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Su m m a r y

The main objective o f the current body o f research was to design and validate a broad and 

coherent, child-centred quantitative measure o f inter-ethnic relations. Specifically, it sought to 

construct a measure that addressed certain fundamental gaps in the existing child-based, 

quantita tive  inter-ethnic instruments. First, it aimed to build a measure that was thoroughly 

child-centred in its formulation, its content, and its presentation. Next, it  strived to make the 

measure both broad and coherent, capturing aspects of children’s inter-ethnic relations from 

v'arious layers of the ir ecological environment. Acknowledging the need for strong and 

t ransparent psychometric qualities, a highly detailed evaluation of the measure's re liab ility  and 

v'a lid ity was conducted. Often, these critical components o f quantitative research are brushed 

over when in fact, they are fundamental to the legitimacy o f any quantitative study, particularly 

when conducting child-based research. This project relied upon non-parametric item response 

theory scaling analyses to assess the reliability and sensitivity of the current measure. A battery 

o f  robust validation techniques was bu ilt into the design o f the project, ensuring a multilevel 

evaluation of the new measure’s ability  to accurately capture real world phenomena. Finally, the 

project aimed to design a measure that is valid for use w ith  children in new migrant 

communities, an area that is highly relevant in the current international climate but generally 

under-represented in existing, child-based quantitative inter-ethnic relations research. The 

measure was then assessed in an area of demonstrated need: the association between inter

ethnic relations and mental health. A w orthy objective in its own right, this also served to further 

build construct va lid ity  o f the new measure.

A two-stage, mixed methods design was employed to construct and evaluate the new measure. 

Phase one consisted o f a qualitative pre-test of potential items. Phase two involved a p ilo t 

adm inistration o f the new self-report measure. Following an in-depth exploration of existing 

instruments and literature, an over-inclusive pool o f potential items was generated. The items 

were pretested using cognitive in terview  techniques w ith  35 children in three prim ary schools. 

Qualitative interviews and behavioural observations were also conducted during this stage. The 

items were reduced and revised based on cognitive in terview  data, resulting in a p ilo t survey of 

43 items. The p ilo t survey and outcome measures were then administered to 208 children in 

five p rim ary schools. Participants ranged in age from 8-11 years. Non-parametric item response 

theory analyses led to the development of five, sensitive and reliable measures o f inter-ethnic 

relations: the Contact w ith  Children Born in Ireland scale, the Contact w ith  M igrant Children 

scale, the Ethnic Bullying Scale, the Observed Ethnic Bullying Scale, and the Perceived 

Discrim ination scale. The Contact w ith  Children Born in Ireland Scale [W=0.58) and the Contact



with Migrant Children scale (W=0.60) both satisfied the  re qu ir em en ts  for the  double 

monotonic i ty  Mokken model,  indicating the  formation of two s t rong,  hierarchical  measures  of 

contact.  Robust validity w as  fur ther  built t hrough  criterion testing, predic ted  group outcomes,  

and tes ting  associa tions be tw een  the  new scales and widely es tabl ished ou tcome measur es  of 

mental  well-being.

Prel iminary findings dem ons t ra t ed  the  clear presence  of social ‘s ep a ra t e n e s s ’, d ra w n  along 

ethnic lines. Also, the re  w e re  re po r t s  of e thnic bullying in all schools,  a specific s train of 

aggressive behavio r  tha t  ta rgets  a child’s country  of origin, skin colour,  language,  religion, or  

ethnicity. This w as  pr e sen t  in mixed schools as well  as ‘c lus ter’ schools,  and minor i ty  children 

we re  as likely to act as aggressors  as thei r  major i ty group peers.  In qual itat ive interviews,  

chi ldren in the  ‘c lus ter ’ school described more  incidents of blatant,  racialized name calling than 

chi ldren in mixed schools.  Children in mixed schools,  however,  w e re  more  likely to maintain 

dist inct  social circles, d ra w n  along majori ty /  minori ty  lines. Exposure  to e thnic bullying and 

feelings of perceived discr imination we re  associa ted wi th poo r  mental  health ou tcom es  

including depress ive  sy m p to m s  and anxiety. Fur ther  research is needed  to examine these  

pre l iminary  findings on a b ro a d e r  scale, to identify pa t t erns  of positive, indifferent,  and harmful  

in ter-ethnic relat ions  among  chi ldren in new  migrant  communit ies.

The new  m easu r es  are  par ticularly sui ted for practical appl ication by teachers ,  school 

adm inis t ra tors ,  and social researchers .  It is suggested  tha t  the m easu re  be used by school 

pe rsonnel  to assess  local bullying behaviour ,  in line wi th new  nat ional  policies on school-based 

ant i-bul lying approaches .  Fur thermore ,  this project  offers con tr ibutory  tools requ ired  to 

evaluate the  effectiveness of ant i-bul lying and ant i-racism s t ra tegies  on the  school level.



A c k n o w l e d g e m e n t s

Weird doors open. People fa l l  in to  things. 

-David Sedaris

A weird door opened and 1 fell into something. Rather, 1 dove into something. That something 

was this project and over the past several years, it has shaped me as much as I have shaped it. 
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hours of plane hopping. She provided my home away from home for the past four years and the 

value of that cannot be overstated. My sister A], her beloved Brian, and the ir brood of 4 children 

bravely travelled, heaps of luggage and strollers in tow, to become the first and only Babineau 

brethren to set foot on Irish soil. In a sim ilar vein, my cousin Adam Cortese rescued me from my 

academic tow er during a particularly dreary October and whisked me away to Rome, where we 

drank wine and became enamoured w ith  a singing cat. Seeing fam iliar faces, spending tim e w ith 

loved ones -  these experiences were crucial for linking old and new worlds. My unusual 

plethora of siblings, nieces, nephews, cousins, aunts, and uncles turned my trips home into 

occasions that burst at the seams w ith  love and tom-foolery. 1 am also blessed to have a 

CDllection o f close friends who challenge me, support me, and believe in me: Ariane Mortazavi, 

IMelissa Suter, Cheryl Kleiman, Laurel and Andrew Ross, Dr. Maeve and Niamh Wallace: Thank 

y ju . Thank you. Thank you. An especially poignant acknowledgement is extended to Lauren 

Reid, someone who has tru ly  been w ith me on this journey from beginning to end. When 1 look 

back on these past four years, you w ill always be there, by my side, in the forefront of so many 

nemories.

Lke many o f the children in this project, 1 migrated to Ireland. And like many o f the children in 

this project, 1 left behind family and friends and sunshine and bu ilt a fresh life w ith  new friends.



an adop ted  family, and nearly no sunshine. i  Both places are home now and for that ,  1 feel 

infinitely blessed.  My advisor,  Philip Curry, deserves  the  largest  am oun t  of credit.  Th ank you for 

the oppor tun i ty  to und er take  this project,  for providing guidance that  was  s tu rdy  and s t ra igh t 

forward,  for never  giving out  abou t  my proclivity to w ar ds  procras tinat ion,  and for helping me 

maintain perspect ive,  both professional ly and personally,  wh en  things wen t  awry.  Additional 

thanks  to Robbie Gilligan, Eoin O’Sullivan, and Steph Holt for the i r  s uppor t  and feedback,  and for 

the Trinity Immigrat ion Initiative for funding this project.  While housed at the Chi ldren’s 

Research Centre,  1 was  for tunate to work  a longside many s tudent s  & re searche rs  wh o breathed  

life into an often lonely endeavour :  Sandra  McCarthy, Leslie Sherlock, Lindsey Garratt ,  jenny 

Scholtz, Louise Yorke and the late Patricia Ruiz de Azua. Thanks  to all of you for keeping me 

sane. A special t hank  you to Paula Mayock, an un int er ru pt ed  source  of professional  and 

personal  suppor t ,  and one of the  most  genuine,  har dwork ing re searche rs  tha t  1 have had the 

pleasure  of being in awe o f  Plus, she ’s usually up for a pint. Gill Kingston and jackie Sinclair 

have wa tched  me develop from the  odd American girl who calls a fringe 'bangs’ into someone 

who  says ‘good fo rm ’ and Tair play’ wi thou t  a hint  of sarcasm.  Plus, they w e re  my pa r tne rs  on 

my first eve r  social research project  many moons  ago. If they h a d n ’t been so fun to w o rk  with,  1 

may have th ro w n  in the  towel on the  ent i re  field. Finally, Sarah Sheridan and Dovile Vildaite: 

two w om en  of remarkab le  calibre w hose  company 1 have had the  pleasure  of keeping both  in 

and out  of the  ghost  town.  Thank you for telling me to work  wh en 1 needed  to work,  and to go to 

the  Bernard Shaw when  I needed to go to the  Bernard Shaw. Knowing that  you w e re  bes ide me, 

figuratively and physically, has made  this ent i re  process  manageable.

Lastly and mos t  important ly,  1 extended my deepes t  gra t i tude  to the many children,  teachers,  

principals,  and union professionals who  graciously  vo lunteered thei r  t ime to my research.  It 

goes  w i thou t  saying that  w i thou t  them,  this project  would  not  be.

' I’m not speaking metaphorically. There truly is nearly no sunshine.
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F o r e w o r d

I have y e t to see any problem, however complicated, 
which, when you looked a t i t  the r ig h t way, 

d id n ’t  become s till more complicated.
-Poul Anderson

Gaining perspective on children’s inter-ethnic relations can be a thorny task. 1 reached this 

conclusion when working as a prim ary school teacher and then cemented it during my time as a 

qualitative researcher. In both instances, 1 worked w ith  children from various ethnic 

backgrounds in communities w ith  high levels o f ethnic and racial diversity. As a teacher, I 

worked in New Orleans, a city long recognized for being a so-called ‘gumbo pot’ of cultures and 

ethnicities. As a researcher w ith  the T rin ity  Im m igration Initiative, 1 conducted interviews in 

North Inner City Dublin, a long-established community that underwent a period of enormous 

demographic change during Ireland’s m igration boom. The two areas d iffer greatly in terms of 

population, ethnic make-up, cultural history, and social norms; yet 1 noticed sim ilarities in each 

location w ith  regards to how children from different ethnic and racial backgrounds interacted.

In watching the ir exchanges, 1 learned that children’s inter-ethnic relations are far more 

complex and nebulous than many adults realize.

For example, when working as a prim ary school teacher, a 9 year-old child used a racial slur on 

the playground during a game of football. His teammates began to reprimand him immediately, 

demonstrating a collective belief that racialized name calling was wrong and intolerable. What I 

found interesting about the situation was that the same group of children typically self

segregated along the lines o f skin color, w ith  African-American children and European- 

American children keeping separate and distinct social circles. I had witnessed very little  in te r

racial contact among the different groups o f children during unstructured school time. It 

seemed as though they acknowledged that using ethnic slurs was wrong but saw no problem in 

maintaining segregated peer groups drawn along the lines of skin color. This particular incident 

forced me to question the relationship between expressed ethnic attitudes and inter-ethnic 

behavior. Is segregation among children along the lines of skin color a behavioral reflection of 

prejudiced beliefs? What role does privately held prejudice play in regards to peer relationships 

and friendship formation? Is there any way to find out?

The ambiguity of children’s inter-ethnic relations was reinforced during my time as a qualitative 

researcher on the T rin ity  Immigration In itia tive ’s Seven School study [Curry, Gilligan, Garrat, &



Scholtz, 2011],  On this project, a colleague in terviewed a young, new migrant  child abo ut  his 

p e e r  relations. Early in the  interview, the  child described his rela t ionship wi th his Irish 

c lassmates  as a positive one, saying that  he got  along well but occasionally was  ‘s lagged’. Later 

in the interview, the  child discussed in detail  his exposure  to severe  bullying on the  basis of his 

e thnic background. This example d em o n s t r a t e s  how difficult it can be for re searche rs  to go 

beyon d the surface to the  realities of ch i ldren’s in ter-e thnic relations. Even wi th child-friendly 

and  nuanced methods  such as semi-s t ru ctu red interviews,  ser ious  cases of e thnic bullying can 

go undetected .  Children who  are  exper iencing problemat ic  inter-e thnic relat ions may be 

hes i t ant  to share  the ir  experiences  for a n u m b e r  of reasons.  In the  case of first genera t ion 

migran t  children, they may be s truggl ing to un d e r s t a n d  the  rules and norms  of the ir  new social 

world.  When does  name-call ing become bullying? How do migrant  chi ldren learn how  to draw  

that  dist inction? A child’s unwil l ingness  to d iscuss  problemat ic  pee r  re la tions can be 

com pounded  by the pain and sham e  that  often accompan ies  harassment .  Children may 

down play  the effect tha t  discriminat ion,  e thnic  bullying, and peer  rejection have on thei r  lives 

but  research shows that  exposure  to racism in chi ldhood can have ser ious negative 

consequences  [Pachter  & Coll, 2009; Priest  et al., 2013].  If chi ldren are  inclined not  to share  

incidents of negative inter -e thnic relations,  how can resea rc her s  gain access? Wha t  measu res  

will al low for an accura te  as sessment  of chi ldren 's  pee r  rela tions if the chi ldren themselves  have 

difficulty defining or shar ing thei r  experiences?

While these  examples  are  specific cases,  they are  re presen ta t ive  of some of the  overarching 

challenges that  researcher s  face when  t rying to measu re  chi ldren’s inter-e thnic relations.  The 

potential  for contradict ion be tween privately held and publicly expressed beliefs, an ap p a ren t  

difference be tween s tated  a t t i tudes  and behavior ,  and the  t endency to u n d e r rep o r t  problemat ic  

inter-e thnic relat ions  all pre sen t  ser ious  methodological  challenges for researchers .  Many 

s tudies  have approached this topic qualitatively,  as these  met hods  offer more  oppor tuni ty  for 

nuance to en ter  into the  data.  However,  my col league’s in terview wi th the  migrant  child is a key 

example of how  challenging it can be to accura te ly cap ture  pee r  relations, even wi th the  most  

nuanced of approaches .

The multifaceted,  hard- to-reach na tu re  of children 's  inter -e thnic  relat ions is reflected in the 

existing quant i tat ive  li te rature  on the  topic. Many s tudies rely on data gathered from adults,  or 

with measu res  des igned and val idated wi th o lder  populat ions . Others use measu res  that  

require one-on-one adminis t ra t ion  wi th a myriad  of  addi tional  resources  or  prompts.  Yet o thers  

take existing measures  of pee r  re la tions and general ize the i r  findings to gauge inter-ethnic 

relations. All of these existing appro aches  p re s en t  theoret ical ,  methodological ,  or practical 

concerns.  Data collected from adults,  or  wi th m easu re s  designed for use wi th o lder populat ions.
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can he invalid and misrepresenta t ive .  Face to face adminis tra t ion  measu res  of e thnic a t t i tudes 

provide reliable informat ion for psychologists and social researchers ,  but  are  impractical  and 

demanding of resources  for pract it ioners.  Existing m easu res  of pee r  re la tions may captu re  one 

e lement  of inter -e thnic  contact  (i.e. 'best  f r iendship) but fail to consider the  man y  o ther  

al ternat ive ways  that  inter -e thnic re la tions  can manifest.

The main objective of this re sea rch is to develop a broad and coherent,  child-centered,  

psychometrical ly  valid measu re  of chi ldren’s inter-e thnic relations. This is an ambi t ious  

objective. In spi te of a long his tory  of research,  quant i ta t ive  m ea s u r em en t  of inter-e thnic 

relat ions amon g chi ldren remains  controversial .  However,  the overall pu rp ose  of this project  

extends  even beyond this challenging technical objective. The aim is to dem o n s t r a t e  the genuine 

need for such a tool, not  only in psychometr ic  terms,  but  wi th relation to practical,  everyday 

application.  While the  procedural  e lements  of m eas u re m en t  develo pmen t  may only be of 

in terest  to a small  'niche'  group of quanti tat ive  social scientists,  the end resul t  of a t ruly valid 

and reliable chi ld-centered m easu r e  of in ter -e thnic  relat ions  will serve  prac t i t ioners  in a wide 

range of fields. Gaining insight into chi ldren's in ter -e thnic  re la tions  is critical for teachers,  

principals,  counselors,  psychologists,  health care professionals,  and policy makers.  Issues 

related to in ter -e thnic  relat ions and behavio r  play out  among  chi ldren ev e ry w here  on a daily 

basis. Accessing these  relat ions and behaviors  in a way that  is precise,  sophisticated,  broad and 

valid requ ire s  an adhe re nce  to strict  psychometr ic  and ethical s tandards .  Much of the  content  

presented  in this thes is will be technical and complex.  However,  it is the  aim of the  au th o r  to 

dr aw  the a t tent ion of the  read e r  back to the  most  im por t an t  issue at hand: tha t  advanced 

statistical methods ,  clear terminology,  and s t r ingent  adhe re nce  to s t an d a rd s  of pract ice are 

necessary  s teps  to w ar d s  building a measu re  tha t  can accura te ly and effectively evaluate an 

impo r tan t  aspect  of chi ldren's lives. This projec t a imed  to design and test  a practical  tool to 

be t t er  un d e r s ta n d  ho w  chi ldren from different  e thnic backgrounds  interre late.  In a world 

w he re  inter  and in t ra-country  migrat ion is rising, developing effective m eans  of measur ing 

inter-e thnic re la t ions am ong  chi ldren is critical at  a local and global level.

The presenta t ion  of the  project  begins,  in Chapter One, by set ting the  contextual s tage  for the 

research.  I re land’s recent  h is tory of migrat ion and the  cu r re n t  s ta te  of mul ti -e thnic schools are 

discussed.  The country ' s  nat ional  p r im ary  educat ion sys tem and  policies are  dist inct  from other  

s ta tes  in m an y  respects,  and thus  w a r r a n t  a br ief  in t roduct ion for the  sake of clarity. This 

chapte r  highlights the  rapidi ty  wi th which I re land’s e thnic landscape changed,  and the  cu rrent  

policies affecting mul ti -e thnic pr imary  schools in the  country.
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Chapter Two presents an overview of the relevant literature and measurement theory that 

informed the development of the new measure. Existing measures of inter-ethnic relations are 

reviewed. The structural framework for measurement construction and selection is introduced, 

along w ith  the driving, child-centered ethos. Item response theory and va lid ity theory are 

discussed in the context of the contributions that they made to the current research. Finally, 

relevant literature on the associations between problematic inter-ethnic relations and mental 

well-being in children is presented, demonstrating a need for a broad and cohesive, child- 

centred, psychometrically valid measure o f inter-ethnic relations.

Chapter Three discusses the methodological and analytic approaches adopted by project. A 

justification for employing a two-stage, mixed methods approach to measurement construction 

is made. The details of the qualitative and quantitative elements o f the pre-test and pilot phases 

are discussed. The quantitative analytic approaches are introduced, highlighting the 

psychometric benefits of employing non-parametric item response theory scaling procedures in 

measurement construction.

In Chapter Four, the presentation o f the research findings begins w ith  a detailed discussion of 

the cognitive interview  pre-test phase of the project. Cognitive in terview  data is analyzed, 

demonstrating its impact on the maintenance, revision, or removal o f pre-test items.

Chapter Five presents the scaling analyses and validation testing of two new measures o f in te r

ethnic contact. The results of a confirm atory factor analysis and non-parametric scaling 

techniques are presented, along w ith  criterion and known group validation testing. Qualitative 

findings are presented, further validating the quantitative measures.

The structure of Chapter Six m irrors that o f Chapter Five, presenting the scaling and validation 

testing o f three measures o f problematic inter-ethnic relations. Again, confirm atory factor 

analysis results are presented, followed by a scaling evaluation, and validation testing. 

Qualitative findings are once again presented to provide detailed contextual inform ation and to 

further validate the quantitative measures.

Chapter Seven closes the report by reflecting upon the ways in which the project achieved its 

stated aims, and the areas where further research and w ork is required. It highlights the 

strengths of the new measures from a practical standpoint, and also draws attention to its 

lin ita tions. It places the pre lim inary findings in the context o f the national and international 

literature, w ith a focus on the association between children’s inter-ethnic relations and mental 

health. Finally, recommendations are made for future applications of the new measure and ways 

ir which quantitative research on children’s inter-ethnic relations can be used to improve the 

q ja lity  o f children’s social relations in school and in the broader community.
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A  N o t e  o n  T e r m i n o l o g y

Discussing inter-ethnic relations is often laden with complexities and gradations. At what  stage 

does a 'migrant'  become a 'national'? How does one classify a child born to two migrant parents? 

Is it ethical or appropriate to use hyphenated, classified definitions of nationality [i.e. 'African- 

Irish', 'Polish-irish') as is often done in other multicultural societies? As discussed in detail later 

in the project, the issue of terminology presented complications with regards to measurement  

and wording. However, it also posed a consideration for the actual write-up. What is the most 

ethical and concise way to describe ethnic distinctions on paper? In the Irish context, recent 

research has relied on a binary approach to categorization of children in Ireland, drawing on the 

'migrant'  or 'newcomer '  vs. 'native' or 'local' distinction (Curry, Gilligan, Garratt, & Scholtz,

2011; Smyth, Darmody, McGinnity, & Byrne, 2009). In the very recent past, these classifications 

were applicable. In 2009, only 1.1% of all 'minority' children in Irish primary schools had been 

born in Ireland (Taguma, 2009). However, much has happened over the past four years. A 

growing number of children born in Ireland to migrant parents have entered the education 

system. While there are no statistics on the specific figures, the majority of children born to 

migrant parents in Ireland prior to 2009 are now enrolled in Irish primary schools.^ These 

children are not migrants, nor are they newcomers. However, they are also distinct from 

children with a longstanding Irish ancestry. Therefore, I will use the following terms to describe 

ethnic distinctions in the current  study:

M ultigenerational Irish /  Majority -  These terms are used interchangeably to describe 

individuals with a longstanding Irish ancestry.

Migrant -  This term describes an individual who was born in a country other  than Ireland and 

now resides in the Republic.

Second-generation m igrant -  This phrase is used to designate a child born in Ireland to 

migrant parents.

Minority -  This term describes someone who is not part  of the traditional, majority Irish 

population (white, Catholic, settled, Irish ancestry). In the current  study, this phrase is used to 

designate first and second-generation migrant children collectively but would also be applicable 

to Irish t raveler populations.

 ̂ C h i l d r e n  in I r e l a n d  t y p i c a l l y  e n t e r  J u n i o r  I n f a n t s  a t  a g e  4.
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C luster School -  This phrase  deh neat es  a school tha t  is comprised a lmost  exclusively of 

migran t  and second-generat ion migrant  children.  The te rm  is b o rr ow ed  from a Depa r tmen t  of 

Educat ion and Science repor t  (2008) .  While there  is not a recognized e thnic sa tura t ion point  

after which a school becomes a ‘c lus ter ’ school,  the cu rrent  s tudy  uses it to des ignate schools 

wi th m o re  than 98% minor i ty populat ions .

M ixed School -  For the pu rpose  of this wr i te  up, a mixed school des ignates  all multiethnic 

schools th a t  are  not clus ter  schools.

This terminology is inescapably limited, as it is unable to highlight the  nuanced differences 

be tw een  different types  of migrant  /  second-genera t ion migrant  youth [i.e. asylum seekers,  

re tu rn ing  Irish parents,  ED migrant  worke rs) .  Fur thermore ,  the  classification of 

mul tigenera tional  Irish chi ldren as such fails to identify those w ho  may have her itage from one 

of I re land’s more  long-s tanding ( though notably small) minor i ty  groups.  However ,  it was  

necessary  to apply te rm s  and phrases  to concisely describe e thnic gradat ions  in Ireland.
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Ch a p t e r  1: M i g r a t i o n  a n d  t h e  St a t e  of  M u l t i - e t h n i c

Sc h o o l s  in  I r e l a n d

You know the funn iest thing about Ireland? On a map, it's  ju s t a d o t 

-M u ltigene ra tio na l Irish g irl, second class

This chapter sets the contextual stage for the current project w ith  a concise description of 

Ireland's recent inward m igration and its impact on multiethnic schooling. Ireland’s national 

prim ary education system and policies are distinct from other states in many respects, and thus 

warrant a b rie f introduction for the sake of clarity. The impact that the Irish education system 

and enrollm ent policies, in particular, have on inter-ethnic relations among children is 

noteworthy. Therefore, these are discussed in some detail to provide the reader w ith  clear 

background inform ation on the situational factors affecting inter-ethnic relations on a broad 

level.

Ireland's recent h istory o f m igra tion

Ireland has undergone a period of sudden and extreme transformation in recent years. 

H istorically known for its steady pattern of emigration, the country experienced a rapid and 

considerable increase in the d iversity o f its population during the 2000s. This was driven by 

Ireland's period o f economic growth known as the ‘Celtic Tiger’ and the country's comparatively 

open m igration system during those years (lOM; 2006, NESC; 2006). The economic collapse o f 

the late 2000s marked a return to emigration for many multigenerational Irish citizens and a 

considerable decrease in new m igration into the country. However, the most recent census 

showed that many migrants and the ir families have remained in Ireland despite the economic 

situation. The result is a lasting change in Ireland's ethnic landscape. A country once known for 

its largely homogeneous population is now home to over 544,000 migrants from 199 countries 

(CSO 2011). 3

What makes Ireland's m igration story unique is the speed at which a nation that had once been 

referred to as the ‘human resource warehouse of Europe' absorbed such a diverse, new migrant 

population [King, Shuttleworth, & Walsh, 1996). The Irish census firs t measured ethnicity in 

2002, a standalone fact that underlines the country's longstanding homogeneity. Between 1996 

and 2002, non-national inhabitants in Ireland grew from approximately 61,000 (1.7%) to

 ̂The nation  was not exclusively hom ogenous prior to  the  1990s /2000s . The indigenous Trave lle r com m unity  

and re la tive ly  small Italian , Chinese, and Jewish com m unities had been part of Irish society for som e tim e. See 

(Fanning, 2 0 0 2 ) and (Lentin &  M cV eigh, 2 006) fo r a com plete  discussion of the  history o f Ire land's  m inority  

populations.
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224,300 [5.7%). Between 2002 and 2011, the non-national population swelled to 544,357 (CSO 

2011). Migration slowed w ith  the economic downturn, but there is still a steady flow o f new 

migrants arriv ing into the country. Recent statistics showed that 52,700 people migrated in 

2011 and an additional 54,900 arrived in 2012 (CSO 2013). In the decade since Ireland first 

included a question of ethnicity on its census, the total number o f migrants expanded to over 

13% of the total population.

The current d iversity of Ireland’s population is also reflected in children under the age of 14.

The 2011 census found that 96,094 ‘non-Irish’ children aged 0-14 were resident in the state, 

comprising approximately 10% of the total under-14 population. The census report makes no 

d istinction between firs t and second-generation m igrant children, which may reflect a ‘lag

between mechanisms o f state quantification and demographic rea lity ’ in modern day Ireland

(Ledwith & Reilly, 2013). It did, however, report a 53% increase in fam ily households headed 

by a non-national between the years of 2006 and 2011. This is a stark increase when compared 

w ith  a total non-national population increase o f 30% during that same time frame. Figure 1 

from the 2011 census provides a graphic representation o f the percentage o f non-Irish nationals 

born in Ireland, aged 0 to 65. The transformation is drastic, demonstrating the comparatively 

large number of children born to migrant parents in Ireland over the past decade.

Figure 1: Non-Irish nationals born in Ire land aged between 0-65
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The notable increase in second-generation migrants born in Ireland over the past decade w ill 

have a lasting impact on the ethnic makeup of the country. However, as stated earlier, the 

ethnic d iversity of children under the age of 14 is not merely the result o f children born in 

Ireland to m igrant parents. Though slower than in recent years, there is a continuous, steady 

flow o f new migrants arriv ing to Ireland. Table 1 presents the migration patterns for children 

aged 0-14 between 2008 and 2013. While the census data does not explain exactly who is 

emigrating (multigenerational Irish or m inority populations), the message it does provide is



clear: the flow o f new migrant children into the country dropped considerably in the years 

immediately follow ing the economic collapse. Now, however, the levels are rising once again 

and overall net migration of children into Ireland appears to be steadily increasing.

Table 1: M igration patterns fo r  children aged 0-14 by year

Census
Year

Immigrants
(in
thousands)

Emigrants 
(in thousands)

Net Migration 
(in thousands)

2008 13.9 1.6 12.3

2009 4.5 2.4 2.1

2010 1.8 2.0 -0.2

2011 6.1 5.3 0.9

2012 7.9 4.9 2.9

2013* 9.3 6.8 2.5

^Estimated A pril 2013 -  CSO, 2013

The current state o f multiethnic schools in Ireland

The rap id ity o f Ireland’s demographic shift was largely unforeseen by Irish society, and its 

policymakers. In the face of sudden change and charges o f growing anti-im m igrant sentiments 

reported by the media, policymakers moved quickly to construct national integration and anti

racism strategies (Kitching, 2010).'* While oratorically inclusive, these strategies have been 

criticized for being ad hoc, inconsistent, and laissez-fair (Boucher, 2008; Bryan, 2009a). 

Policymakers were optim istic and unfailingly ‘welcoming’ in the ir rhetoric towards the new 

m igrant population. The newness of Ireland’s d iversity was often publicly discoursed as an 

opportun ity to avoid the integration 'mistakes’ made by other 'sorry story’ European nations 

(i.e. Britain, Netherlands] (Kitching, 2010; NESC, 2006). An emphasis was placed on maximizing 

the benefits o f m ulticulturalism  and ‘pre-empting’ racism through promoting an inclusive, inter- 

cultural national ethos (DES 2000].^ Education policy makers embraced this emblematic 

strategy, publishing guidelines for schools and teachers on how to mediate the curriculum  in a 

way to reflect diversity, enhance intercultural education, and create an inclusive school culture 

for all students (NCCA 2006].

 ̂See: N ational Action Plan Against Racism (D e p a rtm en t o f Justice, 2005), M igration  N ation  (O ffice o f the  

M in is te r o f In tegra tio n , 2008).

 ̂ For a com prehensive discussion o f the  corporate  resonances o f th e  'gains' of m ulticu lturalism  in Ire land, see 

Bryan 2008, 2010,
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Howeve r ,  th e  op t imis t ic  an d  inc lusive  rhe to r i c  p r e s e n t e d  at  a na t io na l  policy level ha s  no t  be en  

un i f o rm ly  t r a n s l a t e d  into p rac t ice  on  t h e  g r o u n d  level o f  educ a t io n .  T h e  lived rea l i ty  of  

mu l t i cu l tu ra l  edu c a t io n  in I re land  is o ften  less op t im is t ic  an d  c e le b ra to ry .  Many t e a c h e r s  

e x p r e s s  a g e ne ra l iz ed  a nxi e ty  an d  f ru s t r a t io n  a b o u t  th e  lack of  a p p r o p r i a t e  r e s o u r c e s  ava ilab le  

to t h e m  for la ng ua ge  s u p p o r t ,  h o m e  visi ta t ions,  o r  b r o a d  in te r - cu l tu r a l  t r a in in g  (Bryan,  2010;  

Devine,  2005 ;  Leavy, 2005 ;  Nowlan ,  2008 ) .  Research  h as  s h o w e d  t h a t  m i g r a n t  s t u d e n t s  a r e  

m o r e  a t  r i sk  for bu l lying  t h a n  t h e i r  ma jo r i ty  g r o u p  p e e r s  [Cur ry  et  al., 2011;  Devine  & Kelly, 

2006 ] .  It h a s  b e e n  a r g u e d  t h a t  t h e  inclusive i n te rcu l tu ra l  e t h o s  p r o m o t e d  by  t h e  Nat ional  

Council  for  Cu rr ic u l um a n d  A ss es sm en t ,  and  th e  ad hoc  d i ve rs i ty  in i t i a t ives  a d o p t e d  by 

ind iv idua l  schools ,  ac tua l ly  s e r v e  as  m e c h a n i s m s  to r e in fo rc e  racial  in equa l i ty  a n d  ‘o t h e r n e s s ’ of 

m in o r i t y  s t u d e n t s  in m u l t i e th n ic  schools  [Bryan,  20 09 a;  Devine,  20 0 5 ) .  F u r t h e r m o r e ,  t h e  DES 

r e q u i r e m e n t  for  all p r i m a r y  school  t e a c h e r s  to ho ld  an Ir ish la n g u a g e  t ea ch ing  qua li f icat ion 

p r o d u c e s  a bod y  of  e d u c a t o r s  w h o  o v e r w h e l m i n g l y  r e p r e s e n t  the  d o m i n a n t  g r o u p  In Irish 

soc ie ty  [whi te .  Catholic,  se t t l ed)  [Devine,  2005;  Wal len  & Kelly-Holmes,  2006 ) .

One  a r e a  of  p a r t i c u l a r  c o n te x t ua l  r e levan ce  for the  c u r r e n t  s t u d y  is t h e  im p act  of  e n r o l l m e n t  

policies on  t h e  fo rm a t io n  of  so-ca lled  m in o r i t y  ' c lus t e r  schools ' .  P r i m a r y  schools  in I r e land  a re  

g o v e r n e d  by ' p a t r o n  b o d i e s ’ a n d  o p e r a t e  wi th in  a b r o a d  f r a m e w o r k  e s t a b l i s h e d  by the  

D e p a r t m e n t  of  E duca t ion  a n d  Sc ience  (DES). The  vas t  m a jo r i t y  ( o v e r  9 0 % )  of  I r e l a n d ’s 3 ,200  

p r i m a r y  s chools  a r e  g o v e r n e d  by the  Cathol ic church ,  w i th  th e  r e m a i n d e r  be ing  o v e r s e e n  by  th e  

Church of  I re land,  o t h e r  re l ig ious  orga niz a t ion s ,  a n d  m u l t i - d e n o m i n a t i o n a l  /  i n t e r 

d e n o m i n a t i o n a l  bo d ie s  [Tagum a,  20 09) .  R a th e r  th a n  re ly on g eo g rap h ica l ly  d es ig ne d  

a t t e n d a n c e  zones ,  p a r e n t s  in I re land  ha ve  a c ons t i tu t io na l  r ight  to s e n d  th e i r  child to  th e i r  

school  of  choice  [DES, 1998) .  Ind iv idua l  schools ,  then,  a r e  r e s p o n s i b l e  for  def in ing  t h e i r  o w n  

a d m i s s i o n s  pol icies w h e n  l imi ted  p l a c e m e n t s  a r e  avai lable.  Clauses  p ro v id in g  p re f e r e n c e  to 

s t u d e n t s  on  th e  bas i s  of  rel igion,  c a t c h m e n t  a rea,  s ibl ing e n r o l l m e n t ,  o r  a ' first  come,  first  se rve '  

basis  a r e  c o m m o n p l a c e  [L edwi th  & Reilly, 20 13 ;  McCutc heon  200 7) .

Though n o t  explici t ly s ta ted ,  s evera l  of  th e s e  e n r o l l m e n t  pol ic ies f avor  ch i ld re n  f rom t rad i t iona l ,  

m u l t i gene ra t i ona l  Ir ish b a c k g r o u n d s .  In g r o w in g  c o m m u n i t ie s ,  i n a d e q u a t e  a l l o t m e n t s  have  

r esu l t ed  in m a n y  m in o r i t y  c h i ld re n  be ing  un abl e  to enrol l  in p r i m a r y  school .  In 2007 ,  the  

residua l  fal lout  f rom t h e s e  pol icies m a d e  in te rn a t i ona l  n e w s  w h e n  an " e m e r g e n c y  al l -black” 

school,  as  b r a n d e d  by  th e  media ,  o p e n e d  in a Dubl in c o m m u t e r  t o w n  a f t e r  African m i g r a n t s  

w e re  u n a b le  to enrol l  t h e i r  ch i ld re n  in exist ing local sc hoo ls  (McDonald,  2 007 ;  Shar rock ,  200 7) .  

Labeled t h e  ‘rap id  de l iv ery  p r o g r a m m e ' ,  the  e m e r g e n c y  school  bu i ld ing  ini t iat ive e m p l o y s  a ‘fast 

t rack’ a p p r o a c h  to o p e n i n g  n e w  schoo ls  to ‘m e e t  i nc rea se d  d e m o g r a p h i c  d e m a n d '  in g r o w i n g  

a reas.  T h e  p r o g r a m m e  h as  b e e n  c on s is te n t ly  ex p a n d in g  o v e r  t h e  pas t  five yea rs ,  w i t h  an
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addi tional  15 new  schools opening in Septem ber  2013 (Alhstrom, 2013).  In a formal re sponse  

to the  2007 admiss ions  controversy,  an audit  of enrol lment  policies w as  conducted by the  DES. 

The then Educat ion Minister repo r ted  "a n u m b er  of school ‘c lus ters’ w he re  evidence points to 

some schools assuming m ore  responsibi li ty for enroll ing chi ldren of all backgrounds  and needs  

wi thin thei r  local com muni ty  than o the rs ”, but  denied a "problematic enrol lment  practice on a 

wide  scale" [DES, 2008).

Despite the s t a tement ,  the re  is a concerning em ergence of e thnic grouping and ‘c lus ter ’ schools 

in areas  wi th relatively high minori ty  popula t ions  (Ledwith & Reilly, 2013).  Many schools 

originat ing as par t  of the  ‘rapid delivery p r o g r a m m e ’ are  serving predominate ly  minori ty 

populat ions,  wi th o ther  schools in the  area serving largely mul t igenera t ional  Irish s tudent s  

(Moriarty,  2011).  The resul t  is a sys tem of parallel schooling, which st rongly resembles  ethnic 

segregat ion,  emerging in some communi ties .

It is agains t this backdrop that  the  cur ren t  s tudy set  out to design a broad and cohesive, child- 

centered,  reliable and sensitive, robust ly valid, measu re  of in ter -e thnic  relations. The 

impor tance  of successful  develo pm en t  of such a tool is a p p a ren t  in the  local context,  but will be 

of equal re levance in m an y  o the r  new migrant  communi ties.  This in t roduct ion aimed to provide 

vital background evidence on I re land’s recent  h is tory of migrat ion and on the  cu r rent  s ta te  of 

mul tiethnic pr imary  schools in the  country.  Many of the  par t ic ipants  in the cu r re n t  s tudy a t tend 

minor i ty ‘c lus ter ’ schools; thus,  it was  impor tan t  to explore the  policies and p rocesses  leading to 

the dev e lopm ent  of these  ins t itut ions  in o rd e r  to contextualize the  findings p re sen ted  in the 

coming chapters .
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C h a p t e r  2 :  T h e o r e t i c a l  a n d  P r a c t i c a l  G r o u n d i n g s  o f  t h e

N e w  M e a s u r e

This  chap te r  presents  a review of the  re levant l i te ra ture  and m eas u rem en t  theory  informing the 

cievelopment a new, chi ld-centred measure  of inter -e thnic relations.  The review begins  wi th  a 

b r i e f  theore tical  discussion of the const ruct  of 'e thnici ty '  and wh y ' inter-ethnic re lat ions’ was  

se lec ted  as  a key ph rase  in the  research.  This is followed by an examination of the  most  widely 

used,  existing quant i tat ive measures  of inter-e thnic re la tions cur rent ly  available. The benefi ts  

a n d  shor tcomings  of these metho ds  are  weighed,  and thei r  key findings on the  natu re  of 

chi ldren 's  inter-e thnic relat ions are  presented.  The chapte r  goes on to pre sen t  the s t ructura l  

f r am ew o rk  guiding the design of the  cu r re n t  measure ,  followed by a discussion on the 

im por t ance  of adopt ing a chi ld-centred approach  to chi ld-based research.  The quant i ta t ive 

m e a s u r e m e n t  theory  guiding the  psychometric evaluat ion of the  new measu re  is d iscussed in 

s o m e  detail.  Finally, the value of designing the  cur rent  measure  is proven through an 

explora t ion of l i terature  on problemat ic  in ter-e thnic re la tions  and chi ldren's mental  health.

2,1 -  C o n c e p t u a l i z i n g  ' E t h n i c i t y '  a n d  ' I n t e r - e t h n i c  R e l a t i o n s ’

As touched upon in the  ‘terminology’ section, finding app ropr i a t e  and succinct t e rm s  to discuss 

the  topic at  hand can be t roub lesome at best. The ult imate aim of the project  is to design a child- 

cen t red  quanti tat ive  tool tha t  can measu re  rela t ionship dynamics between  chi ldren from 

diverse  backgrounds .  When consider ing the 'diversity'  of an individual ’s background,  one  must  

cons ider  a var iety of contribut ing factors. For example,  count ry  of birth,  p a r e n t s ’ nationalities,  

language,  skin colour,  religion, socioeconomic status,  and cul tural  values  are  all potent ial ly 

re levant  and influential features.  Often, these  individual com ponen t s  are  definitional e lements  

o f ‘ethnici ty’ [Phinney & Ong, 2007].  The ontological concept  o f ‘ethnici ty’ is widely s tudied and 

deba ted  am ong  sociologists, anthropologis ts ,  and social scientists.  While ther e  is no universally 

agreed upon  definition, it is broadly  recognized as a s tate of belonging to a group along the  lines 

of common ancest ry,  religion, race, language,  culture,  values,  and his tory (Bates, 2006;  Brown & 

Langer, 2010;  Glazer, Moynihan, & Schelling, 1975).

Despite its f requent  occurrence,  the t e rm s  ‘race’ and 'e thnici ty’ should not  be used in t er 

changeably  (Ford & Kelly, 2005; Hahn & Stroup, 1994).  Race is regularly associa ted with 

personal  identity, biological indicators,  and some e lements  of group identity.  Ethnicity, on the 

o ther  hand,  is often conceptual ized more  as a socio-political const ruct  involving shared culture,  

origin, at ti tudes ,  language, religion, and cultural t radi t ions (Freeman,  1998; LaVeist, 2005; 

Sheldon & Parker,  1992).  While the  concept  of ethnicity is more  inclusive, it is also invariably
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more subject ive and suscept ible to change over t ime due to its depend ence  on fluctuating 

cultural  ident ity (Carter,  Hayward,  Blakely, & Shaw, 2009],

The fluidity and subjectivity o f ‘e thnici ty’ as a concept  make it a contes ted variable in 

quant i tat ive research.  The argumen t  can be mad e that  a rigid classification of ethnicity boa rder s  

on pr imordial i sm,  assigning fixed dist inctions to a concept  tha t  is widely regarded as being 

socially const ructed  (Brown & Langer, 2010).  Pre-assigned ‘ethnic categories '  by 

insti tut ional ized bodies  (i.e. states,  religious institutions,  academia)  may arbi trari ly and 

objectively group individuals in a way that  does not reflect the i r  personal ly  held ethnic 

identities (LaVeist, 2005).

In research wi th adul t  populat ions,  this ethical concern is typically resolved by allowing 

individuals to self-assign their  ethnicity.  This is widely recognized as a m ore  principled,  

representa t ive ,  and appropr i a t e  means  of coding the  var iable than external  ass ignment  of ethnic 

ca tegories  (Bradby, 2003;  Ellison, 2005;  Gerrish, 2000).  However,  w h e n  conduct ing research 

with children,  the  i ssue of self-identification and sel f-categorizat ion becomes  more  nebulous.  It 

is unquest ionab le  tha t  chi ldren have the  capacity to group themselves  and other s  along certain 

lines (Aboud, 2003; Bigler, Jones, & Lobliner, 1997; Nesdale & Brown,  2004).  However,  the  

language and t e rm s  used by school-age chi ldren are  often not  in ter -changeable wi th those 

employed by adults.  Phrases  such as ‘ethnici ty’ and ‘ethnic group orig in’ are  not typically par t  of 

a child’s vernacular .  Therefore,  including an explicit item on e thnic group origin or  e thnic self- 

identification would  likely have been methodological ly and developmenta l ly  inapprop r ia te  for 

the  cu r re n t  study. As a result,  the  re sea rc he r  took it upon herse l f  to assign chi ldren to broad,  

mutual ly exclusive categories  based on specific e lements  (i.e. bi rth country,  p a r e n t s ’ birth 

country).  It was  not  w i tho ut  careful ethical del iberat ion that  this decision was  reached.  

However,  af ter  consider ing the  nature  of  the  project,  the  available resources,  and the  

deve lopmen ta l  level of many  of my par ticipants,  it was  felt tha t  this would  be the  most  

app rop r i a t e  method  of categorizing r e sponden t s  for the  pu rp ose  of m e a s u r e m e n t  design and 

analysis.

It is t ru e  that  categorizing and classifying individuals into g ro ups  along pre-def ined lines is 

res tr ictive and  oversimplified.  This is been t rue  of many const ructs  asse ssed through 

quanti tat ive  research such as ethnicity,  skin colour,  socio-economic status,  and educat ion.  More 

recently, this has bec ome t rue  of const ructs  tha t  have long been conceptual ized and unde r s tood  

as fixed, such as gen d e r  (Austin, Conron,  Patel, & Freedner ,  2007;  Kon, 2014).  However,  

quanti tat ive  research,  by its nature,  necess i ta tes  the  categoriza tion of individuals into mutual ly 

exclusive groups.  Fur thermore ,  it requires  the  ass ignment  of  labels and terminology to these
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g r o u p s  to facil i tate analysi s,  d i scussion ,  a n d  p r e s e n ta t i o n .  As such,  th e  dec is ion  to  q u a n t i t a t iv e ly  

in ves t ig a te  re l a t io n sh ip s  along  th e  l ines  of  e thn ic i ty  can be just i f ied e l o q u e n t ly  by B ro w n  (2 010) :

While quantitative studies o f ethnic diversity are inherently problematic because this 

requires the reduction o f  ethnicity into exhaustive and mutually exclusive ethnic groups 

(something sophisticated theories o f ethnicity militate against], as long as the 

interpretation o f results is cognizant o f the limitations o f this kind o f categorization, 

quantitative analysis can provide a useful systematic form  o f comparison.

This s t u d y  also rel ies u p o n  th e  t e r m  ‘in te r - e th n i c  re l a t ion s '  to d e s c r ib e  v a r io u s  t y p e s  of  

r e la t i o n s h ip s  o r  i n t e r ac t ions  t h a t  m a y  occur  b e t w e e n  ch i ld ren  f rom d i f fe ren t  e thn ic  

b ack g r o u n d s .  6 Whi le the  p h r a s e  ‘i n te r - e th n ic ’ is em p l o y e d  as a rhe tor ica l  ‘ca tch-a l l ’, the  

re s e a r c h  a im e d  to des ign  a m e a s u r e  th a t  a c c o u n te d  for  m a n y  d e t e r m i n a n t s  of  divers i ty,  

inc lud ing  bu t  no t  l imited to ‘e th n ic i t y ’.  ̂Ethnici ty,  as  a concept ,  a t e rm,  a n d  a var iable,  is w id e ly  

used  in la rge  scale,  qua n t i t a t i v e  s u r v e y s  bo th  in I r e land  a n d  a b r o a d  [K er t ze r  & Arel, 2002 ;  Lang, 

2002;  Mathur ,  Grundy,  & Smeeth ,  2013 ;  McKenzie & Crowcroft ,  1996] .  Given its w i d e s p r e a d  

ut i l i za t ion a nd  its inc lusive co n cep tu a l  defini t ion,  it w a s  de c id e d  u p o n  as  th e  b r o a d  t he o re t ic a l  

t e r m  e m p l o y e d  in t h e  c u r r e n t  s tudy .  Whi le  1 a c k n o w l e d g e  t he  l i mi ta t io ns  o f ‘e t h n ic i t y ’ as  a 

c oncep t  a nd  a q u a n t i ta t i v e  var iable,  1 al so ac k n o w l e d g e  th e  u n d e n i a b l e  n e e d  for  succ inc t  and  

co n v e n ie n t  t e r m in o lo g y  w h e n  e m b a r k i n g  on a pract ical ,  m e th odo lo gi ca l  s t u d y  of  des i gn ing  a 

ch i ld -c en t r ed  qu an t i ta t i v e  m e a su re .

2 . 2  - E x i s t i n g  q u a n t i t a t i v e  m e a s u r e s  o f  i n t e r - e t h n i c  r e l a t i o n s

Studies  explo r in g  ch i l d r e n ’s u n d e r s t a n d i n g  of  race,  e thnic ity,  a n d  na t io na l i t y  have  h ad  a long 

h is to ry  in social  r e s e a rc h  [Clark & Clark, 1939) .  Often t h e s e  i nqu i r i es  w e r e  c o n d u c t e d  by 

d e v e lo p m e n ta l  psychologis t s  w h o  t h e o r iz e d  th a t  a ch i ld’s abi li ty to  ident i fy  sk in  co lor  an d  

e thnic i ty  is inex t r icab ly  l inked  to  t h e  ch i ld’s o w n  p e r c e p t i o n  of  self. The  l i t e r a tu r e  on  the  su bj ec t  

m a t t e r  is vast ,  a n d  ongo ing  d e b a t e  co n t i n u e s  o v e r  exact ly  h o w  chi ld re n  d e v e lo p  i n te r - e th n ic  

at t i tudes .  Dispute  aside,  exist ing r e s e a r c h  has  co n c u r r e d  t h a t  ch i ld re n  as  y o u n g  as four  a re  

capable  of  p o ss e ss in g  e thn ic  a w a r e n e s s  (Aboud,  1988; Clark & Clark, 1939;  Connol ly,  2011;  

Connolly,  Kelly, & Smith,  2009;  Katz & Zalk, 1978;  Kinz le r & Spelke,  20 11 ;  Shut ts ,  Roben,  & 

Spelke, 2012) .  The  m e t h o d s  a n d  tools  u sed  to a s s e s s  c h i l d r e n ’s u n d e r s t a n d i n g  o f ‘r a c e ’ a n d  t he  

way t h a t  t h e i r  racial  a t t i t u d e s  affect  b e h a v i o r s  have  g r o w n  m o r e  s o p h is t ic a t e d  o v e r  th e  p as t  70

 ̂ I n t e r - e t h n i c  r e l a t i o n s '  is a l so  t h e  t e r m  u s e d  in r e c e n t  q u a l i t a t i ve  r e s e a r c h  o n  t h e  t o p i c  o f  d i ve r s i t y  in Irish 
p i m a r y  s c h o o l s  c o n d u c t e d  by t h e  Trini ty I m m i g r a t i o n  Ini t iat ive.
 ̂ A c o m p l e t e  d i sc uss i on  of  i n d e p e n d e n t  v a r i ab l es  is p r e s e n t e d  in C h a p t e r  3.
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years [Tredoux, Noor, & de Paulo, 2009). Before moving forward with the construction of a new 

measure of inter-ethnic relations, it was important  to be familiar with the variety of available 

instruments typically used to assess ethnic attitudes and behaviors. A grounded understanding 

of the strengths and weaknesses of these tools proved fundamental in the construction of a new 

measure.

When assessing children’s inter-ethnic relations, studies typically aim to measure at least one of 

two following constructs: racial or ethnic attitudes and inter-racial or inter-ethnic behavior. 

Typically, ethnic attitude measures  involve liking judgments about  ethnic targets represented 

on paper-based measures  of attitude with pictures or by physical objects such as a dolls 

(Correll, Judd, Park, & Wittenbrink, 2010; Tredoux et al., 2009). These methods are based on 

the premise that  if all targets regardless of race or ethnicity are presented clearly and as 

attractively as possible, a child's response to one target can be generalized to the category as 

whole. Measures of inter-racial or inter-ethnic behavior, on the other  hand, often involve 

observations of children’s inter-ethnic interactions, either in an experimental environment  such 

as a lab or in a contextual environment  such as a classroom or a playground. A fundamental 

criticism of this approach is that in behavioral observation, children are responding to a specific 

target in context and therefore, it is often difficult to make claims of generalizability [Tredoux et 

al., 2009). Following is a review of some of the prominent  measures  used to assess children’s 

inter-ethnic relations, including measures  of ethnic or racial att itudes as well as inter-ethnic 

behavior.

A t t i t u d e  M e a s u r e s

Rating Representative Ethnic Figures

One of the earliest and most well-known measures  of racial att itudes in children is the Clark Doll 

Tests, developed by Kenneth and Mamie Clark in 1939 and implemented in a series of studies in 

the United States during the 1940s. Clark and Clark argued that  children lacked the cognitive 

and linguistic sophistication to indicate race preference on attitude scales but they would be 

able to indicate racial preference via a graphic, recognizable object such as a doll. In the doll test, 

child participants were given a choice of two dolls, one white and one brown, and asked a series 

of questions including ‘which doll do you like best, which doll is the white doll, which doll is the 

'negro’ doll, which doll is nice, which doll is bad, which doll looks like you?”. The study found 

that three year  olds showed racial identification of self 61% of the time and seven year  olds 

showed racial identification of self 93% of the time. In terms of racial preference, African- 

American seven year  olds selected the white doll as the doll that  they 'liked best’ 75% of the 

time (Clark & Clark, 1939; Clark & Clark, 1950). The findings of the Clark doll test resonated
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s t r o n g l y  w i th  t he  A m er ican  public a n d  policy m a k e r s  a n d  in 1954,  w e r e  u s e d  as  e v id enc e  in the  

B r o w n  vs. Board  of  Educa t ion  c o u r t  case  w hi ch  ove r - ru l e d  racial  s e g re g a t i o n  in public sc ho o ls  in 

t h e  Uni ted  S ta tes  (Clark, Chein,  & Cook, 2 00 4) .  Fol lowing  t h e  im p a c t  of  t h e  Clark doll t est ,  m a n y  

s i m i la r  s t u d ie s  a s se ss in g  ch i l d r e n ’s racial  p r e f e r e n c e s  a n d  racial  iden t i f ica t ion  e m e r g e d  in th e  

1 9 5 0 s  a n d  1 9 6 0 s  (Clark & Clark, 1950;  Meij, 1966;  Vaughan ,  1986) .  O ver  t ime ,  me tho do lo g ic a l  

c r i t i c i sms  of  Clark's  m e t h o d s  m o u n t e d ,  ci t ing a lack of  a d e q u a t e  co n t ro l s  for  fac tors  inc lud ing  

g e n d e r ,  in te r rac ia l  contac t ,  a n d  in te r v ie w e r ' s  race  (McMillan,  1988) .  O th e r s  cr it icized th e  u se  of  

co lo red  dol ls  as  an in d i ca to r  of  racial  p r e f e r ence ,  po in t in g  out  t h a t  a t  t h e  t ime ,  the  ma jo r i ty  of  

Afr ican -Amer ican  ch i ldren  p layed  w i th  w h i t e  dolls a t  h o m e  a nd  could  be  s imp ly  indica t ing  a 

p r e f e r e n c e  for  fami l iar  toys  (Brand ,  Ruiz, & Padilla,  1974) .  Whi le  th e  m e t h o d s  e m p l o y e d  in th e  

Clark t e s t s  w e r e  e ve nt ua l ly  d i sc red i t ed ,  th e y  se t  th e  s ta ge  for f u tu re  a s s e s s m e n t  of  ch i ld ren ' s  

in te r - e th n i c  re la t ions .  Many of  to d ay ' s  p r o m i n e n t  m e a s u r e s  c o n t i n u e  to rely on  r e p r e s e n t a t i v e  

e th n i c  f igures to a ss e s  e th n ic  a t t i tudes .

One  of  t o d a y ' s  l e ad ing  ch i ld -based  m e a s u r e s  of  ra t in g  e th n i c  f igures  is th e  PRAM II, a rev ised  

m e a s u r e  of  th e  Presc hoo l  Racial At t i tu de  M e a s u re  (j. E. Wi ll iams , Best,  Boswell ,  Matt son ,  & 

Graves,  1975) .  The  PRAM II m e a s u r e s  racial  a t t i t u d e s  a m o n g  y o u n g  ch i ld ren  by p r e s e n t i n g  

p a r t i c ip a n t s  wi th  24  racial  i t ems  a n d  12 filler g e n d e r  i tems .  The  racial  i t e m s  involve  w h i t e  

sk i n n e d  a n d  d a r k  s k in n e d  f igures  a n d  an eva lua t ive  s t a t e m e n t .  An e x a m p le  of  a s t a t e m e n t  is: 

"Some gir ls a re  fr iendly.  T h ey  h ave  a lot o f  f r iends  b e c a u s e  t hey  a r e  fun to be  wi th.  W h o  is 

f r iendly?” (Aboud,  1988) .  Chi ldren  a r e  a sk e d  to ind ica te  w hi ch  f igure be s t  fits the  descr ip t ion .  

Chi ldren ' s  s c o re s  a r e  tal l ied b a s e d  on th e i r  p r o - w h i t e  a n d  an t i -b lack  choices  an d  th e  child is 

given an  a t t i t u d e  sco re  b a s e d  on th e i r  a n s w e r s .  A re v is ed  v e r s io n  of  th e  m e a s u r e ,  the  

mult iPRAM, avo ids  th e  T o r c e d - r e s p o n s e '  n a t u r e  of  t h e  PRAM II by a l lowing  ch i ld re n  to as c r ib e  

the  eva lu a t iv e  t ra i t  to n e i t h e r  figure,  o ne  figure,  o r  bo th  f igures  (Aboud,  2 003) .  Benef its  o f  us ing  

the  PRAM II o r  th e  mult iPRAM inc lude  th e  c h i ld - cen te re d  n a t u r e  of  t h e  m e a s u r e  a n d  its ea se  of  

a d m i n i s t r a t i o n  ( T re d o u x  e t  al., 2009) .  A m a jo r  l imi ta t ion  of  th e  PRAM II a n d  th e  mult iPRAM is 

th a t  i t e m s  f ea tu re  only t w o  figures:  o ne  w h i t e  s k i n n e d  a n d  one  b lack sk in ned .  T h e re fo re  th e  

m e a s u r e  can only be us ed  as an i nd ic a to r  of  sk in  c o lo u r  p r e fe r e n ce ,  no t  ne cessa r i ly  e thn ic  

prefe rence .

The M ulti-Response  Racial A t t i tu d e  (MRA)  m e a s u r e  d if fe rs  f rom th e  PRAM II a n d  t h e  mult iPRAM 

in t h a t  it is ab le  to as se s  racial  a t t i t u d e s  t o w a r d s  m u l t i p le  e thn i c  g r o u p s  ( (Aboud & Doyle,

1996).  T h e  MRA asks  ch i ld ren  to a ss ign 20 eva lua t ive  a t t r i b u t e s  to  d i f fe ren t  g ro ups .  These  

cons is t  o f  10 pos i t ive  cha rac te r i s t ic s  (i.e. plays fair, is f r iendly)  a n d  10 nega t iv e  ch ar ac te r i s t ic s  

(i.e. e xc lu des  o t her s ) .  In a s t a n d a r d  a d m i n i s t r a t i o n  of  t h e  m e a s u r e ,  ch i ldr en  a r e  p r e s e n t e d  w i th  

ph ot os  of  ind iv idua l  ch ildren,  one  f rom th e  sa m e  e th n ic  g r o u p  as  t he  child a n d  2 o r  m o r e  f rom
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different e thnic groups.  Each photo  has  a box in front of it. Children are  given a total of 20 cards, 

each wi th a descriptive w ord  on it, for each of the  groups . They are  then asked to insert  cards 

into boxes, depend ing  on who  they think behaves  a certain way. For example,  ‘Some children 

are  friendly. Who is friendly? Is the black child friendly, the whi te  child, the  Asian child, or  is 

more  than one of them friendly?’ (Tredoux et  al., 2009].  The n u m b er  of evaluations  are  then 

tallied and calculated based on the  at t ribut ion of posit ive or negative characterist ics.  Positive 

aspects  of the  MRA are  tha t  it features  both  posit ive and negative a t t i tude evaluations  and a 

child is al lowed to des ignate an a t t r ibute  to m ore  than one group.  The measu re  has  es tabl ished 

reliability through internal consistency tes ts  wi th alpha coefficients and cri terion validity in 

relat ion chi ldren ’s actual friend selection [Aboud, Mendelson,  & Purdy,  2003; Johnson & Aboud, 

2013].

Im plicit Association Tests

A relatively new  me thod of assessing chi ldren's ethnic or racial pre ferences  involves a measure  

of chi ld ren’s ' implicit '  at t i tudes.  While many  e thnic a t t i tude measu res  ask children to explicitly 

s ta te  or  indicate the i r  preference for one targe t  or  another ,  implicit association tes ts  (lAT] 

a t t em p t  to gauge chi ldren's  unconscious  a t t i tudes  or subtle pre judices  t ow ards  a par t icular  

target.  It is suggested  that  this reduces  the  possibility of desirabil i ty bias in the  test ing process  

(Cunningham,  Preacher ,  & Banaji, 2001].  In practice, lATs are  admin is tered  to chi ldren through 

a computer .  Images from two categories  are  show n on a screen (ex: whi te  child, black child] and 

the child is asked to re spond to the  st imuli  by assigning a posit ive a t t r ibute  to one category and 

a negative a t t i tude  to the  o ther  as quickly as possible by tapping a key on a keyboard.  This is 

done  for a n u m b e r  of trials and then the  process  is reversed.  The tes t then measures  the  

react ion t ime of the  par tic ipant  whe n  applying negative a t t r ibutes  to a figure versus  posit ive 

at t ributes .  A child version of the  lAT has been developed and used to assess  ethnic prejudice,  

migran t  identity,  and group preference  in a n u m b e r  of s tudies  (Baron & Banaji, 2006; 

Corenblum,  2013; Dunham,  Baron, & Banaji, 2006;  Rutland, Cameron,  Milne, & McGeorge, 2005; 

Vezzali, Capozza, Giovannini, & Stathi, 2012].  However,  ther e  is deba te  su rround ing the  link 

be tw een  unconscious  implicit a t t i tudes  and actual behavio r  and fur ther  criticisms ra ised about  

the cons t ruct  and cr iterion validity of the  measu re  (Blanton, jaccard,  Gonzales, & Christie, 2006; 

Fiedler, Messner,  & Bluemke, 2006;  Ottaway, Hayden, & Oakes, 2001].
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B e h a v i o r  M e a s u r e s

Friendship Patterns/  Inclusion and Exclusion

Some form o f sociometric methodology is commonly used for measuring inter-ethnic peer 

relationships, friendships, inclusion, exclusion, and peer rejection (Aboud et al., 2003; A. D. 

Bellmore, Nishina, W itkow, Graham, & Juvonen, 2007; Cillessen, 2009; Smith & Schneider,

2000). Most commonly, this takes the form of peer nominations, where children are asked to 

make a lis t of the ir peers according to a specific category [W hitcomb & Merrell, 2013). For 

example, some studies have asked to list the ir best friends, who they would like to study w ith, 

who they play w ith  during free time, or who they would like to invite over to the ir house. These 

questions can take the form of either established behavior (please list the children you play w ith  

at yard time) or desire (who would you like to invite to play at your house?). Mutual friendships 

are typically established when there is a double-nomination (i.e. two children nominate each 

other as friends). Peer nominations can also be used to measure peer rejection or exclusion by 

asking children who they dislike or who they don't like to play w ith. Sociometric techniques are 

a w idely used and well-established method of assessing children's peer preferences and 

relations (Tredoux et al., 2009). However, researchers must be careful to not place too much 

emphasis on peer nomination as a sole indicator of inter-ethnic relations, as they tend to leave 

room for ample subjective interpretation on the part o f the respondent and can be lim ited in 

the ir ab ility  to assess 'unconventional' friendships. While 'best friendship' is an im portant 

dimension o f peer relations, it fails to recognize other positive or negative types o f peer 

interaction that could be occurring in a child's social world.

Behavioral Observation

In some studies, children’s inter-ethnic behaviors are assessed through observation of 

children's social interactions (Connor, 2012; Nock & Kurtz, 2005; Peters & de Haan, 2011). 

Behavioral observations can be performed and interpreted qualitatively (unstructured) or 

quantita tive ly (structured). As this review is focusing on quantitative measures o f inter-ethnic 

relations, only quantitative approaches w ill be discussed. Observational data can be gathered 

quantitatively by assessing children's interactive or parallel play w ith  another child, typically 

during class time or unstructured play time (Craig, Pepler, & Atlas, 2000). In inter-ethnic 

relations research, the dyadic partner’s ethnicity or race is recorded and then the observed 

proportion of playmate choice is statistically controlled for numbers of classmates available 

from each ethnic group (Tredoux et al., 2009). A common criticism  o f this method is that during 

playtime, children are interacting w ith  a specific target. There is no way to control for the child ’s 

personal relationship w ith  the given target and the unknown factors could influence the nature
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of the ir interaction. This could make it d ifficu lt to generalize findings produced from 

observational data alone. Still, observational data provides insight into the ‘real w o rld ’ in ter

ethnic behaviors of children and can be gathered quantitatively or qualitatively to build content 

va lid ity  for supplementary measures (Clark & Watson, 1995; Haynes, Richard, & Kubany, 1995; 

Sartori & Pasini, 2007).

K ey  F i n d i n g s  o f  E x i s t i n g  M e a s u r e s

The discussed measures represent some of the most w idely used quantitative approaches to 

assessing children’s inter-ethnic relations. There are dozens of additional instruments in the 

literature; however, the reviewed measures are some of the most common and well-respected 

in the field (Tredoux et al., 2009). They also characterize the two main conceptual approaches to 

assessing inter-ethnic relations: measurement of attitudes and behavior. To describe the 

findings produced by these measures in detail would have involved tangential and often quite 

tangled discussion. However, there are some key findings that the m ajority of the literature is in 

agreement on. These w idely unanimous conclusions provide valuable context for the 

development o f a new measure o f inter-ethnic relations:

• Children as young as 4 are capable of possessing ethnic awareness (Aboud, 2008; 

Bonvillain & Huston, 2000; Connolly, 2011; Williams, Best, & Boswell, 1975).

• In middle childhood (ages 7-11), blatant and explicit prejudices are less commonly 

expressed than subtle forms of prejudice (Fernandez-Castillo, 2008; Hamberger & 

Hewstone, 1997; Sarafidou, Govaris, & Loumakou, 2013).

• In m ulti-ethnic schools w ith  a clearly defined m ajority group population, m inority  group 

children are often less popular according to sociometric tests and exposed to higher 

levels o f ethnically motivated bullying. There is also a widespread tendency towards in 

group friendship circles, often referred to as ‘friendship hom ophily’ (Bellmore, Nishina, 

& Graham, 2011; Davey & Mullin, 1982; De Tezanos-Pinto, Bratt, & Brown, 2010; 

Griffiths & Nesdale, 2006; Larochette, Murphy, & Craig, 2010; Meisinger, Blake, Lease, 

Palardy, & Olejnik, 2007).

• M inority group children are as likely to be the perpetrators o f ethnically motivated 

aggressive behavior as m ajority group children, particularly in environments w ith  high 

m inority  populations (Durkin et al., 2012; Eslea & Mukhtar, 2000b; Larochette et al., 

2010; Tolsma, van Deurzen, Stark, & Veenstra, 2013).

The current study w ill build upon the findings generated from these measures and also upon 

the technical aspects of the measures themselves. The strengths and weaknesses of the existing 

instruments provide a foundation from which a new psychometrically reliable and valid
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imeasure can be const ructed.  This chapte r  goes on to p re sen t  the re levant  h ter a tu re  and 

imeasurement  theory  which informed the  deve lopmen t  of the new, chi ld-centred measu re  of 

i inter-ethnic relations.® For ease, the  l i terature is ar ra nged  by sub-a ims of the  cur ren t  projec t ’s 

imain objective.

2.2 - B u i l d i n g  a  C o h e r e n t  F r a m e w o r k

Iln o rd e r  to build a measu re  of inter-e thnic relat ions tha t  is applicable for both re searchers  and 

pract i t ioners ,  the s t ruc tu re  of the  measure  must  be s tra ight forward,  widely interpre table,  

thorough ,  and coherent .  While achieving p rope r  validity and reliability is vital, if the  measure  

d o e s  not 'make sen se’ to non-academic professionals,  it will never  see a practical appl ication in 

t h e  real world.  Thus, the  const ruction of a cohe ren t  f r am ew ork  that  reflects the authent ic 

n a t u r e  of the  child’s wor ld  was  critical.

A broad review of available l i te rature tha t  explores  chi ldren's  inter-e thnic rela tions  reveals a 

lack of coherence  and s tandardiza t ion with regards  to m e as u r em en t  selection. While there  are 

m a n y  di fferent  appro aches  wh en  assessing in ter -e thnic  re la tions  amon g  children,  there  ar e  two 

dis t inc t  me thods  of m eas u rem en t  selection that  s tand out  in the  li terature.  Both of these 

a p p r o ac h e s  are  rout ine and both reflect a need for a m ore  organized,  broad  and cohesive 

ap p r o ach  to m ea su re m en t  selection.

T h e  S o le  M e a s u r e  A p p r o a c h

Many s tudies  tha t  quanti tat ively meas ure  chi ldren’s social relat ions a n d / o r  inter-ethnic 

re la t ions  are  n a r ro w  in scope. Typically, these  s tudies  st rive to measur e  a specific const ruct  

such as "fr iendship level" but  do so by relying on one or  two i tems of a measure .  For example,  a 

re cen t  Danish s tudy on ant i - immigrant  sent imen ts  in the  classroom assessed inter-e thnic pee r  

re la t ions by asking s tudent s  to list three  s tuden ts  w ho  they ' liked' followed by th ree  s tuden ts  

w h o  they 'disliked'  (Wagner,  Camparo,  Tsenkova,  & Camparo,  2008).  The results of this m easu re  

w e re  then  used as indicators  of the  s ta tus  of in ter -e thnic  relat ions  and migrant  a t t i tudes  wi thin 

the  classroom.  Aside from the large conceptual  jump from disliking to subtle prejudice,  this 

app roach  is also problemat ic  in tha t  it relies solely on one quest ion as a variable predictor.

Another  commonly used sociometric f r iendship as se ss m en t  is the  's t rong fr iendship'  measure ,  

which ins t ructs  children to list thei r  'best  fr iends'  and then cross-compares  the  list to de te rmine

* One co m p r e h e n s iv e  b ook  on scale  construction  and p sy ch o m etr ic  eva luation  w a s  heavily  relied upon in 
the  cu rrent study. See Furr (2 0 1 1 ]  for a full d iscu ss io n  o f  go o d  practice  scale  construction  and evaluation.
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inter-e thnic fr iendships.  Several s tudies  have used this measu re  as an indicator of inter-e thnic 

relat ions amon g chi ldren (Bellmore et al., 2007; Feddes,  Noack, & Rutland, 2009a;  Hansell & 

Slavin, 1981; jackson, Barth, Powell,  & Lochman, 2006; Kiesner, Maass, Cadinu, & Vallese, 2003; 

Quillian & Campbell,  2003],  These n a r ro w  guidel ines for identifying friendship and exclusion 

raise a ser ies of concerns.  For one, while sociometrics  are  a wel l - respected  and f requent ly used 

method of measur ing  chi ldren's pee r  relations, findings are  invariably affected by an individual 

child’s propensi ty  for this type  of quest ioning (Poulin & Dishion, 2008).  Fur thermore ,  these  

broad ques t ions  leave ample room for individual in terpre ta t ion in the  answer ing process.  

Chi ldren’s f r iendships  are  complex and often fluid. Children have fr iends that  they enjoy playing 

spor ts  wi th and fr iends that  they enjoy s tudying wi th and fr iends that  they confide in, etc. 

Different fr iends may serve  di fferent  roles wi thin the life of the  child. When asking chi ldren who 

they 'like’ best,  re sea rc he rs  ga ther  no contextual  informat ion regarding how chi ldren in terpre t  

and process  the  quest ion.  Fur thermore ,  it does not  account  for the  widely  repor ted  fluidity tha t  

occurs  in chi ld ren’s f riendship networks .  Who a child is 'best  f r iends’ wi th today,  is not 

necessari ly wh o they w e re  ‘bes t  f r iends’ wi th yes terday  (Ahn, 2011; Bowker,  Rubin, Burgess, 

Booth-LaForce,  & Rose-Krasnor,  2006).  Fur thermore ,  this n a r ro w  app ro ach to peer  relat ions 

does not account  for the  many  o the r  ways  that  positive or  negative inter -e thnic  re la tions can 

manifest  in chi ldren’s social worlds.  For example,  chi ldren might  not be ‘best  f r iends’ across 

ethnic boun da r ie s  but might still engage in fr iendly contact  dur ing school time. Also, suggesting 

that  the absence  of cross-e thnic  'best  f r iendship’ indicates problema t ic  inter-e thnic rela tions  or 

racial a t t i tudes  is large conceptual  leap.

Moreover,  these  const ricted measu res  do not  account  for the  unique dimensions  of f r iendship 

that  may exist  in new  migrant  communit ies .  Some multi -e thnic schools accommoda te  chi ldren 

from a var ie ty of di fferent  neighborhoods  and socio-economic and cultural  backgrounds.  Often 

times, migrant  families in urba n  envi ronm ents  set tle in communi t ie s  tha t  are  popula ted  with 

o ther  migrants  r a th e r  than into an established nei ghborhood of ' local’ families [Byrne, 

McGinnity, Smyth, & Darmody,  2010).  Due to geographic area,  language barriers ,  parenta l  social 

ne two rk s  and  different out-of-school t ime activities, new  migrant  children often do not  socialize 

wi th mul t igenera t ional  chi ldren outs ide of school (Curry et  al., 2011).  These  contextual  factors 

play a large role in shaping chi ldren’s pee r  relat ions in new  migrant  communit ies .  Using 

f riendship m easu res  exclusively as indicators  of chi ldren’s in ter-e thnic  relat ions could resul t  in 

an overs ight  of the  somet imes  'unconvent ional '  or  school-based inter -e thnic  re la t ionships tha t  

may exist. They also fail to i l lust rate the  contextual details tha t  influence f riendship choice and 

the develo pm en t  of pee r  relat ionships,  increas ing the  risk of mis represen t ing the  natur e  of 

inter -e thnic  relat ions be tw een  children.
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Relying on one item [i.e. who  are  you r  bes t  friends?] does  not  allow for a representat ive ,  

nuanced picture of inter-e thnic rela tions  to emerge.  It fails to acknowledge the  varying types  of 

' inter -ethnic re la t ions’ tha t  occur in a child’s multi-faceted env iro nment  on a regular  basis.

While inter-e thnic friendship is undeniably  one indicator of inter -e thnic relations,  it is not  the  

sole indicator  of inter-e thnic relations.  Similarly, whi le ethnic h a r as sm en t  re p re sen t s  one aspect  

of inter-e thnic relations, it is also not the  defining e lement  of the  const ruct.  To effectively 

explore inter-e thnic relations, resea rcher s  must  employ a broad approach  tha t  accounts  for the 

many  varying types  of positive or  problematic re la tions  tha t  may occur a new  migrant  

communi ty  to allow for chi ldren’s pee r  relat ionships  to be in terp re ted  in a nuanced and refined 

manner .

T h e  M a n y  M e a s u r e s  A p p r o a c h

Conversely, som e s tudies  adopt  a ‘many measures '  approach to ins t rum en t  selection. While 

these  s tudies  aim to capture  a broach range of inter-e thnic d imensions , the m e asu r em en t  

selection technique tends  to be ‘ad hoc'. They are  broad and comprehensive  but often lack 

cohesion and a clearly defined rationale behind the selection of thei r  scales (Aronson & Brown, 

2013; De Tezanos-Pinto et al., 2010; Schiefer, Mollering, Daniel, Benish-Weisman,  & Boehnke, 

2010).  For example,  a recent s tudy on the  effects of cooperat ive  learning on in tergroup 

relat ions in the  classroom employed four sel f-developed a t t i tude  scales and one sociometric 

measur e  to assess  intergroup re la tions  (Bratt,  2008).  The s tudy aimed to take  a comprehensive  

approach to in tergroup relations. However,  the  'grab-bag'  me thod  of scale selection d ra ws  the  

completeness  of  the data into quest ion.  There  is no rationale provided for the m eas u r em en t  

selection and no detailed explanat ion of the  in s t rumen ts  and items. Researchers  who aim to 

build off of the  s tudy are  left ques t ioning the  mot ivation behind the  selection of measu res  and 

also, the  extent  to which the  selected scales actually quant ify the  const ruct .  Concerns  can be 

raised regarding the  coverage of the  scales and w h e th e r  or  not these  scales are  exhaustive.  

Fur thermore ,  the  approach  relies on several  di fferent  ins t rum en ts  to assess  one const ruct  but  

provides  no addi tional  informat ion as to exactly w h a t  the scales are  measur ing.  Do the scales 

overlap? Are they measur ing the same dimension of the  construct?  By failing to provide a 

coherent  s t ru cture  to the selection of measures ,  the  findings produced by a s tudy can be d ra w n  

into ques t ion and the measures  themselves  are  left largely unemployable  by o ther  researchers .  

Readers  are  left wond er in g  exactly which dimensions  of inter -e thnic re la tions these  tools we re  

meant  to assess.

The two provided examples  are  representa t ive  of a larger t rend of restr ic ted o r  incoherent  

m easu rem en t  selection wi thin the  field of chi ldren's inter-e thnic relations. Some s tudies  rely 

heavily on one previously ‘val idated’ measu re  whi le o the r  s tudies  gather  measu res  in a broad
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but often unexplained manner to address the specific concerns of the ir particular research 

question. Rather than rely heavily on a sole measure or an ‘ad hoc' collection of measures, this 

study aimed to produce a coherent and comprehensive set of measures that w'as both broad and 

cohesive, organized around a structure that accounts for the realities of the child's world.

T h e  E c o l o g i c a l  M o d e l

Urie Bronfenbrenner’s Ecological Model of Child Development presents a framework upon 

which this study assembled a broad and coherent set of measures to assess children’s in te r

ethnic attitudes and behaviors. Bronfenbrenner’s theory argues that it is unfeasible to research 

children w ithou t considering the contextual environments w ith in  which they are developing. 

According to the theory, all children mature w ith in  a series of interactive environmental 

systems: Microsystems, Exosystems, and Macrosystems. A microsystem refers to the immediate 

environment w ith in  which a child lives: family, school, peers, church group, etc. The exosystem 

involves the relationships, systems, and influences that are still present in a child ’s life but 

slightly more removed such as extended family, fam ily friends, neighbors, and social services. 

The macrosystem represents the overarching cultural environment w ith in  which the child 

develops. Bronfenbrenner's model emphasizes the complexity of the developmental process 

and the emergent, non-determined path that development takes depending on a variety of 

personal, familial, historical and cultural contingencies. In this model, children are the center of 

the ir worlds and are continuously engaging in a variety o f proximal processes and dynamic, 

reciprocal interactions w ith  other people and the ir environments. They are not passive in the ir 

development. Rather, they are actively influencing the immediate systems w ith in  which they are 

embedded. A visual representation of the Ecological Model in presented in Figure 2, illustra ting 

the embedded layers of a child ’s environment.
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Figure 2: Bronfenbrenner’s Ecological Model o f the Child
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This model is particularly suited to provide a structural fram ework for research on inter-ethnic 

relations among children and youth [Hong & Espelage, 2012; Larochette et al., 2010; Sabatier, 

2008). By placing the developing child at the center of a set of interactive environmental 

systems, the model proposes that factors such as a child's ethnicity, skin color, or native 

language are inextricably linked to how that child interacts w ith  all of the various contextual 

systems in his or her world. It follows that a child ’s ethnicity plays an on-going role in the 

development of peer relations. These peer relationships w ill also be influenced by broader 

systems including the school, the neighborhood, the family, religion, and the attitudes and 

ideologies of the culture at large. Since all parts of the model are interactive, the child also 

reciprocally influences these systems. It is impossible to remove any one element from the all- 

encompassing, interdependent system. Children’s inter-ethnic relations cannot be extracted 

from the contextual factors that influence them or from the various environments w ith in  which 

they occur. Ethnicity cannot be removed from the child and studied separately. In this model, 

research on ethnicity and inter-ethnic relations must be approached from a standpoint that 

acknowledges the influence o f the broad, holistic scheme of interactive, contextual factors at 

w ork in the child's world.

Rather than test Bronfenbrenner’s theory of child development, the study relied upon the model 

as a fram ework and an organizational tool. In setting out to develop a measure that accounts for 

the various environmental factors that influence children’s inter-ethnic relations, the model
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served as a broad  and coherent  f r amework wi thin which individual var iables  could be 

assembled and s t ructured.  How the  specific var iables  and measures  fit into the  overall 

ecological model  will be d iscussed in Chapter  Three.

2.3 - A  C h i l d - C e n t r e d  R e s e a r c h  A p p r o a c h

R e c o g n i z i n g  t h e  ' A c t i v e ' C h i l d

One cor ner s tone  of the  cu r rent  research w as  the belief tha t  in o rd e r  to gain accura te  

informat ion abo ut  a child's life, researcher s  must  consul t  chi ldren directly through  m e thods  that  

are  child-centered and age-appropriate.  While this concept  might  ap p e a r  self-evident and 

s t ra ight forward,  it has only recently been ad op ted as a method  of good practice wi thin the 

social sciences  due  to a paradigm shift in child develo pm en t  studies.

For the  be t t e r  par t  of the  20* century,  child deve lopmen t  and social sciences focused on 

childhood solely as a per iod of growth ra th e r  than a per iod of actual substance .  Mains tream 

deve lopmenta l  theor is ts  highlighted the  intrinsic e l emen ts  of child development ,  adopt ing a 

positivistic app roach and assuming that  there  w as  an objective reality to childhood that  could 

be accessed,  measured,  and in terp re ted  (Greene & Hogan, 2005;  Hogan, 2005).  Within this 

conviction, chi ldhood was  v iewed as a ser ies of fixed, universal  s tages  tha t  all chi ldren passed 

th rough on the  road to becoming adults.  Children w e re  seen as largely passive in this process,  

beholden to universal,  p re -deter mined  laws of deve lopm ent  and divorced from the  contextual 

env i ro nm en ts  wi thin which they lived. Theor is ts  based thei r  research on the  fundamenta l  idea 

of the context -free,  predic table child and paid little or  no a t tent ion to the i r  subject ive wor lds  

and exper iences  [Christensen & Prout,  2005).

By the  late 1970s,  chi ldhood s tudies  began a majo r  shift t o w a rd s  recognizing and account ing for 

the  impor tance  of contextual factors wi thin the world  of the  child. This shift recons idered  the  

idea that  chi ldhood is a universal  const ruct  and al lowed for the  subjective,  multi farious  aspects  

of chi ldhoods  to be considered (Greene & Hogan, 2005).  The idea of the  active and engaged child 

replaced the  not ion of the  'passive'  child wh o  is out  of control  of his or  her  developmenta l  

process  (James & Prout,  1997).  The 'active'  child, ra ther,  is regularly in teract ing wi th var ious  

ecological sys tems  and is influenced by contextual factors, but  also actively influencing his or 

he r  su rround ing  environment .  This reciprocal re la t ionship  b e tw een  the  child and his o r  h e r  

b ro a d e r  en v i ro n m en t  is no w  widely accepted in m odern  day sociological research (Tisdall & 

Punch, 2012;  Uprichard,  2008).  The ref raming of chi ldren as 'active beings'  ins tead of 

'becomings'  has  impacted the  way that  child-focused research is conducted.  Children are  now
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widely  t rea ted  as a par t  of the research process  ra th e r  than merely object  of academic inquiry 

[Christensen & James, 2008; Greene & Hill, 2005; Greene & Hogan, 2005).

