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ABSTRACT 

Purpose: The purpose of this study is to investigate how isolated immigrant adolescents 

seek and use necessary information when they are not able to use significant information 

sources—their peer groups—in the period of transition before new peer groups are established.  

Method: To achieve the study’s purpose, sixteen recently arrived (three years or less) 

Korean immigrant adolescents (12 and 18 years old) were recruited through snowballing and 

purposive samplings. For data collection, a mixed method including survey and in-depth 

interview was employed through three research phases. First, participants’ demographic profiles 

and their information use environments [IUEs] were described through survey and interview 

(Phase I: Survey/In-depth Interview). Second, participants’ isolated status was measured with 

three measurement scales and the motivation and contextual backgrounds of the survey results 

were analyzed via interview (Phase II: Surveys/In-depth Interview). Third, isolated Korean 

immigrant adolescents’ migration journey and their information needs and seeking behaviors 

were described in interviews (Phase III: In-depth Interview).  

Finding: In analyzing the study participants’ everyday life information seeking and their 

contextual features, such as their isolated condition and motivation for migration, a preliminary 

understanding of isolated adolescents’ information world was gained: how they interpret their 

current situations and daily hassles, seek (or do not seek), and utilize information to cope with 

their daily life problems, and evaluate their use of information, including library systems and 

interpersonal sources. In particular, three main information needs were found: ELIS Need 1—

English language skills to facilitate learning activities in school in the United States; ELIS Need 

2—Social skills to facilitate making friends and to become accustomed to American culture and 

normative behaviors; ELIS Need 3—Study skills to facilitate academic success in highly 
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competitive educational environments in Korea. To fulfill their cognitive needs—ELIS Need 1 

and ELIS 3—the participants usually sought parents, teachers, Internet sources, and DIY. For 

their socio-affective needs—ELIS Need 2, they used guidance or counseling from their parents 

or selected passive coping strategies, such as the ignorance of their reality or information-

avoiding. Their main information needs were usually satisfied through the information sources 

provided by their family members—parents. 

Conclusion: Five main emergent themes were analyzed from the findings (six categories 

of findings) and pertinent theories/models to interpret these unique features were suggested and 

discussed: Parents attachment in information seeking and uses (Theme 1); Dependence on 

interpersonal information sources (Theme 2); Information Ground (Theme 3); Two-step flow 

(Theme 4); Passive information-seeking, information-avoiding and ignorance (Theme 5). Also, 

this study suggested some empirical alternatives and implications to improve isolated 

immigrants’ information world: (1) Peer-mentoring program; (2) Immigrant parents’ school 

involvement/parents’ education; (3) Teachers’ education of cultural competence skills; (4) 

Library PR; (5) Library outreach to whole immigrant family members as a unit. Finally, the 

contributions of the study in several key areas, the limitation of this study and future studies—to 

supplement the limitation of this study and to interpret the emergent unique social and 

information phenomena—were suggested and discussed.  
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CHAPTER ONE 

INTRODUCTION 

1.1. Statement of the Problem 

Peers are important to adolescents. Peer acceptance and membership in cliques are a 

significant aspect of adolescents’ experiences (Yu, Hoffman, & Russell, 2009). This salient 

feature of adolescents—the strong dependence on peers and the desire for independence from the 

adult world—is a natural and important phenomenon in the process of completing their 

developmental tasks (Scholte & Aken, 2006). The increased importance of peer friendships in 

adolescence is tangibly reflected in the amount of time adolescents spend with their friends. 

Most adolescents spend a large amount of individual time in peer group interactions. In a typical 

week, high school students spend twice as much time with their peers (29%) as with their parents 

or other adults (15%) (Brown, 1990). In the case of teenagers living in the United States, a study 

found that they spend more times with their peers compared with other ethnic groups. American 

teens spend an average of twenty hours per week of non-classroom time with peers, compared to 

the two to three hours reported in Japan and in the Soviet Union (Savin-Williams & Berndt, 

1990). Also, a study in Australia reported that when the majority of adolescents sought help with 

their problems, 76% did so from close friends first (Fryenberg, 1997). In addition, research in the 

field of Library and Information Studies [LIS] shows that teens regard their peers as their 

favorite and most valuable information source to acquire necessary information (Fisher, 

Marcoux, Meyers, & Landry, 2007; Hughes-Hassell & Agosto, 2007; Meyers, Fisher, & 

Marcoux, 2007).  

However, for many reasons, adolescents can find themselves isolated from their peer 

groups. According to a study of peers’ status among adolescents in the United States (Ryan, 
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2001), 75% of 7th graders belonged to one or one more clique groups, but 15% were classified as 

isolated. A national survey of youth in grade 6-10 also revealed that approximately 29.9% of 

students report being involved in bullying at school, with 13% participating as a bully, 10.9% as 

a victim, and 6% as both (Nansel et al., 2001). The consequences of bullying can be significant 

because victims easily become lonely, depressed, and isolated. Moreover, immigrant adolescents 

may find themselves easily isolated due to differences in culture, language, social norms, 

normative behaviors, etc. Newly arrived immigrant adolescents in the United States may 

experience difficulties in joining established social groups. This can result in a transitional period 

in which a peer group is unavailable to them. When this happens, how do they compensate for 

this lost information source? Previous research has shown that peer groups are an important 

information source for young people. How then, do isolated immigrant adolescents seek 

information to cope with their social isolation and other stressful life situations?  

 To answer the above questions, this dissertation research explores the information world 

of adolescents isolated from peers by conducting in-depth interview and survey with recently 

arrived South Korean immigrant adolescents in the United States. It will provide a preliminary 

understanding of isolated adolescents’ information world by describing young immigrants’ 

information need, and how they seek and utilize information.  

1.2. Research Objective 

 The purpose of this study is to identify and describe new immigrant adolescents’ 

information needs and information seeking behavior when isolated from peer groups. The 

detailed research objectives and the research processes for achieving the objectives are as 

follows:  
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First, the research seeks a deep understanding of who immigrant adolescents are, their 

salient characteristics, and, in general, what is known about immigrant and adolescent 

information behavior in their daily life contexts and specific information environments.  

Second, study participants’ demographic information and current information use 

environments are grasped by surveys and interviews. Also, participants’ levels of isolation are 

assessed with three measurement scales via surveys; then, the background or meanings hidden 

behind the survey results are supplemented with in-depth interviews.  

Third, this study conducts in-depth interviews with new Korean immigrant adolescents in 

Terrace City1 about their specific information seeking behavior: how they move in the new 

country, what their current daily life is like, how they cope with their daily problems, and how 

they use information to cope with their context.  

Finally, this research analyzes the outcomes of surveys and interviews, discusses 

interpretation of the results and limitations of the research, and considers some of the 

implications of this work for future research and practice. 

1.3. Significance of the Study 

Because there are few studies about immigrant adolescents’ information seeking behavior 

in the field of LIS (Caidi, Allard, & Quirke, 2010; Courtright, 2005), this research will provide 

an initial descriptive understanding of isolated immigrant adolescents’ information seeking 

behavior in their daily life context. The results of the study will fill a gap in the information 

seeking behavior related to both youth information seeking and the information needs of 

immigrants. This dissertation will be a significant contribution to the literature to describe 

immigrant adolescents’ information needs and information seeking behavior. Much descriptive 

work in this field—youth information behavior and information world for immigrants—needs to 

                                                 
1 The city’s name is fictitious to protect against disclosure of the research participants’ identifiers. 
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be conducted to set a foundation for further study, leading to explanation, prediction, and theory 

development. In that sense, this study will be a first step toward developing a distinct model and 

theory of information seeking behavior for isolated adolescents. 

Second, findings will inform librarians, educators, and other professionals who work with 

youth. Librarians, administrators or educators who have further understanding about special user 

groups like isolated immigrant adolescents will impact the provision of library programs, 

services, and learning curricula. The data from this study will provide input for successful design 

and delivery of information services and instruction for adolescents, as well as a basis from 

which to support healthy growth for adolescents seeking to fulfill their information needs 

without the help of peers. 

Finally, this study will provide an initial understanding of information needs and seeking 

behaviors of people dealing with isolation and loneliness—for example, newcomers in  

organizations, transfers from other schools or organizations, teens suffering from peer-bullying, 

etc. Furthermore, the research will be the first step in a larger research agenda: How can 

information professionals such as librarians supply information and information services for 

people who have lost their information routes and sources for accessing relevant information 

because they are socially marginalized and isolated from their organization members or peers, 

who represent one of the easiest ways to learn information? 
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CHAPTER TWO 

CONCEPTUAL FRAMEWORK & LITERATURE REVIEW 

 

This chapter defines what the main concepts used in the title of the dissertation are about: 

‘adolescent’ (and/or adolescence), ‘immigrant’ (and/or immigration status), ‘isolated’ (and/or 

isolation), ‘peer groups’, ‘everyday life information seeking’ (and/or information behavior in 

daily life context). Also, this section describes the most pertinent theoretical frameworks for 

understanding isolated immigrant adolescents’ information world and reviews the earlier studies 

related with the topics. 

First, the research reviews the definition and main characteristics of adolescence. The 

literature review focuses on general adolescents’ unique and key characteristics, their 

developmental features and the main concerns in the physical, cognitive, affective, and social 

dimensions. The work—to study adolescents’ developmental features—will help to describe 

adolescents’ information needs and seeking behaviors because adolescents’ information needs 

and distinctive behaviors are greatly reflected by the developmental tasks that they should master 

(Muuss, 2006; Nurmi, 2004; Perkins, 2007). Thus, the literature reviews overview about general 

adolescents’ and immigrant adolescents’ developmental tasks and norms, as well as main issues 

within this special life stage.  

Second, the literature review describes the role of peers in adolescence, in order to 

comprehend isolated adolescents and their information world. From earlier studies, the literature 

review describes what adolescents’ general features are in peer relationships; how they make 

friends and are affiliated into their peer groups; the causes of isolation from peers; and why peer 

relationships are significant in adolescence.     
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Third, the literature review overviews Savolainen’s Everyday Life Information Seeking 

[ELIS] model (1995) and studies evolved from initial ELIS model. Among various contexts in 

which people look for information, the daily life context can be regarded as a suitable space and 

flexible situation to understand adolescents’ daily life hassles and their information needs and 

activities to solve daily life problems (Savolainen, 2004).  

Finally, using most suitable conceptual frameworks, this study seeks to describe and 

interpret isolated immigrant adolescents’ unique information seeking patterns deeply and 

accurately.  

2.1. Immigrant Adolescents’ Characteristics 

2.1.1. Adolescents’ Main Feature  

2.1.1.1. Definition of Adolescence. Adolescence is, in general, considered as a 

transitional period between childhood and adulthood in one’s life span. The etymology of 

adolescence is derived from the Latin “adolescere (adol (e): adult + escere: -ent, into),” which 

suggests a growing toward adulthood (Dictionary.com, 2010). As connoted in the origin of the 

term, it is not just a stage of chronological time or temporal zone between childhood and 

adulthood in a human life span, but a ‘developmental’ transition, which is characterized by 

physiological changes in the body and the emergence of advanced and abstract thought in 

cognitive capacities. It is also a time when an individual moves from being a member of the 

parents’ family to a full member of society by learning to participate in social roles with peers 

and group members (Christenbury, Bomer, & Smagorinsky, 2009; Intrator & Kunzman, 2009; 

Muuss, 2006; Nurmi, 2004).  

However, the term adolescence not only reflects a part of human development, but also 

social conditions and culture (Arnett, 2000; Christenbury et al., 2009). The adage that 
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“adolescence begins in biology and ends in culture”(p. 55) reflects the variable understanding 

about adolescence in the current society (Conger & Galambos, 1997). Although the term 

adolescence first appeared in the 15th century, it was widely accepted and used as a modern idea 

only in the late 19th and early 20th centuries (Muuss, 2006). For instance, changes in child labor 

laws and in expectations of schooling in the United States have affected how adolescence is 

perceived in the society. The need for education for new types of work and the industrial 

revolution resulted in the extension of the period of adolescence. Also, social circumstances 

influence when adolescence end and adulthood begin (King, 2004). More specifically, ‘The 

Minimum Age Convention’ adopted by the International Labor Organization in 1973 sets the 

minimum ages between 14 to 16, to work in an establishment without restrictions or parents’ 

consent. Also, the Child Labor Law in the United States adopted the minimum age to work 

without parents’ consent at 16 (United States Department of Labor, 2009). These examples 

reflect the social and legal consent that current international and American society considers the 

very beginning of independent adulthood. Because the period known as adolescence varied over 

time in cultures and social situations, the exact age range to define adolescence varies by social 

programs or study fields, etc., and has not yet been concurred.  

In developmental trajectories, such as cognition development or social relationships, the 

definition of adolescent can become more different and complex (Arnett, 2000). For example, in 

Psychology, Hall—the first researcher to study adolescents’ psychological traits using scientific 

methods in the early 20th century—defined this period from puberty, at 12-13 years old, to 

reaching full adult status, at 22-25 years old (Hall, 1904). Among various opinions defining 

adolescence, most developmental psychologists have divided adolescence into three phases: 
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early adolescence (10-15 years of age), traditional or mid-adolescence (15-18 years), and late 

adolescence or youth (19-22 years) (Arnett, 2000; Goosens, 2006).   

In socio-administrative organizations like the U.S. Census Bureau (U.S. Census Bureau, 

2010), children are divided into three phases on the section to report American children’s 

characteristics and facts—age, race, household, citizenship status, etc.: under 6 years, 6 to 11, 

and 12 to 17 years. This classification can be easily assumed as categorizing the children groups 

by the ages matched according to the grades of school—before schooling (under 6 years), 

elementary school (6-11 years), middle and high school (12-17 years). Therefore, the current 

American society—specifically educational fields—regards the time of adolescence between 12 

to 17 years. 

In the fields of related health, the World Health Organization [WHO] roughly defines 

adolescence as the life stage between 10 and 20 years of age in line with current children’s 

earlier puberty and rapid physical maturation (World Health Organization, 1988). The Centers 

for Disease Control and Prevention (2011) defines adolescence from age 12 to 17 and National 

Adolescent Health Information Center (2008) defines adolescence from age 10 to 24.  

In the fields studying teens’ uses of Information and Communication Technology [ICT], 

the age range is somewhat wide and various (Large, 2005). The Pew Surveys, that have 

investigated teenagers, framed adolescence between 12 and 17 years of age (Lenhart, Rainie, & 

Lewis, 2001; Levin & Arafeh, 2002). The UCLA Center for Communication Policy survey 

(2003) framed adolescence between 12 and 18 and a Canadian survey for the Media Awareness 

Networks framed teens between 9 to 17 (Environics Research Group, 2001).  

