1 2 3 4 5 6 7 8 9 10
Worst Best
Possible Possible
Life Life
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1 2 3 4 5
Never Rarely Sometimes Often Very Often
1.When I am called on by a teacher, I am afraid I will say something wrong. 1 2 3 4
2.When I am having an exam at school, I make many mistakes, because I am too 4 2 3 4
anxious.
3.During exams, I am worrying I will get bad grades. 1 2 3 4
4.1 worry a lot whether I am able to pass this grade. 1 2 3 4
1.Before there is a test or an exam, my heart starts beating very much. 1 2 3 4
2.During an exam, I get an unpleasant feeling in my stomach. 1 2 3 4
3.When I am stressed out because of an exam, I am hardly able to eat anything. 1 2 3 4
4.When I am called on by a teacher, I get an unpleasant feeling. 1 2 3 4
5.When I am stressed out because of exams, I get a stomachache. 1 2 3 4
6.During lessons, I get dizzy. 1 2 3 4
7.When I am stressed out because of exams, | get a headache. 1 2 3 4
8.When I am occupied with school related problems, I am not able to fall asleep. 1 2 3 4
1 2 3 4 5
Strongly Disagree Neither Agree nor Agree Strongly Agree
Disagree Disagree
1. When I think of COVID-19, I feel threatened 1 2 3 4
2.1 am afraid of COVID-19. 1 2 3 4
3.1 don’t feel worried about COVID-19. 1 2 3 4
4. 1 am afraid that people I love or myself will get COVID-19. 1 2 3 4
5. I feel anxious when I have contact with other people, because I am worried, I will 2 3 4
contract the virus.
6.1 am trying to avoid other people, because I don’t want to get sick 1 2 3 4
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In this part, carefully read the following questions and place an X in the box that corresponds to your answer.
You can choose only one answer (either YES or NO). There is no correct or wrong answer.

YES

NO

1. Have there been drastic changes in your family during the last year? O

2. Have you ever been separated from your family against your will? O

3. Has someone died in your life that you really cared about? O

n

. Have you had a life-threatening medical problem? O

5. Have you been involved in a serious accident? O

6. Have you ever been involved in a disaster? O

7. Have you ever experienced a war or an armed military conflict going on around you in your O

country of birth?

8. Has someone ever hit, kicked, shot at or some other way tried to physically hurt you? O

9. Did you ever see someone else get kicked, shot at or some other way physically hurt in real O

life?

10. Did you experience any other very stressful life events where you thought that your life O

was in danger?

11. Did you experience any other very stressful life event where you thought that someone O

else was in great danger?

1. In which year were you born? (date)
2. What is your gender? U Boy O Girl
3. What is your parents’ marital status?

0 Married 00 Divorced O Separated O Mother not alive O Father not alive
4. What is the education level of your father?

0 Did not receive any education O High school graduate
O Elementary school graduate O University graduate
O Junior high school graduate O Postgraduate degree (M.A. & Ph.D.)

114




5. What is the education level of your mother?

0 Did not receive any education O High school graduate
O Elementary school graduate O University graduate
O Junior high school graduate O Postgraduate degree (M.A. & Ph.D.)
6. Is your father working?
OYes 0ONo
7. Is your mother working?
O Yes 0O No
8. In your opinion, what is the financial situation of your family?
O Very bad 0O Bad O Neither bad nor good 0 Good O Very good

9. With whom do you live together?
O I live together with both of my parents and sibling/s.
O I live together with one of my parents and sibling/s.
O I live together with my grandparents.
O I live together with somebody else, namely:

*This part must be completed ONLY IF YOU ARE NOT a native Cypriot student.

1.In which country was your father born?

2.In which country was your mother born?

3.In which country were you born?

4.If you were not born in Cyprus, at what age did you move to this country?
5.Why did your family and you migrate to Cyprus?
0 Work O Study O Asylum/Refugee O War Other, namely:
6. How long do you live in Cyprus?
yearsand  months
7.What are your living conditions in Cyprus?
O we own a house or flat
O we rent a house or flat
O we live in a state-funded accommodation

O other, namely:
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