This acknowledgemen t  of the  'active'  child is central  to the  cur ren t  study.  It serves  as 

fundamenta l  p recu rsor  to conducting child-centred research,  as it recognizes chi ldren's ability 

to reflect meaningfully on thei r  wor lds  and exper iences [Crivello, Camfield, & Woodhead,  2009).  

Researchers  must  acknowledge that  children are  capable of par ticipation and are  able to 

provide data tha t  is accurate,  rich, and informative.  However,  in o rd e r  to effectively and 

ethically access tha t  information,  re sea rcher s  also must  presen t  chi ldren wi th measu res  tha t  are 

both chi ld-centered and age -appropr ia te  (Greene & Hogan, 2005).

A d u l t  D i s c o n n e c t

While adul ts '  observat ions  on chi ldren’s a t t i tudes and behaviors  can be insightful, research has 

dem ons t ra t ed  tha t  there  can be large d iscrepancies  be tw een  adul ts '  percept ions  of chi ldren's 

experiences and chi ldren's own accounts  of thei r  feelings, at ti tudes , and behaviors.  This has 

been found to be par ticularly t rue  wi th regards  to problemat ic  social relations.  For example,  a 

large quant i tat ive  s tudy by the  Canadian Public Health Association compared  accounts  of 562 

parents  and s tuden ts  abou t  bullying behavior  in school. The s tudy found very s t rong 

differences between chi ldren’s accounts  of problemat ic  social behavior  and p a r e n t s ’ accounts  of 

problemat ic  behavior,  including the  frequency of bullying and h a r as sm en t  as well as the nature  

of the  occurrences .  Pa rents  underes t im a ted  the  am o u n t  of h a r as sm en t  happen ing  in schools and 

were  mis informed as to w he re  and wh en  bullying and h a ras sm en t  w e re  taking place.

Qualitative aspects  of the  s tudy found that  chi ldren intent ional ly wi thheld  informat ion from 

thei r par en ts  abou t  the ir  behavior,  both as victims and bullies

(Totten, Quigley, & Morgan, 2004; Totten,  2005).  Similar results  have been found in s tudies  in 

the United States,  w h e re  pa ren t s  unde r - r epor ted  bullying behavior ,  par ticularly when  it was  

their own chi ldren doing the bullying (Holt, Kaufman Kantor,  & Finkelhor,  2008).  In the Irish 

context, results  from the Growing Up in Ireland s tudy also mir ro re d these  findings. A total of 

40% of nine year  olds repor ted  experiencing bullying at  school whi le only 24% of parents  

repor ted  the same (Williams et a!., 2009).

The l i te ra ture  points to a few reasons  wh y chi ldren wi thhold  informat ion abou t  the i r  peer 

relat ionships  from their  parents.  Some chi ldren downplay problemat ic  re la tions  because they 

fear tha t  telling thei r  pa ren ts  will provoke parental  involvement  at the  school level and will 

ultimately lead to re ta lia tory behavior from the  aggressor (Matsunaga,  2009; Novick & Isaacs, 

2D10). Others  may cope wi th the  t raumat ic  experiences  by denying its occurrence in an a t tempt  

to minimize the  pain. This is particularly t rue  of individuals wh o experience  e thnic h ar as sm en t
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(Carter,  2007) .  Regardless of the  mot ivation for unde r- repor t ing and minimizing, ther e  is 

evidence of dramat ic  dissimilari ty betw^een p a ren t s ’ accounts of the ir  chi ldren's pee r  relat ions 

and chi ldren’s own accounts.

The discrepancy be tween adul ts ’ per cept ions  and chi ldren’s exper ience extends  beyond the 

parent-chi ld  d imension.  Research dem ons t ra t e s  inconsis tency between  teachers  and children 

wi th regards  to definit ions of problemat ic  pee r  relations, as well as f requency of problematic  

incidents.  Studies have shown a d iscrepancy between  wha t  teachers  and chi ldren define as 

bullying behavio r  (Maunder,  Harrop,  & Tattersall,  2010; Naylor, Cowie, Cossin, de Bet tencour t,

& Lemme,  2006).  Fur thermore ,  teachers  may also be suscept ible to und er - repo r t ing ins tances of 

problemat ic  social relat ions in the i r  c lassrooms and schools. The Canadian Public Health 

Association s tudy found that  in addi t ion to under-es t imat ing the  prevalence  of bullying 

behavior  and e thnic discriminat ion in the i r  school, teachers  also w e re  mis informed regarding 

the  location of bullying, name-call ing,  and ha rassment .  Teachers  believed that  75% of 

problemat ic  behavior  occurred in the  hal lways  of schools,  in the  gymnas ium or  on the  yard.  

Students,  on the  o ther  hand, repo r t ed  that  the  majori ty of problemat ic  behaviors  took place in 

the  classroom when  the t eacher  was  not  presen t  or  after-school.  The inconsis tency was  

par ticularly s t rong  wi th relation to incidences  of c lassroom bullying. A total of 60% of high 

school s t uden t s  and 40 %  of s tuden t s  in grades  4-7 re po r ted  tha t  the c lassroom was  the  location 

w h e r e  bullying and ha ras sm en t  occurred most  frequently.  Only 20% of teachers  re por t ed  the 

s am e  (Totten,  2005).  In the  UK, a s tudy of racist bullying in pr im ary  schools found that  teachers  

overes t im a ted the prevalence of  m an y  types  of bullying including cyber-bul lying and 

technology-based bullying, but downplayed the occurrence  and sever i ty of e thnic bullying and 

racialized nam e  calling (Qureshi,  2011).  There  w e re  d iscrepancies be tw een  wha t  t eachers  

perceived to be playful ban te r  and w h a t  chi ldren in terpre ted  as problemat ic  harassment .

The d em o n s t r a ted  gap between  chi ldren's accounts  of thei r  social relat ions and adu l t s ’ 

percept ion of chi ldren’s social relat ions can be described as a "disconnect" between  two worlds.  

Despite daily interact ion bet w een  adul ts  and children,  t eachers  and pa ren t s  are  often oblivious 

to certain d imens ions  of chi ldren’s pe e r  interact ions.  This d isconnect  can be a t t r ib ut ed  to the 

pr ivate  and often inaccessible na tu re  of the  'child’s social wor ld '  (James, Jenks, & Prout,  1998).  

Evidence of the  d isconnect has  ser ious  implicat ions for chi ld-based research.  Specifically, 

repor t ing  findings about  chi ldren based on adul ts '  accounts  opens  the  research to justifiable 

quer ies  regarding validity and precision.  To effectively re por t  on chi ldren’s lives, r e sea rc her s  

mus t  consul t chi ldren directly throug h chi ld-centred research measures .
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A c c e s s i n g  t h e  C h i l d ' s  S o c i a l  W o r l d

The  ' ch i ld’s social  w o r l d ’ is a se t t i ng  w i th in  w hic h  ch i l d ren  in te r ac t  f reely b e y o n d  th e  gaze  of  

a d u l t  s u per v i s i on .  This  social  w o r ld  is no t  necess a r i ly  def ine d  by  physica l  space .  Rather ,  it is 

c h a r a c t e r i z e d  by  a s e r ie s  of  n o r m s  a nd  p rac t ice s  w h ic h  a r e  w o v e n  into t h e  da y  to d ay  life of  

ch i l d re n  [Devine,  2002 ;  James  e t  al., 1998) .  Dur ing  m o m e n t s  of  u n r e s t r i c t e d  socia l iza t ion ,  th i s  

e n v i r o n m e n t  is al ive as  ch i ld ren  e n g a g e  o p e n ly  w i th  o n e  a n o t h e r  in th e i r  de v e lo p in g  w o r ld  of  

i n t e r p e r s o n a l  re la t io ns  (Connol ly  & Keenan,  2002;  H o w e s  & Lee, 200 6] .  P e e r  re la t i o n sh ip s  

w i th in  t h e  ch i ld’s w o r l d  a re  go v e r n e d  by t h e i r  o w n  s e t  o f  ru les  a n d  r eg u la t i on s  a n d  often inc lude  

" f luc tu a t ion s  a long  a c o n t i n u u m  of inc lus ion  and  ex c lu s i o n ” (Curry  et  al., 2011) .

Access ing  th e  c h i ld’s social  w o r ld  p r e s e n t s  a s e r ie s  of  m e thodol og ic a l  h u r d l e s  for  r e s e a r c h e r s .  

For  one ,  th e  social  w o r ld  t h a t  ch i ldren  o p e r a t e  w i t h in  is no t  the  s a m e  w o r l d  t h a t  a d u l t s  o p e r a t e  

w i th in  ( James  e t  al., 1998] .  While  c h i ld ren  a r e  ac tive  social  agents ,  t h e r e  is still a c learly 

e n fo rc e d  s e p a r a t i o n  b e t w e e n  adu l t s  a n d  ch ildren,  w i t h  a d u l t s  typical ly m a i n ta in in g  con t ro l  o v e r  

cer ta in  e l e m e n t s  of  ch i ld re n ' s  lives. Chi ldren  a r e  c o n t in ua l ly  su b je c te d  to a h o s t  o f  s t r ict ly  

en fo rc e d  g u id e l in e s  a n d  regu la t io ns  t h a t  a re  n o t  i m p o s e d  u p o n  adul ts .  Adul t  cont ro l  ove r  

cer ta in  e l e m e n t s  o f  ch i ld ren ' s  l ives c o n t r i b u t e s  to t h e  c o n c e p tu a l  gap  b e t w e e n  t he  a d u l t  w o r l d  

a n d  th e  chi ld w o r l d  for  b o t h  p ar t ies .  Thi s  is par t ic u l a r ly  t r u e  w h e n  d i sc uss in g  th e  life of  t h e  

school .  For  ch i ldren ,  school  is an e n v i r o n m e n t  of  e x t r e m e l y  or d e r e d ,  a du l t - co n t ro l le d  le a rn in g  

a n d  social izat ion.  T h e  c o m p o n e n t s  of  adu l t  cont ro l  a r e  i n h e r e n t  in the  s t r u c t u r e  o f  th e  

or g an iz a t i o n  (i.e.: schedul ing ,  cu r r icu l um,  d r e s s  codes ,  d i sc ip l in ary  inf rac t ions,  r e q u i r e d  

a t t e n d a n c e ,  t e m p o r a l  regula t ions] .  Th e  gap b e t w e e n  w o r l d s  is f u r t h e r  c o m p o u n d e d  by the  

p a t r o n iz in g  v ie w  t h a t  s o m e  a du l t s  a d o p t  t o w a r d s  c h i l d r e n ' s  socia l iza t ion,  bel ieving t h a t  it is 

c h a r a c te r iz e d  by s impl ic i ty  and  i m m a t u r i t y  (Punch ,  20 0 2 ] ,  M e c h a n is m s  of  cont ro l  a nd  

p e rce iv ed  d e v e l o p m e n t a l  su p e r i o r i t y  lead s o m e  a d u l t s  to  i n t e r p r e t  th e  chi ld ' s wo r ld  a t  face 

va lue  o r  to  ove r l o o k  it ent i rely,  t h u s  r e n d e r i n g  c h i l d r e n ’s o p in io n s  an d  e x p e r i e n c e s  ‘inv is ib le ’ 

( James  & Prout ,  1997] .  T he se  c o m m o n l y  he ld m is c o n c e p t i o n s  r e inforce  th e  n e e d  for  child- 

c e n t e r e d  r e s e a r c h  to  h ighl ight  th e  c om ple xi ty  a n d  s igni f icance  of  t h e  ch i ld’s social  w o r l d  as 

d e t e r m i n a t e s  of  c h i l d r e n ’s overa ll  well -being.

In an  e f for t  to access  the  ch i ld’s w o r ld  a n d  c a p t u r e  t h e  ‘ch i ld ’s voice' ,  a m y r i a d  of  invent ive,  

ch i ld -c en t r ed  m e t h o d o l o g i e s  h ave  e m e r g e d  (Beazley,  Bessell ,  Ennew,  & W a te r s o n ,  2009;

Beazley e t  al., 20 11 ) .  T h e s e  m e t h o d s  a r e  qua l i ta t ive  in n a t u r e  a n d  of ten involve  i n -de p th  

in te rv i ews ,  focus gro ups ,  o r  c rea t ive  m e t h o d s  such  as a r t  p r o je c t s  o r  s to ry te l l ing  (Clark,  2 004 ;  

E inarsdot t i r ,  Docket t ,  & Per ry,  2009;  Hill, 2006;  Johnson ,  Pfister,  & V in dro la - Pad ros ,  2012;  

J or gen son  & Sullivan,  2009;  Mitchell,  2006 ;  Veale,  2005 ;  W hi te  & Bushin,  201 1) .  However ,  

m e t h o d s  a r e  l imi ted  by th e  s a m e  m ethodo logica l  t r a p p i n g s  of  qua l i ta t ive  r e s e a r c h  in genera l ;
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they are hmited  in scope, dem and ing of resources ,  difficult to replicate,  and lack 

generalizabil i ty (Bryman,  2012).  Thus, there  are  t imes wh en  it is necessary to examine 

chi ldren’s lives on a larger scale, using quanti tat ive metho ds  to access larger populat ions.

As such, ther e  is a d em ons t ra te d  need for child-centered  quant i ta t ive data on chi ldren’s in ter 

ethnic relations.  Much of the  available quant i tat ive  data on the  topic is based on research 

conducted wi th adul t  popula t ions  [Pachter  & Coll, 2009; Priest  et al., 2013; Smyth et al., 2009).  

Relying on adul t ’s accounts  of chi ldren’s experiences  u n de rm ines  the  child’s ability to actively 

par t icipate in the  research process.  It also results in incomplete and misconst rued data  due  to 

the  d isconnect  between the  adul t  and child wor ld  (Williams et al; 2009).  In addit ion  to involving 

chi ldren directly in the  research process,  it is also vital tha t  they are  included in a way that  is 

meaningful  and respect ful  of thei r  own cognitive and behavioral  development.  Measuremen t  

tools must  be age-appropr ia te  and proven valid for use wi th chi ldren of a par t icular  age group. 

Relying on measu res  tha t  have been tes ted  and val idated wi th adolescents  or  adults  can be 

unethical  and may resul t  in data tha t  does  not  accura te ly  reflect the  experiences  of younger  

children. With these  points in mind, this s tudy aims to develop a quanti tat ive  measu re  of 

chi ldren’s inter -e thnic  re la tions  tha t  is child-centered and age-appropriate.

The deve lopmen t  of a chi ld-centered quant i tat ive  measu re  of inter -e thnic  re la tions presents  

t rue  challenges.  Researchers  mu st  const ruc t  a measu re  tha t  chi ldren can co m pre hend  and relate 

to, tha t  has  regard  both thei r  cognitive deve lopmen t  and social culture.  The private nature  of the 

child’s social wor ld  makes  it difficult for re searche rs  to cons t ruc t  measu res  tha t  are  relevant  

and  respectful ,  interest ing and  informative.  However,  developing a chi ld-centered measure  tha t  

par ticipants,  researchers ,  and appl ied pract i t ioners find app ro achab le  is vital. The measure  

must  be broad,  cohesive and coherent.  It mus t  speak to the  reali ties of the  child’s world.  It must  

be chi ld-centered and cognitively appropr ia te .  These  are  all crucial conceptual  requirements .  

However,  the  measur e  must  also adh e re  to strict  psychometr ic  guidel ines  including sensit ive 

reliability and robus t  validity. Achieving these  psychometr ic  s t an d a r d s  is technically 

challenging but  essential  to the  successful realization of the  measure .

2.4 - R e l i a b l e  a n d  N u a n c e d : A n  I t e m  R e s p o n s e  T h e o r y  A p p r o a c h

To quanti tat ive ly  assess  in ter -e thnic  re la tions  am ong children,  one  mus t  opera t e  from an 

assumpt ion that  inter -e thnic  a t t i tudes  and behaviors  can be cap tu red and measured.  

Fu r th ermore ,  one also accepts  tha t  there  will be differences bet w een  chi ldren in te rm s  of thei r  

inter -e thnic a t t i tudes  and behaviors  and tha t  this variabili ty is capable of being measured.  The 

degree  to which the  measu re  is free from e r ro r  and is capable of yielding consis tent  results over 

t ime is refer red  to as reliability. The vast  majori ty of quanti tat ive  social s tudies rely on a
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Classical Test Theory (CTT) approach to establish re liability. In developing a measure of in te r

ethnic relations among children, this study w ill rely on an Item Response Theory [IRT) 

approach to establish re liability, a method that has been increasingly recognized as theoretically 

and methodologically more sophisticated than Classic Test Theory (CTT] and particularly 

v'aluable for use w ith  child-based studies. Before describing the strengths of using IRT to 

establish re liability, one must be first be fam iliar w ith  the traditional approach of CTT and the 

ways in which the two approaches differ.

C l a s s i c a l  T e s t  T h e o r y  -  T h e  T r a d i t i o n a l  A p p r o a c h  t o  R e l i a b i l i t y

Classical Test Theory has long been the traditional basis of re liab ility  in the social sciences. It 

provides a foundation for scale construction, measurement, and psychometric evaluation (Furr, 

2011). In CTT’s approach to re liability, a respondent’s real level on a particular construct (ex: 

self-esteem) would be referred to as the ir ‘true score’. It is impossible, however, for any 

measure to accurately capture someone’s 'true score’ due to lim itations in measurement and 

human error. The extent to which external conditions or measurement faults contribute to 

differences in observed score is referred to as 'measurement e rro r’. Therefore a person’s score 

as reflected by a given measure is referred to as an 'observed score’ which consists of a sum of 

the ir 'true score’ and 'measurement e rro r’. According to CTT, a measure’s degree o f re liab ility  is 

dependent on two things: "the extent to which differences in test scores can be attributed to real 

in ter- or intra-individual differences and the extent to which such differences are a function of 

measurement e rro r” (Furr 2008).

CTT makes a very im portant assumption about measurement e rro r that u ltim ately sets it apart 

from IRT, namely that measurement e rror is random, in other words, measurement e rror is as 

like ly to inflate one participant's score as it is to deflate the participant's score. It follows then 

that measurement e rror is independent of an ind ividual’s true score and uncorrelated w ith 

ind ividual’s true score. Following the statement that an ind ividua l’s observed score is the sum 

o f the ir true score and measurement e rror score, CTT argues that "the total variance of 

observed scores from a group o f individuals w ill equal the sum of the ir true score and error 

score variance” (Furr, 2011).

W ith this theoretical underpinning, there are a variety of ways o f establishing re liab ility  w ith in  

CTT. The most w idely used approach is establishing internal consistency w ith in  a measure. 

Internal consistency is based on the idea that different parts o f a test can be treated as different 

forms of a test. Among internal consistency methods, one o f the most w idely used approaches is 

the Cronbach’s Alpha coefficient. The pervasive use o f the Alpha test to establish re liab ility  is 

most likely dependent on two practical factors: 1) most statistical programs produce alpha
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coefficients, making it easy to calculate,  and 2) conducting an alpha tes ts  requ ires  significantly 

less effort than o ther  m e thods  of obtain ing reliability such as a t e s t / r e - t e s t  method  (Furr,  2011).

The use of Classical Test  Theory and internal  consis tency reliability tes ts in the social sciences is 

well establ ished,  it has  been the  p re em inen t  approach  for quanti tat ive  s tudies for many  years  

and there  is w idesp read  acceptance  of these  met hods  as substantial  and scientific. Among many 

psychometricians,  however ,  it has  been argued that  social sciences do not  place enough  

impor tance  on the  es tabl ishment  of p r o p e r  tes t reliability. A gradual  shift began am ong  

psychometr ic ians  to establ ish and employ more  theore tical ly  and methodological ly advanced 

appr oaches  to both m easu r e  des ign and data  analysis [Furr  2011).  Over the  past  few decades,  

Item Response Theory has  rapidly become recognized as psychometrical ly and theoret ical ly 

more  sophis ticated  than the  t radi t ional  CTT approach.

I t e m  R e s p o n s e  T h e o r y :  A n  I n t r o d u c t i o n  

The Quiet Revolution

The benefi ts  of IRT are  well noted  wi th in the  field of advanced statistics and psychometrics  

(Embre tson & Reise, 2013; Embre ts ton & Reise, 2000;  Furr,  2011;  Furr  & Bacarach, 2008; Reise, 

Ainsworth,  & Haviland, 2005;  Wa tson  et al., 2012) .  Despite the  many  theore tica l  and 

methodological  benefits,  IRT receives  relatively little a t ten t ion  wi thin the  b ro a d e r  social science 

l i terature.  Wha t  is most  in teres t ing ab o u t  the  lack of d iscussion on the  benefi ts  of IRT is tha t  in 

practice,  th e re  has  been an ove rwhe lm ing and ‘s ilent ’ shift t o w ard s  IRT. This largely unseen 

m o v em en t  away from CTT to w ar d s  IRT has  been refer red  to as the  'quiet  revolut ion’ of  IRT 

(Embre tson & Reise, 2013) .  The quie t  IRT revolut ion arguably  began wi th the  use of large-scale 

educat ional  a s se ssm e n ts  such as the  Standardized Apt i tude Test  (SAT) and the Graduate 

Records  Exam (GRE), both  of which have shifted from CTT to IRT approaches .  In addit ion,  

several  individual intelligence tests,  personal i ty  tests,  a t t i tude  measures ,  and behavioral  ratings 

also apply IRT approaches  (Embre ts ton & Reise, 2000).  Over the  pas t  two  decades,  IRT models  

have a lmos t  word less ly  become m a ins t re am  in the  fields of educat ion and psychology.

There  are  several  practical  explanat ions  for the 'quie t ’ na tu re  of  the  IRT revolut ion.  One 

impor tan t  reason  could be the  pervas ive  na tu re  of CTT wi thin academia  and higher educat ion.  

Given the long-standing his tory  of the  CTT approach  in social sciences, the  major i ty of statistical 

textbooks  and college cour ses  teach CTT. There  are  relatively very few texts or cour ses  tha t  

addres s  IRT at  a univers i ty  level (Furr  & Bacarach,  2008).  Similarly, the  major i ty of widely  used 

statistical p ro g ram s  (SPSS, Stata, SAS) focus on CTT tes ts  and functions.  Only recent ly have a d d 

ons  been developed to inco rpora te  IRT models  into m a ins t re a m  statistical software.  

Fur thermore ,  the  CTT approach is eas ier  to com pre hend  and to implement  on a practical level.
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Seeing that  CTT is still considered an acceptable approach  for es tabl ishing reliability of a study,  

m an y  researchers  may choose it because it is familiar and more  user-fr iendly than IRT (R. M. 

Furr,  2011).  Another  possible reason for the  use of CTT could be tha t  many  researche rs  are 

unfamil iar  wi th the theore tical  and methodological  benefi ts  of employing an IRT approach 

(Em bre tson & Reise, 2013).  The ‘quie t ’ na tu re  of IRT and the  relative lack of educat ional  and 

professional  develo pmen t  oppor tuni t ies  in the  subject  m a t te r  pe rpet uat e  the  research 

co m m u n i ty ’s lack of familiarity wi th the  topic. Finally, the  advanced psychometr ic  natu re  of IRT 

could appea r  daunt ing to re searchers  wh o are  uncomfor table  wi th advanced statistics. The 

learning curve associa ted wi th opera t ing IRT-specific so f tware  is s teep compared  to some 

p ro gram s  employing CTT methods .

G uttm an Scaling: The Foundation f o r  IRT

Before discussing the  theoretical ,  practical, and beneficial quali t ies of an IRT approach,  it is 

impor tan t  to und er s ta n d  the  foundational  scaling model  tha t  influenced its development.  

Gut tman scaling w as  in t roduced in 1949 as an al ternative  to existing scaling methods.

Tradi tional  scales in psychology and the  social sciences (e.g. Likert Scales, Thurns tone Scales) 

assess  d imensions  of an under ly ing const ruct  by asking r e sponden t s  to an s w e r  quest ions wi th a 

ser ies  of numerical  re spon se  ca tegories  [ex; l ^ s t ro ng ly  agree,  2=agree,  3=neutral ,  4=disagree,  

5=strongly  disagree).  I tems are  then analyzed individually or  s u m m e d  into a total score. A 

criticism of this type of scaling is tha t  it provides  little context  for par t ic ipants  when  making 

judgment s  on these s ta tements .  How does  a person dist inguish between,  say, agree and s trongly 

agree? It is likely that  individuals will vary  in thei r  in terpre ta t ion and distinction of these 

categories.  Gut tman sought  to offer an al ternat ive to tradi t ional  scales by providing context  

th rough the  a r r an g e m e n t  of the  items. He argued that  if i tems are  ar ranged  in a par ticular  way, 

the  scale becomes mor e  in terpre table  to par t icipants and the  data produced is more  functional 

for res ea rc her s  (Wilson, 2013).

Guttman a t t em pted  to do this by ar ranging i tems related to a specific const ruct  in o rd e r  of 

intensity. The under ly ing argumen t  of this approach is "if per son endor ses  a more  ext reme 

s ta tement ,  he should  en dorse  all less ext reme s t a tements"  (Gut tman,  1949).  I tems range in 

te rm s  of difficulty and are  present ed  hierarchically on a scale. In theory,  if an individual 

endor ses  the  most  ‘ex t r e m e ’ s t a t em en t  on the scale, h e / s h e  should  have also endo rsed  all less 

ext reme s t a tem en ts  as well. Consider the  i tems presen ted  in Figure 3. It is likely that  if you are  

willing to keep a cat as a pet, you would  also be willing to be in the  sam e room as a cat.
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Figure 3: Items in from  a Sample Guttman Scale in Hierarchical Order

1 . 1 would  be in the  sam e house  as a cat.

2.1 would  be in the  sam e room as a cat.

3.1 would  pet  a cat.

4.1 would  keep a cat  as a pet  in my house.

To satisfy the  criteria of a perfect  Gut tman scale, the re  mus t  be no violations of the  h ierarchy 

es tabl ished by the i tems (Gut tman,  1949; Wilson, 2013).  In o ther  words ,  all r e spon dent s  must  

adhe re  to the  s t ru ctu re  o f ‘in tens i ty’ set  out by the  scale in the i r  re spon se  pat tern.  Table 3 

shows fictional re sponses  satisfying the requ ir em en ts  of a perfect  scale. The table show s  that  as 

i tems increase  in severity,  posit ive responses  decrease.

Table 2: Sample Item Responses Representing a Perfect Guttman Scale 

Item Respondent 1 Respondent 2 Respondents Respondent 4 Respondents

1 No Yes Yes Yes Yes

2 No No Yes Yes Yes

3 No No Yes No Yes

4 No No Yes No No

While Gu t tm an’s approach  to scaling works  in theory,  it is less likely to w o rk  in pract ice as it 

relies on an unreal ist ic expectat ion of re spon se  behavior.  Some re sponden t s  are  bound  to break 

the  s t ru ct u re  of the  h ierarchy for reasons  unre la ted  to the under ly ing latent trait; re spon ses  

may be influenced by par t ic ipant’s mood,  the i r  subject ive in te rpre t a t ion of the  item, or  social 

desi rabil ity bias (Kempen,  Myers,  & Powell, 1995; Nederhof,  1985).  A major  shor tcoming of this 

model  is tha t  it does  not  analyze re spon se  pat te rns  fully, opting to ascribe deviation from the  

pat te rn  to ra ndom  error .  Alternatively,  i tem re spon se  theo ry  al lows for the  hum an  e lement  to 

en ter  into Gut tman style scaling by creat ing a probabil ist ic f r am ew ork  for measur ing  under ly ing 

t rai ts or  constructs .

Item Response Theory

Item response ,  or  latent t rai t  theory,  argues  tha t  a par t i c ipan t’s respo nse  to a ques t ion is 

influenced by two factors: the  individual ’s relat ionship to the  const ruct  as well as the quali t ies 

of the  item itself. The first factor, the  p e r so n ’s s t anding on the  const ruc t  being measured ,  can be 

assessed by the  individual ’s respon se  to an i tem measur in g  the  const ruct .  For example,  if a child 

is an swer ing  ques t ions  on a 'perceived discr iminat ion’ scale, his or h e r  re spon ses  are 

pre sum ably  influenced by his or  he r  levels of perceived discriminat ion.  Based on thei r  score,
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t h e  r e s p o n d e n t  is g iven a ' t ra i t  level s c o r e ’ [0 )  w hi ch  is an  in d i ca to r  of  his o r  h e r  level on the  

c o n s t r u c t  be ing  m e a s u r e d .

1RT a lso  pos i t s  t h a t  in ad d i t io n  to t he  p a r t i c i p a n t ’s o w n  re la t i o n sh ip  to a cons t r uc t ,  the  level of  

‘di ff icul ty’ o r  ‘s e v e r i t y ’ o f  an  i t em will also im p ac t  t h e  p a r t i c i p a n t ’s r e sp o n se .  C on s id e r  tw o  i tem s  

o n  a scale of  contac t :  1) "1 ta lk  to m i g r a n t  ch i ldren  in s c h o o l” an d  2) "1 invi te  m i g r a n t  ch i l dren  to 

p la y  a t  my h o u s e ”. The  s e c o n d  s t a t e m e n t  is m o r e  ‘i n t e n s e ’ t h a n  t h e  f irst  s t a t e m e n t  a n d  only 

s o m e o n e  wi th  high levels o f  cont ac t  w o u l d  e n d o r s e  t h e  s e c o n d  i tem.  T h e r e f o r e  a h ig h e r  level of  

t h e  c o n s t r u c t  w o u l d  be r e q u i r e d  for  s o m e o n e  to s u p p o r t  t h a t  i t em  ( E m b r e t s o n  & Reise,  20 13;  

E m b r e t s t o n  & Reise,  200 0) .  Whi le  t ra i t  level a nd  i tem difficulty a re  s e p a r a t e  issues,  th ey  a r e  

in t r ins ica l ly c onne c te d ,  as i t em difficulty is conce iv ed  in t e r m s  o f  t ra i t  level (F u r r  & Bacarach ,  

20 0 8 ) .  In o t h e r  w o r d s ,  h ig h e r  difficulty level i t e m s  r e q u i r e  h ig h e r  t r a i t  levels  in o r d e r  to be  

e n d o r s e d  by a r e s p o n d e n t .

Jus t  as  i t e m s  on a m e a s u r e  m a y  dif fer  in t e r m s  of  difficulty,  i t e m s  on a te s t  m a y  differ  in t e r m s  of  

t h e i r  abi l i ty to d i s t i ngui sh  b e t w e e n  r e s p o n d e n t s  b a s e d  on  th e i r  t ra i t  level. This  is r e f e r r e d  to  as 

‘i t em  d i s c r i m i n a t i o n ’ or  ‘se ns i t i v i ty ’ ( F u r r  & Bacarach ,  20 08 ) .  In a s ense ,  it ref lect s  an  i t e m ’s 

abi l i ty  to d i s t i ngui sh  b e t w e e n  r e s p o n d e n t s  w i th  high t r a i t  levels f rom t h o s e  w i th  low t ra i t  levels.  

I t em difficulty levels,  t ra i t  levels,  a n d  i tem d is c r im in a t i o n  leve ls  all c o n t r i b u t e  to IRT’s abil i ty to 

g a ug e  p s y c h o m e t r i c  p r o p e r t i e s  of  ind ividua l  i t ems  a n d  scales.

Whi le  s im i la r  to  G u t tm an style sca l ing in its r ecogn i t i on  o f ' d e g r e e s  of  di ff icul ty’, IRT a d o p t s  a 

d i f fe ren t  a p p r o a c h  to the  i n t e r p r e t a t i o n  o f ‘i r r e g u l a r ’ i t em r e s p o n s e  pa t t e rn s .  In th e  t ra d i t i ona l  

G u t t m a n  a p p r o a c h ,  the  scale is d e te r m in is t i c  a n d  c o n s i d e r e d  im p e r fe c t  if r e s p o n d e n t s  e n d o r s e  

i t e m s  out  o f  o r der .  IRT models ,  on th e  o t h e r  hand ,  t a k e  a s to chas t ic  a p p r o a c h  a n d  a s s u m e  

r a n d o m  or  proba bi l i s t i c  dev ia t i o n s  f rom a G u t tm an s tyle  scale (van  Schuur ,  2003) .  W h e n  

p r e s e n t e d  w i t h  a t e s t  i tem, t h e r e  is a c er ta in  p ro ba b i l i ty  t h a t  an  ind iv idua l  will a n s w e r  the  

q u e s t i o n  in a posi t ive  way,  d e p e n d i n g  on the  in d i v id ua l ’s t r a i t  level a n d  t h e  t e s t  p a r a m e t e r s .  In 

th e  i n s ta n c e  of  a typical  t e s t  i tem,  th e  p ro babi l i t y  will be  smal l  for  ind iv idua ls  wi th  a low t r a i t  

level a n d  will be  la rge  for  ind iv idua ls  w i th  a high t r a i t  level.  In d i c h o t o m o u s  m o d e ls  of  IRT, 

probabi l i ty  as  a func tion  of  abi l i ty can  t h e n  be p l o t ted  a long  an  S- sh aped  curve ,  w i th  low t r a i t  

levels hav in g  a p roba bi l i ty  of  close to ze ro  a nd  w i t h  h igh t ra i t  levels  ha v ing  a p rob abi l i t y  of  close 

to one.  This S s h a p e d  cur ve  is k n o w n  in IRT as th e  ‘i t em cha ra c te r i s t ic  c u r v e ’ (ICC) or  ‘i tem 

r e s p o n s e  f u n c t io n ’ (IRF) a n d  is cen t ra l  to th e  t h e o r y  b e h i n d  IRT (Baker ,  1985) .  Figure  4 

graphica l ly  r e p r e s e n t s  the  fu n d a m e n t a l  d i f fe rence  b e t w e e n  G u t t m a n  s tyle scal ing a n d  IRT 

scaling. In a d e te r m in i s t i c  G u t t m a n  ap p ro ach ,  th e  re la t i o n sh ip  b e t w e e n  an i t em a n d  the  la te n t  

t ra i t  is r e p r e s e n t e d  by a sharp ,  i n c r e m e n t a l  increase.  In a proba bi l i s t i c  IRT a p p r o a c h ,  the
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increase is smooth  and gradual,  al lowing resea rche rs  to plot individuals along the  curve based 

on latent t rai t  ability.

Figure 4: Item Response Function o f a Perfect Guttman Scale (left) and an IRT Item Characteristic 
Curve (right)

(I

The i tem characteris t ic curve is defined by tw o  fundamenta l  proper t ies :  the  difficulty of the  

item and the  ability of the i tem to d iscr iminate between  individuals wi th low trai t  levels and 

high trai t  levels. If the  curve is par ticularly s teep in the  middle,  it is m ore  ad ep t  at 

d iscriminat ing between  individual re spondents .  If it is more  gradual ,  it is less able to 

discriminate.  This ability to d iscriminate be tw een  individual test  i tems as well as be tw een  

individual tes t  taker s  is wha t  sets  IRT apa r t  from CTT, al lowing for a m ore  nuanced and 

sensit ive analysis of quanti tat ive  data (R. M. Furr,  2011).

B e n e f i t s  o f  a n  IRT A p p r o a c h  i n  R e s e a r c h  w i t h  C h i l d r e n

IRT’s app roach  to m eas u re m en t  and analysis differs in many  ways  from the  t radi tional  

approach of  CTT. As a result,  IRT follows a new se t  of m e as u r em en t  rules tha t  are  

psychometr ica lly m o re  advanced than CTT. Table 4 presen ts  the  'old ru les’ of CTT alongside the 

'new ru les ’ of  IRT.

Table 3: Rules o f  M easurement (Embretson & Reise, 2013)

The Old Rules o f  M easurement (CTT)

Rule 1. The s t an d a r d  e r ro r  of m e a s u r e m e n t  appl ies  to all scores  in a par t icular  populat ion.
Rule 2. Longer tes ts  are  more  reliable than  sh o r t e r  tests.
Rule 3. Compar ing tes t  scores across mul tiple forms is opt imal w h e n  the  forms are  parallel.  
Rule 4. Unbiased es t imates  of item p ro pe r t ie s  depe nd on having repres en ta t ive  samples.
Rule 5. Tes t  scores  obtain meaning by com par ing thei r  posi tion in a norm group.
Rule 6. Interval scale proper t ie s  are  achieved by obtaining normal  score dist ributions.
Rule 7. Mixed item formats leads to unbalanced impact  on tes t  total  scores.
Rule 8. Change scores  cannot  be meaningfully com par ed  w h e n  initial score  levels differ.
Rule 9. Factor  analysis on binary i tems produces  artifacts ra th e r  than factors.
Rule 10. Item s t imulus  features  are u n im port an t  compared  to psychometr ic  propert ies .
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The N ew  Rules o f  M easurem ent (IRT)

Rule 1. The s tanda rd  e r ro r  of m easu rem en t  differs across scores [or re sponse  pat terns)  but  
general izes across populations.

Rule 2. Shor ter  tes ts  can be more  reliable than longer  tests.
Rule 3. Comparing tes t scores  across mul tiple forms is optimal when  test  difficulty levels vary 

be tw een  persons.
Rule 4. Unbiased es t imates of item proper t ie s  may be obta ined from unrepre sen ta t ive  

samples.
Rule 5. Tes t  scores  have meaning whe n  they are compar ed  for d is tance from items.
Rule 6. Interval proper t ie s  are  achieved by applying justifiable m ea s u r em en t  models.
Rule 7. Mixed formats  can achieve opt imal  test  scores.
Rule 8. Change scores  can yield optimal tes t scores.
Rule 9. Factor analysis on raw item data yields a full information factor analysis.
Rule 10. Item s timulus  features  can be directly rela ted  to psychometr ic  propert ies.

The m eas u r em e n t  rules and analysis techniques  of IRT are  par ticularly beneficial w h en  

designing a reliable measu re  for use with children. Arguably, the  most  applicable benefi t  for 

developing a chi ld-centered measure  involves tes t length and reliability. While in CTT, longer 

tes ts are  a lways more  reliable due to internal  consistency tests,  sho r t e r  measur es  in IRT can be 

more  reliable than longer  tes ts  (Embretson & Reise, 2013).  As the  pre sen t  s tudy a imed to 

develop a child-centered measu re  tha t  respects  chi ldren’s cognitive and behavioral  

development ,  it was  valuable to avoid long pen and p ape r  scales whe n  possible as they have 

been shown  to be less child-friendly that  s h o r t e r  quant i ta t ive  measur es  (Morrow & Richards,  

1996; Scott, 2000a) .  Fur thermore ,  in IRT modeling,  a par t i c ipan t’s t rue  posit ion on the  latent 

variable is not  dependen t  on specific set  of i tems adminis tered ,  while the  m eas u re m e n t  

proper t ie s  obta ined are  not d ependen t  on the sample  studied.  This e l iminates  the  ci rcular  

depend ency  of CTT, allowing for more  robust  test  reliability. Inconsis tent  reliability am ong  

existing m easu res  of chi ldren’s inter-e thnic re la tions dem an d s  a more  r igorous  s t anda rd  of 

reliability w h e n  exploring these  issues (Pachter  & Coll, 2009; Tredoux et al., 2009).

Moreover,  CTT reliability analysis and factor analysis as sum e equal f requency dis t r ibut ions  of 

i tems included in a scale. The IRT approach,  on the  o ther  hand,  claims the  opposi te.  IRT models  

are specifically des igned to have varying frequencies,  as the  i tems are  selected for scale 

inclusion based  on difficulty and discernibility.  When measur in g degrees  of in ter -e thnic  contact  

among children,  it is crucial to employ a statistical model  tha t  will al low for var ia tion and 

i rregular dist ributions.  It is exactly this type of variabili ty tha t  the  measure  aims to capture.  

Relying solely on CTT metho ds  of reliability for these  i tems could lead to m is repre sen ta t ion and 

faulty scale deve lopmen t  (van Schuur,  2003).
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The nature  of IRT modehng  also al lows for a more  in-depth examination of the  individual i tems 

and the  individual par ticipants,  a technique that  proved useful when tes ting  a measur e  for use 

wi th children.  The approach  considers  the  fact tha t  a par t icular test  might  have s t ronger  

psychometr ic  quali t ies for some part ic ipants than for others,  al lowing for a more  nuanced 

analysis of the  quant i tat ive  data [Furr  & Bacarach, 2008).  In this respect,  IRT is ideal for use 

with chi ldren because it for milieu and var iance to en ter  into the  equat ion in a const ruct ive way. 

Rather than general ize or  sum m ar ize  s tanda rd  er ror,  IRT al lows resea rcher s  to "construct  

scales tha t  maximal ly di fferentiate people from one another ,  e i ther across  the ent ire cont inuum 

or  on some critical area  of the  con t inuum ” [Embretson & Reise, 2013).  IRT accepts the  joint 

relat ionship bet w e en  person proper t ie s  and i tem propert ies,  al lowing room for context to w ork  

wi thin quanti tat ive  measures .

Despite the  compl icated technical aspects  of IRT, the  approach  has gained significant popular i ty  

due  to its ability to solve practical m easu rem en t  problems  and theoret ical ly justify 

m eas u r em en t  principles (Embre ts ton & Reise, 2000).  However,  the  general  lack of quant i ta t ive 

research on inter -e thnic  relat ions among  chi ldren combined wi th the  many social scientists '  

unfamiliari ty wi th IRT has  resulted  in a complete  un de r - r ep res en ta t ion  of the  IRT appro ach in 

the  field. In fact, there  has  never  to our  knowledge been a s tudy that  has  explored chi ld ren’s 

inter -e thnic  re la t ions using an IRT model.  The benefi ts  of the  IRT approach  when  designing a 

measur e  for use wi th chi ldren are  evident.  The cu r rent  s tudy ’s com m i tm en t  to high s t an d a rd s  of 

psychometr ic  quali ty benefi ted from the  use of an IRT appro ach  in both  the  design and analysis 

stages  of the  project,  as it con tr ibuted to a high degree  of reliability and provided the  tools for a 

more  sens it ive const ruct ion of the  quant i ta t ive measures .

2.5 - R o b u s t  V a l i d i t y

While reliability is.a critical psychometr ic  feature,  it is often argued tha t  validity is the most  

crucial facet (Furr,  2011;  Furr  & Bacarach,  2008;  Parry,  2004) .  Bateson (1984)  explains "no 

m a t te r  h ow  fine a sample  design, how high a re spon se  rate, how subtle a data analysis,  or  how 

interest ing a research report ,  if the  survey cases have not  been m easu red  validly, the data 

in terp re ta t ion  is worthless" .  From this s tandpoint ,  the significance of validity in a quant i ta t ive 

research design cannot  be overstated.

V a l i d i t y  T h e o r y  a n d  t h e  I m p o r t a n c e  o f  V a l i d i t y

When discussing validity, it is impor tan t  first to r e m e m b e r  tha t  a m easu r e  in and of itself cannot  

be ‘val id’. Rather,  it is the  use of the  measure  and the  in terpre ta t ion  of the  m eas u r e ’s scores  tha t  

de ter m in e validity (Furr & Bacarach, 2008).  When discussing a par t icular  measure ,  it is
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i m p o r t an t  to r e m e m b er  tha t  the  me asu res  scores  can be reliable [i.e. good indicators of a 

cons t ruct )  but used or  in terpre ted  invalidly. Reliability is a pre requi s i te  for validity but  validity 

is not  necessary to establish reliability. Another  way  to d is tinguish the  two psychometr ic  

p rope r t ie s  is to say that  "reliability affects o n e ’s statistical results,  and validity affects o n e ’s 

abi li ty to in terp re t  results in terms of specific psychological phenom enon "  (Furr,  2011).  

According to the Standards  for Educational and Psychological Tes ting publ ished by the 

American Education Research Association, the American Psychological  Association, and the 

National  Council on Measuremen t  in Education,  validity can be def ined as "the degree to which 

evidence  and theory  sup po r t  the  in terpre ta t ions  of test  scores  entai led by the  proposed  uses  of 

a test" [1999).  Establishing validity is an on-going process  tha t  d ra w s  on previous uses of a 

m e a s u r e  as well as a r e sea rc her ’s own m et hod s  of val idat ing the  use and in terpre ta t ion of a 

measure .  It requires  a theoret ical  basis, empirical  evidence,  and is weighed in te rm s  of s t rong 

v e r s u s  weak, ra ther  than 'all or nothing’. How a measure  is used and how  it is valued as 

‘meaningful ’ or ‘ap p ropr ia te ’ is d ep e n d en t  on a var ie ty of contextual  factors.

Within the area of chi ldren’s inter-e thnic relations, many s tud ies  opera te  u nde r  a s t a t em en t  of 

es tabl ished validity but on closer investigation,  are  building upo n  weak psychometric 

proper t ies .  The meaning and ap propr i a t en es s  of a scale in one context  might  differ significantly 

from the  meaning der ived from a di fferent  context  or popula t ion and therefore ,  psychometr ic  

s t an d a r d s  must  be continually re-examined [Furr,  2011).  From an ethical s tandpoint ,  t here  are  

s ev e re  implications associa ted wi th the im pro per  use of m e a s u r e m e n t  tools, par ticularly in 

re sea rch  wi th children [Morrow & Richards, 1996; Priest  et  al., 2013).  The inappropr ia t e  use of 

an in s t ru m en t  leads to invalid results,  specifically under - r ep o r t in g  or  over- repor t ing of certain 

types  of  a t t i tudes  or  behaviors  [Furr,  2011).  With rega rds  to ch i ldren’s in ter-e thnic relations, 

w e ak  validity and inappropr ia t e  in s t rumen ts  could result  in an under - r epor t ing of ethnic 

bullying, perceived discriminat ion,  and o ther  negative and potent ial ly harmful  behaviors.  When 

research ing sensi tive topics such as these, the  ethical implica tions  of invalid research findings 

a re  serious.  As discussed earlier,  chi ldren who  are  exper iencing social problems,  bullying, and 

e thnic ha ras sm en t  may a lready be inclined to wi thhold  information about  problematic 

in te rpe rsonal  re la t ionships  [Paradies,  2006; Totten,  2005).  It is the  responsibi li ty of 

r e sea rc her s  working wi th children to see that  par t ic ipants are  no t  subject  to addi tional  harm 

whi le participating in a study. Fur thermore ,  it is a re sea rc h e r ’s ethical responsibi l i ty to ensure  

tha t  the  s tudy is working to w ar ds  its s ta ted aim and that  it is present ing  findings that  are 

t ru thful and as scientific as possible. With these  points in mind,  the  deve lopmen t  of a measure  of 

chi ldren’s inter-e thnic relat ions  tha t  is robust  in validity is essential ,  both in te rm s  of 

methodological  rigor and ethical accountability.
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There are  th ree  broadly  recognized ' types’ of validity, all of which contr ibute  to the  overall 

validity of a measure :  content  validity, const ruct  validity, and cr iterion validity. Const ruct  

validity addres ses  how  well a m easu r e  performs, based on ho w it is expected to perform.  In 

o ther  words ,  does  the  measure  behave like it should theoret ical ly behave? Content  validity 

relates to h ow  well the  measure  covers the ‘conten t ’ of the  in tended const ruct.  Criterion validity 

relates to h o w  well a measur e  is demons t rab ly  related to the const ruct  in practice.

C ontemporary  psychometr ic  theo ry  contends  that  const ruct  validity is ult imately the  most  

crucial. Criterion and content  validity both feed into the  const ruc t  validity; tha t  is, de termin ing 

w h e th e r  or  not  a measu re  is performing in its expected and in tended way (Furr,  2011;  Zumbo, 

2007}

As such, ther e  are  a var ie ty of factors contributing to a m e a s u r e ’s validity. As previously stated,  

there  is not  a single statistical indica tor of ‘val idi ty’. Rather,  a measur e  has s t rong o r  weak  

validity along a cont inual  based on comprehensive  examinat ion of a var iety of factors. Furr  

(2011) lists five main types  of informat ion that  can enhance  a m e a s u r e ’s overall  validity; a) tes t 

content,  b) internal  s tructure ,  c) re sp onse  processes,  d) associa tions wi th o ther  variables,  and e] 

consequences  of use. The combinat ion of these  five features  contr ibutes  to a measure ' s  degree  

of overall const ruc t  validity, or the  degree  to which the  measu re  show s  the  re la tions tha t  are 

theoret ical ly predic ted  for it (Bateson,  1984],

The cu r rent  s tudy  a imed to build robus t  validity th rough a var ie ty  of techniques  em b ed d ed  

th ro ug ho ut  the  re sea rch project: design, da ta collection, and analyses.  The main validity 

building techniqu es  of the  projec t included: a) cognit ive interview pre- tes t ing of items, b) 

correlat ions  wi th exist ing m easu res  and o the r  variables,  c] kno wn group predic t ions and d) 

co r respond ing qual itat ive data.  Confi rmatory  factor analyses  w e re  conducted to conf irm the 

under lying factor s t ructure ,  supplem en t ing  overall  const ruc t  validity.

B u i l d i n g  V a l i d i t y  i n  t h e  C u r r e n t  S t u d y

Cognitive Interviews

One crucial aspect  of validity is w h e th e r  a re s p o n d en t ’s cognitive processes  when  answ er i ng  a 

ques t ion a re  reflective of the  cognit ive processes  tha t  the  r e sea rc he r  envis ioned when  des igning 

the  item (Furr,  2011).  To put  it m ore  simply, are  r e sponden t s  an swer ing  the  quest ion tha t  the 

re sea rc her  is intending to ask? Each individual item on a m e a s u r e m e n t  tool present s  an 

oppo r tu n i ty  for the  re sea rc he r  to captu re  an e lement  of a construct.  However,  every i tem also 

p resen ts  an oppo r tuni ty  for the  re sea rc he r  to miscons t rue  a concept  or  for a par t ic ipant  to 

mis in terpre t  a ques tion.  It is not the  actual ques t ion that  p re sen ts  an oppor tuni ty  for 

miscommunicat ion;  it is the re sea rc h e r ’s intention behind the  chosen w o rd s  and the subject ive
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m eani ng s  that  par t icipants may associate wi th par t icular  w ords  or  phrases  (Clark & Schober, 

1992; Parry, 2004).

W h e n  conduct ing quant i tat ive research wi th chi ldren from diverse e thnic and cultural 

backgrounds ,  the  risk of a miscommunicat ion between  r e sea rc her  and par tic ipant  is elevated.

As previously discussed,  the  inherent  disconnect bet w een  the  adu l t ’s wor ld  and the  child’s 

w or l d  can result  in verbal,  developmental ,  and cultural  overs ights  in the  research design 

process.  This risk is heightened when  researching migran t  children, as ther e  is a likelihood of an 

ad d ed  cultural  difference between  resea rc her  and par t ic ipant  (Clark & Schober,  1992; Due, 

Riggs, & Augoustinos,  2013; Scott, 2000a) .  If a par t icular  item on a ques t ionnaire  is unclear  or 

cul turally irrelevant,  r e spon dent s  may make an ' in terpretabi l i ty  p re su m p t io n ’ during the 

answ er i ng  process,  under s tanding the word ing of a ques t ion in a par t icular  way (Clark & 

Schober,  1992).  While hes itat ion and ambiguity may exist dur ing their  own cognitive process,  it 

does  not come across  in the  final quant i ta t ive data.  This can adverse ly affect the integrity of the  

data  and the  overall  const ruct  validity of the measu re  (Furr,  2011).

The cur ren t  s tudy a t t em pted  to reduce  miscommunicat ion and build validity through a p r e 

test ing process  known  as cognitive interviewing.  P rocedures  of cognitive in terviewing vary 

widely  but  the  overarching pu rpose  is a di rect  s tudy of the  ques t ion-answ er  process  on a survey 

(Collins, 2003).  When faced wi th an item, par t ic ipants must  first com pre hend  the quest ion,  

re t r ieve  the informat ion necessary  to a n sw e r  the  ques tion,  make a judgm en t  about  the 

informat ion,  and finally respond to the  ques t ion (Drennan, 2003).  During cognitive 

interviewing,  the  re sea rche r  adm inis ter ing a survey asks  par t ic ipants to e i ther  think aloud 

whi le answer in g research ques t ions  or  to describe ho w an an sw e r  was  reached immedia tely  

af ter  responding.  This in-depth focus on both the  ques t ionnaire  i tems and the cognitive 

processes  of re sponden t s  al lows for a var ie ty of potent ial  m eas u rem en t  prob lems to be 

identified dur ing pre-testing.  Comprehension p roblems result ing from vocabulary and sentence  

s t ructure,  in terpre ta t ion differences, and process ing difficulties can all be identified through 

this proced ure  (Collins, 2003; Drennan,  2003).

Q uantitative Validity Testing

A common,  yet  demanding,  statistical me thod  of bui lding const ruct  validity is confi rmatory 

factor analyses.  Confi rmatory  factor analyses (CFA) can be used whe n  re searche rs  have a clear 

hypothes is abou t  the  s t ructure  of a measure ,  namely  which i tems are  predict ing wh at  

const ructs and w h e th e r  or not  the  const ructs  are re la ted (Furr,  2011).  A scale’s internal 

s t ruc tu re  is re la ted to reliability, as evidenced th rough the  com mon use of internal  consis tency 

tests to es tablish the presence  of tha t  psychometr ic  quality. However,  internal  s t ructure  is also
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re la ted  to validity, as well, as valid in terpre ta t ion relies upon the  recognition and correc t 

in terp re ta t ion  of the  variables presen t  in the  s tructure .  CFAs are  incorporated  into this project, 

but  they are  not  the  main analytic approach.  This project  relies primari ly on IRT methods  in 

scale construct ion.  However,  the  CFAs performed served to confirm the  under lying s t ructure  of 

the  measu r es  and in doing so, contr ibuted to the  overall const ruct  validity of the  new measures .

Other  met hods  of building validity include compar ing the  results of a new  measur e  with 

evidence from an o th e r  es tablished measu re  of the  same const ruct,  and compar ing the  findings 

from the n ew  m easu re  wi th known group ou tcome per formances  from the  li terature.  These 

statistical validat ion pro ced ures  build a measure ' s  cri terion validity, assess ing the degree  to 

which the  m easu r e  can predict  or  det er m in e per formance  or  behavior in the real wor ld  [Furr & 

Bacarach, 2008;  Kane, 2 0 0 1 ] .  With regards  to the  cur ren t  study,  cr iterion validity is built 

th rough com par ing the  results of the newly developed quant i tat ive  measu res  with scores  from 

associate m easu r e s  of the  same const ruct.  In doing so, one  is able to de te rmine to some extent  

the  degree  to which the developed tool is measur ing  in ter -e thnic  relat ions  by compar ing 

convergent  and discr iminant  evidence.  Fur thermore ,  the  s tudy tes ts the  performance of certain 

groups  wi th kno wn group per formances  from the  li terature.  This places the  cu rrent  measure  

wi thin the l i te ra ture  and also contr ibutes  to cri terion validity by demons t r a t ing  its ability to 

capture  predic ted  behaviors  in the ‘real w o r ld ’.

Validity can also be made m ore  robust  through supplementary ,  convergent  quali tative data. 

Adding a qual itat ive o r  observational  phase to a projec t  al lows re searchers  to compare  

quant i tat ive  findings wi th real wor ld  behavior.  The sem i-s t ructu red in terview is widely 

accepted as a child-friendly metho d and is capable of gather ing rich, nuanced data from young 

children, par ticularly wi th regards  to sensi tive subject  m a t t e rs  [Irwin & Johnson, 2005).  The 

incorporat ion of qual itat ive interviews and par t ic ipant  observat ion into the  pre-tes ting per iod 

provides  t r iangulat ion for the  quant i ta t ive findings, al lowing for nuanced explorat ion and 

convergent  validity building.

On the  whole,  validity is a complex and mul ti -faceted psychometr ic  p rope r ty  with no final 

quanti tat ive  or  methodological  guidelines.  It is concerned wi th  the "clarification and 

justification of in tended in terp re ta t ions  and uses  of observed  scores" [Kane, 2001) but  as a 

concept,  it can be vague and difficult to 'pin d o w n ’. It is es tabl ished carefully and over time 

through  a reciprocal  relat ionship be tw een  the  m easu r ed  const ruct  and the  gathered data.  

However,  despi te  its a m o rp h o u s  nature,  the  impor tance  of validity in quant i ta t ive research 

cannot  be over s ta ted  as it is ul timately an explanat ion of ho w a measu re  has  been used,  and 

how  a m e as u r e  should  be used [Zumbo, 2007).  One way  this s tudy a imed to build validity, and

41



also to contribute to the international literature on inter-ethnic relations in a needed field, was 

by testing the association between inter-ethnic relations and children’s mental well-being.

2 .6  - A p p l y in g  t h e  M ea s u r e : A sso c ia tio n s  B e t w e e n  I n t e r - e t h n ic  R e la t io n s  

AND M e n t a l  H e a l t h

A broad and coherent, psychometrically valid, child-centered measure of inter-ethnic relations 

can be employed in a wide variety of practical research settings. Educational, psychological, 

sociological disciplines are all concerned w ith  the nature of children’s inter-ethnic relations and 

the ir implications for various aspects of children’s lives. This study applied the newly designed 

measure in an area that has recently demonstrated a need fo r valid tool o f inter-ethnic relations 

among children: mental health. A w orthy objective in its own right, this aim also contributed to 

the overall construct va lid ity of the measure and the study as a whole, as it sought to determine 

i f  the developed measure was valid in the framework o f an overarching theory of problematic 

inter-ethnic relations and health.

E t h n i c i t y  &  H e a l t h : A n O v e r v i e w

The relationship between ethnicity and health has received increasing attention in the 

international literature over recent decades. Studies among adult populations in the United 

States have long reported large racial disparities in health. African-Americans and Native 

Americans have higher death rates than Caucasian-Americans in most leading causes o f death 

including heart disease, cancer, stroke, diabetes, homicide, liver cirrhosis, and kidney disease 

[Paradies, 2006; W illiams & Mohammed, 2009; Williams, Mohammed, Leavell, & Collins, 2010]. 

Other noted health discrepancies include higher infant m orta lity rates, asthma, and obesity 

(Pachter & Coll, 2009]. However, debate remains as to the cause of the health discrepancies. 

Many point to other social determinants of health such as the lower socio-economic status of 

m inority  populations, lower levels o f education, higher levels of unemployment, more 

hazardous professions, uneven d istribution o f resources, and lim ited access to adequate health 

care or health treatment as causes of health discrepancies (Braveman, Egerter, & Williams,

2011; W illiam s & Mohammed, 2009). These environmental and contextual factors are often 

referred to as ‘institutionalized d iscrim ination’ and all represent ways in which social 

stratification and segregated environments can affect health outcomes for m inority  populations 

(Brondolo, Gallo, & Myers, 2009).

Given the wide SES differences between 'm ajority ' and 'm ino rity ' populations, it can be argued 

that ethnic disparities in health outcomes may emerge, in part, due to these factors (Beiser, Hou,
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Hyman, & Tousignant ,  2002; Kaufman, Cooper, & McGee, 1997).  The s t ress  effects of low 

income, reduced access to health services, lack of educat ion,  single parenthood,  poor  housing,  

and lack of health insurance are  all potent ial  contr ibut ing e lements  to a individual ’s health and 

overall well -being (Aber, jones, & Cohen, 2000;  Leon & Walt, 2001; McLeod & Shanahan,  1996).  

Given the viable impact  of these  factors, resea rcher s  often control for SES as a confounding 

variable when  exploring the  impact  of ethnicity on health.^

With regards  to ethnicity,  socioeconomic status,  and health am ong  children, there  have been 

many s tudies  conducted in the  in ternational  l i te ra ture  wi th mixed findings (Chen, Martin, & 

Mat thews,  2006; Priest  et al., 2013;  Samaan, 2000).  Some s tudies  have found that  tha t  pover ty  

is a more  significant indicator of mental  well -being than ethnici ty or  race. Others have found the 

opposite to be true.  However,  even af ter  control ling for SES factors, d ispar i t ies  along the  lines of 

ethnici ty cont inue  to emerge in the  l i te ra ture (Carson, Cook, & Alegria, 2010; Costello, Farmer ,  

Angold, Burns,  & Erkanli,  1997; Will iams & Mohammed,  2009;  Williams, Neighbors,  & Jackson, 

2003).

Recent s tudies  among  adul t  populat ions  have explored the  association be tween perceived 

racism or  d iscriminat ion and negative mental  health outcomes,  finding links between  perceived 

discr iminat ion and depress ion,  anxiety, low self-esteem, suicide ideation,  and over  well -being 

(Karlsen & Nazroo, 2002; Krieger, Sidney, & Coakley, 1998; Paradies,  2006;  Pieterse,  Todd, 

Neville, & Carter,  2012;  Will iams & Mohammed,  2009) .  The increase in s tudy of perceived 

discrimination is in line wi th a b ro a d e r  in terest  on the effect of s t ress  and s t r es sors  on overall  

health and well -being (Williams & Mohammed,  2009).  Perceived discr imination is based on 

subjective, sel f- repor ted exper iences  of d iscr imination and is not  a comprehensive  indicator of 

d iscrimination in society. It r e p re sen t s  only one component .  However,  according to s t ress  

theor ies  of health,  sel f- repor ted exper iences of discr imination are  an indicator  of w h e th e r  or  

not an individual identifies the  exper ience as st ressful  and w h e th e r  or  not  it has  potent ial  for 

negative health effects (Clark, Anderson,  & Williams, 1999).

Stress l i te ra ture  argues  tha t  s t re ss  can affect health th rough  three  principal pa thways  (Cohen, 

Janicki-Deverts,  & Miller, 2007).  Exposure to s t ress  can give rise to negative emot ional  s ta tes  

tha t  can cause psychological suffering and adverse ly affect health.  Second, s t ress  can lead to 

unhea l thy behavioral  coping mechan isms such as smoking,  alcohol consumpt ion,  and loss of 

sleep. Finally, s t r ess  can lead to changes  in psychological and behavioral  responses ,  which can 

t rigger functional changes  in autonomic  and im mune  sys tems which could contr ibute  to the

 ̂In epidemiology, a confounding variable is one that can impact the outcome of the study and are not 
associated with the factor(s) under investigation.
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onset and progression of illness. All of these potential responses deserve attention, particularly 

concerning how these stressors manifest in children. The current study focuses specifically on 

the association between inter-ethnic relations and mental health and well-being.

P e r c e i v e d  D i s c r i m i n a t i o n  &  C h i l d r e n

Despite the established association between perceived discrim ination and negative health 

outcomes in adults, there is a relative scarcity of sim ilar research conducted w ith  children. In a 

review of literature, Paradies (2006) found that only 12% o f longitudinal studies on perceived 

discrim ination and health involved children. An extensive literature review of empirical studies 

by Patcher and Coll (2009) produced 40 articles reporting research on perceived discrim ination 

and child health. In 2012, a review on the relationship between perceived discrim ination and 

mental health in children and youth produced 156 articles from 121 studies (Priest et al., 2013). 

The increasing attention that the subject has been receiving in the literature underscores the 

growing recognition of the importance o f the topic.

Of the relatively few studies that have been done on the subject, the findings indicate strong 

negative associations between perceived discrim ination and child health, particularly w ith  

regard to mental and behavioral health (Pachter & Coll, 2009; Priest et al., 2013). A five year 

longitudinal study on African-American adolescents linked perceived discrim ination to 

depression and conduct problems (Brody et al., 2006). In a study of Puerto Rican youth aged 

seven to ten, perceived discrim ination was associated w ith  higher levels of depression and 

school stress (Szalacha et al., 2003). Perceived discrim ination has also been linked to low self

esteem, low global self-worth, feelings o f hopelessness, and high levels of anxiety (Pachter & 

Coll, 2009; Priest et al., 2013).

While the existing child-based data is increasing, it continues to be particularly lim ited in scope. 

The vast m ajority of studies related to perceived discrim ination and children’s health have been 

conducted in the United States w ith  a focus on African-American and Latino youth. According to 

Priest’s 2012 review, 71% of empirical studies have been conducted in this context. An 

additional 10% were conducted in Australia or Canada, countries that also have a long-standing 

history of m ulticulturalism  and diversity. Only 18% of the studies have been conducted in the 

European context, including the United Kingdom. The authors make no distinction as to number 

of total studies conducted in newly 'receiving’ European countries (ex. Ireland, Italy, Spain, 

Greece) (Reyneri & Fullin, 2011). While all m inority groups may share certain common 

experiences resulting from incidents of perceived discrim ination, it is also im portant to note 

that experiences of discrim ination are highly contextual and may vary greatly across countries 

and cultures. The experience of African-American youth in the United States may share certain

44



experiences  wi th minor i ty you th  in a new migrant  European country,  but  there  are  also bound 

to be many differences. Yet the  heath  impact  of perceived discriminat ion among migrant youth 

remains  largely unexplored.

Available s tudies  on perceived discr iminat ion and child health are  also l imited in te rm s  of age 

group studied.  Of the  s tudies  included in Priest 's review, only 38% of the  studies  involved 

pr imary  school children. While this is notably  m ore  than the  25% of s tudies  conducted on the 

same populat ion a t  the  t ime of Patcher  and Coll’s 2009 review, it is still considerably lower  than 

the  nu m b er  of s tudies  including adolescents  aged 12-18 (85% of studies).  If the theoretical  

model  of perceived discr iminat ion as a s t re ssor  is accurate,  there  are  ser ious  implications for 

the  ways in which s t ress  could manifes t  itself in children.  Fur ther  explorat ion of the subject 

mat ter  is necessary,  seeing as how  the  re la tionship be tween perceived discriminat ion and 

health could be fur ther  complicated by the  developmenta l  affects tha t  are  unique to children 

(P ac h te r&  Coll, 2009).

A common criticism raised in the  reviews both  wi th adults  and chi ldren is the lack of 

s tandardiza t ion  in the  m eas u r em en t  of e thnic relat ions and health.  Paradies  (2006) found that  

in a review of 138 sep a ra te  s tudies  conducted with adults,  152 di fferent  in s t rumen ts  of self- 

repor ted  discr imination w e re  used.  The measu res  varied greatly in t e rm s  of content  and length, 

wi th d iscr iminat ion being m easu red  across conceptual  d imensions  including harassment ,  

exclusion, attacks,  and s tereotypes .  Among the  121 chi ld-based s tudies  reviewed by Priest, 123 

different m easu r e s  w e re  used (2013) .  Of the  s tudies involving children,  there  is a notable lack of 

psychometr ic  validation in the  measures .  Previously val idated in s t ru m en ts  we re  tai lored for 

specific s tud ies  and di fferent  vers ions  of m easu r es  featuring di fferent  i tems w e re  used.  Most 

concerning is tha t  only 36% of the  s tudies tha t  included data from chi ldren used ins t rum ent s  

tha t  we re  crea ted  a n d / o r  tes ted  on chi ldren of like age (Pachter  & Coll, 2009).  Most s tudies used 

modified vers ions  of adult  ques t ionna ire s  wi th ques t ionable  or  un tes ted  validity for use with 

children. After a review of the  area,  Patcher  and Coll concluded:

"This review suggests tha t it is an under-researched area to date. The literature has 
predominantly focused on behavioral and mental health conditions, older children 
and adolescents, and African-Americans, with few  studies o f  the effects o f racism in 
other minority groups. Most instruments used to measure racism in these studies 
were developed fo r  adults; a more developmentally appropriate approach to 
measuring racism in children is needed".

This s tudy a imed to develop a m easu re  tha t  could be used to fill the  gap in data in this highly 

impor tan t  ye t  und er - r esearched  field by designing and val idating a measu re  of perceived 

discr iminat ion th rough child-centred,  nuanced approaches .
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E t h n i c  B u l l y i n g  &  H e a l t h

A n o t h e r  d i m e n s i o n  of ch i ld ren ' s  i n t e r - e thn i c  r e la t io ns  t h a t  is l inked  to po ten t ia l  nega t i ve  m en ta l  

h e a l t h  o u t c o m e s  is e t hn ic  bul lying o r  h a r a s s m e n t .  T h e r e  is a w id e  b o d y  of  l i t e r a tu r e  iden t i fying  

b ul ly in g  b e h a v i o r  as a l egi t imate  hea l th  conce rn ,  a s soc ia t in g  it w i th  a la rge  n u m b e r  of  

in t e r n a l i z i n g  a n d  ex te rna l i z ing  hea l th  i s su es  for  b o th  v ic t im s  a n d  p e r p e t r a t o r s  ( E s b e n s e n  & 

C ar so n ,  20 09 ;  Forero ,  McLellan, Rissel, & Bauman ,  1999;  Glover,  Gough,  |o h n s o n ,  & Car twr ight ,  

2 0 0 0 ;  Kalt iala-Heino,  Rimpela,  M a r t tu n e n ,  Rimpela ,  & R an ta n en ,  1999;  Rigby, 2003 ) .

T h e r e  a r e  a ho s t  o f  m en ta l  hea l th  r i sks for  ch i l dr en  w h o  a r e  v ic t ims  of  p e e r  aggr e ss io n  and  

bu l ly in g  inc luding  low se lf -es teem,  d e p re s s io n ,  a n d  anx ie ty  [Bond,  Carlin, Th o m a s ,  Rubin,  & 

Pa t t o n ,  20 01 ;  Gini & Pozzoli,  2009 ;  Nansel  e t  al., 20 01 ;  O 'Moore ,  1995;  Rigby, 2003) .  

Long i tu d in a l  s tu d ie s  ind ica te t h a t  t h e  im p a c t s  o f  v ic t im iza t io n  can m a n i f e s t  o v e r  tim.e, re su l t in g  

in s igni f icant  m e n ta l  hea l th  i s sues  an d  em o t io n a l  p r o b l e m s  by ad o le s c e n c e  (Bond et  al., 20 01 ) .  

Bul ly ing v i c t ims  of ten  r e p o r t  h ig h e r  levels  o f  h o p e l e s s n e s s  a nd  lo ne l in es s  an d  in e x t r e m e  

c i r c u m s t a n c e s ,  idea t ion  of  su ic ide  [M. O'Moore,  20 00 ;  You e t  al., 20 08) .  Being bul l ied  a t  school  

a f fec t s  a ch i ld’s pe rce iv ed  s e n s e  of  sa fe ty  a n d  can lead to a v o id an ce  of  school  and  s u b s e q u e n t l y  a 

d r o p  in a c a d e m i c  p e r f o r m a n c e  (E s b e n s e n  & Carson,  20 0 9 ) .  S t ress  a s so c ia te d  w i th  ongoing  

v ic t im iz a t io n  can also ma ni fe s t  i tself  psych oso ma t ic a l ly ,  r e su l t in g  in mild to s e v e r e  physical  

s y m p t o m s .  Chi ldren  w h o  have  b e e n  v ic t imized by  p e e r s  r e p o r t  loss  of  s leep,  bed  we t t ing ,  

h e a d a c h e s ,  n aus ea ,  e a t i ng  d is o rd e rs ,  a n d  v o m i t i ng  (Kalt ia la -Heino,  RimpelA, Ra n ta nen ,  & 

RimpelA,  20 0 0 ;  Rigby, 2003 ,  2005 ;  Wi ll iams,  C ha m b e r s ,  Logan,  & Robinson ,  1996) .  Chi ldren 

w h o  ac t  as  bul l ies  al so of ten  d i sp lay  a n u m b e r  of  in te rn a l i z ing  a n d  ex te rna l iz ing  s y m p t o m s  

inc lu di ng  d e p r e s s i o n ,  anxie ty,  aggre ss ion ,  a nd  d e l i n q u e n t  b e h a v i o r  such  as ea r ly  o n s e t  o f  

s u b s t a n c e  a b u s e  a n d  c l a s s ro o m  d i s r u p t i o n  (Kal t ia la -Heino  et  al., 2000;  Rigby, 1998;  Roland,  

2 0 0 2 ) .  A r e c e n t  s t u d y  e xp lo red  th e  long- last ing  effects  a ss o c i a t e d  w i th  c h i ld hood  bul ly ing 

b e ha v io r ,  for  b o th  v ic t ims  a nd  p e r p e t r a t o r s .  Af te r cont ro l l ing  for  family h a r d s h i p s  and  

c h i ld h o o d  ps yc h ia t r ic  p r ob le m s,  c h i ld hood  bul ly ing w a s  a s soc i a te d  w i th  p o o r  m e n t a l  hea l th  

o u t c o m e s ,  s u b s t a n c e  a b u s e  p rob le m s ,  a n d  p o o r  social  r e l a t i o n s h ip s  in adu l t  p o p u la t i o n s  

(Cop ela nd ,  Wolke ,  Angold,  & Costello,  2013;  Wolke , Copeland ,  Angold,  & Costello,  2013 ) .  So m e  

r e s e a r c h  in d i ca te s  th a t  t h e  nega t iv e  as so c ia t io ns  of  bul ly ing  e x t e n d  b e y o n d  th o s e  d i rec t ly  

involved  in t h e  behavio r .  A s t u d y  c o n d u c t e d  on a d o l e s c e n t s  in th e  UK found  t h a t  ch i ld re n  w h o  

h a d  m e r e l y  o b s e r v e d  bul lying d e m o n s t r a t e d  m o r e  p r o b l e m a t i c  m en ta l  hea l th  o u t c o m e s  th a n  

t h o s e  d i rec t ly  involved in t h e  b e h a v i o r  (Rivers,  Po tea t ,  Noret ,  & Ashurs t ,  2009) .

Despi te  th e  s e r io u s  impl ic a t ion s  of  the  asso c ia t ion  b e t w e e n  bul lying and  m e n ta l  hea l th ,  t h e r e  

r e m a i n  v e ry  few s tu d i e s  t h a t  explore  the  e ffect s of  racial  o r  e th n i c  bul ly ing specifically.  Many
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quant i tat ive s tudies  repor t  tha t  ethnic minori ty  chi ldren are  more  likely to exper ience bullying 

on the  basis on ethnici ty than thei r  majori ty  peer  coun ter par t  (Eslea & Mukhtar,  2000a;  

Larochet te et al., 2010;  Moran, Smith, Thompson,  & Whitney,  1993).  Some quali tative s tudies  

have found signs of dis tress  and harmful  outcomes associa ted wi th ethnic bullying (Curry et al., 

2011; Qureshi,  2013).  However,  very few s tudies  add res s  the  specific issue of ethnic bullying 

and its association with mental  health in children. Ethnic bullying can be particularly t raumat ic  

for children,  as "the target  is not  merely the  individual child, but  the  ent i re  group from which 

the child has developed belonging, identity,  customs,  and beliefs” (Jimerson, Swearer,  &

Espelage, 2009).

Problemat ic inter -e thnic  re la tions among  chi ldren including perceived discriminat ion and 

ethnic h a r a s sm en t  or  bullying are  linked to damaging mental  health outcomes for both victims 

and perpet ra tors .  Taking into considerat ion the  ser ious  implicat ions of problemat ic  inter-e thnic 

relations, the  limited am o u n t  of data su rrou nd ing the issue, and the lack of s tr ingency in the 

validation of existing measures ,  this s tudy aims to assess  the  association between mental  health 

outcomes and problemat ic  inter-e thnic rela tions  amon g  chi ldren using a measure  tha t  is child- 

centered,  broad  and coherent,  reliable, and robust  in validity. This measu re  also aimed to be 

sui table for use wi th chi ldren in a var ie ty of contexts,  including a g roup of ethnic minori ty 

chi ldren who  are  often overlooked in inter -e thnic relat ions research;  first and second 

generat ion migrant  chi ldren in new migrant  communities .

2.7 - Applying the Measure: Minority Children in New Migrant Communities

One significant point  tha t  rema ins  to be addres sed  is tha t  of first and second-genera t ion migrant  

chi ldren in n ew  migrant  communit ies .  The vast  majori ty  of s tudies  on inter -e thnic  relations,  

ethnic ha ra ssmen t ,  and the  association be tw een  perceived discr iminat ion and health have been 

conducted on children residing in e i ther  the  United States or  Canada (Pachter  & Coll, 2009;  

Priest  et al., 2013; Tredoux et al., 2009).  The presence  of s imilar  s tudies  in the European context  

are  relatively scarce  (Vollebergh et al., 2005).  In the  United States and Canada, s tudies  are  

typically conducted wi th e thnic minori t ies  wh os e  families have been par t  of the  local cul ture for 

generat ions .  While the re  are sure  to be some similarities,  first or second genera t ion migrant  

chi ldren in a European context are  bound to have di fferent  exper iences  of inter-e thnic rela tions 

than minor i ty chi ldren in the  b ro a d e r  American context.  Migrant  chi ldren often have di fferent  

cultural  bac kg round s  from many  of the i r  peers.  Differences in language,  religion, family 

s tructure ,  and leisure t ime activities ail might  influence the  deve lopm ent  of the ir  social
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re la t ionships  (Curry et al., 2011; Stevens & Vollebergh, 2008).  Yet the  exper ience of the  migrant  

child remains  largely un-documented  in the l i te rature on inter -e thnic relations.

One area  w/here the  lack of data on migrant  youth  is par ticularly visible is in relat ion to health.  A 

small  n u m b er  of European based s tudies  have emerged  over the  pas t  decade examining the 

heal th  of first and second-genera t ion migrant  chi ldren specifically. Unlike similar  s tudies  based 

in the  United States and Canada, these  s tudies typically did not  include a measu re  of perceived 

discr iminat ion.  Instead,  they theorized that  the  exper ience of migrat ion and  acculturat ion is a 

s t ress- inducing process,  which leads to heightened risk of anxiety, depress ion,  alienation,  and 

s t re ss  amon g migrant  children [Berry, Phinney,  Sam, & Vedder,  2006; Fazel, Reed, Panter-Brick,  

& Stein, 2012;  D. C. S. james,  1997).  From this perspect ive,  findings associa ting migrant  s ta tus  

wi th  menta l  health are  mixed. A review of l i terature on the  menta l  health of labour-based 

m ig ran t  youth  (excluding asylum seekers)  revealed that  there  is much var ie ty in research 

des ign regarding sample,  inst ruments ,  and const ructs  m easured  (Stevens & Vollebergh, 2008).  

The review repo r ted  that  the  resul ts  w e re  largely inconclusive regarding the  sta tus  of mental  

health am ong labour-based migrant  youth  and s t ressed the urgent  need for s t andardized 

m e th o d s  of assess ing mental  health in this populat ion.  A closer examinat ion of Stevens (2008)  

l i te ra ture  review reveals that  am ong  the  20 s tudies  reviewed,  half of them relied on data 

gathe red  from adults,  specifically parent s  or teachers.  This is also t rue  of more  recent  s tudies  on 

migran t  chi ldren and health in the  European context  (Margari  et al., 2013).  Considering the 

findings from s imilar  studies,  it is conceivable tha t  the  wide var iance in the data is due in large 

par t  to the gap between  the  adul ts '  repo r ts  of a chi ldren’s mental  health or behavio r  and the 

chi ld ren’s se lf - repor ted mental  health or  behavior.

There  is a need for a measure  of inter -e thnic re la tions tha t  accounts  for the  unique social 

experience  of migrant  child. I re land’s multi-cultural  landscape present s  an ideal envi ronment  

for dev e lopm ent  and validation of this type  of measure  for a n u m b e r  of reasons  d iscussed in 

detail in ch ap te r  one. Specifically, Ireland has  a uniquely d iverse new migrant  populat ion,  which 

is well r e p re sen te d  in chi ldren u n d e r  the  age of 14 (CSO 2011).  As such, I re land’s mul ti -ethnic 

pr imary  schools presen t  an ideal envi ronment  for the  dev elo pmen t  and tes ting of a new 

measu re  of inter-e thnic relations,  par ticularly wi th regards  to the  exper iences of a new migrant  

society. There  are  few places in the  world  that  have such a broad  and diverse pr imary  school 

populat ion,  wi th children from literally all corners  of the  wor ld  residing wi thin one small 

country.  Fur thermore ,  the  increase in diversi ty happened  suddenly  and qui te recently, meaning 

Ireland is still in the  immedia te  s tages of adapt ing to its increased new ethnic makeup.  A child- 

centered m easu re  of inter-e thnic re la tions  tha t  proves reliable, relevant,  and valid in the context
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of Ireland's m ultiethnic prim ary schools could likely prove valuable and functional in 

multiethnic communities across the globe.

Co n c l u s i o n

Children’s inter-ethnic relations are nebulous and d ifficu lt to assess. Like other relationships in 

children’s peer worlds, inter-ethnic relations are often fluid and evolving. They are ever-present 

and inextricable from day-to-day life, yet remain a subject matter that children often do not 

discuss directly. In spite of a long history of research on inter-ethnic relations among children, 

quantitative assessment of the topic remains controversial and relatively rare. Researchers 

often face conceptual and practical difficulties. However, in order to gain a broader 

understanding of children’s inter-ethnic relations, it is necessary to approach the subject matter 

w ith a quantitative lens. This is not a task that can be undertaken lightly. To accurately assess 

children’s inter-ethnic relations, a new measure must reflect upon the conceptual and 

psychometric shortcomings of previous approaches. This study aims to develop a measure that 

is broad yet approachable, psychometrically advanced yet reflective of the realities of the child ’s 

world. Specifically, this study aims to develop a quantitative measure of inter-ethnic relations 

that is a) child-centered, b] broad and coherent, c) reliable and sensitive, d) robust in validity, 

and e) suitable for use in new migrant communities. It aimed to do this through an in-depth, 

mixed methods research design, featuring thorough pretesting and piloting phases. The 

following chapter presents the methodological and analytical approaches o f the study.
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C h a p t e r  3 :  R e s e a r c h  M e t h o d s  a n d  A n a l y t i c  A p p r o a c h e s

Introduction

This s tudy employed a combination of quali tat ive and quant i tat ive  me thods  and techniques  in 

th e  design and tes ting  of a chi ld-centred measure  of inter-e thnic relations.  The s tudy’s main aim 

w a s  to develop a measu re  tha t  is a] child-centred,  b] broad and cohesive, c) reliable and 

sensit ive,  and d) robust  in validity. This objective vi?as appr oached in two, successive stages. 

Phase  one involved quali tat ive pre-tes t ing of a pre liminary version of the  measur e  wi th 35 

children,  along wi th school-based behavioural  observat ion.  Phase two involved a pen and paper,  

pilot adm inis t ra t ion  of the  revised measur e  with 208 pr imary school chi ldren aged 8-11. The 

s tudy relied on sepa ra te  s tages of data collection but the  design and approach of the  project  was  

holistic. These  s tages w e re  not two separa te  research projects.  Rather  they w e re  

co m plem en ta ry  and inter -related  pieces of the  same venture.  Thus,  the  methodological  

app roaches  for both  phases  are  included in this chapter .  To pre sen t  th em separa te ly  would be 

to suggest  tha t  they are  not  equally imperative compon en ts  of one overarching research aim.