In the field of LIS, the Young Adult Library Services Association [YALSA] division of 

the American Library Association [ALA] defines adolescents as young people between the ages 
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of 12 and 18 (YALSA, 1994), and uses the terms young adult and youth rather than the term 

adolescent. The definition of adolescent, young adult, or youth varies across LIS. A survey of 

public libraries found that the most commonly used age range delimiting adolescence, young 

adult group, or teens is from 12 to 18 years of age (Heaviside, Farris, Dunn, & Fry, 1995). This 

age range also coincides with the definition of young adult by YALSA. 

In conclusion, as stated above, adolescence is in the middle of a developmental 

continuum, so that it is difficult to generalize discussions because of individuals’ great 

differences and gaps. Also, this period may be variable and changeable under the influence of 

social milieus and cultural contexts. Therefore, this study adopts the YALSA definition and 

operationally defines adolescence as the period between 12 to 18 years of age in the human life 

span and adolescents as the young people in this age group. When considering the alternative 

information services and programs for isolated adolescents, this age range will allow for 

implications to be applied to library and information services efficiently. This definition is 

recognized in the literature and is an operationally useful definition that facilitates observation 

and description of adolescents’ features specifically. Nevertheless, as stated above, it is 

important to continually keep in mind that adolescents’ features and abilities vary greatly over 

their developmental span; the range of individual difference at each developmental level can be 

wide, and it is difficult to generalize.     

2.1.1.2. Adolescents’ Main Feature. Reflecting what has become a popular stereotype of 

the transition to adulthood is the description that Hall (1904) gives of adolescence as “a period of 

sturm und drang (storm and stress)”—a phase that consists of conflict, defiance and resistance to 

social values and standards of adult worlds (Vol. 1, p. xiii). However, a stereotype represents a 

commonly held conception about a group of people, but it may not be accurate (Arnett, 2000; 
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Rice, 1990). Adolescents grow up within the environments that consist of a variety of 

developmental task and normative social norms set by their parents and significant others, such 

as teachers or peer groups. They are also greatly affected by socio-cultural environments, and 

thus their negative features, as depicted by Hall, may not be adolescents’ intrinsic attributes and 

can be diverse in different social contexts (Christenbury et al., 2009; Intrator & Kunzman, 2009; 

Rice, 1990). An evidence of this statement appears in the 1920s and 1930s when a number of 

anthropological studies found that adolescents’ behaviors vary from culture to culture (Muuss, 

2006; Schave & Schave, 1989). For example, Margaret Mead (1928) reported in her 

anthropological records that Samoan adolescents experienced few problems and conflicts with 

their adult groups. In a non-stressful culture like traditional Samoa, socialization are relatively 

gradual and continuous (Berzonsky, 2000). In addition, a comparison study of Chinese 

adolescents in Hawaii with a matched group of Caucasian adolescents in Chicago found that the 

Hawaii adolescents were less rebellious and more family-oriented, while the Chicago adolescents 

were more peer-oriented (Hsu, Watrous, & Lord, 1960).  

However, in order to discover the essential intrinsic features of adolescence, it is crucial 

to understand that this period has some unique developmental tasks, normative needs that include 

physiological, cognitive, and socio-affective changes leading to adulthood. Even though 

developmental tasks and expectation are also affected by the socio-cultural conditions, the grasp 

of developmental tasks within each human developmental stage enables us to predict distinctive 

behaviors within the specific age ranges (Nurmi, 2004). Adolescents’ unique information needs 

or information-seeking behaviors are also related to motivation to achieve these developmental 

tasks. Therefore, understanding their unique developmental tasks enables us to interpret 

adolescents’ concerns and their coping strategies to remove the stressors in a certain age range. 
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Considering adolescents’ main features and changes in the perspectives of Havighurst’s  

developmental theory (1951), first, in the physical dimension, adolescence starts with puberty, 

the development of sexual maturity. Adolescence begins with the period of puberty, but the 

transition to adulthood is less precisely defined and refers more to the socio-cultural 

characteristics of development during the teen years than to the physical changes of puberty 

(American Psychological Association, 2002; National Institutes of Child Health and Human 

Development, 2007; Spano, 2004). In addition, the speed and degree of physical maturity affects 

adolescents’ relationships with peers. “Adolescents who mature at a slower or faster rate than 

others will be dropped from one peer group and generally will enter a peer group of similar 

maturity” (Parkins, 2007, para. 7). A slower or faster speed of maturity can be a factor to form 

peer groups differently and in bullying behavior because of the physically different appearance.   

 Second, in the cognitive dimension, adolescents generally start acquiring the ability to 

think abstractly, reason logically, and draw conclusions when using information (American 

Psychological Association, 2002; Spano, 2004). This phase is called ‘formal operational period’ 

in Piaget’s theory of cognitive development (Atherton, 2005). During this period, adolescents 

start understanding metaphorical expressions, such as love, logical proofs, and value. Thus, 

adolescents start struggling to discover their identity, the meaning of self, and their future 

(Lythgoe, 2002). Erikson (1968) believed that forming an identity is one of the most important 

developmental tasks of adolescence, and that personal identity development can reach maturity 

and autonomy from relationships with significant people, such as parents or peer groups in their 

life. Adolescents’ interaction with peer groups is also influenced by similar levels of cognitive 

ability or academic achievement (American Psychological Association, 2002; Castrogivoanni, 

2001; Spano, 2004). 
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 Third, in the socio-affective dimension, adolescents seek to create a stable identity within 

their peer groups. Adolescents seek autonomy from their parents and turn to their peers to solve 

their socio-affective problems like fears, doubts, shame, etc. (American Psychological 

Association, 2002; Spano, 2004). Malekoff (1997) stated that adolescents become healthy adults 

by separating from their families through affective independence and autonomy, and developing 

intimacy with peers. Through their peer relationships, adolescents can develop social skills such 

as autonomy and emotional support, etc. (Castrogivoanni, 2001).  

2.1.2. Immigrant Adolescents’ Feature  

2.1.2.1. Definition of Immigrant Adolescents. An immigrant (Wadhwa, Rissing, 

Saxenian, & Gereffi, 2007) is “a person who was born as a citizen of another country and 

subsequently moved to the United States at some point in his or her lifetime” (p. 4). The above 

general understanding about immigrants is similar with the definition by U.S. Census Bureau 

(2009). The social understanding of immigrants by U.S. Census Bureau means broadly foreign-

born population. Foreign-born populations include legal immigrants (or permanent resident 

aliens) and non-immigrants such as temporal migrants (e.g., sojourners with purposes of business 

and education). On the other hand, the legal definition of the Office of Immigration Statistics of 

the Department of Homeland Security (2009) is somewhat different from that of U.S. Census 

Bureau. In this legal definition, an immigrant is limitedly referred to as ‘a permanent resident 

alien.’ This lawful permanent resident excludes temporal migrants. International students or 

foreign students in secondary schools or colleges belong to the non-immigrant and temporal 

migrant pools. Therefore, international students who stay for education in the United States are 

not immigrants or immigrant children in the legal boundary.  
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Meanwhile, according to the definition of ‘immigrant children and youth’ in section 

3301(6) of the Elementary of Secondary Education Act [ESEA] (U.S. Department of Education, 

2004), immigrant children and youth means “they are (1) age 3 through 21; (2) were not born in 

any State; (3) have not been attending one or more schools in any one or more States (state 

means the 50 states, the District of Columbia, and the Common wealth of Puerto Rico) for more 

than 3 full academic years” (SEC. 3301. Definitions—(6) Immigrant Children and Youth). In the 

field of Education, second generation children born in the United States whose parents are 

immigrants are excluded, and the concept of newly arrived children from foreign countries is 

only considered.    

Synthesizing the related terms and complex criteria about immigrant children and youth 

discussed in the above sections, this study uses the meaning of immigrants as foreign-born 

population by following the definition of U.S. Census Bureau. As considering the continuous 

growth of the numbers of immigrant children engaged in education, including learning English 

(e.g., enrolling in English as a Second Language [ESL] courses, bilingual classes, etc.) (Ruiz-de-

Velasco, Fix, & Clewell, 2000), this study includes immigrant-sojourner groups, such as 

temporal visitors or students for education purposes, even though they are legally classified as 

non-immigrants. Therefore, ‘new immigrant adolescents’ used in this dissertation mean: 

‘recently arrived foreign-born teens between 12-18 years, including non-immigrant sojourners 

for education in secondary school—middle or high school students—in the United States.’  

More exactly, the term of ‘new ‘or ‘recently or newly arrived’ is used interchangeably 

throughout this dissertation to mean those who have been in United States less than three years. 

The reason to limit living times as three-year or less is based on the results of classical studies 

about immigrants’ cross-cultural transition and adjustment by Lyskaard’s and Oberg’s ‘U-curve 
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theory’ (Lyskaard, 1955; Oberg, 1960). According to earlier studies and models about 

immigrants’ assimilating processes, assimilation can be divided into four seasons: honeymoon, 

cultural shock (distresses), adjustment and mastery. Recent study of immigrants’ acculturation 

also follow similar pattern—U-curve shape: pre-contact, initial contact, conflict, crisis, and 

adaptation—and confirmed the earlier findings (Berry & Kim, 1988; Berry, Phinney, Sam, & 

Vedder, 2006; Berry & Sam, 1997). This U-curve theory in immigrants’ acculturation indicates 

positive attitudes (a honeymoon period) for those arrived in a new country up to 6 months; 

negative and critical attitudes for those who have lived in a new country after one year, and more 

positive attitudes from those who arrived in a new country after 18 and 24 months. The time to 

reach safe adaptation takes at least two years, although this timing also depends on each 

individual’s dispositional traits and social contexts.  

However, the adjustment is divided in psychological adjustments—psychological well-

being or emotional satisfaction—and socio-cultural resettlement—to fit in or negotiate 

interactive aspects of host’s society and culture such as learning languages (Ward, Okura, 

Kennedy, & Kojima, 1998). Even though psychological adaptation follows the U-curve timings, 

social adjustment and integration needs more times when considering individuals’ gaps in 

acculturation in the new country. The duration of each phase also varies from one person to the 

other. Therefore, this dissertation sets the definitional time of ‘recently or newly arrived’ 

immigrants as roughly three years or less.   

2.1.2.2. New Immigrant Adolescents’ Key Feature. What are the key characteristics of 

immigrant adolescents? What are the main differences from those of general adolescent? In line 

with these questions, the literature reviews of Cross-Cultural Psychology, Multicultural School 

Psychology, and Racial and Ethnic Minority Psychology have studied immigrant children’s 
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cognitive and emotional developmental traits. The final purpose of these earlier studies was to 

help new immigrant children adapt to new environments healthfully and successfully. Research 

questions and topics that these main research associations (and their conference and journals) 

have dealt with are as follows: how is the process of assimilation different for immigrants?; how 

do immigrant family dynamics change after migration?; what do we know about immigrant 

families and communities and how can they contribute to their children’s education and 

development?; how are immigrant adolescents forming their identities?; how do culture, gender, 

socioeconomic background impact immigrant adolescents’ educational adaptation and 

psychological development?; how can we build programs that can promote immigrant youth’s 

positive development? (Bernal, Trimble, Burlew, & Leong, 2003; Frisby & Reynolds, 2005; 

Gielen & Roopnaine, 2004)  

Here, the main keywords are ‘assimilation’, ‘acculturation’, ‘adoption’, ‘multicultural 

identity.’ Investigations have looked at: psychological health, issues of immigrant adolescents’ 

severe stress, anxiety, coping patterns, resulting abnormal behaviors or disorders, and mental 

health programs (Berry, 1988; Padilla, 1998). When inferring to key issues from previous 

literatures, one conclusion is that new immigrant adolescents are faced with additional 

challenges acculturating in and adapting to a new society in addition to achieving developmental 

tasks like other general adolescents. Namely, first, they must contend with the same normative, 

developmental life issues as other general adolescents, such as the formation of a sense of 

identity or the attainment of independence from adults. Second, the non-normative life 

experience of adapting to a new cultural environment may lead to acculturative/assimilative 

stress to new immigrant adolescents. Third, immigrant adolescents must grapple with 

nonspecific daily hassles that are a part of all people, such as deciding career and educational 
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aspiration, financial worries, etc. (Terzini-Hollar, 2008). Fourth, new immigrant adolescents 

often mediate the new culture for their family members and parents such as translating 

documents. Because children’s ability to learn new languages and cultures is more rapid than 

adults’ (Gardner, 1989), immigrant children feel double-stresses in reversely taking care of their 

parents when performing the roles of cultural broker (Jones & Trickett, 2005) or cultural 

linguistic mediator (Chu, 1999). Therefore, isolated immigrants’ marginalization in a new life 

context may bring them distinctive stresses and needs, and lead them to seek different 

information sources and unique information behaviors in their daily life. Under this basic 

assumption of immigrant adolescents’ main features, this research focuses on collecting and 

analyzing isolated Korean immigrant adolescents’ information behaviors.  

2.1.3. Korean Immigrant Adolescents’ Feature  

2.1.3.1. History of Korean Immigrants in the United States. A brief understanding 

about historical background on Korean immigrant experiences in the United States is significant 

because their immigration experiences and unique features may influence their family 

relationship or their children’s (adolescents’) behavior and information needs. The history of 

Korean immigration to the United States can be roughly divided into three distinct phases: (1) 

early immigration (1903-1924); (2) the Korean War related immigration (1946-1964); and (3) 

family immigration after the passage of Immigration Reform Act of 1965 (1965 to 1990s) (Hurh, 

1998).  

In detail, the first wave of Korean immigration (1903-1924) was started in 1903 with 102 

Koreans who have been brought to Hawaii’s sugar plantations to fill the labor needs vacated by 

Chinese workers. The majority of these Korean immigrants were young men, aged 20 to 30. The 

second wave of immigration (1946-1964) came after the Korean War (1950-1953). The post-
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Korean War immigrants were composed of young Korean women married to American military 

servicemen and war orphans adopted by American families. The third major wave (1965 to 

1990s) of Korean immigration began with the passage of the U.S. Immigration and 

Naturalization Act of 1965 (Keely, 1971). Hurh (1998) called this law “the most liberal 

immigration law in American history” (p. 31). Since 1965 the number of Korean immigrants to 

the United States has dramatically increased. In the third-wave of modern Korean immigration, 

the most immigrants, unlike the early immigrants, entered the United States accompanied by 

their family members for better employment and educational opportunities (Hurh, 1998). 