This ch ap te r  pre sen ts  the methodological  approach  and analyt ic s t ra tegies of  this research 

project.  First, the  benefits  of a mixed metho ds  research design ar e  argued.  Then, the  theory 

behind a chi ld-centred research appr oach  is discussed.  The benefi ts  and challenges of school- 

based research are  presented,  highlighting issues related to recru i tmen t  and access. Both 

phases  of the fieldwork are  d iscussed in some detail,  with sample  characterist ics,  research 

methods ,  and adminis t ra t ion  p rocedures  presented.  The chap te r  goes on to discuss s trategies  

and techn iques  for adher ing to child-centred,  ethnical research in practice.  Finally, the  analytic 

s trategies  and i tem response  theory  model  are  int roduced.

Although the  specifics of access, recrui tment ,  and ethical challenges can be t i re some at t imes, 

there  is value in discussing these  issues at some length. First, it helps  the  re a d e r  grasp  the 

complex and lengthy process  of ins t rumen t  design and thorough testing; secondly,  it increases  

t r anspa renc y  of the  research process  by making the  method s  and techniques  explicit; thirdly, it 

helps to pre serve  the  human  e lement  in 'hum an r e sea rc h ’. Far too often in social research,  

methods  are  presented,  findings are  analysed,  and results  are discussed,  while the obstacles  and 

setbacks  encou n te red  along the way  are  barely touched upon (Lindsay, 2005].  Presenting an 

honest,  t r a n s p a r en t  account  of the  research process,  inclusive of the  imperfect  elements,  will
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w ork  to fur the r  vaMdate the  data tha t  has been successfully genera ted,  and paint  a realistic 

picture of w h a t  it is involved in implement ing a strict, thorough, child-centred,  m easu r em en t  

design and validation project.

3 . 1  - C h i l d  C e n t e r e d n e s s  a n d  Q u a n t i t a t i v e  R e s e a r c h : A  t h e o r e t i c a l  j u s t i f i c a t i o n

This s tudy arose  from a dem ons t ra ted  need for a valid, chi ld-centred measure  of inter-e thnic 

relations. Therefore,  this chapte r  takes  as its s tar t ing  point  a historical and theoret ical  

explorat ion of chi ld-centredness  in social research.  The pract ice of 'chi ld-centred '  re sea rch has  

evolved over  the  last 20 years  in re spo nse  to, and in connect ion with, international  legislation 

and developing sociological theory.  The ratification of the  United Nations Convent ion on the 

Rights of the  Child in 1989 set  an international  pr ecede n t  for the  recogni tion of children and 

young people as capable moral  agents,  respecting thei r  ability to voice thei r  opinion on mat te rs  

of impor tance  in the i r  lives, and protec t ing thei r  civil, economic,  social, and cultural  rights [Bell, 

2008; Cohen, 1989; Tisdall & Punch, 2012) .  On a nat ional  level, Ireland's National Chi ldren's 

Strategy (2000]  dem ons t ra ted  a conceptual  shift t ow ards  respect ing the  'voice of the  child'  wi th 

the  aim of developing a deepe r  u nde r s ta nding  of chi ldren's lives and perspectives.

The em phas is  on chi ld-centeredness  and chi ldren’s voices in academia  is em bedded  in the  'new'  

sociology of  chi ldhood and childhood studies.  For the majori ty  of the  20^^ century,  child 

deve lopment  theo ry  was  hinged on the  assu mpt ion that  adults  we re  rational,  developed,  

complete beings whi le chi ldren w e re  in the  ‘unfinished or  incomplete ’ process  of becoming 

adults (James, 2004; James, 2010;  Jenks, 2005).  This v iewpoint  was  challenged in the  early 

1990s by sociologists who argued that  the  ‘chi ldren as becoming '  model  devalues  the  r ights of 

the  child, framing them  as 'adults in the  making'  who are  developmenta l ly  lacking the  

autonomy,  rationali ty,  and full-rights possessed by adul ts  (James et al., 1998; Qvort rup,  1994).  

Children had been contextualized as agent- less beings  who  w e re  powerless,  incapable,  and 

undese rving of the  right to interact  reciprocally and symbiotical ly wi th the i r  wor lds  (Greene, 

1997).

The ref raming of chi ldren as 'beings'  r a th e r  than 'becomings '  gained populari ty across  mul tiple 

disciplines over  the  pas t  decade (James, 2010; Tisdall & Punch, 2012).  This w ides pr ead 

paradigm shift  has impacted the  way  that  child-focused re search is conducted.  Children are  now  

widely t r ea ted  as a pa r t  of the  re sea rch process  r a th e r  th an  merely object  of academic  inquiry 

(Christensen & James, 2008; Greene & Hill, 2005; Greene & Hogan, 2005).  The emphasi s  on 

ext ract ing and listening to the  'child’s voice’ has  grown pervasive in recent  sociological and 

psychological research studies  (Elden, 2012; Malcolm Hill, 2006; Allison James, 2007;  Spyrou,
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2011) .  Over the  pas t  20 years,  the  notion o f ‘chi ld -centeredness’ t rans i t ioned from a p ioneer ing 

idea to a recognized s tatus quo for chi ld-based research.

1 n an effort to bes t  capture  the child’s voice, an abu nd ance of innovative,  child-centred 

methodologies  have emerged [Beazley, Bessell, Ennew,  & Waterson,  2009; Beazley et al., 2011).  

Recent  s tudies  have typically relied on in-depth  interviews,  focus groups,  or  emerging 

qual i tat ive me thods  incorporating visual tools, artist ic expression,  or  s tory telling [Clark, 2004; 

Einarsdot t i r  et al., 2009; Malcolm Hill, 2006; Johnson et al., 2012;  Jorgenson & Sullivan, 2009; 

Mitchell, 2006; Veale, 2005; White & Bushin, 2011).  These are  seen as effective and 'child- 

fr iendly’ means  of gather ing data and encouraging active and meaningful  par ticipation in the  

re sea rch process.  The data produced ten ds  to be textured,  detailed,  and multifaceted,  offering a 

unique  gl impse into the  child’s wor ld  by providing re sponden t s  wi th an oppo r tu ni ty  to share  

the i r  experiences  th rough interact ive and creat ive mediums.  However,  these  child-centred 

m e th o d s  are  subject  to the  sam e methodological  t rapp ings  and l imi tat ions of quali tat ive 

re sea rch in general;  they are  l imited in scope, demand ing of resources ,  difficult to replicate,  and 

lack general izabil ity (Bryman, 2012).  Thus, ther e  are  t imes  when  it is necessary to examine 

chi ld ren’s lives on a larger scale, using quant i tat ive m et hod s  to access larger populat ions.  Some 

methodologis ts  have dismissed the  possibility of surveys  being ‘chi ld-centred’, arguing that  key 

e l em ents  of the design (i.e. pen and p ap e r  format,  l imited re sponse  categories,  test-like 

presenta t ion)  are  fundamenta lly in contras t  wi th the  nature  of the  child (Hill, 1997; Morrow & 

Richards, 1996).

After spending the  majori ty of my professional  life work ing wi th children,  there  is a par t  of  me 

that  agrees wi th this argument .  Speaking directly wi th chi ldren abo ut  the i r  lives and allowing 

them the  freedom to use var ious creat ive med iums is more  ‘chi ld -centred’, in tha t  it engages  

par tic ipants in a way  that  they are  more  likely to enjoy. However,  one must  be cautious,  as 

‘enjoyable’ is not  syno ny mou s  wi th ‘effective’ (Hill, 2006).  Moreover,  the  ar gum en t  that  

quant i ta t ive measur es  are  not ‘chi ld-centred’ is general ly un-resea rched  and  unverified. Most 

chi ldren are  well versed in the  role o f ‘re sp o n d en t ’, ranging from school-based test ing to 

surveys  and compet i t ions in the  media.  When in t roducing the  cu r re n t  project  a classroom,  1 

would  s tar t  by asking; "who knows  w h a t  a survey is?” and nearly every hand in the class would  

go up. Fur thermore ,  from a research perspect ive,  very few chi ld-based s tudies  include an 

evaluat ion of the  r e s p o n d en t s ’ feelings to w ar ds  par ticipation.  In a recent  review of chi ldren's 

reflections on methodologies,  the  au tho rs  repor ted  only one quanti tat ive  survey that  included 

quest ions  on chi ldren’s feelings tow ar ds  the research process  (Hill, 2006).  Over half of the 

r e spo nd en t s  did not  mind taking part,  one thi rd enjoyed taking part,  and only 18% partially or 

wholly disl iked the exper ience [Brannen,  Heptinstall,  & Bhopal, 2000).  Hill’s review went  on to

52



conclude that there is no 'gold s tandard'  method for conducting child-centred research.

Different methods suit different personalities and research aims, and when possible, it is ideal 

to use a range of approaches (2006],

Rather than make a claim that surveys are as 'child-centred' as other  research methods, this 

project set out to design a quantitative measure through a participatory engagement with 

children. Children provided valuable insights into their worlds, shaping the development of the 

instrument  and allowing the child's voice to be represented.  The result is a quantitative 

measure that  is more ‘child-friendly' than one created by traditional methods, as it has been 

designed in cooperation with children themselves. This procedure adheres  to the current 

sociological s tandards of ‘good practice' but also stays in line with a personal philosophy and 

ethical recognition of children's autonomy.

This chapter goes on to discuss the research design, the recruitment  process, the samples and 

the methods. Later in the chapter, a reflexive discussion of the practicalities of child-centred, 

quantitative research is discussed through an ethical and methodological lens.

3 . 2  - R e s e a r c h  D e s i g n : A  m i x e d  m e t h o d s  a p p r o a c h  t o  m e a s u r e  c o n s t r u c t i o n

This research aimed to develop a quantitative measurement tool of children’s inter-ethnic 

relations that  is: a] child centred, b) broad and cohesive, c] reliable and sensitive, d] robust  in 

validity, and e] suitable for use in new migrant communities. Within this one main objective, 

there are several important,  individual facets. It is important  to re-emphasize that the main 

objective of the study was the development and testing of this instrument, not a full-scale 

implementation. Given the lack of psychometric rigor in many of the existing quantitative 

studies in this area, it is necessary for any new quantitative measure of children's inter-ethnic 

relations to undergo an in-depth, comprehensive testing phase. Pre-testing and piloting can 

reveal noteworthy problems within an instrument  while also producing enough data to evaluate 

the psychometric qualities of a measure (Furr, 2011]. For this reason, a two-stage, mixed 

methods approach was the most  suitable for design and evaluation.

Mixed methods designs can take many forms, though the defining element  is that "a researcher 

or a team of researchers combine elements of qualitative and quantitative research approaches 

(e.g., use of qualitative and quantitative viewpoints, data collection, analysis, inference 

techniques] for the broad purposes of breadth and depth of understanding and corroboration" 

(Johnson, Onwuegbuzie, & Turner, 2007). This involves collecting both qualitative and 

quantitative data, analysing groups of data, and mixing the datasets in a meaningful way to 

develop an overall interpretation. The combination of methods can happen concurrently or
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sequentially.  The key is tha t  they inform each other,  wi th an em ph asi s  on methodological  

eclecticism and continua ra ther  than a se t  of research dichotomies  [Clark, Creswell,  Green, & 

Shope,  2008;  Tashakkori  & Teddlie,  2010).

This interact ive and reciprocal 'problem-solving’ process  is ideal for m easu r em en t  

cievelopment.  It al lows researchers  to "s imul taneously ask conf irmatory  and explora tory  

ques t ion s  and the reby  verify and gene ra t e  theo ry  in the  sam e s tudy” [Tashakkori  & Teddlie,  

2010) .  Mixed met hods  appr oaches  also benefit  in s t ru m en t  design and validation in tha t  they 

provide  t r iangulat ion [convergence),  complementar i ty ,  and an extens ion of findings beyond 

w h a t  is available wi th any single metho d [Onwuegbuzie,  Bustamante,  & Nelson; Tashakkor i  & 

Teddlie,  2010).  For example,  qual itat ive data can gather  informat ion from par t icipants 

regarding thei r  percept ion of the  cultural  or genera tional  re levance of the  specific quant i tat ive 

i tems. This s t ra tegy is particularly helpful when  researching chi ld ren’s social worlds,  as they 

ar e  characterist ical ly difficult for adul ts  to access and negot iate [Due et al., 2013; Thom as  & 

O'Kane, 1998).  It has  also been argued that  a qual itat ive consultat ion process  makes  a 

quant i ta t ive  measu re  more  child-friendly, and therefore ,  may also have a posit ive influence 

re spo nse  ra tes  in addi tion to being a robust  method for measu re  validation [Lightfoot & Sloper, 

2003) .  Whi le mixed method  research has  many benefits,  par ticularly in the  field of 

m e a s u r e m e n t  design, it is not  wi thout  challenges as well. The inclusion of two methodologies  is 

t ime con suming and labour  intensive in te rm s  of both data collection and analysis.  A clearly 

def ined methodological  and analytic s t ra tegy is imperative in o rd e r  to maximize the  benefi ts of 

the  approach.

In implemen t ing the  mixed m et ho ds  design, develo pmen t  and tes ting w e re  broken down  into 

two dist inct  stages; a pre-tes t  and pilot. This facilitated the  collection of a substant ial  am o u n t  of 

qual itat ive and quanti tat ive  data to inform the  deve lopm ent  of a chi ld-centred m easu re  of i n te r 

e thnic relations.  The pre-test  phase genera ted  qual itat ive data th rough cognitive interviews and 

uns t ru c tu re d  behavioural  observat ions.  This data contr ibuted to the  revision and r e 

deve lopment  of the  quant i tat ive  measure .  Quanti tat ive data gathered during the pilot was  used 

to test  the psychometr ic  reliability and validity of the  new measu re  through non-pa rametr ic  

item re spon se  theo ry  scale analysis and validation testing. Additional qual itat ive data was  

correlated and  co mpared  with pre liminary findings from the  quant i tat ive  data.  This fur ther  

builds validity for the  quant i tat ive  measure ,  eases in te rpre t a t ion and clarification of the  data,  

and provides  an avenue for chi ldren’s voices and narra t ives  to en te r  into the  research findings.
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3 . 3  - S c h o o l - b a s e d  R e s e a r c h : R e c r u i t m e n t , c h a l l e n g e s , a n d  t h e  n e e d  f o r  f l e x i b i l i t y

Primary schools were selected as research sites for a few key reasons. From a recruitment  

perspective, they offered an opportuni ty to access large and diverse populations of children in 

one location. Nearly all children attend pr imary school, resulting in less sampling bias than 

other  child activity centres such as sports groups or religious classes. Furthermore,  schools act 

as a site of mandatory interaction for many children, while out-of-school activities tend to be 

limited in terms of inter-ethnic contact (Curry et al., 2011).

As the purpose of the study was measurement  design and testing, random sampling did not take 

precedence as it would in a large scale, quantitative administration. Instead, the focus was on 

recruiting multi-ethnic schools that  were open to the research process and on securing a 

diverse sample of children including multigenerational Irish children, as well as first and second 

generation migrant children. The pre-test phase, in particular, required a considerable 

commitment  on the part  of the school in terms of time, space, and interference. Therefore, a 

convenient, purposive sampling strategy was employed. An initial list of potential schools was 

compiled based on the schools’ anticipated willingness to participate in the research and on 

their total minority p o p u l a t i o n . T h e  Trinity Immigration Initiative had established 

relationships with local principals who had been involved in previous in-depth qualitative 

studies. These schools were approached first, as they had a demonstrated an openness  to 

research in the past and were familiar with the funding body. An opening letter and information 

sheet introducing the project were sent  to principals of these multi-ethnic schools. A follow-up 

call was placed a few days later and a meeting was requested to discuss the nature of 

participation in detail.

Early into the recruitment  stage, it became clear that the process was going to be more difficult 

than originally expected. Principals frequently refused participation outright, citing research 

fatigue as the most  common reason for refusal. Many schools were already hosting teachers 

completing research and could not facilitate any additional projects. Others were inundated 

with research requests  and did not see any reason why this project should take priority. A few 

sample responses  from principals and teachers  are provided;

We have two o f  our own teachers doing a Master's in Education and they have fu rther  

research o f  their own to carry out in the school. We also have another mem ber o f s ta ff  

doing some research in the area o f educational leadership and we're working closely with

Given th e  nature  o f  t h e  research ,  sc h o o ls  with  a m in im um  minority pop ula tion  o f  25% w e r e  sought.
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2 colleges o f education and their students this year so unfortunately we cannot 

accommodate any further work at this time.

There would ju st be too much involved to f i t  in a t this stage o f  the term and in fact, I ge t 

loads o f  these requests all the time.

We have a number o f such requests outstanding from  parents, s ta ff and others, and we 

have to refuse somebody at least once a week.

A few principals expressed an in teres t  in the research but  then  did not  receive approval  from 

th e  board of d i rec tors  to move ahead w^ith the  project. In total, 24 principals w e re  contacted  

th ro ugh  this method,  wi th only four agreeing to formally meet  wi th me to discuss the  research.  

Th ree  of these  four principals di rec ted  ‘c lus ter ’ schools as descr ibed in chapte r  one, wi th 

mig rant  popula t ions  of more  than 98%.  All of these principals w e re  enthusias t ic  about  

participating in the  project. Two contacted me immedia tely  af ter  receiving my in t roductory  

let ter  to express  interest .  Thei r eagerness  s t em m ed  from an inves tment  in the  research aim, but  

also from a des i re to raise aw aren ess  about  the  highly segregated na tu re  of some schools in of 

Dubl in’s co m m u te r  belt. One principal bluntly stated:

I like your research but you won't be able to study integration at my school because there 

is no integration at my school.

What  he m eant  by this s t a t em en t  was  that  there  we re  vi rtual ly no mult igenera t ional  Irish 

s tuden t s  enrol led in his school. There  was,  however ,  a high level of in tegrat ion between  first 

and second gene ra t ion migrants  from a mul t i tude  of e thnic and cul tural  backgrounds.  The 

segregated nature  of many schools was  also echoed by principals wh o  refused participation.  

Several pr incipals  qualified thei r  refusal by stating, "we d o n ’t have many minori ty  chi ldren in 

this school so w e  would  not  be a good opt ion for yo u ”.

The setback in the  recrui tm en t  process  resul ted in a substant ia l  delay in the  project  t imeline 

and a re-evaluation of the  strategy.  In response ,  1 began appealing to personal  contacts who 

worked  as t eachers  and in teac her s ’ unions,  asking them for help wi th recrui tment .  My personal  

contacts then ac ted as gatekeepers  by supplying principals wi th information sheets  and 

vouching for my character.  I would  then contact  the  principal di rect ly and ask to ar rang e a 

meet ing to discuss the  research in fur ther  detail. This method of r ecru i tmen t  had a high success 

ra te when  com pared  wi th ‘cold contact ing’ principals.  An addi t ional  four schools w e re  recrui ted 

through personal  contacts,  wi th only one refusal.
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Once a principal took interest in the project, the recruitm ent process was relatively smooth. He 

or she typically acted as a gatekeeper w ith  classroom teachers, arranging introductions and 

meetings. When meeting w ith  teachers, 1 provided inform ation sheets, a copy of the survey, and 

discussed any questions or concerns that they had. No teachers refused participation after our 

in itia l meeting. Overall, they were involved, accommodating, and appeared interested in the 

topic.

A fter selecting classrooms for participation and meeting w ith  teachers, 1 visited each classroom 

at a pre-designated time to introduce the research project to the children. This process is 

explained in further detail later in the chapter. During this session, inform ation sheets and 

consent forms for parents and guardians were distributed. My contact information was included 

and parents /  guardians were encouraged to contact me if  they had any questions or concerns 

regarding the nature o f pa rtic ipa tio n .P a re n ta l consent varied greatly across schools. The 

highest level of consent was 92% in one classroom while the lowest level of consent was 44% in 

another. It is notable that schools w ith  the highest levels of parental consent were 'cluster' 

schools w ith  very high levels o f m igrant parents. Furthermore, the principals of these schools 

reported overall high levels of parental engagement in school activities. Conversely, the schools 

w ith  low response rates were designated disadvantaged inner city schools. In these classrooms, 

principals and teachers voiced concern over parents’ overall engagement and cited this as the 

suspected reason why many consent forms were not being returned.

While diverse classrooms seem to be model laboratories for testing a measure of inter-ethnic 

relations, I was always m indful that classrooms are not research labs. They are working 

environment for both students and teachers. Every classroom in every school had an 

established equilibrium , a modus operandi that was understood by the students and the 

teacher. In agreeing to participate, teachers, principals, and students all volunteered the ir time 

and graciously perm itted an interference w ith  the ir daily routine. As a former teacher, 1 was 

acutely aware o f the impact that ‘outsiders' can have on the balance o f a classroom. 1 was also 

conscious o f the priorities, demands, and disturbances that are active in a school on any given 

day. W ith that in mind, I sought to respect the life of the classroom and the school by adopting 

an open-minded and flexible approach to data collection. This approach was beneficial in terms 

o f rapport building and gaining access, as it demonstrated my level o f respect and a willingness 

to ‘take a backseat' to school priorities. However, it also presented methodological 

complications in terms of data collection.

P arent in fo rm ation  sheets are Included in A ppendix F
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For example, one pre-test school did not have a private room where 1 could conduct interview's. 

As a result, 1 was placed in hallways, the staff room, or the copy room, depending on what space 

was available at the time. This proved detrimental to the interview  process, as staff members 

would occasionally come in and out of the room to retrieve supplies or use the copier. Some 

participants grew visib ly uncomfortable when another adult interrupted and 1, as a researcher, 

felt concerned that 1 could not guarantee confidentiality in these circumstances. When faced 

w ith  this situation, 1 would change the focus of the in terview  to something ‘ligh t’, such as 

preferred leisure activities, in an attempt to m inim ize the child ’s discomfort and preserve 

confidentia lity w ith  regards to more sensitive topics. In a few cases, however, the in terruption 

disrupted the flow o f the in terview  and a conversational rapport could not be re-established.

Another challenge of school-based research was the ever-changing nature o f school-time 

scheduling and activities. On several occasions, 1 arrived at a school at a pre-determined time to 

be informed that my class was on a field trip , in a sports assembly, or that a mandatory test had 

been rescheduled. Maintaining an open and flexible attitude in these situations was d ifficu lt at 

times, but essential. When working in a school, unforeseen situations arise on a regular basis.

For teachers and principals, this flu id ity  is routine. To react adversely would have been 

disrespectful to gatekeepers and participants, and detrimental to my research.

For these reasons, schools were not 'ideal' fie ldwork locations but they were the most 

appropriate given the nature o f the project. They facilitated access to relatively large numbers of 

participants in m ulti-ethnic environments and provided a venue w ith in  which a new measure 

could be designed and tested. This rather detailed discussion of the school-based research 

aimed to provide a transparent account o f some of the methodological obstacles encountered in 

this project and the strategies employed in order to move ahead w ith  the research process.

3 .4  - P hase O n e : P re-T est

Sa m p l e

Pre-testing took place from January -  April 2012. A total of three schools were used as 

recruitment points for this phase of the research. All three were national schools located in the 

greater Dublin area. Two schools were in the suburban commuter belt and one school was in 

Dublin city. The ethnic makeup o f the pre-test schools varied. One was a 'cluster' school w ith  a 

very high rate o f m inority students (99.2%), while the others had a more moderate mix of 

m inority and multi-generational Irish students.
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Table 4: Characteristics o f  pre-test schools

Location Gender 
Make Up

Percent
Minority

Classes
Surveyed

Number  of 
Part icipants

DEIS o r  Non- 
DEIS

School 1 Suburban Mixed 99.2% Fourth class 13 Non-DEIS

School 2 Suburban Mixed 35.6% Third class 10 Non-DEIS

School 3 Urban Mixed 26.3% Second class 15 DEIS12

In each school, 1 used one class as a point  of recrui tment .  To cover the  full range of the  target  

populat ion for the  measure ,  1 included one four th (28.6%),  one  thi rd (28.6%), and one second 

class (42.8%).  A total of 35 children we re  in terviewed dur ing pretesting.  Twenty  (57.1%) w e re  

girls and fifteen (42.9%) we re  boys. The average age was  9.25 years.  A total of 20 (57.2%) 

children w e re  mult igenerat ional  Irish, ten (28.6%) we re  second genera t ion migrants,  and five 

(14.2%) w e re  first genera t ion migrants.  Children of Nigerian decent  (7, 20%) consti tuted  the 

largest  minori ty  group,  wi th Congolese, Libyan, Pakistani,  Chinese, Romanian,  and Polish ethnic 

backgrounds  also r epre sen te d in the  pre-tes t  sample.

P r e - T e s t  M e a s u r i; s

Prior to en ter ing the  field, an extens ive review of existing qual itat ive and quant i tat ive  research 

on chi ld ren’s inter -e thnic  re la tions was  conducted.  This included immers ion in the  local and 

international  l i terature,  as well as comprehensive  review of existing quant i ta t ive inter-e thnic 

measures .  Drawing on the  li terature,  par ticularly on the  quali tative data produced by the  Trinity 

Immigration Init iative’s Seven School Study, an over-inclusive pre liminary pre-tes t  

ques t ionna ire  was  produced.  Pre- test  measu res  are  by na tu re  lengthy, exhaustive,  and 

er roneous .  Their  intention is to cover a broad  range of i tems before 'weeding o u t ’ ques t ions  and 

topics tha t  are  found to be inappropr ia te  (Baker 1994; Van Teijilingen et al. 2001; Collins 2003).  

The pre- tes t  m easu re  included i tems on school enjoyment ,  school t ime contact,  out  of school 

activities, e thnic at ti tudes , perceived discriminat ion,  e thnic bullying, ne ighbourhood ethnic 

composit ion,  family composit ion,  and demograph ic  informationi^.  An in-depth  d iscuss ion of the 

pre- tes t  measure ,  the  cognitive in terview content ,  and analysis are  p re sen ted  in Chapter  Four.

The pre- tes t  m easu r es  we re  adminis tered ,  face to face, in a cognitive in terview  format.

Cognitive in terviews are  semi-s t ruc tu red qual itat ive tools tha t  aim to capture  how re sponden t s  

perceive and und er s ta n d  ques tions , and to identify potent ial  p rob lem s that  may be pre sen t  in a

DEIS identif ie s  sc h o o ls  that  are d e s ig n a te d  'd isad vantaged '  by th e  D ep a r tm en t  o f  Education and Skills and  
m ay rece ive  additional  su pp ort  in th e  form o f  h o m e  liaisons, learning su pp ort  te a ch er s ,  or provided sch o o l  
m eals .

A co py  o f  th e  pre -te s t  m e a su r e  is included in app en d ix  B.
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prospect ive  measure  (Drennan,  2003).  In m easu r em en t  design, the  aim is to create a tool tha t  

provides  valid, reliable, sensitive, holistic, and unbiased results.  If the  w^ording or  content  of an 

i tem is inaccessible for the  target  population,  the ins t rumen t  will be w e ak  and only capable of 

producing misrepresented,  unreliable,  or  i rre levant  data. Part icularly wh en  designing a child- 

cent r ed  measure,  it is crucial tha t  i tems do not exceed a child’s cognitive ability. This means  that  

children must  be able to read, interpre t,  and re spond  to any given i tem on the  measure .

Cognitive pre tes ting is especially helpful in examining the  developmenta l  validity of i tems for 

children,  as par t icipants can be asked to read quest ions aloud and explain thei r  in terpre ta t ion 

process  (Krahenbiihl  & Blades, 2006;  Woolley, Bowen, & Bowen, 2006).  This establ ishes  

w h e th e r  r e spon dent s  can under s ta nd  the  i tems consis tent ly and in a way  that  the  resea rc her  

in tended.  Probe metho ds  can also be used to evaluate comprehens ion ,  judgement ,  and re sponse  

processes  and can provide  contextual,  in-depth quali tat ive data for the  pu rpose  of clarification. 

To maximize the value of cognitive interviews in this study,  a combinat ion o f ' th ink  a loud’ and 

probing methods  we re  employed [Collins, 2003).  This flexibility al lowed the re sea rc her  and 

par tic ipant  to find a method that  bes t  sui ted the  par t i c ipan t’s personal i ty  and comfor t  level. 

While some chi ldren we re  able to ‘think a loud’ as they a nsw ere d  ques tions , o thers  found the 

task to be challenging or  uncomfortable.  In these  si tuat ions,  I relied on follow up and probe 

ques tions ,  making the  in terview more  conversat ional .

In addit ion  to cognitive interviews,  uns t ru ctu red behavioural  observat ions  of peer  interact ion at  

school w e re  also conducted dur ing the pre-tes t  stage. As opposed to s t ructured  observat ion 

w he re  data  collection is confined by prede te rm ined  criteria,  u n s t ru c tu re d  observation does not  

dictate a priori the  behaviour  tha t  will be observed.  Rather,  it al lows the  r e sea rc her  to observe  a 

si tuat ion wi thout  l imitations. It is par ticularly sui ted  for gather ing insights into interact ions  

between individuals a n d / o r  groups  and informat ion on the  influence of physical env iron ment  

on behaviour  [Mulhall, 2003).

The majori ty of observat ion sess ions  took place dur ing yard  time, when chi ldren w e re  a llowed 

to interact  freely wi th pee rs  of the ir  choosing w i thou t  imposed s t ru cture  from adults.  In one 

school, 1 also observed col laborat ive classroom time. These sess ions  provided valuable 

contextual  informat ion and informed the content  of many  of cognitive i n t e r v i e w s . T h e y  also 

pre sen ted  the  oppor tun i ty  for less formal, discursive interact ions  wi th par tic ipants and school 

personnel .  While no official da ta  was  collected from school staff in these  ci rcumstances ,  thei r

A fu r th e r  d i s c u s s io n  o f  c o g n i t iv e  in te r v ie w in g ,  in c lu d in g  a list o f  p r o b e  q u e s t i o n s ,  is in c lu d e d  in c h a p t e r  4. 

A m o r e  d e t a i l e d  d i s c u s s io n  o f  b e h a v io u r a l  o b s e r v a t i o n  is p r e s e n t e d  la te r  in t h e  c h a p te r .
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insights and s tories  coloured my unde rs tand ing  of inter-e thnic relat ions in school and in the 

b ro a d e r  communit ies .

A d m i n i s t r a t i o n

In each school, pre- tes t  data collection took place over  the  course  of two weeks.  The first week  

involved th ree  yard- t ime observat ion sessions and, wh en  possible,  one class observat ion 

session.  Cognitive interviews w e re  conducted in w e ek  two. Prior to each interview,  I r e 

explained the  pu rpose  of the  research  and discussed issues of confidentiality,  anonymity,  and 

voluntary  par ticipation.  1 told them  that  1 was  in the  process  of designing a survey and that  it 

was  very im por t an t  for surveys  to use w ords  and phrases  which chi ldren un d e r s t a n d  and use 

themselves .  I explained that  adults  often d o n ’t know  the  bes t  w ords  to use whe n  talking wi th 

chi ldren and  it would  be very helpful if they could tell me if something  didn’t make sen se  to 

them.  Part icularly in a school setting, children are  not encouraged to provide  feedback on a 

docum en t  when  it is pre sen ted to them.  I was  aw are  that  this exercise w as  unconvent ional  so I 

spoke at length wi th each child before beginning the  interview.  I em phasized that  they w e re  

helping me by telling me w h a t  w a s  wrong wi th the  survey,  a task that  most  met  wi th en thusiasm  

and earnes tness .  1 also asked children if they would  be willing to 'talk t h ro u g h ’ thei r  a n s w e rs  as 

we  wen t  along (Willis, 2005).  To d em o n s t r a t e  wha t  this involved, 1 asked them to ask  me any 

ques t ion and then I ‘talked t h ro u g h ’ my response  process.  A sample  quest ion and re sponse  are  

p re sen ted  below:

Jenny: W h a t ’s y our  favouri te food?

Interviewer: Hmmm.. .  I like a lot of foods so this is a hard  one. Well, I love pizza and  I 

love fish and 1 love broccoli.  But pizza i sn’t very healthy and somet imes  I'm not  in the  

m ood  for fish or broccoli,  you know? But i’m always  in the mood for avocadoes .  And I 

can ea t  them with breakfas t  or  lunch or d inner.  So I th ink my favouri te food is avocado.

These sample  quest ions provided a concrete example of wha t  was  expected in the  ' th ink a lo u d ’ 

cognitive in terview and also served as an ice b re ak er  be tw een  mysel f and the  par ticipant .  The 

cognitive in terviews w e re  conversa t ional  and I frequent ly  depa r t ed  from the  survey to follow- 

up and p robe on certain topics. In terviews w e re  audio re corded and took be tw een  40 and  90 

minutes.  Longer in terviews w e re  broken down  into two sess ions to p re vent  exhaust ion and  to 

facilitate the  child’s involvement  in o ther  school t ime activities [lunch, yard  time, art) 

t h rough ou t  the  course  of the  day. Each child was  interviewed individually in a private  ro om  or 

area des ignated by the  school. As discussed earlier,  one school was  limited in space and som e
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in terviews had to be conducted in hal lways or  staff rooms. This was  less than ideal, though it 

served as the  bes t  opt ion in these  ci rcumstances.

During observat ion sessions, I posi tioned mysel f on the  side of the  yard  w he re  1 could observe  

the  ent i re ty  of the  play space. 1 made every effort not to interfere wi th the  social interact ions 

tha t  w e re  taking place on the  yard,  though there  w e re  several  occasions w e re  chi ldren would  

appr oach  me and engage in conversat ion.  In these instances,  1 talked wi th the  children but 

s t rove to keep the  conversat ions  brief. Immediately  following a session,  1 would  record my 

observat ions  in a field journal.  1 also sketched yard  spaces,  aiming to keep a record of w here  

chi ldren w e re  physically located at yard  t ime wi th regards  to each other.

Observations  supplied  concrete and contextual  details tha t  could be incorporated  into 

interviews.  For example,  1 could ask children about  the i r  choice of yard t ime playmates or 

activities [ex: "I noticed that  you d idn’t play tag wi th the  o the r  kids t oday”), which served as a 

jumping off point  for quali tative data collection and also helped me es tablish credibility wi th 

participants.  Yard t ime socialization may seem trivial to some adul ts  but  it is of great  

impor tance  in the  lives of children (Curry et al., 2011; james  et al., 1998).  By asking ques t ions  

about  the i r  social wor lds  in a ser ious  and informed manner ,  1 was  validating the presence  of 

that  world,  which goes largely unnot iced [or at lea.st, u n com m ented  on) by adul ts  in the school, 

and giving credence  to the significance that  it holds.  Fur thermore ,  1 was  authent ica t ing my 

intent ions  by displaying an interest  in the i r  lives and social worlds.  My active in terest  often 

resulted in chi ldren opening up and explaining certain yard  t ime behaviour  or  friendship 

politics in some detail. Some adopted the  role of an ins t ructor  and 1 was  the  s tudent ,  digesting 

the information and striving to under s ta nd  the  highly compl icated  and fastidious rules of social 

engagement .

A long t ime ago, Abbey, she used to play wi th this girl Sheena.  That ’s he r  bes t  friend, 

really bes t  friend. And 1 used to play wi th Ariana and Layla -  we used to a lways  play and 

all that.  And then Sheena, she left. And then Ariana and Layla, they ’re like bes t  fr iends so 

they s t ar t ed  to play by themselves  and then they didn ' t  w a n t  me but  I’m still friends 

with  them.

-R 1 0 6 , f ir s t  generation Chinese girl, fo u rth  class

All qual itat ive data  genera ted  in the pre-tes t  phase  was  t ransc r ibed  verbat im for analysis.  A 

total of 35 in terviews and six hours  of observat ion w e re  conducted.
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3 .S  - P h a s e  T w o : P il o t

Sa m p l e

The pilot s tage of the research  took  place from May 2012 -  )anuary  2013. A total of 10 classes 

from five schools w e re  used as rec ru i tm en t points. All five schools w e re  national schools, four 

located in the  g rea te r  Dublin a rea  and  one in Limerick. As in the pre-test,  tw o schools located in 

the Dublin co m m u ter  belt w ere  ‘c lu s te r’ schools tha t  served m inority  children almost 

exclusively. The rem ain ing  schools had a mix of m inority  and m ultigenerational Irish students .

Table 5: Characteristics o f  the p ilo t schools
Location Gender 

Make Up
Per cent 
Minority

Classes Surveyed Number of 
Participants

DEIS or 
Non-DEIS

School 4 Suburban Mixed 99.2% T w o fourth c lasses 45 Non-DEIS

School 5 Urban Mixed 53.7% One fourth class, 
o n e  third class

22 DEIS

School 6 Urban Girls 38.2% One third class,  
o n e  fourth class

25 DEIS

School 7 Suburban Mixed 98.7% One secon d  class, 
on e  third class,  

tw o  fourth c lasses

80 Non-DEIS

School 8 Urban Boys 41 .5% One fourth class 23 DEIS

A total of 208  s tu d en ts  com pleted  the pilot survey. Of those  208 partic ipants ,  12 w ere  missing 

m ore  than 50%  of the ir  responses.^^ Therefore, it w as decided to rem ove these  12 cases from 

fu r the r  analyses, resulting in a final pilot sam ple of 196. Table 6 p re sen ts  dem ographic  

information. A total of 101 [51.5% ) boys and 95 [48.5%) girls w e re  surveyed. The m ajority  of 

the children w e re  in th ird  class [99, 50.5%), followed by fourth class [70, 35.7%) and second 

class [27, 13.8%). Because of the  e thnic com position  of the largest pilot schools, the m ajority  of 

the children had a m inority  background, w ith only 19.9% of the sam ple having two 

m ultigenerational Irish parents .  However, only 67 children [34.2%) w e re  first generation  

migrants. Nearly half of the sam ple  [92, 46.9% ) w ere  second genera tion  migrants, m eaning  tha t  

they w ere  born  in Ireland to m igran t parents . Only one child in the pilot sam ple had one 

m ultigenerational Irish p a ren t  and  one m igrant parent. This child's generational s ta tu s  w as 

classified as 'second genera tion  m ig ran t’ for ease of analysis and sum m ary.

In th ese  cases, children displayed signs of respondent fatigue, asking if they could stop the survey after 
completing only a few  questions. The survey was lengthy and an unwillingness to  participate was expected  
among som e participants. Given the voluntary nature of the research, they w ere  told that they could stop  at 
any time.

A summary o f  missing data and treatm ent m ethods are discussed in Appendix G.
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Table 6: D em ographics o f  the p ilo t  sam ple

D em ographic Variable R esponse Categories Frequency P ercentage

Gender
Male 101 51.5
Female 95 48.5

Class Year
Second Class 27 13.8
Third Class 99 50.5
Fourth Class 70 35.7

Generational Status
First generation m igrant 6 7 34.2
Second generation m igrant 92 46.9
Multigenerational Irish 37 18.9

M other’s Birth Country
(Top 10) Nigeria 41 20.9

Ireland 39 19.9
Pakistan 18 9.2
Poland 12 6.1
Lithuania 9 4.6
Romania 8 4.1
Philippines 8 4.1
India 8 4.1
Cameroon 7 3.6
Moldova 6 3.0

Religion
Christian (Non-Catholic) 89 45.4
Catholic 50 25.5
Muslim 41 20.9
Hindu 10 5.1
Eastern Religion 3 1.5
Other 1 0.5
Missing 2 1.0

M e a s u r e s

The p ilot  s u r v e y  inc luded  a large selec t ion of  n e w  i te m s  a long  w i th  t h r e e  p rev i ous ly  va l id a te d  

o u t c o m e  m e a s u r e s .  The  n e w  i te m s  c o v e re d  a b r o a d  r a n g e  of  topics,  a imi ng  to  holist ical ly 

ev a lu a te  t h e  n a t u r e  of  social  r e la t io ns  a m o n g  m u l t i g e n e r a t i o n a l  a n d  m in o r i t y  ch i l dr en  b ot h  in 

a n d  ou t  o f  school .  A t h o r o u g h  d is cuss i on  of  inc lud ed  i t e m s  is p r e s e n t e d  in c h a p t e r  4, a long  w i th  

d a ta  p r o d u c e d  by th e  cogni t ive  in te rv iew s .  Th e  fol lowing se c t ion  p r o v id e s  a b r ie f  o v e r v i e w  of  

th e  n e w  i t e m s  a r r a n g e d  by topic,  as wel l  p s y c h o m e t r i c  i n f o r m a t i o n  on th e  exis t ing o u tc o m e  

m e a s u r e s .

The  pilot  m e a s u r e  inc luded  28  i tems,  a r r a n g e d  in six sec t ions :  feel ings a b o u t  school ,  e thn ic  

bullying,  t h e  a r e a  w h e r e  you  live, ' be ing  t r e a t e d  d i f f e r en t ly ’, ‘w h o  you  s p e n d  t im e  w i t h ’, and  

‘a b o u t  you  a n d  y o u r  fami ly’. Below, each  s ec t ion  is i n t r o d u c e d  briefly.
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Feelings towards School: These questions were related to the child ’s current feelings towards 

the ir school experience. Questions asked about the ir enjoyment of school, what they enjoy 

about school, and the ir level of comfort at school. This section served as an 'ice breaker' and 

eased students into the survey w ith  basic, unobtrusive questions.

Ethnic Bullying Items: This section featured 15 items related to three forms o f ethnic bullying; 

picking on other children, getting picked on by other children, and observing other children 

getting picked on. While there are many available instruments that assess bullying behaviour 

among prim ary school children, there are relatively few that address the issue of ethnic 

harassment in detail. It has been argued that ethnic bullying can be particularly traumatic for 

children, as the target is not merely the individual but "the entire group from which the child 

has developed belonging, identity, customs, and beliefs" (Scherr & Larson, 2010). In prominent 

measures of bullying, skin colour, language, nationality and religion are often included in a 

single category (Olweus, 1993; Ken Rigby & Slee, 1993). While all o f these factors are individual 

attributes that may be targeted in instances of ethnic bullying, they are undeniably very distinct 

components. Particularly when assessing the situation o f m igrant children, it is im portant to 

recognize that skin colour and ethnic background, for example, stand apart as two separate 

contextual factors that may affect ethnic harassment [Curry et. al, 2011). The questions 

presented in this section allowed for these individual components to be separately assessed.

The focus on ethnic bullying specifically

Furthermore, these items made a departure from other prom inent bullying surveys w ith 

regards to the use o f the phrases "bullying" or "harassment” in the w ritten  and spoken 

instructions to participants. Instead, it employed the phrases "picking on" and "giving out" 

followed by specific examples o f different kinds of behaviour. There are several reasons for this 

rephrasing. For one, it is believed that the definitional th inking utilized in traditional bullying 

questionnaires could prevent children from giving an accurate reporting of the ir behaviour. 

Over the past decade, there has been an international recognition o f the immediate and long

term harmful effects o f repeated bullying and harassment (Bacchini, Esposito, & Affuso, 2009; 

Glover, Gough, Johnson, & Cartwright, 2000; Rigby, 2005). As a result, many schools have 

developed anti-bullying polices and implemented anti-bullying programs (Black & Jackson, 

2007; O'Moore & Minton, 2005). However, what constitutes 'bullying' behaviour is not 

universally agreed upon and evidence indicates that there may be distinct differences between 

how researchers and children define bullying (Thornberg, 2010; Vaillancourt et al., 2008).i® To 

avoid miscommunication, many bullying questionnaires begin w ith  a defin ition of bullying.

The curren t study found  th a t children had m any d iffe re n t ideas abo ut w h a t constitu ted  bullying behaviour. 
Exam ples are p resented  in C hapter 4
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However, if  a questionnaire begins w ith  a definitional statement saying, "bullying is bad and 

ha rm fu l”, it immediately qualifies certain behaviours as 'bad' and therefore, provides children 

vA îtb a definition of what is undesirable before beginning the survey . This could lead to an 

under-reporting of certain types o f behaviours on the basis of social desirability (Felix, Sharkey, 

Green, Furlong, & Tanigawa, 2011; Kert, Codding, Tryon, & Shiyko, 2010). By using words and 

phrases that children themselves use when describing the ir behaviour, the current ethnic 

bu lly ing  measure aimed to produce a more accurate picture of ethnic name calling, ethnic 

teasing, and harassment in multi-ethnic prim ary school classrooms.

The Area Where you Live: These items were related to how children feel about the ir 

neighbourhood, how safe they, whether they play outside, and how many friends they have in 

th e ir neighbourhood. There is evidence that multigenerational Irish children and m inority  

children have distinct and different out-of-school time social habits [Curry et al., 2011). These 

questions aimed to capture how out of school time play may d iffer between these groups.

Being Treated Differently: This section aimed to assess a child's perception o f discrim ination on 

the basis of skin colour, ethnic background, b irth  country, or accent. Recent studies have begun 

exploring the relationship between perceived discrim ination, stress, and negative mental health 

outcomes (Pachter & Coll, 2009; Priest et al., 2013). Despite the serious implications of this 

association, there remain relatively few child-centred quantitative measures of perceived 

discrim ination. Of the existing measures, the m ajority have been developed in the United States 

and are not necessarily valid for use in European countries or in diverse, ‘new migrant' 

communities. These items asked children about the ir exposure to five discrim inatory situations. 

Some of the items on the measure were adapted from sim ilar items on the Perceived Racism in 

Children and Youth instrument to be made applicable for migrant youth in the Irish context 

[Pachter, Szalacha, Bernstein, & Garcia Coll, 2010]. This section was administered to m inority 

and multigenerational Irish children, as 1 did not dismiss the possibility that children from the 

ethnic m ajority may also often experience feelings of perceived discrim ination due to skin 

colour, accent, or ethnic background.

'Who You Spend Time With': This section included 12 items to measure contact between children 

born in Ireland and children born outside of Ireland. The items were designed using a Mokken 

item response theory approach to scaling, meaning that items increase in 'intensity ' w ith the 

purpose o f form ing a hierarchical, non-intersecting scale [Mokken, 1971)1^. The items aimed to 

concisely assess the level of contact that children have both in and outside o f school. Items

A fu ll  discussion o f  M o k k e n  scaling is p r e s e n te d  la te r  in th e  ch a p te r .
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begin w ith casual contact and gradually move to contact associated w ith  close or intim ate  

friendship [i.e. visiting each other’s homes). A few additional questions including ‘do you have 

any best friends born in Ire land’ and 'do you have any best friends born outside of Ire land ’ also 

aimed to measure intim ate contact between m igrant children and those born Ireland.

'About you and your fam ily ’: This section included questions about the child and his /  her fam ily  

including the child’s location of birth, the parents’ location of birth, the presence of siblings, and 

religion. This section provided vital demographic data including age, ethnic background, 

religion, and length of tim e in Ireland (w hen applicable].

Outcome and Validation Measures

Three existing, previously validated measures were adm inistered w ith  the new measure. These 

measures allowed the new instrum ent to be evaluated alongside w idely tested tools of proven  

outcomes or concurrent measures. They served to confirm that that the new measure can 

accurately capture its intended construct, and also test the measure in an area of dem onstrated  

need: inter-ethnic relations and mental well-being. The following section introduces the 

outcome measures and provides brie f psychometric inform ation of the ir performance w ith  the 

current sam ple .20

The Olweus Bully/Victim Questionnaire (OBVQ) has been a m ajor cornerstone of bullying  

research for the past tw enty  years. Studies using the OBVQ have been perform ed in over 15 

countries, w ith  several studies testing the validity  of the measure, including in the Irish context 

(Eslea & M ukhtar, 2000b; Lee & Cornell, 2010; O'Moore & Minton, 2005; Olweus, 1986; Solberg 

& Olweus, 2003). In this measure, bullying behaviour is defined by physical and verbal 

aggression, exclusion, and relational aggression such as malicious rum our spreading and gossip. 

Students are asked to report the frequency of involvem ent in bullying incidents over the past 

month. The bully scale and the victim  scale both had high levels of internal consistency w ith  the 

current sample, w ith  a Cronbach alphas of .90 and .89 respectively.

The Piers-Harris S e l f  C o n c e p t  Edition is a 60 item self-report instrum ent for assessing self- 

concept in children ranging in age from 7 to 18 [Piers, 2002). Items consist o f statements about 

how a child feels about themselves w ith  a yes /  no answer option. Subscales include: happiness 

and satisfaction, popularity, behavioural adjustment, intellectual and school status, physical 

appearance and attributes, and freedom from  anxiety. It has been used in many m ajor 

international studies as an indicator of child well-being and has been used in a local context

The com ple te  o utcom e m easures are included in A ppendix D.
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with  nine year  old cilildren in the  Growing Up in Ireland s tudy (Williams et. a l , 2009).  The Piers 

Harris  serves  as an outcome measur e  and wo rks  to build conve rgent  validity for the  newly 

developed measure .  An analysis of internal  consistency in the  cu r ren t  s tudy yielded a 

C ro nbach’s alpha of .90 for the total scale. Subscale a lphas  also indicated sat isfactory internal 

consis tency (BEH = .81, PHY = .67, POP = .75, HAP = .66, FRE = .81, INT = .73).

The Depression S e lf Rating Scale fo r  Children [DSRS] is an 18 i tem scale to assess  depress ive  

s y m p to m s  in chi ldren ranging in age from 8-14 [Birelson, 1981).  The measu re  provides  children 

wi th  a list of s t a t em en ts  and they are asked to indicate how often they have felt tha t  way  within 

t he  pas t  week. It is impo r t an t  to note tha t  the  DSRS is not  a diagnost ic tool of depression.  Rather,  

it screens  for the  presence  of depress ive  symptoms  in children. The tes t - re tes t  reliability of the  

sca le on an in dep en den t  sample  show ed  sat isfactory stability (0.80) (Birelson, 1981).  In the 

cu r ren t  study, the scale es tabl ished internal  consis tency wi th a Cronbach’s alpha of 0.84.

Pilot surveys  were  admin is tered  in the  classroom.  As wi th the pre-test ,  parental  and child 

consent  was  gathe red for all participants.  In si tuat ions w he re  parenta l  consent  w as  not  given, 

the  child did not  complete the  survey.  Instead,  they sat  at the i r  desk and read a book or 

completed  schoolwork.  Surveys took approximate ly  45 minutes  to complete.  No identifying 

information was  collected with the pap e r  surveys.  All completed ques t ionnaires  we re  s tored in 

locked cabinets  in my office.

3.6 - A C H IL D -C E N T R E D  RESEARCH A P PR O A C H  IN PRACTICE: S T R A T E G IE S  AND ETHICAL ISSUES

While many  sociologists and psychologists encourage the adopt ion of a chi ld-centred ethos,  few 

discuss w h a t  practical form that  takes  during research design, fieldwork,  and analysis. In this 

section,  1 will describe how a 'child-centred'  ethical s t anda rd  wa s  incorporated  into the var ious  

stages  of this project, as well as the  challenges it presented.

A great  deal of a t tent ion has  been focused on ethical i ssues re la ted  to informed consent,  

confidentiality,  and child protect ion.  However,  there  are  no gold-standard ,  'good pract ice’ 

guidel ines  for conduct ing "chi ld-centred” research,  per  se. The ethical protocols  es tabl ished in 

this s tudy we re  influenced by formal ethical protocols,  good pract ice guidel ines  from the 

l i terature,  and personal  exper ience researching and working wi th children (DCYA, 2012; CRC, 

2006; Chr is tensen & Prout,  2002; Punch, 2002).  1 su pp lem en ted  the  formal ethical and child 

protec t ion guidel ines wi th my own personal  e thos for working wi th children. Prior to enter ing 

the field, 1 reflected on w h a t  qualities and values  1 associa ted wi th 'child cen te re dness ’ and how
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I would translate them into practice. For me, the most fundamental underlying value was the 

recognition that children deserve to be treated w ith  respect and sincerity. 1 set guidelines for 

myself:

• Children’s autonomy should be acknowledged and never undermined.

• Confidentiality should be upheld, including w ith  peers and adults in the school.

• Speak to children like you would like to be spoken to, w ithout relying on patronizing 

words or tones.

• Explain everything clearly.

• Leave plenty o f time for questions. Never rush this step.

• Make the process as transparent as possible.

• A llow  them to have fun w ith  the process. A llow yourself to have fun w ith  the process.

• Recognize the human element in what you are doing.

• Never view anyone as means to an end (data).

When it came time to enter the field, it was necessary to put these values into practice. The 

following section demonstrates how 1 strove to uphold ethical standards and maintain a child- 

centred approach in the field.

Informed Consent and Confidentiality

Obtaining informed consent is a standard ethical procedure in human based research. It 

involves making participants aware of the nature o f the research and disclosing inform ation to 

enable them to make an informed decision regarding participation. When working w ith  

children, this extends to presenting the research and involvement in a language that they can 

understand, emphasizing that participation is voluntary, explaining how data w ill be used, and 

clarifying what is expected of them (Hill, 2005; Morrow, 2008).

In in troductory meetings in the classroom, 1 introduced myself and explained that 1 was a 

student at T rin ity  College. I described my aims, stating that 1 was try ing  to design a survey that 

measured how children from different backgrounds got along and also asked im portant 

questions about the ir lives. In order to do this, I emphasized that 1 needed the ir help because the 

only way fo r adults to learn about kids is to talk w ith  kids. I then emphasized “three im portant 

things” to remember about the project. These were: 1) participation was voluntarily, which 

meant that it was the ir decision whether or not they wanted to be involved; 2) all responses 

were 'confidential', which meant that 1 would not tell anyone (friends, parents, teachers) the ir 

responses and I would never use the ir names; and 3) this is not a test and there are no 'righ t' or 

'wrong' answers. During this in troductory session, 1 handed out child and parental consent
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form s and in fo rm atio n  sheets.2 1 1 encouraged ch ild ren  to go hom e and ta lk  w ith  th e ir  parents  

ab o u t the project. W hen I re tu rn ed  to the class fo r the  fie ld w o rk  stage, I re -em phasized  the  

"th ree  im p o rta n t th ings to rem em ber" about p a rtic ip a tio n  before beginning. D uring  q u a lita tive  

in te rv iew s , 1 rem in ded  each child o f these facts in d iv id ua lly .

W ith  school-based research, obta in ing  in fo rm ed  consent is com plicated  by the  contextual p o w e r  

struc tu re . An in ev itab le  p o w e r im balance exists betw een  ch ild ren  and adults [Cocks, 2006 ; 

M an d ell, 1988; M o rro w  & Richards, 1 9 9 6 ]. This is p a rtic u la rly  sa lien t in the school context, 

w h e re  adults  m ake rules and ch ildren  are  expected to com ply, s ilen tly  and obed iently . This  

dynam ic  reg u la rly  plays out th rough  the delegation  o f schoo lw ork, the  revocation  o f priv ileges, 

the  en fo rcem en t o f pun ishm ent, and schedule m anagem ent (to  nam e a few  exam ples). The rules  

are  qu ite  sim ple: as a child, you do w h a t the adults  te ll you to and you don ’t ask w h y . An id iom  

used by som e p r im a ry  school teachers in the U nited  States explains: "you get w h a t you get and  

you don ’t get upset”. The p o w er im balance poses an eth ical h urd le  w hen  seeking in fo rm ed  

consent. Even w h en  adopting  the 'least adult' role, m y position  as an ad u lt in a school did not go 

unnoticed22. T h ere fo re , ch ildren  m ay have been unco m fortab le  o r u n w illin g  to p artic ip a te  but 

feel pressured to do so because o f the s tandard  ad u lt /  child ro le  in the school.

In  an a tte m p t to m in im ize  this, consent w as trea ted  as an on-going process th ro u g h -o u t the  

course o f p ro ject (F le w itt, 20 0 5 ; G oredem a-B raid , 2 0 1 0 ; L am b ert &  Glacken, 2 0 1 1 ]. In practice, 

this m ean t that ch ildren  w e re  p e rm itted  to w ith d ra w  p artic ip a tio n  at any tim e. For exam ple, 

w h ile  com pleting  the survey, som e ch ildren  w o u ld  say "do 1 have  to do this w h o le  thing?” or 

"can 1 stop now ?” W hen  teachers w e re  present, they  w e re  qu ick to respond "yes, you have to  

finish it”. From  research er’s perspective, it w as te m p tin g  to stay silent, le t the teach er’s w o rd  be 

the final w o rd , and 'get the d a ta ’. H ow ever, from  an eth ical and ch ild -centred  standpo int, it was  

im p o rta n t to c la rify  th a t consent w as v o lu n ta ry  and could be w ith d ra w n  at any tim e. In ev itab ly , 

this resu lted  in incom plete  o r lost data fo r certa in  ch ild ren , w h ich  w as frus tra ting  as 1 struggled  

to secure p artic ip an ts  th ro u gh o u t the course o f the fie ld w o rk . H ow ever, m y eth ical guidelines  

and personal c o m m itm en t took p r io r ity  o ver 'getting  the n u m b ers ’, as is often heard  in 

q u an tita tive  research (L indsay, 2 0 0 5 ].

S im ilar s ituations  arose in q ua lita tive  data collection. A ll ch ild ren  w e re  to ld  p r io r  to  the  

in te rv ie w  th a t th e y  could skip any questions by s im ply  saying 'sk ip ' o r 'pass’. In  practice, very  

few  ch ild ren  skipped questions. H ow ever, at tim es, th ey  chose to skip questions th a t w ere

Consent fornns and inform ation sheets are included in Appendixes E and F.

^^This is m odelled  o ff  of M andell 's  ' least-adult' approach to conducting research with  children (1988).  In this 

approach, th e  researcher a ttem p ts  to minimize the p ow er  imbalance and social differences b e tw een  adults 

and children by finding value and meaning in the  social worlds of children.
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considered contextually important .  Here, the  com m i tm ent  to voluntary  par ticipation 

outweighed a des i re  to gather  informat ion.  An example of this is p re sen ted  below:

Interviewer: And are  both  of your  parent s  from (locality]? 

jasm ine: Eh, no. One of my parents. . .  can 1 skip that  one?

Interviewer: Sure. You w a n t  to skip that  one? 

jasm ine: Yeah

Interviewer: Ok, so I’m going to ask some ques t ions about  yo u r  classmates.. .

-R206, Irish /  Philippina girl, th ird  class

Even af ter  obtaining verbal  and wri t ten  consent,  1 observed chi ld ren’s body language,  gestures,  

and nonverbal  actions to keep an eye out for signs of unwill ingness  to par t ic ipate  (Belanger & 

Connelly, 2007;  Harcourt  & Conroy, 2005).  If a child appeared  uncomfor table,  1 would  ask them 

if they w e re  ‘t i re d ’ of the  interview and w an te d  to re turn  to the  classroom.

In addi t ion to obtaining and maintain ing consent,  I informed chi ldren and pa rent s  about  

confidentiali ty and the  limits of confidentiality.  Children we re  told tha t  the i r  a n sw e rs  w e re  

private and an o n y m o u s  at several  s tages t h ro ug ho ut  the  course of the  research,  including 

during in t roducto ry  sess ions  and immedia te ly pr ior  to adminis tra t ion.  I emph as iz ed  that  

nothing would  be repea ted  to teachers,  friends, or  parents.  However,  when  conduct ing research 

wi th children,  t h e re  is always  the  possibil i ty tha t  a child will disclose informat ion reveal ing that  

the child or  an o th e r  child is in a potent ial ly harmful  or dan ge rous  si tuation.  Al though rare,  these  

instances may occur  and it is the  re sea rc h e r ’s responsibi li ty to follow Child Protect ion Protocol 

and re po r t  the  incident  to his or  her  advisor.

Prior to qual itat ive interviews,  all par t ic ipants w e re  made aw are  of the  limits of confidentiality.  

They w e re  told tha t  the  only t ime that  I would  talk to som eone  abou t  w h a t  they said is if I felt 

tha t  the  child or  an o th e r  child is in danger.  I told all chi ldren that  if 1 felt like so m eo n e  was  in 

danger,  1 would  have to talk to an o th e r  adul t  about  it but  tha t  I would  talk wi th them abo ut  it 

first. Thankfully,  no child protec t ion issues arose  dur ing the  course of  the  projec t  and 

confidentiali ty was  ma inta ined for all participants.

Ethical Grey Areas

Standardized child protec t ion policies, as descr ibed above,  aim to gua rd  chi ldren against  

physical abuse,  sexual abuse,  emot ional  abuse,  and neglect. However,  th e re  are  n u m e ro u s  

possible s i tuat ions in which a child may exper ience  ha rm wi thou t  being abused  such as bullying,
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social exclusion, mental  health illness, living in pover ty and drug use. There  is no overarching 

protocol for how researchers  should re spon d  when  faced with chi ldren in dist ressing s i tuat ions 

tha t  are not  included u n d e r  the  definition of child protect ion.  Fur thermore ,  it is unlikely that  

one  could develop a blanket  protocol  tha t  would  be appl icable to every  potential  ‘d is t ress ing’ 

si tuation.

In the  cur ren t  project,  1 used discre tion and ope ra t ed  from a point  of respect  and sincerity for all 

children.  In a few instances,  chi ldren repo r ted  exper iencing h a ra s s m en t  or  bullying in and out  of 

school.  No chi ldren became overly upset  when  talking about  the i r  experiences,  though it was  

evident  through  thei r  w ord s  and thei r  body language that  the  issue was  sensit ive for them.  In 

each ins tance  w he re  a child repor ted  bullying, I asked them ho w  they felt abou t  the  si tuation.  1 

also asked if they spoke wi th an adul t abou t  wha t  was  happening.  Then, 1 asked the  chi ldren if 

they would  like for me to talk to the  teac her  abou t  the  bullying. In all instances,  the  chi ldren did 

not w a n t  me to intervene.  Respecting thei r  au tonom y and confidentiality,  1 assured  them that  1 

would  not say anything.  However,  1 told them that  they if they changed their  mind, they could 

come to me and 1 would  talk to the teacher.

Having fu n  with the process

One of the  most  enjoyable e l emen ts  of my adopted s t rategy was  permit t ing  chi ldren to have fun 

wi th the  research process.  When a s t r an g e r  comes into a classroom,  the  exci tement  and novel ty 

of the  s ituat ion often results in chi ldren becoming chatty, giggly, and animated.  This was  most  

often the  case when  1 was  in t roducing mysel f to the class or  adminis ter ing surveys.  Rather  than 

react  in a typically adul t  m a n n e r  (ex: 'quiet  down,  class!'), 1 made a point  of al lowing chi ldren to 

chat  and express  thei r  excitement.  As a former  teacher,  my 'gut'  instinct  was  to control the 

classroom.  However,  it was  necessary  to sup press  this urge to dist inguish mysel f [and thus, my 

research]  from the  author i tat ive adul t  figures in the  school. This 'lax' app roach  to classroom 

behaviour  occasionally resulted  in chi ldren making enl ightening commen ts  abou t  the measu re  

while complet ing it. For example,  as one  girl made h e r  way  through the  Olweus Bully /  Victim 

outcom e section, she looked up and said, "if I see the w ord 'bully' one m ore time. I ’m gonna go  

bleedin 'm enta l". Laughter e rupt ed  and the classroom focus was  tempora r i ly  d is rupted  but  in 

her  comment ,  she also unwitt ingly provided valuable feedback about  ho w chi ldren in terpre t  the 

wording of the  OBVQ i tems and the  repet i t ious  used of the  te rm  ‘bully’ on this measure .

At the  end of every qual itat ive interview,  1 asked each child if they had any ques t ions  for me. 

Somet imes  these  quest ions w e r e  re la ted  to the  s tudy but  more  often than not, they we re  

personal.  In terviewer  self-disclosure in quali tative research is a divisive topic, having been both 

criticized as unprofessional  and lauded as a technique for ra ppor t  building [Abell, Locke,
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Condor, Gibson, & Stevenson, 2006; Dickson-Swift, James, Kippen, & Liamputtong, 2007; Rubin 

& Rubin, 2005]. it is my opinion that  sharing some personal information when asked by 

participants is the respectful thing to do, particularly after asking them to share details about 

their own lives. Typically, I’d allow for a few minutes of non-topical conversation between 

myself and the child before returning to the classroom. Examples of these interactions are 

presented below:

Interviewer. Do you have any questions for me?

Laura: How do you spell your  name?

Interviewer: K-A-T-E.

Laura: We’re having loads of fun!

Interviewer: Do you have any questions for me?

John: Yeah, where are you from?

Interviewer: 1 was born in Boston.

John: What’s Boston like?

These conversations did not contribute anything ‘valuable’ to the research project in terms of 

data. They did, however, allow for a personal exchange between myself and my participants and 

gave children the opportuni ty to ‘turn the tables’ on me after answering my many questions. 

Therefore, 1 believe that a willingness to engage in casual conversational exchanges and make 

room for humor or even ‘silliness’ in the research process is a quintessential part  of conducting 

respectful, child-centered fieldwork.

Data Storage

Data was gathered on paper [quantitative data: behavioural observation notes, questionnaires) 

and via audio recordings [qualitative data: cognitive interviews). With regards to data storage, 1 

adhered to the Data Protection Acts 1988 and 2003. Quantitative and qualitative data was 

stored confidentially on my office computer,  housed in the Children’s Research Centre. The 

computer is password protected and not used by anyone other  than myself. No personal 

information was t ransferred to the digital documents. Consent forms and paper  questionnaires 

remained securely stored in my office in a locked filing cabinet. They will be destroyed following 

the completion of this project.
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3 .7  - A n a l y t ic  A p p r o a c h e s : M a k in g  sense  o f  t h e  d a t a

The mixed methods approach to instrum ent design generated a substantial amount of 

qualitative and quantitative data. The remainder of this chapter introduces the analytic 

approaches employed for in terpreting the quantitative data, including confirm atory factor 

analysis, Mokken scaling analysis, and validation statistics. The analytic process for the 

cognitive in terview  data, including its influence on the development of the pilot measure, is 

presented in detail in Chapter Four.

C o n f i r m a t o r y  F a c t o r  A n a l y s i s

Confirmatory factor analysis (CFA] is a type of structured equation modelling that examines the 

relationship between observed variables [e.g. survey items) and latent variables (e.g. factors 

that are inferred but not d irectly observed) [Joreskog, 1969). CFA differs from exploratory 

factor analysis (EFA) in that it is hypothesis driven, based on existing evidence and theory. 

Rather than exploring data to see if  factors are present, CFA requires researchers to pre-specify 

the intended outcome o f the measurement model. The observed variables and the ir relationship 

to unobserved factors must be clearly defined p rio r to conducting the analysis. The researcher 

must also define model parameters, such as whether factors and items are permitted to 

correlate. CFA is w idely used in the psychometric evaluation o f new measures, as it  is a 

functional tool for confirm ing the underlying dimensions of an instrument and the pattern of 

item-factor relationships (T. A. Brown, 2006).

Confirmatory factor analysis is an appropriate method of factor confirmation and validation for 

the current study for several reasons. When designing the current measure, 1 drew heavily on 

existing qualitative and quantitative research, international literature, and personal experience 

conducting qualitative interviews w ith  children in m ulti-ethnic prim ary schools. Each item was 

conceptualized and designed to capture a specific dimension o f an underlying construct. Prior to 

inclusion in the p ilo t questionnaire, each item underwent assessment in cognitive interviews 

w ith  the target audience to evaluate its relevance. During pre-testing, items were edited, 

removed, or rephrased based on feedback from children. The measure, its indicators, and its 

underlying constructs were well defined, researched, and tested.

First, a CFA was conducted to confirm the presence o f two latent contact variables, determined 

by twelve observed items. The model consisted of two latent factors [contact w ith  Irish-born 

children and contact w ith  migrant children), each predicted by six separate contact indicators. 

Then, a second CFA model was constructed to confirm the presence o f three distinct variables 

related to inter-ethnic relations: ethnic bullying, perceived discrim ination, and ethnic school
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climate. Each factor in this model was predicted by five observed variables. Correlation among 

factors was perm itted in both models, based on the expectation that these factors are 

interrelated in the everyday life of the child. A maximum likelihood (ML) estimation approach 

was employed using SPSS AMOS 20 software (SPSS, 2011). Maximum likelihood is the most 

w idely used parameter estimation approach in CFA due to its noted consistency, efficiency, and 

robustness (Myung, 2003). Data underwent log transformations to meet ML’s assumption of 

multivariate normality. While some data remained slightly skewed after transformation, all 

employed data was w ith in  the recommended guidelines for skew and kurtosis in CFA (Kline, 

2011).

A number of absolute fit indices were used to evaluate how well the hypothesized models 

represent the structure underlying the data. The chi-squared test (x^) is the traditional method 

for evaluating overall model fit, though its known sensitivity to sample size and m inor 

deviations of m ultivariate norm ality have resulted in the development of additional indices of fit 

to provide more well-rounded model interpretations (Hooper, Coughlan, & Mullen, 2008; R. P. 

McDonald & Ho, 2002). The normed chi-squared statistic (x^/df) minimizes the effect o f sample 

size and is considered an acceptable indicator of fit if  it falls below 5.0 (Wheaton, Muthen, Alwin, 

& Summers). The root mean square e rro r o f approximation (RMSEA) is regarded as one of the 

most informative and sensitive fit indices. It tells how well the model w ith  unknown parameter 

estimates would fit the population’s covariance matrix. The modern rule of thumb for RMSEA is 

that values below 0.07 indicate good fit, w ith  values of 0.08 to 1.0 demonstrating mediocre fit 

(MacCallum, Browne, & Sugawara, 1996; Steiger, 2007). The goodness of fit statistic (GFl) 

calculates the proportion o f variance explained by the estimated population covariance and 

describes how closely the model replicates the observed covariance. It ’s value is between 0 and 

1, w ith values above 0.90 indicating good fit (Cheung & Rensvold, 2002). In addition to the 

absolute fit indices, two incremental fit indices were also used to evaluate model fit; the non- 

normed fit index (NNFl) (Bentler & Bonett, 1980) and the comparative fit index (CFl) (Bentler, 

1990). These indices compare chi-squared to a baseline model rather than relying on chi- 

squared in its raw form. They are considered accurate regardless of sample size and both have 

good-fit recommendations of 0.95 and 0.90 respectively (Hu & Bentler, 1999).23 Results o f the 

CFAs are presented in the Chapters Four and Five.

For a deta iled  discussion o f CFA and goodness of fit indices, re fe r to  Brown 2 006  or H ooper 2008.
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A n a l y t i c  A p p r o a c h  t o  Sc a l e  D e v e l o p m e n t : T h e  M o k k e n  M o d e l

Choosing an appropriate IRT model depends on the nature of the data to be analysed and on the 

assumptions about the data in the intended application. Mokken models belong to a fam ily of 

IRT known as Non-parametric Item Response Theory (NIRT) (Mokken, 1971]. While not as 

w ide ly  used as parametric IRT models, Mokken models are gaining popularity and recognition 

in the social sciences and psychology as an effective tool for constructing and evaluating scales, 

analysing data, and providing a more nuanced and inclusive interpretation of quantitative data 

[Brouwer, Meijer, & Zevalkink, 2013; Egberink & Meijer, 2011; Murray & McKenzie, 2013; 

Ommundsen, Morch, Hak, Larsen, & Van Derveer, 2002; Paap et al., 2013; Pernice, van der Veer, 

Ommundsen, & Larsen, 2008].

NIRT models d iffer from param.etric IRT models in a few key respects. Most notably, they relax 

some o f the stringent assumptions about non-linear behaviour o f response probabilities 

enforced by parametric IRT models (Sijtsma & Molenaar, 2002]. Parametric IRT models assume 

that ordinal data (e.g. Likert scales] can be interpreted as interval data. While this allows for a 

statistically robust interpretation o f data, it restricts items that do not have equal 

discrim ination. Often in social and psychological research, obtaining equal discrim ination is not 

an intended outcome of measurement items. It can be the case that items are intentionally 

d ifferent in order to cover a range of scenarios that could appear on the latent tra it (Wismeijer, 

Sijtsma, van Assen, & Vingerhoets, 2008]. Therefore, there is no need to require response 

curves to have equal shapes and slopes, as it is not assumed that they are equally 

discrim inating. The Mokken models do not conform to this assumption, allowing for items w ith 

a less regular response curve shape to be included in analysis w ith  transform ing the data. 

Furthermore, parametric IRT models are most effectively when applied to scales w ith  high 

numbers o f items (e.g. greater than 20]. When designing a child-centered quantitative measure, 

this study aimed to use a smaller number o f indicators to keep the survey as short and ‘child- 

friend ly ’ as possible. Most constructs were determined by only five or six indicators. Mokken 

models are appropriate for the evaluation o f short scales and also for small sample sizes, 

making it an ideal IRT model for developing and testing child-centered measures (junker & 

Sijtsma, 2001; Molenaar, 2001; Mooij, 2012].2't

in the current study, all items tested for Mokken scales are polytomous, meaning they have 

three or more possible response categories. When testing for fit w ith  a polytomous Mokken 

model, there are few additional terms and points that must be noted before proceeding w ith  a 

description o f the analysis techniques.

For a com prehensive discussion o f n on -p aram etric  vs. p aram etric  d istinctions, re fe r to: (R. R. M e ije r & 

Baneke, 2004; Rob R. M e ije r, Sijtsma, & Smid, 1990) .
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Scaling with polytomous data complicates the relationship between latent trait and item 

difficulty by adding an additional conditional probability: a] the probability of responding in a 

given category, and b) the probability of responding positively rather than negatively at a given 

threshold (Ostini & Nering, 2006]. In Mokken scaling, this problem is addressed by the 

incorporation of the concept of 'item  steps' (Ivo W Molenaar, 1991). For each item [/] with (m) 

steps, the response categories are divided into [m] ordered areas known as ‘item steps’. One 

could imagine a ladder with five stairs. There is a space between each stair, resulting in a total of 

four 'steps' to get from the bottom of the ladder to the top. The space between ordered 

responses on an item of measurem ent are referred to as 'item steps’, and are used to analyze the 

difficulty between response categories [e.g. strongly agree vs. agree]. In polytomous Mokken 

scaling, each item step is now treated as a new dichotomous variable whose difficulty is 

dependent on the following order of the item step parameters. The 'item steps’ rather than the 

items themselves are considered in terms of their difficulty [van Schuur, 2003]. The traditional 

item response function [IRF] used in dichotomous models is replaced with a Item Step 

Response Function [ISRF] [Sijtsma & Molenaar, 2002). For an item with five possible response 

categories, there are four item steps and therefore, four ISRFs. Plots of the regression of the 

observed item step scores against the rest score, which is the score of other items [k-1] without 

the score of g, can be used to check some of the assumptions of Mokken models.

A s s u m p t i o n s  o f  M o k k e n  M o d e l s

For a series of items to qualify as a Mokken scale, they must conform to a series of assumptions 

about the behaviour of item responses. To satisfy requirem ents for the most robust Mokken 

model, a doubly monotonous model, the items must meet assumptions for a) unidimensionality, 

b) local independence, c) monotonicity, and d) non-intersection. A description of these 

assumptions, the methods of testing for violations of the assumptions, and the significance of 

these on scale development is presented below. Once these assumptions are satisfied, the data 

has established a good 'fit’ to the model and total score can be used to order respondents on the 

latent trait.

A set of items is considered unidim ensional if all items measure the same latent trait or 

property. How to define and measure unidimensionality is debated among psychometricians. 

Slijtsma and Molennaar [2002] made a useful distinction to highlight two of the major 

interpretations of the assumption:

a] The psychological interpretation is that all of the items measure one thing, w hether  that 

be an ability or a construct.
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b) The mathematical interpretation says that only one latent variable is necessary to 

account for the inter-item associations in the empirical data.

Mokken models assume that a scale taps into one, dominant,  single trait, which determines how 

participants respond to items. It is important  to clarify that  this does not rule out the possibility 

of other dimensions existing within the measure, particularly with item sets. It means that  items 

fitting the model are unidimensional (Nandakumar, 1994). This is an important  distinction, 

particularly when operating from a theoretical recognition of the highly contextual world of the 

child. Unidimensionality does not assume that a measure assesses a single trait in a vacuum, 

independent  from other  underlying dimensions. Rather it assumes that ail items on a given scale 

are measuring the same latent trait. Similar to unidimensionality is the assumption of local 

stochastic independence of items on the scale. This is a technical way of saying that a 

participant's response to a given item is determined by the part icipant’s level on the latent trait 

and not by any other  items on the scale (Nunnally, 1978).

In this study, unidiniensionality and local independence were tested using Loevinger's 

homogeneity coefficient [Loevinger, 1948; Mokken, 1971). The scalability of each item pair 

coefficient [Hij) was calculated by the ratio of the covariance of the items / and j. From the item 

pair coefficients, the item scalability coefficients [Hi] and the total scalability coefficient (//) 

were calculated. Item scalability coefficients determine the extent to which an individual item 

'fits’ the total scale. It is suggested that items with an Hi of lower that  0.3 should be removed 

from the scale, as it does not adequately tap into the dimension being measured. Total scale 

coefficients with H < 0.3 are considered non-unidimensional.  Scales with H coefficients of 0.3 < 

0.4 are considered weak scales, 0.4 < 0.5 are moderate scales, and H > 0.5 classifies as a strong 

scale. Higher H values indicate that  ISRFs have s teeper slopes, which means that items are more 

able to discriminate among levels of the latent trait.

The assumption of m onotonicity states that the IRFs are non-decreasing. This means that 

participants with higher levels of a latent trait are more likely to endorse more ‘difficult’ items. 

For example, participants with a higher level of contact with migrant children (0) are more 

likely to obtain higher scores on statements related to contact with migrant children. 

Monotonicity was assessed for each item by replacing the unobserved latent trait value with a 

restscore (a sum score of all the items apart  from the item in question). The assumption holds 

when individuals with larger restscores are more likely to endorse the item. To evaluate this, a 

minimum size for rest groups [minsize) was defined by the researcher. If adjacent groups didn’t 

satisfy the minimum size, they were merged together. Large minsizes could result in too few 

restscore groups to effectively test for monotonicity, while very small minsizes could lead to
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violations due to sampling error  among participants, it is recommended that when working 

with samples of less than 250, the minsize should be set at approximately N/3 (Stochl, Jones, & 

Croudace, 2012). With the current  sample size of 196, minsizes were set at 55 to maximize the 

number of groups without  leading to false violations.

The three assumptions presented above satisfy the assumptions of the monotone homogeneity 

model (MHM) and are sufficient for many applications of NIRT. This project, however, aimed to 

meet  the assumptions of the more restrictive double monotone model [DDM]. DDM requires the 

satisfaction of one additional assumption: non-intersection. As the name suggests, this 

requires that  ISRFs do not intersect. For polytomously scored items, meeting this assumption 

requires additional an examination of item ordering. Invariant item ordering and non

intersection were checked by compiling a list of 110 violations. If significant violations appeared, 

they were analysed further to determine the severity of the violation and possible causes.

If a set of i tems meet the assumptions described above, they have satisfied the criteria for a 

Mokken scale. Perhaps more importantly for this project, the items have also undergone a 

rigorous and nuanced evaluation procedure. Items with weak discriminations and s trong 

discriminations have been distinguished. Items that a ren’t sufficiently homogenous with the 

others have been identified. Person fit statistics can be calculated, allowing for individual 

analysis if desired. The assumptions of Mokken models require measurement instruments  to 

adhere to high s tandards of reliability that classical test theory approaches cannot achieve. The 

results of the Mokken scaling analyses are presented in chapters five and six.

O r d i n a l  D a t a . T r a n s f o r m a t i o n s , a n d  t h e  A s s u m p t i o n  o f  N o r m a l i t y

In the social sciences, ordered response categories are widespread and found in most 

psychological, behavioural, and attitudinal measures. Despite the prevalence, on-going debate 

exists among psychometricians regarding the suitability of ordinal data for parametric 

statistical tests and CFA [Jamieson, 2004; Kuzon Jr, Urbanchek, & McCabe, 1996). Common 

arguments centre on ordinal data’s inability to meet  the stringent assumptions imposed by 

parametric  tests such as normal distributions. This is due to the nature of ordered response 

categories. Regardless of sample size, achieving a normal Gaussian bell curve with a four item 

Likert scale is inevitably more difficult that  with an equal scale variable such as age or  income 

(Lord, Novick, & Birnbaum, 1968).

Much of the raw data produced in this project was ordinal and had highly abnormal 

distribution. Many items featured only three or four response categories, making the 

achievement of normal distribution extremely unlikely. Furthermore,  items related to sensitive
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topics such as etiinic bullying were additionally skewed because of the content of the questions. 

The frequency tables presented in Chapters 5 and 6 demonstrate the abnormal response 

pattern to these items, as relatively few children reported bullying others or experiencing 

bullying. It was never the intention o f the researcher to achieve a normal d istribution w ith  

regards to items on topics such as bullying and perceived discrim ination. The aim was to 

capture an experience that is not necessarily widespread or symmetrical, but extremely 

im portant to identify, distinguish, and explore. Figure 5 shows the extremely abnormal 

d istribution of the raw data from one bullying item.

Figure 5: Skewed distribution o f an ethnic bullying item

Never ACKxi once a morth About once a weei Cverydev

How oft«n do you pick on somoon* bocauso of wh«r» they w o rt born?

Nonparametric item response theory analysis does not assume normal d istribution of the data, 

which is one of the many strengths o f an NIRT approach. Confirmatory factor analysis, Pearson 

correlations, and regressions do require m ultivariate norm ality to ensure an unbiased output. 

To prepare abnormally d istributed data for CFA and parametric CTT tests, a series o f 

transformations were performed and compared. Data underwent log, square root, and rankit 

transformations (Bland & Altman, 1996). Normality, variance, skew, and kurtosis were 

compared among the transformed variables and the original variables to determine the best 

option for analysis. In most o f the data, the rankit transformations were most powerful in 

adjusting the d istribution w ithout compromising the variance or the range. For the Mokken 

scaling analysis, original data was used for all items. For CFA, Pearson's correlations, and 

regressions, log transformed data was used. Slight deviations from norm ality remained in some 

of the data, even after undergoing transformations. The deviations were not large enough, 

however, to invalidate the data for CFA and parametric CTT tests [Carifio & Perla, 2008].
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C h a p t e r  4 :  F i n d i n g s  f r o m  t h e  C o g n i t i v e  I n t e r v i e w s

This chapte r  provides  an in-depth  looi< at the  cognitive in terview (Cl) procedure ,  the  data 

generated ,  and the  analysis which led to the  const ruct ion of the  pilot measure .  The aim of the 

cognitive in terview pre-test  was  twofold:

• First, it sought  to explore the validity and applicability of a wide  range of pre-tes t  

ques t ions  for inclusion in the pilot measure .

• Second, it served as tool for gather ing contextual,  in-depth quali tative data on in te r 

e thnic  re la tions  in mul ti -ethnic pr imary schools.