However, after 1990s, the number of Korean immigrants, including temporal sojourners 

such as international students for educational purpose, has increased. Especially from 2001, after 

Korean government’s legislation notice about liberalization of early study abroad (study abroad 

in younger age), the educational immigrants or temporal sojourners (e.g., international students 

or their children) and visitors for educational purpose (e.g., visiting professionals and their 

family members) have rapidly increased in the composition of Korean immigration (Bae, 2007). 

More specifically, among all high school students who left Korea including study abroad, 

parental accompany, and immigration in 2004, more than 76% were not children of immigrants 

but sojourners who have come to the United States by themselves or children with either of 

parents (Korean Educational Development Institute, 2005). The above Korean immigration trend 

is also reflected in the entire immigrant population of the United States. According to a research 

report (Ruiz-de-Velasco et al., 2000), the number of foreign-born students enrolled in grade K-12 

has increased at a faster rate than the number of U.S.-born immigrant students since the 1990s. 

Foreign-born immigrant students, as well as recently arrived immigrant students (i.e., students 
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who have been in the United States for three years or less), are more present in American middle 

and high school.   

In sum, Korean immigrant adolescents and their family have had various reasons for 

moving to the United States, but mostly for better education especially after 1990s. Based on 

above historical background and social milieus in Korean immigration, the basic research 

questions—how Korean immigrant adolescents adjust in the United States and what are their 

main concerns and information needs for assimilating this new society—are asked to seek to 

answer.    

2.1.3.2. Korean Immigrant Families’ Value and Adolescents’ Experience. It is 

impossible to comprehend Korean traditional culture and value without understanding the 

influence of ‘Confucianism’ and how it has influenced Korean family and adolescents’ peer 

relationships (Haboush, 1991). Confucianism or Confucian values, which emphasize family/kin 

ties, filial piety, the patriarchal family order—hierarchical social relation—and emphasis on 

education, still have a great effect on Koreans’ behavior and attitude. Two significant principles 

in Confucianism help us to understand the relationship between Korean immigrant parents and 

adolescents in their family settings. Confucianism considers the family as the fundamental unit 

and it means that the family precedes an individual members. This family-oriented relationship is 

also the starting point of collectivism. Any attempt at achieving independence from the family 

may be perceived as rebellious and lead to intergenerational conflict. Also, filial piety implies 

obedience by children and respect to their parents (Bae, 2007; Min, 1995).  

Thus, Korean immigrant adolescents may feel conflict when these two different 

cultures—collectivism interdependence from the Korean culture and individualism and 

independence from the American culture—collide and are both imposed on them (Bae, 2007; 
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Min, 1998). In addition, Korean immigrant adolescents experience in developing a bicultural 

ethnic identity: (a) pressure from peers to reject their own cultural identity and values in order to 

assimilate into the mainstream culture and (b) pressure from their parents and Korean 

community to conform to ethnic/cultural norms and tradition. These differing cultural forces 

widen gap between Korean parents and adolescents. Also, Korean immigrant adolescents face 

enormous pressure from their parents about academic achievement. Korean parents value 

education highly and pressure their children to succeed in school. Many Korean immigrant 

parents assert that they gave up their privileged status in Korea to come to the United States for 

their children’s education. Hence, cultural differences with their parents and American peer 

groups, language barriers, and academic pressure from parents are the commonly reported 

difficult experiences within Korean immigrant adolescents’ family and their culture (Bae, 2007; 

Min, 1995).  

In conclusion, Korean immigrant adolescents have to cope not only with the normative 

tasks of adolescence (e.g., formation of identity, attainment of independence from adults, etc.) 

and the ordinary hassles of daily life (e.g., pressure about grades, peer pressure, career and 

educational aspiration, etc.) like other general adolescents, but also with the stress of adjusting to 

a new culture and to the daily hassles that are specific to the process of acculturation (e.g., 

adaptive struggles, intergenerational conflicts, language difficulties and miscommunications, and 

Korean parents’ educational pressure, etc.) (Terzini-Hollar, 2008). Within Korean immigrant 

adolescents’ unique socio-cultural contexts and difficulties, the research seeks to figure out what 

their information needs and information-seeking behaviors are.   
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  2.2. Isolated Adolescents from Peer Group 

2.2.1. Role of Peer Group in Adolescence 

2.2.1.1. Definition of Peer Group. A peer group is defined as a small group of similarly 

aged, close friends, sharing the same cognition and activities (Brown, 1990, 2004; Scholte & 

Aken, 2006). The key characteristic of peers is that they are of a ‘similar’ level of social, 

emotional, and cognitive development. Peer relationships are usually based on ‘equality’ and 

‘similarity’ in terms of knowledge and social rank.  

Peers include three different levels of friendships. Scholars in adolescence studies have 

sub-divided peers as dyadic level, clique, and crowd, even though the three different types are, in 

general, used interchangeably (Brown, 2004). First, the dyadic level is dominated by individual 

friendships between two adolescents. This relationship includes lab partners, peer tutors at 

school, and romantic partners. Best friends and close friends are in the dyadic level. For female 

adolescents, it is especially important to keep close friendships in this dyadic level. It is found 

that female adolescents are more likely engaged in intimate disclosures, sharing problems, 

feelings, and doubts with their close or best friends (Youniss & Smollar, 1985). 

Second, cliques are comprised of small and highly interactive groups of peers who 

regularly interact with each other. It includes special interest groups, such as sports team and 

school activities, or extracurricular activities. Sub-cultures of adolescents are usually composed 

in this clique level (Brown, 1990; Scholte & Aken, 2006). For male adolescents, these highly 

shared activities in cliques continue to be an important basis for friendship (Youniss & Smollar, 

1985). The clique among three levels of peer is composed by adolescents who are the most 

similar in multiple dimensions, such as age, socioeconomic status, race, etc. (Corsaro & Elder, 

1990). 
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The third type is the crowd: it is contingent on adolescents gathering in such large 

numbers that it is no longer feasible for everyone to know each other personally. It is 

“collections of adolescents identified by the interests, attitudes, abilities, and/or personal 

characteristics they have in common” (Brown, Mory, & Kinney, 1994, p. 123). However, a 

crowd just involves the identification of adolescents who share a similar image or reputation 

among peers (e.g., popularly or athletically oriented groups—populars, jocks, neglected, 

rejected; drug-using or deviant groups—druggies; academically focused groups—brains, 

normals, nerds, or loners, etc.) or who have a common feature, such as ethnicity or 

neighborhood, entire school, etc., rather than depicting direct and active interactions within each 

individual in clique level (Brown, 2004; Brown, Eicher, & Petrie, 1986; Sussman, Pokhrel, 

Ashmore, & Brown, 2007).   

Among these three types of peer groups, what type influences the main roles in 

adolescents’ social activities can be different depending on the socio-cultural atmospheres in 

which adolescents belong (Rice, 1990; Scholte & Aken, 2006). For instance, collectivistic 

cultures in Asia place a higher value on group identity and collective responsibility compared to 

individualistic cultures that favor individual autonomy. Even in Europe, collectivistic Spanish 

adolescents interact more frequently with larger groups of peers like the crowd, while 

individualistic Dutch teens interact more frequently with dyads or cliques (Scholte & Aken, 

2006). In that sense, the main concepts and definition of peers might become somewhat different 

depending on cultural norms and circumstances.  

Therefore, in this dissertation, the concept of peer groups is used interchangeably, 

meaning friendships in the level of dyads and cliques. Regarding the concept of social isolation 

and emotional loneliness in the social world, people usually feel affectively lonely when they 



22 
 

have little deep dyadic relationships (e.g., best friends) and feel socially isolated when they have 

weak bonds and lack a sense of belonging within their small cliques (Veed, 2009). In addition, 

belonging to a crowd is involuntary and related to ethnic identity or reputation. Certain crowds 

are induced in living within certain areas, attending  schools, or belonging to a certain ethnic 

background (Brown et al., 1986). Therefore, this study defines the concept of peer groups as 

dyads and cliques, and excludes symbolic social interactions at the level of the crowd.  

2.2.1.2. Theoretical Approach in the Role of Peer Group. As one of the theoretical 

frameworks to explain ‘why’ adolescents consider peer groups important and seek their 

interaction eagerly, Sullivan (1953) explained that different social needs emerge at different 

stages of development in life. “In adolescence, the need for interpersonal intimacy emerges, and 

friendship is especially suited to fulfill this need. Intimacy as collaborating between friends 

aimed at satisfying the other’s needs is a critical aspect of true friendship in adolescence” 

(Scholte & Aken, 2006, p. 176). Due to such basic developmental needs in this specific life 

stage, developmental theorists explain that it is natural for adolescents to seek to social 

interactions with peers in order to build emotional health and overcome loneliness through their 

relationships.  

According to Selman’s interpersonal perspective theory (2003), the reason that 

adolescents cling to their peers is explained by adolescents’ socio-cognitively developed 

capacities and skills in this life stage. Selman (2003) studied adolescents’ progression of 

perspective-taking skills and explored how adolescents’ ability to understand someone else’s 

perspective influences peer-relationships. “Adolescents are cognitively different from their 

childhood counterparts in that they have the capacity to understand the world as others see it. 

Adolescents are able to mutually recognize their personal views and to influence and take the 
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perspective of the other person involved in the relationship” (Nicholas, 2011, para. 15). Due to 

growth of such socio-cognitive capacities in this life stage, adolescents put great value on peer 

relationships and their social activities.   

On the other hand, Erikson (1968) explained that adolescents are dependent on their peers 

for the formation of identity and autonomy, which can result in detachment from parents. In 

autonomy, “as adolescents strive to be psychological independent from parents, peer groups 

become a temporary replacement until fully autonomous functioning is possible.” (Brown, 1990, 

p. 180) In identity, adolescents view themselves in terms of what makes them different or unique 

from their peers, showing that they value their individuality. Through reciprocal processes to 

distinguish and assimilate themselves with their peer groups, adolescents form their identity. 

In sum, the reason adolescents rely on peers is regarded as natural responses to 

adolescents’ developmental tasks and needs, and growing social capacities in this life season. 

Contrarily, this socialization within peers reinforces the intrinsic abilities for social relationships 

and stirs up mastering normative developmental tasks. The physical, cognitive, socio-emotional 

changes have a major impact on structuring peer groups and increasing its significance.   

 2.2.1.3. Significance of the Role of Peer in Adolescence. Studies on the importance of 

peers have blossomed since the 1990s, and the importance of peers and the power of influence in 

adolescence have been currently accepted as a significant finding (Parker, Rubin, Erath, 

Wojslawowicz, & Buskirk, 2006). Strictly speaking, peer groups are not unique to adolescence, 

nor do they first appear at this stage of life. Yet, adolescent peer culture differs from that of 

younger-age children in the patterns and meanings of relationships between peers (Corsaro & 

Elder, 1990). Newman and Newman (2001) explained that what adolescents learn in friendships 

and social possibilities may not be learned in other relationships, such as with siblings or parents. 
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As discussed in the earlier theoretical approaches and understandings about peer groups, there is 

something special about their role in adolescent development, especially in ‘identity 

development’ and ‘social skill development’ (Brown, 1990; Brown et al., 1986).  

In detail, first, as major features of peer groups in adolescence, peer groups and their 

subcultures are considered as the primary context offering adolescents opportunities to develop a 

sense of identity and autonomy (Scholte & Aken, 2006). Identification with the peer group is 

significant in the development of an identity. Within peer groups, social processes—peer 

acceptance and rejection—take place and it results in adolescents having specific social positions 

or status inside their peer groups. Memberships and friendships build individual’s reputation, 

image, status, and can form recognition or popularity among peers. Thus, within their peer 

groups and their  belongingness, adolescents build up their identity, self-confidence, self-esteem 

(Brown et al., 1986).  

Second, peer relationships provide a context, not only for the acquisition and 

maintenance of friendships, but also for the development of key social skills and problem-

solving skills, such as conflict management and aggression regulation (Veed, 2009). The 

adolescents who have friends may be the adolescents who have a higher self-esteem, better social 

skills, and are more likely to establish and maintain friendships (Scholte & Aken, 2006). Such 

social skills include learning normative regulation or behaviors within peer groups and their 

influences. Peers provide any contexts for the pursuit of certain behaviors and normative 

regulation used only within their small world—sub-culture. Strong peer influences within cliques 

structure a normative behavior, and adolescents are able to learn social skills in the process of 

following the social regulations or the normative behaviors (Brown, 2004). Peer relationships 

within various social contexts provide various opportunities to master social skills and ways of 
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interaction. Hence, a peer group is a basic foundation for adolescents’ healthy future social life 

(Brown, 1990).  

Third, a peer group in adolescence is a main source for emotional security and 

belongingness (Savin-Williams & Berndt, 1990). Best friendships at dyadic levels are valued as 

a source of intimacy and characterized by mutual acceptance and understanding. This intimacy is 

a key that adolescents tend to use to discuss their problems with friends rather than adult groups 

such as parents or teachers (Corsaro & Elder, 1990; Youniss & Smollar, 1985). Peer acceptance 

and feeling connected to peers appear to be vital to adolescents’ healthy growth (Cho & Haslam, 

2010; Scholte & Aken, 2006; Yu et al., 2009).  

 Fourth, in regards to timing, it is uncovered that peer groups become the most significant 

to adolescents in the middle of adolescence (Brown, 1990, 2004; Brown et al., 1986). “Peer 

groups reach their maximum prominence in early adolescence and decrease in prevalence from 

that point forward” (Veed, 2009, p. 24). The importance and influence of the peer group 

increases beginning in early adolescence (6th-8th grade), reaches a peak in middle adolescence 

(9th-10th grade), and decreases into late adolescence (11th grade and above) (Collins & 

Steinberg, 2006; Crockett, Losoff, & Peterson, 1984). Hunter and Youniss (1982) also noted that 

intimacy with friends increases systemically throughout adolescence and at age 15 surpasses the 

intimacy perceived from parents, and then decreases.  

In sum, the peer is significant to the adolescent, especially in middle of adolescence 

(around age 15, 9th-10th grade). The previous statements controversially demonstrate how risky 

and vulnerable isolation from peers can be for adolescents. Strictly speaking, the isolated 

adolescents have a somewhat different situation from the rejected from peers. Rejected 

adolescents tend to have no basic social skills and high aggression, but isolated adolescents have 
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dispositional social skills needed to make friends, but their external environments or social 

conditions, such as transferring new school, moving, etc., make them isolated (Savin-Williams & 

Berndt, 1990). But, according to Evan and Eder (1989), the isolated are also vulnerable objects to 

bullying by peers, and can easily become the rejected. The next section will discuss isolated 

adolescents, how they react to their vulnerable condition—isolation, and how their socio-

affective isolated condition affects their information world. 

2.2.2. Social Isolation and Emotional Loneliness in Adolescence 

2.2.2.1. Meaning and Measurement of Isolation. As already addressed in the part of 

operational definition of peer groups, this study limitedly uses the meaning of isolation as 

conditions that adolescents have no (or few) close friends at the dyadic level, or no (or little) 

peer-acceptance at the clique level. This study ignores affiliation of crowds in considering peer 

groups and isolation. Previous studies regarding children’s friendship and loneliness reported a 

lack of concordance between peer group acceptance and lack of dyadic relationships (Hoza, 

Bukowski, & Beery, 2000). That is, an adolescent may lack a close or best friend relationship, 

but be otherwise fairly well-accepted by a peer group, or an adolescent isolated by a peer group 

may, nonetheless, have close friends. This fact may indirectly show how complex it is to 

understand peer social worlds and their dynamic mechanism.  

More specifically, Weiss (1982) argued that either ‘social isolation’ or ‘emotional 

isolation’ may be referred to as loneliness. Asher, Parkhurst, Hymel and Williams (1990) also 

summarized and expounded on Weiss’s distinction, noting that “social loneliness is theorized to 

stem from the absence of a network of social relationships or from feeling that one is not part of 

a group. Emotional loneliness is theorized to stem from lack of a close, intimate attachment to 

another person” (p. 256). A close friendship at the dyadic level will not completely compensate 



27 
 

for poor peer-relationships at the clique level, nor will good peer-relationships completely 

compensate for the absence of a close friend. Therefore, in order to understand individual’s 

integrative isolation, it is mandatory  to measure two types of isolation in the peer context: 

isolation by poor or limited peer networks at the clique level (i.e., isolation by weak network of 

peer groups) and loneliness by no or few close friends at the dyadic level (i.e., loneliness 

associated with the absence of a close and intimate friendship) (Hoza et al., 2000).  

In conclusion, this study uses the term, isolation from peer group, interchangeably with 

absence of close friendship at the dyadic level and peer network at the clique level, and measures 

the condition of isolation in both dimensions. Specifically, this dissertation utilizes the UCLA 

Loneliness Scale (Russell, 1996; Russell, Peplau, & Cutrona, 1980; Russell, Peplau, & Ferguson, 

1978) and Multidimensional Scale of Perceived Social Support (Canty-Mitchell & Zimet, 2000; 

Zimet, Dahlem, Zimet, & Farley, 1988; Zimet, Powell S., Farley G, Werkman, & Berkoff, 1990) 

and measures research subjects’ degrees of isolation and loneliness. Furthermore, in order to 

distinguish concepts between isolation and rejection coming from personal problems by lack of 

social skills, the study measures social competence skill by ‘Walker-McConnell Scale for Social 

Competence and School Adjustment’ (Merrell, 2008). Thus, this study validates the extent to 

which isolated adolescents intrinsically have the basic capacities to socialize in their social 

contexts. And then it excludes rejected adolescents from peers because of their deficits of social 

skills in this dissertation.  

2.2.2.2. Rationale of Isolation in Adolescence. What can be main causes to be easily 

isolated and be victimized from peers in adolescence? A fundamental rationale is already 

premised in the term of ‘peer.’ When remembering the features of adolescents, it is known that 

one of the most important influences in the composition of peer groups is physical, cognitive, 
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affective, and social ‘similarity.’ Friendships in the dyadic level are intensively formed by peers’ 

similarity, and the dyads then grow to be more similar over time through their interaction. Both 

selection—youths select peers who are similar to them—and socialization—their peers influence 

them—reinforce the similarities among adolescents’ peer relationships (Rose, 2007).   

However, this similarity implies that individuals with differential factors are excluded in 

their peer groups. The issue of similarity can offer, not only positive impacts like deep intimacy 

and psychological stability within the same cliques, but also negative results like rejection, 

isolation, or alienation based on difference (Brown, 1990; Castrogivoanni, 2001) as well as 

deviant problem behaviors such as under-aged smoking, drinking, and delinquency (Kerr, 

Stattin, & Kiesner, 2007). For instance, peer belonging is not a matter of free will or choice, but 

also it relies on reputation among peers. The key factor that influences reputation or peer labeling 

can be “extrinsic ethnic markers” (p. 530) that are beyond the individual’s control or choice 

(Brown, Herman, Hamm, & Heck, 2008). Idiosyncratic language including slangs of sub-

cultures is created by these peer groups and reinforce their union. In that sense, new immigrant 

adolescents who speak English with different accents and vocabularies might be easily 

susceptible to these markers. Because their use of a different language and adoption of home 

culture in dress or hair styles could set them apart, such immigrants are often referred to as 

“fobby—slang for ‘fresh off the boat’” (p. 530) and victimized by peer isolation, bullying, and 

rejection (Brown et al., 2008).   

The reason why adolescents form their peers upon similarity in various domains, such as 

ethnicity, age, socioeconomic status, value, communities, can be explained by the principle of 

homophily, and social need of inclusion and belonging. First, homophily—love of the same—is 

a principle expressing a tendency to like to associate with people with similar features in 
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physical, cognitive, and socio-cultural dimensions more than with people with dissimilar traits 

(Centola, Gonzalez-Avella, Euiluz, & Miguel, 2007). People generally feel secure when they are 

surrounded by others who share the same beliefs or values. We also feel more comfortable when 

we interact with others who share a similar cultural backgrounds and experiences. As expressed 

in the adage, “birds of a feather flock together,” adolescents also interact with similar people and 

shape peer groups on the principle of homophily (Scholte & Aken, 2006).  

Second, human beings’ desire and motivation—social belonging and inclusion—

reinforces similarity in composing peer groups (Schave & Schave, 1989). Shame and fear by 

peer rejection or isolation become a strong impetus in making peer groups on basis of similarity. 

In early adolescence, the fear of being rejected by peer groups strongly leads adolescents to find 

peers to protect one another under certain similarities, including a uniform or dress code, as well 

as rules for greetings, or what topics can be discussed (Schave & Schave, 1989). However, this 

social need for belonging through ‘oneness’ has negative effects as well. Similarity based on 

languages can be big barriers to new immigrant adolescents in affiliating in peer groups and 

main sources of isolation (Brown, 2004).  

In sum, the emphasis on similarity in peer groups may form the conditions to impede new 

immigrant adolescents’ social inclusion in a new social world, particularly in school settings. 

Immigrant adolescents who absolutely need peer groups in their developmental tasks can be 

more vulnerable than other adolescents. New immigrant adolescents’ distinctive characteristics 

may result in isolation or bullying behaviors in their social groups, rather than an acclamation of 

their uniqueness. Considering their vulnerability, this study seeks to explore isolated immigrant 

adolescents’ information needs and seeking behavior.  
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2.3. Information Behavior in the Daily Life Context 

2.3.1. Everyday Life Information Seeking [ELIS] Model  

 Case (2006) pointed out, as an attribute of current studies of information behavior, that 

interest in user groups has grown diversely, from scholarly groups to ordinary people and 

minority groups. He indicated that special population groups, such as immigrants and minors, 

have started to receive increased interest in studies of everyday information seeking. Pettigrew, 

Fidel and Bruce (2001) indicated that this may be due to a user-centered paradigm (Dervin & 

Nilan, 1986) in information behavior studies. In the 1980s, an increased interest in the user-

centered perspective led to discoveries on the information behavior of the general population in 

non-work settings because the cognitive viewpoint of the user-centered perspective led 

researchers to focus “fundamentally upon attributes of the individual” (Pettigrew et al., 2001, p. 

46). In the 1990s, the emergence of the Internet also impacted individuals’ (or system end-users’) 

information seeking in non-work settings (Hewins, 1990). In this social and research milieu, in 

the mid-1990s, Savolainen (1995) laid his groundwork for understanding individuals’ 

information-seeking in their daily life contexts and called it a model of ‘Everyday Life 

Information Seeking.’  

Savolainen (1995) defines ELIS as “the acquisition of various informational (both 

cognitive and expressive) elements that people employ to orient themselves in daily life or to 

solve problems not directly connected with the performance of occupational tasks” (pp. 266-

267). In Information Behavior studies, the term of ELIS has generally been understood and used 

to describe the ways people seek information in “non-work” contexts, in opposition to job-

related information practice contexts that focus on professionals’ information seeking related to 

special tasks and works. It includes general individuals’ (citizens’) information seeking practices, 
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such as monitoring daily news, seeking information in the areas of leisure and hobbies, health 

care, legal information, housing, business information, etc. (Savolainen, 2004).  

The basic ideas of the ELIS model were informed by Sense-Making theory by Dervin 

(1992), but stepped away from Dervin’s theory by empathizing the socio-cultural factors in 

information practices. He accepted the idea of ‘habitus’ developed by Bourdieu (1984) and used 

the concept as the base to present individual’s information practices in their non-work contexts 

(Savolainen, 1995, 2004, 2005). Habitus can be understood as “the incorporation of norms and 

social expectations within an individual; thus, habitus is more than an aggregation of “purely” 

personal dispositions” (Savolainen, 2008, p. 17).  

On the basis of the concept of habitus, Savolainen developed two main concepts of ELIS 

model, “way of life” and “mastery of life,” which affect individuals’ ways of preferring and 

using information sources in their daily life contexts. “Way of life” is defined as “the order of 

things,” which is based on the choices that individuals make, or preferences given to life 

activities, such as household tasks and hobbies (Savolainen, 1995, p. 262). Way of life is 

constructed by structure and interaction of time budget and described as a relation between 

working and leisure time, model of consumption of goods and services, and nature of hobbies 

(Savolainen, 2004). “Mastery of life” is defined as “a general preparedness to approach everyday 

problems in certain ways in accordance with one’s values” (Savolainen, 2004, p. 2). It can be 

cognitive or affective and optimistic or pessimistic, and it serves to keep things in order. 

Savolainen (1995; 2005) suggested four major types of mastery of life by combining types of life 

orders—affect, cognition, value, or viewpoints (pessimism, optimism).  

ELIS model indicates that “information seeking habits are usually developed as part of 

mastery of life, and the social, cultural, economic and psychological factors all together affect 
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both way of life and mastery of life” (Pettigrew et al., 2001, p. 65). Therefore, the ELIS model 

based on social perspectives enables us to appreciate information behavior as part of the human 

communication processes mixed with cognitive, social, cultural, organizational, and affective 

factors (Pettigrew et al., 2001). Due to the above features of ELIS model, it is useful to explore 

the information world of normal laymen or social marginalized groups like the vulnerable, the 

poor, etc. Accordingly, the ELIS model can be a pertinent theoretical framework for 

understanding isolated immigrant adolescents’ daily life conditions, their problems and concerns, 

and information world. 

2.3.2. Study Related with ELIS Model  

The literature on information behavior in everyday life and within social contexts has 

grown using the terms of ‘everyday life,’ or ‘daily life’ and referring to ELIS model as a research 

area. However, few studies citing ELIS model have followed Savolainen’s premises in exploring 

the hypothesis that way of life in the everyday and style of mastery of life are directly related to 

information seeking behaviors (Savolainen, 2004). Instead, most of these studies explored and 

described information seeking by specific groups (or demographic features) in different contexts 

such as, adolescents’ making career decision in the everyday life settings (Julien, 1999), abused 

and battered women and their help seeking (Dunne, 2002; Harris, 1998; Harris & Dewdney, 

1994), homeless parents’ everyday life information seeking through their social networks 

(Hersberger, 2001), inner city gatekeepers in information poverty (Agada, 1999), people 

interested in paranormal issues (Kari, 1998), and readers for pleasure (Ross, 1999). These studies 

seemed to be linked to the initial ELIS model (Savolainen, 1995) in two main ways. The first is 

in the use of the term “everyday” to describe information behaviors and practices. The other is 

their attention to information seeking in particular problem situations or social contexts. Studies 
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related with ELIS model have the tendency to support the holistic approach in their social life 

contexts (Savolainen, 2004).  

With increased interests in the study of information behavior within social contexts, 

many scholars have claimed that social factors or contextualization should form an integral part 

of ELIS model (Savolainen, 2008). The importance of social perspectives or social phenomenon 

in ELIS model inspired researchers who conducted studies related with ELIS model, including to 

modify Savolainen’s initial model or to suggest alternative models. There are, representatively, 

Williamson’s Ecological Model (1998), McKenzie’s Information Practices (2003), and 

Savolainen’s Everyday Life Information Practice (2008). By stressing the meaning of ELIS as 

informal information behaviors within social contexts and phenomena, Savolainen (2004) also 

categorized the following theoretical studies as studies related with ELIS model: Fisher’s 

Information Grounds (Pettigrew, 1999), Dervin’s Sense-Making (1992), Chatman’s Information 

Poverty (1996), Chatman’s Life in the Round (1999), Granovetter’s Strength of Weak Ties 

(Social Network Theory) (1983), and Williamson’s Ecological Model of Information Use 

(1998).  

In conclusion, this study uses the term of ELIS in the broad sense—informal information 

behavior within specific social contexts and non-working settings rather than the narrow 

meaning in Savolainen’s initial model (1995) and its components’ correlations—and describes 

the immigrant adolescents’ information world within their specific social contexts and daily life 

situations.  
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2.4. Immigrant Adolescents’ Information Behavior in Everyday Life Context 

2.4.1. Adolescents’ Information Behavior 

There are a few information behavior studies focused on adolescents conducted from the 

perspective of ELIS. Traditionally, studies of children’s or young adults’ information behavior 

have been performed in the school setting with the purpose of learning activities or academic 

task performance. Studies using the perspectives of ELIS in the field of LIS are as follows:  

Julien (2004) investigated high school female seniors’ information behavior in decision-

making for their careers. In the context of the school setting, using Dervin’s sense-making 

(Dervin, 1992), she examined how female teens seek information to release the difficulties in 

their daily life—to make decisions for their future career. Julien described adolescents’ 

information seeking as help-seeking activities and suggested that information providers like 

librarians approach the situation or context in which these users find themselves, generate 

feelings about the situations and the barriers to help seeking.  