This chapte r  begins by consider ing the benefits and challenges of conducting cognitive 

in terviews wi th children.  Then, the  Cl approach  and analysis s t ra tegy adopted by this project  

are  presented.  The content  of the  pre-test  measure  is int roduced,  s t ructured wi thin the 

f r am ew ork  of Bro nfe nbrenner’s Ecological Model of the  Child. Next, each subsection of the  p r e 

tes t  measu re  is d iscussed in detail,  examining problematic i tems and consider ing s trategies  for 

revision o r  removal .  Given the  very  large am o u n t  of i tems included on the  pre- tes t  (92), not 

each item is d iscussed in detail. Problemat ic and revised i tems are  d iscussed and then a 

s u m m ary  table of the  i tems including identified problems  and solutions are  pre sent ed  for each 

subsection.  The chap te r  ends  by present ing the  pilot measure  items, informed by the  feedback 

from the  cognitive in terview pre-test .

4.1 - C o g n i t i v e  I n t e r v i e w s  w i t h  C h i l d r e n : C h a l l e n g e s  &  B e n e f i t s

The process  of responding to ques t ions  in a Cl style can be s t range for all participants,  

regardless  of age. We are not precondi t ioned to be aware  of the cognit ive processes  at  w o r k  as 

we respond to ques tions . Rather,  many  of us find answer ing  ques t ions  to be automat i c  and 

routine.  Therefore,  it is the responsibi li ty of the r e sea rc her  to make the  procedures  and 

expectat ions  of the  cognitive in terview abun da n t ly  clear to par t ic ipants (Drennan,  2003].  When 

conducting cognitive in terviews wi th children,  the  need for g ro u n d w o r k  and clarity is fur the r  

magnified.  Children, even more  so than adults,  a re  unacquainted  wi th the i r  cognitive p rocesses  

as they re spo nd  to ques t ions  (Woolley et al., 2006],  Particularly in the  context  of the  school,  

w h e re  the  expectat ion of silence is continually reinforced,  ' talking t h ro u g h ’ a re sponse  may feel 

especially foreign for some children.  In this setting, the onus  falls on the  r e sea rc her  to build 

r ap p o r t  wi th the child, make the  pu rpose  and expectat ions  of the  in terview explicitly clear in 

child-friendly t e rm s  and consistent ly reinforce the  message that  they interview is not  a test.
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A resea rc he r  also must  be mindful of the  cognitive deve lopmen t  of the  child when  consider ing 

this method.  The age of seven is w^idely recognized as a turning point  in child development ,  as 

chi ldren then en ter  into 'middle chi ldhood’ and acquire key logical skills such as reading and 

addi tional  language mastery  [Piaget & Inhelder,  1969).  Thus, it has been argued tha t  seven is 

the  age at  which chi ldren can reliably complete age-appropriate,  s t ructu red  ques t ionnaires  and 

surveys  (de Leeuw, Borgers,  & Smits, 2004).  Children par ticipating in this pre - tes t  ranged in 

age from seven to eleven. However,  the  ability to re spond  to survey i tems is dep e n d en t  on 

cognit ive ability, not merely age. As a researcher ,  it was  impor tan t  to be mindful tha t  age is not 

necessari ly a de te rm in an t  of a child’s ability to reliably re spond to survey items.

Despite the  challenges, the  use of cognitive in terviews for chi ld-based ques t ionnai re  design and 

validation has  been found to be highly effective. They allow for a thorough examination of the  

many com pon en t s  tha t  may contr ibute  to poor  validity in chi ld-based survey research including 

cognit ive in terpre tat ion,  inappropr ia t e  terminology,  genera t ional  cultural  differences, and item 

comprehension  [A. Bell, 2007; de Leeuw et al., 2004; Drennan,  2003).  When adminis tered  

carefully, cognitive interviews are  capable of captur ing a wide range of problemat ic  e lements  

inherent  in a pre-tes t  survey,  contr ibut ing to the  deve lopmen t  of a robust ly valid, chi ld-centred 

quant i ta t ive measure.

4 . 2  - C o g n i t i v e  I n t e r v i e w  A d m i n i s t r a t i o n  A p p r o a c h

There  are  many different methodological  tactics for conducting cognitive in terviews including 

think-aloud methods ,  probing methods ,  and re t rospect ive ques t ioning (Drennan,  2003).  

Keeping in line with the  flexible approach  to fieldwork, a flexible approach  to cognitive 

in terviewing was  also implemented.  Two main techniques  w e re  used in in the  cu rren t  study: 

the  th ink aloud method  and probing.

The th ink aloud method  is a par ticularly useful tool for unde rs tand ing  cognitive processes,  as it 

al lows re sea rc her s  to discover w h e th e r  chi ldren are  in terpre t ing i tems as intended,  as well as 

uncover  factors tha t  guide thei r  decision making process. It achieves  this by asking par t ic ipants 

to verbal ize the ir  thoughts  as they re spond  to a quest ion,  making the  cognitive processes of 

comprehension,  retr ieval of re levant  information,  decision, and response  a p p a ren t  to the 

re sea rc he r  (Ericsson & Simon, 1980; Willis, 2005).  However,  the  think aloud me thod  can be 

difficult for some participants,  par ticularly children,  as they may feel unable to proper ly  

art iculate the i r  thought  processes  as they answ er  a ques t ion (Drennan,  2003).  Fur thermore ,  

this technique is particularly sui ted to chi ldren who are vocal and comfor table shar ing their  

thoughts  and opinions,  but  is not  necessari ly the  bes t  approach  for o ther s  w h o  may be shy in an 

in terview setting.
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The probing technique is broader  and more flexible than the 'think aloud’ method. It involves 

asking additional questions after a survey item to gain a deeper  understanding of the cognitive 

interpretation of items (Willis, 2005). This method is far more conversational than the think 

aloud method and thus, more comfortable for many child participants. A preliminary list of 

probe questions was created prior to beginning fieldwork. The scripted probes were based on a 

framework set out by Miles and Huberman [1994] and included the following types of questions:

• Comprehension probe: "What does ‘bullying’ mean to you?”

• Paraphrase probe: "How would you say that  if you were talking to one of your  friends?”

• Specific probe: "Why do you think that he likes to play by himself at yard time?

• Process probe: "Can you tell me how you decided that  answer?”

• Elaborative probe: "Could you tell me that story?”

These questions helped to spark conversations with children, to gain additional information on 

how children comprehended an item, and to ensure that the researcher  was interpreting a 

child’s response accurately. Additional, unscripted probes were used in situations where the 

predefined scripted probes were inapplicable

4 . 3  - C o g n i t i v e  I n t e r v i e w  A n a l y t i c  A p p r o a c h

As with other  forms of qualitative data, there is not a clear, standardized method for analysing 

cognitive interview data (Drennan, 2003). The current  study built off of analysis approaches 

proposed by Willis (2005) and Knafl et al [2007), involving three stages of analysing and 

reviewing cognitive interview data. The purpose of the analysis was to guide decisions 

regarding the inclusion, revision, or omission of items.

First, after transcribing the interview verbatim, an interview level review was conducted. This 

involved reading an interview in its entirety, flagging potentially problematic items, and making 

a few notes about  the participant’s overall understanding of, and experience with the measure. 

Second, an item-level review was conducted, which involved collecting all of the qualitative data 

for each individual item to holistically explore interpretation, wording issues, and response 

patterns for each item on the pre-test. This served to distinguish between well-functioning 

items and potentially problematic items. Finally, a short, descriptive summary of each item was 

constructed. This included a description of the item, classified any problematic issues that the 

item had, and made a recommendation for inclusion, revision, or omission based on these issues. 

A list of problematic issues was developed to guide the classification of pre-test items:
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• Wording issues: Children did not understand specific words in the item or what the 

question was asking.

• Interpretability Issues: Children interpreted the question in different ways, suggesting 

that the item is ambiguous or vague, or they interpreted the item in a way other than 

what  was intended by the researcher

• Content Issues: The content of the items or the underlying construct was inappropriate, 

inapplicable, or offensive.

• Redundancy: The item was redundant  with another item on the measure.

• Administration Issues: Items which were problematic for administering a pen and paper 

pilot questionnaire.

These classifications were based on some of the key problems identified in the cognitive 

interviewing literature, as well as problems specific to the current  measure [Knafl et al., 2007; 

Latcheva, 2011; Shariff-Marco et al., 2009).

4 . 4  - A d m i n i s t r a t i o n  P r o c e d u r e

All cognitive interviews were conducted face to face, in an area provided by the school. As 

mentioned in chapter three, one school did not consistently have a private space for interviews, 

so there were occasional disruptions to the process in this school. Interviews were audio 

recorded, after obtaining consent from the child.

Prior to each interview, 1 re-explained the aims of the research and the purpose of the project. 

Emphasis was placed on the fact that I was designing a survey and 1 needed help from children 

in order  to make it as ‘child-friendly’ and appropriate as possible. Children were reminded that 

they could stop the interview at any time, skip any questions that  they didn’t want  to answer, 

and ask questions whenever  they arose. 1 reminded them that  this was not a test, and the best 

answer  that they could give would be an honest answer. 1 then provided them with an example 

of a ' think aloud’ response to a question.

Children were provided with their own copy of the questionnaire so they could follow along and 

provide feedback on the format. Some children wanted to fill the questionnaire out manually 

during the interview, which 1 permitted as it seemed to enhance their enjoyment of the process:
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Interviewer: Would you say that you have fun at school out of these three?

Brian: (pause) Do I have to vi^rite it?

Interviewer: No, you can just say.

Brian: 1 th ink I would like to w rite  it.

-R209, multigenerational Irish boy, th ird  class

In addition to the questionnaire, children were also provided w ith  visual prompt cards that 

displayed the response categories in large, bold letters. A total of four prompt cards were used, 

which corresponded w ith  the response categories available for closed format questions.E ach  

item was read aloud and most were followed up w ith  probe questions. This made the interview  

more conversational and comfortable for the participants. Some children welcomed the 'th ink 

aloud’ approach and were clear and explicit in the ir decision-making processes throughout the 

interview. Others were less comfortable w ith  this approach and probe questions were relied 

upon more heavily in these interviews to elicit additional information.

4.5 - P r e - T est  M e a su r e  a n d  Co g n it iv e  I n t e r v ie w  A n a lys is

The content o f the pre-test measure was informed by existing qualitative research on the nature 

o f inter-ethnic relations in Irish prim ary schools, and by personal experience conducting 

qualitative research on one o f these projects [Bryan, 2009a; Curry et al., 2011; Deegan, Devine, 

& Lodge, 2004; Devine & Kelly, 2006]. Following guidelines recommended by Furr [2011), all 

underlying constructs were articulated and conceptualized p rio r to item construction and 

arranged coherently in Bronenfrenner’s ecological framework. As is recommended for 

pretesting, the in itia l selection of items was 'over inclusive’ [Clark & Watson, 1995) and 

consisted o f a m ultitude of items arranged in nine sections. Table 7 presents an overview o f the 

measure and items arranged by section.

Prom pt cards are included in Appendix B.
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Table 7: Overview o f  the pre-test measure arranged by section and items

Section A: School 8 ques tions  on length of  t im e in c u r re n t  school, en jo y m en t  of school, and  
a t t i tu d e  to w a rd s  a m ult icu l tu ra l schooling env ironm ent.

Section B: Classmates 23 o p en -ended  ques tions  asking ab o u t  w ho ch ild ren  sit next to in class, w ho  
they  play w ith  a t  yard , out-of-school tim e contac t w ith  classm ates ,  c lassm ate  
preferences,  and  bullying questions.

Section C: Inter-ethnic 
Contact

18 ques tions  on ch i ld ren ’s levels of con tac t  with  ch ild ren  w ho w e re  bo rn  in 
Ireland and  ch ild ren  w ho  w e re  b o rn  ou ts ide  o f  Ireland. All ques tions  had 
Likert style re sp o n se  categories: a) Never, b] About once  a month , c) A few 
tim es a m onth ,  d] A few tim es  a week, and  e) Everyday. It also included a 
ques tion  asking ch ild ren  w h e r e  th e ir  bes t  friends w e re  from.

Section D: Bullying 6 ques tions  on bullying behav iou r  in school, w ith  a focus on e thn ic  bullying. 
Questions focused on bullying o thers ,  get t ing  bullied, and  w itness ing  o the rs  
getting  bullied. Children w e re  first asked  if they  had exper ience  with  the  form 
of bullying and  if the ir  re sp o n se  w as  yes, they  w e re  a sk ed  an additiona l series 
of ques tions  specifying the  type of bullying beh av io u r  and  the  ta rge t  of the  
bullying behaviour.  Additional ques t ions  looked a t  location of bullymg and 
personal  resp o n se s  to bullying.

Section E: 
Neighbourhood

6 ques t ions  on ch i ld ren ’s en jo y m en t  o f  th e ir  ne ighbourhood ,  th e ir  social 
re la tionsh ips  in the ir  ne ighbourhood ,  and  the  ethn ic  com position  of the ir  
neighbourhood .

Section F: Attitudes 
towards migrants 
(majority group only)

12 ques tions  on a t t i tu d e s  to w a rd s  migrants,  including bo th  positive and 
negative s ta tem en ts .  Items w e re  p re se n ted  in a Likert style fo rm at with  the 
following re sp o n se  categories; a) Not true ,  b) T rue  som etim es ,  and c) True 
m os t of the  time.

Section G: 
Discrimination and 
Difflculties

10 ques tions  on children 's  pe rcep tion  of d iscrim ination .  All ques t ions  had 
Likert style re sp o n se  categories: a) Never, b) A few times, and  c) Many times.

Section H: Free time 4 ques tions  on ch ild ren 's  free t im e activities including involvem ent in 
s t ru c tu re d  o u t  of  school t im e p rogram m es.

Section I: You and your 
family

6 ques tions  on ch ild ren 's  family s truc tu re ,  religion, b ir th  country , and  
p a re n ts '  b ir th  countries.

Two vers ions  of the  pre-test  measure  w e re  constructed;  one for use with muit igenerat ional  

Irish chi ldren and one for use wi th minori ty  children. The only difference be tw een  these  two 

measur es  was  the  inclusion of an 'a t t i tudes t ow ards  migran ts ’ section on the  muit igenerat ional  

Irish ques t ionnaire .  Existing quali tative research in the  local context  es tabl ished that  some 

majori ty group chi ldren held s tereotypical  a t t i tudes  t ow ards  migrants  tha t  are  m ore  commonly 

espoused  by adul ts  [i.e. migrants  take jobs from Irish people] [Curry et al., 2011).  These 

ques t ions  w e re  included to assess  the extent  to which these beliefs w e re  p re sen t  among 

majori ty group children.  They we re  not  appl icable for use with minori ty  children,  and thus  we re  

not included in the i r  version of the pre-test  measure .

One overarching aim of the  project  was  to design a measur e  tha t  was  broad and cohesive, 

captur ing many dimensions  of inter -e thnic in teract ion both in and out  of school time.
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B r o n f e n b r e n n e r ’s Ecological Model  o f  th e  Child ( 1 9 7 9 ]  w a s  u s e d  as a co n cep tu a l  f r a m e w o r k  for 

t h e  des ign  of  t h e  q u e s t i o n n a i r e ,  as  it p ro v id e d  a c o m p r e h e n s i v e  a n d  i n t e r c o n n e c t e d  con tex tua l  

s t r u c t u r e  for  i t em d e v e lo p m e n t .  As d i sc us se d  in c h a p t e r  two,  B r o n f e n b r e n n e r ’s m odel  

r ecogn ize s  th e  s y s t e m  of  r e l a t io n s h ip s  t h a t  form a ch i ld’s de v e l o p m e n t a l  e n v i r o n m e n t .  T h e s e  

s y s t e m s  a r e  o ve r l appin g ,  in te rac t ive ,  a n d  inf luent ia l  on a ch i ld’s d e v e lo p m e n t .  Ho weve r ,  th e  

chi ld is n o t  pa ss i ve  in th i s  mo de l ,  as  he o r  she  also reciproca l ly  in f luences  a n d  i n te r a c t s  w i t h  th e  

s y s t e m s  ( B r o n f e n b r e n n e r  & B r o n f e n b r e n n e r ,  2009) .

The  initial c o n s t r u c t i o n  of  p r e - t e s t  i t e m s  w a s  ba se d  on thi s  in t e r ac t iv e  m ode l  o f  d e v e lo p m e n t .  

T h e  a im w a s  to  inc lude  q u e s t i o n s  t h a t  w o u ld  ev a lu a te  c o m p o n e n t s  f rom all four  ' l ayers '  o f  the  

ch i l d’s e n v i r o n m e n t :  the  ind iv idua l  level, th e  m ic r o s y s t e m  [school,  family, p ee rs ) ,  th e  e x o s y s t e m  

( n e i g h b o u r h o o d ,  w i d e r  c o m m u n i t y ) ,  a n d  th e  m a c r o s y s t e m  (a t t i t u d e s  a n d  ideologies  of  the  

cul ture ) .  Ta bl e  8 p r e s e n t s  th e  s u b s e c t i o n s  of  th e  m e a s u r e  a n d  t h e  c o r r e s p o n d i n g  laye rs  f rom 

t h e  ecological  model .  As can be  seen,  a p a r t i c u la r  se t  o f  q u e s t i o n s  could be  appl ic ab l e  to m o r e  

t h a n  o ne  e n v i r o n m e n t a l  layer.  For  example ,  th e  i n t e r - e th n i c  con ta c t  i t e m s  a s s e s s e d  casua l  

fo r m s  of  c o n ta c t  ( t h a t  could t a k e  p lace  on th e  e x o s y s te m  level),  as  wel l  as  m o r e  i n t i m a te  fo rm s  

of  con ta c t  ( t h a t  could tak e  p lace  on the  m i c r o s y s t e m  level).

Table 8: Sections o f the pre-test measure arranged by the Ecological Model fram ew ork

Ecological layer C orresponding section  from the pre-test m easure

Individual (age, gender,  
ethnicity, religion)

Section I: You and your  family

M icrosystem  (family, church, 
school, peers)

Section 1 : You and your  family 
Section C: Inter-ethnic contact 
Section D: Bullying 
Section B: Classmates 
Section A: School

Exosystem  (neighbourhood, 
social services, wider 
community)

Section C: Inter-ethnic contact 
Section H: Free time 
Section E: Neighbourhood

M acrosystem  (att i tudes and 
ideologies of the culture)

Section G: Attitudes towards migrants 
Section F: Discrimination and difficulties

In total ,  t h e  p r e - t e s t  m e a s u r e  for  m u l t i g e n e r a t io n a l  Irish ch i ld ren  inc lud ed  93  i tems ,  whi le  t h e  

m e a s u r e  for  m in o r i t y  ch i ld re n  inc lu ded  81 i tems .  Each v e rs i on  w a s  a d m i n i s t e r e d  a long  w i th  

four  w e l l - es tab l i sh ed ,  s t a n d a r d i z e d  o u t c o m e  m e a s u r e s :  t h e  Olweus  Bully Victim Q u e s t io nna i r e ,  

t h e  P ie rs  H a r r i s  Se lf -Concept  Scale, th e  P e r c e p t i o n s  of  Racism in Chi ldren  a n d  Youth Scale, a n d  

t h e  D epres s ion  Self-Rat ing Scale. T h e  r e m a i n d e r  of  th e  c h a p t e r  looks  a t  t h e  p r e - t e s t  m e a s u r e  in
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detail,  pre sent ing the  cognitive in terview data and evaluat ing each i tem in t e rm s  of its 

ap p rop r i a teness  for inclusion in the  pilot.

S ec t io n  A: S c h o o l

Section A served as an in troduct ion to the  interview and included broad quest ions about  

chi ldren’s schooling experience.  In addi tion to the closed format  quest ions,  a few open-ended 

ques t ions  w e re  asked to get chi ldren comfor table wi th the in terview process.  These ques t ions 

w e re  included as ice-breakers  ra th e r  than as pilot test  quest ions.  The section contained the 

follow quest ions  and re sponse  ca tegories  (in parenthesis):^^

• W hat class are you  in? ______________

• H ow  long have you  b een  go in g  to th is  s c h o o l? __________________

• Do you enjoy b e in g  at school?  (most o f the time, sometimes, never)

• Do you have fun w h e n  y o u ’re at school?  (most o f the time, sometimes, never)

• Do you  feel com fortab le  w h e n  y o u ’re at school?  (most o f the time, sometimes, never)

•  Do you feel like you b e lon g  at this school?  (most o f the time, sometimes, never)

• T here are p eop le  from all ov er  the w orld  w h o  go to yo u r  school.  How do you feel about go in g  to 
sch oo l  w ith  people from all ov er  the  world? (I like it, I don't like it, I don't mind it either way)

•  W hat do you  usually  do  during yard t i m e ? ____________________

On the whole,  the  school-based ques t ions  w e re  s t ra ight forward and most  children 

com pre hended  them in the in tended manner .  There  was  some confusion wi th wording  on the 

item ‘h ow  long have you been going to this school’. Most chi ldren found it easier  to re tr ieve the 

class y ea r  whe n  they s t ar t ed  at the  school ra th e r  than calculate the  n u m b er  of years  tha t  they 

had been in the  school.

Interviewer: And h ow  long have you been going to this school?

Mike: Since first class. So 1 guess for 3 and a half years.

— R102, second genera tion  Nigerian boy, fo u r th  class

Interviewer: And h ow  long have you been going to school here?

Jackie: Um, 1 d o n ’t really know.

Interviewer: OK. When did you s tar t  going to school here?

Jackie: junior  infants.

— R204, m uitigenerational Irish girl, th ird  class 

Questions without response categories are open ended
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When asked about enjoyment of school, children often considered a range of school-time 

features including academic work, social elements, and teachers when selecting the ir response.

Interviewer: When I ask a question like "do you enjoy school” , do you th ink mostly about 

schoolwork?

Laura: No, I th ink about my friends as well.

—R301, multigenerational Irish g irl, second class 

Interviewer: And would you say that question any differently?

Juliana: 1 don’t get what you mean by differently.

Interviewer: So for instance, would you -  do you th ink that a question like "do you enjoy 

being at school" and a question like "do you like school" -  do you th ink those are the 

same or different?

Juliana: 1 th ink it would be like the same. Yeah. 1 th ink it ’s the same because it's just like, 

because it says like "would you like being at school" and that one says "do you enjoy 

school” -  tha t’s kind of just like the same. 1 say I enjoy school most of the time because I 

like school most of the time.

—R109, second generation Brazilian g irl, fou rth  class

The question that had the most varied, subjective response pattern was 'do you feel comfortable 

at school’. Children seemed to have different ideas of what made them 'uncomfortable’, ranging 

from physical to emotional discomfort, suggesting a problem w ith  interpretability.

Interviewer: Is there some time you don’t feel comfortable at school?

David: I f  I’m mostly in trouble.

—R104, f irs t  generation Nigerian boy, fou rth  class

Interviewer: OK. And do you feel comfortable when you’re at school?

Najea: (pause) sometimes.

Interviewer: Sometimes? Ok. And what are some things that make you uncomfortable at 

school?

Najea: Eh, (pause) doing history, current events.

—R207, f irs t  generation Nigerian g irl, th ird  class 

Interviewer: When are you comfortable at school?
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Megan: When we do show and tell, we’re comfortable because we sit on the cushions 

and then there’s not really another time when we’re comfortable except during golden 

time when we can go to lib ra ry and read some books.

—R204, multigenerational Irish g irl, th ird  class

Interviewer: And what do you th ink that this question means? There’s not a right or 

wrong answer. I’m just curious (referring to ‘do you feel comfortable at school’ 

question).

]essika: Um, yeah, sometimes. Because I d idn 't know how to speak English but my mom 

or my dad they just put me in this school and I didn’t feel very comfortable here but then 

I got used to it.

— RliO , f irs t  generation Angolan g irl, fourth  class

Another item that raised d ifficu lty in this section was 'do you feel like you belong in this school?’ 

The item had issues w ith  regards to wording, in terpretability, and content, as some children 

d idn ’t know the word, others interpreted it in varied ways, and some couldn’t explain the 

reasoning or process behind the ir response.

Interviewer: And would you say you feel like you belong when you’re at school?

Jackie: No.

Interviewer: Ok. Why not?

Jackie: Eh, I just th ink so. I don’t really know why but I just th ink so.

—R208, multigenerational Irish g irl, th ird  class 

Interviewer: So what do you th ink that question means?

Shane: So like, if  you th ink you belong in school or if  you want to stay at home.

—R313, multigenerational Irish boy, second class

Interviewer: OK. So would you say that you feel like you belong at this school?

Eoin: What does that mean?

— R304, multigenerational Irish boy, second class

Two questions were presented in an open-ended response format: 'what makes you feel good at 

school’ and 'what do you do at yard tim e’. These items were included as ice-breakers for the 

pretest and would not be applicable for the content or adm inistration format o f the pilot 

measure. Overall, three schooling items were retained as is, two items were revised for
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inclusion on the  pilot, and th ree  i tems w e re  removed.  Table 9 p resen ts  a s u m m a ry  of the 

schooling items.

Table 9: Revision o f  the 'school’ i tem s based  on cognitive in terv iew  da ta

Pre-Test Item Problem atic Issues Solution Pilot Item  
(if applicable)

What class are you in? None N/A What class are you in?

How long have you been  
going to this school?

Wording Revision, including 
closed format 
response categories

When did you start at this 
school?

Do you enjoy being at 
school?

None N/A Do you enjoy being at 
school?

Do you have fun vi^hen 
you’re at school

None N/A Do you have fun when  
you’re at school?

Do you feel comfortable 
at school?

Interpretability Revision Do you feel happy when  
you're at school?

Do you feel like you  
belong at this school?

Wording, content,  
interpretability

Omission N/A

Hom  ̂do you feel about 
going to school with 
people from all over the 
world?

Administration, content: 
Item not relevant to 
final measure

Omission N/A

What do you usually do 
at yard time?

Administration, content: 
Item not relevant to 
final measure

Omission N/A

S ection  B: Classm ate s

Section B included 23 open- en ded ques t ions  abo ut  chi ldren’s c lassmates  and the  var ious  ways  

that  they interact ,  both in and out  of school. Children we re  asked a ques t ion [i.e.: w ho  do you sit 

next  to in class?; wh o  do you invite over  to you r  house?) and w e re  a l lowed to list as many 

c lassmates  as they wanted.

While these  pee r  nominat ion ques t ions  w e re  tes ted  for inclusion in the  pilot, it w as  decided to 

remov e these  i tems pr ior  to the  pen and pap e r  survey due to several  ethical and administ rat ive 

issues. From an ethical s tandpoint ,  the inclusion of pee r  nominat ion i tems on the  pilot 

ques t ionnaire  would  have necess itated  the  genera t ion of class lists for the  pu rp o se  of analysis. 

As not  all chi ldren and paren ts  gave consent  for participation,  this would  have presen ted  an 

ethical hurdle.  Fur thermore ,  pr incipals  and teachers  may have been hes i tant  to re lease  class 

informat ion to a researcher ,  as it could be  perceived as a breach of conf identiali ty and requires  

addi tional  effort on the  par t  of the  school.  From an adminis t ra t ion  s tandpoint ,  including the 

sociometric i tems on the  pilot wou ld  have significantly increased the  t ime needed  to complete 

the  a lready lengthy measure ,  as it requ ire s  chi ldren to re spon d in open -ended format  ra ther
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than simply tick boxes. The younger children in the sample are in the early stages o f acquiring 

w riting  skills, and may not have been able to respond to these questions w ith  efficiency and 

ease. From a researcher’s perspective, conducting sociometric analyses on the dataset would 

have required the acquisition of additional software and a substantial time commitment during 

an already extensive analytic stage. Finally, a main aim of the research was to design a practical 

measure of inter-ethnic relations that is appropriate for use applied settings such as schools and 

after-school programs. Interpretation of sociometric questions is not stra ightforward and 

would likely be cumbersome and labour-intensive for many practitioners in an applied setting 

(Cillessen, 2009). Therefore, it was decided to om it the sociometric questions from the pilot 

survey. While these items were not used in the quantitative validation of the new measures, the 

qualitative data generated by these items during the pre-test offered detailed inform ation on 

the nature o f children’s inter-ethnic relations and served to build construct validity.^^

S e c t i o n  C: I n t e r - e t h n i c  c o n t a c t

Children’s friendships are known to be fluid, dynamic, and often changing (Ahn, 2011; Bowker 

et al., 2006; Cairns, Leung, Buchanan, & Cairns, 1995]. This has been w idely reported in the 

lite ra ture and was reinforced through qualitative findings on this current study.

Lana: Weil it ’s kind o f confusing because this g irl called Alex in my class and this girl 

called Diana in my class, they -  they’re not friends anymore. Like a vase -  like Alex’s on 

one vase and Diana’s on the other vase and then it breaks and so we have to find a way 

to fix it.

Interviewer: So what happened? I thought they were best friends?

Lana: Yeah they were but then we were doing work, Alex drew a picture o f Diana and it 

wasn’t really a nice picture and then Diana told and then Alex was like "why did you 

need to tell on me”? So now they’re not friends anymore.

--R108, second generation Nigerian g irl, fourth  class

There was also a tendency among some o f the younger children, in particular, to assign the label 

o f ‘friend’ to everyone in the ir class or greater social network.

Interviewer: Who are your best friends in class?

Tara: Everyone cause I don’t have -  it w ouldn 't be fa ir then.

A com plete  list of peer nom ination questions is included in Appendix B
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--R303, multigenerational Irish girl, second class

Interviewer: Who are your  friends in class?

Rian: Everyone. Yeah... like we’re all friends.

— R310, multigenerational Irish boy, second class

It may be t rue that these children conceptually identify all of their classmates as friends. 

However, it is difficult to measure the true nature of inter-ethnic relations and friendship when 

children include all of their peers, including those who they don’t regularly interact with, under  

the umbrella o f ‘friendship’. This tendency towards labeling everyone as a ‘friend’ was also 

evident in problematic peer  relations, including situations of peer  exclusion, teasing, or 

maltreatment.

Well they just say things about  me and she’d talk about me and talk about  Lina. And 

sometimes she’d say mean things to Lina but Lina wouldn’t tell because we, like, are 

friends with her but she just keeps annoying us.

— RlOl, second generation Nigerian girl, fourth class

And cause before my friends used to, to call me names in first class and call me ' show off. 

— R305, multigenerational Irish boy, second class

They’re like best friends so they started to play by themselves and then they didn’t want  

me to play with them but  I’m still friends with them.

— R208, multigenerational Irish girl, third class

There’s this girl, she’s my friend. She said 1 need to be on a diet and she poked me with a 

stick on my belly and she pushed my hair down.

— R109, second generation Brazilian girl, fourth  class

Given the broad, all-inclusive, and often changing nature of many friendships among children, it 

was decided to a t tempt  to measure inter-ethnic relationships on the basis of something more 

concrete, tangible, and quantifiable. The contact section aimed to capture inter-ethnic contact 

between children, ranging from more common types of contact [talk together  in school] to more 

intimate forms of contact (play over at someone’s house). Rather than rely on terms and labels 

which are widely open to subjective interpretation, the contact section asked children how often 

they engaged in certain activities with their peers. Of course, subjective interpretation 

influences these i tems as well, but they aim to capture behavior rather  than sentiment.
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Furthermore, deciding how to word the measure of inter-ethnic contact was one o f the biggest 

obstacles of the design process. Previous research has relied on terms such as ‘Irish ’ or ‘native’ 

to describe m ajority group children and ‘m igrants’ or ‘newcomers’ to describe m inority  group 

children (Curry et al., 2011; Smyth et al., 2009). However, these terms are no longer suitable for 

describing inter-ethnic relations in Ireland. Over the past five years, children of migrants have 

entered the school system as Ireland’s firs t wave of second generation migrants. They are not 

migrants, nor are they newcomers. They were born and raised in Ireland. They self-identify as 

Irish and speak w ith  Irish accents. Some have never been to the ir parents’ home country. This 

society is what they know and what they identify w ith. Therefore, relying on term inology 

employed in previous studies o f inter-ethnic relations among children in Ireland would have 

been inaccurate.

This problem was compounded by the fact that much of the child-based inter-ethnic research in 

Ireland up to this point has been qualitative. There is not a precedent for how to describe the 

complex gradations of national and ethnic identity in succinct terms w ith  children. For example, 

how should a quantitative measure describe m inority children on a measure o f inter-ethnic 

contact? W ith adult populations, it would have been possible to rely on words such as ‘m igrant’ 

and 'second generation m igrant’ when asking questions about contact and social behaviour.

With children, however, these terms are not cognitively appropriate, nor are they principled. 

Children are in the process of navigating and defining the ir own personal and social identities. 

Many of the second generation m igrant children 1 spoke w ith  self-identified as Irish, not as 

'N igerian-lrish' or 'Moldovan-Irish'. In fact, 'second generation m igrant’ was not a term that was 

personally employed by any of the children in the study. Therefore, relying on it as a term in a 

quantitative measure would have been cause for confusion, and also could have imposed a 

classification on certain children when they had not yet considered the issue for themselves.

In try ing to find a child-friendly and respectful way o f distinguishing between contact w ith 

multigenerational Irish children and m inority  children, I considered asking children about the ir 

levels o f contact w ith  children whose parents were from outside o f Ireland. However, when 

in itia lly  exploring children’s level of understanding of the ir peers national and ethnic 

backgrounds, 1 discovered that this would not be an adequate solution to the problem of 

assessing contact.

Interviewer: OK. And do you know if  all o f the ir [classmates) parents are born in Ireland?

Megan: Um, I don’t know.

--R204, multigenerational Irish g irl, th ird  class
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Interviewer: And out of your friends, do you have any friends whose parents were born 

in Ireland too?

Malik: Not that  sure. 1 think ]ennifer’s mom was born in Ireland, I’m not sure.

— R103, second generation Nigerian boy, fourth  class

Interviewer: And are his parents from Ireland, too?

Jackie: 1 don’t know because I’ve never asked.

— R208, multigenerational Irish girl

Interviewer: So would you know where most of your  friends’ parents were born?

Lana: (pause) Well, if 1 look at their faces 1 think 1 might know.

— R108, second generation Nigerian girl, fourth  class

As these examples show, measuring inter-ethnic contact on the basis of friends’ parents’ 

national backgrounds would have been convoluted and complicated at best, and unreliable and 

mis-informative at worst. With classmates and friends, however, children showed a higher level 

of sophistication with regards to knowledge of ethnicity and national background.

Interviewer: And is she from Brazil as well?

Juliana: No. She was born in Angola but moved to Portugal.

— R109, second generation Brazilian girl, fourth  class

Well, Lina is Irish but her  dad is from Moldova and her  mom is Chinese.

— RlOl, second generation Nigerian girl, fourth  class

Krystal is from Africa and so is Damien. 1 think Ahmed is from... Egypt.

— R202, multigenerational Irish boy, third class

Even when children were confused as to the actual country of origin, they were typically 

cognizant of which classmates had migrant backgrounds.

1 think he is from Australia. He still has like white skin though and his mom is from Australia. 

Or from Africa. I don’t know. You know how you get places like India and Africa and 

Australia mixed up? Cause they kinda all have "A”s.

— R315, fir s t generation Pakistani girl, second class
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Interviewer: Is there anyone else in the class from somewhere different?

Cormac: Fatima's a Libyan. Ali is a Libyan, 1 think. And Sofia is from a place that I don’t know.

That’s it.

—R307, multiger}erational Irish boy, second class

Olu is from -  I don't exactly know where Olu is from. And Najea is from -  I don’t exactly

know where they’re from. Cause I’m not -  I know where they’re from, I just can’t say it.

—R201, multigenerational Irish g irl, th ird  class

Therefore, it was decided to approach measuring inter-ethnic contact by asking children how 

often they engaged in certain activities w ith  children 'born in Ireland’ and children 'born outside 

of Ireland’. While this approach is not a true measure o f'in te r-e thn ic  contact' in the purest sense, 

as it is inclusive of children born in Ireland to ethnic m inority  parents, it is capable of accurately 

capturing levels of contact w ith  migrant children, and w ith  second generation m igrant /  

multigenerational Irish children.

Two scales comprising o f the same nine activities were created, one w ith  the introduction: "I'd 

like you th ink about how often you do these activities w ith  someone born in Ireland” and the 

other w ith  the heading "Now I'd like you to th ink about how often do you these activities w ith 

someone born outside of Ireland". These items were designed to fit a Mokken scaling model, 

meaning that they increase in 'intensity' from common forms o f contact to more intimate forms 

of contact. Each item was presented w ith  five possible response categories: a) Everyday, b) A 

few times a week, c) A few times a month, d] About once a month, and e] Almost never. The 

activities included:

• Talk together in school?

• Play together in school?

• Play together on the yard?

• Play sports together?

• Talk together outside of school?

• Play together outside of school?

• Talk on the phone or text?

• Invite over to your house?

• Go play over at their house?
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Overall, there were no serious interpretability issues with the school-based contact items. They 

were straightforward and most of the children cognitively processed them in the way that that 

researcher expected.

Interviewer: How often do you do talk with someone born outside of Ireland in school? 

And you could just let me know what you’re thinking and how you’re thinking through 

the question.

Emma: Well, I’m not sure because if I get paired up, well, kind of get paired up with other 

people. So uh, a few times a month. 1 got paired up with Bezit so yeah, probably a few 

times a month.

Interviewer: OK. And play together in school?

Emma: Yeah, well, I play with my friend Paula so probably that one- a few times a week. 

— R201, multigenerational Irish girl, third class

interviewer: So the next question -  playing together outside of school?

Gill: Probably never because I never would see them outside of school.

— R312, multigenerational Irish girl, second class

Despite the a ttem pt to be straightforward in item wording, there were some instances when 

children would understand the question in a way that had not been intended.

Interviewer: So how often would you talk to someone who was born in Ireland in school?

Kevin: Someone born in Ireland in school? Well mostly lots of people in my class were 

born in Ireland.

Interviewer: So like every day then? Would you talk to someone every day?

Kevin: (silence)

Interviewer: Is it a confusing question?

Kevin: Well, not really every day because Saturday and Sunday I don’t really talk to 

anybody from class so I’m not sure.

— R104, second generation Nigerian boy, fourth  class

Problems of redundancy emerged with one pair of items; play together at school and play 

together on the yard. These statements were interpreted the same way, as children typically 

only played on the yard during school time.
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Interviewer: And how about  play together in school?

Sean: (points]

Interviewer: A few times a week?

Sean: Yeah

Interviewer: And how about  play together at yard?

Sean: (points)

Interviewer: A few times a week?

Sean: Yeah

Interviewer: And is that question the same as the one 1 asked before -  play together at 

school and play together  on the yard?

Sean: Yeah because when we play together at school, w e ’re usually on the yard.

— R210, multigenerational Irish boy, third class

Interviewer: Is playing together  in school and playing together  on the yard the same 

thing, do you think? Or are they different?

Fatima: Same thing.

— R306, first generation Libyan girl, second class

The item ‘talk on the phone or text’ presented content problems, as very few children in this age 

group reported talking on the phone or texting with their friends or peers.

Interviewer: And talk on the phone or text?

Emma: Never. 1 don’t really know.

--R201, multigenerational Irish, third class 

1 never do that. 1 don’t even have a phone.

— R209, multigenerational Irish boy, third class

Interviewer: And what  about  talk on the phone or text?

Lana: 1 don’t really have a phone but I’m getting one for my birthday.

— RW8, second-generation Nigerian girl, fourth  class
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The question related to playing sports was also not applicable for many children. Sometimes 

this was based on gendered free-time activities, while others only played sport  at school on the 

yard, which is covered in the ‘play together on the yard’ item.

Interviewer. And play sports?

Juliana: Well, 1 don’t really do it. Like, girls don’t play sports. It’s mostly boys.

— R109, second-generation Brazilian girl, fourth  class 

We play football on the yard. So a few times a week, I guess.

— R202, multigenerational Irish boy, third class

Questions related to out of school contact were equally interpretable in terms of wording and 

content for the majority of children.

Interviewer: And invite over to your house?

Emma: Sometimes for play dates. So maybe about once a month.

Interviewer: OK. And do you ever get invited to someone else’s house?

Emma: Yeah, 1 do occasionally. But not every time. So probably once a month as well.

— R201, multigenerational Irish girl, third class

Interviewer: Do you ever invite anyone to play at your  house?

Eoin: Well, no, not really because when the time when -  like we have -  when we get 

home with my mom and dad, it’s like 8 o'clock.

— R304, multigenerational Irish boy, second class

Interviewer: And how often do you talk with friends from school outside of school?

Yasmeen: Um, well 1 might see them when 1 go shopping. 1 might see them out in the 

shops with my mum. Like I saw my friend at Tesco when we were buying stuff.

--R315, firs t generation Pakistani girl, second class

Overall, the items related to contact with Irish born children and contact with children born 

outside of Ireland were proven contextually interpretable and age-appropriate through 

cognitive interviews. While the headings 'born in Ireland' and ‘born outside of Ireland' do allow 

for some subjective interpretat ion on the part of participants, it was found to be the most 

appropriate and child-friendly way of quantitative measuring inter-ethnic contact with this age 

group. Two i tems were found to be redundant  and one item, in particular, was inapplicable
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with  this age group. Therefore,  three  omissions  w e re  made,  result ing in six i tems measur ing 

contact  wi th children born  in Ireland and six i tems measur in g contact  wi th chi ldren born 

ou ts ide  of Ireland for inclusion on the pilot survey.  The s t a tem en t s  for these  i tems are 

p re sen ted  in Table 10.

Table 10: Revision o f  the 'contact' items based on cognitive interview data

Pre-Test Item Problem atic Issues Solution Pilot Item  
fif applicable)

Talk together in school? None N/A Talk together in school?

Play together in school? None N/A Play together in school?

Play together on the yard? Redundant with item 
2

Omission N/A

Play sport together? Content
Redundant

Omission N/A

Talk outside of  school? None N/A Talk outside of school?

Play together outside of  
school?

None N/A Play together outside of  
school?

Talk on the phone or text? Content Omission N/A

Invite over to your house? None N/A Invite over to your house?

Play over at their house? None N/A Play over at their house?

To gain a bet te r  p icture of chi ldren’s unde r s ta nd ings  of the i r  p e e r s ’ ethnic and national 

backgrounds ,  four additional quest ions  w e re  added  to the  contact  section. These  w e re  all 

pre sen ted  in a simple 'yes /  no'  respon se  format:

• Do you know where your best friends were born?

• Do you know where your best friends’ parents w ere born?

• Do you know where your classmates w ere born?

• Do you know where your classmates' parents w ere born?

These ques t ions  d on’t measure  inter-e thnic contact,  but  they can provide valuable informat ion 

on chi ldren’s level of ethnic aw areness  wi th regards  to the i r  peers.  They w e re  especially useful 

in the context  of the  pilot, as the  contact  measu re  relied upon  the  'born  in I r e land ' /  'born 

outs ide  of Ireland'  ca tegories  as an indicator of inter -e thnic interaction.
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Sectio n  D: Et h n ic  B ijl i.ying

Section D included several questions on ethnic harassment in school. It aimed to assess how 

often a child picked on others, how often a child h im /herse lf was picked on, and how often a 

child witnessed others getting picked on at school. Each one of these three constructs was 

measured through two sets of questions: the firs t set of questions related to the specific type of 

aggressive behaviour such as calling someone bad names or pushing, hitting, or tripp ing 

someone; the second set of questions aimed to measure whether there was an ethnic motivation 

behind the aggressive behaviour. The section included a few additional items on where the 

behaviour typically occurs, and how children respond in these situations. It was decided to 

avoid the term 'bully ' in the wording o f the items for two reasons. First, it has been found that 

children and adults often conceptualize 'bullying' in different ways. Second, it  has been 

suggested that the word 'bu lly ' has negative and emotional connotations that may prime 

children to not accurately report behaviours (Espelage & Holt, 2001) and providing descriptions 

of behaviours or child-friendly terms is better for eliciting honest responses [Houbre, Tarquinio, 

Thuillier, & Hergott, 2006; Kert et al., 2010). Therefore, the phrase "picked on” were used for the 

pre-test items. The items included in this section are presented below. For all of the conditional 

bullying questions, the response categories were: a) Many times, b) A few times, c) Never.

• in the past month, have you picked on other kids at school? This could be by yourself or part of a 
group, ( i f  child answers no, the remaining conditional questions are skipped). How often did you:

-Push, hit, or trip  someone?
-Left someone out of the group?
-Called you someone bad names or teased them?
-Break or steal something that belonged to someone?
-Spread bad rumors or told lies about someone?
-Said mean things to someone?

• In the past month, how often did you pick on someone or give out to someone because of:
-W here they were born?
-Their religion?
-The colour of their skin?
-The clothes that they wear?
-Their accent?
-The neighborhood they live in?

• In the past month, have you been picked on by other kids at school? ( i f  child answers no, the 
remaining conditional questions are skipped) How often did other kids:

-Push you, hit you, or tripped you
-Leave you out of the group
-Call you bad names or tease you
-Broke or stole something that belonged to you
-Spread bad rumors or told lies about you
-Say mean things to you

• How often do you think you’ve been picked on because of the following reasons?
-W here you or your parents were born?
-Your religion?
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-The colour of  your skin?
-The clothes that you wear?
-Your accent?
-The neighborhood you live in?

• Last time you got picked on, what did you d o ? _____________

• In the past month, have you seen other kids getting picked on at school? (if child answers no, the 
remaining conditional questions are skipped)  How often did you see kids:

-Pushed, kicked, or tripped?
-Left out of a group on purpose?
-Called bad names or teased?
-Something that belonged to them broken or stolen?
-Bad rumors or lies spread about them?
-Mean things said to them?

• How often did you see or hear about other kids get picked on because of:
-Where they w ere born?
-Their religion?
-The colour of their skin?
-The clothes that they wear?
-Their accent?
-The neighborhood they live in?

• Last time you this happened, what did you d o ? _________
• Where do kids get picked on in schoo l?___________

Like many  other  sections  in the pre-test ,  the  bullying ques t ions  a imed to be com prehens ive  in 

the i r  coverage.  They in tended to cap ture  both types  of aggressive behavior  as well as potent ial  

e thnic  targets  for aggressive.  The th ree  main ques t ions  in this subsection we re  nearly identical 

in thei r  ar r an g e m e n t  and their  wording.  This was  helpful in the  adminis t ra t ion  of the  in terview 

[as children grew familiar wi th the  format)  and in the  analyses  of the data [as p rob lems  wi th 

w ord ing  on one ques t ion w e re  likely to be appl icable to the  parallel i tem in the  o the r  ques tions) .

The first i tem asked about  picking on others.  Very few chi ldren re sponded  affirmatively to this 

ques t ion and therefore ,  the condi tional  i tems on this ques t ion w e re  skipped for the  vast  

majori ty of participants.  This pat tern  was  not  unexpected,  as aggressively picking on o ther s  is 

not a com mon  occurrence and those  wh o do are  unlikely to openly  discuss it due  to des irabil ity 

bias, a fear of get ting 'in t rouble’, or  because they do not  qualify thei r  behavior  as ‘bul lying’ 

[Monks & Smith, 2006; Rigby & Johnson, 2006).  The low level of affirmative re spo nses  did not 

ap p e a r  to be due to problematic  word ing or  interpretabi li ty,  as mo st  chi ldren seem ed  to 

und e r s ta n d  the  item in the  way in tended by the  researcher .
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Interviewer: Over the  pas t  month ,  would  you say y o u ’ve picked on anyone at school? It 

could be by yourse lf  or  par t  of a group.

Laura-. Um, no. We d o n ’t pick on anyone.  Somet imes  they annoy us and we  tell on them. 

But like, w e  do n ’t pick on them.

— R203, m ultigenerational Irish girl, th ird class

Interview er. Over the  pas t  month  would  you say that  y ou ’ve picked on anyone in class? 

Alex: Yes

Interviewer: Yes? And ho w did you pick on them?

Alex: Say mean things. And s tar t  a fight.

Interviewer: Would  you say y ou’d do that  many  t imes  or a few times- 

Alex: Many times.

Interviewer: You’d call someone  a mean  name m an y  t imes?

Alex: Yeah because  they really annoy me and it jus t makes  me angry and 1 s t ar t  doing it 

because  I’m actually the  popular-es t  girl in my class.

— R105, second-generation Nigerian girl, fo u r th  class

Alex w a s  one of the  few chi ldren who spoke candidly ab o u t  picking on other  chi ldren in her  

class, justifying h e r  actions wi th her  popularity.  Her behav io r  was  echoed by her  classmates,  

w ho descr ibed he r  concurrent ly  as 'm e a n ’ and 'popular ' .  After admit t ing  to picking on her  

c lassmates  daily, she  re spon ded  negatively to all of the  condi tional  ethnic bullying quest ions.  

She was  then  asked for addi tional  information on he r  mot ivation for picking on h e r  classmates.

Interviewer: So why  would  you pick on people usually?

Alex: Cause...  (pause)

Interviewer: I know  it’s a hard quest ion.

Alex: (pause]  because. . .  of the i r  face.

— RIO5, second-generation Nigerian girl, fo u r th  class

This suggests  tha t  Alex’s bullying behavior  is not  ethnically driven.  However,  it also could be the  

case that  som e  'bull ies’ v iew physical appearance ,  or  ‘looks’ as a justifiable target  of aggressive 

behavior,  whi le recognizing ethnic h a r as sm en t  as taboo o r  wrong.  Physical ap pea ra nce  and
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‘race’ are intrinsically intertw ined. Thus, one must not rule out the possibility that harassment 

on the basis o f'lo o ks ’ could have ethnic relevance.

The phrase 'picking on’ was clearly interpreted by nearly all children in all three class levels. It 

was used to classify many forms of behavior typically associated w ith  the term  'bullying’ 

including exclusion, verbal teasing, and physical aggression.

Interviewer: And w hy do you think she was getting picked on?

Juliana: I ’m not too sure about that. She was just new. No one wanted to play w ith her. 

— R109, second-generation Brazilian girl, fourth class

Interviewer: Ok. Do you ever see other kids at school getting picked on?

Najea: Sometimes Ashley gets picked on. Like people just make her sad and then 1 try  to 

make her happy again.

Interviewer: Oh ok. And why do they try  to make her sad?

Najea: 1 don’t know. They just say 'we don’t want Ashley to play’ and then she gets sad. 

People just don’t w ant to play w ith  her a lot.

- -R 207 , f irs t  generation Nigerian girl, third class 

Brian: I get picked on, actually.

Interviewer: You do? W hy do you think you get picked on?

Brian: it's my hair.

Interviewer: Your hair?

Brian: Just because it’s long. They’re always slagging me off and calling me a girl.

— R209, multigenerational Irish boy, third class

The advantages of using a w idely interpretable, child-friendly phrase like 'picking on’ become 

more apparent when contrasted w ith  children’s conceptions of the word 'bullying’, a term  

commonly used in self-report surveys assessing sim ilar behaviors w ith  children of the same age.

Interviewer: Have you ever heard of bullying?

Kyle: Yeah

Interviewer: Yeah? And how would you describe that?

Kyle: Someone picking on someone that’s smaller.
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— R107, second generation Nigerian boy, fourth class 

Interviewer: Do you mind telling me what  bullying is?

Ciara: It’s a thing where you get bullied when you’re young but then when you’re 

older, you don’t get bullied a lot.

— R301, multigenerational Irish girl, second class

Interviewer: Have you ever  heard of bullying?

Sean: Yeah.

Interviewer: And can you tell me what that is?

Sean: Well 1 don’t know really know what  bullying is cause 1 don’t really know what  it is.

1 just heard the word before. But 1 can tell you one thing -  bullying is not nice and 

bullying is bad to do.

— R210, multigenerational Irish boy, third class

Children seemed to grasp the broad, inclusive expression ‘getting picked on’ and would relay 

stories of exclusion or ethnic name calling when asked for examples. However, there were 

interpretability issues when asked about  specific types of bullying behaviour (i.e. getting pushed 

or tripped, getting called a mean name]. When asked about  specific behaviours, many children 

described one-off incidents, conflicts with their siblings, or playground scuffles that did not fit 

into the general characterization of bullying.

Interviewer: And how often do you see kids get pushed or hit or tripped?

John: Well, sometimes 1 see them getting tripped but they don’t mean it so they don’t do 

it on purpose.

— R205, multigenerational Irish boy, third class

Interviewer: Can you tell me a story about  the time you saw someone getting called a 

mean name?

Gill: Ehm, one time this girl in my class, a girl came up to her  and she said "that hat is 

disgusting” and she said "my nana made it” and then she said "your nana’s a terrible 

knitter".

--R312, multigenerational Irish girl, second class

Interviewer: Have you ever called someone a mean name or teased them?
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Sean: There  was  one t ime down at my house  and my friend Ahce, she was  helping me 

wi th the  wood  and she d ro ppe d some wood on my leg by accident  and I said "Alice, w h a t  

was  that  for, you meanie!" [laughs)

--R 2 1 0 , m ultigenerational Irish boy, third class

Interviewer: Ok. And do you ever  push or hit or  t r ip anybody  on purpose?

Lana: Well, (pause) mmm.. .  not  really hit  anybody, no. Just like me and my brothers .  1 

only have brothers ,  1 have no sisters.  So they like fighting. Somet imes  1 join in wi th them 

(laughs).

— R108, second-generation Nigerian girl, fo u r th  class

Similar p ro blem s  emerged wh en  trying to assess  exclusion through the  specific bullying item: 

'left out on p u rp o se ’. Children we re  typically capable of describ ing chi ldren who played alone, 

bu t  w e re  confused by the  phrase  of 'ge t t ing  left out  on purpose' .

Interviewer: And do you ever  leave people out on purpose?

Alex: I don ' t  really know.

— R105, second genera tion  Nigerian girl, fo u r th  class 

Interviewer: And does anyone gets left out on purpose?

John: Um, I’m not  really sure.

— R205, m ultigenera tional Irish boy, third class

In addi t ion to having concerns  wi th interpretabi li ty,  the  specific bullying behavior  i tems also 

d isplayed prob lem s wi th applicabil i ty and content.  The aim of the  project  was  to design a 

m easu re  of inter -e thnic relations,  but  the  specific bullying i tems on thei r  own did not address  

ethnic bullying explicitly. Fur thermore ,  they w e re  s imilar  in s t ru ctu re  and style to several  i tems 

on the Olweus Bully Victim Quest ionnaire,  a widely val idated and established measu re  of 

bullying behavior.  Thus, the  i tems we re  re d u n d an t  in addi t ion to being inapplicable in content  

and difficult for chi ldren to interpret .

Therefore,  it was  decided to revise the  bullying section to include only items specifically re la ted 

to picking on o the rs  because of ethnicity, get ting picked on because of ethnicity, or  seeing 

s om eone  get  picked on because  of ethnicity. The i tems on specific types  of bullying behavior  

were  omitted,  in favor of the  more  broad and child-fr iendly term  'picking o n ’. Table 11 p re sen ts  

the original items, the  problematic issues raised in the  cognitive interviews,  the  resolution,  and 

the pilot item when  applicable. The pilot su rvey conta ined three  sections on e thnic bullying:
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picking on others, getting pick on, and see ing  others getting picked on. Each topic included  

possib le  ethnic targets to a sse ss  the presence  o f  ethnic harassm ent in schools.

Table 11: Revision o f  the 'bullying' i tem s b ased  on cognitive interview/ da ta

Pre-Test Item Problem atic
Issues

Solution Pilot Item  
(if applicable)

In the  pas t  month , have you ever: 
-pushed, hit, t r ipped , som eone  
-left som eone  o u t  on p u rp o se  
-called som eone  bad nam es 
-b roken  or  stole som eth ing  
-sp read  bad ru m o u rs  
-said m ean  th ings to  som eone

In terp re tab il i ty

Content

R edundan t

Omission N/A

In the  pas t  month , how often did 
you pick on som eone  or  give out 
to  som eone  because  of:
-w here  they  w ere  born
-accent
-religion
-colour of th e ir  skin 
-clothes they  w e a r  
-ne ighbourhood  they  live in

Applicability: 
-clo thes they  
wear28
-neighbourhood^^

Wording^o

Revision How often  do you pick on  som eone ,  
tease  som eone , or slag so m e o n e  
because  of:
-w h e re  they  w ere  born  
- the ir  accent 
- the ir  religion 
-the co lour of  the ir  skin 
-how they  look

In the  pas t  m onth ,  have you:
-been pushed, hit, t r ipped  
-left ou t  on  pu rp o se  
-called bad nam es 
-b roken  o r  stole som e th ing  
-bad ru m o u rs  sp read  ab o u t  you 
-som eone  said m ean  th ings to you

In terp re tab il i ty

C ontent

R edundan t

Omission N/A

In the  pas t  m onth ,  how  often did 
so m e o n e  pick on you o r  give out 
to  you because  of;
-w here  you w ere  born  
-your accent 
-your  religion 
-colour of y ou r  skin 
-clothes you w e a r  
-ne ighbourhood  you live in

Applicability: 
-clo thes you w ea r  
-ne ighbourhood

W ord ing

Revision How often do you get p icked on,
teased , o r  slagged because  of:
-w here  you w e re  born
-your accent
-your  religion
-the  colour o f  y o u r  skin
-how  you look

Last t im e you got picked on, w h a t  
did you do?

Applicability
R edundancy
A dm in is tra t ion

Omission N/A

In the  pas t  m onth ,  have you seen 
o th e r  kids getting:
-pushed, hit, tr ipped  
-left ou t  on p u rp o se  
-called bad nam es 
-b roken  o r  s tole som e th ing

In terp re tab il i ty

C onten t

R edundan t

Omission N/A

Most Irish p r im a ry  schools req u ire  ch ild ren  to  w e a r  uniforms. Therefore ,  this  q u es t ion  w as  largely 
inapplicable.

Many children  d idn ' t  know  w h e re  o th e rs  lived.
To cover a range  of  te rm s  and  p h ra se s  th a t  ch ild ren  them se lves  used, the  te rm  ‘s lagged’ w as  included in 

the  descr ip tion  of the  item. ‘Slagging’ is a te rm  used  in Ire land which refers  to  a specific type  o f  teasing  
which is typically playful in nature . While it of ten  harm less  in intention , som e children, particularly  
m igran t children  w ho  are  n o t  used  to  Irish cus tom s, m ay find the  beh av io u r  hurtful. Also, children  m ay 
use the  te rm  as a w ay of euphem iz ing  th e ir  behaviour.
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-had bad rum ours spread 
-mean things said to them
In the past month, how often did 
see someone get picked on 
because of:
-where they were born 
-their accent 
-their religion 
-colour of their skin 
-clothes they wear 
-neighbourhood they live in

Applicability; 
-clothes you wear 
-neighbourhood

Wording

Revision How often do you see someone 
getting picked on, teased, or 
slagged because of:
-where they were born 
-their accent 
-their religion 
-the colour of their skin 
-how they look

Where do kids get picked on in 
school?

Administration,
content:
Item not relevant 
to final measure

Omission N/A

When do kids get picked on in 
school?

Administration,
content:
Item not relevant 
to final measure

Omission N/A

S e c t i o n  E :  P e r c e p t i o n s  o f  R e s i d e n t i a l  A r e a

This s u h se c t io n  a im ed  to  m e a s u r e  c h i ld r e n ’s p e rc e p t io n s  of, a n d  b e h a v io u r  in, th e i r  re s id e n t ia l  

a re a  inc lud ing  th e i r  e n jo y m e n t  o f  th e i r  r e s id en t ia l  a rea ,  th e i r  level of p e e r  c o n ta c t  in th e i r  

re s id e n t ia l  a rea ,  a n d  th e  e th n ic  c o m p o s i t io n  of th e i r  re s id e n t ia l  a rea .  T he  follow^ i tem s  and  

re s p o n s e  c a te g o r ie s  w e r e  inc luded  in th e  p re - te s t  m e a su re :

• Do you feel safe in your neighbourhood? (m ost o f  the time, sometimes, never)

• Do you like your neighbourhood? (m ost o f the time, sometimes, never)

• Do you play with other kids in your neighbourhood? (m ost o f  the time, sometimes, never)

• Do you feel like you belong in your neighbourhood? (m ost o f  the time, sometimes, never)

• Do you play outside in your neighbourhood? (m ost o f  the time, sometimes, never)

• Do you have friends who live in your neighborhood?________

• How would you describe the friends that you have in your neighborhood? (PROMPT CARD -  see 
below]

• I'd like you think about the people in your neighbourhood. How would you describe the people in 
your neighbourhood? (PROMPT CARD -  see below)

'The tw o  final q u e s t io n s  a im e d  to  a s se s s  in te r -e th n ic  c o n ta c t  a n d  n e ig h b o u rh o o d  e th n ic  

co m pos it ion .  C h ild ren  w e r e  p r e s e n te d  w ith  a v isual p r o m p t  ca rd  w i th  five p o ss ib le  re sp o n ses .^ i  

" h e  r e s p o n s e  ca te g o r ie s  w e re :

• All born in Ireland
• Most born in Ireland
• Half born in Ireland, half born outside of Ireland

P r o m p t  c a r d s  a r e  i n c l u d e d  in A p p e n d i x  B.
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• Most born outside of Ireland
• All born outside of Ireland

The first problematic issue with these items raised by the cognitive interviews was the use of 

the word ‘neighbourhood’ to describe the child’s residential area. While commonly used in the 

United States, the term is not employed often in the Irish context. This was evidenced in 

children’s responses to the first item:

Interviewer: Do you feel safe in your  neighbourhood?

Eoin: Um.... Where?

— R304, multigenerationa! Irish boy, second class

Is that  like my estate? You mean my estate?

--R102, second generation Nigerian boy, fourth  class

it was decided to remove the term 'neighbourhood'  from all items and replace it with 'the area 

where you live’. With regards to interpretability, five questions presented no significant 

problems: do you feel safe /  do you like /  do you play with other  kids /  do you play outside /  do 

you have friends in your  neighbourhood. Apart from the wording issue mentioned above, the 

only problem that emerged from these items was a level of redundancy between the items 'do 

you play with other  kids’ and 'do you play outside’:

Interviewer: What  do you think of this question? Is it like any of the others?

Robert: Kinda. It’s kinda like the one before it. Because when I play outside, 1 play with

other  kids. And when 1 play with other  kids, 1 play outside.

--R102, second generation Nigerian boy, fourth  class

The main difficulties discovered in the ‘neighbourhood’ section were related to the ethnic 

composition questions and the visual prompt  cards. When designing these items, the difficulty 

of measuring ethnic composition with children was ever-present.  Terms often employed in 

surveys with adults [majority /  minority; ethnic makeup; first, second generation migrant] are  

cognitively inappropriate for use with children. Thus, the issue became how to talk about 

ethnicity and ethnic composition in child-friendly ways. The born in Ireland /  born outside of 

Ireland classification used in the contact section was appropriate in that context, as children 

demonstrated a relatively sophisticated understanding of their close friends and classmates'  

national background. While these terms were applicable when talking about  people in 

children’s microsystem [friends, family, classmates), they were not as applicable when talking

109



about people in the ir exosystem [neighbours, friends parents’, etc], as demonstrated earlier in 

questions about the ir friends’ parents and again below, when attempting to capture 

neighbourhood ethnic composition:

Interviewer: And so out of all the people who live in your neighborhood -  would you say 

that (reads prompt card):

Brian: 1 don’t really know.

—R209, multigenerational Irish boy, third class

Interviewer: And how would you describe the people who live in your neighborhood?

Juliana: 1 th ink all born outside o f Ireland because they all speak different languages. But 

1 don’t know.

— R109, second generation Brazilian girl, fourth class

Interviewer: And o f your friends in your neighborhood, would you say that they were all 

born in Ireland, most born in Ireland, half born in Ireland half born somewhere else, 

most born somewhere else, or all born in another country?

Lana: Well, like, its kind of -  I don’t know if  I’ll answer this but like, you know Patrick, 

Sheban, and Evan?

Interviewer: Yeah

Lana: They’re -  what do you call it again? Indian or something like that. Like an Indian 

color. But lighter. And the ir mom is white. And the ir dad is like, a Pakinstan-ish color.

But the ir mom is white. She’s Irish. She has an Irish accent. And they, like, they have Irish 

accents as well. And I think, yeah, I th ink they were born in Ireland. Because like, they 

don’t really have a Pakistan accent.

--R108, second generation Nigerian girl, fourth class

Interviewer: Most of the people who live in your estate, how would you describe them? 

Alex: They're mostly African.

Interviewer: Mostly African, yeah?

Alex: Well, me -  no wait, not most African. There’s two Africans and then lots of Irish -  

yeah. That live around my estate. There’s lots of Irish.

Interviewer: So lots of people born in Ireland?
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Alex: Yeah. Lots of Irish.

— R105, second generation  Nigerian, fo u r th  class

Alex’s sudden rephras ing of he r  an sw e r  reflects the difficulty of accurately measur ing  ethnic 

composi t ion  and nat ional  background in I re land’s newly multicultural  context.  Inter -ethnic 

re la tions  are  very difficult to cap ture  reliably wi th a quanti tat ive measure.  When Alex changes 

her  an sw e r  from ‘mostly African' to ‘loads of Ir ish’, 1, as a researcher,  did not know  if she was  

refer r ing to people w ho  w ere  born  in Ireland, or  migrants  who we re  no w living in Ireland and 

identifying as Irish. Fur thermore ,  I could not ask he r  to clarify he r  s t a t em en t  wi thout  drawing 

her  own e thnic ident ity into ques t ion (i.e. ‘wha t  do you mean wh en  you say Irish'). Therefore,  

the applicabil i ty and in terpre tabi l i ty of i tems per ta in ing to ethnic composi t ion  we re  d ra w n  into 

question.

Given chi ldren's uncer ta in ty  regarding the nat ional  background of people outs ide of the ir  

microsys tem,  it was  decided to remove the  i tems that  relied on the p ro m p t  card: ne ighbourhood 

e thnic composi t ion  and the  i tem on ethnic makeup  of neighbourhood play par tners .  Of course,  

these  variables are  valuable in a broad s tudy of inter -e thnic relat ions but  chi ld ren’s responses  

on the  cognitive in terviews suggested that  they w e re  unable to reliably descr ibe the  e thnic 

composit ion  of the i r  exosystem on this type of quant i ta t ive measure.

Overall, a total  of four i tems w e re  revised and re ta ined for inclusion in the  pre-test  measure .

The i tems aim to ca ptu re  a child's enjoymen t  of the i r  residential  area, as well as the  level of  pee r  

contact  the child has  in h i s / h e r  residential  area.

Table 12: Revision o f  the 'neighborhood’ item s based on cognitive in terview  data

Pre-Test Item Problematic
Issues

Solution Pilot Item 
(if applicable)

Do you feel safe in your  
neighbourhood?

Wording Revision Do you feel safe in the area where  
you live?

Do you like where you live? Wording Revision Do you like the area w here you 
live?

Do you play with other kids in 
your neighbourhood?

Wording Revision Do you play with other kids around  
where you live?

Do you feel like you belong in 
your neighbourhood?

Wording
interpretability

Omission N/A

Do you play outside in your 
neighbourhood?

Redundancy Omission N/A

Do you have friends w h o  live in 
your neighbourhood?

Wording

Redundancy

Revision About how  many friends do you 
have w ho live in your area?

Response options:
-1 don't have any friends in my area
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-I have one friend in my area 
-1 have 2 or 3 friends in my area 
-I have 4 or Sfriends in my area 
-1 have more than 5 friends in my 
area

How would you describe the 
friends that you have in your 
neighbourhood?

Wording
Content
Interpretability

Omission N/A

How would you describe the 
people in your neighbourhood?

Wording
Content
Interpretability

Omission N/A

S e c t i o n  E :  A t t i t u d e s  t o w a r d s  m i g r a n t s

This section aimed to quant ify the  pre sence  of posit ive or s tereotyped a t t i tudes  t owar ds  

migrant s  held by majori ty group children.  The mot ivation for including this measur e  was  based 

on qual itat ive findings from a recent  s tudy in North Dublin, which found that  several  majori ty  

group chi ldren voiced typically 'adult '  opinions about  migrant  populat ions  (i.e. migrants  take 

jobs from Irish people] [Curry et al., 2011].  All of the  s ta t em en ts  in this section had three  

possible responses :  a] True  most  of the  time, b] True  somet imes ,  or c] Not true.  The section 

opened wi th a ques t ion 'do you talk about  people from different countr ies  at hom e?’ This 

in t roductory  ques t ion a imed to see if chi ldren we re  familiar wi th a te rm  o ther  than 'm igran t s ’, 

as the  wo rd  ' foreigner '  is commonly used in Ireland to describe people from minori ty 

backgrounds.  If the  child re spon ded  yes  to the  question,  1 asked wh at  w o rd  they used at  home 

when  talking about  people from different  countries.  I then used the  familiar te rm  for the  

remaining s t a t em en t  ques tions . The section also included a ques t ion about  w he re  chi ldren we re  

hear ing abou t  migran t  popula t ions  and also why they thought  migrants  moved to Ireland. The 

following i tems w e re  included in this section:

• (Migrants) are different from Irish people

• [Migrants) are smart.

• [Migrants) take money from Irish people.

• (Migrants] are hard working.

• (Migrants) make Ireland a more dangerous place to live.

• [Migrants) take jobs off Irish people.

• [Migrants) make Ireland a better place to live.

• (Migrants) come from poor countries.

• (Migrants) aren't very nice.

• (Migrants) are friendly.

• Some people get upset when people move to Ireland from other countries. Have you heard about 
this?
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If yes; Where did you hear about this?

• Why do you think people want to move to Ireland from other countries?

Early into the  cognitive interviews,  1 observed that  many children g re w visibly uncomfor table  

wh en  answer in g these  quest ions.  Fur thermore ,  I, as a researcher ,  had practical and ethical 

concerns  about  the  inclusion of the i tems w h e n  it came t ime to admin is te r  the  survey. Capturing 

s t ereotyped a t t i tudes  and beliefs is a valuable pursuit ,  par ticularly in a new-migrant  communi ty .  

However,  given the  age group of the children,  1 was  concerned that  some of these quest ions  

w e re  ha rsh  and inappropr ia te.  Despite my concerns , 1 decided to move ahead wi th the  initial 

pre-testing,  as they had received approval  from the  ethics commi t tee  and sought  to measur e  an 

impor tan t  de termin ing variable of inter-e thnic rela tions  in new migrant  societies.

Overall, most  chi ldren displayed posit ive or  neutra l  a t t i tudes  t ow ards  migrant  popula tions  and 

had few p roblems unde rs tand ing  the wording and content  of most  of the  items.

Interviewer: And would  you say that  people who  move to Ireland from different 

countr ies  are  different from Irish people?

Emma: 1 w o u ld n ’t think so, no.

Interviewer: And would  you say that  people who move to Ireland from o ther  countries 

are  smar t?

Emma: Yeah, they ' re  just  as sm ar t  as we  are, so. They are.

— R201, m ultigenerational Irish girl, th ird  class

Interview er: I w a n t  you to th ink if you th ink that  people who move to Ireland from 

different  countr ies  are  different from Irish people.  Would you say th a t ’s t ru e  most  of the 

time, sometimes ,  or  not t rue?

Aoife: Not true.

Interviewer: OK and wh y not?

Aoife: Because they -  some people talk the  exact same as us and they do the  sam e things 

as us as well.

— R308, m ultigenera tional Irish girl, second class

While some chi ldren w e re  able to in terp re t  and an s w e r  the ques tions,  they often had difficulty 

explaining thei r  re spo nses  and beliefs.
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Interview er. Do you th ink foreigners  are  different from Irish people most  of the  time, 
somet imes  or never?

Brian: Somet imes

Interviewer: And why somet imes?

Brian: I d o n ’t know.  Cause I feel like it’s somet imes .

— R209, m ultigenera tional Irish boy, th ird  class

Interviewer: Would you say that  people who were  born  outs ide  of I reland are  di fferent  
from Irish people?

John: Well, i’m not  really sure.

Interviewer: Not really sure.  Ok. And w h a t ’s confusing a bou t  the  ques tion?

John: Um, 1 d on’t really know.

— R205, m ultigenera tional Irish boy, third class

Others  we re  clearly recalling informat ion about  migrant  chi ldren in thei r  class, r a th e r  than 

ab o u t  migrants  in general ,  as was  in tended in when  designing the  quest ions.

Interviewer: Do you think migrants  are  ha rd  working?

Sean: Somet imes

Interviewer: Ok and why somet imes?

Sean: Because som et imes  they do hard  w ork  in class and somet imes  they just  play. 

— R210, m ultigenera tional Irish boy, third class

The discomfor t  felt by some chi ldren resul ted in f requent  skipping or ‘pass ing’ of quest ions 

dur ing this section of the  interview.

Interviewer: And why do you th ink people w a n t  to move to Ireland from different 

countries?

Paul: Eh, .... Pass.

— R202, m ultigenerational Irish boy, th ird  class

Interviewer: Do you think migrants  are friendly?

Kelly: (pause) Skip.

— R302, m ultigenerational Irish girl, second class

My own ethical concerns  over  the  content  of the ques tions , the evident  d iscomfort  of some 

chi ldren dur ing this administ ra t ion,  and the  problems  wi th in terpre tabi li ty on several  i tems 

indicated that  these  quest ions  w e re  inappropr ia te  for use wi th the  target  age group.  Ethnic
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att i tudes  and pre judices  are  par ticularly nebulous  and difficult to assess  th rough quant i tat ive 

techniques,  par ticularly when  conducting research with children. While the pursui t  of  achieving 

an appropr i a t e  m easu re  of ethnic a t t i tudes  is valuable, this s tudy chose to focus on captur ing 

more  tangible forms of inter -e thnic  relat ions such as contact  levels and behaviour .  Thus, the  

' a t t i tudes  to w ar ds  mig rant s ’ section was  omit ted  from the  pilot measure .  This decision also 

benefi ted the  adminis t ra t ion  proced ure  for the pilot survey, as it removed the  sole section that  

was  a imed at a specific group of re spondents .  The end result  was  one version of the  quant itat ive 

pilot su rvey that  could be admin is tered  to all children.

S e c t io n  F: D if f ic u l t ie s  a n d  D i s c r i m in a t io n

The difficulties and discr iminat ion section in t ended to assess  feelings of perceived 

discr iminat ion am ong  both major i ty and minori ty  children. Several i tems w e re  based on i tems 

from the  Perceived Racism in Children and Youth (PRaCY) measure ,  which had been developed 

and tes ted  among minor i ty chi ldren in youth  in the  United States (Pachter,  Szalacha, Bernstein,

& Garcia Coll, 2010).  The PRaCY has  s t rong validity for use in its developed context,  but many of 

the  i tems w e re  not sui table in new  migrant  communi t ies  or  over looked targets  of perceived 

discr iminat ion dist inct  to new  migrant  chi ldren (i.e. cultural differences,  language acquisition, 

etc). Therefore,  it w a s  decided to develop a new child-centered measu re  of perceived 

discriminat ion that  would  be appl icable in a new  migrant  commun i ty  such as Ireland. These 

included some s ituat ions  from the  PRaCY [i.e. ‘have you ever  been s tared at in publ ic’) as well as 

s i tua t ions descr ibed by chi ldren in the  Irish based inter-e thnic qual itat ive l i te rature  [i.e. 'have 

you ever  been teased or  s lagged’) [Curry et al., 2011).  Particularly, it included ques t ions  about  

specific forms of d iscr iminat ion a imed  at first genera t ion migrants,  or  those who  are  not  yet  

em b ed d e d  in t radi tional  pop cul ture (i.e. 'have you ever  been teased  for not  knowing a pop star, 

TV show,  movie’).

The section included 10 scenar ios  in which chi ldren could have been discr iminated against.

With each ques tion,  they w e re  asked: 'have you ever  been t rea ted  this way  because  of yo u r  skin 

colour,  y o u r  language,  you r  accent,  or  w he re  you w e re  bo rn ?’ If they re sponded  yes, they w e re  

then asked 'how often has  tha t  h a p p e n e d ’ and p re sen ted wi th a p ro m p t  card  wi th the following 

re spon se  categories:  a) Once, b) Sometimes ,  c) Most of the  time, d) Always. Below is a list of 

i tems on the  difficulties and discriminat ion measure:

• B een stared at w h e n  you  w e r e  ou t  in public?

• Had s o m e o n e  tell y ou  that you  didn't belong?

• Had s o m e o n e  call you  an insu lt ing  nam e?

• Had s o m e o n e  te a se  you  for not k n o w in g  about a TV show , m ovie ,  or pop star?
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• Felt like someone was uncomfortable being a round you?

• Been embarrassed to go out in public?

• Been excluded from activities, games, or  clubs?

• Been teased or slagged?

• Had someone make jokes about  you that  hurt  your  feelings?

• Been treated badly when  you were out at a shop or  a restaurant?

T h e  f irst  p r o b l e m a t i c  e l e m e n t  of  th e  diff icult ies a n d  d isc r im in a t i o n  m e a s u r e  w a s  th e  initial se t  

o f  r e s p o n s e  ca tegor ies.  T h e  inc lusion o f ‘a l w a y s ’ was ,  in h inds ight ,  h y p e rb o l i c  a n d  im p ro b a b le .  

No c h i ld re n  r e s p o n d e d  ' a lwa ys '  to a n y  of  th e  s t a t e m e n t s .  The  s e c o n d  p r o b l e m a t i c  e l e m e n t  a b o u t  

th e  s t r u c t u r e  of  t h e  sec t ion  w a s  t h a t  th e  s t a t e m e n t  "ha ve  you  e v e r  b e e n  t r e a t e d  th i s  w a y  

b e c a u s e  of  y o u r  b i r t h  c oun t ry ,  l anguage ,  accent ,  o r  skin c o lo u r ” w a s  inc lud ed  a t  t h e  t o p  o f  the  

m e a s u r e  an d  no t  on each  ind iv idua l  i tem.  As ch i ldr en  w e n t  along,  1 found  t h a t  if 1 d id no t  

r e i t e r a t e  t h a t  1 w a s  ask ing  a b o u t  th e  s i tu a t io n  in th a t  p a r t ic u la r  contex t ,  t h e y  w o u l d  relay  

inc id en ts  t h a t  w e r e  u n r e l a t e d  to d i s c r i m i n a t o r y  b ehavi ou r .

In terv iew er:  H ow  a b o u t  th is  q u e s t io n  he re?

Sofia: Only m y  b ro th e r .  He calls m e  'm e a n ie '  o r  'chicken' .

— R309, f i r s t  g en e ra t io n  Ukrainian girl, second  class

With  r e g a r d s  to th e  ind iv idua l  i tems , seve ra l  s h o w e d  no d is ce rn ib le  difficulty in t e r m s  of  

w ord in g ,  in te r pre t ab i l i t y ,  o r  appl icabi li ty.  T h e s e  i t e m s  inc lu de d  'have  you  e v e r  b e e n  s t a r e d  a t  in 

pu bl ic?’, ' ha ve  y o u  e v e r  ha d  s o m e o n e  t e a s e  you  for  n o t  k n o w i n g  a TV sh ow ,  p o p  s tar ,  o r  m o v ie ? ’, 

o r  'have  y o u  e v e r  b e e n  t e a s e d  or  s l a g g e d ’.

In terviewer:  So w h a t  do  you  th in k  thi s  first  q u e s t i o n  m e a n s ?  [ po i n t s  to 'ha ve  you  eve r  

b e e n  s t a r e d  at  in publ ic?’ i t em)

Najea: Like if you  w e r e  go ing  s h o p p i n g  s o m e w h e r e  a n d  e v e r y o n e  s t a r e d  a t  y o u  be c a u se  

yo u  w e r e  black.

— R207, second  g e n e ra t io n  N igerian girl, th ird  class

Interviewer:  W h a t  do you  t h in k  th is  q u e s t i o n  m e a n s ?  ( p o in ts  to  'h ave  y o u  e v e r  be en  

s t a r e d  a t  in publ ic?’ i t em]

Juliana:  Um, I th in k  it m e a n s  like do t he y  s t a r e  a t  you  a lot, like, th in k in g  like ' w h y  is she  

w h i t e ? ’ o r  "w hy  is s h e  black" a n d  ' she looks  ugly'.

— R109, second  g e n e ra t io n  Brazilian girl, fo u r th  class
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Interviewer: And how about  this one -  this quest ion? (points to ‘have you ever been 

teased for not  knowing a pop star, TV show,  movie)

Yasmeen: I think it’s when  you are  new  to a country  then after, like, they say 'do you 

know Justin Bieber?’ then  after they say 'w ho’s Justin Bieber’ and they say ‘oh my god! 

You d o n ’t know Justin Bieber? THE Justin Bieber?’ 1 d i dn ’t even know him and then af ter  

my friend told me abou t  him.

— R 315, f ir s t  generation  Pakistani girl, second class

Interviewer: And wha t  do you think that  this ques t ion means  (points to 'have you ever  

been teased for not  knowing a pop star,  TV show, movie]?

Najea: Yeah, most  of the  time.

Interviewer: OK. And do you have a s tory about  that?

Najea: Yeah.

Interviewer: Do you mind telling me?

Najea: well, 1 w e n t  to my f riend’s house  and there  w e re  loads of people there  because  we 

w e re  going to pract ice and then 1 said "who’s tha t?” and they said "don’t you know? 

T ha t ’s One Direction!" and 1 said "who’s One Direction?" and they all s t ar t ed  laughing 

and telling eve ryone that  Najea doesn ’t know One Direction.

— R207, f ir s t  genera tion  Nigerian girl, th ird  class

In line wi th Cl data from the  bullying section, most  chi ldren under s tood the t e rm s  ‘teas ing’ and 

‘slagging’ wi th no difficulty.

Interviewer: And ho w about  this one? (points to teas ing /  slagging item)

Malcolm: Like have you ever  been teased or slagged about  you r  skin color o r  accent  

because  of -  or count ry  -  because like your  accent and stuff are  different.

— R102, second Nigerian boy, fo u r th  class

Interviewer: And has  anyone ever teased you or slagged you because of the  colour of 

yo u r  skin or  because  of w h e re  yo ur  family is from?

Lana: No, like, no. In this school, t h e r e ’s loads of black people.

— R108, second genera tion  Nigerian girl, fo u r th  class
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I th ink it means, hi<e, has anyone made jokes or hke made fun of you and slagged you 

like that and after, did it hurt your feelings.

--R209, multigenerational Irish boy, th ird  class

As w ith  earlier question on the topic o f belonging, this item presented d ifficu lty  in terms of 

interpretation and also wording, as some children didn’t understand what was meant by the 

word.

Interviewer: And have you ever had someone tell you that you didn’t belong?

Niki: Like belong what?

Interviewer. 1 know that might be a weird question. Like, someone saying "oh you 

shouldn’t be here” .

Niki: Well, it ’s just in singing club. I wasn’t supposed to be there because 1 d idn’t pay. 