Todd and Edwards (2004) conducted a study of adolescents seeking drug information. 

Within the framework of Chatman’s theory of Information Poverty (Chatman, 1996), the 

research was initiated to find the gap between information seeking and use. The study found that 

adolescents actually live in an information poor world devoid of sources that can help them with 

their drug concerns, which are deeply mixed up with peer groups’ social norms and their social 

and developmental tasks. The authors discovered the characteristics of information that 

adolescents desire: “contextualized and personal information that is also viewed by them as 

credible, rather than lists of salient facts presented in bland and objective way that answer their 

probing, inquiring questions that enable them to build an intimate and shareable knowledge 

about drugs” (p. 381). 



35 
 

Agosto and Hughes-Hassell (2006) and Hughes-Hassell and Agosto (2007) explored 

urban teens’ ELIS. The authors presented a basic understanding regarding how inner-city teens 

seek information in their daily life. In particular, the studies uncovered that teens seek 

information and favor sources in order to satisfy their developmental tasks and needs—

formulating their self, identity, and social norms, etc.  

Fisher, Marcoux, Meyer, and Landry (2007) and Myers, Fisher, and  Marcoux (2007) 

explored tweens’(early teens’) ELIS using qualitative methods. Tweens considered trust as a 

highly significant factor in selecting information sources. Because of the factor of trust, tweens 

regarded their peer groups as the main information sources. In addition, it was discovered that 

tweens differentiated between the sorts of questions and information asked of peers and those 

asked of adults, that the curiosity-fuelled drive toward information seeking that is characteristic 

of this age group was tempered by peer pressure, and that adults frequently gave children 

information they either do not want or regard as incorrect.   

 Because there are few studies of immigrant children’s ELIS (Bernier, 2007), Chu’s study 

about immigrant children’s information world (1999) is significant in LIS. Chu (1999) explored 

immigrant children’s information literacy and their role as information mediators for supplying 

information in their family within their daily life context. She discovered a unique phenomenon 

in immigrant families: immigrant children (9-29 years of age) have the role and responsibility as 

mediators to interpret (oral use of languages), translate (written use of languages), and locate 

information to facilitate the demands of their new life for their elders in the family. Chu 

suggested strategies to extend the information services of libraries, utilizing Immigrant Children 

Mediators [ICM] to bridge the literacy gap between immigrant family and their community. 
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2.4.2. Immigrants’ Information Behavior 

There are a few studies that reveal immigrants’ or immigrant children’s information 

needs and their characteristics in LIS, even though the main targeted population is not adolescent 

groups. Courtright (2005) examined health information seeking behaviors among Latin 

American newcomers using the theoretical frameworks of social networks, strengths of social 

networks, and perceptions and uses of institutions, organizations, and treating the information 

incident as unit of analysis. She found that barriers to access formal information systems are 

caused by unfamiliarity with the local health care system and insufficient English skills because 

immigrants usually use interpersonal social sources/networks by their trial and error experience. 

The study showed immigrants’ ELIS and information-poor situations in making decision about 

their health care.  

Fisher, Durrance, and Hinton (2004) explored how immigrants and their families 

benefited from programs in literacy and coping skills run by the Queens Borough Public Library 

in New York. The most interesting finding was that immigrants’ first need is not information 

about job, resettlement, or health for survival, but to feel secure and welcomed. The need for 

emotional security fosters a desire to meet others who go through similar circumstances, to 

befriend others, and to feel part of a larger, new community. This research provided significant 

insight regarding what immigrants’ essential needs are, and how further research can explore 

immigrants’ ELIS with qualitative methods.  

Fisher, Marcoux, Miller, Sánchez and Cunningham (2004) discovered the information 

grounds of migrant Hispanic farm workers through field observations and interviews. The 

authors found that Hispanic migrants emphasize interpersonal sources as information habits for 

everyday life; church, school, and the workplace are their information grounds for obtaining 



37 
 

information face to face. The authors enumerated how migrants’ information world is weak and 

poor, and how immigrants result in dependence on interpersonal networks for seeking 

information and help.   

 In sum, through previous studies about adolescents’ ELIS and immigrants’ studies, some 

conditions salient to this study are documented: in general, immigrants seek information sources 

gathered by interpersonal networks and channels, making people’s kinship networks like 

relatives or families, important information sources (Menjivar, 1995, 1997). These interpersonal 

sources help them avoid the cultural and language barriers they faced in accessing formal 

information systems like libraries. Also, immigrants have a strong desire to fulfill affective needs 

like security or belongingness as well as to earn basic survival information for resettlement. In 

the case of adolescents’ ELIS, due to developmental tasks and characteristics, they also seek 

interpersonal information sources like peer groups. Even though the information given by adults 

is good and precise objectively, the information is meaningless if adolescents do not trust the 

information in terms of peer group. However, because there are few ELIS studies about 

immigrant or adolescents, the studies about the conditions that merge the two situations—

immigrant adolescents—are even fewer. In that sense, it is meaningful to work toward an 

understanding of immigrant adolescents’ information seeking. According to the necessities to 

explore immigrant adolescents’ ELIS, this research seeks to describe isolated immigrant 

adolescents’ daily life related with information needs, and to gather basic data about adolescents’ 

ELIS. 
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CHAPTER THREE 

METHOD 

This chapter provides details on how the research was carried out to achieve its 

purpose—to investigate new immigrant adolescents’ information world within isolated 

conditions. It includes the methods of sampling, data collection, data analysis, and all other 

facets to be considered in the processes.  

First, after defining what new immigrant adolescent signifies in this dissertation, the 

target population and research sample are assigned. Procedures for recruiting the study 

participants—the research sample—are also described.  

Second, procedures for data collection are explained. For data collection, a mixed method 

including survey and in-depth interview is employed through three research phases. In the first 

phase, participants’ demographic profiles, migration journey and their information use 

environments [IUEs] are described through surveys and interviews (Phase I: Survey/In-depth 

Interview). In the second phase, participants’ levels of isolation are measured with three 

measurement scales via surveys; and the motivation and contextual backgrounds of the survey 

results are scrutinized via in-depth interviews (Phase II: Surveys/In-depth Interview). In the third 

phase, recently arrived Korean immigrant adolescents’ information behaviors are explored 

through intensive interviews (Phase III: In-depth Interview).  

Third, the techniques and procedures utilized to analyze the interview and survey data are 

explicated. The limitations of the methods used are analyzed and the critical issues to be 

considered are discussed.  
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3.1. Sampling Method 

3.1.1. Identifying the Sample 

The goal of this study is to investigate new immigrant adolescents’ everyday life 

information seeking with particular interest in the period of transition before new peer groups are 

established. Therefore, the target population of the research is ‘new immigrant adolescents.’ 

Among various ethnic groups, the study selected ‘Korean’ immigrant adolescents purposefully. 

Thus, the research sample includes Korean immigrant adolescents who currently live in the 

Terrace City. The reason for selecting ‘Korean’ youth, among the many ethnic groups of 

immigrants available, is to prevent miscommunication or difficulties in interviewing new 

immigrant adolescents with limited English skills. Most new immigrants have difficulty 

communicating in English and feel more comfortable speaking in their mother tongues. 

However, the researcher is a bilingual speaker in English and Korean, and new immigrants 

whose mother tongue is Korean were selected, as this allowed for precise and comfortable 

communication with study participants. This selection of Korean immigrant adolescents 

simplified the survey and interview processes and helped to ensure the validity of the data.   

Before selecting the sample for study, it is necessary to define what new immigrant 

adolescent signifies in this dissertation. After identifying each concept that comprises the 

sample—‘new’, ‘Korean immigrant’ ‘adolescent,’ on the basis of the contents of the literature 

review (Chapter 2)—only subjects who matched these conditions were asked to participate in the 

research. First, (1) “new” means that the subjects have arrived in the United States in three years 

or less and currently live in Terrace City. Second, (2) “Korean immigrants” refer to those who 

were born in South Korea and legal aliens who moved to the United States. Also included are 

permanent non-resident aliens or sojourners for educational purposes (e.g., international students 
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with F1 visa and their spouses and children with F2 visa) or business, even though they do not 

have a legal immigrant status. Finally, (3) “adolescent” means teens from 12 to 18 years old by 

following to YALSA’s definition.  

Accordingly, in order to be selected as a participant—a research sample— in this 

research, subjects should satisfy the criteria: (1) recently arrived within 3 years or less in the 

United States AND (2) foreign born Korean teens from12 to 18 years old including non-

immigrant sojourners for education in secondary schools in Terrace City. The brief summary of 

the criteria for the target population and the sample are as follows in Table 3.1:  

Table 3.1. Criteria to Satisfy the Sample—‘New’ ‘Korean Immigrant’ ‘Adolescents’  

Target Population Sample Criteria for Sampling 

New Immigrant  

Adolescents in the 

United States. 

New Korean 

Immigrant 

Adolescents  

in currently living in 

Terrace City 

(1) New: recently arrived—3 years or less—in the 
United States 

(2) Korean Immigrants: Foreign-born Koreans, 

including non-immigrant sojourners for 
education in secondary school—middle or high 
school students—in Terrace City 

(3) Adolescents: teens from 12 to18 years old 

   
3.1.2. Recruitment of the Sample 

A sample of Korean immigrant adolescents who have arrived in the United States 

recently and who currently live in Terrace City was sought. Snowball sampling and convenience 

sampling were utilized. Because new immigrant adolescents are “a hard-to-reach or hard-to-

identify population” (p. 157), the use of probability sampling was not possible (Schutt, 2006).  

After receiving approval for the study involving immigrant adolescents from The Florida 

State University Human Subjects Committee (Appendix A: Human Subjects Committee Approval 

Memorandum), research participants were contacted in a variety of ways. First, two kinds of 

recruitment flyers in English and Korean were attached on announcement boards in public 



41 
 

libraries and Korean community churches in the Terrace City area (Appendices B and C: 

Recruitment Flyer—English Version and Korean Version). 

Second, immigrant adolescents in Terrace City were contacted via informants—pastors 

or directors of youth groups at Korean community churches within Terrace City: Terrace Korean 

Baptist Church, Terrace Korean Community Presbyterian Church, Terrace Methodist Church, 

and Terrace Korean Catholic Community. The researcher asked informants—pastors and youth 

group leaders in these Korean community churches—to refer potential participants. 

Third, other potential participants were referred through the study participants who were 

already recruited for the study and completed the interview and surveys. When participants 

expressed interest in the research via emails, calls, or direct face-to-face contacts, the researcher 

met the adolescents and their parents/guardians at their own houses or an agreed upon location. 

At that time, the researcher explained the research activities, goals, methods, and potential risks 

and benefits. After the explanation, the researcher obtained consent for participation from the 

parents/guardians and assent from the teen participants. Only participants who submitted the 

signed assent (Appendix D: Youth Assent Form) and parents/guardians’ consent (Appendix E: 

Parent/Guardian Consent Form) to participate in the research were invited to participate in the 

survey and in-depth interview. Participants who are eighteen-years-old were asked to sign a 

consent form (Appendix F: 18-Year-Old Adolescent Consent Form).   

Finally, participation was encouraged by compensating participants with a $20 gift card 

upon completion of the in-depth interview and survey. The selection of new interviewees 

continued until the saturation point, the point when new interviews yield little additional 

information, was reached (Kvale, 1996; Lincoln & Guba, 1985; Schutt, 2006). 

 



42 
 

3.2. Procedure of Data Collection: Survey and In-depth Interview 

3.2.1. Phase I: Survey and In-Depth Interview—Demographic Profile Questionnaire 

Demographic and environmental questions were asked using the prepared profile sheet. 

The survey questions (demographic profile questionnaires) were prepared as a map to guide the 

interview processes. Taylor (1986) defined information use environment [IUE] as “the set of 

elements that affect the availability, access to, and use of information by a group” (p. 34) and 

suggested three types of IUEs affect users’ information needs and seeking behaviors: geographic; 

organizational; social/intellectual/cultural factors. Agada (1999) also stated that “IUE surveys 

seek to chart all the personal and contextual factors likely to influence information needs, 

seeking and use behaviors” (p. 74). A growing body of information behavior studies suggests 

that analyzing the context or specific information environments—such as a specific information 

environment at a point in time, or geographic, organizational, and socio-cultural backgrounds—

might be a good predictor of information needs and uses (Savolainen, 1995; Solomon, 2002; 

Sonnenwald & Iivonen, 1999).   

Recognizing the importance of understanding  adolescents’ environmental/background 

information, the study sought to describe participants’ environmental or demographic 

information under four main categories: (1) Basic biographic information: participant’s name, 

gender, age, birthplace, and the length of stay in the United States, etc.; (2) Family environments: 

relationships to parents/siblings, parents’ ages, parents’ social activities, parents’ socioeconomic 

status [SES] and assimilation with neighbors or other ethnic groups, etc.; (3) Neighborhood: to 

identify the neighborhood where they currently live and have grown up in South Korea; (4) 

School environments: to identify school environments where the participants currently attend 
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and have attended in South Korea. For detailed information about each question, see Appendix G 

(Demographic Profile Questionnaires). 

On the basis of the previously prepared survey questions—demographic profile 

questionnaires—the in-depth interviews were administered by the researcher. The researcher 

asked questions based on survey contents and additional questions regarding contextual 

background or the reasons behind each answer via in-depth interviews. To ensure that there were 

no misunderstandings of the survey contents and interview, all questionnaires of the survey and 

interview process were administered in the immigrants’ mother language—Korean. The contents 

of the survey and interviews were digitally recorded with audio-files. Also, all data acquired 

from the survey and interview were transcribed in Korean and then translated into English. The 

translation was verified by another bilingual (Korean-English) person (Korean-American). If 

disagreements were found, these were discussed and common resolution found.  

3.2.2. Phase II: Survey and In-Depth Interview—Measuring Level of Isolation 

This research measured subjects’ levels of isolation. In order to decipher the subjects’ 

current socio-affective conditions, the study analyzed subjects’ isolated statuses and their own 

perception about isolation and loneliness via survey and in-depth interview.     

First, in order to obtain confidence and objectivity in describing subjects’ isolation and to 

overcome inherent subjectiveness of participants’ narration, three measurement scales developed 

in the field of Educational Psychology were used. It can be hard for adolescents to describe their 

affective and abstract conditions—such as isolation or loneliness—through verbal narrations by 

themselves. This research utilized the measurement scales in order to establish an objective basis 

for assessing study participants’ level of isolation.   
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More specifically, to clarifying the meaning of the main concept—isolation from peer 

groups—the operational definition of the isolation used is based on previous research (Chapter 

2). In the study, ‘isolation from peer group’ means interchangeably with ‘absence of close 

friendship’—emotional isolation/loneliness—and ‘weak peer network’—social isolation. The 

isolated should satisfy two conditions—(1) socially isolated and (2) emotionally lonely. In 

addition, to distinguish from the rejected, the isolated are required to have basic social 

competence and adjustment. The conceptual definition of the isolated or isolation can be 

summarized as follows in Table 3.2:   

Table 3.2. Conceptual/Operational Definition of the Isolated from Peer Group 

 The Isolated from Peer Group 

Conceptual Definition 

Those who are (1) emotionally isolated (feel lonely) and (2) 

socially isolated because they have no or few close friends or 

significant others at the dyadic level or clique level among peer 

groups   

Operational Definition 

(with Measurement Scales) 

Those who have (1) high scores on the loneliness scale AND (2) 

low scores on the social network (or social support) scale AND 

(3) high scores on the social competence scale (See also Table 

3.3) 

 
In order to measure the three conditions—loneliness, social isolation, and social 

competence skills, the following measurement scales were used. The isolated refers to those who 

have high scores in the loneliness tested with ‘UCLA Loneliness Scale’ (Russell et al., 1980), low 

scores in social support was tested with ‘Multidimensional Scale of Perceived Social Support 

[MSPSS]’ (Zimet et al., 1988), and high scores in social competence and adjustment were tested 

with ‘Walker-McConnell Scale for Social Competence and School Adjustment’(Merrell, 2008). 
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The detailed explanation of instruments used to measure adolescents’ social isolation, emotional 

loneliness, and social competence skills is as follows: 

UCLA Loneliness Scale : the UCLA Loneliness Scale (Russell et al., 1980) was 

developed to assess subjective feelings of loneliness and isolation. Items for the original version 

of the scale were based on statements used by lonely individuals to describe feelings of 

loneliness (Russell et al., 1978), and a revised version of the scale was developed and published 

in 1980 (Russell et al., 1980). Recently, version 3 was developed (Russell, 1996). However, this 

research used the revised version (1980) because only the second version was translated into 

Korean and validated. Thus, the study used ‘the Korean version of the revised UCLA loneliness 

scale’ (Kim, 1997) that has undergone a full linguistic validation process and been verified 

through several validation studies with the Korean adolescent population. The UCLA loneliness 

scale consists of 20 question items. That utilizes a 4-point rating scale ranges from ‘never’ (1) to 

‘always’ (4). The scores result ratings of highly lonely (80-61), somewhat lonely (60-41), 

average (40-31) and non-lonely (30-20). In this dissertation research, subjects with total scores 

over 40 were regarded as lonely adolescents. The detailed questionnaires are presented in 

Appendix H (The Revised UCLA Loneliness Scale [R-UCLA]) and Appendix I (Korean Version 

of Revised UCLA Loneliness Scale [R-UCLA]). 

 Multidimensional Scale of Perceived Social Support [MSPSS]: MSPSS was developed to 

measure perceived social support across cultures (Zimet et al., 1988). It provides assessment of 

three specific sources of support: family [FA], friends [FR], and significant other [SO]. 

Measurement tools of social support have usually been designed for patients, the elder, and adult 

groups in clinical settings, yet MSPSS was originally developed for university undergraduates 

and young adult groups (Canty-Mitchell & Zimet, 2000; Zimet et al., 1990) and has been used 
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and validated with adolescents. The MSPSS was written in English, and there is no information 

about other translations or other social support measurements having undergone a full linguistic 

validation process. Accordingly, the questionnaires were translated into Korean by both the 

researcher and another bilingual (English-Korean) translator who was recruited to verify the 

translation. The questionnaire consists of 12 items, and a 7-point rating scale range from very 

strongly disagree (1) to very strongly agree (7) is implemented. When considering that the mean 

of social support is between 5.70 and 5.90 points for each question (Zimet et al., 1988), only 

subjects with below 4.0 points in average of the total sum were regarded as socially isolated 

adolescents with low social support and networks. Detailed questionnaires are presented in 

Appendix J (Multidimensional Scale of Perceived Social Support). 

Social Competence and Adjustment Scale: Walker-McConnell developed the ‘Walker-

McConnell Scale for Social Competence and School Adjustment’ (Merrell, 2008). It is a 53-item 

instrument that describes social behavioral competencies related to teacher-, peer-, and self-

related school adjustment and social competence. This test was used to determine whether 

subjects had any personal characteristics or dispositional problems in developing social skills 

that would result in social isolation, regardless of their dislocated social environments. Stated 

another way, this test assesses whether subjects have the basic skills to socialize in the school 

setting. Each question on the ‘Walker-McConnell Scale for Social Competence and School 

Adjustment’ was translated into Korean by both the researcher and another bilingual (English-

Korean) translator who was recruited to verify the translation. The questionnaire consists of 32 

items, and a 5-point scale range from never (1) to frequently (5) is implemented. The scores are 

interpreted as highly functioned (160-121), average (120-91), at-risk (90-51), and high-risk (50-

32). Only subjects with over 90 points in total sum were regarded as adolescents with basic 
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social skills. Detailed questionnaires are presented in Appendix K (Social Competence of School 

Social Behavior Scales). 

In addition, through in-depth interviews, supplementary questions were asked. The study 

described how the subjects evaluated and interpreted their current socio-affective conditions 

subjectively, regardless of the survey results. These supplementary questions—participants’ 

peer-relationship, perception of isolation and loneliness, and assessment of their own peer-

relationship within different cultural environments and social norms—were asked. Also, the 

contextual/situational background and the reasons why the subjects chose their answers in the 

three surveys were scrutinized through in-depth interview processes. This in-depth interview 

imparted knowledge about how isolation is different based on the subjective perception/narration 

and the objective results of the surveys.  

Finally, interviews and surveys were conducted one-on-one in Korean. The contents of 

the surveys and interviews were digitally recorded with audio-files. Also, all data acquired from 

surveys and interviews were transcribed in Korean and then translated into English. The 

translation was verified by another bilingual (Korean-English) person (Korean American).  

3.2.3. Phase III: In-depth Interview—Information Need and Use in Daily Life Context    

Qualitative data was collected through in-depth interviews with sixteen study participants 

in order to describe new Korean immigrant adolescents’ information needs and seeking 

behaviors in coping with their daily problems. Because of the exploratory and holistic nature of 

this research, in-depth interview—a type of qualitative method that produces rich and authentic 

data to enhance the understandings of information seeking behaviors—was used (Seidman, 

2006). A semi-structured interview schedule was prepared as a map to guide the interview 

processes. Its primary purpose was to act as a memory-aid for the interviewer and achieve 
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consistency in interviewing many subjects. The main categories of questions are: (1) the journey 

and experience of immigration; (2) current life problems and information needs; (3) information 

sources and channels; (4) evaluation of used information sources and channels; (5) the meaning 

of information and library. Detailed interview outlines and questionnaires are presented in 

Appendix L (Semi-Structure Interview Guideline). 

Interviews were conducted one-on-one in Korean. To insure reliability, similar questions 

were repeated in different situations or different expressions in order to keep a consistency in the 

responses. Each of the interviews was held at the interviewee’s home or a mutually-agreed place 

and took about three hours. The contents of the interviews were digitally recorded with audio-

files. All data acquired from intensive interviews were transcribed in Korean and then translated 

into English. For this process, another bilingual (Korean-English) translator was recruited to 

verify the correctness of the translation.  

3.2.4. Rationale of In-depth Interview  

In-depth interviewing was chosen as a main data collection method for this study. It is a 

qualitative research method used to understand participants’ experiences and views of any topic 

throug3.2.4.h their own stories and narration. In-depth interviewing (S. Taylor & Bogdan, 1984) 

is defined as “face-to-face encounters between the researcher and informants directed toward 

understanding informants’ perspectives on their lives, experiences or situations as expressed in 

their own words” (p. 77). As the name implies, in-depth interviewing seeks “deep” information 

and understanding from informants. The meaning of “deep” is: (1) to seek to achieve the deep 

level of understanding with current real-life members and informants; (2) to uncover hidden 

contextual boundaries within some cultural form, activities, events, etc.; (3) “to reveal what our 

commonsense assumptions, practices, and ways of talking partly constitute our interest and how 
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we understand them” (p. 106); (4) to seek to grasp multiple viewpoints and perspectives about 

some activities, events, place, or cultural objects (Johnson, 2002). Accordingly, the goal of in-

depth interviewing is to understand peoples’ activities and events, cultures that cannot be 

observed directly by the researcher but be grasped through informants’ long narration.   

In that sense, in-depth interviews are a particularly appropriate tool for person-centered 

studies of ELIS whose main aim is to understand and describe informants’ own life contexts and 

information practices to overcome their daily life problems. In other words, the benefit of in-

depth interviews in exploring new immigrant adolescents’ ELIS is the understanding and 

describing of “people” and their social life, including their behavior and artifacts, like language 

and culture (Johnson, 2002; Rubin & Rubin, 1995). In order to explore this dissertation study 

topic holistically, this data collection method is the most suitable tool to understand isolated 

adolescents’ information world.  

 Second, in-depth interviews facilitate the study of unstudied or new research processes 

and unanticipated phenomena. In-depth interviews are based on inductive reasoning—from 

individual cases to the development of theory. Previously unstudied human behavior or attitudes 

cannot adequately be understood with a fixed or structured set of questions or highly controlled 

experiments. Therefore, this method appeals to a researcher who needs to investigate hard-to-

study groups like new immigrant adolescents and to determine the hidden meaning of their 

behaviors in their specific contexts—geographic, organizational, and socio-cultural 

environments.  

 Third, the in-depth interview has flexible features as a research tool, compared to 

quantitative methods such as a structured survey or highly controlled experiments. This 

flexibility enables the researcher to be responsive to the subject during the interview and to 
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follow up themes as they unfold in the narratives as it is expressed (Johnson, 2002; Minichiello, 

Aroni, Timewell, & Alexander, 1995). Therefore, it allows detailed description of phenomena 

that people have situated and embedded in their life contexts. Considering that one of main goals 

of this dissertation is to gain rich descriptive data of immigrant adolescents’ daily life 

information world, which lies in various, complex socio-cultural contexts and activities, this 

methodological approach brings many advantages and strengths in describing new immigrant 

adolescents’ ELIS.    

3.2.5. Ethical Consideration  

This research received approval from the Florida State University’s Human Subject 

Committee (Appendix L). However, special ethical consideration is necessary because the 

research involves immigrant youth under the age of 18. First, there is a minimal risk of invading 

the privacy of subjects or their families because the research depends on interviewees’ narrations 

in collecting data. This research is not interested in information that is “sensitive” in nature. 

However, it is possible that, in the interview process, participants may reveal personal 

information about themselves or their families even though the research did not intend it at all. 

Therefore, during interviewing, the researcher checked the participants’ level of comfort and 

offered to discontinue the interview if needed. 

Regardless, all information provided by the participants remains confidential to the extent 

allowed by the law. In order to ensure participants’ and their family’s privacy, records of this 

study, including responses that are given during interviews and surveys, were kept on a password 

protected computer and in a locked file. Thus, no one except the researcher and the Florida State 

University Human Subject’s Committee had access to it. In addition, during the translation 

process, all participants’ names were hidden by using code numbers, and the translator who 
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verified the exactness of the translation deleted all files at the end of the translation task. Finally, 

the researcher only kept the data in a password protected computer.        

Furthermore, code numbers were used in place of interviewees’ names to protect against 

disclosure of the identifiers. When analyzing and coding the data from surveys and interviews, 

only the researcher was able to connect the code numbers to names. In order to protect 

participants’ confidentiality, personally identifying data are not disclosed in reporting study 

results.   

This study respects the ethical standards of voluntary and informed consent by human 

subjects. Therefore, after receiving any interest from potential participants, the researcher met 

both adolescents and their parent/guardian at their own houses or an agreed upon location. At 

that time, the researcher explained the research activities, goals, and methods and gave 

adolescents and their parents an assent form and consent form, respectively. Only participants 

who submitted signed assent and parents/guardians’ consent to participate in the research were 

invited to participate in the research. Eighteen-years-old participants were asked to sign a 

consent form.   

3.3. Data Analysis 

All data acquired from intensive interviews and surveys were transcribed in the study 

participants’ mother tongue, Korean, and then translated into English. Data analysis was 

conducted using the final English transcripts, and the results of the analysis are reported in 

Chapter 4 below.  

First, an analysis of the demographic profile data collected via survey in the first research 

phase was conducted using content analysis. This analytic process was focused on presenting 

each research participant’s qualitative characteristics rather than showing statistical degrees by 
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counting words, calculating ages, or rating responses. Since the purpose of the survey is to 

identify subjects’ features and the characteristics in their information use environments, it is 

reasonable to perform descriptive analysis and systematic classification about each question 

category. 

Second, analysis of surveys measuring the degrees of loneliness, social isolation, and 

social competence were calculated according to the technical directions of each measurement. 

According to the points of sums and averages, the criteria to judge loneliness, social isolation, 

and social competence were assigned and the assessed are as follows: 

Table 3.3. Operational Definition of the Isolated from Peer Group via Measurement Scale 

Measurement Scale  Score  

Loneliness 

(UCLA Loneliness Scale) 

High Score 

(> over 40 points in the sum) 

 The 

Isolated 

from Peer 

Group 

Low Score 

Social Support 

(Multidimensional Scale of 

Perceived Social Support) 

High Score 

Low Score 

(< below 4 points in the average of the sum) 

Social Competence Skill 

(Walker-McConnell Scale) 

High Score 

(> over 90 points in the sum) 

Low Score 

 
Third, the analysis of intensive interviews used in the whole research phases utilized the 

procedures of grounded theory described by Strauss and Corbin (2008). This qualitative analysis 

uses basic techniques of questioning and making constant comparisons within the context of a 

close examination of transcript data. Hence, the transcripts were coded, categorized by theme, 

and compared to the contents of each interviewee. Several types of coding techniques were 

applied: open coding, focused/axial coding, and selective coding (Corbin & Strauss, 2008). In 
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classifying and summarizing the contents within main themes provided by each interviewee, the 

analysis looked for patterns and similarities in interviewees’ narration. 

Finally, qualitative analysis of collected data was performed using the computer software 

QSR NVivo 10. The use of computer software aided a systematic coding process, facilitating the 

management of a large amount of date and memos, classifying themes and relationships between 

codes. All procedures of data analysis were focused on looking for logical and systematic 

relationships and patterns within transcripts. 