Like by accident. 1 d idn’t pay by accident.

--R205, second generation Nigerian g irl, second class

The question ‘have you ever been treated badly in a shop or restaurant’ was interpretable, but 

elicited very low affirm ative responses. The specificity o f the location could have lim ited the 

responses on this item, particularly for this age group of children who are typically in shops and 

restaurants w ith  parents or family members.

Interviewer: And how about this question?

Juliana: 1 th ink 1 haven’t been. It means, like, have you treated badly if  you were out in a 

restaurant like maybe they said like "oh she’s the only white g irl" or "haha you're not 

allowed in this restaurant, get out” . Well 1 never ever have been that in my life.

--R109, second generation Brazilian g irl, fou rth  class

My family, we don’t go to restaurants.

— R304, multigenerational Irish boy, second class

Wording difficulties emerged on the item relating to 'exclusion', as this term may have been too 

cognitively advanced for many o f the participants.

Interviewer: And have you ever been excluded from activities or clubs o r games?

Niki: Huh?
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— R205, second gen era tion  Nigerian girl, th ird class

W hat’s that mean? (pointing to excluded]

— R210, m ultigenera tional Irish boy, th ird  class

Based on feedback from the cognitive interviews, the difficulties and discrimination scale w a s  

shortened and revised prior to the pilot. The format for all item s w a s  changed, including a 

statem ent fo llow ed by the following response  categories: a) Never, b) A few tim es, c) Many 

t imes. These categories are m ore realistic than the initial list included in the pre-test. 

Furthermore, by including the context [because  of  birth country, skin colour, religion, or accent)  

on each statem ent, the risk of  affirmative resp on ses  based on recalling non-discriminatory  

even ts  w as  low ered . The final list o f  item s included on the perceived discrimination m easure  in 

the pilot is presented  in Table 13.

Table 13: Revision o f  the 'difficulties an d  d iscrimination' i tem s based  on cognitive in terv iew  d a ta

Pre-Test Item Problem atic Issues Solution Pilot Item  
(if applicable!

Been s ta re d  a t  in public? None N/A Been s ta r e d  a t  in public  b e cau se  
of y o u r  b i r th  country ,  skin 
colour,  o r  accent?

Had so m e o n e  tell you  th a t  
you d id n ’t belong?

W o rd in g

C on ten t

Om ission N/A

Had so m e o n e  call you an 
in su l t ing  nam e?

R e d u n d an t Omission N/A

Had so m e o n e  tea se  you for 
n o t  k n o w in g  a TV show , 
movie,  o r  pop s ta r?

None N/A Had s o m e o n e  tea se  you fo r  n o t  
k n o w in g  a TV show , movie , o r  
pop  s ta r?

Felt l ike s o m e o n e  w as  
u n co m fo r tab le  a ro u n d  
you?

W ord ing  
In te rp re tab i l i ty  
Con ten t  
Ethical Issues  
R ed u n d an cy

Omission N/A

Been e m b a r r a s s e d  to go 
o u t  in public?

W ord ing Revision Have y o u  e v e r  felt e m b a r r a s s e d  
b e ca u se  o f  the  co lou r  o f  y o u r  
skin,  b i r th  coun try ,  accent,  
religion?

Been excluded  from 
activit ies,  gam es,  o r  clubs?

W ording ,  in te rp re tab i l i ty Om ission N/A

Been tea se d  o r  s lagged? None N/A Have y o u  e v e r  been  tea se d  o r  
slagged b e ca u se  of y o u r  b ir th  
country ,  religion, accent,  co lour  
o f y o u r  skin?

Had so m e o n e  m ak e  jokes 
a n d  h u r t  y o u r  feelings?

R ed u n d an cy Om ission N/A

Been t r e a te d  b ad ly  w h e n  
you  w e re  o u t  in a sh o p  o r  
r e s ta u ra n t?

C on ten t Revision Have y o u  e v e r  been  t r e a te d  
bad ly  b e c a u se  of y o u r  b ir th  
country ,  accent,  religion, skin 
colour?
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S e c t i o n  G:  F r e e  t i m h

T he  f ree  t ime  sec t ion  a i m e d  to l ighten  th e  m o o d  of t h e  in te r v ie w  fol lowing  th e  d i sc r im in a t i on  

s ec t io n  by ask ing  ch i ldren  a few b r ie f  q u e s t i o n s  a b o u t  t h e i r  o u t  of  school  t im e  activi t ies,  as  well  

as  t h e  e th n i c  m a k e u p  of t h o s e  act ivi t ies.  The  q u e s t i o n s  c o n s i s t e d  of:

• Do you go to any after-school clubs, sports, or  programs?

• How would you describe the other  kids at the program? (all born in Ireland, most born in Ireland, 
ha lf born in Ireland ha lf born outside o f  Ireland, m ost born outside o f  Ireland, all born outside o f  
Ireland)

• What are some of your favorite things to do in your  free time?

• Who do you like to do these things with?

T he  i t e m s  in th is  sec t ion  w e r e  no t  un i f o rm ly  app l icab le  to all ch i ldren .  Many ch ildren ,  

pa r t ic u la r ly  m in o r i t y  ch i ldren,  d id no t  e ngage  in s t r u c t u r e d  out -of -school  t i m e  act ivi t i es  s u c h  as 

s p o r t s  clubs.  Whi le  it w a s  fou nd  t h a t  m a n y  a t t e n d e d  ch u rch  g r o u p s  o r  rel ig ious  classes,  few 

m e n t i o n e d  t h e s e  act ivi t ies in th i s  sec t ion .  This  could be  d u e  to  t h e  fact t h a t  m a n y  re l ig ious  

o r g a n iz a t io n s  c o n v e n e  o v e r  th e  w e e k e n d ,  r a t h e r  t h a n  ' a f te r  s c h o o l ’, as  ind ica ted  in th e  q ues t i on .

As w i t h  t h e  q u e s t i o n s  in th e  n e i g h b o u r h o o d  sect ion ,  t he  i t em  re lying  on t h e  e th n ic  co m p o s i t io n  

p r o m p t  card  p r e s e n t e d  difficulty for  s o m e  ch ildren.  Others ,  h o w e v e r ,  s e e m e d  to k n o w  the  

n a t io na l  b a c k g r o u n d  of  c h i ld re n  in th e i r  ex t r a c u r r ic u la r  act ivi t i es.  This  w a s  m o s t  o f ten  t h e  case 

for  m u l t i g e n e r a t i o n a l  Ir ish ch i ld re n  w h o  a t t e n d e d  act iv it i es  w i th  o t h e r  m u l t i g e n e r a t i o n a l  Irish 

ch i ldren .

In terv iew er:  And o u t  of  t h e  kids  t h a t  go to t h e  a f te rs choo l  p r o g r a m  wi th  you,  w o u l d  you  

s ay  t h a t  t h e y ' r e  all bor n  in I re land,  m o s t  b o rn  in I re land,  h a l f  b o rn  in I re land  ha l f  b o rn  

ou ts ide ,  m o s t  b o r n  ou ts ide ,  o r  ail b o r n  ou ts i de?

Sean:  All bo rn  in I reland.

— R210, m u ltig en era tio n a l Irish boy, th ird  class

In terv iew er: Are  t h e r e  a n y  k ids  a t  GAA w h o  w e r e n ’t b o r n  in I re land?

Eoin: T h e r e  w a s  on e  b u t  he  got  m o v e d  u p  to t h e  big big group .

— R304, m u ltig e n e ra tio n a l Irish boy, second  class

The o p e n - e n d e d  q u e s t i o n s  on f ree  t i m e  w e r e  inc lud ed  to give c h i ldr en  an  o p p o r t u n i t y  to d i scuss  

act iv i t ies t h a t  w e r e  e n jo ya bl e  to th em .  Whi le  th e y  p r o d u c e d  s o m e  va l uab le  qua l i ta t iv e  da ta ,  th ey  

w e r e  n o t  r e l e v a n t  for  inc lusion in th e  pi lot  m e a s u r e  d u e  to  c o n t e n t  a n d  a d m i n i s t r a t i o n  i ssues.
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In the  end, it was  decided that  out-of-school t ime inter-e thnic contact  would be captu red most  

effectively th rough the  contact  measure .  Thus, the  ‘free t ime’ i tems we re  not  re ta ined in the  

pilot survey.

S ection l: You and  your  family

The final subsection of the  pre-test  collected impo r t an t  demographic  informat ion about  

par t ic ipants and thei r  families. It included the  following quest ions:

• How old are y o u ? _____

• Do you have brothers and sisters? [yes, no)

• if yes, how m any?_______

• is your family religious? fyes, noj

• iF YES: What religion?_________

• Were you born in Ireland? (yes, no)

IF NO:

• Where were you born?_________

• When did you move to Ireland?_________

• Were both of your parents born in Ireland? (yes, no)

IF NO:

• Where were your parents born?__________

• What is your favorite thing to do with your family?______

The only major  prob lem with these  i tems uncovered through the  cognitive in terviews w as  the 

use of  the  w o rd  'rel igious’, which many chi ldren did not  unders tand.

Interviewer: Is your  family religious?

Najea: Wha t  does  tha t  mean?

— R207, f ir s t  generation  Nigerian girl, th ird  class

Interviewer: Is yo u r  family religious?

Juliana: Uh, does  tha t  mean like from the  same country?

Interviewer: No, it means  like do you ever  go to church?

Juliana: We all go to church.

— R109, second-generation Brazilian girl, fo u r th  class

Therefore,  it was  decided to revise the  quest ion to include predefined response  categories  to 

m easu r e  religious affiliation. Also, the  quest ion 'whe re  we re  you r  paren ts  bo rn ’ was  split  into 

two sepa ra te  ques t ions  -  one for the  child’s m o the r  and one for the  child’s father  -  to gain a
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m o re  we l l - rounded picture of a child's e thnic  background.  The final ques t ions  for the  ‘abou t  you 

and your  family'  subsection are  presen ted  in Table 14.

Table 14: Revision o f the demographic items based on cognitive interview data

Pre-Test Item Problematic Issues Solution Pilot Item 
(if applicable)

How old a re  you? None N/A How old are  you?

Do you have any 
b ro th e r s  and  s is ters?  if 
yes, how  many?

None N/A Do you have any b ro th e rs  
and  sis ters? If yes, how  
many?

is y o u r  family 
religious?

W ord ing Revision: defined 
re sp o n se  categories, 
add itiona l ques tion  
on frequency  of 
service a t tendance .

W hat is y ou r  religion?

How often does  y o u r  family 
go to
c h u rc h /m o sq u e /sy n a g o g u e ?

W e re  you bo rn  in 
I re land? If no, w h e re  
w e r e  you bo rn?  How 
old w e re  you w hen  you 
m oved  to Ire land?

None N/A W ere  you b o rn  in Ire land? If 
no, w h e re  w ere  you born? 
How old w ere  you w h en  you 
m oved to Ireland?

W e re  bo th  of  y ou r  
p a re n ts  bo rn  in 
I re land? If no, w h e re  
w e re  they  born?

C ontent Revision: split 
ques tion

W as y o u r  m o th e r  b o rn  in 
Ireland? If no, w h e re  w as 
she  born?

Was y ou r  fa the r  born  in 
Ire land? If no, w h e re  w as  he 
born?

W ha t  is y o u r  favourite  
th ing  to  do w ith  y ou r  
family?

A dm in is tra t ion Revision If a genie cam e ou t of a 
bo ttle  and gave you th ree  
w ishes, w h a t  w ou ld  you 
wish for?

The final ques t ion 'if a genie came out  of a bot tle and gave you th ree  wishes,  wha t  you would  

wish for' w as  included as a ‘w r a p  up'  ques t ion and as an enter ta in ing item that  al lowed chi ldren 

to use thei r  imagination.  1 also included one ques t ion 'is there  anything else you would  like to 

share  about  you r se l f  to give chi ldren the oppor tun i ty  to include any addi tional  informat ion that  

they thought  was  relevant.

4 . 6 - S ummary

The final pilot survey included 52 i tems ar range d  in six subsections.  A total of 17 i tems from the 

pre-tes t  w e re  re ta ined wi thou t  revision, nine new items we re  crea ted  for the  pilot, and 26 i tems 

we re  revised based on feedback from the cognitive interviews.  Table 15 presents  the  pilot i tems 

ar ranged by subsection.
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Table 15: Overview o f  the pilot measure arranged by section and items

Section A: School 4 ques tions  ab o u t  the  child’s y ea r  in school, length of t im e in th e  c u r re n t  
school, and  en joym en t  of school.

Section B: Ethnic 
Bullying

15 ques tions  on e thn ic  bullying m easu r ing  th re e  under ly ing  construc ts : 
picking on o the rs  on th e  basis of ethnicity, getting  picked on the  basis of 
ethnicity, and observ ing  o th e rs  getting  picked on because of ethnicity.

Section C: Where you 
live

4 ques t ions  abou t ch i ld ren 's  level of satisfaction w ith  the ir  residen tia l area 
and  p ee r  in te ract ion  in th e ir  residentia l area.

Section D: Being 
treated differently

5 ques t ions  assess ing  a child's level of perceived disc rim ina tion  on the  basis 
of th e ir  b ir th  country , religion, accent, o r  skin colour.

Section E; Where 
people are from

6 ques tions  on ch ild ren 's  b ir th  country, th e ir  p a re n ts '  b ir th  countries, their  
bes t  friends' b ir th  countries ,  and  the ir  u n d e rs ta n d in g  of the ir  friends and 
c lassm ates  national backgrounds.

Section F: Who you 
spend time with

6 ques t ions  on contac t w ith  children  b o rn  in Ireland and  6 ques t ions  on 
contac t with  ch ild ren  born  ou ts ide  of Ireland.

Section G: About you 
and your family

6 q ues t ions  on ch i ld ren 's  age, family s truc tu re ,  religion, and  tw o  open  ended  
questions.

The cognitive in terview pre- tes t  stage was  ins t rumenta l  in the const ruct ion of a broad and 

cohesive, age-appropr ia te,  chi ld-centered pilot meas ure  of inter-e thnic relations.  Many 

problema t ic  i ssues re la ted to wording,  interpretabi li ty,  age-appropr ia teness ,  redundancy,  

content ,  and ethics w e re  identified through this method.  While the re sea rc her  had considered 

some of these  issues pr ior  to the  enter ing the  field, the vast  majori ty  of them became  evident  

only af ter  speaking di rect ly wi th children. This elucidates  the  impor tance  of involving and 

consul t ing  chi ldren whe n  designing a chi ld-centered quant i ta t ive measure ,  as well as the ir  

ability to contr ibute  to the  research process  in a const ructive and meaningful manner .

After const ructing the  pilot measure ,  it was  admin is tered  in pen and pap e r  format  to 208 

chi ldren in five pr im ary  schools.  The aim of the  pilot phase  was  to fur ther  evaluate the  items 

through  psychometr ic  tes t ing  including conf i rmatory  factor analyses,  non-parametr ic  i tem 

re spo nse  theo ry  scaling analyses,  and cri terion validation testing. The remaining two finding 

chap ter s  describe  the  psychometr ic  tes ting  of new  measu res  assess ing two broad  constructs  of 

in ter -e thnic  relations:  inter -e thnic contact  and problemat ic  inter-e thnic relations.  Chapter  five 

pr e sen t s  the  scaling analyses  and validation tes ting  of two measu res  of contact.  Chapter  six 

presen ts  the  scaling analyses  and validation tes ting  for th ree  new  measur es  of problemat ic  

in ter -e thnic relations.
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C h a p t e r  5 :  F i n d i n g s : B u i l d i n g  M e a s u r e s  o f  C o n t a c t

5.1 - I n t r o d u c t i o n

The previous  chap ter  discussed the  value of using contact  as an indicator  of inter-e thnic 

relat ions am ong  children.  This chap te r  describes  the  i tem selection and scaling procedure  for 

two new  m easu r es  of  contact;  contact  wi th chi ldren born  in Ireland and contact  with migrant  

children. Two new measu res  are  const ructed  from twelve  items, wi th six i tems predict ing each 

scale. It w as  decided that  given the  complexi ty and subject ivi ty of ethnic ident ity in m ode rn  day 

Ireland, the  word ing  of the  measure  would  focus specifically on contact  be tween  migrant  

children and chi ldren born Ireland. All chi ldren w e re  asked to complete the  twelve items. This 

al lowed for a thorough  and comparat ive  analysis of types  of contact  betw'een genera t ional  

groups .

First, the  results  of a Conf irmatory Factor Analysis are  pre sented,  confirming s tructura l  validity. 

Then,  reliability for each measure  is individually asse ssed th rough Mokken scaling analysis and 

s u p p lem en te d  wi th t radi tional  reliability tests. Criterion validat ion for each measu re  is built 

th ro u g h  conve rgent  correlat ions  and know n group predic t ions .  The ch ap te r  closes wi th a 

p re sen ta t ion  of  qual itat ive data,  fur the r  establ ishing the  conten t  and const ruc t  validity of the 

n e w  measu res  and al lowing for the more  nuanced e lements  of inter -e thnic  contact  to be 

p re sen ted  th roug h  the  chi ldren’s voices.

Descript ive stat ist ics for the  twelve i tems des igned to m easu re  contact  be tween Ir ish-born and 

m ig ran t  children are  included in Table 16. As descr ibed in detail  in Chapter  Two, six types  of 

contact  w e re  pr e sen ted  in the  measur e  and chi ldren w e re  asked how  often they engaged in each 

type  of contact  with: a) chi ldren born  in Ireland, and b) children born  outside of Ireland. The 

i tems w e re  des igned to fit a Mokken scaling model,  m ean ing that  they increase in ‘in tens i ty’ 

from com mon forms of contact  [ex: talking in school) to m ore  int imate forms of contact  [ex: 

inviting over  to yo u r  house).  At a glance, the f requencies  suggest  tha t  the  i tems per formed  as 

predicted:  chi ldren repo r ted  engaging in ‘co m m o n ’ forms of contact  m ore  frequent ly wi th both 

Ir ish-born and migrant  children. Approximately 93%  of  chi ldren talk wi th som eone born in 

Ireland at school  at least  once a we ek  and 75% talk wi th  a migrant  child wi th the  same 

frequency.  As the  contact  becomes more  intimate,  chi ldren engage in the  form of contact  less 

frequently.  Com pared wi th the  high levels of in-school contact,  only 32.2% of chi ldren invite an 

Ir ish-born child to the i r  house once a week. Just over  25 %  invite a migrant  child to the ir  house  

wi th the  sam e frequency.
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Table 16 also shows  di fferences in overall  contact  wi th Ir ish-born and migrant  children. While 

it is impor tant  to invest igate this in fur ther  detail, the  focus of this ch ap te r  is on scaling and 

m ea su r em en t  design. For now, the  concentra t ion will remain  on the  psychometr ics  of the 

measu res  ra th e r  than the  implicat ions of the  frequencies.  As evidence by the  frequencies and 

the  item content,  the  pat tern  of re spon ses  is intuitively plausible.

Table 16: Frequencies o f  contact items arranged by group

Type of Contact R esp onse
C ategories

F req u en cy (%) 
With Irish Born

F req u en cy (%) 
With Migrant

How often do you talk in school? Never
About once a month 
A few  times a month 
About once a week 
Everyday

4(2.0)
8(4.1)
2 (1.0) 

14(7.1) 
168 (85.7)

19 (9.7) 
15 (7.7) 
15 (7.7) 

37 (18.9) 
110 (56,1)

How often do you play in school?
Never
About once a month 
A few  times a month 
About once a week 
Everyday

7 (3.6)
7 (3,6) 
11 (5.6) 

20 (10.2) 
151 (77.0)

32 (16,3)
13 (6,6)
14 (7,1) 

38 (19,4) 
99 (50,5)

How often do you talk to outside of 
school?

Never
About once a month 
A few  times a month 
About once a week 
Everyday

17 (8.7) 
12(6.1) 

21 (10.7) 
53 (27.0) 
93 (47.4)

42 (21,4) 
14(7,1) 

34(17.3) 
33 (16,8) 
73 (37.2)

How often do you play together 
outside of school?

Never
About once a month 
A few  times a month 
About once a week 
Everyday

29(14.8) 
18 (9.2) 

34(17.3) 
47 (24.0) 
68 (34.7)

60 (30.6) 
22 (11,2) 
32 (16,3) 
36 (18,4) 
46 (23,5)

How often do you invite them over 
to your house?

Never
About once a month 
A few  times a month 
About once a week 
Everyday

58 (29.6) 
41 (20.9) 
34 (17.3) 
38 (19.4) 
25 (12.8)

96 (49,0)
30 (15,3) 
25 (12,8)
31 (15,8) 
14(7,1)

How often do you go play at their 
house?

Never
About once a month 
A few  times a month 
About once a week 
Everyday

57(29.1) 
40 (20.4) 
31 (15.8) 
45 (23.0) 
23 (11.7)

89 (45,4) 
34(17,3) 
23 (11,7) 
36 (18,4) 
14(7,1)

5 . 2  - V a l i d a t i n g  t h e  P r e d i c t e d  S t r u c t u r e : C o n f i r m a t o r y  F a c t o r  A n a l y s i s

It was  hypothesized that  thes e  twelve contact  i tems would  capture  two dist inct  forms of contact  

am ong  children: contact  wi th Irish born  chi ldren and contact  wi th migrant  children.  A 

conf i rmatory  factor analysis (CFA) w as  conducted to conf irm that  the i tems functioned as 

intended.  A two factor model  was  predicted ,  wi th six observed contact  var iables influencing



each latent variable. The latent variables were allowed to correlate, as it is probable that 

contact w ith  Irish born children and contact w ith  m igrant children are not independent 

constructs. In addition to the covarying two factor model, a one factor model, a non-covarying 

two factor model, and a three factor model were also tested to compare the fit o f the 

hypothesized model w ith  alternative models. The one factor model consisted of all 12 items 

predicting one latent variable: contact. The three factor model included three latent traits: 

school-time contact, out of school contact w ith  Irish born children, and out o f school contact 

w ith  m igrant children. This model was tested because existing research has demonstrated that 

some children may have high levels of inter-ethnic contact at school but relatively low levels of 

inter-ethnic contact outside o f school (Curry et al., 2011; Davey & Mullin, 1982; Garandeau, 

Wilson, & Rodkin, 2010). Therefore, it is plausible that the 12 items could also capture in-school 

contact and out-of-school contact rather than contact w ith Irish children and contact w ith  

m igrant children. For this reason, it was included as a possible alternative model in the CFA. ^2

First, the hypothesized two-factor measurement model was estimated using the maximum 

likelihood method. Modification indices showed that allowing four pairs of residuals to covary 

would greatly improve model fit. All four pairs featured items that were next to each other in 

terms o f ‘in tensity ’ [ex: talk to a m igrant in school, play w ith  a migrant in school] so residual 

correlation was theoretically justifiable. Covariance was perm itted and the model was re-run. 

Figure 6 shows a path diagram of the hypothesized two factor model w ith  standardized 

estimates.

Figure 6: Path diagram o f the two fac to r contact model
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Path diagrams and standardized loadings for all four tested models are included in Appendix J
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Table 1 7; Factor Loadings fo r  Contact Item s

Latent Variable Observed Variable Standardized
loading

Contac t  witin Children Born in Ireland Talk in school? 0.47
Play to g eth er in school? 0.47
Talk ou tside o f  school? 0.89
Play to g eth er ou tside  o f  
school?

0.78

Invite over to  y o u r  house? 0.47
Go p lay  a t  th e ir house? 0,53

Contac t  w i th  M igran t  Children Talk in school? 0.51
Play to g eth er in school? 0.51
Talk ou tside o f  school? 0.87
Play to g eth er ou tside  o f  
school?

0.92

Invite o ver to  y o u r  house? 0,61
Go p lay  a t  th e ir house? 0,62

As shown  in Table 17, all twelve i tems had relatively s t rong loadings on their  respect ive factors 

[>0.45) (Comrey & Lee, 1992; Hair & Anderson,  2010].  The correlat ion  be tween the  two factors 

was  notable at 0.33. While the  was  statistically significant, the  x^/df ratio w a s  3.5, well below 

the  good-fit  s t andar d  of 5. Additional tes ts  for fit indicated a reasonably  good fit wi th CFl = .94 

and GFl = .91. The RMSEA m easured  0.08, which is just slightly h igher than the  good fit 

threshold  of 0.05 bu t  considered acceptable (MacCallum et al., 1996).  The NNFI suggested a 

mod era te  fit (.90) and the  CFl indicated a good fit (.93]. Overall, most  model  fit indices showed  

a good fit to the data and an adequat e  descr ip tion of the under ly ing st ructure.  Fur thermore ,  the 

hypothes ized two factor model  outper fo rm ed  all th ree  of the al ternative  models  (see Table 18 

for a compar ison of fit indices].  Therefore,  it can be  argued that  the  CFA confi rmed the  a priori 

hypothes is  tha t  the twelve contact  i tems bes t  predic t  two under ly ing latent  factors: contact  with 

Irish born  chi ldren and contact  wi th migrant  children.

Table 18: Goodness o f  Fit Indices fo r  CFA Models

df x V d f GFI RMSEA CFl NNFI

Model 1: Hypothesized 
two factor correlated 
model

149.35 43 3.47 ,91 .08 .93 .90

Model 2: Two factor 
uncorrelated model

765.43 54 24.46 .53 .26 .54 .26

Model 3: One factor 
model

407.80 49 8.32 .75 .19 .77 .69

Model 4: Three factor 
model

821.99 49 16,78 .49 .28 .50 .33

By confirming the  p resen ce  of two under lying latent  factors, the  CFA built const ruc t  validity by 

affirming that  the twelve i tems are  app ropr ia te  indicators  of tw o  distinct  forms of contact.  This
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m e a n s  t h a t  th e  i t e m s  can be s u bj ec te d  to  scal ing an d  rel iabi li ty analysis ,  to f u r t h e r  a s s e s s  th e i r  

a p p r o p r i a t e n e s s  for inc lus ion in a n e w  m e a s u r e .  On its own,  a c o n f i r m a t o r y  fac tor  ana lys i s  is 

c o n s i d e r e d  a highly suf ficient  a n d  so p h is t i c a te d  form of  m e a s u r e m e n t  de s ign  a n d  va lida t ion .  

Co m bin in g  it wi th  a n o n - p a r a m e t r i c  i t em r e s p o n s e  t h e o r y  scal ing ana ly s i s  fac il i ta tes a fu r t h e r  

ex a m i n a t i o n  of  i t em p e r f o r m a n c e ,  scalabil i ty,  r e s p o n s e  pa t t e rn s .  Th e  c h a p t e r  go es  on to d i scuss  

t h e  rel iabi l i ty  analys i s  an d  v a l ida t ion  t e c h n i q u e s  for th e  tw o  n e w  m e a s u r e s  of  contac t .  A 

sens i t i ve  scal ing a p p r o a c h  a n d  r o b u s t  val id i ty te s t s  w o r k  to  bui ld a m e a s u r e  t h a t  a cc ur a te ly  and  

efficiently c a p t u r e s  re levant ,  d i s t i nc t  e l e m e n t s  of  con ta c t  b e t w e e n  m i g r a n t  ch i ld re n  a n d  ch i ld ren  

b o r n  in I reland.

5 . 3  - M e a s u r i n g  C o n t a c t  w i t h  C h i l d r e n  B o r n  in  I r e l a n d

In t h e  in t e r e s t  of  spa ce  a n d  readabi l i ty ,  'Contac t  w i th  Chi ldren  Born in I r e l a n d ’ will be 

a b b r e v i a t e d  CCBl whi le  p re s e n t i n g  th e  NIRT ana lyses .

M o k k e n  S c a l i n g  A n a l y s e s : B u i l d i n g  a  S e n s i t i v e  M e a s u r e

T h e  Mo kken  ana lys i s  o f  th e  CCBl m e a s u r e  b eg an  by calcula t ing Loevinger ' s  sca labi l i ty  

coef f icien ts  for  all i t e m s  [Hi  coeff ic ients )  a n d  for th e  total  scale [H coeff icients ].  Table  19 

p r e s e n t s  t h e  coef ficients  for all six i t ems ,  all of  w h ic h  sa t i sf ied the  u n id im e n s io n a l i ty  

a s s u m p t i o n  w i th  Hi  r angi ng  f rom 0 .46 to .60. I tem scalabi l i ty  a n d  total  s c o r e  coeff ic ien ts  w e r e  

a l so  e x t r ac ted .  As a scale,  th e  i t e m s  d i sp la ye d  s t r o n g  u n id im e n s io n a l i t y  b a se d  on  H coefficients ,  

w i t h  a total  sc o re  of  0 .547  (Loevinger,  1948) .  Accord ing  to th e  s t a n d a r d ,  an y  H s c o r e  >0.5 

in d i ca te s  a s t r o n g  scale.

Table 19: U n id im ensiona lity  and  m o n o to n ic ity  o f  CCBl item s

C o n ta c t  I tem Mean Hi # a c # v i # z i g # c r i t
Talk to in someone born in Ireland in school? 4.70 0.46 9 0 0 0
Play with someone born in Ireland in School? 4.54 0.48 11 0 0 0

Talk to someone born in Ireland outside of 
school?

3.98 0.58 10 0 0 0

Play with someone born in Ireland outside of 
school?

3.55 0.56 12 0 0 0

Play over at someone born in Ireland's house? 2.65 0.55 11 1 0 15
Invite someone born in Ireland over to your 
house?

2.68 0.59 12 0 0 0

The  m o n o t o n i c i t y  a s s u m p t i o n  w a s  inv es t ig a te d  us in g  th e  o b s e r v a b l e  p r o p e r t y  m an i f e s t  

m o n o t o n i c i t y  func t ion [Si j t sma & Molenaar ,  2002 ) .  This  t e s t  is u s e d  to se e  if th e  i t em s te p  

r e s p o n s e  func t ions  a r e  n o n - d e c r e a s i n g  func t ions  of  th e  la te n t  t rai t .  In o t h e r  w o r d s ,  it t e s t s  to see  

if i t e m s  inc re a s in g  in ' in tens i ty '  a r e  also inc reas ing  on th e  la te n t  t ra i t  (in thi s  case.  C ontac t  w i th
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Children Born in Ireland],  Based on sample size, res tscore groups  w e re  set  to a minimum of 55 

(Stochl et  al., 2012).  Monotonicity output  for the  i tems are  included in Table 19. One item 

appear s  to have violated the  monotonici ty  assumpt ion,  though the  violation as indicated by the 

z score w as  not  significant. The crit score of 15 fur ther  conf irms that  this violation is not  a 

ser ious violation of monotonic ty  and the  item is sui table for inclusion in a Mokken scale 

(Molenaar  & Sijtsma, 2000].  The monotonic i ty  assumpt ion  was  satisfied, indicating that  all 

i tems ap p e a r  to discriminate  well be tween r e spo nd en t s  wi th low levels of contact  (indicated by 

low res tscores]  and ones  wi th higher  levels contact  [ indicated by high restscores).

To provide  a more  detai led demon st ra t ion  of wha t  monotonici ty  means , plots for the  six CCBl 

i tems are  p re sen ted  in Figure 7. For each item, there  are  two plots. The plots on the left 

graphical ly r e p re sen t  the  per formance of an i tem’s ISRFs. As described in detail in Chapter  2, 

ISRFs can be thought  of as the  ‘s t ep ’ be tw een  one item response  ca tegory and the  next. For 

example,  the  s tep could be the  di fference between  ‘a few t imes a m o n t h ’ and 'about  once a w e e k ’. 

There  are  five re spon se  ca tegories  for each item, meaning there  are  four s teps  be tween items. 

The plots on the  right  sho w the  IRF of the  i tem itself. The latent trait, rep resented  by restscores ,  

is fea tured on the  x axis.

As the plots show,  all IRFs are  increas ing along wi th the  la tent  ability. As restscores  increase,  the  

probabi l i ty of a re sp o n d en t  endors ing the specific contact  i tem also increases.  Violations of 

monotonic i ty  would  be d em ons t ra t ed  by a decrease  or  a dip in the  IRF. Monotonici ty plots are  

also helpful in demon s t r a t ing the  ‘difficulty’ or  ‘in tens i ty’ of an item. For example,  take the  IRF 

plot for Contact l  (how often do you talk wi th som eone  born  in Ireland in school?). This i tem is 

considered the  ‘eas ies t ’ by IRT s tandards ,  as it is the  most  likely to be endorsed.  It is also the 

least  ‘d iscr iminat ing’. There  is a slight difference be tween r e sponden t s  wi th low levels of 

contact  and those  wi th med ium levels of contact,  as indicated by the  slight increase in the  line 

from the  Y axis to the  middle. However,  there  is no discr iminat ing p o w e r  between those wi th 

med ium levels of contact  and those wi th high levels of contact,  as de m ons t ra ted  by the s traight  

line be tw e en  m edium and high res tscore  groups . This means  th a t  the  i tem cannot  di fferent iate 

between  chi ldren who have ‘m ed iu m ’ levels of contact  wi th Irish born  chi ldren and those who  

have high levels of contact.  Both groups  would  be equally as likely to endor se  the  item because  

the  type of contact  descr ibed in the  item is so common.

For an example  of a highly discr iminat ing item, observe  the  plots for ContactI6 (how often do 

you invite som eone born  in Ireland over  to your  house?).  The IRF is s teep and consistent ly 

increas ing along the  latent  trait,  meaning that  the  item is able to di fferent iate levels of contact
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based on a respondent’s ability. The differences between low, medium, and high levels of 

contact are distinguishable as shown by the slope.

Figure 7: Monotonicity plots fo r  'Contact with Children Born in Ireland' items
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Following the investigation o f monotonicity, invariant item ordering (110) was tested using the 

Manifest IIO (MHO) method. The MllO method orders the items by descending mean item scores
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and n u m b ers  them accordingly. Next, each i tem pai r  was  evaluated  to see if it violated the 

equa t ion of MHO. Very small violations w e re  automat ical ly ignored by the  method,  while 

significant violat ions w e re  noted.  An item violates the  assumpt ion when  i tems intersect,  

indicat ing a non-hierarchical  s t ructu re  in the  measure .  All i tems re turned  t scales of 0, 

indicat ing that  there  we re  no violations of intersection (HT = .75).33

Plots of i tem respon se  functions for each pai r  of i tems are  pre sen ted  in Figure 8. These plots 

differ from the  monotonic ity  plots as they show  the  relat ionship between two IRFs against  the 

la tent  trait.  They also show  the  confidence interval of the IRFs in the  coloured area su rrounding  

the  black and dashed lines. The graphs  provide a s t rong visual representa t ion  of the  110 

as sum pt ion  and prove useful in i l lustrating the non-in tersect ing data, as well as the  hierarchical  

na tu re  of the  items. When observing the  relat ionship be tw een  Contact l  (talk wi th som eone 

b orn  in Ireland in school) and Contact2 [play wi th someone born  in Ireland in school),  ther e  is 

little di fference wi th regards  to item difficulty. Both i tems are  able to d iscr iminate slightly 

bet w een  low and med ium level contact  groups ,  but fail to discriminate  between med ium and 

high level contact  groups .  The plot of Contact l l  and Contact l6 (invite someo ne  born  in Ireland 

to over  to yo u r  house)  provides  a good visual representa t ion  of a weak  item and a s t rong item. 

The IRF for Contact l l  is nearly horizontal,  indicating a weak discriminat ion.  The IRF for 

Contact I6 increases  in intens ity along the  latent  trait ,  dem ons t ra t ing  its ability to di fferent iate 

be tw een  r e sponden t s  based on thei r  latent level of contact.

The only ap p a ren t  violation of 110 occurs  be tw een  ContactI6 and Contac t lS  (play at  someone  

b orn  outs ide  of I re land’s house).  The nearly identical posit ion and slope of the IRFs suggests  

tha t  the  content  of the  i tems and the  d iscriminat ion p ow er  are  very s imilar and one item may be 

r edu nd an t .  Based on the  small n u m b er  of i tems in scale and the  fact tha t  violation was  not 

significant according to the  MHO test,  it w as  decided to keep both i tems in the measure .

Sy nt ax  f o r  t h e  110 i n v es t i g a t i o n  is p r e s e n t e d  in A p p e n d i x  H.
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Figure 8:110 plots o f  Contact with Children Born in Ireland items

By sa t i sfying  ail fou r  a s s u m p t i o n s ,  the  six ' c on ta c t  w i t h  c h i l dren  b o r n  in I r e l a n d ’ i t e m s  m e e t  the  

r e q u i r e m e n t s  for  t h e  s t r o n g  Mokk en  d o u b le  m o n o to n ic i t y  model .  As a scale,  t h e s e  i t e m s  

a ccur a te ly  m e a s u r e  co n ta c t  w i th  ch i ld ren  b o r n  in I re land  in a w a y  t h a t  is u n id im ens io na l ,  

n ua nced ,  and  sensi t ive .  In ad d i t io n  to the  M okken  rel iabi l i ty  test ing,  t h r e e  re liabi l i ty 

coeff icients  w e r e  al so ca lcu la ted  for the  n e w  m e a s u r e .  All t h r e e  m e t h o d s  of  rel iabi l i ty  tes t in g  

r e inforce  th a t  th e  i t e m s  c r e a t e  a s t r o n g  scale w i t h  C r o n b a c h ’s Alpha  = .80, G u t t m a n ’s L a m b d a  2 

= .83, a n d  MS m e t h o d  coef ficient  = .87 (Cronbach ,  1951;  Gu t tm an,  1945;  van  d e r  Ark, van  d e r  

Palm, & Sij tsma,  2011] .  This f u r t h e r  e s t a b l i sh e s  th e  re l iabi l i ty of  t h e  i t e m s  as  a u n id i m e n s i o n a l
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measure and affirms the ir ability  to collectively assess a child’s level of contact w ith  children 

born in Ireland.

The final contact w ith  children born in Ireland scale consists o f six items, each w ith  five possible 

response categories. Scores were generated by summing the responses as follows: 5 = Everyday, 

4 = A few times a week, 3 = About once a week, 2 = A few times a month, 1 = Almost never. Thus, 

final scores could range from 6 [indicating almost no contact w ith  children born in Ireland) to 

30 [indicating every day, highly fam iliar contact w ith  children born in Ireland both in and out of 

school). The mean score for the variable was 22.10, SD = 5.31. A histogram of the scale’s 

d istribution is presented in Figure 9.

Figure 9: Distributions o f the Contact with Children Born in Ireland Scale
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Following the Mokken scaling analysis, the psychometric evaluation of the new measure 

continued w ith  va lid ity testing. The in itia l confirm atory factor analysis established that the 

projected two factor contact model was a good fit, building construct va lid ity  for the measure 

and the two scales o f contact. This chapter goes on to build criterion va lid ity  o f the scale by 

validating it against known group outcomes and recognized measures o f happiness, self-esteem, 

and mental well-being.
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The association between generational status and contact with children born in Ireland

The generational status of children has been shown to play a role in the development  of social 

groups and friendships. For many first generation migrants, strong school-based friendships are 

formed with other migrant children, regardless of country of origin [Anderson, 2001). In-group 

friendships among children with similar ethnic backgrounds are often solidified outside of 

school through religious groups, cultural centres, language schools, or extended family 

networks (Curry et al., 2011; Devine, 2009; Windzio, 2012). The majority of international 

research argues that  even among children in ethnically diverse schools, "children usually lead 

ethnically segregated lives even when they are nominally integrated in school settings” 

(Garandeau et al., 2010).

It was hypothesized that  contact with children born in Ireland would be higher for multi- 

generational Irish children than for first or second generation migrants. Analyses of variance 

(ANOVA) were conducted to examine the mean differences between generations. Convergent 

with international literature, contact levels were lowest for first generation migrants [n = 67, M 

= 21.43, SD = 5.34), followed closely by second generation migrants (n = 92, M = 21.52, SD =

5.21), and then multi-general Irish [n = 37, M = 24.72, SD = 4.81). The effect of generational 

s ta tus on contact with children born in Ireland was significant [F[2. 193) = 5.89, p = 0.003]. 

Tukey's posthoc test revealed a significant difference in contact levels between multi- 

generational Irish children and both first and second generation migrants (1̂ :̂ p=.006, 2'' :̂ 

p=.005). This confirms the hypothesis that  multi-generational Irish children engage in higher /  

more intimate levels of contact with Irish born children than first or second generation migrants.

The association between length o f  time in Ireland and contact with children born in Ireland

Upon arriving in a new country, migrant children are often immersed in a migrant social 

network. As time goes on, many migrant children develop more inter-ethnic or ‘out-group’ 

friendships as they acquire the native language and learn how to navigate their new social 

worlds (Bellmore et al., 2011; Rizvi, 2004; Titzmann & Silbereisen, 2009). Pearson’s 

correlations investigated the relationship between length of time living in Ireland and contact 

with Irish born children for first generation migrants. As predicted, there was a significant 

positive correlation between the variables, support ing international findings that contact with 

Irish born children increased with the amount  of time that migrant children had been living in 

Ireland (r = 160, n = 67 , p = .025).
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The relationship between happiness, self-concept, and contact with children born in Ireland

Meaningful friendships are instrumental in the emotional, social and cognitive development of 

the child (Erwin, 1993; Newcomb & Bagwell, 1995). Childhood friendships have also been 

shown to build self-concept and contribute to overall emotional well-being (Bishop & 

inderbitzen, 1995; Bolger, Patterson, & Kupersmidt, 1998; Nangle, Erdley, Newman, Mason, & 

Carpenter, 2003]. While contact doesn't necessarily predict friendship, higher scores on the 

contact with children born in Ireland measure are reflective of more intimate forms of contact 

often associated with close friendship (i.e. playing together outside of school, visiting each 

other's homes, etc). Therefore, it was hypothesized that contact with Irish born children would 

be positively related to happiness and self-esteem levels among all children in the sample. 

Pearson's correlations confirmed that happiness and self-esteem were positively related to 

contact with children born in Ireland (h; r  = .28, p < .001; s.e.; r = .26, p<.001), supporting the 

literature that positive peer relationships and intimate friendship are related to children's well

being.

The relationship between mental health and contact with children born in Ireland

Social acceptance and positive peer relationships are important predictors of children's overall 

adjustment and mental health (Parker & Asher, 1987; Sawyer et al., 2001). Specifically, intimate 

friendships are linked to lower levels of social anxiety and depressive symptoms in childhood 

and early adolescence (Greco & Morris, 2005; Greca & Lopez, 1998; La Greca & Harrison, 2005; 

Rao et al., 2007; Zimmer-Gembeck, Hunter, & Pronk, 2007). As the contact with children born in 

Ireland measure assesses dimensions of intimate friendship, it was predicted that high levels of 

contact would have a negative relationship with depressive symptoms and a positive 

relationship with the 'freedom from anxiety' subscale. Pearson’s correlations were performed 

to test this hypothesis. Tests confirmed the significant relationships between contact and 

freedom from anxiety (r = .21, p = .004) and depressive symptoms (r = -.22, p=.002), affirming a 

positive association between close forms of contact and mental well-being.

5.4 - B u i l d i n g  a  M e a s u r e  o f  C o n t a c t  w i t h  M i g r a n t  C h i l d r e n

The first part of this chapter presented the psychometric information for the Contact with 

Children Born in Ireland scale. Now, the psychometric information for the Contact with Migrant 

Children scale will be presented and discussed. As with the previous measure, the results of 

non-parametric item response theory scaling analyses will be presented first, followed by 

testing of criterion and convergent validity.
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M o k k e n  Sc a l i n g  A n a l y s e s : B u i l d i n g  a  Se n s i t i v e  M e a s u r e

Following the Mokken analysis of the 'Contact w ith  Children Born in Ireland’ items, a sim ilar 

analysis was conducted on the ‘Contact w ith  Migrant Children’ items. While the items 

themselves are nearly identical to those in the previous scale, the CFA confirmed that they are 

indicators o f a unique and separate underlying tra it. For that reason, they must undergo the 

same rigorous testing procedure to determine the ir su itab ility  for scaling.

Loevinger’s scalability coefficients (H i)  were calculated for the six ‘contact w ith  m igrant 

children’ items and for the total scale [H coefficients). All items strongly satisfied the 

assumption o f unidimensionality w ith  coefficients ranging from 0.55 to .66. The H coefficient 

indicated that the items formed a very strong scale, w ith  a score of 0.62 [Loevinger, 1948). This 

shows that all items are successfully tapping into the same underlying construct, affirm ing 

unidim ensionality and local independence. Hi coefficients for all items are included in Table 20.

Table 20: Unidimensionality and monotonicity output fo r  contact with migrant children items

Contact Item Mean Hi #ac #vi #zig #crit
Talk to in someone born outside of Ireland in 
school?

4.04 0.56 12 0 0 0

Play w ith  someone born outside o f Ireland in 
School?

3.81 0.55 12 0 0 0

Talk to someone born outside o f Ireland 
outside o f school?

3.41 0.66 8 0 0 0

Play w ith  someone born outside o f Ireland 
outside o f school?

2.93 0.66 10 0 0 0

Play over at someone born outside o f Ireland’s 
house?

2.17 0.62 8 0 0 0

Invite someone born outside o f Ireland over to 
your house?

2.24 0.60 10 0 0 0

The m onotonicity assumption was investigated using the observable property manifest 

monotonicity function (Sijtsma & Molenaar, 2002). As w ith  the previous analysis, the restscore 

groups were set to a m inimum of 55 (Stochl et al., 2012). All items met the monotonicity 

assumption by increasing along the latent tra it, establishing the ir ab ility  to discrim inate 

between respondent contact levels. All items returned a c rit score o f zero. The m onotonicity 

plots for the ‘contact w ith  m igrant children’ items are presented in Figure 10. Similar to the 

previous scale, the ‘easiest’ item was ContactFl (how often do you talk to someone born outside 

of Ireland in school?). This item is able to discrim inate well between those w ith  low and 

medium levels o f contact, but unable to properly discrim inate between those w ith  medium and 

high levels o f contact. The remaining five items, however, all demonstrate a strong ability  to 

distinguish between respondents based on levels of contact.
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Figure 10: Monotonicity plots f o r  'contact w ith m igrant children' items
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The next stage of testing involved checking item ordering using the manifest invariant item 

ordering method [MHO) [Ligtvoet, van der Ark, te Marvelde, & Sijtsma, 2010). Statistical tests 

determined that there w^ere two possible violations o f item ordering between ContactF2 and 

ContactF3. However, the t scores were not significant [ t  = 0) and the crit scores were also below
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the standard value fo r a 'p rob lem atic ' non-in tersection [c r it  = 43, 38]. An abridged ou tpu t o f the 

110 results are presented in Table 21.

Table 21: Abridged IIO results fo r  contact with m igrant children items

Contact Item Hi #ac #vi tmax #tsig #crit
Talk to in someone born outside of Ireland in 
school?

0.56 10 0 0 0 0

Play w ith someone born outside of Ireland in 
School?

0.55 10 1 1.1 0 43

Talk to someone born outside of Ireland 
outside of school?

0.66 10 1 1,1 0 38

Play with someone born outside of Ireland 
outside of school?

0.66 10 0 0 0 0

Play over at someone born outside of Ireland's 
house?

0.62 10 0 0 0 0

Invite someone born outside of Ireland over to 
your house?

0.60 10 0 0 0 0

The hierarchical s truc tu re  o f the items was fu rthe r examined using IIO plots. Figure 10 presents 

the plots fo r all item  pairs. The overlap between ContactF2 and ContactF3 is a v is ib le  but very 

m in o r v io la tion  o f in tersection. The p lo t exam ination re in forced the sta tistica l find ing  tha t the 

110 v io la tion  is not severe enough to w a rra n t the remove o f an item  from  the measure. 

A dd itiona l inspection o f the 110 plots dem onstrated tha t apart from  the most common form  o f 

contact (C on tactF l), all items were able to d iscrim inate  between low, medium, and high levels 

o f contact w ith  m ig ran t students. N on-intersection o f the rem ain ing item s verifies the 

h ierarchical s truc tu re  o f the measure.

Figure 11: IIO plots fo r  contact w ith m igrant children items.
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The six items for ‘Contact w ith  Migrant Children' satisfied the requirements for the strong 

Mokken double m onotonicity model, generating a scale that is unidimensional, sensitive, and 

consistent. To further test the re liab ility  o f the new measure, three coefficients were calculated. 

The coefficients reaffirmed that the six items construct a strong scale (Cronbach's Alpha = .86, 

Guttman's Lambda 2 = .88, Rho = .88].

The final ‘Contact w ith  Migrant Children Scale’ consists of six items, each w ith five possible 

response categories. Scores were generated by summing the responses as follows: 5 = Everyday, 

4 = A few times a week, 3 = About once a week, 2 = A few times a month, 1 = Almost never. Thus, 

final scores could range from 6 (indicating almost no contact w ith  m igrant children) to 30 

(indicating every day, highly fam iliar contact w ith  m igrant children both in and out of school). 

The mean score for the contact w ith  m igrant scale in the current sample was 18.61, SD = 6.75. A 

histogram of the scale’s d istribution is presented in Figure 12.

Figure 12: Distributions o f the Contact with M igrant Children Scale
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B u i l d i n g  V a l i d i t y o f  t h e  Co n t a c t  w i t h  M i g r a n t  C h i l d r e n  Sc a l e

Following the Mokken scaling analysis, the psychometric evaluation of the Contact w ith Migrant 

Children measure continued w ith  va lid ity  testing. Criterion va lid ity  o f the scale was tested 

against known group outcomes and previously validated measures of happiness, self-concept, 

and mental well-being.

The relationship between generational status and contact w ith m igrant children

First and second generation migrant children have been shown to have close intra-ethnic 

friendships and high levels o f intra-ethnic contact both in and out o f school [Altinyelken, 2009; 

Curry et al., 2011; Titzmann & Silbereisen, 2009; Windzio, 2012). Thus, it was hypothesized that 

contact w ith  m igrant children would be higher for firs t and second generation migrants than it 

would be for multi-generational Irish children. Analyses o f variance (ANOVA) were conducted 

to examine the mean differences between generations. In line w ith  the prediction, contact 

levels were highest for firs t generation migrants [n = 67, M = 20.46, SD -  5.78], followed by 

second generation migrants (/? = 92, M = 19.13, SD = 6.86), and then multi-general Irish [n = 37, 

M = 13.95, SD = 6.08). The effect of generational status on contact w ith  m igrant children was 

highly significant [F(2, 193) = 13.08, p -  0.00]. Tukey’s postboc test revealed a highly significant 

difference in contact levels between multi-generational Irish children and both firs t and second 

generation migrants (l^t; p<.001, 2"^: p<.001). This supports findings that both m inority and 

majority group children are more like ly to engage in close forms o f contact w ith  in-group 

members than w ith  out-group members.

The relationship between ethnic composition o f the school and contact with m igrant children

Multi-ethnic schools serve as a point of compulsory interaction for children o f diverse ethnic 

and cultural backgrounds. Some international research has suggested that high levels of ethnic 

diversity contribute to children developing more out-group friendships and positive in ter

ethnic attitudes (Juvonen, Nishina, & Graham, 2006; A. Smith & Schneider, 2000). Others argue 

that it may actually trigger m istrust and lead to separateness and the formation of in-group 

friendships [Putnam, 2007; Vervoort, Scholte, & Scheepers, 2011). Regardless o f the nature of 

inter-ethnic relations in diverse schools, the schools serve as a point of inter-ethnic contact if  

nothing else (Singleton & Asher, 1977). Therefore, it is hypothesized that contact w ith  m igrant 

children would be significantly higher in more ethnically diverse schools. Schools were divided 

into two categories based on the percentage o f ‘m ino rity ’ students enrolled. Schools w ith  more 

than 60% firs t or second generation m igrant students were classified as 'ethnically diverse’. An 

independent sample T test confirmed the hypothesis that children in ethnically diverse schools
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(M = 19.77, SD = 6.67) had more  contact  wi th migrant  chi ldren than  those in more  homogenous  

schools (M = 16.55, SD = 6.43; t (194)  = -3.30, p = .001).

The relationship betw een happiness, self-concept, and contact w ith m igran t children

The association be tween int imate fr iendships  and happiness  and self-concept is well 

es tabl ished in the  international  l i te ra ture  (Bishop & Inderbi tzen,  1995; Holder & Coleman, 2009; 

Rigby & Slee, 1993).  For many first and second genera t ion migrant  children, in timate 

f r iendships  are  formed wi th o ther  migran t  /  e thnic minor i ty pee rs  [Altinyelken, 2009;  Barron, 

2011; Curry et al., 2011;  Hsin-Chun Tsai, 2006).  Among chi ldren who have both in-group and 

out-group fr iendships,  it has been widely  repo r ted  that  minori ty  chi ldren rate the i r  in-group 

fr iendships  as more  stable and of a ‘h igher qual ity’ than out-group fr iendships  (Aboud et al., 

2003;  Baerveldt,  Van Duijn, Vermeij,  & Van Hemert ,  2004; Gonzalez, Herrmann, Kertesz, &

Vicsek, 2007;  Kao & Joyner, 2004; Schneider,  Dixon, & Udvari, 2007).  Therefore,  it was  predicted 

that  contact  wi th migrant  children would  be positively corre lated  wi th happiness  and self- 

concept for first and second gene ra t ion  migrant  children.

P ea r son ’s corre la t ions  w e re  pe r fo rm ed  to examine the  re la tionship between  var iables  based on 

generat ional  status.  Surprisingly, contact  wi th migrant  chi ldren was  not significantly correlated  

wi th happiness  (r = .03, p = .997) o r  sel f-concept  (r  = .07, p = .601) for first genera t ion migrants.  

Among mult i-genera tional  Irish children,  the re  w as  a very slight, non-significant negative 

correlat ion  between  contact  wi th migran t  chi ldren and self-concept (r = -.05, p = .99) and no 

significant relat ionship wi th happ ines s  [r = .20, p = .91). For second genera t ion migrant  children, 

ther e  was  a highly significant posit ive correlat ion be tween contact  wi th migrants  and self- 

concept  ( r  = .38, p = .000), but  no significant relat ionship wi th happiness  (r = .15, p = .139). It 

was  predic ted  that  there  would  be a posit ive association between  contact  wi th migrants  and 

well -being for second genera t ion migran ts  but  also for first genera t ion migrants.  As such, the 

m easu re  did not perform ent irely as predicted.

The relationship betw een m enta l well-being and con tact w ith m igran t children

As d iscussed early, social acceptance  and posit ive pee r  re la t ionships  are  im por t an t  predic tors of 

chi ldren’s overall ad jus tm en t  and menta l  health (Parker  & Asher,  1987; Sawyer  et al., 2001).  

In timate  fr iendships,  in particular,  a r e  associa ted with lower  levels of anxiety and depress ion in 

chi ldren and adolescents  (Greco & Morris,  2005; Greca & Lopez, 1998; Greca & Harrison,  2005; 

Rao et al., 2007;  Z immer-G embeck et al., 2007).  Given the  widely repor ted  tendency for many 

first and second genera t ion migrants  to form close f r iendships  wi th o ther  minor i ty  children, it
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was predicted that  contact with migrant children would be negatively correlated with 

depressive symptoms and positively correlated with freedom from anxiety for these subgroups.

Pearson’s correlations were performed to examine the relationship between variables based on 

generational status. As with the previous outcome variable, there were no significant 

correlat ions for first generation migrants [d: r = .10, p = .934; f: r = .00, p = .98) or multi- 

generational  Irish children (d: r = -.12, r = .500; f: r= .20, p = .906). Significant associations were 

found for second generation migrant children for both depressive symptoms (r = -.26, p = .011) 

and freedom from anxiety (r = .38, p<.001).

5 .5  - CONTEXTUALIZING THE CONTACT MEASURES: SUPPLEMENTAL QUALITATIVE FINDINGS

Up to this point, the evaluation of the new contact scales has been largely quantitative in nature. 

Construct validity was built through the confirmation of predicted of underlying traits through a 

confirmatory factor analysis. Criterion validity was built by testing predicted group 

performances against findings from the national and international literature. Concurrent 

validity was built by testing the associations between the new scales and outcome measures  of 

well-being and mental health.

Thus, the contact scales have proven to be sensitive, suitable, and accurate measures  of key 

elements of inter-ethnic relations among children. Specifically, they are able to quantitatively 

capture  levels of contact with two populations: first generation migrant children and children 

born in Ireland. A descriptive analysis of the scales showed that  children generally have higher 

levels of contact with children born in Ireland than they do with migrant children. This was true 

of contact during school and out of school, and held t rue for all children regardless of 

generational status. A total of 85.7% of children talked to someone born in Ireland at school 

every day, and a 77% of children played with someone born in Ireland at school with the same 

frequency. However, only 56.1% of children talked with a migrant child at school every day, and 

approximately half (50.5%) of children played with a migrant child at school with the same 

frequency. As expected, the frequency of out of school contact was lower than in school contact; 

85.2% of children played with someone born in Ireland outside of school at least once a month 

and 69.4% of children playing a migrant child outside of school with the same frequency.

Discrepancies in contact became more visible when contact levels were compared along the 

lines of ethnic background. Only 27% of multigenerational Irish children played with a migrant 

child at school every day, compared with 58% of minority students.  These patterns  were similar 

with regards to out of school contact, as 40.5% of multigenerational Irish children played with a
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migrant  child at least  once a month,  compared  wi th 77.1% of minor i ty chi ldren who did so with 

the same frequency.

These descriptive findings are in line wi th recent  quali tative research which found that  chi ldren 

had very little out of  school, cross-e thnic  contact  (Curry et al., 2011).  To gain a more  complete  

picture of the  contextual  forces behind chi ldren’s inter-e thnic contact  in the  pre sen t  sample,  the  

final section of this chap te r  provides  quali tative data from the  cur ren t  study.  For the  purpo se  of 

this exercise, only qual itat ive data per ta ining to inter-e thnic contact  will be discussed.  The aim 

of this analysis is to provide a more  ro unded  picture of the  na tu re  of inter-e thnic contact  among  

chi ldren and to allow for a more  nuanced in terp re ta t ion of the  descriptive statistics and 

quant i ta t ive validation outcomes.  Rather  than provide quali tative data for each of the  two 

scales separately,  it was  decided to presen t  all of the  data per ta ining to inter-e thnic contact  

togethe r  in the  sam e section. Chi ldren’s pee r  in teract ions do not happen in silos or  in vacuums; 

contact  be tw een  chi ldren born  in Ireland and migrant  chi ldren are  symbiotic const ructs  tha t  are  

in ter re la ted  and dep e n d en t  on a var ie ty  of contextual factors, as the  qual itat ive findings will 

dem onst ra t e .  The re m a in d e r  of this section is p re sen ted  as such: the  qual itat ive findings re la ted  

to inter -e thnic contact  are  presented,  followed by a list of ways  in which the  qual itat ive findings 

dovetail  wi th the quant i ta t ive  findings. This provides  t riangulat ion for the pre liminary 

quant i ta t ive  data and also fur ther  val idates  the  perfo rmance of the  scales dur ing validation 

testing.

As indicated in the cr iterion tes t ing  and in the  scale descriptives,  a social s epa ra tenes s  ap p ea red  

in the cu r re n t  sample  d ra w n  along the  lines of majori ty and minor i ty  e thnic groups.  In schools 

with a mix of mul tigenera tional  and  minori ty  s tudents,  this ' s ep a ra ten es s ’ was  evidenced 

through  school t ime observat ions  and qual itat ive interviews.  When asked abo ut  the i r  close 

friends, mul t igenerat ional  Irish s tudent s  a lmost  exclusively nam ed  o ther  mul ti -genera tional  

Irish children.  Minority chi ldren typically nam ed  other  minori ty  children. There  w as  normally  

no explicit ment ion of ethnici ty in this process.  Rather,  the  claim was  simply that  they played 

with wh o  they played with.

Interviewer: And do you know w h e re  yo u r  f r iends’ paren ts  are  from?

Laura: My f r iends’ parent s  are  from -  um -  I think Sarah's are  from Dublin, yeah.  And 

Aoife’s is from Clonmel.  And Tara ' s  is probably  from Dublin, yeah. And 1 think Lucy’s dad 

is from Dublin.

— R203, m ulti-generational Irish girl, th ird  class
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In terv iew er: And w h a t  a b o u t  y o u r  b e s t  f r i ends  a t  school?  W h e r e  a r e  t h e y  f rom?

John: Defini tely I reland.

— R205, m u lti-g en era tio n a l Irish boy, th ird  class 

In terv iew er:  W h o  do yo u  play w i th  a t  y a r d  t ime?

Charlie: Most ly 1 p lay ice a n d  s n o w  w i th  my  f r iends  l ike Sarah,  Grace,  Mike, John 

O’Connell ,  John W al sh  a n d  w h o  el se is th e r e ?  Anne .  S o m e t i m e s  Robbie  

[m u l t i gene ra t i ona l  Ir ish chi ldren] .

In terview : Is t h e r e  a ny  r e a s o n  you  d o n ’t p lay w i th  t h e  o t h e r  k ids  at  y a r d  t ime?

Charlie: Well t h a t ’s rea l ly jus t  w h o  1 w a n t  to p lay w i th  a t  yard.

— R305, m u lti-g en era tio n a l Irish boy, second  class 

In terv iew er:  Do yo u  e v e r  p lay  w i th  th e  o t h e r  girls?

Sofia: I only p lay w i th  Fa t im a [1^‘ g e n e r a t i o n  Libyan girl] b e c a u s e  s h e ’s my  b es t  friend.

— R309, P ‘ g e n e ra tio n  U krainian girl, seco n d  class

W hil e  m o s t  ch i ld ren  d i d n ’t explici t ly ident i fy  e th n i c i ty  as a d e t e r m i n a t e  of s c h o o l -b a s e d  

f r iends hips ,  s o m e  did m e n t i o n  it w h e n  de sc r ib in g  th e  m a k e - u p  of  cer ta i n  'c l iques ' .  This  s ugg es t s  

t h a t  so m e  ch i ld re n  see  e th n ic i ty  as a n o t e w o r t h y  cha ra c t e r i s t i c  o f  f r ie nd sh ip  circles.

In terv iew er:  And you  d o n ’t play wi th  Fa t ima g e n e r a t i o n  Libyan girl]?

Tara: No

In terv iew er:  W h a t  d o e s  s h e  play?

Tara: She p lays w i t h  Sofia g e n e r a t i o n  Ukra in i an  girl]. And I ram [Pakis tan i  girl 

a d o p t e d  by an Ir ish family].  And w i th  th i s  boy,  his c o u n t r y  is q u i t e  h a r d  to  say. His n a m e  

is Pedro ,  he ' s  f rom Venezue la .

— R303, m u lti-g en era tio n a l Irish girl, second  class

While  thi s  t e n d e n c y  t o w a r d s  s e p a r a t e  p lay w a s  c o m m o n  a n d  of ten  no n -c o n f ro n ta t i o n a l ,  t h e r e  

w e r e  s o m e  occas ions  w h e r e  m in o r i t y  ch i ld re n  a p p e a r e d  to be  ac t ive ly exc lu d e d  f rom y a r d  t ime  

g r o u p  activi t ies.

Sofia: At y a r d  t ime,  s o m e t i m e s  1 play chas ing  o r  t e d d ie s  o r  s o m e t h i n g  else.  Or t h a t  g a m e

— w h a t  is cal led? Ice a n d  snow.  But 1 real ly  d o n ’t p lay ice a n d  snow.

In terview er:  W h y  d o n ’t yo u  no rm a l l y  p lay ice a n d  s n o w ?
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Sofia: Well 1 need lots of people.  Not just Fatima. 1 need lots of people but  Sarah always 

plays ice and snow.

Interviewer: So wh o do you play wi th at yard  t ime?

Sofia: Fatima. But Caroline is always  playing wi th Sarah and Laura and Gill and  Tara and 

Aoife [mult i-generat ional  Irish girls].

Interviewer: But you d o n ’t usually play wi th those  girls?

Sofia: No because they really wan t  to play wi th Caroline. And Caroline is my bes t  friend 

and me and Fat ima are  t ry ing to talk to her  but Laura is calling he r  and calling her  and 

she says 'sorry  Laura is calling m e’ and then she goes.

— R309, f ir s t  genera tion  Ukrainian girl, second class

Stories of majori ty group  girls being ' s u m m o n e d ’ away from minori ty  girls on the  yard  also 

surfaced in school two. In the  following example,  one  minor i ty girl explains tha t  her  friend 'has ’ 

to play wi th the  o the r  girls, suggesting she in terp re ts  the  association as obligatory ra th e r  than 

voluntary.

Interviewer: And who do you like to play wi th at school?

Nijea: Emily [minori ty group  girl]. She isn’t in my class, s h e ’s in 2nd.

Interviewer: Oh ok. Is there  anyone from yo u r  class tha t  you like to play wi th at  yard?  

Nijea: [pause)  1 play wi th Abbey somet imes .

Interviewer: OK. Just somet imes?

Nijea: Because som et imes  she  has to play wi th so m eone  else. Like she has to play wi th 

Brida, Anna, and tha t  stuff [mul tigenera tional  Irish girls].

— R207, f ir s t  generation  Nigerian girl, th ird  class

Exclusionary yard  t ime m aneuve rs  are  d iscussed fur ther  in the  following chapter .  For now, it is 

im por t an t  to note tha t  chi ldren often socialized in ‘c liques’ on the  yard  and cross-over  w as  not 

typically observed.  For girls in schools  two and th ree  (schools w h e r e  the  majori ty  group was  

mul tigenera t ional  Irish), these  clus ters  w e re  d ra w n  a lmost  exclusively along lines of ethnicity.  A 

teac her  at school two ad dres sed  the  segregated natu re  of yard t ime play:

It’s funny. 1 was  only thinking of this of last week.  They do, they do have a tendency to 

form little groups  outs ide  wi th the  Irish girls over  there  and the  migrant  girls over
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there... And it doesn’t mat ter  that  the migrant girls, one’s from Nigeria and one’s from 

Lebanon and one’s from... 1 don’t know, Thailand. They’re happy out together. Yeah.

— T02, language teacher

The previous example illustrates an attitude that  was common among teachers in the pre-test 

and pilot schools. When asked about  the nature of inter-ethnic relations, many would 

acknowledge that there  was a degree of ethnic separateness  during yard time. However, there 

was also a tendency to see this as ‘normal’ and largely unproblematic behavior.

Maybe there is [a ethnic separateness].  But is that  bad, necessarily? Who are we to say 

'No! You have to go play together! Go on!’ If everyone’s happy, 1 don’t know if it’s bad.

--T04, classroom teacher

in pre-test school one, the overwhelming majority of children (99.2%] were first or second 

generation migrants. 'Cliquey' behaviour and yard time exclusion among girls was observed, 

but it differed from the other  schools due to the absence of a traditional 'majority' ethnic group. 

The unique ethnic make-up of the school contributed to the presence of many 'inter-ethnic' 

friendships, as children from diverse national and cultural backgrounds formed close bonds. 

However, there were also several examples of friendships formed along the lines of shared 

language or  cultural background.

Interviewer: OK. And what  was your  first day like here? Do you remember?

Stefan: 1 didn't really know English that well and 1 was talking to my friend who's 

Romanian as well and I didn' t  really know what  was going on. Then he explained to me 

more... He told me like how it's going on, like that  we have lunch and we bring food to 

our  class and that  we have spellings for homework and that kind of things.

Interviewer: And did you know him before you started here?

Stefan: No. He knew 1 was Romanian so he spoke to me in Romanian.

— R105, generation Romanian boy, fourth  class

At this school in particular, there  were other  examples of second and 'acculturated'  first 

generation migrants taking new migrant s tudents ‘under  their wing' and helping them adapt to 

their new environment. In the following example, two girls separately describe how their close 

friendship developed as a result of their shared language. One girl was born in the Angola and 

raised in Portugal before migrating to Dublin. The other  girl was born in Ireland to Brazilian
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parents. Despite the cultural differences inherent  in their backgrounds, the common language 

between them served as a foundation for their friendship.

Interviewer: So who are some of your  friends in class?

Juliana: There's Jessika [1®' generation Angolan girl]. 1 can always count on her cause like, 

1 knew her since 1 was about  5 or 6 in first class. She couldn’t even speak English and I 

was talking to her  in Portuguese and 1 was teaching her  and now we always play 

together  in the yard. She’s my best friend here.

— R109, second generation Brazilian girl, fourth  class

In a separate interview, her  friend relays a similar account of the story:

interviewer. Can you remember what your  first day at school was like?

Jessika: Well, it was a bit embarrassing because it was lunch time and then 1 started 

crying but then friends came over and started talking to me. And this girl, she has the 

same language as me and so we started talking together  and now we’re best friends.

---Rl 10, firs t generation Angolan girl, fourth  class

In this extremely diverse school, finding an element o f ‘sameness’ in a peer  served as a jumping 

off point for initial contact and subsequent  friendship formation. Potential cultural differences 

between first and second generation migrants did not seem to deter the formation of bonds 

amongst  those with a shared national or linguistic background.

Outside of school, children had various levels of supervised and unsupervised peer contact in a 

variety of settings. For some children, peer contact occurred in formal arenas such as religious 

groups or extracurricular after-school activities. For others, it was less formal and involved 

playing outside with children in the neighbourhood or play-dates arranged by parents.

In line with in-school contact, s tructured out of school contact was largely homogenous. In 

school three, many multi-generational Irish s tudents were involved in formal afterschool 

activities such as sports groups or  dance lessons. When asked whether  any children from other 

countries a ttended these programs, the answer was typically no.

interviewer: Do you do any afterschool activities?

Cormac: Yeah I do tae-kwon-do, 1 do basketball, 1 do summer  camp. 1 do sports camp. 

What  else do I do?

Interviewer: Do any of your  friends from your  clubs or  activities, do any of them come 

from different countries?
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Cormac: No.

— R307, m u lt ig en era t io n a l  Irish boy, second  class

Gill: M onday  I have  d a n c e  class w^ith a girl in m y  class.  And T u e s d a y  I ha ve  s w i m m i n g  

a n d  W e d n e s d a y s  1 ha ve  s p o r t s  c a m p  a n d  T h u r s d a y  1 have  [p au se )  ehm,  s w i m m i n g  aga in  

a n d  Fr iday 1 ha ve  Ir ish dancing.  S a tu rd a y s  1 do  football .

Interviewer:  Are  a n y  of  t h e  o t h e r  kids  in y o u r  act iv i t ies f rom a n o t h e r  c ou n t r y?

Gill: Ehm... t h e r e  w a s  o ne  in footbal l  b u t  sh e  m o v e d  to a n o t h e r  group .

— R312, m u l t ig en era t io n a l  Irish girl, s econd  class

Megan: 1 go to thi s  place cal led gir ls b r igade .  Its lot s of  girls, like. We s ing  a nd  d a n c e  and  

stuff.

Interviewer:  Tha t  s o u n d s  cool. And ou t  of  the  g ir ls  t h e r e  w i th  you ,  w h e r e  w o u ld  y ou  say  

th e y  a r e  f rom?  [asks to  se lec t  h e r  a n s w e r  off t h e  p r o m p t  card]

Megan:  All b o r n  in I reland.

— R204, m u l t ig en era t io n a l  Irish girl, th ird  class

For  first  a n d  s e c o n d  g e n e r a t i o n  m ig r a n t  ch ildren ,  th e  m o s t  c o m m o n ,  s t r u c t u r e d  o u t  of  school  

t i m e  act iv i t ies w e r e  rel ig ious ly affi l iated. Fifty six p e r  c e n t  of  m in o r i ty  c h i l dren  a t t e n d e d  a 

re l igious  se rv ice  a t  l east  on ce  a we ek ,  c o m p a r e d  w i th  2 1 .6 %  of  m u l t ig e n e r a t i o n a l  Ir ish chi ldren .  

Minor i ty  ch i ldren  of ten  d i s c u ss e d  t h e i r  ou t -of -school  f r ie n d sh ip s  in re la t ion  to t h e i r  re l igious  

organ iza t ion .

In terviewer:  W h o  a r e  y o u r  b e s t  f r iends  in th e  class?

Malik: 1 d o n ’t real ly  ha ve  a ny  b es t  f r iends  in t h e  class.

Interviewer:  Do yo u  ha ve  b es t  f r iends  ou ts id e  of  t h e  class?

Malik: Outs i de  of  school ,  in my  church .  My b e s t  f r iend in church ,  his n a m e  w a s  Namdi.  

Th en  my  s e c o n d  on e  w a s  Moses.  And n o w  m y  th i r d  o ne  is John.

Interviewer:  Do th e y  live n e a r  yo u  or  do  you  se e  t h e m  all a t  ch ur ch ?

Malik: 1 see  t h e m  all a t  church .  And s o m e t i m e s  t h e y  c o m e  o v e r  to m y  house .  Or  I c o m e  to 

th e i r  house.

— R103, second  g e n e ra t io n  Nigerian boy, f o u r th  class
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Interviewer: And do you ever go play at anyone else’s house from class?

Najea: 1 sometimes go to Eugina’s house. She's in this school. In first class. She’s at my 

church.

--R207, firs t generation Nigerian girl, third class

Interviewer: Ok and how often do you go to mosque?

Fatima: Saturdays and Sundays.

Interviewer: Is there anyone from school who goes to mosque?

Fatima: Um, there’s a girl called like my name -  she has the same name. And we play 

together and then we got a new friend and then 1 got even more friends.

— R306, firs t generation Libyan, second class

Peer contact facilitated through religious organizations had the potential to be multi-cultural 

but almost exclusively ‘minority’. One example would be mosque, where there could be a variety 

of national and cultural backgrounds with a shared religious practice. There may be lots of 

inter-ethnic diversity, but the majority of those attending would be considered a minority when 

compared with the traditional Irish majority (white, Catholic). Among Christian migrant 

children, elements of ethnic homogenei ty also emerged when discussing religion. A few children 

referenced skin colour when discussing their church, suggesting that they may interpret it as a 

salient feature of those in attendance.

My two best friends from another school, they are having a barbeque while their parents 

are away in Spain. They’re in my church so they're my colour.

— R110,firstgeneration Angolan girl, fourth  class

Interviewer: Do you go to church?

Najea: 1 go to church... There’s only black people in my church.

— R207, firs t generation Nigerian, third class

The tendency toward intra-ethnic contact was also seen in less formal out-of-school activities. 

For many children, play-dates were arranged by their mothers  and often dependent  on parental 

social circles. When describing their arranged play dates, children were often interacting with 

others in their same ethnic group.
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Interviewer: And do you ever go play at anyone else’s house?

Kelly: Yeah 1 play at David's house and that’s it because my m om m y only knows David. 

And my mom m y knows more people but she only knows Anne’s m om m y first. She 

knows Anne more because my sister w ent w ith  Anne’s mom to school 

[m ultigenerational Irish children].

— R302, multigenerational Irish girl, second class

W e don’t organize lots of things because I th ink my mom only knows Em m a’s mom -  

tha t’s all and Grace’s mom and Deirdre's mom but not Derek's mom so 1 only have three  

peoples moms she knows so I don’t have many playdates [m ultigenerational Irish 

children].

— R201, multigenerational Irish girl, third class

Interviewer: Do you ever invite friends from class to play at your house?

Fatima: Yeah, Aam ir. Just Aam ir. Cause my mom lets me just one boy. And my mom  

knows A am ir’s mom [second generation Libyan boy].

— R306, f irs t generation Libyan girl, second class

The most common form of unstructured out-of-school contact was neighborhood play. The 

am ount of inter-ethnic contact at the neighborhood level was in part dependent on the ethnic 

makeup of the locality itself. The ethnic composition of neighborhoods varied. Some children  

lived in largely homogenous areas, w hile other com munities w ere  more diverse.

Eh, I think everyone was born outside of Ireland except for my sister. They all speak 

different languages. No one speaks English except for my sister and me.

— R109, second generation Brazilian girl, fourth  class

Interviewer: Most of the people who live in your estate, how would you describe them?

Alex: They're mostly African. Except for me and Lana [second generation Nigerian  

classmate].

— RIO 5, second generation Nigerian girl, fourth class

Three of them were born som ewhere else. Tw o of them  are sisters. One of them, 1 don’t 

know  where she’s from but I ’d say that she's from a different country.

— R301, multigenerational Irish girl, second class
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Well in my old estate,  there ' s  these  girls called Ann. Ann and Miriam. And Ann is born  in 

Ireland and Miriam was  born  in Ireland. And my friends, well, his name is Nate and he 

lives nea r  my neighbourhood.  And h e ’s Romanian.

— R108, second generation  Nigerian girl, fo u r th  class

Interview er. And about  h ow  many  friends do you have in your  neighborhood?

Paul: About  10.

Interviewer: W ow  th a t ’s a lot of friends. And would  most  of y our  fr iends in your  

neighborhood be born  in Ireland or  born  outs ide of Ireland or-

Paul: Well one  of them is from Latvia but  he can speak English perfectly. And he's been 

in Ireland since abou t  9 or  8 yea rs  ago. Everyone else is Irish.

— R202, m ultigenera tional Irish boy, third class

As indicated in the previous  quote,  language was  as a key de termining factor in neighbourhood 

pee r  contact.  For some majori ty  group children, o the rs ’ lack of English fluency w as  in t erpre ted  

as ‘s t ra nge ’ and in ex t re me cases, offensive. One mul tigenera t ional  Irish girl descr ibes  her  

in teract ions  wi th  the  migrant  children living in he r  neighbourhood;

Interviewer: Do you ever  play wi th them?

Aoife: No. Well, they ' re  being m ean  to me because  I really -  because -  they speak a n o the r  

language,  not  English or  Irish. I really d o n ’t know w h a t  they ’re saying because  it sounds  

like "alkjnglawig” I d on ’t kn o w  w h a t  they ’re saying. And then I jus t we n t  to them and 

they keep saying that  to me, the  o ther  language.  And I keep saying "hello” and they keep 

saying "ra ra ra". I don' t  know  wha t  they ' re saying.

— R308, m ultigenerational Irish girl, second class

On the  whole,  mul t igenera t ional  Irish chi ldren w e re  more  likely to engage in unsupervised  

neighborhood play than migrant  children,  though this wasn ' t  exclusively true.  Mult igenerational  

Irish chi ldren would  often talk abou t  being 'called for’ by o ther  chi ldren o r  'calling over '  to the ir  

fr iends who lived nearby.  There  see m ed  to be less supervised play for mul t igenera tional  Irish 

chi ldren in these ci rcumstances .

Interviewer: And who do you play with?

Sean: Well, all my friends on my road.  Like my next  doo r  neighbors  and som e kids tha t  

live up the  road from me and I call for them or they call for me.
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—R210, multigenerational Irish boy, th ird  class

Interviewer: How many friends do you have in your neighborhood?

Shane: Probably 17.

Interviewer: 17? That’s a lo t of kids. Do you play outside a lot?

Shane: Yeah probably every day unless I’m sick.

—R313, multigenerational Irish boy, th ird  class

Most multigenerational Irish children described largely homogenous play circles in the ir 

neighborhoods, though a few also had m inority  group friends.

Interviewer: And out o f all of your friends that live in your neighborhood -  just th ink 

about them for a minute -  how many o f them would you say were born in Ireland?

Eoin: All born in Ireland.

Interviewer: All born in Ireland. And what about the rest of the people who live in your 

neighborhood?

Eoin: Well there are a few people who live in my neighborhood who 1 don't play w ith  

who are from different countries. Like one’s from Poland, some are Arab, one’s half 

Moldovan, half German.

— R304, multigenerational Irish boy, second class

Interviewer: Do you have any friends in your neighborhood?

Brian: Yeah.

Interviewer: About how many?

Brian: There’s lots, I’d say 10 or 11.

Interviewer: Wow, that’s lots. And out of all o f your friends that live in your 

neighborhood -  just th ink about them for a minute -  where would you say they were 

from? [prom pt card]:

Brian: All born in Ireland.

—R209, multigenerational Irish boy, th ird  class

I have one friend on my road and he is from Africa and he is Muslim. He has a big, big, 

family.
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--R314, multigenerational Irish boy, second class

Minority children were generally less likely to play outside with peers in their neighbourhoods. 

For some, this was a restriction enforced by their parents, while others stated a preference for 

playing indoors or with their siblings and extended family members.

Interviewer. Do you play outside in your neighbourhood?

David: Not usually. Cause my mom won’t let me cause it’s too cold.

— R104, firs t generation Nigerian boy, fourth  class 

Interviewer: Do you have any friends in your  neighbourhood?

Fatima: No.

Interviewer: Do you ever go play outside?

Fatima: just sometimes cause my mom doesn’t let me.

— R306, firs t generation Libyan girl, second class

Interviewer: Do you ever play with kids in your  neighbourhood?

Najia: Only my brother  and sister. 1 like to play with my brother  and sister.

— R207, firs t generation Nigerian girl, third class.

Interviewer: Do you guys ever play together  [referring to classmates that live in her 

neighbourhood]?

Jessika: A bit but I don’t usually go outside cause they don't  call me outside.

— RllO , fir s t generation Angolan girl, fourth  class

Interviewer: Do you ever play outside in your  neighborhood?

Niki: Sometimes. But I like to play with my brother. And we don’t always play outside. 

We mostly use the xbox.

— R205, second generation Nigerian girl, third class 

5 .6 - C o n c l u s i o n

Overall, the qualitative data reinforced the preliminary quantitative figures in many respects. 

The quantitative data showed a high level of school time contact, which was confirmed through
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i n t e r v i e w s  a n d  be h a v io u ra l  ob se rv a t i o n s .  Howeve r ,  it al so d e m o n s t r a t e d  th e  p r e s e n c e  of  a level 

o f ' s e p a r a t e n e s s '  b e t w e e n  m a jo r i t y  a n d  m in o r i t y  g r o u p  c h i ldren .  A list o f  co inc id ing  and  

r ec ip ro ca l  f ind ings includes:

• Children  had  a large  a m o u n t  of  in te r - e th n ic  c o n ta c t  in school .  In ' c lus ter '  schools,  thi s  

did no t  involve  co n ta c t  w i th  t r ad i t io na l  ma jo r i t y  g r o u p  s t u d e n t s  b u t  did involve  a large 

a m o u n t  of  c ross -e thn ic ,  c r o ss -n a t io na l  p e e r  contac t .

• In s chools  w i th  a c lea r  ma jo r i t y  g r o u p  pop ula t ion ,  m u l t ig e n e r a t i o n a l  Ir ish ch i l dren  

typical ly ha d  close ' in - group '  f r iendships .  Minor i ty  g r o u p  ch ildren ,  b o t h  first  a n d  s e co nd  

ge n e r a t io n  migran ts ,  o f ten  social ized t o g e t h e r  a t  y a r d  t ime .

• In mixed  schools ,  t h e  y a r d  t i m e  ' s e p a r a t e n e s s '  o c c u r r e d  w i t h o u t  expl ici t  r e f e re n ce  to  

e thn ic i ty  o r  na tiona li ty .  Ra ther ,  c h i ldr en  p layed  w i th  t h e i r  ' f r i e n d s ’.