3.4. Limitation 

3.4.1. Limitation of the Used Method  

The methods used in the study have some limitations. The first issue is representativeness 

in sampling. This study was planned for participants selected through flyers, informants, and 

snowball sampling (non-probability and convenience sampling), and, for this reason, research 

findings cannot be generalized. The findings might be unique and meaningful to the relatively 

specialized people included in the research, but difficult to use for predictive purposes to other 

groups. In order to bolster generalizability, researchers, sometimes, try to contact informants 

from multi research sites and compare the findings. However, even though the researchers 

perform multi-sites studies, even these trials cannot guarantee that the results will reach 

generalizability.  

Rather, as Denzin (2002) comments, “the interpretivists (like qualitative interview 

researchers) rejects generalization as a goal and never aim to draw randomly selected samples” 

(p. 173). The qualitative research does not aim to focus on generalizability to a larger population, 

but rather to obtain deep insights and understanding of the particular behavioral and social 

processes of a particular group or person—such as isolated Korean immigrant adolescents’ 
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information practices. The biggest reward of the findings through the qualitative method is not to 

achieve extensive generalizations, but rather to understand how idiosyncratic groups make sense 

and interpret their particular experiences and environments. In that sense, the relatively small 

sample size and purposive sample matches the goal of the study to understand new Korean 

immigrant adolescents’ information world deeply.  

 Second, in-depth interviewing overly depends on verbal narratives. Therefore, this 

method should overcome language barriers that can arise when collecting data from semi-

illiterate groups such as new immigrant teens with limited English skills. Also, when dealing 

with difficult subject matter to describe verbally, such as abstract emotion, behaviors, or beliefs, 

this method has limits in obtaining rich data from subjects’ narration (Atkinson, 2002; Rubin & 

Rubin, 1995). In order to offset the weakness of in-depth interviewing by over-reliance on verbal 

narration, this study used the measurement scales to identify the concepts—loneliness, social 

isolation, and social competence—which are abstract and subjective and verbally hard to explain 

by adolescents.    

 Third, there is an issue of validity in the process of translating study participants’ mother 

tongue—Korean—into English. When translating, it can be hard to translate nuances and unique 

cultural expressions fully. In order to avoid the issue, Korean versions of measurement scales 

were sought. This is the reason the revised UCLA scale (Kim, 1997) was selected for this study 

even though there are various and newest scales to measure loneliness. To ameliorate this 

problem with the other scales, a second bilingual translator was recruited to verify the precision 

of the translations. 

Finally, researcher bias may occur during the process of organizing and interpreting the 

transcripts and in developing a theoretical framework. In in-depth interviews, the researcher is 
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the primary tool of data collection and analysis (Rubin & Rubin, 1995). This means that it is 

possible the researcher will interpret and organize study participants’ narratives according to her 

own volition, which may be biased. However, according to Warren’s argument (2002), for 

example, different researchers can approach a study condition differently according to their 

different positions and perspectives. This will lead different understandings about one particular 

condition under the study. Yet, in qualitative studies, these different results and interpretation are 

equally valid and meaningful if each researcher can present their perspectives and describe them 

fully (Warren, 2002). Therefore, discussion of researcher bias in qualitative studies relies on the 

researcher’s ability to be self-retrospective in analyzing the data. In order to minimize the 

researcher bias and maximize self-retrospective examination, this study kept referring to various 

theories and references related to adolescents with multicultural backgrounds. 

3.4.2. Trustworthiness: Meaning of Objectivity in Qualitative Research  

The limitations of the used research method in this study are mostly related to the issues 

of objectivity. However, strictly speaking, the issues of objectivity in qualitative methods may be 

not ‘real’ limitations of this research because objectivity is not a suitable term to evaluate the 

quality and completeness of qualitative methods (or paradigms). In general, to verify the 

objectivity of the research results and processes, researchers usually check the validity and 

reliability of their data (Schutt, 2006). Valid and reliable knowledge is a central concern of 

‘scientific’ social research. Thus, qualitative method researchers have borrowed the terms and, 

without variation or modification, have applied the techniques to qualitative research processes.  

However, as Healy and Perry (2000) note, “the quality of a study in each paradigm 

should be judged by its own paradigm’s terms” (para. 24). In other words, the terms validity and 

reliability are essential criteria to verify the quality of quantitative method paradigms, but in 
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qualitative method paradigms, other terms and concepts should be introduced and used. 

Therefore, validity and reliability in quantitative research should be replaced as credibility, 

trustworthiness, or usefulness in qualitative research (Glaser & Strauss, 1967; Golafshani, 2003; 

Marchel & Owens, 2007).  

Lincoln and Guba (1985) summarized the above three criteria—credibility, 

trustworthiness, and usefulness—by citing Glaser and Strauss’s definition (1967) as follows: (1) 

credibility means ensuring that the theoretical framework generated is understood and is based 

on the data from the study; (2) trustworthiness is the extent to which one can believe in the 

research findings; (3) usefulness refers to a worthwhile end product to help explain a 

phenomenon. Among these three criteria to evaluate the quality of qualitative research, 

trustworthiness is closely related to the goal of this research and research methods.  

More specifically, Rubin and Rubin (1995) also suggested three indicators to evaluate the 

trustworthiness of the qualitative research method, in-depth interviewing. Trustworthiness—the 

final goal of the qualitative method—can be achieved through these standards: transparency, 

consistency, and communicability.    

First, transparency points out to the fact that potential readers should be able to see the all 

processes of data collection: “A transparent report allows the reader to assess the intellectual 

strength and weakness, the biases, and the conscientiousness of the interviewer” (Rubin & 

Rubin, 1995, p. 85). To insure transparency, the researcher should keep all possible records, 

including transcripts, logs, the notes about notes for making transcripts and field notes, and make 

them available to readers on request.  

 Second, consistency means “to show how the researcher analyzed interview contents 

(transcripts) that appeared to be inconsistent” in the process of making or examining themes (or 
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concepts, or theory units) (Rubin & Rubin, 1985, p. 87). The most common way to achieve 

consistency is to keep asking about the contradiction of narratives and to reveal the reasons of 

the contradiction and inconsistencies.  

Third, communicability refers to the display of research findings from interviews, which 

should be comprehensible to both readers and conversational partners: “Your conversational 

partners should see themselves in your descriptions, although they may not agree with every 

detail or interpretation. Other researchers should understand your text and accept your 

descriptions because they complement what they and others have seen” (Rubin & Rubin, 1985, 

p. 91). 

In order to satisfy these three variables for achieving trustworthiness, this study kept full 

recorded transcripts and made them available to be shown if interviewees asked (Transparency). 

Also, all recorded contents of interviews and surveys were transcribed in Korean and then 

translated in English. These processes enabled the interviewees to access and know the processes 

and contents of research data collection (Communicability and Transparency). In addition, the 

selection of new interviewees was continued until the saturation point was reached: the point 

when new interviews yield little additional information. During the interviewing process, the 

researcher kept asking the same questions with various narrations in order to find out the 

contradiction of narratives and its causes and meanings (Consistency). To insure the correctness 

of the interview and survey contents and avoid miscommunication between the interviewer and 

interviewees, all processes of interviews and surveys were conducted in Korean—interviewees’ 

mother tongue (Communicability). In conclusion, even though the research cannot achieve 

objectivity in the quantitative method, several strategies suggested in this study allow the 

achievement of trustworthiness, thus overcoming the limitations of qualitative research.    
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CHAPTER FOUR 

FINDING 

This chapter reports qualitative data analyses conducted during Phase I: Interview/Survey 

for Demographic Profiles and Information Use Environments [IUEs], Phase II: Survey/Interview 

for Isolation Status, and Phase III: In-depth Interview for Information Needs and Seeking 

Behaviors. In regards to new Korean immigrant adolescents’ information seeking behavior 

during a transitional period in which a peer group is unavailable to them and in which they 

struggle with adjusting to new environments and cultures, the research results are identified and 

categorized with six themes: (1) demographic portraits and migration journey; (2) participants’ 

isolation from peers and loneliness statuses; (3) current concern/issues and information needs; 

(4) information sources and channels used to satisfy their information needs; (5) satisfaction with 

used information sources; (6) meaning of information and library uses in Everyday Life 

Information Seeking [ELIS]. A more detailed description of the findings is explicated within 

each category and theme.  

4.1. Demographic Portrait and Migration Journey 

4.1.1. Study Setting: Terrace City
2
    

Many Korean immigrants and Korean-Americans live in metropolitan cities, such as Los 

Angeles, New York City, or in north east coast areas in the United States where big Korean 

communities have been formed (Hurh, 1998). However, this research was conducted in Terrace 

City, a medium size city in the southeastern area of the United States. There are two major 

universities and one community college in this city, and most residents with Korean heritage, 

including Korean-Americans and Korean immigrants, are associated with these universities. 

                                                 
2 The city’s name is fictitious to protect against disclosure of the research participants’ identifiers.  
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Residents with Korean heritage in the city are roughly comprised of three groups: international 

students (under/graduate students), scholars, and general permanent immigrant residents, 

including Korean-Americans. The largest group in the city is international students—

undergraduate or graduate students attending in these universities—and their families. Scholars 

make up the second largest group. These are professors, visiting scholars, or researchers working 

in post-doctoral positions in two major universities. The smallest is comprised of permanent 

Korean immigrant residents, including Korean-Americans, who are working for the government 

or in the private sector business. This academic-oriented environment encourages temporal 

visitors, including immigrant adolescents, for a better education; thus their families come to this 

city.  

In detail, one benefit of living in this city for immigrant adolescents is the educational 

opportunity. There are several prestigious private schools and good school districts where 

Korean private study-abroad agencies and academic institutes have strong affiliations. Compared 

to residents who live in other metropolitan cities, the medium sized city and relatively small 

population of Koreans within the city encourage Korean immigrant students and their families to 

live there for their own education in major universities, as well as for their children’s education. 

Terrace City offers a relatively low cost of living, and many opportunities to experience the 

American culture while living in a relatively small Korean community. Currently, there are 

twenty to thirty Korean immigrant adolescents living in Terrace City for educational reasons.3 In 

that sense, even though the number of Korean immigrant adolescents, including Korean-

                                                 
3 The numbers of Korean immigrant adolescents in Terrace City were not based on the demographic statistics of the 
educational administration or government within the regional county. The numbers—between twenty and thirty— 
were based on the numbers that interviewees estimated students with Korean heritages in each of the school that 
each interviewee belongs to. Because there are many floating populations within Korean immigrant adolescents that 
cannot generally considered part of the official census count, it is hard to earn the exact number of Korean 
immigrant adolescents including Korean-American adolescents in Terrace City.  
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American adolescents, is relatively small in Terrace City, it is a suitable place to study recent 

Korean immigrant adolescents’ information world. The specific school districts and 

neighborhoods where the study participants and their families live are identified in a later section 

of this study—section 4.1.2.    

4.1.2. Research Participants’ Profile  

A total of sixteen Korean adolescents (N=16) were recruited for interviews and surveys 

to identify their level of isolation and information seeking behavior within their peer relationship. 

The overview of research participants by basic characteristics (variables) was shown in Table 

4.1. The detailed analysis by each variable describing study participants’ features will be 

introduced in the next sections sequentially.    

Table 4.1. Participants and their Families’ Basic Profile (Overall)  

Variable N=16 Median (M) 
Standard Deviation 

(SD) 
Range 

Gender  

   Male 

   Female 

 

10 (62.5%) 

6 (37.5%) 

   

Age (year) 231 15 2.39 6 (12-18) 

Period of Residency  

(month) 

264 14 10.78 34 (2-36) 

Parents’ Age 

   Father 

   Mother  

 

754 

741 

 

44.35 

46.31 

 

4.38 

3.60 

 

16 (39-55) 

17 (41-58) 

 
4.1.2.1. Basic Demographic Information. Age, Gender, Language, and Residency 

Period: All participants’ ethnicity is Korean: all were born and raised in South Korea before 

traveling to the United States. Therefore, their mother tongue and primary language is Korean, 

and their second language is English, with the exception of one female subject who lived in 

Japan for three years (between 11 to 14 years old) due to her parents’ job—ambassador. Table 
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4.2 shows participants’ basic demographic information regarding name4, gender, age, mother 

tongue, residency period. The order of the participants in the table is organized by gender: 

female first, then ascended by age, and finally by alphabetic order. The division by gender 

enables a better vision of the significant results and difference in results, especially in the level of 

isolation by gender, compared to other factors. In order to show clearly the differences or 

features of each gender, the order of the participants were mainly organized by gender and age.      

Table 4.2. Participants’ Profile by Name, Gender, Age, Langue, and Residency Period  

Name Gender Age Primary/Second Language Residency Period (Months) 

Jane F 12 Korean / English 5 months (5) 

Sarah F 12 Korean / English 2 years and 5 months (29) 

Suzan F 12 Korean / English 2 years (24) 

Barby F 14 Korean / English 2 years and 5 months (29) 

Diane F 16 Korean / English 1year and 4 months (16) 

Scarlett F 16 Korean / Japanese/ English 6 months (6) 

Carter M 12 Korean / English 1 year (12) 

David M 12 Korean / English 1 year (12) 

Justin M 12 Korean / English 2 months (2) 

Samuel M 12 Korean / English 1 year (12) 

Bruce M 16 Korean / English 6 months (6) 

Josh M 16 Korean / English 5 months (5) 

Moody M 16 Korean / English 2 years (24) 

Byron M 17 Korean / English 2  year and 6 months (30) 

Carl M 18 Korean / English 3 years (36) 

Tom M 18 Korean / English 1 year and  4 months (16) 

 

Gender: Among the sixteen participants (N=16), ten adolescents were males (M=10, 

62.5%) and six were females (F=6, 38.5%). The imbalance of participants’ portion in gender was 

                                                 
4
 The names are fictitious to protect against disclosure of the research participants’ identifiers.  
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not intended. When the data reached the saturation point, contacting the subjects to meet the 

standards of the research by snowballing method were determined regardless of their gender. In 

addition, this study did not intend to compare the information behavior by gender in collecting a 

balanced portion of gender.    