• On a few occas ions ,  t h e r e  a p p e a r e d  to be  act ive  exc lus ion  of  m in o r i t y  g r o u p  gir ls by 

m a jo r i t y  g ro u p  girls.  Ho we ve r ,  t h e r e  w a s  no expl ici t  m e n t i o n  of  e thnic ity.  Often, thi s  

involved  invi t ing cer ta i n  m u l t i g e n e ra t io n a l  Irish gir ls  to  p lay a n d  n o t  ex t e n d i n g  th e  

invi tat ion  to t h e  m in o r i ty  g r o u p  girls.

• In t h e  c lu s t e r  school ,  s o m e  f r i e n d sh ip s  w e r e  f o r m e d  a long  th e  l ines of  s imi lar i ty,  w h e n  

poss ib le  (i.e. s h a r e d  language,  s a m e  c hurch ,  etc]

• P a r e n t s  ha d  a large  in f luence  o v e r  t h e i r  ch i ld re n ' s  social  act iv i t ies o u ts id e  of  school .

• Mul t ig ene ra t io na l  Ir ish ch i l dren  w e r e  m o r e  l ikely to e n g a g e  in s t r u c t u r e d  out  o f  school  

t im e  activi t ies,  such  as s p o r t s  c lubs a n d  dancing.  T h e y  w e r e  also m o r e  likely to play 

ou ts id e  w i th  ch i ld ren  in th e i r  n e ig h b o u r h o o d .

• Minor i ty  g ro u p  ch i ld re n  w e r e  m o r e  l ikely to  a t t e n d  re l ig ious  s e rv i ce s  an d  h a v e  f r ie nds  

affi l iated w i th  t h e i r  re l ig ious  organ iza t ion .

• Out of  school  con ta c t  w a s  la rge ly h o m o g e n o u s .  T h e r e  w e r e  excep t ions ,  h o w e v e r ,  

pa r t i cu la r ly  a t  th e  n e i g h b o u r h o o d  level. S o m e  c h i ld re n  d e s c r i b e d  hav ing  o u t - g r o u p  play 

p a r t n e r s  in th e i r  es ta te .  Ho we ve r ,  l anguage  p r e s e n t e d  a b a r r i e r  to o u t  of  school  con ta c t  

for some .

This c h a p t e r  d e s c r i b e d  the  sca l ing  a n d  va l ida t ion  p r o c e d u r e s  for  tw o  n e w  scales:  t h e  Contac t  

wi th  Chi ldren  Born in I re land  Scale and  th e  Contac t  w i th  M igr an t  Chi ldren  scale.  Both sa t is f ied  

th e  r e q u i r e m e n t s  for a s t r ong ,  Mokke n  m od e l  a n d  a r e  rel iable,  valid,  c h i ld -c en t r ed  m e a s u r e s  of  

in te r - e th n i c  re la t io ns  a p p r o p r i a t e  for  use  in n e w  m ig r a n t  c o m m u n i t ie s .  In p i lot ing th e s e  

m e a s u r e s ,  it w a s  found  t h a t  ch i ld re n  of ten  ha d  high levels  o f  school  b a s e d  in t e r - e thn i c  contac t ,  

bu t  no ta b ly  less  i n te r - e th n i c  c on ta c t  ou t s id e  o f  school .  F u r t h e r m o r e ,  m o r e  i n t i m a te  ty p e s  of  

co n ta c t  as so c ia te d  wi th  f r ie ndsh ip  [i.e. p lay ing  t o g e t h e r  a t  ya rd ,  p lay ing  t o g e t h e r  o u t s id e  of
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school) w e re  often reserved for ' in-group’ member s .  Qualitative data collected dur ing the  pr e

tes t  phase  of the  research provided valuable contextual  informat ion on the  s ta te  of inter-ethnic 

contact  and also served to fur ther  val idate the  data and the  me asu re  with convergent  findings. 

The following chap te r  p resen ts  the  scaling and validation procedures  for three  additional 

measur es  of inter -e thnic  relations,  wi th a focus on more  problemat ic  d imensions that  can occur 

between  chi ldren in new  migrant  communi ties .
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C h a p t e r  6 :  F i n d i n g s : B u i l d i n g  M e a s u r e s  o f  P r o b l e m a t i c

I n t e r - E t h n i c  R e l a t i o n s

6 . 1  - I n t r o d u c t i o n

This  c h a p t e r  d e s c r i b e s  th e  i t em selec t ion ,  scal ing,  a n d  v a l ida t io n  p r o c e d u r e  for  t h r e e  n e w  

m e a s u r e s  w h ic h  c a p t u r e  d i m e n s i o n s  of  p r o b le m a t ic  in t e r - e th n ic  re la t ions .  T h e  pilot  m e a s u r e  

in c lu de d  20  i t em s  on  p r o b l e m a t i c  in te r - e th n i c  re la t ions :  fives i t e m s  on picking on o t h e r s  on the  

ba s i s  o f  e thnic i ty ,  five i t e m s  on f i r s t - hand  e x p e r ie n c e  of  bu l ly ing  on t h e  b as i s  o f  ethnici ty ,  five 

i t e m s  on  o b s e r v i n g  o t h e r s  g e t t ing  h a r a s s e d  t h e  bas i s  of  e thnici ty ,  a n d  five i t e m s  on feel ings  of 

pe rc e iv e d  d is c r im in a t io n .  The  or igina l  a im w a s  to d e ve lo p  four  sca les  f rom t h e s e  20 i tems.  

Howeve r ,  as  will be  expl a ined  la te r  in t h e  chap te r ,  only t h r e e  re l iab le  a n d  valid sca les  could  be 

p r o d u c e d .  The  init ial  20 i t em s  w e r e  a d m i n i s t e r e d  to all ch i ldren ,  inc lud ing  b o th  

m u l t i g e n e r a t i o n a l  Irish a n d  m in o r i ty  ch i ldren ,  as  it is poss ib le  t h a t  m a jo r i t y  p o p u l a t i o n s  ma y 

al so  e x p e r ie n c e  e th ic  h a r a s s m e n t  or  feel ings of  pe rce iv ed  d is c r im in a t io n .

T h e  s t r u c t u r e  of  th i s  c h a p t e r  m i r r o r s  t h a t  o f  c h a p t e r  five. First ,  t h e  re su l t s  o f  a Co nf i r m at o ry  

Fa c to r  Analysi s  a r e  p r e s e n t e d ,  con f i r mi ng  s t ru c tu ra l  validi ty.  Then ,  t h e  p s y c h o m e t r i c  

in fo rm a t io n  for  each  scale is p r e s e n t e d  sequent ia l ly .  This  inc lu des  u n id i m e n s i o n a l i t y  a nd  

rel iabi l i ty findings,  and  c r i te r i on  va l ida t ion  tes t in g  t h r o u g h  c o n v e r g e n t  c o r r e l a t io n s  a n d  k n o w n  

g r o u p  pred i c t ion s .  The  c h a p t e r  c loses w i th  a p r e s e n t a t i o n  of  q ua l i t a t iv e  da ta,  f u r t h e r  

e s ta b l i sh in g  the  c o n t e n t  a n d  c o n s t r u c t  val id i ty of  the  n e w  m e a s u r e s  a n d  a l l owi ng  for  the  m o r e  

n u a n c e d  e l e m e n t s  of  p r o b l e m a t i c  i n t e r - e th n i c  r e la t io ns  to  be  cont e x tu a l i z e d  t h r o u g h  the 

c h i l d r e n ’s voices.

Descr ip t ive  s ta t i s t i c s  for  t h e  e th n i c  agg re ss io n  i t e m s  a re  p r e s e n t e d  in Table  23.  As ev idenced ,  

e n d o r s e m e n t s  for  'picking on o t h e r s ’ on the  bas is  o f  e th n ic i ty  a r e  ve ry  low. This  w a s  no t  

u n e x p e c te d  for  t w o  rea sons .  First,  aggres s iv e  social  b e h a v i o u r  is no t  a u n i ve r sa l  expe r i ence .  On 

the  co n t r a ry ,  few  ch i ld ren  ac t ive ly bul ly o t h e r s  on t h e  bas i s  o f  e thnici ty .  Secondly,  t h o s e  w h o  do  

bully o t h e r s  a r e  of ten  r e lu c t a n t  to a d m i t  it, e i t h e r  on th e  bas i s  o f  social  des i rab i l i ty  o r  be c a u se  

they  d o n ’t classify th e i r  b e h a v i o u r  as 'bu l ly ing’ [M on ks  & Smith,  2006;  Rigby & Johnson ,  2006] .  

Not only a r e  t h e s e  i t e m s  highly sk e w e d ,  t h e r e  is also v e r y  l imi ted  v ar iance .  As such,  t h e s e  i t ems  

a re  n o t  ideal  for  inclus ion in fac tor  analyses ,  as  th e  p r o c e d u r e  re l ies  heavily  on v a r i a n c e -d r i v e n  

corre la t ions .  Thus ,  t h e s e  i t e m s  w e r e  r e m o v e d  f rom f u r t h e r  a n a ly s e s  in thi s  sec t ion.
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As d em ons tra ted  by the frequencies, rep o r ts  of personal exposure  to ethnic aggression are  

notable. A total of 28.1% of children had been bullied because of w h ere  they w ere  born, 22.4% 

because of the colour of th e ir  skin, and 17.3% because of the ir  religion. An additional 22.4% 

had been bullied because  of the ir  accent and  31.6% on the basis of looks.

Table 22: Frequencies and Percentages o f  Ethnic Aggression Item s

Birth
Country

Accent Religion Skin Colour Looks

How often do Never 178 f90.8] 169 (86,2) 186(94.9) 181 (92,3) 168 (85,7)
you pick on A bout once a month 8f4.1) 15 (7,7) 4(2,0) 7 (3,6) 19 (9.7)
someone A bout once a week 7 (3.6) 8(4,1) 4(2,0) 5 (2.6) 6(3,1)
because of Everyday 3(1.5) 4(2,0) 2(1,0) 3 (1,5) 3(1,5)
their...

Mean 1.16 1,22 1,09 1,13 1,20
SD ,55 ,61 ,43 .51 ,56

How often do Never 141 (71,9) 152 (77.6) 162 (82.7) 152 (77,6) 134 (68,4)
you ge t picked A bout once a m onth 27 (13,8) 22 (11,2) 22 (11,2) 19 (9,7) 38 (19,4)
on because of A bout once a week 19 (9,7) 16(8,2) 7(3,6) 16(8.2) 14 (7.1)
your.... Everyday 9 (4,6) 6(3.1) 5 (2,6) 9 (4,6) 10 (5,1)

Mean 1.47 1,37 1,26 1,40 1,49
SD ,85 ,76 ,65 ,83 ,84

How often do Never 101 (51.5) 97 (49,5) 116(59,2) 102 (52,0) 94 (48,0)
see other kids A bout once a m onth 32 (16,3) 46 (23,5) 40 (20,4) 39 (19.9) 43 (21,9)
getting picked A bout once a week 40 (20,4) 30 (15.3) 30 (15.3) 26(13.3) 33 (16.8)
on because of Everyday 23 (11,7) 23 (11,7) 10 (5,1) 29 (14.8) 26 (13.3)
their....

Mean 1,92 1.89 1.66 1,91 1,95
SD 1,09 1,05 ,91 1,12 1,09

One n o tew o r th y  finding of the bullying frequencies is the ra th e r  large inconsistency betw een  

observed  aggressive behav iou r  and se lf-reported  aggressive behaviour. Forty eight per cent of 

children observed  o th e rs  being ta rge ted  because  of th e ir  skin colour, with 14.8% citing tha t  this 

w as a daily occurrence. This w as  the  m ost frequen t type of observed  daily h a rassm en t  

according to partic ipants . H arassm en t on the  basis of religion w as the least com m on self- 

r ep o r ted  and observed  form of ethnic harassm ent.

Frequencies for the perceived d iscrim ination item s a re  p re sen ted  in Table 23. E ndorsem ents  

a re  h igher than  the ethnic bullying items, arguably  because all ‘e thn ic’ a t t r ibu tes  a re  included in 

a single question. For example, the  previous item s indicated th a t  22.4% of children had been 

picked on because of th e ir  skin colour and 17.3% because of religion, w h ereas  53.6% of children 

rep o r ted  having been called a bad nam e or teased  because  of either  the colour of th e ir  skin, th e ir  

accent, the ir  religion, o r  w h e re  they  w ere  born. The perceived discrim ination item s look at 

ethnic  d iscrim ination holistically, while the bullying item s look at certain a t t r ib u te s  individually.
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Both provide valuable and detailed informat ion on the  natu re  of problemat ic  inter-e thnic 

relationships.

Table 23: Total frequencies o f  perceived discrim ination item s

Perceived Discrimination Item Frequency(%)

Have you ever been stared at in public? Never 78 f39.8]
A few  tim es 94 (48.0)
Many tim es 24(12.2]

Have you ever been treated badly because of Never 120 (61.2)
your accent, religion, skin colour, or where you A few  times 55 (28.1)
were born? Many times 21 (10.7)

Have you ever been teased for not knowing a Never 99 (50.5)
pop star, movie, TV show? A few  times 78 (39.8)

Many times 19 (9.7)

Have you ever felt embarrassed because of the Never 142 (72.4)
colour of your skin, your accent, your religion, or A fe w  times 46 (23.5)
where you were born? Many times 8(4.1)

Have you ever been called a bad name or teased Never 91 (46.4)
because of the color of your skin, your accent, A few  tim es 77 (39.3)
your religion, or where you born? Many times 28 (14,3)

6.2 - Verifying the Predicted Structure: Confirmatory Factor Analysis

It was  hypothes ized that  fifteen i tems would  captu re  th ree  dist inct  types  of problematic i n te r 

e thnic  relat ions among children: personal  exper ience  wi th ethnic aggression,  observed e thnic 

aggression,  and perceived discriminat ion.  Because this was  a clear a priori model  es tabl ished 

from the  li terature,  quali tative studies,  and pre-testing,  a conf i rmatory  factor analysis (CFA) was  

selec ted to confirm the hypothesized st ructure .

Log t rans fo rmat ions  w e re  per formed  on all i tems in prepara t ion for the  CFA, as normal  

d ist r ibut ion is required  for the procedure .  As ment ioned earlier,  the  ‘bullying o th e r s ’ i tems had 

an ext remely abnorma l  dist ribution and we re  highly skewed.  Even af ter  performing 

t ransformat ions ,  all five 'bullying others '  i tems had skew values  of h igher  than two and kur tos is  

values  of higher  than seven,  which is considered too high for inclusion in a CFA [Kline, 1998; 

West,  Finch, & Curran,  1995].  Therefore,  it was  decided to remove these  i tems from the  CFA to 

p reven t  biased output ,  result ing in a three  factor model  of problematic inter -e thnic behaviour  

(experience of e thnic bullying, wi tness ing ethnic bullying, and perceived discriminat ion).
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Figure 13: Path d iagram  fo r  p ro b lem atic  inter-ethnic relations CFA
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The th ree  factor model  was  predic ted  wi th  five observed var iables  influencing each latent  

variable.  The latent  var iables  w e re  a llowed to correlate,  as it is likely that  factors such as 

exposure  to bullying, wi tness ing bullying, and perceived discriminat ion are  inter re lated.  In 

addi t ion to the  th ree  factor co-varying model,  addi tional  models  including a one factor model,  a 

two factor model,  and a th ree  factor un corre la ted  model  w e re  also tes ted  to co m par e  goodness  

of fit. The two factor model  combined  ‘exposure  to bullying’ and 'perceived discr iminat ion’ into 

one factor, in line wi th l i te ra ture  suggesting that  perceived discriminat ion can be influenced by 

exposure  to racist  behaviour  (Coker et  al., 2009; Pachter  & Coll, 2009).  Path d iag rams  of all 

models  are  included in Appendix  I.

First, the  hypothes ized three-fac tor  m e as u r em e n t  model  w as  es t imated using the  maximum 

likelihood method.  After the  initial evaluation,  modification indices predic ted  an im pro vem en t  

of fit by co-varying two pai rs of i tems. Both pai rs included re la ted  i tems predic t ing the  same 

latent  var iable (birth country  and accent,  accent  and skin colour),  there fo re  co-variances  w e re  

al lowed to improve overall  model  fit. Of all fifteen items, only tw o had factor loadings of less 

than 0.40. Both of these  indicators  predic ted  the  'perceived di scr iminat ion’ factor. The
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rema in ing  13 i tems had s t rong factor loadings wi th the ir  respect ive latent  var iables  (>0.50). 

Between-factor correlat ion for exposure  to bullying and perceived discr iminat ion was  high 

(0.78),  bui lding const ruct  validity and reflecting the  predic ted  connect ion between these  two 

variables.  Factor corre lat ions  between  exposure  to bullying and observed  bullying, and 

perceived discriminat ion and observed bullying w e re  also notable (0.37 and 0.32 respectively).

Table 24: Factor Loadings fo r  Problem atic Inter-ethnic Relations Item s

Latent Variable O bserved Variable Loading

Exposure to Ethnic Where you were born? 0.56
Harassment Accent or the way you talk? 0.48

Religion? 0.61
Skin colour? 0.76
How you look? 0.68

Observing Ethnic Where you were horn? 0.58
Harassment Accent or the way you talk? 0.62

Religion? 0.73
Skin colour? 0.77
How you look? 0.66

Perceived Discrimination Stared at in public? 0.37
Treated badly? 0.70
Teased for not knowing a TV show or pop star? 0.29
Felt embarrassed? 0.68
Been called a bad name or teased? 0.71

The model  fit indices de m o n s t r a t e d  a s t rong fit to the  data and descr ip tion of the under ly ing 

s t ructure .  While the  vvas statistically significant (p=.001),  the  x^/df  ratio was  1.6, well be low 

the  good-fit  s t anda rd  of 5. Additional tes ts  indicated a good fit wi th CFl = .94, GFl = .92, and NFl 

= .93. The RMSEA m easured  0.05, also suppor t ing a st rong,  app rop r i a t e  model.  In addit ion  to 

satisfying the  statistical re qu ir em en ts  for good fit, the  predic ted  model  also ou tper form ed  the  

a l ternat ive  one factor, two factor, and three  factor uncorre la ted  models  as dem ons t ra ted  in 

Table 25. Therefore,  the CFA confi rmed the  a priori hypothes is  tha t  these  fifteen i tems predic t  

th ree  under ly ing factors re la ted  to problematic inter -e thnic relations:  exposure  to ethnic 

bullying, perceived discriminat ion,  and ethnic school climate.
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Table 25: G oodness o f  F it Ind ices fo r  P rob lem a tic  In te r-e th n ic  R ela tions CFA M odels

y}  d f  x V d  GFl NNF CFI RMSEA 
f  1

Model 1: Three factor  
correlated model

130.75 84 1.58 .92 .93 .94 .05

Model 2: Three factor  
uncorrelated model

264.97 90 2.95 .85 .75 .78 .10

Model 3: Two factor  
model

136.06 74 1.84 .91 .89 .91 .07

Model 4: One factor 
model

210.61 72 2.93 .88 .81 .80 .10

While the contact  i tems p re sen ted  in the previous  chapte r  w^ere des igned to fit a Mokken model,  

the i tems in this chapte r  w e re  designed to measu re  different types  of problemat ic  inter-ethnic 

relations.  The focus w a s n ’t on creat ing a hierarchical  a r r an g e m e n t  of quest ions.  Rather,  the aim 

was  to holistically assess  di fferent  e lements  of problematic  pee r  relations. Tha t  being said, 

t here  are  e l emen ts  of the  Mokken scaling process  tha t  are  beneficial to non-Mokken scale 

const ruct ion including sensi tive evaluation of unidimensionali ty  through Loevinger’s 

coefficients and explorat ion of i tem discriminability th rough  monotonic ity plots.  The chapter  

goes  on to evaluate the psychometr ic  proper t ie s  of these  thr ee  scales through reliability testing, 

validation testing, and convergence  wi th quali tat ive data.  Comprehensive  reliability test ing and 

robus t  validity tes ting  con tr ibute  to the  deve lopment  of scales tha t  accura te ly  m easu r e  key 

e lements  of  problemat ic  in ter-ethnic  re la tions in a mul ti -cul tural  environment.

6 . 3  - M e a s u r i n g  P e r c e i v e d  D i s c r i m i n a t i o n

The evaluat ion of the  problematic  inter -e thnic relat ions  me asu res  begins wi th psychometr ic  

tes ting of the  perceived discr imination measure .  Five i tems w e re  included to m easu re  feelings 

of perceived discr iminat ion in di fferent  scenarios.  Each i tem asked chi ldren to th ink if they had 

ever  been t rea ted  differently because  of the i r  bi rth country,  the i r  accent  or  the  way  they talk, 

the i r  skin colour,  or  the i r  religion. First, the  reliability of the  prop os ed  scale is evaluated 

through  Loevinger’s coefficients, monotonic i ty  plots, and su pp lem en tar y  internal  consis tency 

coefficients. Then,  validation of the  new  scale is tes ted  agains t  predic ted  group performances  

and establ ished ou tcome measures .
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B u i l d in g  A  M e a s u r e  of  P e r c e iv e d  D is c r im i n a t io n

Reliability assessment of the five perceived discrim ination items began by analysing the 

projected scale’s unidimensionality. Loevinger’s scalability coefficients were calculated for all 

five items [Hi) and for the total scale [H coefficients]. Table 26 presents the coefficients for the 

items. Two items suggested a m isfit w ith  the scale: have you ever been stared at in public [0.31) 

and have you ever been teased for not knowing a pop star, TV show, or movie [0.27]. Both of 

these items were close to the cut-off point for scale inclusion o f 0.3. They were also the two 

problematic items on the confirm atory factor analysis, w ith  the lowest factor loading scores on 

the underlying construct of'perceived discrim ination’. As a result of these low  fitting  items, the 

total scalability based on H coefficient was 0.38, which is considered a weak scale [Loevinger, 

1948).

Table 26: Unidimensionality o f Perceived Discrimination Items

Bullying Item Mean Hi
Stared at in public? 1.72 0.31

Treated badly? 1.49 0.44

Teased for not know ing a pop star, TV show, etc? 1.59 0.27

Felt embarrassed? 1.32 0.45

Called a bad name or teased? 1,68 0.44

To further examine the d iscrim inability o f the items, m onotonicity plots were constructed. As 

discussed in the previous chapter, monotonicity plots allow for a visual examination of an item ’s 

ability  to ‘discrim inate’ between respondents based on the ir level o f the underlying tra it [i.e. 

perceived discrim ination). Figure 14 presents the plots for all five perceived discrim ination 

items. Item one [have you ever been stared at in public?) is the weakest item, as demonstrated 

by the nearly horizontal IRF line in the plot on the right and the ISRF lines in the plot on the left. 

As discussed previously, the iSRFs can be imagined as a ‘step’ between two response categories 

on an item. The perceived discrim ination items had three possible response categories: never, a 

few times, and many times. The line on the bottom of the ISRF plot for item one is practically 

horizontal, meaning that the step between 'never' and a ‘a few times’ is unable to differentiate 

between respondents who have low levels of perceived discrim ination and higher levels of 

perceived discrim ination. While item four also has a nearly horizontal ISRF slope for this step, it 

has a very steep ISRF for step two [between a few times and many times). This increases the 

overall d iscrim inability of that item, preventing it from being a 'weak item ’ like items one and 

three. While the slopes on the five IRF plots are not drastically different, the relative weakness
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of items one and three are evident vi^hen compared w ith  the remaining items. The inclusion of 

these weak items reduces the overall power of the scale, suggesting that they are not 

appropriate indicators o f perceived discrim ination for children of this age group.

Figure 14: M onotonic ity plots fo r  the perceived discrim ination items
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Items one and three performed poorly on tests of unidimensionality, discriminabihty, and in the 

confirmatory factor analysis. Therefore, it was decided to remove these two items, as they were 

unable to appropriately and sensitively measure perceived discrimination. After removing the 

two misfitting items, Loevinger’s coefficients were recalculated for the remaining items and for 

the total scale. As shown in Table 27, there was a large improvement  in overall scalability, with 

His ranging from .58 to .62 and the total scalability score of 0.60, well above the 'strong scale’ 

mark of 0.50. Additional reliability tests were conducted to further evaluate the scale. 

Cronbach's Alpha [0.81), Guttman’s Lambda 2 [0.80), and Rho coefficients [0.81) all confirmed 

that the three items create strong, consistent measure of perceived discrimination.

Table 27: Unidimensionality o f  the final Perceived Discrimination Scale

Bullying I tem Mean Hi
Treated badly? 1.49 0.58

Felt embarrassed? 1.32 0.62

Called a bad name or teased? 1.68 0.60

The scoring procedure for the final perceived discrimination scale involves summing scores on 

the three individual items to create a total 'perceived discrimination’ score. Response 

categories are scored as follows; Never = 1, A few times = 2, Many times = 3. Therefore, the 

lowest possible score on the measure is 3, indicating no feelings of perceived discrimination, 

and the highest possible score is 9, indicating frequent feelings of perceived discrimination. The 

mean score of the scale was 4.50, with SD = 1.58. The distributions for the scale are presented 

below.

Figure 15: Distribution fo r Perceived Discrimination Scale Scores
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B u i l d i n g  V a l i d i t y  o f  t h e  P e r c e i v e d  D i s c r i m i n a t i o n  S c a l e

Following the  reliability analysis,  the  psychometr ic  evaluat ion of the  perceived discriminat ion 

measu re  continued w^ith validity testing. The initial conf irmatory factor analysis es tabl ished that  

the  projec ted th ree  factor contact  model  was  a good fit, building const ruct  validity for the 

measu re  and the  th ree  factor scales. Additional scaling analysis helped identify i tems that  we re  

inappropr ia te  for inclusion in a unidimensional  scale, enhancing the reliability of the  measure .  

This following section goes on to build cr iterion validity of the  scale by validating it agains t 

k now n group outcomes  and recognized measures  of happiness,  self-esteem, and mental  wel l 

being.

The association between perceived discrimination and minority status

Recently, s tudies focusing on the  effects of perceived discriminat ion have become more  

prevalent .  Research on the  impact  of perceived discriminat ion,  on minor i ty chi ldren specifically, 

has been conducted in several  mul ti -e thnic nat ions  in recent yea rs  (Coker et al., 2009; Priest  et 

al., 2013; Runions, Priest,  & Dandy, 2011; Seaton, 2010].  While it is t ru e  that  majori ty group 

chi ldren may also feel d iscr iminated agains t on the  basis of ethnicity, feelings of marginaliza tion 

and ‘o th e rn e s s ’ are  characterist ic  of minor i ty populat ions,  even in countr ies wi th long s tanding 

his tor ies  of migrat ion and ethnic diversi ty (Pachter,  Bernstein,  Szalacha, & Coll, 2010).  

Therefore,  it was  hypothes ized tha t  minori ty  chi ldren would  re por t  h igher levels of perceived 

discriminat ion than mul t igenera t ional  Irish children.  An in dep en den t  T test  was  performed,  

confirming that  minor i ty chi ldren (M = 4.74, SD = 1.59) scored significantly h igher on the  

perceived discr iminat ion scale than  majori ty group chi ldren (M = 3.43, SD = .87; t [194) = -4.77,

p < . 0 0 1 )

The association between perceived discrimination and skin colour

Minority youth  in Ireland come from a wide  range of ethnic and cultural  backgrounds .  Recent  

s tudies  have found that  minori ty  chi ldren have been teased or  victimized at  school for a n u m b er  

of reaso ns  including language difficulty and skin colour (Curry et al., 2011; Devine & Kelly, 

2006).  However,  research  has  also suggested  tha t  some chi ldren have the  ability to go 

'un no t i ced’ as minori t ies  in the i r  pee r  circles, as they em body  typical majori ty group features  

(white.  Catholic) (Karl Kitching, 2011).  A s tudy of Finnish adolescents  found that  ‘visible’ 

Vie tnamese  migrants  repo r ted  higher  levels of perceived discr imination than less ‘visible’ 

groups  such as Russians (Liebkind, jasinskaja-Lahti,  & Solheim, 2004).  Similar s tudies in the 

United States re po r ted  tha t  Latino and African-American youth  had higher  levels of perceived 

discriminat ion than Caucasian chi ldren and o ther  minori ty  groups  such as Asian Americans

165



[Coker et  al., 2009; Pachter,  Bernstein,  et al., 2010; Rosenbloom & Way, 2004).  It was  

hypothes ized that  minor i ty chi ldren who are  more  visibly 'different '  on the basis of skin colour 

would  re po r t  higher  levels of perceived discriminat ion.  The variable 'skin colour’ was  created 

and included four broad categories:  Whi te /Caucas ian ,  Sub-Saharan African, MENA (Middle 

Eastern,  North African, Wes tern  Asian], and Eastern Asian.^^

Analyses of var iance [ANOVA] w ere  conducted to examine the  mean differences be tw een  skin 

colour  groups .  Convergent  wi th internat ional  l i terature,  perceived discriminat ion levels w e re  

lowest  for Caucasian chi ldren [n = 71, M = 4.03, SD = 1.41). MENA chi ldren [n = 35, M = 4.63, SD 

= 1.51) and Eastern Asian chi ldren [r? = 15, M = 4.73, SD = 2.06) followed wi th mod era te  levels of 

perceived discriminat ion,  while Sub-Saharan African chi ldren repor ted  the  highest  levels [n =

68, M = 4.91, SD = 1.56). The effect of skin colour on perceived discr iminat ion was  significant 

[F[2, 193) = 5.89, p = 0.003]. Tukey’s posthoc tes t revealed a significant difference in perceived 

discr iminat ion between Caucasian children and Sub-Saharan African chi ldren (p=.001) but  no 

o ther  groups.  This conf irms the  hypothes is tha t  skin colour is associa ted wi th feelings of 

perceived discriminat ion,  par ticularly for chi ldren of African descent.

The association betw een perceived discrim ination and school satisfaction

Exposure to discriminat ion and victimization at school can decrease  school enjoymen t  and lead 

to an increase in absences  and subs equent  poor  academic  perfo rmance (Glew, Fan, Katon, 

Rivara, & Kernic, 2005; Liebkind et al., 2004; Wong, 2009).  It was  hypothesized that  h igher  

levels of perceived discriminat ion would  be associa ted wi th lower  levels of school satisfaction. 

Pearson 's  corre la t ions  invest igated this relationship.  As predicted,  ther e  was  a highly 

significant negative correlation,  suppor t ing  in ternational  findings that  exposure  to 

discr iminat ion is related to a lower  levels of en joyment  of school (r  = -.234, n = 196, p = .001).

The association betw een happiness, self-concept, and perceived discrim ination

The harmful  effects of d iscriminat ion and racism are  well  docum en te d  in the  li terature.  

Discrimination is associa ted wi th negative physical and mental  health ou tcomes among  adul ts  

and children,  leading to a decline in overall quali ty of life and well -being (Bastos, Celeste, 

Faerstein,  & Barros,  2010; Brody et al., 2006; Coker et al., 2009; Pascoe & Richman, 2009).  

Therefore,  it was  hypothesized that  perceived discriminat ion would  have a negative association 

with ou tcome measures  of happiness  and self-concept.  P ea r son ’s correlat ions  conf irmed a

This ca tegorization  is crude and over  generalized . H ow ever ,  it best  en cap su la tes  v is ib le  d if ferences  o f  
ethnicity and skin co lour for the  p u rp o se  o f  this stu dy  and is em p lo y ed  by UNESCO in d is cu ss io n s  and  
publications.
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strong, negative relationship between perceived discrimination and both happiness (r = -.34, p< 

.001) and self-concept [ r=  -.42, p< .001).

The association between perceived discrimination and mental health outcomes

High levels of perceived discrimination are associated with several negative physical and mental 

health outcomes. Among adults, perceived discrimination has been linked to depression, anxiety, 

high blood pressure, substance abuse, and high stress levels [Pascoe & Richman, 2009).

Existing research on children is relatively sparse, though studies have found similar links 

between perceived discrimination and problematic mental health outcomes including 

depression, low self-esteem, and anxiety (Coker et al., 2009; Liebkind & Jasinskaja-Lahti, 2000; 

Nyborg & Curry, 2003; Pachter & Coll, 2009; Priest et al., 2011; Priest et al., 2013; Szalacha et al., 

2003). Therefore, it was hypothesized that perceived discrimination would have a negative 

association with freedom from anxiety and a positive association with depressive symptoms. 

Pearson's correlations confirmed these hypotheses, indicating a strong negative relationship 

with freedom from anxiety [r = -.40, p< .001) and a strong positive relationship with depressive 

symptoms (r = .37 p< .001). This converges with international literature, emphasizing the 

serious and harmful correlates of exposure to racism and perceived discrimination.

6 . 4  - M e a s u r i n g  E t h n i c  B u l l y i n g

The second part of the new scale evaluations focuses on the development and testing of a 

measure of ethnic bullying. As with the previous section, reliability will be assessed and 

discussed first, followed by validity testing including predicted known group performances, 

convergence with an internally validated bullying measure, and outcome measures of mental 

health and well-being. Five items w ere designed to measure exposure to aggression on the basis 

of ethnicity. These items were not constructed to fit a Mokken model, as they do not increase in 

'intensity'. Rather, they were designed to tap into different types of ethnic bullying to see what 

attributes are being targeted in minority children. The five items were conceptualized as a scale 

aiming to measure one underlying construct: the experience of ethnic aggression. Therefore, 

performing additional reliability tests of unidimensionality through NIRT methods provided a 

more nuanced exploration of items and their overall scalability than relying on consistency 

coefficients alone.

B u i l d i n g  A  M e a s u r e  o f  E t h n i c  B u l l y i n g

Loevinger's scalability coefficients were calculated for all five items [Hi coefficients) and for the 

total scale [H coefficients). Table 28 presents the coefficients for the items, all of which satisfied 

the unidimensionality assumption with Hi ranging from 0.33 to .52. Item scalability and total
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score coefficients w ere  also extracted. As a scale, the items displayed m odera te  

unidim ensionality  based on H coefficients, with a total score of 0.43 (Loevinger, 1948).

Table 28: U nidimensionality o f  Ethnic Bullying Item s

Bullying Item Mean Hi
Picked on because of where you were born? 1.47 0.42

Picked on because of your accent? 1.37 0.33

Picked on because of your religion? 1.26 0.52

Picked on because of your skin colour? 1.40 0.43

Picked on because of how you look? 1.49 0.48

While all items genera ted  Hi coefficients over 0.3, one item w as  noticeably low er than  the 

others. The item 'have you ever been picked on because of y o u r  accent?’ had an Hi of only 0.33, 

just over the cut off limit of 0.3. This suggests tha t  this item does  not fit the scale as well as the 

o th e r  four. While removing this item w ould  im prove the overall scalability of the m easure, it 

also taps into a unique aspect of ethnic bullying applicable to first generation  m igrant children 

(Curry et al., 2011). As the scale has m odera te  s treng th  inclusive of the  item, it w as decided to 

reta in  the question  in the final m easu re  to cover a b read th  of possible d iscrim inatory  scenarios. 

Additional reliability tests  w ere  conducted  to fu r the r  evaluate the scale. C ronbach’s Alpha 

(0.77), G uttm an’s Lambda 2 (0.76), and Rho coefficients (0.77) all fu r ther  confirmed tha t  the 

five items create  m odera te ly  strong, consis ten t scale.

Thus, the final scale contains five items, all p resen ted  in Likert format. Each item asks how  often 

you have been picked or ‘slagged’ because  of a specific a ttr ibu te :  a) country  of birth, b) accent, c) 

religion, d) skin colour, and e) physical appearance. Scores a re  su m m ed  based on re sponses  in 

the following categories: Never = 1, A few tim es a m onth  = 2, A few tim es a w eek  = 3, and 

Everyday = 4. A total score of five is the lowest, indicating no personal experience with  ethnic 

bullying. A total score of 20 is the highest, indicating f requen t and  varied victimization on the 

basis of ethnicity. The m ean score of the scale w as 7.17, with SD = 2.84. A histogram  of 

d is tribu tions is p resen ted  below.
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Figure 16: Distributions o f  the Ethnic Bullying Scale
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B u i l d i n g  V a l i d i t y  o f t h e  E t h n i c  B u l l y i n g  M e a s u r e

Following the reliability analysis, the psychom etric  evaluation of the ethnic bullying m easure  

continued with  validity testing. Criterion validity of the scale w as tes ted  against known group 

outcom es and previously  validated m easu res  of happiness, self-concept, and mental well-being.

The association between ethnic bullying and minority status

The ethnic  bullying scale w as designed to m easu re  a child’s exposure  to ethnic bullying. 

Therefore, it w as hypothesized  th a t  e thnic m inority  children w ould  rep o r t  h igher levels of this 

specific type of bullying than  m ultigenerational Irish children. An in d ep en d en t  T tes t  confirmed 

tha t  minority  children ( M  = 7.21, SD = 2.96] rep o r ted  significantly higher levels of perceived 

discrim ination than  m ajority  group  children ( M  = 6.00, SD = 1.96; t [194)  = -2.37, p = .003).

The association between ethnic bullying and school satisfaction

There is am ple l i te ra tu re  on the  effects of bullying on school perfo rm ance  and academic 

achievem ent [Glew et al., 2005; Wong, 2009). Research also points  to a negative association 

betw een  victimization and  overall school en joym ent and  satisfaction (Glew et al., 2005; C. Wong, 

Eccles, J., Sameroff, E., 1999; You et a!., 2008). P earso n ’s corre la tions  investigated the 

re la tionship  be tw een  ethnic bullying and school satisfaction in the cu rren t  sample. Convergent 

with the in terna tional l i terature , th e re  w as a highly significant negative correlation  betw een  

exposure  to ethnic bullying and  ch ildren’s en joym ent of school (r = -.210, n = 196, p = .003).
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The association betw een ethnic bullying and school ethnic com position

T here  is d ivergence in the l i te ra ture  regarding the  re la tionship be tween school ethnic 

composi t ion  and ethnic bullying. In schools wi th a p ro m inen t  majori ty populat ion,  it has  been 

found that  minor i ty children are  more  likely to get  picked on the basis ethnicity (Agirdag, 

Demanet ,  Van Houtte,  & Van Avermaet ,  2011; Devine, Kenny, & Macneela,  2008; Graham,  2006; 

Juvonen,  Graham,  & Schuster,  2003; Verkuyten & Thijs, 2001; Vervoort ,  Scholte, & Overbeek,  

2010] .  However,  schools wi th high minor i ty popula t ions  are not  im mune  to ethnic bullying. 

Rather,  minor i ty children are  as likely to engage in racialized name calling and o ther  forms of 

e thnic  teas ing as majori ty group chi ldren (Graham, Bellmore, Nishina, & Juvonen, 2009;

Kitching, 2011; Spriggs, lannotti ,  Nansel, & Haynie, 2007].  Schools in the  cur rent  sample  had 

minor i ty  populat ions  ranging from 38.2% to 99.2%. Based on recent  quali tative research 

p er fo rm ed  in Irish pr imary schools,  it was  hypothesized that  children in schools wi th lower  

minor i ty  popula t ions  would r e po r t  more  exper iences  of e thnic bullying (Curry et al., 2011].  

Schools w e re  divided into tw o categories:  schools wi th a minor i ty popula t ion of below 70% and 

schools  wi th  a minori ty  populat ion of higher  than 70%.  An in dep en den t  sample T test  did not  

su p p o r t  the  hypothesis,  finding that  chi ldren in schools wi th high minori ty popula t ions  (n = 125, 

M = 7.22, SD = 3.12] repor ted  m ore  ethnic bullying than children in ‘mixed’ schools (n = 71, M = 

6.56, SD = 2.21]. However,  t h e re  was  no 'significant'  di fference be tw een  sel f- repor ted  ethnic 

vict imization in 'cluster '  schools and mixed schools ( t (194] = -1.54, p = .118].

The association betw een ethnic bullying and perceived popularity

Victims of bullying can struggle to form meaningful  bonds  wi th the i r  peers.  Research has shown  

that  victims are  often more  submiss ive,  wi thdrawn,  and less sociable than thei r  c lassmates  

(Perren  & Alsaker,  2006; You et al., 2008).  They are  often ranked less popular  on sociometric 

measur es  and have fewer  p laymates  at school (Boulton & Smith, 1994; Pellegrini, Bartini,  & 

Brooks, 1999; Perren  & Alsaker, 2006].  Therefore,  it was hypothesized that  victims of e thnic 

bullying would  have lower levels of self-perceived popular i ty  as det er mined  by the  Piers Harris 

populari ty subscale.  Pear son ’s correlat ions  inves tigated the  re la t ionship and conf irmed a 

significant negative association be tw een  exposure  to ethnic bullying and populari ty (r  = -.36,

p= .001].

The association betw een ethnic bullying and the Olweus Bully Victim Questionnaire

The Olweus  Bully Victim Quest ionnaire  is a co rner s ton e  measu re  of school bullying behaviour  

[Olweus, 1986].  it has been val idated for use in s tudies  across  the  world,  including in the  local 

context  (Moran et al., 1993; O'Moore & Minton, 2005;  Rigby, 2005].  The OBVQ was included in
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the current  s tudy to serve  as a concu rren t  val idation measur e  for the  new m easures  of ethnic 

bullying. Pearson 's  correlat ions invest igated the  association be tween the  new measure  of 

ethnic bullying and the OBVQ. There  was  a strong, significant correlat ion between the  new 

measure  and the  victim scale f rom the  Olweus Bully Victim Quest ionnaire,  building cr iterion 

validity for the  new  measure  [r = .392, n = 196, p< .001). While st rongly correlated,  the  

rela t ionship was  not  as high as expected.  Possible reasons  for this are discussed in Chapter  

Seven.

The association betw een ethnic bullying and perceived discrim ination

As descr ibed earlier,  the ethnic bullying measure  and the  perceived discriminat ion m easu r e  

took di fferent  but  equally impo r t an t  app roaches  to the  examinat ion of problematic inter -e thnic 

relations. The perceived discr iminat ion i tems w e re  holistic in the i r  content,  including a list of 

ethnic character is t ics  l inked to di fferent  experiences  of discriminat ion.  The ethnic bullying 

measur e  took a different approach.  Each i tem featured the  sam e behaviour  (gett ing picked on) 

but  only one e thnic characterist ic.  Despite the  difference in approach,  it was  hypothes ized that  

the two m easu r es  would  be corre la ted  as they both  assess  a d imension of ethnic discriminat ion.

Pea r son ’s correlat ions  inves tigated the  association be tw een  the  new measure  of e thnic bullying 

and the  new  measu re  of perceived discriminat ion.  As predicted,  there  was  a very strong,  

significant correlat ion  between  the  tw o n ew  measu res  [ r  = .626, n = 196, p< .001). This fur ther  

builds const ruc t  validity of the  new  measu res  and also re inforces the  content  validity of both 

scales. The high correlat ion suggests tha t  they are  both  tapping into a similar  const ruct ,  namely  

the  exper ience  of m a l t r ea tm en t  on the  basis of ethnicity.

The association betw een happiness, self-concept, and ethnic bullying

The harmful effects of pee r  victimization are  widely  re por ted  (Dukes, Stein, & Zane, 2009; 

Esbensen & Carson, 2009;  Kaltiala-Heino et al., 1999; Nesdale & Scarlett,  2004).  Repeated 

exposure  to aggressive pee r  behaviour  may have ser ious  consequences  for a child's self-esteem, 

social adjus tment ,  and overall  menta l  well -being (OrsquoMoore  & Kirkham, 2001;  Vieno, 

Santinello, Lenzi, Baldassari,  & Mirandola,  2009; C. A. Wong, Eccles, & Sameroff,  2003).  It was  

hypothes ized that  e thnic vict imizat ion would  have a negative association wi th happ iness  and 

self-concept.  Pea r son’s corre la t ions  confi rmed a strong,  negative rela t ionship be tw een  exposure  

to ethnic bullying and happiness  (r = -.23, p= .001) and sel f-concept  [r  = -.35, p< .001). This 

finding converges  wi th in ternational  l i terature  emphasiz ing the  negative effect tha t  

victimization can have on a child’s ad jus tm en t  and emot ional  well-being.
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The association between ethnic bullying and mental health outcomes

T he  association be tween victimization and problemat ic  mental  health ou tcomes is also widely 

es tabl ished in the  l i terature.  However,  there  is less focus on the  re la t ionship between  mental  

hea l th  outcomes and ethnic bullying specifically. As previously  discussed,  the  relat ionship 

be tw e e n  perceived discriminat ion and mental  health outcomes in chi ldren is beginning to gain 

a t t ent ion in the l i te rature [Coker et al., 2009; Pachter  & Coll, 2009; Priest  et al., 2013].  It is 

hypothes ized that  ethnic bullying will be associa ted wi th  the same problemat ic  menta l  health 

out com es  as perceived discriminat ion:  depress ive  sy m p to m s  and anxiety. Pea r son ’s 

corre la t ions  per formed  on the data conf irmed these  hypotheses ,  indicating a s t rong negative 

re la t ionship wi th freedom from anxiety [r  = -.35, p < .001) and a s t rong positive rela t ionship 

wi th  depress ive  symptoms  [r  = .34 p < .001).

Overall,  the  ethnic bullying scale per formed  as predic ted  wh en  tes ted  agains t convergent  

measures ,  established ou tcome measures,  and know n group  outcomes.  The implicat ions of 

thes e  pre liminary findings are  d iscussed in Chapter  7.

6 . 5  - M e a s u r i n g  O b s e r v e d  E t h n i c  B u l l y i n g

The fourth par t  of this ch apte r  continues with the  psychometr ic  tes ting of the  new  m easu res  of 

problemat ic  inter-e thnic relations.  The final measur e  asse sses  'observed ethnic bullying’ by 

asking chi ldren about  how often they wi tness  o ther s  being picked on on the  basis of ethnicity.

As wi th the  previous  measures ,  reliability tes ts  are  p re sen ted  first, followed by tes ting of 

cr iterion and convergent  validity. Five i tems assessed the  f requency wi th which children 

observed ethnic bullying behaviour  at school. The i tems asked ho w often par t ic ipants saw 

o the r  chi ldren get ting picked on because of a specific e thnic a tt ribute:  a) birth country,  b) 

accent,  c) religion, d) skin colour,  and e) physical appearance .

B u i l d i n g  a  m e a s u r e  o f  o b s e r v e d  e t h n i c  b u l l y i n g

Test ing for unidimensionali ty  of the  new  meas ure  began by calculating Loevinger’s scalability 

coefficients for all five i tems [Hi coefficients) and for the  total scale {H coefficients). Table 29 

p resen ts  the  coefficients for the  items, all of which satisfied the  unidimensional i ty  assumpt ion 

with Hi ranging from 0.45 to .54. Item scalability and total  score coefficients w e re  also ext racted.  

As a scale, the  i tems displayed s t rong unidimensionali ty  based on the  H coefficient, wi th a total 

score of 0.50 (Loevinger,  1948).
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Table 29: Unidimensionality o f  Observed Ethnic Bullying Item s

Bullying Item Mean Hi
Picked on because of w h e re  they  born? 1.92 0.47

Picked on because  of th e ir  accent? 1.89 0.48

Picked on because of th e ir  religion? 1.66 0.54

Picked on because of th e ir  skin colour? 1.91 0.52

Picked on because of how  they  look? 1.95 0.45

Additional reliability tes ts  w ere  conducted  to fu r ther  evaluate the  consistency of the  scale. 

C ronbach’s Alpha (0.81], G uttm an’s Lambda 2 [0.82), and Rho coefficients (0.82) all fu r the r  

confirmed th a t  the five items create  strong, consis ten t scale. Total scores for 'obse rved  e thnic  

bullying w ere  calculated by sum m ing  re sponses  in the following categories: 1 = Never, 2 = 

About once a month, 3 = About once a week, and 4 = Every day. The low est possible score is 5, 

indicating tha t  the child has never observed  ethnic bullying at school. The highest score is 20, 

indicating tha t  the child observes  a w ide range of ethnic bullying behaviour daily. The m ean  

score of the scale w as  9.34, SD = 3.39. The dis tr ibu tion  for the scale is p re sen ted  below.

Figure 17: D istributions of the ‘Observed Ethnic Bullying Scale'
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The association betw een observed ethnic bullying and ethnic bullying

The ethnic bullying scale m easu red  ch ild ren’s personal experience with victimization on the 

basis of ethnicity. The ethnic school climate scale m easu res  a child’s perception  of ethnic 

bullying on a school level. Therefore, it w as hypothesized  th a t  th e re  would be a positive 

correlation  betw een  the two scales, as they both tap  into school-based ethnic bullying. P ea rso n ’s
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correlat ions  pe r fo rm ed  on the data conf irmed this hypothesis,  indicating a s t rong positive 

association b e tw e en  sel f- repor ted ethnic victimization and observed  ethnic ha ras sm en t  (r  = .30,

p<.001 ] .

The association between observed ethnic bullying and the Olweus Bully Victim Questionnaire

The OBVQ w as  included as an ou tcome measu re  to test  agains t  the  new measu res  of ethnic 

bullying. The OBVQ includes two subscales:  one  that  measu res  victimization and  one that  

measu res  bullying others.  It was  hypothes ized that  the  e thnic school climate measure  would  be 

posit ively corre la ted  wi th these  two scales of bullying behaviour .  Pea r son’s correlat ions  w e re  

per fo rmed  to assess  the association between factors. The e thnic school climate scale was  

posit ively corre la ted  wi th both OBVQ subscales,  though the  correlat ion was  only significant for 

the  ‘bullying o t h e r s ’ variable (r  = .26, p = .000].

Overall, the  observed  ethnic bullying scale per formed  as predic ted  when  tes ted  agains t kno wn 

group outcom es and  an establ ished convergent  scale. The implicat ions  of thes e  pre liminary 

findings are d iscussed in Chapter  Seven.

6 . 6  - F u r t h e r  V a l i d a t i n g  t h e  M e a s u r e s : Q u a l i t a t i v e  F i n d i n g s

Up until this point,  the evaluation of the  new measu res  of problemat ic  inter-e thnic re la tions has 

been quant i ta t ive  in nature .  Construct  validity was  built  th roug h the conf irmat ion of predic ted  

under ly ing t ra i t s  through a confi rmatory  factor analysis.  Criterion validity w as  built by tes ting  

predic ted  grou p per fo rmances  against  findings from the  l i te ra ture and a widely used, 

in ternational ly val idated measu re  of bullying behaviour .  Concurrent  validity was  built th rough 

test ing the  associa t ions between  the  new scales and ou tcome m easu re s  of well -being and 

mental  health.  Thus,  the  perceived discriminat ion scale, the  ethnic  bullying scale, and the  ethnic 

school climate scale have proven to be broad,  cohesive,  and accura te  measur es  of key e lements  

of problema t ic  inter -e thnic relat ions among children.

Initial findings from the  validation test ing d em ons t ra te d  the  pre sence  of some problemat ic  

inter -e thnic re la t ions  in schools including e thnic bullying, racialized nam e  calling, and feelings 

of perceived discriminat ion.  Frequent  victimization was  not  widely  repor ted ,  though 59.1% of 

minor i ty children exper ienced at least  one incident  of ethnic bullying and 71.7% had felt 

discr iminated agains t  at some stage. Contrasted  wi th mul tigenerat ional  Irish chi ldren’s repor ts  

of e thnic bullying and feelings of perceived discr iminat ion (27% and 24.3% respectably],  the  

f requencies d e m o n s t r a t e  a sharp  contras t  be tween  majori ty  and minor i ty groups.
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The final section of this chapter aims to provide context to the descriptive quantitative findings 

and the outcome of the quantitative validation of the scales through the use o f qualitative data. 

For the purpose of this exercise, only qualitative data pertaining to problematic inter-ethnic 

relations w îll be discussed. The aim o f this analysis is to provide a more rounded picture of the 

nature of ethnic harassment and perceived discrim ination among children in the sample. As 

w ith  the previous chapter, the qualitative findings w ill be presented, followed by a list o f ways 

in which they dovetailed w ith  pre lim inary quantitative findings from the descriptive summaries 

and validation testing.

Bullying or aggressive behaviour was found in all three pre-test schools. Concurrent w ith 

international literature, the nature of the aggressive behaviour was different for boys and girls 

[Garandeau et al., 2010; Minton, 2010; Smith et al., 2002). On the whole, girls were more likely 

to engage in exclusionary or verbal aggression, while boys were more like ly to engage in 

physical and verbal aggression.

The boys, they mess around but sometimes they fight. But the girls, we don’t hit each 

other or things like that. They might start saying things about others but they wouldn’t 

fight.

—R201, multigenerationa! Irish g irl, th ird  class 

Interviewer: Do you ever see other kids get picked on?

Malik: Kenny. Gillian likes h itting him and calling him names and stu ff like that.

—R104, f irs t generation Nigerian boy, fourth  class

Lina: They have some kind o f club and they are always playing it outside and they are 

only g irls and they tricked me lots o f times. When I was in second class and in that year,

1 wasn’t friends w ith  them and all that and I was friends w ith  Beth and um, and all the 

other people -  they’re like the cool ones. And like, 1 was w ith  them that time and then 

they just only wanted to act all cool and all that and then I d idn’t want to act cool cause 

they, they’re always messing and saying 'haha, you’re not cool like us’ and all that.

Interviewer: OK. So who’s all in the club? How many people are in the club?

Lina: Um nearly all the girls in the class. Only a few o f us are left out.

—R106, f irs t generation Chinese g irl, fou rth  class
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Interviewer: Why do you call them mean names?

Alex: Because they really annoy  me and it just  makes  me angry and 1 s tar t  doing it 
because I’m actually the  popular-es t  girl in my class.

— R105, second genera tion  Nigerian girl, fo u r th  class

Problemat ic  inter -e thnic  relations, specifically, w e re  also pre sen t  in all three  pre- test  schools.

In the  quant i tat ive  validation,  it was  found that  there  was  no significant difference in the 

f requency of e thnic bullying based on school e thnic composi tion.  The quali tative data reinforced 

this finding, and also provided additional,  contextual  details on ho w the  nature  of ethnic 

bullying differed in minor i ty  'cluster '  schools and mixed schools.

In pre- tes t  school one, over  98 %  of the  chi ldren w e re  from minori ty  backgrounds .  Classroom 

teac her s  and the  principal  had adopted the DES s t ra tegy for rhetorical ly promot ing 

mul ticul tura li sm and inclusion. Projects emphasiz ing the 'diversity'  of the s tuden t  body w e re  

built  into the curr iculum.  Projects highlighting countries of origin, wor ld  geography,  and 

cultural  t radi t ions  of specific countries  w e re  cus tomary.  Children often referenced these  

projec ts  during the  interviews.

Yeah like this year,  like we ' re  doing a project  and you can choose any country  you want.  

So some people did Romania,  Spain, Nigeria, Thailand, all those  countries in the  world.  

Like it’s in our  place, it’s a place project. And it just  tells you all about  the  cul ture in tha t  

country  and s tuff  like that. The food and stuff.

— R108, second generation  Nigerian girl, fo u r th  class

Similarly, the physical  envi ronment  of the  school re inforced the diversi ty of its s tu d en t  body. 

Below is an excerpt  from notes  taken on my first day of field w o rk  in school one:

The building is large, two stories,  wi th long, colourful hal lways  ado rned  wi th chi ld ren’s 

ar twork.  One hal lway is covered in flags from a roun d the world  wi th pictures  of chi ldren 

co r responding to the flag. "Celebrate Diversity” is wr i t ten  in bubble let ters  above the  

flags. A no ther  wall has  pictures of chi ldren we ar ing "tradit ional African c lo thes”. A 

notice for pa ren t s  hangs on a bulletin board  by the  front door,  encouraging them  to 

bring in "native rec ipes” for a school-wide cookbook.  One wall is dedicated  to the 

school’s recen t  acquisit ion of a 'yellow flag’, i am surp r is ed  by the level of knowledge 

that  chi ldren have about  the ir  classmates '  backgrounds .  They ratt le off nat ional it ies like

The y e l lo w  flag p r og ram m e p ro m otes  inclusion and ce le br a tes  d ivers ity  in Irish sch oo ls  by provid ing  
divers ity  training for staff  m em b ers ,  se t t in g  up a sc h o o l -w id e  d ivers ity  co m m ittee ,  e s tab lish in g  a racism  
policy, and incorporat ing  d ivers ity  into the school curriculum.
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hair colours.  The thing that  s tands  out  the most  is the  complete  absence  of 'd iver se '  staff 

All teachers  and admini s t r a to rs  are white,  female, and classically "Irish".

— FNotes, school 1

As touched upon in the  above excerpt,  many chi ldren at this school had a sophis ticated  

un der s tanding  of the i r  peers  e thnic backgrounds  and nationalities.  Often, chi ldren would 

classify the ir  pee rs  by ethnic background wh en  telling a s tory  or describing daily activities:

Interview er. Who do you sit with in class?

Sam: Well there ' s  this girl, she' s born  in Ireland but  she also speaks  Romanian because 

her  pa ren ts  are  Romanian.  And this Polish girl tha t  sits on the  o ther  side. Then jake is 

from across  from us, he' s from Africa.

— R105, f ir s t  genera tion  Rom anian boy, fo u rth  class

This child's ability and readiness  to classify his c lassmates  by ethnic background dem ons t ra te s  

the significance that  it holds  in the  school. The school’s open discourse  abou t  ethnici ty crea ted  

an env iro nment  tha t  was  upfront  and t r an sp a ren t  wi th regards  to the  d iverse makeup  of the  

school. It p ro m oted  chi ldren's under s tand ing  of di fferent  cul tures and rhetorical ly provided 

them with an inclusive and welcoming schooling env ironment .  On the  o ther  hand,  the  seemingly 

constant  emphas is  on ethnici ty in a school of exclusively first and second gene ra t ion  migrant  

children (and exclusively mul tigenera t ional  Irish teachers  and staff] see med to re inforce the  

chi ldren’s ‘minor i ty’ s ta tus  in society at large. This was  fur the r  exacerbated  by the  fact tha t  the 

school was  physically located just  down the road from a n o th e r  pr imary  school serving 

predomina te ly  mul t igenera t ional  Irish children. It was  com m on  to see the  majori ty group 

children walking to and from thei r  ne ighbouring school when  1 was  conduct ing fieldwork. 

Moreover,  the  re info rcemen t  of diversity and ethnic background in school one  played a salient 

role in chi ldren’s personal  and social ident ity formation.  As a result,  chi ldren in this school had a 

relatively heightened aw are n e ss  of ethnicity [of themselves  and thei r  peers),  wh en  compared  

wi th chi ldren in the  more  'mixed'  pre- tes t  schools.

However,  this sophis ticated  unde r s ta nd ing  of bi rth countries and cultural  t radi t ions  did not  

prevent  chi ldren at the  cluster  school from engaging in e thnic bullying. On the  contrary,  chi ldren 

in this school we re  often over t  in thei r  descr ipt ion of racialized name  calling and e thnic 

s tereotyping:
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The kid th a t  used to bully me -  he calls some people "burgers" and "triple bu r g e r ” and 

stuff like that.

— R104, f ir s t  generation  Nigerian boy, fo u r th  class

Kyle: Sam used to slag me and be a racist. But now he stopped.

Interviewer: Why did he do that?

Kyle: Because of the colour of my skin.

Interviewer: And when  he would  do that,  w h a t  would he say?

Kyle: Just tha t  I'm black and ugly.

— R107, f ir s t  genera tion  Nigerian boy, fo u r th  class

There ' s  this boy and people in 6̂ '' class keep picking on him and like, this one day he got 

a glass and he was  going to th ro w  it at the  sixth class boys but  he put it do wn  because  

somebod y saw him. And like, he ’s like -  he doesn ' t  speak English. He's Polish so he 

doesn ' t  kn ow all about  English. So he can' t  protec t  h imself  and stuff.

— R108, f ir s t  genera tion  Nigerian girl, fo u rth  class

Some of us from 4 ‘'' class and 5*'’ class -  we ' re  in big t rouble  because there ' s  this boy -  

he' s Romanian - a n d  an o th e r  boy from Latvia I think -  he was  being racist  to us. He 

s tar ted  calling us black bananas  and then one of us called him 'gypsy'  and then we all 

s tar ted  fighting.

— R105, second genera tion  Nigerian girl, fo u r th  class

Interview er: Do you ever  see people get ting picked on because  of the  colour of thei r  skin? 

Juliana: Yeah, loads of t imes.  Every day.

— R109, second genera tion  Brazilian girl, fo u r th  class

The principal of the  school descr ibed an incident  tha t  occurred wi th some of her  th i rd class 

students:

We had a s i tuat ion last week. One boy, a Nigerian boy, stole the  o ther  boy -  the  t ravel ler  

boy’s -  pencil case and wro te  'knacker '  on it. 1 mean! Now we 've  got Nigerian kids 

picking on t ravel ler  kids for being t ravellers.  The re ’s no precedent .

— POl
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These  examples  serve  as a valuable r em in d e r  tha t  ethnic bullying is not simply a majori ty  vs. 

minor i ty issue. At the  cluster  school, there  v^ere virtually no 'majori ty g ro u p ’ s tudents.  However,  

racialized name calling and ethnic s tereotyping be tw een  minori ty  groups  was  widely re por ted  

and often d iscussed candidly. The open and frank discussions  of e thnic bullying and racism at 

the clus ter  school could be due, in part,  to the  heightened aw aren ess  of ethnicity result ing from 

the segregated na tu re  of the  school and its curr icular  emphasis  on 'highlighting diversi ty’. It has 

been argued that  chi ldren who have a higher  cognitive aw are nes s  of race and ethnicity are  more  

able to identify d iscr iminatory  behaviours  [Spears Brown & Bigler, 2005).  As a result,  children 

could use thei r  heightened aw are ness  maliciously as a w eapon  agains t peers,  or constructively 

as a tool for identifying and combat ing problematic inter -e thnic behaviour .

Even in the i r  s t ra ight fo rward and often nonchalant  discussion of e thnic name-calling, many  

chi ldren described the  incidents as "racist”, demons t ra t ing  an aw are ness  of the  problemat ic  

na tu re  of the  behaviour .  This could be due, in part,  to the  class’s recent  exposure  to an an t i 

racism in tervention p ro g ram m e for pr imary school children.  One boy descr ibes  the  program  

influenced his aggressor  to change his behaviour :

Interview: Why do you think he s topped (bullying him because of his skin colour)?

Malik: Well, Gillian -  we watched  this racism movie and then Gillian thought  abou t  wha t

he did and he was  actually crying.

Interviewer: So the  movie m ade  him think, huh? Did you watch that  in class?

Malik: Yeah.

Interviewer: What  was  it about?

Malik: Showing racism the  red  card.

— R103, second generation Nigerian boy, four th  class

In the  mixed pre- tes t  schools,  problematic  inter-e thnic relat ions  w e re  p re sen t  but much more  

subt le  than in the  cluster  school. In these,  there  was  a clear social ' s epa ra teness ’ tha t  occurred  

be tw een  mul t igenera tional  Irish and minori ty  chi ldren bu t  typically no explicit ment ion of 

ethnicity. The exclus ionary  natu re  of som e groups  became  evident  when  talking wi th children 

about  the  s t ru ct u re  of social circles.

Interviewer: Is there  anyone wh o  plays alone at  yard  t ime?

Jon: Mostly tha t  -  mostly Ahmed (first genera t ion Libyan boy). We d o n ’t like playing

with him because  he ’s so annoying.  So we d o n ’t -  we  d o n ’t play wi th him that  much.

Interviewer: OK. And w h a t ’s annoying about  him?
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Ion: Cause every time -  he keeps on standing w^here the den is so people can’t get there 

cause that’s not really allowed -  he doesn’t really speak English and he doesn’t 

understand the rules.

—R303, multigenerational Irish boy, second class 

Interviewer: And who do you like to play w ith  at school?

Nijea: Emily [m inority  group g irl]. She isn't in my class, she’s in 2nd.

Interviewer: Oh ok. Is there anyone from your class that you like to play w ith  at yard? 

Nijea: (pause) I play w ith  Abbey sometimes.

Interviewer: OK. Just sometimes?

Nijea: Because sometimes she has to play w ith  someone else. Like she has to play w ith  
Brida, Anna, and that stuff [multigenerational Irish girls].

—R207, f irs t generation Nigerian g irl, th ird class

Interviewer: Is there ever anyone in class who’s mean to other kids in class?

Sofia: Well sometimes Sarah and Laura are mean to me. And sometimes we talk to 

Caroline, me and Fatima talk to Caroline and we say 'you're not playing w ith  us, you’re 

playing only w ith  Sarah and Laura and Tara and Aoife and all the other girls' 

(multigenerational Irish girls].

Interviewer: And what does she say?

Sofia: And Caroline said "but they're my best friends”. And that’s all.

Interviewer: So how are the other girls mean to you sometimes?

Sofia: Sometimes they’re being mean like I'm saying "Caroline, do you want to play w ith  

me” and Sarah says "don’t play w ith  HER”.

—R309, f irs t generation Ukranian g irl, second class

While there was no outright mention o f ethnicity in the previous examples, the children were 

describing playmate selection drawn along majority /  m inority  lines. There were a few 

examples o f explicit ethnic bullying in the mixed schools, as well, though the discussion of these 

incidents was notably less candid than at the cluster school.

Interviewer: Do you th ink you’ve ever been picked on because of where you were born?

Fatima: Yeah, well, because 1 go to Mosque

Interviewer: What do they say about you going to Mosque?

Fatima: They just say 'Allah, Allah, Allah’ like that.
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— R306, f ir s t  generation  Libyan girl, second class

Interviewer: Do you th ink y o u ’ve been picked on because of the  color of you r  skin?

Najea: Yeah.

Interviewer: Ok. Do you mind telling me a little bit more  about  that?

Najea: 1 d on’t know.  I just  know 1 have but  1 can’t r e m e m b er  who did it.

— R207, f ir s t  genera tion  Nigerian girl, th ird  class

My friend gets picked on just  because he' s brown.  He's in this class but he never  tells. 

— R209, m ultigenerational Irish boy, third class

This hes itancy to discuss problemat ic  peer  re la tions  was  echoed by several  participants.

Interviewer: [after describing being excluded on the  playground)  Do you ever  tell 

anyone about  it?

Sofia: No.

Interviewer: Why not?

Sofia: Well, I guess  I just  w a n t  to solve it on my own, or  something.

— R309, f ir s t  generation  Ukranian girl, second class

1 d o n ’t ever  talk abou t  it because  then  eve ryone will th ink I’m a tell-taler.

— R108, second generation  Nigerian girl, fo u r th  class

While di fferences w e re  observed in the natur e  of problemat ic  inter -e thnic relat ions  be tw een  the  

clus ter  school and mixed schools,  there  was  little difference wi th regards  to chi ldren's 

per cept ions  of discriminat ion.  Minority chi ldren from all schools descr ibed feelings of di fference 

on the  basis of ethnicity.  For some,  skin colour w as  a defining e lemen t  of 'dif ference' :

Interviewer: And have you ever  felt em b a r ra s se d  by the  color of you r  skin?

Nijea: Yeah.

Interviewer: And would  you say many  t imes or  somet imes?

Nijea: Many times.

— R207, f ir s t  genera tion  Nigerian girl, th ird  class.

Mostly I just  hate the  sun because 1 w a n t  to be a normal  colour skin and I’m the  wh i tes t  

be tween  my mom and my sister.

— R306, f ir s t  genera tion  Libyan girl, second class
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Interviewer: Have you ever  felt em bar ra ssed  by the  colour of you r  skin or  your  accent?

Cheryl: Um not really because in this school, t h e r e ’s loads of black people, less w^hite 
people.

— R108, second genera tion  Nigerian girl, fo u rth  class

For o thers,  count ry  of origin, cultural  differences, or  religion was  a source of em bar ra ssmen t ,  

feelings o f ' o th e rn es s '  or  perceived difference.

I’m shy about  my parents.  They kind of speak funny because  of the i r  accent.

— R205, f ir s t  generation  Nigerian girl, th ird class

I had two  Spanish teachers  and my teacher  said 'did you tell about  you r  parents,  w he re  

y our  pa ren ts  are  f rom?’ and 1 said ‘no’ and then af ter  my teac he r  said 'do you w a n t  to tell 

them?'  and 1 said ‘ok’ because I was  kind of scared to say no in front of the  teacher.  

They’re the boss and you might  just  get  in t rouble.  So 1 told them  and then 1 got all red.

— R109, second generation  Brazilian girl, fo u r th  class

Interviewer: Does yo u r  family ever  go to church or  to mosque?

Alex: Yeah

Interviewer: Yeah? And w h a t ’s you r  religion?

Alex: My religion? [laughs].  It's kind of weird.  1 don ' t  know.  It's weird.

Interviewer: OK

Alex: Eh, well.... We believe in ghosts.  There ' s  some superst i t ions .  And in Nigeria t h e r e ’s 

this thing called Juju and they can kill you but  t h e r e ’s some good ones  and bad ones. But 

1 d o n ’t believe it.

— R305, second generation  Nigerian girl, fo u rth  class

I w e n t  to my f r iend’s house and there  w e re  loads of people there  because we w e re  going 

to pract ice and then 1 said "who’s that?" and they said "don' t  you know? That 's  One 

Direction!" and 1 said "who's One Direction?" and they  all s t ar t ed  laughing and telling 

everyone that  'she doesn ' t  know One Direction'^^.

— R207, f ir s t  genera tion  Nigerian girl, th ird  class

No mul t igenera t ional  Irish chi ldren expressed over tly racist  a t t i tudes  in the i r  interviews.  Some 

did, however ,  reinforce bi rth country,  language ability, and skin colour as signifiers of difference, 

s trangeness,  or 'o therness '  in minor i ty peers  and the general  populat ion.

'One Direction' is an English-lrish boy pop  band. They are currently ex tre m e ly  popular with t e e n  and pre-  
teen  a u d ien ces .
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Interview er. And do you know  w he re  o ther  people in the  class are  from?

Laura: Well, most  of us are  from Ireland. This boy, it’s weird  because  he has kinda 

b rown skin and h e ’s from -  1 forget the  country  -um,  can' t  r emember .  It’s weird.

--R 304 , m ultigenerational Irish girl, second class

Rian: T h e r e ’s a foreigner wh o  lives agains t my friend and my f riends  t ried to hit his 

w indow  with rocks but  he comes out  wi th a wood en spoon.  Cause they think th a t ’s 

funny.

Interviewer: They think it’s funny to th ro w  s tones?

Rian: Yeah and sticks at his window.

Interviewer: And who lives there?

Rian: A foreigner.  He yells and they think it’s funny so they keep doing it.

Interviewer: Why do they th ink  it's funny?

Rian: 1 d o n ’t know.  Cause he yells funny.

— R209, m ultigenerational Irish boy, th ird  class

Ciara: 1 used to play wi th thes e  guys but  they kept  robbing my s tuff  so 1 d idn’t really 

w a n t  to play wi th them anymore .  T h e r e ’s a big bunch of them and th ey ’re Arabic. And 

t h e r e ’s like 10 boys and 8 girls. They robbed  -  my slide was  broken  and  they fixed it and 

then they d idn’t give it back.

Interviewer: Did you say anything?

Ciara: Well 1 d idn’t cause they kind of d o n ’t speak my language.

Interviewer: Oh, they don ' t  spea k English?

Ciara: Not properly.

— R305, m ultigenera tional Irish girl, second class

Some majori ty  chi ldren also expressed s tereotypical  v iews abo ut  migran t  and minor i ty children, 

par ticularly wi th regards  to the i r  coun try  of origin. The most  commonly expressed s tereotypes  

w e re  ones  tha t  are  also p ro m inen t  with in  larger Irish society: tha t  most  migrants  come from 

war- torn ,  impover ished countries.  While chi ldren w e re  not  being mal icious wi th the ir  

descriptions,  the i r  views signified a cognitive classification of minori ty  children as 'different'  

from mul tigenera tional  Irish children.

Interviewer: Why do you th ink people w a n t  to move to Ireland from o ther  countries? 

Laura: Cause they ' re poor.
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Interviewer: Any other reasons?

Laura: Because people don’t give them much food and they want  to survive so they 

come to our country and they get more food in their house and then they w^on't be poor 

anymore. And they get loads of food and loads of drinks and then they will survive.

— R303, multigenerational Irish girl, second class

Interviewer: Why do you think people want  to move to Ireland from different countries? 

Ciara: 1 think because there's no explosions or anything

--R305, multigenerational Irish girl, second class

1 think because they're hungry and they want  to live in a house and we don’t have

twisters here, just little twisters. And we have cars and stuff.

--R201, multigenerational Irish girl, third class 

6 . 7  - C o n c l u s i o n

This chapter described the scaling and validation procedures for three new measures  of 

problematic inter-ethnic relations. Three reliable and robustly valid scales were produced: the 

ethnic aggression scale, the observed ethnic aggression scale, and the perceived discrimination 

scale. Qualitative data from the pre-test was presented to provide contextual information and to 

triangulate the preliminary descriptive and validation quantitative findings. The qualitative data 

supplemented the quantitative data in making the following points:

• Episodes of ethnic harassment  occurred at all schools.

• At the 'cluster'  school, ethnic harassment was more explicit than at mixed schools.

Children frequently described incidents of overt racialized name calling, drawing upon 

notions of difference occurring in the exclusively minority school.

• Feelings of perceived difference and discrimination were present  among many minority 

students.

• Feelings of perceived discrimination were not reserved for minority students. Some 

majority group children also described feeling discriminated against.

• Feelings of difference were driven by skin colour, religion, language, and birth country.

These preliminary qualitative findings serve to validate the new measures, as they reinforce 

preliminary quantitative findings produced by the new scales. These findings also open the
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conversation  for fu ture uses of the  new, valid measures. The final ch ap te r  discusses the 

streng ths  and shortcom ings of these  in s trum en ts  and p roposes  possible fu ture  applications for 

both  p racti tioners  and researchers.
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C h a p t e r  7 :  R e f l e c t i o n s  a n d  R e c o m m e n d a t i o n s

The main objective of the cu r ren t  body of research was  to design and validate  a broad  and 

coherent ,  chi ld-centred quant i tat ive measu re  of inter -e thnic  relations.  Specifically, it sought  to 

const ruct  a m easu r e  tha t  addres sed  certain fundamenta l  prob lem s in the  existing child-based,  

quant i ta t ive  in ter -e thnic  ins t ruments .  First, it a imed to build a measu re  tha t  was  thoroughly  

child-centred  in its formulat ion,  its content,  and its presenta t ion.  Next, it sought  to build a 

m easu r e  tha t  w a s  both  broad and coherent, captur ing aspects  of chi ldren’s inter -e thnic relat ions 

from var ious  layers of the ir  ecological env ironment .  Acknowledging the  necessi ty for 

quanti tat ive  m easu re s  to adhe re  to strict psychometr ic  s tandards ,  a highly detai led evaluat ion 

of the  m e a s u r e ’s reliability and validity was  conducted.  Often, these  critical com ponen t s  of 

quant i ta t ive  research are  bru she d  over  when  in fact, they are  fundamenta l  to the  legit imacy of 

any quant i ta t ive  study,  part icularly wh en conducting chi ld-based research.  Thus, this project  

relied upon non -pa ramet r ic  item respon se  theo ry  scaling analyses to assess  the reliability  and 

sensitiv ity  of the  cur rent  measure .  A bat tery  of robust validation  techniques  and tes ts w e re  built 

into the  des ign of the  project, ensur ing a multilevel evaluat ion of the  new m e a s u r e ’s ability to 

accura te ly assess  wha t  it claims to assess.  Finally, the project  a imed to design a measu re  tha t  is 

app rop r i a t e  and valid for use with majori ty and minori ty  group chi ldren in new m igran t 

com m unities, an area  that  is highly relevant  in the  cur rent  in ternational  cl imate but  general ly 

und e r - r ep r e se n te d  in existing, chi ld-based quanti tat ive  inter -e thnic  re la tions research.  The 

m easu r e  w as  then assessed in an area of d em o n s t r a ted  need: the association betvi/een in ter

ethnic relations and m enta l health.

This ch ap te r  reflects upon the  ways in which the projec t achieved its s tated  aims, and the  areas  

w h e r e  fur ther  research and w ork  is required.  It highlights the  s t r eng ths  of the  new  measu res  

from a practical s tandpoint,  and also d ra w s  a t tent ion to its l imitations.  It places the  pre l iminary  

findings in the  context  of the  national and in ternational  l i te ra ture  on chi ldren’s inter-e thnic 

relations.  As the  aim of the project  was  m e a s u r e m e n t  design and evaluation,  quant i ta t ive tes ting  

focused on scaling and validation. However,  val idat ion tes ting gene ra ted  no tewor thy  

pre l iminary  findings abou t  the  nature  of inter -e thnic re la tions  in the  pilot schools.  It is 

im por t an t  to emphasize  that  these findings are  not  general izable no r  representa t ive,  as the 

s tudy relied upon a purpose ,  convenient  sampl ing st rategy.  Nevertheless,  it is valuable to 

discuss the  pa t t erns  tha t  emerged  wi th a focus on the suggest ions of this pre l iminary  data. 

Finally, re co m m en dat ions  are  made  for future appl ica tions  of the  new measu re  and ways in 

which quant i tat ive  research on chi ldren’s in ter-e thnic  re la tions  can be used to improve the  

quali ty of chi ldren’s social relat ions  in school and in the  b ro a d e r  community.
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7.1  - A N ew  M easure of I n t e r -eth n ic  R elatio ns  a m o ng  Ch ild r e n

This section reflects upon the ways in which the project achieved its stated aims and also 

discusses its shortcomings. PreHminary findings on the association between inter-ethnic 

relations and mental health are discussed further in the chapter. Here the focus remains 

specifically on how the project designed and tested a broad and coherent, reliable and sensitive, 

child-centred measure o f inter-ethnic relations valid for use in new migrant communities.

B r o a d  a n d  C o h e r e n t

Chapter two discussed two prevalent yet flawed methods of measurement in the field o f in te r

ethnic relations research: the sole measure approach and the many measures approach. The 

sole measure approach places substantial weight on one item or measure and then generalizes 

the outcome into an indicator of inter-ethnic relations [e.g. (Feddes, Noack, & Rutland, 2009b; 

Kiesner et al., 2003; Wagner et al., 2008). The many measures approach contests the 

constrictive nature of the sole measure approach by adopting a broad and inclusive strategy to 

measurement selection. However, too often the selection of measures is ad hoc and no 

justification is provided. The reader is left questioning the motivation behind measurement 

inclusion and also, the extent to which the selected scales actually quantify the construct. This 

study aimed to produce a coherent and comprehensive set of measures that was both broad and 

cohesive, organized around a structure that accounts for the realities of the child ’s world. 

Bronfenbrenner’s ecological model o f the child provided a holistic and coherent structure 

around which measures were designed.

The final measure is broad and coherent both in content and applicability. It includes scales and 

items that assess many dimensions of inter-ethnic relations in a variety o f contexts. The contact 

scales can reveal positive inter-ethnic relations, as well as 'separateness' that often occurs 

between m ajority and m inority  group children (Aboud et al., 2003; Curry et al., 2011; Griffiths & 

Nesdale, 2006). They also capture levels o f contact both in and out of school time. M ulti-ethnic 

schools provide an environment where children from diverse backgrounds form social 

relationships. Children may have close inter-ethnic contact during school hours but very little  

contact outside o f school. These scales consider the unconventional types o f inter-ethnic 

friendships that may develop w ith in  the framework o f the school rather than relying upon a 

single indicator (i.e. who is your best friend) as a determinate o f inter-ethnic friendship.

The ethnic bullying scales measure personal experience w ith  ethnic bullying, as well as 

observed ethnic bullying on the school level. The items cover a range o f potential targets that 

are applicable for firs t generation migrants, as well as m inority  children more broadly.
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Ques t io ns  such  as ‘ha ve  you  e v e r  b e e n  pici<ed on b e c a u s e  of  w h e r e  you  b o r n ’ a nd  'h a v e  you  ev e r  

b e e n  p icked  on b e c a u s e  of y o u r  a c c e n t ’ t a p  into a ty p e  of  h a r a s s m e n t  of ten  r e s e r v e d  for  first  

g e n e r a t io n  m i g r a n t  chi ldren.  O th e r  e th n i c  bul ly ing i te m s  such  as 'have  y o u  e v e r  b e e n  p icked on 

be c a u s e  of  the  c o lo u r  of  y o u r  s k i n ’ o r  'have  you  e v e r  b e e n  p icked on b e c a u s e  of  y o u r  r e l ig ion’ 

can c a p t u r e  f o rm s  of  e thn ic  d i sc r im in a t i o n  t h a t  could  be  e x p e r ie n c ed  by  all m in o r i t y  chi ldren,  

r eg a rd l e ss  of  g e n e r a t i o n a l  s ta tus .  In a r e v i e w  of  bul ly ing r e se a rc h ,  H ani sh  [ 2 0 1 3 )  expl ici t ly 

s t a t ed  th e  ne ed  for  n e w  s tu d ie s  to ex p lo re  th e  u n i q u e  s i tua t io n  of  m i g r a n t  ch i ldr en  w i t h  r e g a r d s  

to e thn ic  bullying.  As m ig r a n ts  "m ay be  a t  a p o w e r  d i s adv ant age ,  p a r t i cu l a r ly  if th e y  look or  

d re ss  di f fe rent ly  o r  a r e  a sso c ia te d  w i th  g r o u p s  a b o u t  w hi ch  nega t iv e  a t t i t u d e s  a r e  c o m m o n " ,  

th e i r  su scep t ib i l i ty  to  e thn ic  h a r a s s m e n t  m a y  be  d i s t inc t  w h e n  c o m p a r e d  wi th 

m u l t ig ene ra t io na l  m in or i t y  p o p u l a t i o n s  (Hanish  et  al., 2013 ) .  Wi th  r e g a r d s  to  appl icabi l i ty ,  the  

i t ems  f rom the  e th n i c  bul ly ing m e a s u r e s  can  be t r e a t e d  as  ind iv idual  i nd ic a to rs  or  col lect ively as 

a scale. For  example ,  a p r inc ipa l  could  de sc r ip t iv e ly  e x a m in e  th e  t y p e s  of  e thn ic  bu l ly ing 

o ccur r in g  at  t h e  school  level w h i le  a psyc hol og is t  could  use  the  scale in a m odel  ex a m in in g  

m o d e r a t i n g  effect s on  bul lying r e la te d  hea l th  ou tc o m es .  Accordingly,  t h e  flexibility of  th e  

m e a s u r e  b r o a d e n s  its uti l i ty for  bo th  r e s e a r c h e r s  a n d  prac t i t ion er s .

The  ne w m e a s u r e  a lso  e x t e n d s  b e y o n d  th e  school  to exp lor e  c h i l dr en ' s  o u t  of  school  t i m e  

contac t  a nd  n e i g h b o u r h o o d  p e e r  in te rac t ion .  As qua l i ta t ive  r e s e a r c h  h a s  s u g g e s te d  t h a t  m ig ra n t  

ch ildren and  m u l t ig e n e r a t i o n a l  ch i ld re n  ha ve  d is t i nc t  out -of -school  p r ac t i ce s  (Cur ry  e t  al., 2011) ,  

th i s  d im ens io n  w a s  inc luded  to a l low q u a n t i ta t i v e  ins pec t ion  of  t h e  pr em is e .  The  co n tac t  

m e a s u r e s  inc lude  i t e m s  on o u t  of  school  p lay  p a r t n e r s .  The  locali ty b a s e d  q u e s t i o n s  m e a s u r e  the  

f r eque ncy  w i th  w h ic h  ch i ldren  play w i th  f r i ends  in t h e i r  a r e a  a n d  t he  n u m b e r  of  f r ie nd s  th a t  

t h e y  have.  Whi le  t h e  ne ig h b o u rh o o d - sp e c i f ic  i t e m s  do  c a p t u r e  cer ta in  e l e m e n t s  of  c h i l d r e n ’s 

ou t - ( f - school  p e e r  in te ra c t ion s ,  t hey  do  n o t  di rec t ly m e a s u r e  l oca l i ty -based  i n te r - e th n i c  contact .  

This  is o n e  s h o r t c o m i n g  of  t h e  n e w  m e a s u r e .  Whi le ou t -of -school  in te r -e th n i c  re l a t i o n s  a r e  

a d d r e s s e d  on t h e  co n ta c t  scale,  inc lud ing  an  a dd i t i o n a l  m e a s u r e  of  n e i g h b o u r h o o d  e th n ic  

c o m f o s i t i o n  could  ha ve  pr o v id e d  a b r o a d e r  de p ic t io n  of  ou t  of  school  t i m e  in te r - e th n ic  contact .  

However ,  as  e x pl a in ed  in detai l  in c h a p t e r  four,  t h e r e  w e r e  s e r i o u s  cognit ive  p r o c e s s in g  and  

w o r c i n g  i ssues  s u r r o u n d i n g  the  p r o p o s e d  e thn ic  c o m p o s i t io n  r e s p o n s e  ca tegor ies .  Also, it w a s  

found t h a t  c h i ld re n  w e r e  k n o w l e d g e a b l e  w i th  r e g a r d s  to th e i r  f r i e n d s ’ a n d  c l a s s m a t e s ’ na t iona l  

b a c k g ro u n d s  b u t  w e r e  less con f ide n t  a b o u t  peo p le  f u r t h e r  r e m o v e d  in t h e i r  ecological  

f rame work .  Th e re fo re ,  a t t e m p t i n g  to c a p t u r e  n e i g h b o u r h o o d  e th n i c  c o m p o s i t i o n  in th e  c u r r e n t  

m e a s u re  w o u ld  ha ve  likely p r o d u c e d  inval id f indings.  Th e  c on ta c t  scales,  h o w e v e r ,  c a p t u r e  key 

d i m e i s i o n s  of  o u t  o f  school  in te r - e th n ic  in te ra c t io n  a n d  a r e  c ap ab le  of  e x pl o r i ng  a l te rn a t i v e  

pa t te rns  of  e th n ic  f r i end sh ip s  on a b r o a d  level.
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The cohe ren t  s t ructu re  of the  new  measure  is m arked  by the  logical a r r a n g e m e n t  of var iables  

wi thin the  f r am ew ork  of the ecological model.  B ronfe nb renne r’s model  posits tha t  chi ldren are  

nested  wi thin a var iety of environmenta l  factors, like a set  of Russian dolls. The immedia te  layer 

is the  ‘m icrosys tem’ and includes the home,  the  classroom,  and other  daily influences in child’s 

life. The ‘exosys tem’ is the  next layer out, and includes factors tha t  are  r emov ed from the  child’s 

daily in terac tions  but  still influential in a child’s life such as neighbourhoods ,  parental  

employment ,  and extended family. The ‘macrosys te m ’ encases all of the  a fo rement ioned  layers, 

as it is the  cul tural  and societal context  wi thin which all sys tems function. Relying on this model  

as a f ramework,  i tems and scales w e re  crea ted to measure  var ious contextual influences on 

chi ldren’s inter-e thnic relations.  I tems included in the  final measu re  ad d res s  e lemen ts  of all four 

layers and are  ar ranged in the following way:

Table 30: Items from  the pilot measure arranged by the Ecological Model fram ew ork

E cological layer C orrespond ing item s from  th e  p ilo t m ea su re

Individual (age, gender, 
ethnicity, religion]

‘About you and your family’ items

Microsystem (family, church, 
school, peers)

'Questions about school’ items 
'Problems at school' items 
'Who you spend time with’ items

Exosystem (neighbourhood, 
social services, wider 
community)

'Who you spend time with' items 
‘The area where you live’ items

Macrosystem (attitudes and 
ideologies of the culture)

'Being treated differently’ items

In creat ing a coheren t  s t ru ctu re  for the  new measure ,  the  project  a imed to increase the  

accessibil ity of the  tool for pract i t ioners and researchers .  Later in the  chapter,  the  benefi ts  and 

potent ial  uses  of the  measu re  for these  groups  are  d iscussed in some detail.

Child Centred

Child-centeredness  was  a key aim of the project,  both as an in tended ou tcome of the  measu re  

but  also wi th regards  to how  the  research was  conducted.  The research achieved child- 

cen te redness  in th ree  key respects:  a) it ad op ted a chi ld-centred phi losophy th ro u g h o u t  the  life 

of the project,  b) it consul ted  chi ldren directly in the  design and implementa t ion  of the  measure ,  

and c) it const ruc ted  a quant i tat ive  tool tha t  is widely interpre table,  age -appropr ia te ,  concise, 

and child-friendly in its presenta t ion and wording.
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Designing a child-centred,  quant i tat ive  measu re  pre sen ted  many conceptual  and 

methodological  challenges. As discussed in chapte r  three,  quant i tat ive  measures  in and of 

themselves  are  often thought  to be at odds  wi th the  fundamenta l  theo ry  of 'chi ld-centeredness '  

as def ined by the new  sociology of childhood. A widespread  paradigm shift over the  pas t  two 

decades  has impacted the  way  that  child-focused research is conducted [Christensen & James, 

2008;  Greene & Hill, 2005; Greene & Hogan, 2005],  wi th a large emphasi s  current ly  being placed 

on listening to the 'child's voice’ th rough par t ic ipatory  metho ds  such as quali tative interviews,  

storytell ing,  or artist ic exercises (Beazley, Bessell, Ennew,  & Waterson,  2009; Belanger & 

Connelly, 2007; Komulainen,  2007;  Spyrou,  2011).

However,  quant i ta t ive measur es  in and of themselves  are not  at odds  wi th chi ld-centeredness.  

Rather,  the  way in which quant i ta t ive measures  are som et imes  used wi th child populat ions  can 

be considered ‘non chi ld-centred’ (Hill, 2006; Pachter  & Coll, 2009).  In this vein, the  quali ty of 

‘chi ld-cente redness ’ could be compared  with the  psychometr ic  quali ty of validity. Like validity, 

th e re  is no ‘t h re sho ld ’ af ter  which a measu re  becomes child-centred.  Rather,  it is es tablished 

th ro ughou t  the life of a research project.  It is assembled th rough a theore tical  recogni tion of 

children as capable and au tonom ous  ‘beings’, a wi ll ingness to actively include chi ldren in the 

re sea rch process,  a com m i tm ent  to the  deve lopm ent  and use of child-centred tools, and a desi re 

to conduct research wi th chi ldren directly abou t  the i r  lives. It is not  something that  is purely 

d e p e n d en t  on methodologies.  Rather,  it is an al l -encompass ing research approach inclusive of 

man y  conceptual  and practical elements .

This s tudy adopted a mixed method s  app ro ach to designing a chi ld-centred  measure  including 

cognitive interviews,  behavioural  observat ions,  and quant i tat ive  survey piloting. Mixed 

m et hod s  approaches  are  considered good pract ice in the  broad field of m easu r em en t  design and 

ar e  particularly sui ted  to the  construction of chi ld-based tools [Thomas & O'Kane, 1998].  In 

addi t ion to providing a par t ic ipatory  channel  for chi ldren to actively contr ibute to the  research 

process,  mixed method s  also lead to a survey that  is chi ld-centred in word ing and content.  This 

ul t imately improves  the reliability and validity of the measure ,  and may also have a positive 

influence on overall  re spon se  ra tes  [Lightfoot & Sloper, 2003).

The quali tative pre tes ting of the  cu rrent  measure  consisted of cognitive interviews wi th 35 

chi ldren using an ‘over-inclus ive’ pool of potent ial  ques tions . Children provided insightful and 

valuable feedback on the wording,  content,  and presenta t ion  of these  items. Their au tono my 

and ability to meaningfully engage in the  research process  was  cont inual ly reinforced by thei r 

contribut ions . In fact, many chi ldren took a lively in terest  in ‘talking th rough '  the i r  answers.
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d emon s tr a t ing a sophisticated level of cognitive aw aren ess  and a solid com prehension of the 

pu rpose  of the  interview.

The cognitive interviews we re  par ticularly beneficial in light of the d em ons t ra ted  cultural 

d isconnect bet w een  the adul t ’s wor ld  and the  child’s world.  Especially wh en conducting 

research on ethnicity, the mixed method s  app ro ach  was  "key to ensuring that  result ing research 

[would] be valid across a diverse range of experiences,  as well as sensit ive to differences 

result ing from cultural or  ethnic backgr ou nd ” (Due et al., 2013).  The risk of cultural  d isconnect  

was  com pounded  by the  fact tha t  1 was  born  and raised outs ide of Ireland. Thus,  the  possibility 

of contextual and language divides was  fu r th e r  heightened.  For example,  man y  i tems on the 

initial pre- tes t  asked children quest ions abou t  the i r  "neighbourhood”. While this te rm  is 

commonplace  in my birth country,  it became  clear tha t  it was  not  cus tomary  am ong  Irish youth.  

The cognitive interviews shed light on these  types of wording  and content  problems,  al lowing 

for i tems to be revised and ensur ing interpre tabi l i ty across cul tures and generat ions.

When revising i tems and const ruct ing the  pilot measure,  the focus was  on employing w o rd s  and 

p hrases  tha t  chi ldren themselves  would  use. For example,  there  was  a high level of variabili ty in 

chi ldren's unde rs tand ings  of the  often employed term  'bullying’ (Bieber, 2013;  Guerin & 

Hennessy,  2002;  Vaillancourt  et al., 2008).  Children general ly w e re  in consensus  that  bullying 

w as  'w r o n g ’ but  wh en  asked for clarification, they often gave restr ict ive or mis informed 

examples o f ‘bul lying’ behaviour .  As the  definition o f ‘bullying’ remains  heavily deba ted  am ong 

researchers ,  pract it ioners,  and academics , this is not unexpected [Bieber, 2013;  Menesini et  al., 

2002) .  Fur thermore ,  s tudies  have found that  when  chi ldren are  provided wi th a definit ion of the 

w o rd  ‘bul lying’ or  repeatedly  exposed to the  w ord  'bully'  on a survey,  they r e p o r t  significantly 

less aggressive behav iour  [Felix et al., 2011;  Kert et  al., 2010).  Cognitive in terviews revealed 

that  chi ldren in terp re ted  the  phrase  'picking on ’ in the  sam e way  that  'bullying'  is often 

in tended.  This included teasing, name  calling, social exclusion, and in a few cases, physical 

aggression.  Thus, the  child-friendly phra se  'picking on ’ was  used to cap ture  ins tances of ethnic 

aggress ion in the  new measure .

Once a ‘chi ld-centred’ pilot measure  had been constructed,  it had to be adm in is te red  prope r ly  in 

o rd e r  to re ta in its chi ld-centred quality. This involved a resolute com m i tm en t  to the  process  of 

on-going consent  and al lowing chi ldren to 'have fun’ wi th the  research process.  In quant i ta t ive  

research,  recrui t ing a sufficient n u m b er  of par t ic ipants is necessary  in o rd e r  to conduct  certain 

statistical analyses.  The process  of r e cru i tmen t  is commonly refer red  to as 'gett ing the  n u m b e r s ’ 

and the  difficulties associa ted wi th this pract ice are  often u n d e r  acknowledged [Lindsay, 2005).  

One major  d ra w back  of this mental ity is the  ten denc y  to quant ify par ticipants,  viewing them as
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m ea n s  to an end and compromis ing the human  e lement  in the  nam e of data collection. When 

complet ing the  cur rent  survey,  some chi ldren be m oaned  the length of the  ins t rum en t  or gave 

o the r  signifiers tha t  they w e re  no longer  in teres ted  in taking par t  af ter  initially giving consent^^. 

In line wi th  a chi ld-centred administ rat ion ,  these  chi ldren we re  told tha t  they could stop the 

su rvey at any t ime wi thou t  repercuss ion.  While this ult imately resul ted  in a loss of data,  it was  

crucial to p reserving chi ld-centeredness  and ethical s tandards .  It is wor th  noting, though,  tha t  

only a few chi ldren opted out  after s tar t ing  the  ques tionnaire .  Even those  who  originally 

co m m en ted  on the  length became actively engaged af ter  answer ing the  first few questions . This 

pat tern  w as  detec table  across  all of the pilot schools,  ult imately reflecting chi ldren’s wi ll ingness 

to engage in the  research process and thei r  in teres t  in providing informat ion about  the ir  lives. 

On several  occasions,  1 w as  asked if 1 could come back to "do an o th e r  o n e”. Of course,  chi ldren 

relish a b reak  from routine,  par ticularly in the  context of the school. However,  the  

p re do mina te ly  posit ive react ion to the quant i tat ive  measure  suggests tha t  complet ing a survey 

can be grati fying for child participants,  despite the rhetor ic pre sented  in some 'child-centred'  

l i terature.

Quanti tat ive research metho ds  provide a mechanism through which broad pa t t erns  of 

chi ldren's in ter -e thnic  relat ions can be identified and analysed.  However,  in o rd e r  to capture  

those p a t t e rn s  accurately,  it is necessary  for the  measu re  to be conceptual ly  and fundamental ly  

child-centred.  Fur thermore ,  adminis t ra t ion  must  be handled in a way  that  is respectful  of 

chi ldren's autonomy.  Thus, it is a rgued that  quant i ta t ive methods,  in and of themselves ,  a re  not  

fundamenta l ly  at odds wi th chi ld-centeredness.  Rather,  chi ld-centeredness  hinges on the  way a 

methodology is developed,  applied,  and in terpre ted.  If a survey is developmental ly  and 

culturally applicable,  age-appropr ia te  in word ing and content,  and admin is tered  with an o n 

going respect  for chi ldren's autonomy,  sel f- report  quanti tat ive  m easu res  can be every bit as 

' chi ld-centred'  as o ther  ‘voice based'  methodologies.

Thus, this s tudy  succeeded in the develo pm en t  of a chi ld-centred measu re  of inter-ethnic 

relations. The items, content,  and presenta t ion w e re  informed by a di rect  consultat ion wi th 

children in the  targe t  demographic.  Children's au tonom y was  respected  th ro ugh ou t  the  life of 

the  project. The final measu re  is concise, age-appropr ia te ,  and culturally relevant.  Fur thermore ,  

it has been proven valid wi th majori ty and minori ty  group chi ldren in a new migrant  context.

The pilot su rvey  w a s  particularly lengthy b e c a u se  it w a s  a c c o m p a n ied  by th e  th r e e  validation m e a su res .
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S e n s i t i v e  a n d  R e l i a b l e

Designing a measur e  tha t  was  broad,  coherent ,  and chi ld-centred re spo nd ed  to conceptual  and 

methodological  needs  in the  field of chi ldren’s inter -e thnic relations.  However,  wi thou t  

thorough,  concrete psychometr ic  underpinnings ,  the  measure  would  be irrelevant.  Thus, this 

project  also aimed to mainta in  very high s t an da rds  of reliability and validity. Though often 

under-apprecia ted  in scale const ruct ion and evaluation,  the  significance of these  qualities 

cannot  be und er s ta te d  (Furr,  2011).

In general  terms, reliability is the  extent  to which scores  consistent ly and uniformly capture  a 

const ruct.  Reliability is statistically centred,  and typically establ ished using Classical Test  

Theory metho ds  (CTT]. The most  common CTT indicator of reliability is a Cronbach’s Alpha 

coefficient, which provides  a statistic reflecting the  internal consis tency of a set  of items. 

However,  es tabl ishing p ro p e r  reliability extends  beyond test ing for internal  consistency.  

Additional considera t ions  such as unidimensionali ty  and individual item per fo rmance  should 

also be included in a tho rough reliability investigation (Embre tson & Reise, 2013).

This research aimed to build a sensit ive and reliable measu re  by applying an i tem response  

theo ry  approach  to scale const ruction and i tem analyses.  As discussed in detail in Chapter  2, IRT 

opera te s  from a belief tha t  a par t i c ipan t’s re sponse  to a ques t ion is influenced by two factors: 

the individual ’s relat ionship to the  const ruct  being measu red  (i.e. perceived discr iminat ion) as 

well as the  qual it ies of the  i tem itself. Just as i tems on a measu re  may differ in t e rm s  of difficulty, 

i tems may differ in t e rm s  of the i r  ability to dist inguish be tw een  re sponden t s  based on thei r  trai t  

level. This is refer red  to as an i t em ’s 'discriminabili ty'  or  'sensitivity'  [Furr  & Bacarach,  2008).  It 

reflects an i t em’s ability to dist inguish between  r e spon dent s  wi th high levels of a latent  trai t  

from those  wi th low levels.

The ability to examine each individual i t em’s discriminabi li ty was  in s t rumenta l  in the 

construction of a reliable and sensi tive measur e  of inter -e thnic relations.  It highl ighted i tems 

that  w e re  unable to dist inguish bet w e en  par t ic ipants on the  basis of the  latent  trait ,  leading to 

the  removal of r e d u n d an t  or  poorly performing ques tions . In a t t empt ing  to design a child- 

cente red quant i tat ive  measure ,  ther e  w a s  an ongoing effort to keep measures  as concise as 

possible whi le re ta in ing thei r  psychometr ic  s t anda rds  (Morrow & Richards, 1996; Scott,

2000b).  The sensi tive app ro ach  to item selection enabled the  realization of this aim. 

Fur thermore ,  unidimensionali ty  w as  di rect ly and carefully inves tigated using non-pa rametr ic  

i tem response  theo ry  methods .  Often in CTT based research,  unidimensionali ty  is assumed  

through a positive index of internal  consis tency (i.e. Cronbach’s alpha).  However,  alpha is 

ult imately a reflection of internal  consistency not unidimensionali ty  or  reliability (Furr,  2011).
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A prob lem with relying solely on alpha is tha t  there  is a s tandardized cut-off for a ‘re liable’ scale 

which when  obtained,  many  researchers  take at face value and proceed wi th analyses.  Often in 

social research,  the  psychometr ic  quali t ies of a measur e  and the implications of w eak  reliability 

and validity are overlooked.  CTT reliability tes ts  such as Cronbach’s Alpha do not provide an 

oppor tuni ty  for in-depth item evaluation (Embretson & Reise, 2013].  Fur thermore ,  a lpha is 

affected by scale length, wi th longer scales ul timately having higher ‘a lp ha’ scores  and thus, 

being in terpre ted  as more  ‘reliable’ than s ho r t e r  scales (Furr,  2011].  NIRT provided an avenue 

for sensi tive scale const ruct ion uninf luenced by the  total  n u m b er  of included items. Thus,  short ,  

sensit ive and reliable scales could be created.

Reliability  o f  the Contact Scales

The Contact with Children Born in Ireland scale and the Contact with Migrant Children scale 

w e r e  des igned to fit a hierarchical  Mokken model,  increas ing in intens ity from ‘co m m o n ’ forms 

o f  contact  to more  ‘in t imate’ forms of contact  wi th a] chi ldren born  in Ireland and b] migrant  

chi ldren.  Both scales satisfied the r equ ir em en ts  for the  strong,  Mokken double monotonici ty  

model.

The 'Contact  with Children Born in I re land’ scale met  the  s t anda rds  for a very s t rong scale 

(H=0.55],  wi th all six original i tems forming a unidimensional ,  reliable h ierarchy (Hi ranging 

f rom 0.46 to 0.59]. The Contact wi th Migrant Children scale also formed a very s t rong 

hierarchical  scale (H=0.62], wi th all six original i tems demon st ra t ing  s t rong unidimensional i ty  

(Hi ranging from 0.55 to 0.62). The inclusion of all original i tems on these scales, the i r  solid 

unidimensional i ty,  and thei r  clearly established hierarchy reflect a successful m e as u rem en t  

des ign process.  The i tems perform ed as they w e re  in tended to perform,  due in large par t  to 

omission of re d u n d an t  and problemat ic  i tems following the  pre tes ting phase.

The hierarchical  na ture  of the two contact  scales has implications for the  in te rpre ta t ion  of test  

scores.  Theoretically,  the  tes t score (ranging from 5-30] should r e p re sen t  the  level of the  latent  

t ra i t  pre sen t  and also indicate specific aspects  of tha t  latent  trait. With the 'Contact  wi th Migrant  

Chi ldren’ scale, for example,  a score of 5 means  that  a child has no contact  wi th migrant  chi ldren 

e i ther  in or  out  of school. A score of 30 m eans  that  a child engages  in daily out-of-school contact  

wi th a migrant  child (i.e. plays over at thei r  house]  and also endo rsed  every o ther  lower  i tem on 

the  hierarchy.  Therefore,  in theory,  a mid-range score  of 15 should be indicative of regular  

school-t ime contact  but little out-of-school contact.  However,  i tem response  processes  are  not 

perfec t and nei ther  are  scales. Despite the  very s t rong  psychometr ic  proper t ie s  es tabl ished 

dur ing  the  Mokken analyses,  there  is always  a possibil i ty tha t  children will endors e  i tems out  of
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hierarchal order  to some extent. Therefore, scores should be interpreted with the inevitability 

of human and measurement  error  in mind.

Reliability o f the Problematic Inter-ethnic Relations Measures

The problematic inter-ethnic relations scales were not designed to fit a hierarchical Mokken 

model. Rather, they aimed to cover a wide-range of potential ethnic bullying targets and 

occurrences of discrimination. However, as previously explained, all scales can benefit from an 

in-depth exploration of item discriminability and unidimensionality. Thus, the ethnic bullying 

scale, the observed ethnic bullying scale, and the perceived discrimination scale all were tested 

for unidimensionality and sensitivity using Mokken scaling methods.

The five item ethnic bullying scale demonstrated moderate unidimensionality (H=0.43), with 

individual items His ranging from 0.33 to 0.52. One particular item [have you ever been picked 

on because of your accent) did not fit the scale as well as the others. Removing this item would 

have increased the overall s trength of the scale from moderate  to strong, as H = 0.50 without the 

problematic item. While misfitting with the current  sample, the ‘problematic’ item aimed to 

asses a type of ethnic harassment that is theoretically specific to first generation migrants 

[Curry et al., 2011; Hanish et al., 2013). It is possible that the item did not fit the construct with 

the pilot sample due to the fact that the majority of participants were second generation 

migrants or multigenerational Irish children. Thus, accent wasn’t a salient signifier of 

'difference’. While retaining the item on the scale resulted in a lower 'reliability', it serves to 

capture a type of ethnic harassment  specific to an under-represented population in the 

literature [Hanish et al., 2013). As scale construction should never sacrifice validity for the sake 

of reliability, it was decided to keep the item in the scale. The final scale includes five examples 

of ethnic bullying. Each item asks how often a child has been picked on or slagged because of a) 

country of birth, b) accent, c) religion, d) skin colour, and e) physical appearance. As each item 

addresses a specific ethnic 'trait', the individual i tems could be t reated individually or summed 

as a scale.

Like the ethnic bullying scale, the five item 'observed ethnic bullying scale’ was designed to 

measure a variety of observed bullying conduct. Items were not constructed hierarchically. 

Rather, they were designed to capture a wide range of aggressive ethnic behaviour. The five 

items created a strong, unidimensional scale [W=0.50) with individual items His ranging from 

0.45 to 0.54. Additional tests confirmed a strong internal consistency in the scale. The 

combination of solid unidimensionality, item performance analysis and internal consistency 

establish reliability for the 'observed ethnic bullying’ scale. As with the ethnic bullying scale, the
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items could be treated individually for a descriptive analysis of bullying behaviour or summed 

as a scale for more advanced statistical modelling.

The perceived discrim ination scale, in particular, benefited from the sensitive scaling analysis. 

During unidim ensionality testing, tw^o problematic items were identified; have you ever been 

stared at in public [Hi  = 0.31) and have you ever been teased for not knowing a pop star, TV 

show, or movie [Hi  = 0.27). These low-scoring items contributed to a poor scale w ith  an H score 

o f 0.38. Monotonicity plots revealed that these two items had weak discrim inability. Specifically, 

they were incapable of d ifferentiating between respondents w ith  medium and high levels of 

perceived discrim ination. Because these items were found to be superfluous and weak, they 

were removed from the scale. The remaining three items generated a very strong scale 

(W=0.60), w ith  individual item His ranging from 0.58 to 0.62. Through an in-depth exploration 

o f item performance, the Mokken analyses were able to identity particularly weak items that 

contributed to poor scale properties. However, if  this project had relied solely upon a 

Cronbach’s Alpha coefficient to determine reliab ility, the original five items would have satisfied 

the statistical requirement for a ‘fa ir’ scale. By these standards, the scale could be justifiably 

used to measure to perceived discrim ination, inclusive of the problematic i t e m s . T h i s  reflects 

the fundamental problem w ith  adopting an imprecise approach to establishing re liab ility. Scales 

satisfy a standardized statistical requirement and then are often implemented in analyses 

w ithout further consideration. The potential outcomes are invalid test scores and the possibility 

o f inconsistent or misrepresentative findings [M. Furr, 2011). Furthermore, the use of NIRT 

methods perm itted the construction of a short, reliable measure o f perceived discrim ination. 

Brevity increased the child-centeredness of the measure, and also avoided the unnecessary 

adm inistration o f items on a sensitive and potentially upsetting topic. Thus, the benefits of 

adopting an NIRT approach to measures of inter-ethnic relations are evident.

While sensitivity and strong re liab ility  o f the new scales have been clearly established, 

shortcomings w ith  regards to re liab ility  remain. Overall re liab ility  could have been enhanced by 

designing the perceived discrim ination scale to fit a Mokken model. While the bullying 

measures would not have benefited from such a design as they measured one experience linked 

to a range o f specific ethnic targets, the perceived discrim ination scale could have improved its 

sensitivity w ith  an incrementally increasing item structure. At the time o f construction, 

however, 1 had a lim ited understanding o f children’s perception of and experience w ith  

discrim inatory situations in the Irish context. To date, there is no existing research on the topic 

of perceived discrim ination in young children in new migrant countries. Thus, I had no way of 

gauging which type of situation would be ranked more ‘severe’ than another according to a

Cronbach's Alpha of the five item  perceived discrim ination scale = 0.72.
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child's experience.  As researchers  learn more  about  the natur e  of perceived discriminat ion 

among  chi ldren in new migrant  communit ies,  data could inform the  development  of a 

hierarchical  scale. Such a measure  would allow for a more  detai led examination of the  feelings 

behind discriminat ion,  specifically wha t  types  of d iscr iminatory  exper iences do chi ldren find 

most  ‘seve re’ and potentially, most  harmful.

R o b u s t  i n  V a l i d i t y

Establishing robu st  validity is t an t am o u n t  to a m e a s u r e ’s utility. Unlike reliability, validity 

cannot  only be quant if ied statistically [ though certain statistical tes ts  can be used to contr ibute 

to validity]. Rather,  validity is something that  mu st  be incremental ly assembled th roug h a 

variety of met hods  [Furr,  2011],  As robus t  validity was  an identified aim of the cu r re n t  study, it 

was  considered at every  stage of the  research process.  A conscious effort was  made  to build 

validation met hods  and techniques  into every  stage of the  research design and analytic strategy.

When designing the  cu rrent  project,  it was  decided that  m eas u re m en t  const ruction would  occur 

in two phases : an in-depth  pre-test  and a pilot. This decision was,  in itself, an effort to build 

validity of the new measure .  Pre- tes ting provided the  oppo r tu n i ty  to evaluate the pool of 

potential  i tems through cognitive interviews wi th the  target  populat ion.  Fur thermore ,  it 

genera ted  qual itat ive data through sem i-s t ructured in terviews and behavioural  observat ions  

which fur the r  served to validate the  quant i ta t ive findings through t riangulation.  The pilot 

measur e  was  admin is tered  concurrent ly  with th ree  establ ished and widely val idated outcome 

measures;  the  Olweus  Bully Victim Quest ionnaire,  the  Piers Harris Self Concept Scale, and the 

Chi ldren’s Self Report  Depression Scale. Criterion validity was  built  through correlat ions  with 

convergent  m easu res  and theore tical  outcomes.  Table 31 p re sen ts  the  validation techniques  

used in the cu r re n t  s tudy organized a r ou nd  Furr’s five main com ponen t s  contribut ing to validity: 

a] test  content,  b) internal  s t ructure ,  c) re spon se  processes ,  d) associa tions  with o the r  variables,  

and e) consequences  of use [2011].
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Table 31: Validity Fram ework o f  the current s tudy

Validity Component Technique(s) used in the build validity

Test Content Cognitive Interviews 
Mokken Scaling Analyses 
Associations with convergent measures 
Known group performance

Internal Structure Confirmatory Factor Analyses 
Mokken Scaling Analyses

Response Process Cognitive Interviews 
Administration Procedure

Associations with other variables Correlations with convergent measures 
Correlations with predicted outcome variables 
Known group performance

Consequences of use Administration procedure

Cognitive in terview pre-tes ting  was  arguably  the  most  crucial facet in the  const ruction of a valid 

m easu re  of inter-e thnic relations. As previously discussed,  the re cu rr en t  d isconnect be tween 

adul ts ’ wor ld s  and chi ldren’s wor lds  can result  in verbal,  developmenta l ,  and cultural  oversights 

in the  research design process.  This risk is he igh tened w h e n  researching migrant  children,  as 

there  is a l ikelihood of an added cultural  difference be tw e en  re sea rc he r  and par t ic ipant  (Clark & 

Schober,  1992; Due et al., 2013).  In her  review of re sea rch methods  appropr ia te  for use wi th 

refugee and cultural  minorities,  Due (2013) explained that  cognitive in terviews address :  "the 

i ssue of ensu r ing equivalency of unde r s t and ing  of the  ques t ion i t se l f— an issue which is not  

u ncom m on  in research more  generally, but may be par ticularly per t inen t  when  work ing  wi th 

children,  and even more  so wh en  working cross-cultural ly”.

A total  of 35 cognitive interviews w e re  conducted wi th  children in second, third, and fourth 

class. A flexible approach to cognitive in terviewing w as  adopted,  consisting of both th ink aloud 

and probing methods .  The interviews uncovered many  problemat ic  issues wi th the  pool of 

i tems including problems with wording,  in terpre tat ion,  content ,  applicability,  and ethics. Of the 

92 i tems included in the pre-test ,  a total of 17 w e re  re ta ined w i thou t  modification, 22 we re  

revised based on feedback from the  cognitive interviews,  and 43 w e re  omit ted from the  pilot 

survey. This may  seem like a large n u m b e r  of omiss ions  but  the  original pool of i tems a imed to 

be over-inclusive ra ther  than t runcated.  This s tra tegy is r e co m m en d ed  in measur e  construction,  

as it al lows for an exhaustive n u m b er  of varying i tems to be considered ra th e r  than assuming  a 

prioi th a t  certain i tems are  more  app ropr i a t e  for inclusion than others.
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Cognitive in terviews also genera ted  a substantial  am o u n t  of detailed quali tative data which 

served to build validity and t riangulat ion for the  new quant i tat ive measure .  Chapters four and 

five presen t  the  re levant  qual itat ive findings from the  pre-tes ting phase,  reinforcing the  initial 

outcomes pro duced by the  new  measur es  and also providing valuable contextual and  detailed 

evidence on the  na tu re  of chi ldren’s inter-e thnic relations.

Quanti tat ive Validation Techniques  and Pre l iminary Findings

A variety of quanti tat ive  techniques  we re  used to build validity for the  new measures.  Overall 

construct  validity w as  built  through conf irmatory factor analyses,  whi le cri terion validity was  

built t hrough associa tions wi th convergent  measures ,  associa tions wi th theoret ical  outcomes,  

and known group  outcomes.  In validating the  new  measures ,  pre liminary findings on the  nature  

of inter-e thnic rela tions in the pilot schools we re  produced.  The general  findings are  d iscussed 

in this section as they are  re la ted  to the  validation process.  Findings specifically rela ted  to the 

association bet w een  inter -e thnic  relat ions and menta l  health are  pre sen ted in a sepa ra te  section 

fur ther  in the  chapter.

The conf irmatory  factor analyses  built s t rong const ruct  validity for these  measures  by 

endors ing the  conceptual  f r am ew ork  and predic ted  i tem per formance (Brown, 2006).  They also 

reinforced the  s t rength  of the  i tems selected for inclusion through the  pre- tes t ing phase  of the 

research.  The success of the  predicted  s t ructure  models  also reflects a strong,  theore tical  and 

conceptual  unde rp inn ing  of chi ldren’s inter -e thnic relat ions pr ior  to pilot construction.  This 

was  achieved throug h a thorough  grasp of the  na tu re  of chi ldren’s intere thnic re la tions in the 

cur rent  context,  as well as a successful execut ion of the  cognitive in terview pre- test ing  phase  

and analyses  /  revision of the  pilot measure .

The tw o  contact  scales w e re  tes ted  for validity against  known group  outcomes,  hypothesizing 

that  chi ldren w e re  m or e  likely to display higher  levels of contact  wi th ' in-group'  peers.  As 

predicted,  mul t igenerat ional  Irish chi ldren had significantly h igher levels of contact  with 

chi ldren born  in Ireland than did first or  second genera t ion migrant  children.  They also had 

significantly lower  levels of contact  wi th migrant  chi ldren than first or  second genera t ion 

migrant  children.  This is in line wi th international  findings that  generat ional  s ta tus  plays a role 

in the formation of social circles in mul tiethnic communi ties.  Majority group chi ldren are  m ore  

likely to form fr iendships  wi th o the r  in-group member s ,  while minor i ty group chi ldren are 

likely to do the  same.  The a t t rac tion t ow ards  in-group peers  is widely  referred to as ' fr iendship 

homophi ly’ and is often d ra w n  along the lines of gen der  and ethnici ty (Margie et al., 2005; 

McDonald et al., 2013; Ti tzmann & Silbereisen, 2009).
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Even in the  highly diverse ‘c lus ter ’ schools,  w he re  there  was  not  a t radi tional  majori ty group 

presence,  there  was  evidence of fr iendships  formed along the  lines of similarity when  possible.  

For example,  in the  quali tative data,  Juliana, a second generat ion Brazilian migrant ,  descr ibed 

her close friendship wi th Jessika, a first genera tion Angolan girl. While the  girls had distinctly 

different cultural  backgrounds,  they sha red a common language which served as the  s tar t ing  

point of thei r  mutual  friendship.  Durkin (2012) explains this t endency tow ards  in-group 

fr iendships am ong children:

Children's friendships and social networks [like adults') tend to be homophilic in respect o f 

ethnicity, nationality, and religion. Thus, provided that group numbers are sufficient, there 

is a tendency fo r  children to elect fo r  the company o f those whom they perceive to be 

similar to themselves and also ample opportunities to observe tha t other children prefer to 

associate with people with whom they share an im portant dimension o f identity.

As for the  implications of fr iendship  homophi ly and e thnic ' separateness ' ,  there  is not  a 

consensus  in the l i terature.  Some argue that  high-quality,  cross-ethnic f r iendships  serve  as a 

catalyst the  deve lopment  of posit ive out -group ethnic a t t i tudes  (Davies, Tropp,  Aron, Pett igrew, 

& Wright, 2011;  Page-Gould, Mendoza-Denton,  & Tropp,  2008; Turner ,  Hewstone,  & Voci, 2007).  

Hcwever,  there  are  few findings address ing the  potential  consequences  of in-group friendship.

While chi ldren tended to display high levels of in-group peer  preference,  there  was  a notable 

ar rount  of inter-e thnic contact  on the  school level. Though not  classified as 'close f r iendship’ by 

most children,  there  w e re  posit ive cross-ethnic interact ions  tha t  did occur  on the  yard  and 

during class time. It is impo r t an t  to emphas ize  that  not  all inter-e thnic re la tions we re  

problematic.  Fur thermore ,  not enough is known abou t  chi ldren’s tendency  tow ards  'ethnic 

separa teness ’ to necessari ly classify it as problematic.  However,  it is characteris t ic of 

intergroup re la tions  both in school and outs ide  of school, and reflective of b ro a d e r  societal 

tendencies tow ar ds  "adjacency ra th e r  than in tegra t ion” (Curry et al., 2011).  Possible ways  in 

which the  new  measure  could be utilized to evaluate this t r en d on a b ro a d er  scale is d iscussed 

further in the  chapter.

As with the  contact  scales, the  perceived discriminat ion scale was  tes ted  agains t known group 

ouxomes.  As predicted,  perceived discriminat ion scores  we re  significantly h igher for minori ty  

children than for majori ty  group children,  in line wi th s tudies  of perceived discr iminat ion in the 

United States, t here  was  significant difference on the  basis of skin colour,  wi th chi ldren of Sub- 

Saharan African decent  repor t ing higher levels of perceived discriminat ion (Coker et al., 2009; 

Pachter, Bernstein,  et al., 2010;  Rosenbloom & Way, 2004).  This suggests tha t  chi ldren wh o are
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m ore visibly 'different' than the trad it ional m ajority  group are m ore  likely to feel as though they 

are t rea ted  differently or d iscrim inated  against  on the basis of their  ethnic background.

With regards  to pred ic ted  group outcom es, the ethnic bullying m easure  p e r fo rm ed  as expected. 

In line w ith  in terna tional l i terature, exposure  to ethnically motivated bullying w as  significantly 

m ore p reva len t  am ong m inority  g roup s tu d en ts  [Devine & Kelly, 2006; Graham et al., 2009; 

Larochette et al., 2010) and also negatively associa ted with  en joym ent of school satisfaction and 

perceived populari ty  (Bellmore et al., 2011). While ethnic m inorities  are  not necessarily  m ore 

p rone  to victimization than the ir  m ajority  g roup peers, they are  m ore  likely to  experience 

bullying w h e re  th e ir  ethnicity is directly ta rge ted  [Larochette, 2009; Scherr & Larson, 2010; 

Tippett, Wolke, & Platt, 2013). Furtherm ore ,  victims of bullying are often less popu lar  as 

d em o n s tra te d  by sociom etric pee r  nom inations  (Boulton & Smith, 1994; Pellegrini et al., 1999; 

Perren  & Alsaker, 2006) and rep o r t  low er levels of school connectedness  and satisfaction 

[Wong, 2009; You et al., 2008).

W hen tes ted  against the victim subscale of the Olweus Bully Victim Questionnaire , the ethnic 

bullying m easu re  w as significantly corre la ted  [r=.392, p<.001). While th is  associa tion  w as 

highly significant, it w as low er than  originally expected  given the tw o m easu res  aim to cap tu re  a 

similar construc t.  There  are tw o hypo thesized  reasons  for this lack of equivalency. First, the 

OBVQ is a general  m easu re  of bullying behavior. It includes only one item directly  per ta in ing  to 

ethnic bullying. As the new  ethnic bullying m easu re  re la tes  to a decidedly specific type of 

victimization, it is possible th a t  the tw o  underly ing  construc ts  are  not as s im ilar as originally 

theorized. Second, the OBVQ adop ts  a definitional approach  to bullying m easu rem en t.  It 

includes a descrip tion  of 'bullying' a t the  s ta r t  of the  m easu re  and includes the  w o rd  'bully' on 

each individual item. Recent s tudies  have found th a t  definitional app roaches  to bullying self- 

rep o r t  m easu re s  p roduce  low er re p o r ted  frequencies of bullying behav io r  bo th  from victims 

and aggresso rs  [Felix et al., 2011; Kert e t  al., 2010). Qualitative data  from the cu r ren t  s tudy  

d em o n s tra te d  notab le inconsistencies in ch ildren 's  un d ers tan d in g  of bullying. They w e re  in 

ag reem en t  th a t  bullying w as "wrong" bu t  m any w ere  unable  to provide exam ples  of w ha t  

consti tu ted  th is  type of behavior. In re sp o n se  to these  findings, the new  e thnic  bullying m easu re  

used the  p h ra se  "picked on" to t ry  and  cap tu re  ethnic aggression. Thus, it is possib le  tha t  the 

relatively low correlation  be tw een  these  tw o m easu res  is a resu lt  of a conceptual d isconnect 

be tw een  "bullying" as defined by the  OBVQ and getting  'picked on'.

One of the  m ost n o tew o r th y  p re lim inary  findings from the validation testing  involved the 

re la tionship  be tw een  school ethnic com position and ethnic bullying. The role th a t  school 

diversity  plays in bullying behav ior is complicated  and  often deba ted  in the  l i te ra ture .  Some
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argue that  in schools wi th a clearly defined majori ty group populat ion,  minor i ty group children 

are  m ore  susceptible to ethnic ha ras sm en t  or bullying (Devine & Kelly, 2006; juvonen et al., 

2003;  Vervoort  et al., 2010).  Other  more recent  s tudies  contend that  ethnic bullying is as 

co m m o n  in schools with high minori ty  populat ions  as it is in schools wi th a clearly defined 

major i ty  populat ion [Larochette et  al., 2010; Tolsma et al., 2013).  Current  findings are  in line 

wi th th e  lat ter  argument,  as there  was  no significant difference in sel f- reported ethnic 

vict imizat ion on the basis of school ethnic composi tion.  Given the  exclusive minori ty 

composi t ion  o f ‘clus ter’ schools in the  cur ren t  sample,  these  findings closely resemble  those  

from a recent  UK study. Durkin et al (2012) explored the  impact  of school ethnic composit ion on 

discr iminatory  bullying. As with the cu r ren t  study,  some schools we re  ‘c lus ter ’ schools including 

99% minor i ty  s tudents.  They found that  as the minori ty  popula t ion of a school increased,  so did 

ethnic ha rassment .  Particularly, schools wi th over  81% minor i ty s tuden ts  had significantly 

h igher  ra tes  of ethnic harassment .  This was  not  due to a heightening of overall  aggression,  as 

there  w a s  no difference in repor ts  of general  aggression.

Given the  exclusively minori ty populat ion o f ‘c lus ter ’ schools in Durkin’s s tudy and in the 

cu r re n t  study,  it also follows that  minori ty  chi ldren are  as likely to pe rpet ra te  e thnic bullying as 

major i ty chi ldren (Eslea & Mukhtar,  2000b;  Qureshi,  2013).  This was  powerful ly reinforced in 

the  cu r re n t  quali tative data,  as children in the ‘c lus ter ’ schools descr ibed over t  and 

dem ons t ra t ive  incidents of ethnic ha ras sm en t  and racialized name-calling. This was  in sharp  

contras t  to the  subtle,  tacit ‘s ep a ra ten es s ’ tha t  occurred in the  schools wi th a dom inan t  majori ty 

group. Whi le it is possible tha t  more  blatant,  aggressive forms of ethnic h a r as sm en t  we re  

occurring un re por t ed  in the  mixed schools, this did not  seem to be the  case wh en  talking wi th 

chi ldren and  observing thei r  yard  t ime behavior.  Rather,  exclus ionary tactics played out  subt ly 

and often unm en t ion ed  by both majori ty and minor i ty group children.  This could reflect the  

presence  of indi rect  prejudice, which is more  com m on  among chi ldren in middle chi ldhood that  

outward,  b la tant  forms of prejudice (Connolly & Keenan, 2002; Fernandez-Casti l lo,  2008; 

Hamberg er  & Hewstone,  1997; Sarafidou et al., 2013).

The driving force behind both the  explicit ethnic provocation at the  pre tes t  clus ter  school and 

the  de m o n s t r a t e d  tendency for ethnic minori ty  chi ldren to engage in ethnic bullying is 

unknown.  It has  been argued that  h igher  p ropo r t ions  of di fferent  minori ties  increase the 

possibility of inter -group tens ion which can lead to out -group mis t rus t  or  aggression (Durkin et 

al., 2012; Morrison & Ybarra, 2008).  While this is a possibility, the  cur ren t  s tudy makes  no 

claims as to the  source of this noted behavior,  nor  does  it make a s t a t em en t  tha t  this 

observat ion is generalizable.  It has  also been argued th at  'an inclusive approach  to multicul tural  

educat ion ’ actually serves  to marginalize minori ty populat ions  by reinforcing thei r  ‘o ther -nes s ’
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through the  very  mechan isms  which aim to include them.  Labeled the  'add diversity and s ti r’ 

approach,  it is defined by an ad hoc inclusion o f ‘in tercul tura l ’ e lements  to the  curriculum and 

school policies (Bryan & Bracken, 2011).  These weak  approaches  to increased diversification 

are  inclusive in one respect,  as they rhetorical ly 'welcome'  minori ty  populat ions , while 

s imul taneously  paint ing diversi ty as new, foreign, and abnormal  for Irish society. The resul t  is a 

"discourse which merely be s tows  a conditional passive national belonging upon racialized 

minorities,  whi le s imul taneously  ent renching pow er  relat ions be tw een  the  acceptor  and those 

w hom  they accept” (Bryan, 2009b] .  It could be that  children in clus ter  schools are  internalizing 

this o ther-ness,  as it is re inforced by the  populat ion of the i r  school when  compared wi th o thers  

in the  area,  and by the  staff of the  school, all of w hom  are  from the  t radit ional  majori ty group 

populat ion.  The per s is tent  emphasi s  on diversity and ethnic background  in the  school 

envi ro nment  and in the  curriculum breeds  chi ldren who, on the  one hand,  possess  a 

sophis ticated aw are ness  of o th e r s ’ cultural  backgrounds ,  and on the other,  have  their  

'difference'  from majori ty society re inforced on a pers is tent  basis. Fur thermore ,  the  

intercul tura l  inclusivity of school rhetor ic  may serve  as a deflection from approaching racism 

and e thnic bullying through  m ore  concrete procedures.  As the  principal of one  cluster  school 

explained,  ' there  is no precedent '  in the  Irish educat ion sys tem for ho w schools  should manage 

this type of segregated school composit ion.  Left to thei r  own devises,  they aim to create a school 

cul ture tha t  is inclusive, and inadver tent ly  develop a school cul ture tha t  highlights difference, 

both on a societal level and a personal  level within the classroom.  The resul t  may be children 

drawing upon these  noted ‘di fferences’ when  acting out  aggressively to w a r d s  their  peers  (i.e. 

over t  racialized name calling). Ways in which the new  measur e  could be used to explore the  

rela t ionship be tw een  school e thnic composit ion  and ethnic h a r a s sm en t  is d iscussed in gre at er  

depth  fu r th e r  in the  chapter .

Overall, ro bus t  validity w as  buil t  th rough a bat tery  of techniques  including conf irmatory  factor 

analyses,  cr iterion validity testing, t r iangulat ion through quali tat ive findings, and cognitive 

pretesting.  The var ied and inclusive s trategies  are  reflective of a mindful  and del ibera te  focus 

on validity const ruct ion th ro ughou t  the  life of the  project. All five types  of informat ion that  

contr ibute  to validity w e re  acknowledged and evaluated  (Furr,  2011).  Tes t  con ten t  and 

response  processes  w e re  examined in detail  during the  cognitive pre-test ing.  Internal  s t ructure  

was  predic ted  and verified th rough  conf i rmatory  factor analyses.  Associations  wi th o ther  

var iables  w e re  tes ted  agains t  establ ished,  widely used measures  of bullying, well-being,  and 

mental  health.  Consequences  of use wi th regards  to pract it ioners,  researchers ,  and 

pol icymakers  will be d iscussed fur ther  in the  chapter .
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A p p l i c a b l e  fo r  use  in  N e w  M i g r a n t  Co m m u n i t i e s

This project aimed to design a measure o f inter-ethnic relations that was valid for use in new 

migrant communities. The need for this measure is well reflected in the literature. In the field of 

intergroup relations, there is a tendency towards measuring racial attitudes and prejudices as 

an indicator o f inter-ethnic relations. This is particularly common among researchers in 

communities w ith  a long-standing history o f m ulticulturalism  and diversity such as the United 

States and Canada. Racial attitudes are often assessed through 'ethnic figure rating' measures 

such as the Pre-school Racial A ttitude Measure (PRAMll], the Multi-Response Racial Attitudes 

measure (MRA], or Im plic it Association Tests (lATs) [Aboud, 2003; Baron & Banaji, 2006; 

Castelli, Zogmaister, & Tomelleri, 2009; Newheiser & Olson, 2012; Williams, Best, & Boswell, 

1975]. While these measures are adept at capturing blatant and subtle forms of racial prejudice, 

they are reliant on physical characteristics as a determining factor of difference. Thus, they 

ultim ately measure attitudes on the basis o f skin colour or other ethnic features. Skin colour and 

physical markers of 'difference' are im portant factors to consider, both in new and long

standing m ulticu ltura l communities. In line w ith  existing research from the Finland and the 

United States [Liebkind et al., 2004; Pachter, Bernstein, et al., 2010], this study found that 

children who are more physically 'd ifferent' than the dominant m ajority group in terms of skin 

colour are significantly more likely to feel discrim inated against. However, ethnic figure rating 

measures are not always an appropriate gauge of inter-ethnic relations in new migrant 

communities. Many migrant children in Ireland and other European countries come from EU 

states and often times have physical features that m irro r those o f the dominant m ajority group. 

Thus, skin colour and physical markers are not salient as a marker of'difference'. However, 

new migrant children may experience 'otherness' based on cultural differences, language 

barriers, or negative associations w ith  the ir b irth  country [Hanish et al., 2013].

Furthermore, many existing measures o f inter-ethnic relations are narrow in scope and fail to 

account for the unconventional types of inter-ethnic friendships that may develop in a new 

migrant community. For example, while m igrant and multigenerational children might not 

nominate each other as 'best friends' on a sociometric measure, it does not mean that they 

aren’t engaging in friendly contact during school time. In fact, as touched upon earlier, there 

were several manifestations o f friendly cross-ethnic contact that were documented through the 

quantitative data and through qualitative observation. This type o f interaction is not 'best 

friendship', but indicates the presence o f some positive, or at least impartial, inter-ethnic 

attitudes. However, casual contact (i.e. playing on the yard] goes unaccounted for in most single

item indicators of inter-ethnic relations.
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The current  measu res  w e re  des igned and vaMdated in a new migrant  communi ty .  Ail of the  new 

scales addr es s  d imensions  of inter-e thnic re la tions tha t  are  dist inct  and applicable for use wi th 

first genera t ion migrants.  The 'Contact  wi th Migrant Chi ldren’ scale is a child-centred,  sensitive, 

and robustly valid measure  of contact  wi th first genera t ion migrant  chi ldren that  could easily be 

modified and tes t ed  for validity wi th chi ldren in o the r  new ‘receiving’ migrant  communi t ie s  

[Denmark,  Finland, Spain, Holland, Italy] [Reyneri  & Fullin, 2011).  Along wi th the  ‘Contact  wi th 

Children Born in I re land’ scale, this measur e  captures  in and out of school contact  to allow for a 

more  complete  and contextual  explora tion of migrant  /  non-migrant  f riendship pat terns. .  The 

bullying scales take  a broad  appro ach  to measur ing  e thnic harassmen t ,  asking ques t ions  tha t  

may be re levant  to all minor i ty chi ldren regardless  of genera tional  s ta tus  (i.e. skin colour,  

religion) bu t  also quest ions tha t  are  particularly tai lored for first genera t ion migrant  chi ldren 

[i.e. count ry  of birth,  accent).  The perceived discriminat ion scale also considers  the  exper iences 

of first gene ra t ion migrants  by including ‘country  of bi rth and accent’ along wi th o the r  potent ial  

d iscr iminatory  targets  [skin colour,  religion).

One shor tcoming of the  new measu re  per ta ins  to the  ‘contact  sca les’ specifically. Early in the  

pre-test ,  specific compl icat ions  re la ted  to terminology and item word ing  became  ap p a ren t  

wh en  t ry ing to find a way  to succinctly f rame inter -e thnic contact  for use on a chi ld-centred 

measure .  Discussing inter-e thnic re la tions  can be thorny and convoluted,  as there  are  many 

possible cont ingencies  and gradat ions  to consider.  What  classifies a migrant? When does  a 

migrant  become a citizen? How ar e  children born  in Ireland to migrant  paren ts  to be referenced? 

These are  co m m o n  topics of deba te  and disag reem en t  among adults,  wi th no per s is tent  

consensus  o r  general  resolut ion.  However,  in the  adult  world,  ther e  are  a var ie ty of widely 

accepted,  ‘politically co rrec t ’ te rm s  to descr ibe  individuals’ e thnic bac kgroun ds  in a given 

context: majori ty /  minority,  first /  second genera t ion migrant ,  mul tigenerat ional .  Of course 

they are  susceptib le  to subject ive in terpre tat ion,  but  the meanings  of these  t e rm s  are  widely  

recognized and agreed upon by am ong most  adults.

These  terms,  however ,  a re  not  typically pre sen t  in the  chi ld’s vernacular .  It is not  tha t  chi ldren 

are  u n aw are  of ethnicity,  skin colour,  or  bi r th country.  Rather,  they d o n ’t have a socially 

accepted vocabulary  to d r a w  upon.  At no stage in the  cu r ren t  s tudy did a child refer  to him or 

herse lf  as a ‘m ig rant ’ or  a ‘second genera t ion m ig rant ’. These  const ructed  te rm s  are  impos ed  on 

children as a form of classification, but they are not  (yet) in ternalized or  incorpora ted  into the i r  

personal  identity. Children often spoke of thei r  bi r th countries,  the i r  p a r e n t s ’ bi r th countries,  

and thei r  f r iends’ bi rth countr ies  wi th ease and sophisticat ion,  ‘Second gene ra t ion  m ig ra n t s ’ 

f requently re i t era ted  th at  they w e re  born in Ireland, or  tha t  they we re  ‘I r ish’, des ignat ing 

themselves  from chi ldren w ho  w ere n ' t  born  in Ireland and therefore ,  w e r e n ’t ‘Ir ish’.
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Well, no one in this class [cluster school] is Irish except  for me.

-R109, second generation Brazilian girl, fo u r th  class

This s tud y does not focus on ethnic identity, per  se. However,  the  above quote  provides  as an 

apt  example  of the  complex nature  of chi ldren's ethnic ident ity and in turn,  the  difficulties 

associa ted wi th word ing  a measure  of inter -e thnic contact.  To date,  ther e  has been no child- 

based,  quant i tat ive  research on inter -e thnic re la tions in Ireland and  therefore ,  no pr ecedent  to 

follow. Terms relied upon in quali tat ive wri t e  ups  (i.e. 'local', 'newcomer ' ,  ‘migran t ’, ‘Irish') 

we re  plainly inappl icable in the cu r re n t  context.  Therefore,  new chi ld-centred  ways  of 

discussing e thnic bac kgrounds  had to be  explored in the cognitive interviews.

During pre-testing,  it w as  dete rm ined  that  chi ldren had a broad und er s ta nd in g  of the i r  friends'  

and c lassmates '  nat ional  backgrounds.  Among chi ldren in ‘cluster '  schools,  this unde rs tand ing  

was  slightly more  refined than children in mixed schools.  Ninety one pe r  cent  of chi ldren in 

clus ter  schools knew  w h e re  thei r  bes t  fr iends we re  born,  compared  with 88% of chi ldren 

a t tend ing  non-clus ter  schools. Similarly, 70.4% of chi ldren in c lus ter  schools knew  w h e r e  thei r 

c lassmates  w e re  born,  com pared  wi th 61% in non-clus ter  schools.  This reflects a relatively 

sophist icated  un der s ta nd in g  of bi rth count ry  and national background at the  ‘m icrosys tem’ 

level; tha t  is, the  ecological layer directly encas ing the  child. Children in teract  wi th individuals in 

the i r  microsys tem on a near-daily basis, explaining this heightened level of awareness .  However,  

chi ldren w e re  less conf ident  about  the  bi r th countries of the ir  fr iends'  and classmates '  parents. 

Sixty two per  cent  of chi ldren knew  w he re  thei r  bes t  friends'  pa ren ts  w e r e  born,  but  only 28% 

knew  where  thei r  c las smate s’ pa rent s  w e re  born.  This suggests  tha t  most  chi ldren are  cognizant  

of ethnicity on a microsys tem level, but  less conf ident  wi th regards  to ethnici ty on an exosystem 

level.

Thus, it was  possible to word a measu re  of contact  on the  basis of chi ldren's  bi rth countries,  but  

would  have been invalid and doubly complicated to refer  to chi ldren's parent s '  bi r th countries.

As such, the final m easu r e  refers specifically to ‘contact  with chi ldren born  in Ireland'  and 

‘contact  with children born  outside of Ireland' .  Many second gene ra t ion  migrant  chi ldren made 

a point  of clarifying that  they had been born  in Ireland, or tha t  they w e re  ‘Irish'  dur ing the 

cognitive interviews.  Thus,  it is predic ted  that,  at least  for second gene ra t ion  migrant  children, 

the  ‘born  in Ireland'  classification includes chi ldren born  in Ireland to migran t  parents .  While 

this limits the nu anced interpre tabi l i ty of the  contact  measure ,  it mainta ins  its validity for use 

wi th migrant children and chi ldren born  in the  State.
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T h e  R e l a t i o n s h i p  b e t w e e n  I n t e r - e t h n i c  R e l a t i o n s  a n d  M e n t a l  H ^ l t h  a n d  w e l l - b e i n g

This study applied the newly designed measure in an area that has recently demonstrated a 

need for a valid tool of inter-ethnic relations among children: mental health and well-being. A 

w orthy objective in its own right, this aim also contributed to the overall construct va lid ity of 

the measure and the study as a whole, as it  sought to determine if  the developed measure was 

valid in the framework of an overarching theory of problematic inter-ethnic relations and 

health. The study approached the association between inter-ethnic relations and mental health 

by focusing on two areas of demonstrated need: the relationship between perceived 

discrim ination and mental health, and the relationship between ethnic bullying and mental 

health.

The association between perceived discrim ination and mental health in children has been 

gaining attention in recent years. An extensive literature review of empirical studies by Patcher 

and Coll (2009] produced 40 articles reporting research on perceived discrim ination and child 

health. In 2012, a review on the relationship between perceived discrim ination and mental 

health in children and youth produced 156 articles from 121 studies (Priest et al., 2013]. The 

increasing consideration that the subject has received in the past few years underscores a 

growing recognition of the importance of the topic. However, the existing research is rather 

lim ited in scope. Over 70% of studies have been conducted in the United States of America, w ith  

an additional 10% taking place in Australia and Canada. Very few studies have focused on new 

m igrant communities. Furthermore only 38% of studies involve prim ary school aged children in 

the ir sample.

In testing the new perceived discrim ination measure against mental health outcomes, construct 

va lid ity  was bu ilt by placing it w ith in  the theoretical framework surrounding discrim ination 

and health. The pre lim inary findings from this research also contribute to the increasing body of 

literature on the associations between perceived discrim ination and mental well-being. The 

new measure of perceived discrim ination was tested against four outcome variables: happiness, 

self-concept, freedom from anxiety, and depressive symptoms. The findings aligned w ith 

international literature, revealing a strong, negative relationship between perceived 

d iscrim ination and happiness, self-concept, and freedom from anxiety. There was also a strong 

positive relationship w ith  depressive symptoms [Pachter & Coll, 2009; Priest et al., 2013], These 

findings are not necessarily surprising, as they reflect the same patterns revealed in the 

international literature. How^ever, as this is the firs t known examination of perceived 

discrim ination effects among children in the Irish context, the findings have strong implications. 

First, they suggest that m igrant and second-generation m igrant children are internalizing
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feel ings  o f ' o t h e r n e s s '  a n d  act ive  d i sc r im in a t ion  f rom soc ie ty  a t  large.  F u r t h e r m o r e ,  th e se  

feel ings  could h a v e  potent ia l ly  ha rm fu l  c o n s e q u e n c e s  on t h e i r  g en e ra l  m en ta l  vi/ell-being. 

Ch i ldren  in th i s  s tu d y  r a n g e d  in age f rom 8-11,  d e m o n s t r a t i n g  t h a t  v e ry  y o u n g  ch i ldren  a r e  

c apabl e  of  d i sp lay ing  h a rm fu l  o u t c o m e s  a sso c ia te d  w i t h  p e r c e iv e d  d isc r im ina t ion .  If th e  t r e n d s  

in t h e  i n te rn a t i o n a l  l i t e r a tu re  hold t r u e  in t he  c u r r e n t  contex t ,  fee l ings of  p erce iv ed  

d isc r i m in a t i o n  and  rac i sm  te nd  to inc re ase  w i th  age  (Pach ter ,  Berns te in ,  et  al., 20 10 ;  R un io ns  et 

al., 2011 ) .  Older  ch i ldren  w h o  r e p o r t  feel ings of  p e rce iv ed  d i s c r im in a t i o n  a r e  m o r e  likely to 

e n g a g e  in p rob le m a t i c  r i sk- tak ing  b e h a v io r s  such  as de l in qu ency ,  ea r ly  s u b s t a n c e  a buse ,  

s mo kin g ,  a n d  d r u g  use. Pr o b le m a t i c  m e n ta l  hea l th  i s sues  s u c h  as  d e p re s s io n ,  anxiety,  

h o p e le s s n e s s ,  an d  p o s t - t r a u m a t i c  s t r e s s  have  all b e e n  l inked  to  p e rc e iv e d  d i sc r im in a t i on  a m o n g  

c h i ld re n  (Pr ies t  e t  al,, 2013 ) .  The  grav i ty  of  t h e s e  a s so c ia t io ns  is obvious .  Thus ,  th e  p r e l i m in a r y  

f ind ings p r o d u c e d  in th i s  s tu d y  w a r r a n t  a b r o a d e r  e x a m i n a t i o n  of  t h e s e  harmfu l  a ss oc ia t io ns  

a m o n g  a large,  re p r e s e n t a t i v e  s a m p l e  of  m in o r i t y  c h i ld re n  in Ire land.

T h e  assoc ia t io n  b e t w e e n  in te r - e thn ic  r e la t io ns  a n d  m e n ta l  h ea l th  w a s  also e x a m i n e d  t h r o u g h  

e x p o s u r e  to e thn ic  bullying. The  re la t i on sh ip  b e t w e e n  p e e r  v ic t im iza t ion  a n d  p o o r  m en ta l  

hea l th  o u t c o m e s  is we l l - es tab l i sh ed  in t h e  l i t e ra ture .  As w i t h  pe rce iv ed  d isc r imi na t io n ,  p e e r  

v ic t imiza t ion  is a ssoc ia t ed  w i th  d e p re s s io n ,  anxiety,  l onel iness ,  p sy c h o s o m a t i c  physical  

a i lme nts ,  an d  suicide id ea t io n  (Arseneaul t ,  Bowes,  & S hakoor ,  20 10 ;  C ope land  et  al., 2013 ;  Glew 

e t  al., 2005;  Kal t iala-Heino e t  al., 1999;  Pr ie s t  e t  al., 2011 ;  Rigby, 1998) .  However ,  t h e r e  is an 

explici t  n e e d  for  fur th e r  inves t iga t ion  into the  a s soc ia t io ns  o f  m e n t a l  h ea l th  a n d  e t hn ic  bullying,  

specif ical ly (Hanish et al., 2013) .  Th e  e th n i c  bu l lying scale w a s  te s t e d  a ga in s t  the  four  m en ta l  

hea l th  ou tc o m es .  In line w i th  the  gen e ra l  bul lying  l i t e r a ture ,  e x p o s u r e  to  e thn i c  bul lying w a s  

s igni ficant ly assoc ia ted  w i th  p r o b le m a t i c  m en ta l  o u t c o m e s  inc lu ding  h i g h e r  anxiety,  h ig h e r  

d e p r e s s i v e  sy mp to ms,  lo w  feel ings of  se lf -concept ,  a n d  low levels  of  hap p in e ss .  F u r t h e r m o r e ,  

each  ind iv idual  e th n  c bu l ly ing  i tem m i r r o r e d  t h e s e  f indings.  This  d e n o t e s  t h a t  e x p o s u r e  to 

te a s i ng  a n d  b u l ly in go n  t h e  bas is  o f  any  of  the  five p r e s e n t e d  e th n ic  t r a i t s  (i.e. b i r th  count ry ,  

rel igion,  skin colour,  accent ,  a nd  physica l  a p p e a r a n c e )  is a s so c ia te d  w i t h  p o o r  m e n ta l  hea l th  an d  

wel l-being .  Fe w qu ant i t a t iv e  r e s e a r c h  s tu d ie s  have  focused  on t h e  e ffects  o f  e th n ic  bullying,  

specifically.  As such,  t h e s e  p re l im in a ry  f ind ings  d e m o n s t r a t e  a n e e d  for a b r o a d e r  inves t iga t ion  

of  the  a sso c i a t i on  b e : w e e n  e thn ic  bu llying and  h a rm fu l  in t e rna l iz in g  effects  in ch i ldren .  The  

p re v a le n c e  of  e thn ic  bul lying at  b o th  mixed  a n d  c lu s t e r  school s  in th e  c u r r e n t  s tudy ,  c o m b i n e d  

w i th  t h e  h ar m fu l  hea l th a ss oc ia t io ns  of  e x p o s u r e  to bullying,  d e m o n s t r a t e  t h e  n e e d  for ac tive  

an t i-bu l ly ing  policies a n d  a h e ig h te n e d  soc ie ta l  a w a r e n e s s  of  th e  d e s t ru c t i v e  o u t c o m e s  

a sso c i a te d  w i th  e t h n  c bul lying,  specifically.
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The first par t  of this final chapte r  has  descr ibed the  ways  in which the  project  achieved its 

s ta ted goal of building a broad and coherent ,  child-centred,  psychometrical ly  valid measure  of 

inter-ethnic rela tions  applicable for use in new  migrant  communi ties .  The re ma inde r  of the 

chapte r  focuses on r ecommenda t ions  for fur ther use. A t r em en d o u s  am oun t  of w o rk  wen t  into 

the  deve lopmen t  and validation of this new measure.  Now, the  hope  is tha t  it will see fur ther  

application by practi t ioners and resea rcher s  in an effort to promote  healthy and positive in te r 

ethnic relat ions among chi ldren in Ireland and abroad.

7 . 2  -  R e c o m m e n d e d  A p p l i c a t i o n s  f o r  t h e  N e w  M e a s u r e

This project  concludes by looking towards  the  future of chi ldren’s inter -e thnic relat ions 

research.  This section begins by present ing the  s t rengths  of the  new measure  from a 

pract i t ioner’s s tandpoint ,  and then suggests possible ways  in which the  measu re  could be used 

to inform pract ices and policies influencing chi ldren’s inter-e thnic relations.

S t r e n g t h s  o f  t h e  N e w  M e a s u r e  for  P r a c t i t i o n e r s

The s t rengths  of the  new measu re  can be effectively summar ized  through the  lens of practical 

application,  as this was  a driving mot ivation behind the  project  at all t imes. It was  the  objective 

of the  s tudy to create a valid, chi ld-centred measure  of inter-e thnic re la tions  tha t  was  accessible 

and app ro pr ia te  for use by practi t ioners wh o  w o rk  wi th children on a regular  basis [teachers,  

principals,  youth  workers ,  social workers ,  social researchers ,  etc]. Existing measu res  of in t er 

ethnic re la tions  are  often inappropr ia t e  for this populat ion for a n u m b er  of reasons  that  will be 

discussed.  A foremost  s t rength  of the  new m easu r e  is tha t  it is accessible and appl icable for a 

wide  range of pract it ioners.  The beneficial aspects  of the  m eas u r e s ’ quali t ies include:

• Easy to a dm in ister

• Easily-interpretable

• Broad, coherent, and re levant in con ten t

• P sychom etrica l ly  reliable and robust in validity

Pro per  adminis t ra t ion  of many  pre-existing m easu res  of inter-e thnic relat ions can be 

demand ing of both t ime and resources .  For example,  e thnic figure rating measu res  such as the  

PRAM II and the  MRA necess i ta te  one-on-one adm inis t ra t ion  a ided by visual p ro m pts  such as 

prin ted  pictures  [Aboud, 2003; Davis, Leman, & Barrett ,  2007; Williams, Best, & Boswell,  1975).  

In a similar vein. Implicit Association Tests require  com put er s  and sof tware  for one-on-one 

adminis t ra t ion  wi th s tudent s  [Baron & Banaji, 2006; Dunham et al., 2006;  Rutland et  al., 2005],  

While these  measures  are  considered sophist icated and effective in the i r  ability to capture  

young chi ldren’s racial at ti tudes , it is unreal ist ic to expect  teachers ,  youth  workers ,  or appl ied
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pract i t ioners to use them as indicators of classroom inter -e thnic  relations,  for example.  For one, 

the  measures  are  des igned for use in psychological and sociological academic  research.  

Fur thermore ,  pr imary school teachers  are  markedly  un de r - r esour ced  and over-worked [Bryan, 

2009b; Devine, 2005].  Finding the  t ime to conduct  one-on-one inter-e thnic relat ions research 

would,  undoubtedly ,  be relatively low on a te ac he r’s list of priorities.  As such, sel f- report  

measu res  often pre sen t  the  bes t  opt ion for teachers  or  o ther  child-care w ork e rs  to gather  data 

on chi ldren’s inter-e thnic relations. While there  are  some existing sel f- report  measu res  of peer  

relations,  many are  dem anding  of resources  in a different respect :  cost. The Olweus Bully Victim 

Quest ionnaire,  for example,  has  been val idated for use wi th a var ie ty of international  

populat ions,  including pr imary school chi ldren in Ireland (O'Moore, Kirkham, & Smith, 1997).  

However,  the  cost for a set  of 30 ques t ionnaires  is thi r ty Euros, making it prohibi tively costly for 

many under- resourced  schools to administer.^^ The cu r re n t  measu re  gauges key aspects  of 

inter -e thnic relat ions in an easy to administer ,  pen and p ape r  format.  It is the  aim to make the 

measu re  available, free of charge, to teachers ,  pract it ioners,  and researchers .  Guidelines for 

administ ra t ion and in terpre ta t ion are s traight  forward and it requi res  no addi tional  resources  

on the  par t  of the  practi t ioner.  Thus, it is ideal for use in a school or  youth  p ro g r am m e setting.

Another  benefit  of the  new meas ure  is tha t  it p resen ts  an accessible and easi ly- in terpretable 

scoring procedure .  Accurately unders tanding the ou tpu t  of some existing measu res  of in te r 

ethnic relat ions [i.e. sociometric methods ]  requires  relatively sophis ticated  analytic techniques  

typically reserved for quant i ta t ive re sea rc her s  and psychometr ic ians  [Cillessen, 2009].  It is 

unlikely that  the majori ty of appl ied pract i t ioners  would  have extensive training in this field, 

thus  the scoring procedures  of such measur es  may be overly compl icated.  Some sof tware  does  

exist to ease the bu rd en  of sociometric analysis for teachers  and  practi t ioners but  it comes at  a 

cost.40 The curren t  measure  adopts  a st ra ight- forward,  intuitive, s u m m ed  scoring procedure .  By 

simply adding scored re sponse  categories,  teachers  an d practi t ioners  can gauge a child’s level of 

contact  with migrant  students,  for example,  or var ious  chi ldren 's  observat ion of e thnic bullying 

at  school. This allows for easy in terpre ta t ion of data  both at the child level and the  class level. 

Fur thermore ,  the scales also allow for ext ract ion and analysis of individual level variables.  For 

example,  if a principal wa n ts  to dist inguish if chi ldren are  being targe ted  because of  a specific 

ethnic t rai t  [i.e. religion], he or she could isolate the  ou tput  from tha t  specific i tem for 

exploration.

Permission w a s  o b ta in ed  from Dan O lw eu s to  u se  his survey, in its en tirety ,  as a validation m e a su r e  on the  
current study. As per his r eq u est  and copyrighting laws, a c o m p le t e  vers ion  o f  this q u es t io n n a ire  will no t  
appear  in any published o u t c o m e s  from this study.

W alsh's Classroom S o c iom etr ics  Softw are  provides  relatively ea sy  to  u se  so f tw a re  for te a c h e r s  or 
researchers.
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The practical applicabil i ty of the  new  measur e  is also reflected in the  content  of the  scales and 

the  individual items. Many existing measures  of inter-ethnic rela tions  focus on ethnic or racial 

at t i tudes.  While this is an undeniably  valuable and impor tant  d imension to explore, t h e re  is 

debate  in the  l i te rature  regarding the  association betw^een implicitly held beliefs and lived 

behaviours  [Dasgupta,  2004; Fazio & Olson, 2003; Fishbein & Ajzen, 2005).  From a 

pract i t ioner ' s s tandpoint ,  the  valid and precise m eas u r em en t  of chi ldren’s behaviours  (i.e. 

ethnic bullying) is a tangible w a y  to gain perspect ive  on local inter-e thnic relations. For example,  

the  ethnic bullying scale and the  observed ethnic bullying scale could aler t  teachers  to the  

nature  of problematic  inter -e thnic relat ions occurring dur ing school time. As there  can be a 

d isconnect  between  teache r’s percept ions  of and chi ldren’s exper ience  of bullying [Naylor et al., 

2006; Pakaslahti  & Keltikangas-Jarvinen, 2000; Stockdale, Hangaduambo,  Duys, Larson, & 

Sarvela, 2002),  these  measu res  serve  to provide adul ts  wi th a child-centric view of the  na tu re  of 

inter-e thnic relat ions  in the  school. By keeping the  focus of the  measures  primari ly on in t er 

ethnic behaviours,  the  s tudy produced a measu re  tha t  provides practi t ioners wi th concrete,  

l ived-world data on inter -e thnic relat ions in a given context.

The final and most  adva n tageous  aspect  of the  new  measure  is tha t  it has  been developed and 

validated, according to st rict  and sophist icated psychometr ic  s t andards ,  for use wi th majori ty  

and minori ty  group chi ldren aged 8-11. Of the  principals who par t icipated in the  study,  some 

had developed thei r  own ques t ionnaire s  in the pas t  in an a t t em p t  to measu re  e thnic bullying. 

Likewise, a s imple ‘google’ search produces  sample  bullying ques t ionnaire s  for t eachers  to use 

in thei r  classroom.  These  examples  und er sco re  the  need for the  current ,  val idated measure ,  and 

also d em o n s t r a te  the  potent ial  for i ll- informed data gene ra ted  by ad hoc measures .  In the 

academic  l i terature,  man y  of the  existing s tudies  of inter -e thnic relat ions  build upon 

foundat ions  of w eak  validity, using measu res  tha t  have been tes ted  for use wi th  an 

inapprop r ia te  age group or  in a very  di fferent  context.  Of the  existing, val idated m easu res  with 

the  targe t  age group,  nearly all have been developed in communi t ies  wi th longstanding histories 

of mult icul tura li sm and diversity.  These m easu res  w e re  tes t ed  and  val idated according to strict 

psychometr ic  s tandards ,  but  the  test  sample  differs in many  significant ways  from children in a 

new  migrant  com muni ty  such as Ireland. The cu r ren t  m easu re  was  developed by di rect  

consul tat ion wi th the  targe t  group.  Conceptual issues, word ing  difficulties, and in terpre tabi li ty 

problems  we re  highlighted and revised pr ior  to pilot adminis tra t ion.  Following the  pilot, 

detai led psychometr ic  analyses w e re  conducted to det er m in e the  reliability, unidimensional ity,  

and scalability of included items. The end result  is a t ru ly  valid, chi ld-centred measu re  of key 

dimensions  of inter -e thnic  relations.
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Fr om  a p r a c t i t i o n e r ’s s t a n d p o in t ,  th e  m e a s u r e ’s sensi t ivi ty,  rehabi li ty,  a n d  r o b u s t  val id i ty  mi ght  

go unno t i ced .  Af ter  all, t h e s e  qual i t i es  a r e  only of  t r u e  i n te r e s t  to a n iche  g r o u p  of 

p s y c hom e tr ic ia ns .  How^ever, t he  e n d  re su l t  c a p t u r e s  w h a t  1 a i m e d  to c ons t ruc t :  a s imple ,  e a sy  to 

use,  ch ild-cent r ic  q u e s t i o n n a i r e  a b o u t  in te r - e th n ic  r e la t ions.  The  cogni t ive  i n t e r v ie w  d a ta  

in fo rm ing  i tem select ion,  the  i t em r e s p o n s e  t h e o r y  sca ling  a na lyse s  inves t iga t ing  m o n o t o n i c i t y  

a n d  d isc r imina bi l i ty  -  t h e s e  f o u n d a t i o n s  a r e n ’t visible in t h e  final p a p e r  ve rs io n  of  the  

qu e s t i o n n a i r e .  How ever ,  th e  carefu l  a n d  t h o r o u g h  p s y c h o m e t r i c  p r o c e d u r e s  will 

u n q u e s t i o n a b l y  in form th e  qua l i ty  of  th e  d a t a  g e n e r a t e d  by th e  m e a s u r e  in an  ap pl ie d  se t t ing.

R e c o m m e n d e d  u s e s  a t  t h e  S c h o o l  L e v e l

The n e w  m e a s u r e  is ideal  for sc h o o l - b a se d  appl ica t i on  in t h a t  it is b road ,  s t r a ig h t - fo rw a rd ,  easy  

to in te rpr e t ,  u n d e m a n d i n g  of  r e so u rces ,  a n d  valid w i th  th e  ta r g e t  popu la t io n .  T h r o u g h  p r o p e r  

use,  t e a c h e r s  a n d  pr inc ipa ls  can gain v a lu abl e  de sc r i p t iv e  i n for m a t i on  on t h e  n a t u r e  o f  i n t e r 

e thn ic  r e la t io ns  a m o n g  ch i ldr en  in th e i r  school .  Of p a r t ic u la r  in t e r e s t  to  school  p r a c t i t i o n e r s  

w oul d  be t h e  e thn ic  bu llying  scale a n d  t h e  o b s e r v e d  e th n i c  bu l lying scale.  The  nega t ive  effects  

a nd  po ten t ia l  c o n s e q u e n c e s  of  bul ly ing ha ve  b e e n  h ighly publ ic ized  in r e c e n t  yea rs .  As such,  a 

m yr iad  of  an ti -bu l ly ing  in t e r v e n t i o n  p r o g r a m s  an d  pol icies  hav e  b e e n  d e v e lo p e d  a t  a na t io na l  

level and  by ind ividua l  schools.  In S e p t e m b e r  2013 ,  I r e l a n d ’s Mi nis te r  for  E duca t io n  a n n o u n c e d  

a plan to i m p l e m e n t  n a t ionw id e ,  an t i -bu l ly ing  t r a in in g  se ss io n s  for  p a r e n t s  in co n ju n c t i o n  w i th  

the  D e p a r t m e n t ’s n e w  ant i -bu l ly ing  p r o c e d u r e s .  This  in i t ia tive  r e q u i r e s  all na t ion a l  school s  to 

es tab l i sh  formal  an ti -bu l ly ing  policies,  b a s e d  on a t e m p l a t e  p r o v id e d  by  th e  d e p a r t m e n t .  It 

r e q u i r e s  th e  spec if icat ion a n d  inc lusion of  ide n t i ty  b a s e d  bul ly ing such  as  e th n ic  h a r a s s m e n t  in 

all school  an t i -bu l ly ing  policies.  Wi th  t h e s e  n e w  pol icies in mind ,  sc ho ol s  will be  e a g e r  to 

effect ively m e a s u r e  a n d  m o n i t o r  bul ly ing d u r i n g  school  t ime.  Th e  n e w  m e a s u r e s  of fer  a ready ,  

va lidated,  e a sy  to use  i n d ic a to r  of  e th n i c  bul ly ing a m o n g  p r i m a r y  school  s t u d en ts .  F u r t h e r m o r e ,  

the  m e a s u r e  could  be  u sed  to e v a lu a te  th e  e f fec t iveness  of  school  bu llying p r e v e n t i o n  p r o g r a m s ,  

an t i - rac i sm  s t ra teg ies ,  o r  th e  e ffects  of  c o o p e r a t i v e  le a rn in g  on c r o s s - g r o u p  contac t .

F u r t h e r m o r e ,  th e  d e m o g r a p h i c  q u e s t i o n s  inc luded  in the  ' a b o u t  m e  a n d  my  fami ly’ sec t ion  of  th e  

m e a s u r e  can p rov id e  m uc h n e e d e d  d a ta  on t h e  e th n i c  a n d  c u l tura l  c o m p o s i t io n  of  c las s roo ms .  

I reland has  no s t a n d a r d i z e d  in fo rm a t i o n  on th e  d e m o g r a p h i c  c o m p o s i t io n  of  its p r i m a r y  schools.  

The re  is no  ca te go r i za t io n  of  mig ran ts ,  s e cond  g e n e r a t i o n  mig ran ts ,  o r  m u l t i g e n e r a t i o n a l  Ir ish 

chi ldren.  As such,  t h e r e  is no w a y  to c o m p a r e  e d u ca t io n a l  o r  beh av io u ra l  o u t c o m e s  of  th e s e  

groups .  Nor  is t h e r e  a w a y  to a cc ur a te ly  m e a s u r e  t h e  d i s t r i bu t i on  of  m in o r i t y  p o p u l a t i o n s  ac r o s s  

I re la nd ’s p r i m a r y  schools.  Th e  imp l ica t ions  of  th e  fo rm a t io n  of  m in o r i t y  ‘c l u s t e r ’ school s  a r e  

very se r ious .  I n te rna t io na l  h i s to ry  has  long d e m o n s t r a t e d  t h a t  s e g r e g a t e d  sc hoo l in g  is s e p a r a t e  

but  by no m e a n s  equa l  in t e r m s  of  a c a d e m ic  p e r f o r m a n c e  a n d  a l loca tion  of  r e s o u r c e s  [Burgess ,
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Wilson, & Lupton,  2005; Hanushek,  Kain, & Rivkin, 2002).  In the  local context,  the  achievement  

gap betvi^een non-migrant  and migrant  teens  is beginning to manifest,  a rguably due to an over 

representa t ion of minor i ty youth  in DEIS schools and vocational schools (Ledwith & Reilly, 

2013).  The social and psychological repercuss ions  of segregated schooling on minori ty chi ldren 

are  also severely problematic (Constant ine,  2006).  Fur thermore ,  ethnic school segregat ion may 

have long te rm  societal effects, as "racial contact  in schools may affect such things  as the  level 

and dis t ribut ion of academic ac hievement  in the populat ion,  racial at t i tudes,  subs eq ue n t  social 

and economic outcomes of s tudents,  and pa t t erns  of residential  in tegra tion” (Clotfelter, 2001).  

The opt imism su rroun di ng  I re land’s 'new diversi ty’ and the  whe rewithal  to c i rcumvent  the 

mis takes  made  by o ther  ' sorry s to ry ’ European nations  has  long since faded. Now, Ireland finds 

itself having s l ipped into segregat ion and facing potential  ghet toizat ion if radical s teps  to reform 

school e thnic  composit ion are not  taken.

The cu r rent  Minister of Educat ion has  recent ly begun taking s teps  to addres s  the  exclusivity of 

school en ro lm en t  policies, int roducing a plan to replace at least  50% of schools governed by the 

Catholic Church wi th o ther  nondenominat iona l  or  mult idenominat ional  pat ron bodies.  Fur ther  

proposals  include el iminat ing ‘first come, first serve'  enrol lment  policies and application fees for 

some secondary  schools (Holden, 2013) .  While this shift t ow ards  less d iscr iminatory  and 

exclusive en ro l lmen t  policies is und ou b ted ly  a step in the  right direction,  there  is still a need for 

existing schools to be open  and t r an s p a re n t  about  thei r  cu r ren t  level of minor i ty students.

One way  to increase t ranspa rency  regarding school ethnic composit ion  would  be to require  

schools to keep public records  of the  collective e thnic backgrounds  of its s tudent  body. In doing 

so, schools tha t  are  "assuming m ore  responsibil i ty" for enroll ing s tudent s  of minori ty 

bac kgrounds  would  become visible, as would  schools tha t  are  not.^i One source of f rust rat ion 

and anxiety for the  principals of c lus ter  schools who  1 spoke wi th dur ing the course  of this 

research was  that  they felt largely invisible: to the  public and to policy makers.  The phra ses  'no 

one knows  w ha t ' s  going on h e r e ’ and ‘no one is l istening’ w e re  u t te red  frequent ly  dur ing initial 

phone calls, meet ings,  and s u b s eq u e n t  field wo rk  sessions.  Collecting and maintaining basic, 

generat ional  s ta tus  demographics  on the  s tud en t  body could be easily achieved using three  

quest ions from the new  measure.  Whi le these  ca tegor iza tions  are  crude,  they provide a more  

holistic p ic ture  of the  nature  of inter -e thnic schools than simply  relying on pa rent  or  child 

nationality.  The new  measu re  of in ter -e thnic  re la tions includes  three  questions,  widely 

in terpre t able  to all chi ldren over  the  age of eight who par t ic ipated  in this study, which 

det er m in e a child's s ta tus  as first gene ra t ion migrant ,  second genera t ion migrant,  or 

mul tigenera t ional  Irish.

This phrase is directly lifted from the DES report following the enrolment policy audit of 2008.
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F u t u r e  R e s e a r c h

The new measur e  of inter -e thnic re la tions makes  a valuable contr ibut ion to the  comm uni ty  of 

quanti tat ive  inter-e thnic researchers .  The cu r rent  projec t em barked  upon intensive design and 

validation phases.  Now, it is hoped that  the  me asu res  will see an application by fellow 

researchers ,  as well as pract it ioners.  The pre l iminary  findings produced th rough  validation 

tes ting  serve  as a jumping off point  for the  future of quant i ta t ive  in ter-e thnic re la tions research 

in the  Irish context.  Fur ther  research is needed to invest igate w h e th e r  the pa t t erns  emerging in 

the  cu r re n t  s tudy are  p re sen t  on a b ro a d e r  scale.

The emergence of ‘c lus ter ’ schools is, in and of itself, a problemat ic  t rend.  The role tha t  school 

ethnic composi t ion  plays in s tu d e n t s ’ inter -e thnic  re la tions requires  fur ther  examination.  

Prel iminary quant i ta t ive findings show ed  a slightly h igher level of repor ted  ethnic bullying in 

'cluster '  schools,  though it was  not  significantly h igher  than in mixed schools.  This was 

su ppor t ed  in the  quali tat ive data,  as chi ldren at  the ' c lus ter ’ pre-test  school w e re  much more  

likely to descr ibe  ins tances of b la tant  and over t  racialized nam e  calling and ethnic bullying than 

s tud en ts  at  mixed schools. The ext remity  of the  e thnic composi t ion  of the  schools in this s tudy is 

re present a t ive  of par t icular  areas  in Ireland, but is not, by any means , general izable on a 

national or  international  scale. An examinat ion of in ter -e thnic  re la tions  in a wide  n u m b er  of 

schools wi th varying propor t i ons  of majori ty /  minor i ty group s tuden ts  would provide more  

insight into the  associa tions be tw een  school ethnic composi t ion  and e thnic bullying.

The noted rela t ionship be tween problemat ic  inter -e thnic  re la t ions and mental  health requires  

fur ther  investigation.  Longitudinal s tudies  on the  effects of problema t ic  inter-e thnic relat ions 

would  be beneficial to explore the  ways  in which effects manifest  over time.  Fur thermore ,  an 

explora t ion of potent ial  m o d era to r s  of mental  health outcom es is needed.  Moderators  at  an 

individual level such as gende r  and age; social supp or t s  such as friends, teachers ,  siblings and 

parents;  and individual re sponses  such as ange r  or  acceptance  all could potent ial ly interact  wi th 

the  association between problemat ic  inter -e thnic  re la tions and  mental  health (Priest  et al., 

2013).

The contact  scales fit a s t rong no n-parametr ic  item re spon se  theo ry  Mokken model,  

dem ons t r a t ing  sensit ivity and hierarchical  i tem ordering.  The psychometr ic  reliability of these  

scales could be fur ther  enhanced  by test ing for fit wi th  par am et r i c  Item Response Theory 

models  such as the Rasch Graded Response Model. Non-pa rametr ic  IRT methods  w e re  ideal for 

the  develo pmen t  and psychometr ic  evaluat ion of a new  measure ,  as they are  efficient for use 

wi th small sample  sizes and adop t  a 'bot tom u p ’ approach  to h ierarchal  clustering which is well 

sui ted to m easu r em en t  deve lopmen t  [van Schuur,  2003).  Now the  scales have been developed
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and psychometrical ly  evaluated,  they could be used wi th a large sample and then tes ted  for fit 

wi th a st ricter ,  parametr ic  IRT model.  The scales’ s t rong fit wi th the  Mokken double 

monotonic i ty  model  make them  ideal candidates for testing wi th Rasch models,  as they have 

al ready satisfied many of pa ramet r ic  IRT’s assumpt ions  including unidimensional ity,  invariant  

i tem ordering,  non-in tersect ion and monotonicity.  Future,  large-scale appl ications of the  contact  

measur es  could adop t  a pa ramet r ic  IRT analytic approach  to conduct  in-depth evaluat ions of 

the  scale and individual person statistics.

While much  of the  discussion focused aro un d  problematic inter-e thnic relations, it is impor tan t  

to em phasize  that  not all inter -e thnic  interact ions among chi ldren are  negative. Fur ther  

research into the  natu re  of cross-ethnic fr iendships,  and the unconvent ional  types of fr iendships  

tha t  may develop between  first genera t ion migrants,  second genera t ion migrants,  and 

mul t igenerat ional  chi ldren would  effectively shed light on this issue. The contact  scales 

effectively cap ture  many di fferent  aspects  of inter -e thnic relations,  including casual and 

in t imate in and out of school contact.  These measures  could be used to explore broad pat terns  

of in-school and out-of-school inter -e thnic contact.  This would  paint  a be t t er  picture of the 

nature  of  cross-e thnic  in teract ion and ethnic ‘s ep a ra ten es s ’ on a societal level.

Finally, the  new  m easu res  of inter -e thnic relat ions  are  highly fitting for in tervention evaluation.  

As touched upon earlier,  schools in Ireland are  requi red  to adop t  and implemen t  formal anti- 

bullying polices as of this year.  Fur thermore ,  the  minis ter  is launching a parental  aw areness  

progr am  regarding bullying behaviour,  recognizing the  need for a 'whole communi ty ’ approach 

to tackl ing bullying. These  policies and p ro g r am m es  are  s teps  t ow ards  address ing peer  

aggression,  as they are  recognizing that  the  problem exists and adopt ing a prevent ion-or iented  

approach to the  issue by raising aw are ness  am on g  s tudents ,  teachers,  and parents.  There  is a 

need for a s imilar  app ro ach to racism, in schools and in society at large. As noted by Bryan 

(2009),  "the inclusive and ant i -racist  aims and civic nat ional is t  ideologies of intercultural  

educat ion are  often not real ised in practice, but  ra th e r  function as a m eans  of enabling the  s tate 

to a t t em p t  to res to re  legit imacy wi thin a context  of state-led racist  policies and political- 

economic a r r an g e m e n ts  and escalating rac ism”. Direct and progress ive  ant i-racism s trategies  

are  crucial in o rd e r  to reduce  racialized name calling, ethnic bullying, and feelings of 

d iscr iminat ion am ong  children.  Given the  grave negative associa tions  wi th ethnic victimization 

and discriminat ion,  p ro m p t  recogni tion and action is critical. The new  measu res  could provide 

fundamen ta l  tools for evaluating ant i -racism p ro g r am m e effectiveness.
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L i m i t a t i o n s

Embedded  in any body of research are  a n u m b e r  of hmita tions . One Hmitation of the  cu rren t  

s tudy centres on the  reHance on the  catch-all te rm  of 'e thnici ty '  in the study.  As detai led in 

Chapter  2, ethnici ty as a const ruct  is highly deba ted  in the  li terature,  wi th no widely accepted 

definition. In the cu r re n t  study,  it was  used to describe the  cultural,  racial, religious, ancestral ,  

and national backgrounds  of chi ldren in the  study. While deemed  to be the  most  app ro pr ia te  

way of categorizing individuals for the  task at hand,  it is unques t ionably  objective and overly 

restrictive. Fur thermore ,  labels such as 'first genera t ion migrant '  and ' second generat ion 

migrant '  w e re  imposed upon par t ic ipants by the  r e sea rc her  for the  pu rpose  of categorization 

and clarification, it is likely that  many part ic ipants would  not conceptual ize or  define 

themselves  in these  specific terms.  This is someth ing that  must  be taken into considerat ion by 

the reader ,  as it has  been by the  researcher .

Another  limitation of the  cu r re n t  s tudy is the  non -rep rese n ta t ive  sample.  Using 'cluster '  schools 

as recru i tment  points offered many posit ive and unique e lements  to the project.  However,  it 

also provided a sample  of s tud en ts  wh o are  not  rep resen ta t ive  of Irish pr im ary  school chi ldren 

on a b ro a d e r  scale. Fur thermore ,  t here  w e re  inconsistencies  in parenta l  consent  and thus, 

response  p at te rns  b e tw e en  clus ter  schools and non-clus ter  schools.  The research would  have 

benefi ted from a more  socioeconomical ly and geographical ly rep resenta t ive  sample.  While this 

project  successfully gen e ra ted  and val idated five child-centred  scales for use in Ireland, 

researcher s  must  exercise caution when  applying the  scales in o ther  contexts.  The emphasis  

placed on migrant  s ta tus  and socially targeted  a t t r ibutes  of new migrant  children (i.e. language,  

bi rth country) increases the  likelihood of applicabil i ty in o the r  new migrant  communities .  

However,  it will be necessary  for re sea rc her s  to val idate these  tools in the i r  own context  pr ior 

to administ rat ion .

7 .3  - S u m m a r y

The current  s tudy designed and evaluated a broad and coherent ,  reliable and sensitive, 

psychometrical ly valid, chi ld-centred measure  of inter -e thnic  relations.  This m easu r e  is, to my 

knowledge,  the  first of its kind that  is valid for use in new  migrant  communi ties .  The final 

measure  includes five scales capable of measur in g posit ive and problemat ic  inter-e thnic 

relations. The 'Contact wi th Children Born in Ireland'  scale and the  ‘Contact wi th Migrant 

Children'  scale are  both  six i tem measu res  meet ing the  requ ir em en ts  for a strong, Mokken 

double monotonici ty  model.  The e thnic bullying scale and the  observed  ethnic bullying scale 

capture  a range of d iscr iminatory  experiences.  The perceived discr iminat ion scale is one of the 

first of its kind to be valid for use wi th migrant  chi ldren in the  European context.  The measu res  

have been tes ted  valid wi th chi ldren ranging in age from eight to eleven yea rs  old. They are

2 1 6



child-centred in its wording,  content  and presentat ion.  However,  to maintain chi ld-centeredness,  

they must  be admin is te red  wi th chi ld-centeredness  in mind. Children in middle childhood have 

typically en te red the phase  of operat ional  cognit ive developmen t  and are able to engage in 

abs t rac t  thinking and logical problem solving. However,  not all chi ldren develop at the sam e 

ra te  and therefore ,  re sea rc her s  and practi t ioners should  take an individualized approach when  

utilizing the  measure .

The measu res  are  widely appl icable to both re sea rcher s  and pract i t ioners  due  to the ir  flexible 

s t ructu re  and broad content.  Scales can be admin is tered  collectively or separately,  as they have 

each been tes ted  reliable and valid individually. Fur thermore ,  sole i tems can be examined to 

allow for detai led explorat ion of a specific type  of contact  or behaviour .  Whi le many measures  of 

inter -e thnic relat ions focus on at ti tudes,  the  new measur es  focus a lmost  exclusively on 

behaviours.  This makes  the new measu re  par ticularly pe r t inen t  to evaluat ions  of school-based 

racism and bullying interventions.

Prel iminary findings de m o n s t r a t e  the  clear presence  of e thnic bullying in all schools,  a specific 

s train of aggressive behavior  tha t  ta rgets  a child's country  of origin, skin colour,  language, 

religion, or ethnicity. This was  presen t  in mixed school as well as 'cluster '  schools,  and minori ty  

chi ldren w e re  as likely to act as aggressors  as majori ty  group children.  In qual itat ive interviews,  

chi ldren in the  'cluster '  school described m ore  incidents of blatant,  racialized name calling than 

chi ldren in mixed schools.  Children in mixed schools,  however ,  w e re  more  likely to maintain 

dist inct  social circles, d ra w n  along majori ty /  minori ty  lines. Exposure to e thnic bullying and 

feelings of perceived discr iminat ion w e re  associa ted wi th poor  mental  health outcomes 

including depres s ive  sy m p to m s  and anxiety. Fur th er  re sea rc he r  is needed  to examine these  

pre liminary findings on a b ro a d e r  scale, to identify pa t t erns  of positive, indifferent,  or harmful  

inter -e thnic  relat ions among  chi ldren in new  migrant  communi ties.

Finally, this s tudy w an ts  to emphasize  that  not  all is bleak wi th regards  to chi ldren's  inter -e thnic 

re la tions  in Irish pr im ary schools.  Much of the  pre l iminary  analyses  focused on m ore  negative 

aspects.  However,  these  ar e  areas  tha t  need di rect  and immedia te  a t tent ion.  Positive a t t i tudes  

t ow ar ds  mult ie thnic  schooling, cross-e thnic  fr iendships,  and examples  of pro found kindness  

we re  also observed.  Some children reform ed thei r  a t t i tudes  and behaviors  af ter  par t ic ipating in 

school-based,  anti -racism initiatives. Many principals w e re  pro-act ive in address ing issues of 

racism and bullying in the i r  schools,  express ing a wi ll ingness to tackle these  issues  directly and 

‘h ead -o n ’. There  is still ample  oppor tuni ty  for reform and change,  and  man y  ' front-l iners '  in 

schools who a re  eager  to carry the  torch. However,  w i thou t  honest,  frank, and t r an sp a ren t  

discussion ab o u t  ethnici ty and racism at  a societal level, it is unlikely that  change will be 

attained.
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A ppendix A: T he N ew  M easure

STUDENT SURVEY

INSTRUCTIONS:

Thank you for taking the time to fill in this survey!

This survey will ask you questions about your school, your 
classmates, your family, the area where you live, and your 
feelings about some things.

This is not a test and there are no "right" or "wrong" 

answers. Just try  to be as honest as you can. I  won't 
share your answers with anyone else.

I f  you don't want to take this survey, that's ok! You can 

stop at any time.

Also, if you have any questions, just raise your hand and 

I 'll come talk with you.

Thanks for sharing your thoughts with me!

Sample Question: This survey will have questions with possible 

answers below. Please put a check in the box that best describes
you!

Are you a boy or a girl?

□ Boy

□ Girl
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Part 1: School

W hat class are you in? _______________

. When did you start going to this school?

□ Junior Infants

□ Senior Infants

□ 1st Class

□ 2nd Class

□ 3rd Class

□ 4th Class

. Do you enjoy school?

□ Most of the time

□ Sometimes

□ Never

. Do you have fun at school?

□ Most of the time

□ Sometimes

□ Never

. Do you feel happy at school?

□ Most of the time

□ Sometimes

□ Never

1
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Cn Here are some more questions about things that might happen at 

school. Remember, there is no right or wrong answer. Just try to ; 

be honest!

6. How often do you pick on someone, tease someone, or slag someone foi 

any of the following reasons:

Because of where they were born?

□ □ □ □
Everyday About Once a Week About Once a Month Never

Because of their accent or the way they talk?

□ □ □.......
Everyday About Once a Week About Once a Month Never

Everyday

Because of their religion?

 □ □
About Once a Week About Once a Month Never

Everyday

Because of the colour of their skin?

 □ □ □
About Once a Week About Once a Month Never

Everyday

Because of how they look?

 □ □
About Once a Week About Once a Month Never
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low often do other people pick on you, tease you, or slag you for any 

he following reasons?

Because of where you were born?

□ □ □ □
Everyday About Once a Week About Once a Month Never

Because of your accent or the way you talk?

□ □ □ □
Everyday About Once a Week About Once a Month Never

Because of your religion?

□ □ □ □
Everyday About Once a Week About Once a Month Never

Because of the colour of your skin?

□ □ □ □
Everyday About Once a Week About Once a Month Never

Because of how you look?

□ □ □ □
Everyday About Once a Week About Once a Month Never
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8. How often do you see other kids getting picked on, teased, or slagged 

for any of the following reasons?

Because of where they were born?

□................... □........................□................... □
Everyday About Once a Week About Once a Month Never

Because of their accent or the way they talk?

□................... □........................□................... □
Everyday About Once a Week About Once a Month Never

Because of where their religion?

□.................. □.......................□...................□
Everyday About Once a Week About Once a Month Never

Because of the colour of their skin?

□..................□...................... □.................. □
Everyday About Once a Week About Once a Month Never

Because of how they look?

□...................□....................... □................... □
Everyday About Once a Week About Once a Month Never
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Part 2: Where you live

9. Do you like the area where you live?

□  Most of the time

□  Sometimes

□  Never

10. Do you feel safe in the area where you live?

□  Most of the time

□  Sometimes

□  Never

11. Do you play with other kids around where you live?

□  Most of the time

□  Sometimes

□  Never

12. About how many friends do you have who live in your area?

□  I don't have any friends in my area

□  I  have one friend in my area

□  l  have 2 or 3 friends in my area

□  I have 4 or 5 friends in my area

□  I  have more than 5 friends in my area
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Part 3: Being Treated Differently
1

13. Sometimes children are treated differently because of where they come from, 

the colour of their skin, their accent, or their religion. Below are some questions and 

I'd like you to think about if you've ever been treated this way because of the colour 

of your skin, your accent, where you were born, or your religion.

Have you ever been treated badly because of the colour of your skin, your accent/

your religion, or where you were born?

□...........................□............................ □
Many Times A Few Times Never

Have you ever fe lt embarrassed because of the colour of your skin, your accent, you

religion, or where you were born?

□...........................□............................ □
Many Times A Few Times Never

Have you ever been called a bad name or teased because of the colour of your skin 

your accent, your religion, or where you were born?

□...........................□............................ □
Many Times A Few Times Never
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________________        Q

Part 4: Where people are from

4. Do you have any best friends who were born in Ireland?

□  Yes

□  No

f  yes, how many?_______________________________________

5. Do you have any best friends who were born outside o f Ireland?

□  Yes

□  No

f  yes, how many?_______________________________________

6. Were you born in Ireland?

□  Yes

□  No

f  no, where were you born?_____________________________________

low old were you when you moved to Ire land?_____________
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17. Was your mother born in Ireland?

□Yes

□  No

I f  no, where was she born?________

18. Was your father born in Ireland?

□Yes

□  No

I f  no, where was he born?________
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J
Part 5; Who You Spend Time With

16. Below you will see a list of d ifferent activities. For each question, I  

want you to think about how often you do that thing with someone who 

was born in Ireland.

Talk together in school?

□................□............... □................ □..................□
Everyday A few  times a week A few  times a month About Once a Montli Never

Play together in school?

□................□............... □................□..................□
Everyday A few  times a week A few  times a month About Once a Month Never

Talk outside of school?

□................ □................ □.................□...................□
Everyday A few  times a week A few  times a month About Once a Month Never

Play together outside of school?

□................ □................ □.................□...................□
Everyday A few  times a week A few  times a month About Once a Month Never

Invite over to your house?

□................□............... □................□..................□
Everyday A few  times a week A few  times a month About Once a Month Never

Play over at their house?

□................□............... □................□..................□
Everyday A few  times a week A few  times a month About Once a Month Never
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17. Now I  want you to think about how often do you these activities with 

someone who was born outside of Ireland. »

Everyday

Everyday

Everyday

Everyday

Everyday

Talk together in school?

 □ □
A few times a week A few times a month About Once a Month

Play together in school?

 □ □
A few times a week A few times a month About Once a Month

Talk outside of school?

Everyday A few times a week A few times a month About Once a Month

Play together outside of school?

□ □ □ □......
A few times a week A few times a month About Once a Month

Invite over to your house?

 □ □
A few times a week A few times a month About Once a Month

Play over a t their house?

 □ □
A few times a week A few times a month About Once a Month
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____________________________________________________________________ Q

Part 6: You and your family
u

8. How old are you?

9. Do you have any brothers and sisters?

□ Yes

□ No.

f  yes, how many?_______________________

.0. How often does your family go to church /  mosque /  synagogue?

□ Never

□ A few times a year.

□ About once a month

□ About once a week

□ More than once a week.

1; W h a t is your religion?

□ Catholic

□ Christian

□ Muslim

□ Jewish

□ Hindu

□ O th e r :_____________________

□ Not religious
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22. I f  a magic genie came out of a bo tt le  and gave you th ree  wishes, 

what would you wish for?

23. Is the re  anything else th a t  you'd like to share about yourself?
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A p p e n d ix  B: P r e - T est M easure

Questionnaire for Students

Section A: School

1. W hat class are you in? __________________

2. How long have you been going to  this school?

3. I'm going to ask you a few questions about how you feel about your school. Can you please te ll me 

if you feel this way MOST OF THE TIME, SOMETIMES, OR NEVER? I have these cards here to help you 

remember the three d ifferent answers.

Most of the 
time

Sometimes Never

a Do you enjoy being at school?

b Do you have fun when you're at 
school?

c Do you feel comfortable when you're 
at school?

d Do you feel like you belong at this 
school?

4. There are people from all over the world who go to your school. How do you feel about going to 

school w ith people from all over the world?

5. What do you usually do during yard time?
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Se^ion B: da^sma^es

Here is a list of all o f the people in your class. I'm going to ask you some questions about the kids in 

your class and about d ifferent activities that you might do in school and outside of school. I'd like to 

know which classmates you do things w ith. You can use the list as a reminder. You can name as 

many people as you want.

I know that you might spend tim e w ith people who aren't in your class but fo r these questions, I'd 

only like to  know about your classmates. If I list an activity that you do alone or w ith someone 

outside of your class, just te ll me and w e'll move on to  the next question. I just want to  remind you 

that I w on 't te ll anyone your answers to  these questions.

6. Who do you sit next to in class?

7, Who do you work w ith in class?

8. Who do you talk to  during free tim e in class?

9. Who do you play w ith during free tim e in class?

10. Who do you eat lunch with?

11. Who do you play w ith at yard time?

12. Who do you walk to  school with?
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13. Do you invite friends from your class over to play at your house? If yes, who?

14. Do friends from class invite YOU to play over at THEIR house? If yes, who

15. Do friends from class invite YOU to sleep over at THEIR house? If yes, who

16. Do you play w ith  friends from  class outside in your neighbourhood? If yes, who?

17. Do you see kids from  class at clubs or sports teams outside o f school? If yes, who?

18. Do you talk on the phone w ith friends from class? If yes, who?

19. Who are your best friends in your class?
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20. Some kids say mean things about other kids. Does anyone in your class say mean things about 

other kids? If yes, who?

21. Some kids leave other kids out of activities on purpose. Does anyone in your class leave other 

kids out on purpose? If yes, who?

22. Some kids start fights w ith other kids. Does anyone in the class start fights w ith other kids? If yes, 

who?

23. Some kids push or hit other kids in a mean way. Does anyone in your class push or hit other kids 

in a mean way? If yes, who?

24. Some kids get talked about in a mean way. Does anyone in the class get talked about in a mean 

way? If yes, who?

25. Some kids get left out o f games or activities on purpose. Does anyone in the class get left out of 

games or activities on purpose? If yes, who?

26. Some kids get hit, kicked, or pushed around by other kids. Does anyone in the class get hit or 

pushed around by other kids? If yes, who?

265



27. Some kids get picked on a lot. Does anyone in the class get picked on a lot? If yes, who?

28. Some kids always seem to play by themselves. Does anyone in the class always play by him or 

herself? If yes, who?

Section C: Contact Scale

For these next questions. I'm going to  give you a few situations. I'd like you to  think about how often 

do you do these things w ith someone who was born in Ireland.

Every day A few times 

a week

A few times 

a month

About 

once a 

month

Almost

never

29 Talk in school?

30 W ork together in 

school?

31 Play together in 

school?

32 Play together on 

the yard?

33 Play sports?

34 Talk outside of 

school?

35 Play together 

outside of school?

36 Talk on the phone 

or text?

37 Invite over to your 

house?

38 Visit their house?
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For these next questions, I'm going to  give you a few situations. I'd like you to  think about how often 

you do these things w ith someone who was born outside of Ireland.

Every day A few times 

a week

A few times 

a month

About 

once a 

month

Almost

never

39 Talk in school?

40 Work together in 

school?

41 Play together in 

school?

42 Play together on 

the yard?

43 Play sports?

44 Talk outside of 

school?

45 Play together 

outside of school?

46 Talk on the phone 

or text?

47 Invite over to your 

house?

48 Visit their house?

49. Do you have any best friends who are from  another country? If yes, how many?

50. Do you have any best friends who are Irish? If yes, how many?
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Section D: Getting Picked On & Picking on Others

Sometinnes kids get picked on at school and sometimes kids pick on other kids at school. The next 

few questions will ask you about getting picked on and picking on others. If you want to  take a break 

or stop at any time, remember that it's ok w ith me. Just let me know.

51. Over the past month, have you picked on other kids at school? This could be by yourself or part 

of a group.

0 Yes 

0 No

If you answered yes: In the last month, how often did you :

Many times A few times Never
a Push, hit, or trip  someone?

b Left someone out o f the 
group?

c Called you someone bad 
names or teased them?

d Break or steal something 
that belonged to  someone?

e Spread bad rumors or told 
lies about someone?

f Said mean things to 
someone?

51 CONT: Over the past month, how often did you pick on someone or give out to  someone because 

of:

Many times A few times Never

g Where they were born?

h Their religion?

i The colour o f the ir skin?

j The clothes that they wear?

k Their accent?

1 The neighborhood they live 
in?
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52. In the past month, have you been picked on by other kids at school? 

U1 Yes 
IE No.

If you answered yes - How often have other kids:

Many times A few times Never
a Pushed you, hit you, or 

tripped you

b Left you out of the group

c Called you bad names or 
teased you

d Broken or stole something 
tha t belonged to you

e Spread bad rumours or to ld 
lies about you

f Said mean things to you

How often do you th ink you've been picked on because of the fo llow ing reasons?

Many times A few times Never

g Where you or your parents 
were born?

h Your religion?

i The colour o f your skin?

j The clothes that you wear?

k Your accent?

1 The neighbourhood you 
live in?

m) Last tim e you got picked on, what did you do?

n) Why did you respond tha t way?
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Now I'm going to  ask some questions about other kids. I'd like you to  th ink about your classmates 

and other kids at your school

53. In the past month, have you seen other kids getting picked on at school?

I2l Yes 

E! No.

If Yes - How often did you see or hear about other kids getting:

Many times A few times Never
a Pushed you, hit you, or 

tripped you

b Left you out o f the group

c Called you bad names or 
teased you

d Broken or stole something 
that belonged to you

e Spread bad rumours or told 
lies about you

f Said mean things to  you

How often did you see or hear about other kids get picked on because of:

Many times A few times Never

g Where you or your parents 
were born?

h Your religion?

i The colour o f your skin?

j The clothes that you wear?

k Your accent?

1 The neighbourhood you 
live in?

m) Last tim e you this happened, what did you do?
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54. Where do kids get picked on in school?

55. When do kids get picked on at school? You can list as many times as you'd like.

Section D: Neighbourhood

56. Now I'd like to  ask some questions about your neighbourhood. Please te ll me if you feel this 

way Most o f the time, Sometimes, or Never. I'm putting these cards here to  help you remember the 

possible answers.

Most of the Time Sometimes Never
a Do you feel safe in your 

neighbourhood?
b Do you like your 

neighbourhood?
c Do you play w ith other kids in 

your neighbourhood?
d Do you feel like you belong in 

your neighbourhood?
e Do you play outside in your 

neighbourhood?

57. Do you have friends who live in your neighbourhood? 

la Yes 

0 No.

IF YES:

a) How many friends do you have in your neighbourhood?

b) How would you describe the friends that you have in your neighbourhood?

All Born in 
Ireland

Most Born in 
Ireland

Half born in 
Ireland, Half 
born outside of 
Ireland

Most born 
outside of 
Ireland

All born outside 
of Ireland
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58. I'd like you to think about the people who live in your neighbourhood.

All Born in 
Ireland

Most Born in 
Ireland

Half born in 
Ireland, Half 
born outside of 
Ireland

Most born 
outside of 
Ireland

All born outside 
o f Ireland

Section F: Children's Attitudes Towards Migrants Scale

The next few questions are about people who to move to Ireland from different countries.

59. Does your family ever talk about people who move to  Ireland from different countries at home?

0 Yes 

El No

So for the next few questions, I'd like you think if you feel that these sentences are true most of the 

time, sometimes, or not true.

60. (Migrants) are d ifferent from Irish people

0 True most of the time 

0 True sometimes 

0 Not true

61. (Migrants) are smart.

0 True most of the time 

0 True sometimes 

0 Not true

62. (Migrants) are friendly.

0 True most of the time 

0 True sometimes 

0 Not true

63. (Migrants) take money o ff Irish people.

0 True most of the time 

0 True sometimes 

0 Not true
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64. (Migrants) are hard working.

I2l True most of the tim e 

0 True sometimes 

IE Not true

65. (Migrants) make Ireland a more dangerous place to  live.

IE True most of the time 

IE True sometimes 

[E Not true

66. (Migrants) take jobs off Irish people.

0 True most of the tim e 

IE True sometimes 

IE Not true

67. (Migrants) make Ireland a better place to  live.

IE True most of the tim e 

0 True sometimes 

0 Not true

68. (Migrants) make Ireland a more dangerous place to  live.

0 True most o f the tim e 

0 True sometimes 

[E Not true

69. (Migrants) are from poor countries.

0 True most of the tim e 

0 True sometimes 

0 Not true

70. (Migrants) aren't very nice.

0 True most of the tim e 

0 True sometimes 

0 Not true

71. Some people get upset when people move to  Ireland from other countries. Have you heard 

about this?

0 Yes 

0 No.
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If yes:

Where did you hear about this?

0 Television 

0 Newspaper 

0 At home 

0 In school 

0 From friends 

0 From my neighbours 

72. Why do you think people want to move to Ireland from other countries?

Section F: Discrimination & Difficulties Scale

I'm going to ask you some questions about situations and I'd like you th ink if you've ever been 

treated this way because of the colour o f your skin, your language, your accent, or the where you 

were born.

YES or NO IF "YES"-HO W  OFTEN

73. Been stared at when you were out 
in public?

0 Yes 

0 No.

0 Once 
0 Sometimes 
0 Most o f the time 
0 Always

74. Had someone te ll you that you 
d idn 't belong?

0 Yes 

0 No.

0 Once 
0 Sometimes 
0 Most o f the time 
0 Always

75. Had someone call you an insulting 
name?

0 Yes 

0 No.

0 Once 
0 Sometimes 
0 Most o f the time 
0 Always

76. Had someone tease you for not 
knowing about a TV show, movie, or 
pop star?

0 Yes 

0 No.

0 Once 
0 Sometimes 
0 Most o f the time 
0 Always
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77. Felt like someone was 

uncomfortable being around you?
0  Yes 

IE No.

0  Once 

0  Sometimes 

0  Most of the time  

0  Always

78. Been embarrassed to go out in 0  Yes 0  Once

public because of the colour of your 0  Sometimes
skin or your accent? I2l No. 0  Most of the time

0  Always

79. Been excluded from activities. Yes Once
games, or clubs? 0  Sometimes

l2l No. 0  Most of the time
0  Always

80. Been teased or slagged about your 0  Yes 0  Once
skin colour, your accent, or the 0  Sometimes

country you were born in? l2l No. 0  Most of the time
0  Always

Once
81. Had someone make jokes about 13 Yes 0  Sometimes
you that hurt your feelings? 0  Most of the time

0  No. 0  Always

82. Been treated badly when you were I2l Yes 0  Once

out at a shop or a restaurant? 0  Sometimes
13 No. 0  Most of the time

0  Always

Section G: Free Time Activities

Now I'd like to ask you about what you do in your free time.

83. Do you go to any after-school clubs, sports, or programs?

0  Yes 

l2l No.

IF YES:
a) W h at kind of activity or club is it?
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b) How would you describe the other kids at the program?

All Born in 
Ireland

Most Born in 
Ireland

Half born in 
Ireland, Half 
born outside of 
Ireland

Most born 
outside of 
Ireland

All born outside 
of Ireland

84. W hat are some of your favorite things to do in your free time?

85. Who do you like to  do these things with?

Section F: Family

Now I'd like to ask you some questions about you and about your family.

86. How old are you?_______________________________

87. Do you have brothers and sisters?

13 Yes 

la No.

87a) If yes, how m any?____________________________________________

87b) What are their ages?_________________________________________

88. Is your family religious?

0 Yes 

[2l No.

IF YES: What relig ion?_____________________________________

89. Were you born in Ireland?

0 Yes 

0 No.
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IF NO:

89a) W here were you b orn? __________________

89b) When did you move to Ireland?_________

90. W ere both of your parents born in Ireland?

0  Yes 

la No.

IF NO:

a) W here were your parents b orn?_________

91. W hat language do you speak at h o m e ? ___________

92. W hat is your favorite thing to do with your family?

That's the end of this part of the survey. Thank you very much for taking the time to come talk with  

me and answer these questions!
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MANY TIMES A FEW TIMES NEVER



PLEASE CHOOSE ONE;

ALL born in 
Ireland

MOST born 
in Ireland

V

EQUAL 
numbers born 
in Ireland and 

in another 
country

MOST born 
in another 

country

ALL born in 
another 
country
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PLEASE CHOOSE ONE;

EVERYDAY
A FEW 
times a 

WEEK

A FEW times 
a MONTH

\

About ONCE 
a MONTH

NEVER

'  J
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A p p e n d i x  C: P i l o t  M e a s u r e

STUDENT SURVEY

INSTRUCTIONS:

Thank you for taking the time to fill in this survey!

This survey will ask you questions about your school, your 

friends, your classmates, your family and your feelings 

about some things.

This is not a test and there are no "right" or "wrong" 

answers. Just try  to be as honest as you can. I  won't 

share your answers with anyone else.

I f  you don't want to take this survey, that's ok! You can 

stop at any time.

Also, if you have any questions, just raise your hand and 

I'll come talk with you.

Sample Question: This survey will have questions with possible 

answers below. Please put a check in the box that best describes

you!

Thanks for helping me learn more about kids in 
Ireland!

Are you a boy or a girl?

□ Boy

□ Girl
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£1

1. W hat class are you in? _______________

2. When did you start going to this school?

□ Junior Infants

□ Senior Infants

□ 1st Class

□ 2nd Class

□ 3rd Class

□ 4th Class

3. Do you enjoy school?

] Most of the time 

Sometimes 

] Never

4. Do you have fun at school?

] Most of the time 

Sometimes

□ Never

5. Do you feel happy at school?

Most of the time

□ Sometimes 

Never

Part 1: School
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_______________________________________________________________________________________

^  These next few questions are about things that may happen at 

school. Remember, there are no right or wrong answers. Just try 

to be honest in your answers!

u
6. How often do you pick on someone, tease someone, or slag someone

for any of the following reasons:

Because of where they were born? 

• ■ ■ ■ □ ................................................................ □ ■  ■■

Everyday About Once a Week About Once a Month Never

Because of their accent or the way they talk?

 □ □.......
Everyday About Once a Week About Once a Month Never

Everyday

Because of their religion?

□ □
About Once a Week About Once a Month Never

Everyday

Because of the colour of their skin?

Because of how they look?

□ □

About Once a Week About Once a Month Never

Everyday About Once a Week About Once a Month Never
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7. How often do other people pick on you, tease you, or slag you for
any of the following reasons?

Because of where you were born?

Everyday

□
About Once a Week About Once a Month Never

Because of your accent or the way you talk?

Everyday About Once a Week About Once a Month Never

Everyday

Because of your religion?

□...................... □
About Once a Week About Once a Month Never

Everyday

Because of the colour of your skin?

□
About Once a Week About Once a Month Never

Because of how you look?

□
Everyday About Once a Week About Once a Month Never
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8. How often do you see other kids getting picked on, teased, or 
slagged for any of the following reasons?

Because of where they were born?

Everyday

□
About Once a Week About Once a Month Never

Everyday

Because of their accent or the way they talk?

 □ □....... □
About Once a Week About Once a Month Never

Everyday

Because of where their religion? 

...................................................... □
About Once a Week About Once a Month Never

Everyday

Because of the colour of their skin?

□
About Once a Week About Once a Month Never

Everyday

Because of how they look?

□ □ □
About Once a Week About Once a Month Never
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Part 2: Where you live

9. Do you like the area  where you live?

□  Most of the time

□  Sometimes

□  Never

10. Do you feel safe in the area where you live?

□  Most of the time

□  Sometimes

□  Never

11. Do you play with o ther kids around where you live?

□  Most of the time

□  Sometimes

□  Never

12. About how many friends do you have who live in your area?

□  l  don't have any friends in my area

□  I have one friend in my area

□  I  have 2 or 3 friends in my area

□  I have 4 or 5 friends in my area

□  I  have more than 5 friends in my area
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n Part 3: Being Treated Differently ,
U

14. Sometimes children are treated differently because of where they come from, 

the colour of their skin, their accent, or their religion. Below are some questions and 

I'd like you to think about if you've ever been treated this way.

Have you ever been stared a t in public because the colour of your skin, your accent, your religion, c

where you were born?

□...........................□.............................. □
Many Times A Few Times Never

Have you ever been treated badly because of the colour of your skin, your accent, your religion, oi

where you were born?

□......................... □.............................□
Many Times A Few Times Never

Have you ever been teased for not knowing a TV show, pop star, or nnovie??

□...........................□.............................. □
Many Times A Few Times Never

Have you ever fe lt  embarrassed because of the colour of your skin, your accent, your religion, oi

where you were born?

□......................... □.............................□
Many Times A Few Times Never

Have you ever been called a bad name or teased because of the colour of your skin, your accent

your religion, or where you were born?

□..........................□............................. □
Many Times A Few Times Never
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 ____________________________________________________s

Part 4: Where people are from
i

15. There are people from all over the world who live in Ireland. These
next questions are about where your friends and your classmates were
born.

Yes

Do you know where your best friends were born?...................... □ ..........

Do you know where your best friends' parents 

were born?  □ ...............

Do you know where your classmates were born? ......................... □ .......

Do you know where your classmates' parents

were born?  □ ..............

16. Do you have any best friends who were born in Ireland?

□Yes

□  No

I f  yes, how many?___________________________________

17. Do you have any best friends who were born outside of Ireland?

□Yes

□  No

I f  yeS/ how many?_____________________________________

Where were they born?________________________________

No

....□

□
.......□

.□
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18. Were you born in Ireland?

□  Yes

□  No

I f  no, where were you b o rn ?________________

How old were you when you moved to Ireland?

19. Was your mother born in Ireland?

□Y es

□  No

I f  no. where was she b o rn ? _________________

20. Was your fa th e r  born in Ireland?

□Y es

□  No

I f  nO/ where was he b o rn ?__________________
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Part 5: Who You Spend Time With

21. Below you will see a list of different activities. For each question, I 
vant you to think about how often you do that thing with someone who 

ms born in Ireland.

: ■

Everyday

Everyday

Everyday

Everyday

Talk together in school?

 □............
A few times a week A few times a month About Once a Month

Play together in school?

 □ □
A few times a weel< A few times a month About Once a Month

Talk outside of school?

Everyday A few times a week A few times a month About Once a Month

Play together outside of school?

□ □ □ □......
/ Everyday A few times a week A few times a month About Once a Month

Invite over to your house?

 □ □
A few times a week A few times a month About Once a Month

Play over at their house?

 □ □
A few times a week A few times a month About Once a Month

■ ■ ■ □

Never

■ ■ ■ □

Never

■ ■ ■ □

Never

■ ■ ■ □

Never

■ ■ ■ □

Never

□
Never
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22. Now I  want you to think about how often do you these activities with 

someone who was born outside of Ireland. i

Everyday

Everyday

Everyday

Everyday

Everyday

Talk together in school?

 □ □
A few times a week A few times a month About Once a Month

Play together in school?

 □ □
A few times a week A few times a month About Once a Month

Talk outside of school?

Everyday A few times a week A few times a month About Once a Month

Play together outside of school?

□ □ □ □......
A few times a week A few times a month About Once a Month

Invite over to your house?

 □ □
A few times a week A few times a month About Once a Month

Play over at their house?

A few times a week A few times a month About Once a Month

Never
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Part 6: You and your family

23. How old are you?_____________________

24. Do you have any brothers and sisters?

□ Yes

□ No.

I f  yes, how m any?_______________________

25. How often does your family go to church /  mosque /  synagogue?

□ Never

C A few  times a year.

□ About once a month

□ About once a week

□ More than once a week.

26; W h a t is your religion?

□ Catholic

□ Christian

□ Muslim

□ Jewish

□ Hindu

O th e r :_____________________
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27. I f  a magic genie came out of a bottle and gave you three wishes, 

what would you wish for?

28. Is there anything else that you'd like to share about yourself?
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A p p e n d i x  D: O u t c o m e  M e a s ur e s
____________________________________________________________________ Q

Part 7: Bullying Questionnaire

You will find questions in this survey about your life in school. There are several 

answers below each question. Each answer has a box in front of it. Like this;

1. How do you like school?

I2l I  dislike school very much

m I  dislike school

la I  neither like nor dislike school

13 I  like school

0  I  like school very much.

Answer the question by marking an X in the box next to the answer that best 

describes how you feel about school. I f  you really dislike school, mark an X in the box 

next to " I dislike school very much". I f  you really like school, put an X in the box next 

to " I  like school very much", and so on. Only mark one of the boxes. Try to keep the 

mark inside of the box. Now put an X in the box next to the answer that best 

describes how you feel about school. I f  you mark the wrong box, you can change your 

answer like this: make the wrong box completely black. Then put an X in the box where 

you want your answer to be.

Don't put your name on this sheet. No one will know how you have answered these 

questions. But it is important that you answer carefully and how you really feel. 

Sometimes it is hard to decide what to answer. Then just answer how you think it is. I f  

you have questions, please ask.
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Now you can answer these questions:

2. Are you a boy or a girl?

I2l Boy 

l2l Girl

3. How many good friends do you have in your class?

I2l None

13 I  have 1 good friend in my class

IE I  have 2 good friends in my class

0 I  have 3 or 4 good friends in my class

0 I  have 5 or 6 good friends in my class

ABOUT BEIN6 BULLIED BY OTHER STUDENTS

Here are some questions about being bullied by other pupils. F irst we define or explain 

the word bullying. W e say a pupil is being bullied when another pupil, or several other 

pupils:

• say mean and hurtful things or make fun of him or her or call him or her mean 

and hurtful names

• completely ignore or leave him or her out from the ir group of friends or leave 

him or her out of things on purpose

• hit, kick, push, shove around, or lock him or her inside a room

• tell lies or spread false rumours about him or her or send mean notes and try  to

make other pupils dislike him or her

• and other hurtful things like that.
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W hen we ta lk  about bullying, these things happen repeatedly, and it  is d iff ic u lt  fo r  the  

pupil being bullied to defend him self or h erse lf. W e also call it  bullying, when a pupil is 

teased repeated ly  in a mean and h u rtfu l way. But we don't call it  bullying when th e  

teasing is done in a frien d ly  and playful way. Also, it  is not bullying when two pupils o f 

about equal s tren g th  or power argue or fig h t.

4. How o fte n  have you been bullied in th e  past couple o f months?

0 I  haven't been bullied in school in th e  past couple o f months 

l2l I t  has only happened once or tw ice  

0 2 or 3 tim es a month 

0 About once a week 

l2l Several tim es a week

Have you been bullied in school in the past couple of months in one or more of the 

following ways? Please answer all questions.

5. I  was called mean names, made fun o f or teased in a mean way

IE I  haven't been bullied in school in th e  past couple o f month 

0 I t  has only happened once or tw ice  

0 2 or 3 tim es a month 

0 About once a week 

0 Several tim es a week

6. O th e r students le f t  me out o f things on purpose, le f t  me out o f th e ir  group o f 

friends, or com pletely ignored me.

0 I  haven't been bullied in school in th e  past couple o f month

0 I t  has only happened once or tw ice

0 2 or 3 tim es a month
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I2l About once a week 

0 Several times a week

7. I  was h it, kicked, shoved, pushed around, or locked indoors.

0 I  haven't been bullied in school in the past couple o f month 

0 I t  has only happened once or twice 

0 2 or 3 times a month 

0 About once a week 

0 Several times a week

8. I  was bullied with mean names or comments about my race or the color o f my skin.

0 I  haven't been bullied in school in the past couple o f month

0 I t  has only happened once or twice 

0 2 or 3 times a month 

0 About once a week 

0 Several times a week

9. In  which closs(es) are the students who bully you?

0 I t  have not been bullied a t school in the past couple o f months

0 In  my class

0 In  a d iffe re n t class but in my year 

0 In  a higher grade 

0 In  a lower grade 

0 In  higher and lower grades
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10. How long has the bullying lasted?

I2l I t  have not been bullied at school in the past couple of months 

0 I t  lasted about 1 or 2 weeks 

0 I t  lasted about a month 

E I t  lasted about 6 months 

0 I t  lasted about a year 

S I t  lasted several years

11. Where have you been bullied?

0 I t  have not been bullied at school in the past couple of months 

0 I  have been bullied in one more of the following placcs:

Please check the boxes for all the places where you have been bullied:

011a. On the playground /  athletic field

011b. In  the hallways /  stairwells.

011c. In  class (when the teacher was in the room)

0 lld . In  class (when the teacher was not in the room)

0 lle . In  the toilets.

0 l l f . In  gym class or the gym locker room.

0llg . In  the lunchroom

0llh . On the way to and from school.
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12. Have you told anyone that you have been bullied?

0 I t  have not been bullied at school in the past couple of months 

0 I  have been bullied but I  have not told anyone.

0 I  have been bullied but I  have told somebody.

Please check the boxes for all the people you have told:

0 12a. Your teacher

0 12b. Another adult at school

0 12c. Your parent(s) /  guardian(s)

0 12d. Your brother(s) /  sister(s)

0 12e. Your friend(s)

0 12f. Somebody else

About bullying other_stud^rrfs

13. How often have you taken part in bullying other students over the past couple of 
months?

0 I  have not bullied another student(s) at school in the past 
couple of months

0 I t  has only happened once or twice 

0 2 or 3 times a month 

0 /About once a week 

0 Several times a week
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Have you bullied another student(s) at school in the past couple of months in one 

or more of the following ways:

14. I  called another student(s) mean names and fun or teased them in hurtful ways

l2l I t  has not happened in the past couple o f months 

l2l I t  has only happened once or twice 

13 2 or 3 times a month 

IE About once a week 

0  Several times a week

15. I  kept him or her out o f things on purpose, excluded him or her from my group of 

friends or completely ignored him or her.

IE I t  has not happened in the past couple of months

in I t  has only happened once or twice

0  2 or 3 times a month

0  About once a week

13 Several times a week

16. I  h it, kicked, pushed, and shoved him or her around or locked him or her indoors.

ID I t  has not happened in the past couple of months 

0 I t  has only happened once or twice 

13 2 or 3 times a month 

0 About once a week 

0  Several times a week
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17. I  bullied him or her with mean names or comments about his or her race or skin 

colour.

I2l I t  has not happened in the past couple of months 

0 I t  has only happened once or twice 

0 2 or 3 times a month 

IE About once a week 

0 Several times a week

18. Do you think you could join in bullying a student you don't like?

0 Yes

0 Yes, maybe 

0 I  do not know 

0 No, I  don't think so.

0 No

0 Definitely no.

How do you usually react if  you see or learn th a t a student your age is being bullied?

0 I  have never noticed students my age have been bullied.

0 I  take part in the bullying 

0 I  do not do anything, I  think the bullying is ok.

0 I  jus t watch what goes on 

I  don't do anything but I  think I  ought to help the bullied student 

0 I  try  to help the bullied student in one way or another.

How often are you afra id  of being bullied by other students in your school?

0 Never 

0 Seldom 

0 Sometimes 

0 Fairly often  

0 O ften  

0 Very often
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________________________________________________________________________________s

Part 8: About You
U

Directions:

Here are some sentences th a t tell how some people feel about themselves. Read each 

sentence and decide whether it tells the way you feel about yourself. I f  it is true or 

mostly true fo r you, check the word yes next below the statement. I f  it is false or 

mostly false fo r you, check the word no. Answer every question, even if  some are hard 

to decide. Do not check both yes and no fo r the same sentence. Remember th a t there  

are no right or wrong answers. Only you can tell us how you feel about yourself, so we 

hope you will mark each sentence the way you really feel inside.

1. My classmates make fun of me

la Yes 

[21 No.

2 . 1 am a happy person

0 Yes 

0 No.

3. I t  is hard fo r me to make friends

0 Yes 

[21 No.

4 . 1 am often sad

a Yes 

0 No.

5 . 1 am smart

0 Yes 

0 No.

6 . 1 am shy

0 Yes 

0 No.
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7 . 1 get nervous when the teacher calls on me

0 Yes 

0 No.

8. My looks bother me

0 Yes

I2l No.

9 . 1 am a leader in games and sports

0 Yes 

0 No.

10. I  get worried when we have tests in school

0 Yes 

0 No.

11.1 am unpopular

0 Yes 

0 No.

1 2 .1 am well behaved in school

0 Yes 

0 No.

13. I t  is usually my fau lt when something goes wrong

0 Yes 

0 No.

1 4 .1 cause trouble to my family

0 Yes 

0 No.

1 5 .1 am strong

0 Yes 

0 No.

1 6 .1 am an important member o f my family

0 Yes 

0 No.

1 7 .1 give up easily

0 Yes 

0 No.
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18.1 am good in my schoolwork

in Yes 

in No.

19 .1 do many bad things

IE Yes 

0 No.

2 0 .1 behave badly at home

El Yes 

0 No.

21 .1 am slow in finishing my schoolwork

0 Yes 

0 No.

2 2 . 1 am an important member of my class

0 Yes 

0 No.

2 3 . 1 am nervous

0 Yes 

0 No.

24. I  can give a good report in front of the class

0 Yes 

0 No.

25. In  school I  am a dreamer

0 Yes 

0 No.

26. My friends like my ideas

0 Yes 

0 No.

2 7 . 1 often get into trouble

0 Yes 

0 No.

2 8 . 1 am lucky

0 Yes 

0 No.
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2 9 .1 worry a lot

IE Yes 

0 No.

30. My parents expect too much of me

0 Yes 

I2l No.

3 1 .1 like being the way I  am

l2l Yes 

El No.

3 2 . 1 feel le f t  out of things

0 Yes 

0 No.

3 3 . 1 have nice hair

13 Yes 

0 No.

3 4 . 1 often volunteer in school

I2l Yes 

0 No.

35. I  wish I  were d iffe re n t

0 Yes 

El No.

3 6 . 1 hate school

0 Yes 

0 No.

3 7 . 1 am among the last to be chosen fo r games and sports

0 Yes 

0 No.

3 8 . 1 am often mean to other people

0 Yes 

0 No.

39. My classmates in school think th a t I  have good ideas

0 Yes 

0 No.
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4 0 . 1 am unhappy

121 Yes 

la No.

4 1 . 1 have many friends

0 Yes 

0 No.

4 2 . 1 am cheerfu l

0 Yes 

0 No.

4 3 . 1 am dumb about most things

0 Yes 

0 No.

4 4 . 1 am good-looking

0 Yes 

0 No.

45. I  get into a lot o f fig h ts

0 Yes 

0 No.

4 6 . 1 am popular w ith boys

0 Yes 

0 No.

47. People pick on me

0 Yes 

0 No.

48. My fam ily is disappointed in me

0 Yes 

0 No

4 9 . 1 have a pleasant face

0 Yes 

0 No.
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50. When I  grow up, I  will be an important person

El Yes 

13 No.

51. In  games and sports, I  watch instead of play

I2l Yes 

I2l No.

5 2 . 1 forget what I  learn

I2l Yes 

13 No.

5 3 . 1 am easy to get along with

0 Yes

13 No.

5 4 . 1 am popular with girls

13 Yes 

[3 No.

55. I  am a good reader

0 Yes 

13 No.

5 6 . 1 am often afraid

13 Yes 

(3 No.

5 7 . 1 am different from other people

13 Yes 

0 No.

5 8 . 1 think bad thoughts

0 Yes 

0 No.

5 9 . 1 cry easily

0 Yes 

0 No.

6 0 . 1 am a good person

0 Yes 

0 No.
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Please read these statements and tick  the answer tha t best describes how you've fe lt  

in the past week. Please answer as honestly as you can. The correct answer is to say 

how you really have fe lt.

Mostly Sometimes Never
1 I  look forward to things as much os I  

used to.
2 I  sleep very well.

3 I  feel like crying.

4 I  like to go out and play.

5 I  feel like running away.

6. I  get tummy aches

7. I  have lots of energy

8. I  enjoy my food.

9. I  can stick up for myself.

10. I  think life isn't worth living.

11. I  am good at the things I  do.

12. I  enjoy the things I  do as much as I  
used to.

13. I  like talking with my family.

14. I  have bad dreams.

15. I  feel very lonely.

16. I  am easily cheered up.

17. I  feel so sad I  can hardly stand it.

18. I  feel very bored.
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A p p e n d i x  E: C h il d  I n f o r m a t i o n  S h e e t  a n d  Co n s e n t  F o r m

Hello,

My name is Kate and I am a student at Trinity College in Dublin. I am trying 

to learn more about how kids from different backgrounds get on with each 

other. To do this, I'm looking talking to kids from schools all over Ireland. I 

have chosen your classrooms as one of the classrooms to study. This sheet 

will give you some more information about the study. If you have any 

questions, please ask!

Why was our class chosen?

I'm talking to children who are in primary school, mostly kids who are 

between the ages of 8 and 1 1 .1 want to find out how kids from different 

backgrounds get on with each other. Your school has kids from different 

backgrounds, so I think I could learn a lot from talking to you.

Why do you want to know more about us?

I'm hoping that this project will give me a good idea of what it's really like 

for kids in primary school today. Sometimes it's hard for adults to know 

how kids really feel, what they like to do, and how they get on with each 

other. I want to listen to what you really think about things. This is really 

important because it can help the government, teachers, principals, and 

parents make decisions that can help make life better for children.

What happens if I take part?

Here is what will happen if you decide to take part in the project:

■ I will ask you to sign a sheet that says that you are OK with taking 

part in the study. I will also ask you to bring a sheet home for your
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parent or guardian to sign, too. I want to make sure that they are OK 

with you taking part in the study, too.

■ I will be visit your classroom sometime in the next week. At that 

point, I will ask you to complete a survey that will ask you questions 

about your life, your friends, your family, your neighborhood, your 

classmates, and your opinions on things. It will also ask questions 

about how you get on with other kids in the class and what you think 

about people from different backgrounds. There are no right or 

wrong answers and it is not a test.

■ It is important for you to know that I will not tell your answers to 

anybody. I just want to know more about you and what you really 

think. The most important thing is that you try to tell the truth.

Do I have to?

Not at all! It is totally up to you to decide if you want to be a part  of project. 

If you decide that you don’t want to take part, that’s OK with me. Also, if 

you do decide to take part, you can choose not to answer any questions that 

you don't like.

I want to take part. What next?

Go home and talk to your parents or guardians about the study. Then fill 

out the forms and bring them back to your teacher.

Please let me know if you have any questions! You can call me or email me 

if you do.

018962916 or babineak@tcd.ie

I look forward to talk with you more in the coming weeks!
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Participant Consent Form

My Name Is:____________________________________________________________

I go to school a t :________________________________________________________

My teacher's name is :____________________________________________________

My Class is :_____________________________________________________________

❖ I want to take part in the project.

❖ I have talked to  my parents or guardian about taking part in the study.

❖ I have read the information sheet and I understand what the project is all about.

❖ I understand tha t I w ill be asked questions about my life, my friends, my family, my interests, 

and my feelings about certain things.

❖ I know that this is not a test and there are no right or wrong answers.

❖ I know that I can stop taking part at any time. I know that I can skip any questions that I 

don 't want to  answer.

❖ If I have any questions, I know that I can talk to the researcher. If I have any ideas about the 

project, I know that I can talk to  the researcher.

❖ I feel comfortable talking to  the researcher.

My Signature:______________________________________________________________________

Today's Date:______________________________________________________________________
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A p p e n d i x  F: Pa r e n t a l  I n t r o d u c t o r y  L e t t e r , I n f o r m a t i o n

Sh e e t , a n d  Co n s e n t  F o r m

Dear Parent /  Guardian,

My name is Kate Babineau and I am a PhD student based in the Children's Research Centre at Trinity 

College in Dublin. I am writing to  you about my research, which I w ill be conducting in your child's 

school over the next few weeks. I would like to  ask permission for your child to  be a part of this 

project.

Attached to  this le tter you w ill find an inform ation sheet providing detailed information about the 

project and a consent form. In short, I am designing a new survey to measure how children from 

d ifferent ethnic and cultural backgrounds interact w ith each other. To do this, I w ill be asking 

children to complete a questionnaire during class time.

If you are comfortable with your child taking part in the study, please sign and return the attached 

consent form to  your child's teacher.

If you have any questions or concerns, please contact me either by phone or by email: 018962901 or 

babineak@tcd.ie

Thank you in advance for your support and help.

Sincerely,

Kate Babineau 

PhD Candidate 

Trinity College Dublin
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Parental Information Sheet

W hat is this study about?

I am in the early stages of developing a survey about how/ children from diverse ethnic backgrounds 

interact. The purpose of this study is to  develop a questionnaire that accurately measures how/ 

children from  d ifferent backgrounds interrelate and also w/hat might influence these interactions.

Why is this study important?

In order to  understand how children get along, it is im portant to talk to children directly about their 

experiences and the ir opinions. In gaining a w ider perspective on children's inter-ethnic relations, it 

is possible to  develop policies and strategies that w ill make children's social and academic lives 

richer and more productive.

Why was my child's school selected?

The study is looking at how children from d ifferent ethnic and cultural backgrounds interact and get 

on. Your child attends an ethnically diverse primary school, which provides an ideal location for 

looking at these interactions in more detail.

W hat does participation involve?

If you and your child choose to  get involved, your child will be asked to complete a questionnaire 

during class time. The survey includes questions on your child's peer relations, school, 

neighbourhood, experiences w ith  discrimination, and inter-ethnic contact. It also includes questions 

on bullying, the Depression Self-Rating Scale for Children (DSRS), and the Piers-Harris Self-Concept 

Scale. The DSRS and the Piers-Harris scales have been used in research studies w ith children both 

nationally and internationally. The survey w ill take approximately 60 minutes for your child to 

complete.

Does my child have to participate?

Absolutely not. Participation is 100% voluntary. No child w ill be included in any stage o f the research 

unless they have given consent and their parents have given consent. Both children and parents can 

revoke consent at any stage o f the research.

Confidentiality

All information that is gathered in this study remains 100% confidential. Your child's information w ill 

be stored in a secure computer tha t is only used by members of the research team. No one will have 

access to  the information gathered in this study aside from the researchers and it w ill only be used 

for research purposes. There w ill be no identifiable information stored in the computer at any stage 

during this research.
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Who is conducting this study?

My name is Kate Babineau and I am a PhD student based in the Children's Research Centre at Trinity 

College in Dublin. Prior to starting my PhD, I was a primary school teacher in New Orleans in the 

United States. It is my background in education that sparked my interest in children's peer 

relationships. I receive funding fo r this project from the Trinity Immigration Initiative.

If you have any questions or concerns, I would be happy to discuss them w ith you. My phone 

number is 018962901 and my email address is babineak@tcd.ie. Please don 't hesitate to  contact me.

How do I give my consent?

The next step in the process is to  read and sign the consent form  tha t is contained in this envelope. 

After doing so, please return the consent form  to  your child's teacher.

I'd like to  thank you in advance for your participation and support. It is through research that we are 

able to  learn about children's lives and understand how to improve the future for all children and 

families in Ireland and abroad. W ithout parents' time and consent, studies like this would be unable 

to  proceed.

Thank you for your tim e and your assistance.
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Parental /  Guardian Consent Form

Child's Nanne:_________________________________________  Child's Class:___________

Child's School:_________________________________________

❖ I have read and understood the information sheet provided.

❖ I consent to  my child taking part in the present research study.

❖ I understand that my child w ill take part in a classroom-based survey. The survey w ill be

conducted in my child's school by a researcher who has received Garda Vetting clearance.

❖ I understand that my child's inform ation w ill be collected and stored, confidentially, in a

computer that is used fo r research purposes.

I understand that my child's participation in this study is completely voluntarily and he/she 

can w ithdraw  from the study at any time.

❖ I understand that I can w ithdraw  consent for my child to  participate in this study at any time.

Parent /  Guardian's Nam e:_________________________________________________________

Parent /  Guardian's S ignature:______________________________________________________

Date:_____________________________________________
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A p p e n d i x  G: M i s s i n g  D a t a  T r e a t m e n t

Missing da ta  is com mon in quant i ta t ive  research,  par ticularly w h e n  adminis ter ing lengthy pilot 

surveys.  This presen ts  a problem for r e sea rc her s  and can lead to bias, skew^ed, or 

m is rep re sen ted  findings. Despite the  ser ious  implications of mis t rea t ing missing data, few 

quan t i ta t ive  s tudies  provide detai led accounts  of thei r  app roaches  [Allison, 2001; McKnight, 

McKnight, Sidani, & Figueredo,  2007).  This section will add res s  the  nature  of missing data  in the 

cu r ren t  s tudy  and provide  a rat ionale for and description of the  data  t r ea tm en ts  employed.

W h e n  des igning and tes ting a new  measure ,  ther e  is an increased risk of missing data due  to the 

lengthy and  comprehensive  n a tu re  of pilot inst ruments .  Research repeatedly  d em o n s t r a te s  tha t  

missing data  r a tes  increase wi th  the  length of a pen and p ape r  su rvey due to re sponden t  fatigue 

(McKnight et al., 2007).  This is par ticularly t ru e  when  adm inis ter ing long quant i tat ive measu res  

to chi ldren,  as they tend to have sho r t e r  a t tent ion spans  than adul t s  (Scott, 2000b; Solberg & 

Olweus,  2003).  Given the  na tu re  of this research,  there  was  no way to minimize the  length of the  

measure .  Instead,  precaut ions  w e re  put  in place whi le designing and adminis ter ing the survey 

to c i rc umvent  missing data, including making the  measur e  'child-friendly'  in te rm s  of 

pr esen ta t ion,  al lowing b a th ro o m  and w a te r  breaks ,  and adminis ter ing the  tes t  orally to the  class.

There  is no definitive, 'best  pract ice’ way  to appr oach  missing data.  Appropr ia te  t r e a tm e n t  of 

missing data  is d e p e n d en t  on the  type  of missing data, the  size of the  sample,  the nature  of the 

var iables,  and the con ten t  of the  research.  The cu r rent  projec t app roache d  the t r e a tm e n t  first 

by conduct ing Expectat ion Maximizat ion (EM) and Missing Value Analyses (MVA) of the data  to 

get  an  overview of the  missing data.  Tests  d em o n s t r a t e d  that  nearly  all of the  var iables  had at 

least  one  missing case. 94 .77% of var iables included missing data.  While this percentage  is high, 

it is co m m o n  to exper ience  h igher  levels of missing data  w h en  surveying children. More than 

half of  cases had at  least  one missing var iables (62.02%).  However,  the total  missing data came 

to only 5.12%.

For a c o m p r e h e n s iv e  theo ret ica l  and technica l  d iscuss ion  o f  m issing data , refer to  (Longford, 2005)
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Below are pie charts for missing data as generated by SPSS:

Overall Summary of Missing Values

I Complete Data 
I  Incomplete Data

Variables Cases Values

The prelim inary tests also revealed that 12 cases included more than 50% of missing data.

Cases w ith  very high percentages of missing data can be removed from the dataset, as many 

imputation and data treatment methods would produce bias results under these conditions. It 

was decided to remove these cases from the dataset rather than attempt treating or imputation. 

Of the 12 deleted cases, six were from the same 2"^ class classroom. This indicates that there 

may have been an adm inistration issues in this particular classroom.

When adm inistering the survey in this class, many students complained about the length o f the 

survey and the time needed to complete the survey. Several students asked i f  they could "stop” 

the survey after they had been working on it for a length of time. Adhering to the ethical 

guidelines established p rio r to entering the field, children were told that they could stop the 

survey at any stage. A few students stopped and proceeded to w ork on other school w ork at 

the ir desk. It is likely that many of these students failed to complete the survey because of 

respondent fatigue or because the content o f the survey was inappropriate for the ir age group. 

This issue and other adm inistration issues are discussed in the methodology chapter.

Also of note, 8 out of the 12 deleted respondents were male.
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A table of deleted cases is presented below:

Respondent ID G ender Class ft o f  Missing Responses % o f Missing Responses

S04C1R04 M 2 nd 107 58.2%
S04C1R23 M 2 nd 117 63.6%
S04C1R30 M 2 nd 118 64.1%
S04C1R27 M 2 nd 135 73.4%
S04C1R09 F 2 nd 151 82.1%
S04C1R20 F 2 nd 153 83.2%
S01C1R18 M 3 rd 115 62.5%
S02C1R21 M 3 rd 116 63.0%
S01C1R08 M 3 rd 116 63.0%
S02C1R07 M 3 rd 118 64.1%
S03C1R04 F 4 th 119 64.7%
S03C1R08 F 4 th

1 2 0 65.2%

Individual items were then examined to determine which variables contained the most amount 

o f missing data. Out of the 50 variables w ith  the highest percentages o f missing data, 48 of them 

are from the Olweus Bullying Questionnaire, the Piers Harris test, and the Depression Index 

outcome measures. These were the last three scales included in the packet, further indicating 

that respondents may have been suffering from fatigue as they completed the survey.

Notably, there are two questions w ith  high levels of missing data from the new measure: How 

many o f your friends were born in Ireland? (13% missing) and How many o f your best friends 

were born outside o f Ireland? (12% missing). The relatively high level of missing data on these 

two variables is most like ly a result of the questions themselves. These were conditional, follow- 

up questions to the question "Do you have any best friends who were born in Ireland?" and "Do 

you have any best friends who were born outside o f Ireland?" Children who indicated that they 

did not have any friends born in either of these locations left the question blank and it was 

coded as ‘missing’.

A fter exploring frequencies, correlations, and descriptive w ith  the missing data, it was time to 

establish a treatment strategy. Prior to developing a data treatment strategy for the new 

measure, missing data from the existing scales were treated according to standardized 

recommendations by the scales developers. However, out o f the three standardized scales used 

in the pilot, only one contained instructions on how to approach missing data: The Piers Harris 

scale.

Missing Data: Piers Harris Questionnaire

The Piers Harris instruction manual includes a section on the recommended treatment of 

missing data for the instrument. Given that it is a w idely used and validated measure, it was
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decided tha t  missing data from the  Piers Harris in s t ru m en t  would  be t rea t ed  by the develope r’s 

re com m ended  guidelines.  The re co m m en d e d  s t ra tegy is bes t  explained by the manual  itself:

Invalid responses (those w ith no response m arked  or both ye s  and no m arked) are not included in 

the calculation o f  the Piers Harris 2  raw  scores, on the assum ption th a t children m ay om it 

responses or m ark both respond choices because they fee l em barrassed about endorsing low self- 

concept responses. I f  the invalid responses w ere com pleted in the direction o f  low self-concept, they  

w ould be scored 'O' and  w ould no t contribu te to the raw  scores. Thus, excluding invalid responses 

fro m  the raw  scores is considered the best w ay to approxim ate w h a t the scores would be i f  the 

child w ere to com plete all the item s properly. Nevertheless, there is a lim it to how  m any invalid  

responses there can be before the entire Piers Harris 2 protocol becom es invalid. /Is a rule, you  

should n o t proceed w ith scoring and in terpreting the protocol i f  it contains seven or m ore invalid  

responses. In addition, any dom ain scale th a t contains three or m ore invalid responses should n o t 

be scores or interpreted. (Piers, 2002)

The Piers Harris missing data w as  t rea ted  as re com m ended  by the  developer.  Per instruction,  

cases wi th more  than seven invalid re sponses  w e re  not  included in the  final analysis. There 

w e re  four cases tha t  met  the  criteria.  After removing the 12 ex t re me cases and t rea t ing the  Piers 

Harris data,  1 reran  the  MVA to det er m in e the  modified missing data values.  As the table below 

demons t ra te s ,  the  total am o u n t  of missing data  was  great ly reduced  to 1.40% af ter  t rea ting the 

Piers Harris data.  The top five var iables wi th the  highes t am o u n t  of missing data remain  the 

same.

O verall S u m m ary  o f M issing  V alues

■  C o m p le te  DalA 
I  In c o m p le te  D ata

V aria b le s  C ases  V alues

The rema ining  missing data w as  then  tes ted  to det ermine w h a t  ‘ty pe ’ of missing data tha t  was  

p re sen t  so that  we  could p roceed  wi th fur ther  t rea tmen t :  missing completely at  ra ndom 

[MCAR), missing at ra ndom  (MAR), or  missing not at r and om  [MNAR] [Allison, 2001; R. ]. A. 

Little & Rubin, 2002; Mallinckrodt,  2013).  The ‘ty pe ’ of missing data informs the  statistical 

t r e a tm e n t  tha t  will be employed. There  is one  widely accepted formal method  for tes ting for the  

MCAR assumpt ion:  The Little tes t  (Roderick J. A. Little, 1988; R. J. A. Little & Rubin, 2002;
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McKnight et al., 2007],  The MCAR tes t compare s  the  observed var iable means  for each pat tern  

of missing values and compare s  them with est imated populat ion values and creates  an overall, 

weighted,  squ ar e  deviat ion (McKnight et al., 2007).

When conducted on the  enti re datase t  including ou tcome measures,  Little’s MCAR tes t  rejected 

the  hypothes is  tha t  the  data was  not  missing completely at  r ando m (Chi Squared = 2737.34,  DF 

= 2708,  Sig. = .342), which means  that  imputa t ion st ra tegies for MCAR data  are  app ropr i a t e  for 

use wi th this data set. When conducted on only the  new  measure ,  Little’s MCAR tes t also 

accepted tha t  the  data  was  classifiable as MCAR [Chi Squared = 444.651,  DF = 461,  Sig. = .699). 

When conducted on the  OBVQ quest ionnaire ,  the  MCAR hypothes is could be rejected,  

suggesting that  this subscale can also be qualified as MCAR (Chi Squared = 57.57, DF = 53, Sig.

= .305). When conducted on the  DSC subscale,  Little’s Test  indicated that  in this measure ,  the  

data  was  also MCAR (Chi Squared = 89.39, DF -  90, Sig =.498). Among the data  from the  new 

measure ,  the  total am o u n t  of missing data w'as minimal  (0.7%) so it was  decided that  no 

imputa t ion method would  be used for these  scales. This will pre serve  the  integri ty of the  scale 

and avoid the  potent ial  for bias in the analysis of the new measure.

Missing data was  t rea ted  a t  the  subscale level with both the  Olweus BVQ quest ionnaire  and the 

Chi ldren’s Depress ion Self Report  Scale. Given the  nature  of the  missing data  and the  size of the 

sample,  it was  deter mined  that  a Maximum Likelihood (ML) method of would  be most  sui table 

for t rea t ing the  data.  Research indicates tha t  ML is among the most  reliable t r e a tm e n t s  of 

missing data for quant i ta t ive s tudies  wi th small sample  sizes (Gold & Bentler,  2000;  Peyre, 

Leplege, & Coste, 2011).  An imputa t ion a lgori thm know n as Expectat ion Maximization (EM) was  

used to t rea t  the  missing data.  The EM algor i thm genera te s  es t imated values  for missing data 

by combining complete-data  analysis wi th  es t imat ion of sufficient stat istics (Longford, 2005; 

Musil, Warner ,  Yobas, & Jones, 2002).  It does  this by relying on expectat ion (E-step) and 

maximizat ion (M-step) algori thms.  The E-step calculates predicted values based on the 

complete data while the  M-step replaces  missing values wi th the  E-step predic ted  values  and 

then re-computes  new expected values.  Psychometricians argue that  EM produces  unbiased 

p a r am e te r  es t imates  for MCAR data and has been proven to be supe r io r  to man y  o the r  method s  

of data t r e a tm e n t  including listwise deletion,  pa irwise deletion, regression,  and means  

imputa t ion (Musil et al., 2002).  Limitations of EM include the potent ial  for und er es t im a te d  

range of scores and s t an da rd  deviat ions  (Allison, 2001;  Baraldi & Enders,  2010).
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A ppendix H: Sy n t a x for M o k k e n A nalyses in R

First, install mokken package 
>library(mokken)
>data = read.csvC"F:\\contact.CSV")
### Begin by assessing the overall scalability and factors in 
Contact Scale using AISP
> contactall <- data[, 1:12]
>
> scaleall <- aispCcontactall, verbose = FALSE)
> scaleall

Scale
Contactll 2
ContactI2 2
ContactI3 2
ContactI4 2
ContactI5 2
ContactlG 2
ContactFl
ContactF2
ContactF3
ContactF4
ContactF5
ContactFG

### The above shows that there are two separate factors loading 
scale 1 and 2

####Compute scalability coefficients Hij, Hi, and H for Contact 
Scale 1 (Contact with Irish Born Children)
> contactl <- data[, 1:6]
> coefficients <- coefH(contactl)
> coefficients$Hij

Contactll se ContactI2 se ContactI3 se
Contactll 0.703 (0.081) 0.587 (0.091)
ContactI2 0.703 (0.081) 0.531 (0.087)
ContactI3 0.587 (0.091) 0.531 (0.087)



ContactI4 0.404 (0.131) 0.402 (0.094) 0.719 (0.053)
ContactI5 0.069 (0.188) 0.300 (0.134) 0.498 (0.073)
Contactl6 0.302 (0.152) 0.450 (0.099) 0.536 (0.068)

ContactI4 se ContactlS1 se Contactl6 se
Contactll 0.404 (0.131) 0.069 (0.188) 0.302 (0.152)
ContactIZ 0.402 (0.094) 0.300 (0.134) 0.450 (0.099)
ContactlS 0.719 (0.053) 0.498 (0.073) 0.536 (0.068)
ContactI4 0.557 (0.063) 0.572 (0.059)
ContactlS 0.557 (0.063) 0.793 (0.044)
Contactl6 0.572 (0.059) 0.793 (0.044)

#### Calculate only the item scalability coefficients for Contai

> coefficientsSHi
Item H se 

Contactll 0.456 (0.096)
ContactIZ 0.477 (0.075)
ContactI3 0.581 (0.043)
ContactI4 0.559 (0.047)
ContactlS 0.547 (0.062)
Contactl6 0.595 (0.048)

###Extract and round coefficients to two integers. Extract H.

> coefficients$H 
Scale H se

0.547 (0.048)

# Investigate the assumption of monotonicity for Contactl

> monotonicity.list <- check.monotonicity(contactl)
> summary(monotonicity.list)

ItemH #ac #vi #vi/#ac maxvi sum sum/#ac zmax #zsig crit
Contactll 0.46 3 0 0 0 0 0 0 0 0
ContactI2 0.48 4 0 0 0 0 0 0 0 0
ContactI3 0.58 3 0 0 0 0 0 0 0 0
ContactI4 0.56 4 0 0 0 0 0 0 0 0
ContactlS 0.55 4 0 0 0 0 0 0 0 0
Contactl6 0.59 4 0 0 0 0 0 0 0 0

# Makes plots of monotonicity for Contact 1

> plot(monotonicity.list)

# Investigate the assumption of IIO using method MIIO for Contactl
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iio.list <- check.iioCcontactl) 
summary(iio.list)

Smethod 
[1] "MHO"

$itern.summary
ItemH #ac #vi #vi/#ac maxvi sum sum/#ac tmax #tsig crit

Contactll 0.46 5 0 0 0 0 0 0 0 0
ContactI2 0.48 5 0 0 0 0 0 0 0 0
ContactI3 0.58 5 0 0 0 0 0 0 0 0
ContactI4 0.56 5 0 0 0 0 0 0 0 0
Contactl6 0.60 5 0 0 0 0 0 0 0 0
ContactI5 0.55 5 0 0 0 0 0 0 0 0

Sbackward.selection 
step 1 

Contactll 0
ContactIZ 0
ContactI3 0
ContactI4 0
Contactl6 0
ContactlS 0

$HT
[1] 0.7518454

# Plot 110 findings for Contactl 

plot(iio.list)

# Compute the reliability of the scale using Cronbach’s Alpha, MS, 
and Lambda

check.reliability(contactl)

$MS
[1] 0.8676452 

$alpha
[1] 0.803301

Slambda.2 
[1] 0.8289746
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Syntax for Mokken ScalLog Analysis in R for Contact w ith Migrant Children Scale

### Sytnax ContactZ######

> contactZ <- data[, 17:22]
>
> coefficients <- coefH(contact2)
>
> coefficients$Hij

ContactFl se ContactF2 se ContactF3 se
ContactFl 0.799 (0.046) 0.614 (0.066)
ContactF2 0.799 (0.046) 0.613 (0.061)
ContactFB 0.614 (0.066) 0.613 (0.061)
ContactFA 0.522 (0.079) 0.539 (0.071) 0.840 (0.031)
ContactF5 0.399 (0.097) 0.344 (0.099) 0.625 (0.053)
ContactF6 0,316 (0.101) 0.355 (0.091) 0.588 (0.056)

ContactF4 se ContactF5 se ContactF6 se
ContactFl 0.522 (0.079) 0.399 (0.097) 0.316 (0.101)
ContactF2 0.539 (0.071) 0.344 (0.099) 0.355 (0.091)
ContactF3 0.840 (0.031) 0.625 (0.053) 0.588 (0.056)
ContactF4 0.691 (0.044) 0.688 (0.047)
ContactFS 0.691 (0.044) 0.900 (0.025)
ContactF6 0.688 (0.047) 0.900 (0.025)
>
> coefficients$Hi

Item H se
ContactFl 0.564 (0.061)
ContactF2 0.554 (0.059)
ContactF3 0.663 (0.032)
ContactF4 0.665 (0.033)
ContactF5 0.624 (0.044)
ContactF6 0.602 (0.045)

> coefficients$H 
Scale H se

0.615 C0.039)
>
> monotonicity.list <- check.monotonicity(contact2)
> summaryCmonotonicity.list)

ItemH #ac #vi #vi/#ac maxvi sum sum/#ac zmax #zsig crit
ContactFl 0.56 4 0 0 0 0 0 0 0 0
ContactF2 0.55 4 0 0 0 0 0 0 0 0
ContactF3 0.66 4 0 0 0 0 0 0 0 0
ContactF4 0.66 4 0 0 0 0 0 0 0 0
ContactF5 0.62 8 0 0 0 0 0 0 0 0
ContactF6 0.60 3 0 0 0 0 0 0 0 0
>
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> plot(monotonicity.list)
Hit <Return> to see next plot:

> iio.list <- check.iio(contact2)
> summaryCiio.list)
Smethod
[1] "MHO"

$item.summary
ItemH #ac #vi #vi/#ac maxvi sum sum/#ac tmax #tsig crit

ContactFl 0.56 5 0 0 0 0 0 0 0 0
ContactF2 0.55 5 0 0 0 0 0 0 0 0
ContactFS 0.66 5 0 0 0 0 0 0 0 0
ContactF4 0.66 5 0 0 0 0 0 0 0 0
ContactF6 0.60 5 0 0 0 0 0 0 0 0
ContactFS 0.62 5 0 0 0 0 0 0 0 0

Sbackward.selection 
step 1 

ContactFl 0
ContactFZ 0
ContactF3 0
ContactF4 0
ContactFG 0
ContactFS 0
$HT
[1] 0.650020

> check.reliabilityCcontactZ) 
SMS
[1] 0.880906 
$alpha
[1] 0.8632089 
Slambda.2 
[1] 0.8754202
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A p p e n d ix  I: A l t e r n a t iv e  CFA Pa t h  D ia g r a m s

One Factor Bullying Model:

<s>crim1 log

Two Factor Bullying Model:

scriml l<

(Q 2 A I0 1

Discrimination

IQ2DI.

iQ2EI«
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iQ3Ah

Observed
Bullying

1Q3EI<
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One Factor Contact Model;

ContactlHog

ContsKrtlSlog

Contactl6log

ContactF 1 log

Contact
Contac:tF3tog

ContactF4log

ContactFSlog

Two Factor Contact, not covarying:

Contact11 log

Contactl4log

Contactlolog

ContactFI log

Contact Mig

ContactFolog
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