Table 4.3. Number of Participants by Gender  

Gender Number of Study Participants Percentage of Study Participants (%) 

Male 10 62.5 % 

Female 6 37.5 % 

Total 16 100 % 

 
Age: The age range to meet conditions of the targeted population to achieve the purpose 

of the research and the operational definition of adolescence was between 12 to 18 years old. The 

average age of the participants was 14.4 years old (Median=15 years old). More specifically, by 

gender, female subjects’ average age was14.7 years old (Median=16 years old), and male 

subjects’ mean and median were all 12 years old. All participants were within the life stage of 

early (10-14 years) and traditional mid-adolescence (15-18 years). Detailed information of 

participants’ age ranges and portion are shown in Table 4.4 and Table 4.5.  

Table 4.4. Participants’ Profile by Age 

Age 
Number of Participants 
(Percentage) 

Number of Participants by Gender 
(Percentage) 

12 7 (43.75%)  
Male 
Female 

 
4 (25%) 
3 (18.75%) 

14 1 (6.25%)  
Male 
Female 

 
0 (0%) 
1 (6.25%) 

16 5 (31.25%)  
Male 
Female 

 
3 (18.75%) 
2 (12.5%) 

17 1 (6.25%)  
Male 
Female 

 
1 (6.25%) 
0 (0%) 

18 2 (12.5%)   
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Age 
Number of Participants 
(Percentage) 

Number of Participants by Gender 
(Percentage) 
Male 
Female 

2 (12.5%) 
0 (0%) 

 

Table 4.5. Participants’ Age: Mean, Median, and Mode 

 
Participants’ Age  

(year) 
Participants’ Age  by Gender 

Mean 
(Average) 

14.4  
Male 
Female 

 
13  
14.7 

Median 15  
Male 
Female 

 
12  
16  

Mode 12  
Male 
Female 

 
12  
12  

 

Residency Period: The participants have lived in the United States between a minimum 

of two months to a maximum of three years (thirty six months). The length of residence met both 

the conditions of the targeted population to achieve the purpose of the research—the period of 

residency are limited to three years or less in the United Stated—and the operational definition of  

“new” immigrant adolescents. The study participants’ average stay in the United States was 16.5 

months (Median=12 months). In the case of male adolescents, their average period was 15.5 

months (Median=12 months) and that of female participants was 13.5 months (Median =16 

months). Detailed data about participants’ length of residence are presented in the Table 4.6 and 

Table 4.7. 
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Table 4.6. Participants’ Profile by Period of Residency (Month): Mean, Median, and Mode  

 
Period of Residency of 
Participants (Month) 

Period of Residency of Participants  
by Gender (Month) 

Mean  
(average) 

16.5  
Male  
Female 

 
15.5  
13.3  

Median 14   
Male 
Female 

 
12  
16  

Mode 12   
Male 
Female 

 
12  
12  

 

Table 4.7. Participants’ Profile by Period of Residency (Month)   

Residency Period 
(Months) 

Number of Participants 
(Percentage) 

Number of Participants by Gender 
(Percentage) 

2 1 (6.25%)  
Male 
Female 

 
1 (6.25%) 
0 (0%) 

5 2 (12.5%)  
Male 
Female 

 
1 (6.25%) 
1 (6.25%) 

6 2 (12.5%)  
Male 
Female 

 
1 (6.25%) 
1 (6.25%) 

12 3 (18.75%)  
Male 
Female 

 
3 (18.75%) 
0 (0%) 

16 2 (12.5%)  
Male 
Female 

 
1 (6.25%)  
1 (6.25%) 

24 2 (12.5%)  
Male 
Female 

 
1 (6.25%) 
1 (6.25%) 

29 2 (12.5%)  
Male 
Female 

 
0 (0%) 
2 (12.5%) 

30 1 (6.25%)  
Male 
Female 

 
1 (6.25%) 
0 (0%) 

36 1 (6.25%)  
Male 
Female 

 
1 (6.25%) 
0 (0%) 

Total (N) 16 (100%)  
Male 
Female 

 
10 (62.5%) 
6 (37.5%) 
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4.1.2.2. Participants’ Family Status and SES. Family Living Status: All participants 

were raised by their own parents in South Korea, and all family members lived together before 

moving to the United States. However, during their travel to the United States, the status of 

participants’ family members was somewhat changed. Thus, the participants were divided into 

two groups according to family members’ living status: (1) participants living in with family 

members versus (2) living with a host family without their own family members. More 

specifically, some participants are living with their whole family in the United States, including 

all siblings and parents, but the other group moved in the United States by themselves and is 

living with American/Korean host family introduced by study-abroad brokers/agents in Korea. 

While the participants are living in the United States alone, their own family members—

especially their parents—still live in Korea to support them financially. Moreover, among the 

participants with family members, some participants’ family moved to the United State with only 

one parent—especially the mother—and siblings because their fathers have their jobs in Korea. 

Also, the group who live with a host family is divided into participants living with Korean 

relatives in the United States and participants who live with American host family members. 

Participants’ division by family members’ have or have-not in the United States is shown in 

Table 4.8. 

Table 4.8. Participants’ Profile by Family Members’ Residence Status in Terrace City 

Number of Participants Living With Family 
Number of Participants Living  

With Host Family 

10 (62.5%) 

Male: 6 (37.5%) 

Female: 4 (25%) 

6 (37.5%) 

Male: 4 (25%) 

Female: 2 (12.5%) 

Whole Family: Both 

parents & siblings 

Partial Family: One 

parent & siblings 
American Host Family 

Korean Host Family 

(Relatives) 

7 (43.75%) 3 (18.75%) 4 (25%) 2 (12.5%) 
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Parents’ Age Range and Marriage Status: The parents’ average age was 45.3 years old, 

and the range was somewhat wide: between the late thirties (39 years old) and the late fifties (58 

years old). Participant parents’ age range is briefly presented in the Table 4.1. In addition, all 

parents had a married status, except one male’s (Carl’s) mother who was widowed. Also, all 

participants were from intact families, except one female participant (Diane). Diane’s parents 

were divorced, but her mother remarried with her current step-father and lives in with the step-

father and his children (step-brothers) before moving in Terrace City to study abroad. She 

currently lives with her cousin’s family (step father’s brother). Parents’ briefly profile is shown 

in Table 4.9. 

Table 4.9. Profile by Parents’ Feature and Family SES (F: father; M: mother) 

Name 
(Gender, Age) 

Parents’ 
Age 

Parents’ 
Education 

Parents’ Job 
Family’ Economic 

Status5 
 Jane 

(F, 12) 

F: 45 

M: 41 

F: Ph.D. 

M: Bachelor 

F: Professor (University ) 

M: House wife 
Middle and High 

 Sarah 

(F, 12) 

F: 42 

M: 42 

F: Master 

M: Ph.D. 

F: Doctoral Student/Lecturer  

M: Post-Doc. Researcher 
Middle 

Suzan 

(F, 12) 

F: 45 

M: 43 

F: Ph. D.  

M: M.Ed.  

F: Professor (University) 

M: High School Teacher  
Middle and High  

Barby 

(F, 14) 

F: 42 

M: 42 

F: Master 

M: Ph.D.  

F: Doctoral Student/Lecturer  

M: Post-Doc. Researcher 
Middle 

Diane  

(F, 16) 

F: 51 

M: 47 

F: Bachelor  

M: Bachelor 

F: Insurance Broker  

M: Insurance Broker  
Middle and High 

Scarlett 

(F, 16) 

F: 46 

M: 46 

F: Ph.D.  

M: Master 

F: Ambassador 

M: High School Teacher  
Middle and High 

Carter  

(M, 12) 

F: 47 

M: 41 

F: Bachelor 

M: Bachelor 

F: Sound Engineer (FM Radio) 

M: House wife 
Middle and High 

David 

(M, 12) 

F: 50 

M: 44 

F: Ph.D.  

M: Ph.D.  

F: Professor (University) 

M: Tutor/ Lecturer 
Middle and High 

                                                 
5 This is based on research participants’ subjective reflection and judgment about their family’s economic condition 
during their entire childhood.      
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Name 
(Gender, Age) 

Parents’ 
Age 

Parents’ 
Education 

Parents’ Job 
Family’ Economic 

Status5 

Justin 

(M, 12) 

F: 43 

M: 39 

F: Bachelor  

M: Ph. D.  

F: Government Officer 

M: Post-Doc. Researcher  
Middle and High 

Samuel 

(M, 12) 

F: 43 

M: 42 

F: M.D. 

M: Bachelor 

F: Medical Doctor/Professor  

M: Nurse  
Middle and High 

Bruce  

(M, 16) 

F: 58 

M: 55 

F: Ph.D.  

M: Master  

F: Office Worker (Manager) 

M: House wife 
Middle and High 

Josh 

(M, 16) 

F: 45 

M: 41 

F: Ph.D. 

M: Bachelor 

F: Professor (University) 

M: House wife 
Middle and High 

Moody 

(M, 16) 

F: 45 

M: 43 

F: Ph. D.  

M: M.Ed.  

F: Professor (University) 

M: High School Teacher 
Middle and High  

Byron 

(M, 17) 

F: 49 

M: 46 

F: Bachelor 

M: Bachelor 

F: Government Officer 

M: House wife 
Middle and High 

Carl 

(M, 18) 

F: Demise 

M: 47 

F: Master 

M: Bachelor 

F: Demise 

M: English Tutor   
Middle 

Tom 

(M, 18) 

F: 49 

M: 45 

F:  Bachelor 

M: High school  

F: Architect 

M: House wife 
Middle and High 

 

Parents’ SES: All participants regarded their (or their parents’) social economic status 

[SES] somewhere between middle and upper class. This was not based on the objective social 

statistics but research participants’ subjective reflection and judgment about their family’s 

economic condition during their entire childhood. In educational conditions, all parents were 

college educated, except one male adolescent’s (Tom’s) mother who earned high school 

diploma. They also had professional jobs, such as professor, researcher, medical doctor, 

ambassador, architect, etc. The SES of participants’ parents is briefly presented in the Table 4.9.    

As shown the Table 4.9, all participants’ parents, except one male participant’s mother, 

have high educational background, economic status, and professional jobs. In regards to their 

economic status, all adolescents mentioned that they had no difficulties in their childhood 

because of economic issues. For instance, Tom’s parents maneuvered their two children—Tom 
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and his brother—for studying abroad. Nevertheless, Tom has never experienced any difficulties 

because of financial issues:  

 “He [my father] is an architect….Since my [elder] brother has studied in Australia and I 

am out here studying in the United States, my parents spend a lot of money on our 

education, especially on me. I am roughly estimating that my parents are spending well 

over 70-80% of their income. However, my father always tells me that he doesn’t want 

me to worry about money and focus on school. So he gives me enough stipends via credit 

cards. Money is never an issue for me now.” (Tom, 18, Male, immigrant for education 

without family member, living with American host family)    

Another other student, Scarlett attended an expensive private high school in Terrace City and 

sometimes compared affluent American classmates to herself and regarded her family as middle 

class. But, she has never experienced any financial difficulties during her childhood: 

“If I compare my family with rich classmates’ families at my current school, I think they 

[classmates at Max] will put my family into the middle class. But, we [my family] used to 

eat out frequently, and I could buy almost everything I wanted. So, I think my family 

belongs to the middle and the high class because my parents could afford my expensive 

tuition and stipend for studying abroad. My mom tells me to save money, but at the same 

time, she tells me to eat whatever I want and buy whatever I want.” (Scarlett, F, 16, 

immigrants for education without family member, living with American host family) 

 The above key characteristics of the parents’ SES and participants’ testimonies are not 

extraordinary phenomenon shown in only the sample, but well-known information in Korean 

society. According to a research report on Korean educational statistics by the Korean Education 

Development Institute [KEDI] (2005), the parents of secondary students who are studying 
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abroad in the United States are highly educated and most of the parents have a high income. The 

research also reported that these parents have professional jobs, such as upper managers, 

professionals, high ranking public/governmental officers, professors or researchers. Thus, many 

educational researchers in Korea agree that this phenomenon creates further educational inequity 

and aggravates the gap between the high SES and the low SES groups (Choi, 2004; Korean 

Educational Development Institute, 2005). These facts were explicitly emergent in this research 

participants’ demographic profiles—especially their parents’ SES. The detailed analysis about 

participants’ and their families’ demographic features, such as high socio-economic status and 

high educated background and its social milieus and background, is discussed in Chapter 5.   

4.1.2.3. Participants’ Neighborhood and School Environment 

 The above phenomena—recent Korean immigrant adolescents and their families’ high 

SES—impacted the selection of neighborhoods where participants’ families reside and of 

children’s school or school districts within the Terrace City. In addition, the environments and 

neighborhoods of participants’ original hometown in Korea were similar to those in the United 

States because their main criteria for choosing the community were very similar: middle class 

neighborhoods with good school districts. For that reason, almost all participants testified that 

their current school environment and neighborhood in the United States were excellent: 

“I like the warm weather and laid-back people unlike people in Busan [my hometown in 

Korea]. Things are quite peaceful in Terrace City. I do like living in here. Terrace City is 

very clean and has a good education systems and facilities. I live in ShamrockVillage 

Apartment Complex, and there is a nice small pond. There’re nice trails in the back. 

Since it’s not a big city, there isn’t much to do, and it’s boring sometimes. But I like 
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Terrace City and my apartment complex because it’s quiet and clean.” (Suzan, F, 12, 

immigrant for education with partial family member—without father) 

Table 4.10 summarizes participants’ key description and features about their hometown 

and current Terrace City. It does not include any objective statistical facts, but participants’ 

subjective perception about their hometown and current city. 

Table 4.10. Profile by Neighborhood/School Environment in Home Town and Terrace City 

                                                 
6 The school name is fictitious to protect against disclosure of the research participants’ identifiers.  
7 The participants who answered have no idea about the name of the neighborhood where they are living with their 
family or host family. However, they have subjective opinions, such as safeness, cleanliness, good school district, 
etc. about the neighborhood or living conditions they live in.   

Name 
(Gender, Age) 

Hometown Neighborhood School6 

Jane 
(F, 12) 

Mok-dong in Seoul: 

- Apartment complex 
- Convenient transportation  
- Great school/educational district 
- Friendly neighbors 

No idea about the name
7
: 

- Nearby Golden Eagle—
wealthy subdivision  
- Quiet and clean area 
- Safe and secure place 

Gilbert Element
ary School 
(Public) 

Sarah 
(F, 12) 

Gwa-cheon near Seoul: 

- Middle sized city nearby Seoul 
- Great school district 

Shamrock: 

- Good and spacious  
- Good school district   

Moses Middle 
School (Public) 

Suzan 
(F, 12) 

Hae-un-dae in Busan:  

- Metropolitan city 
- Lots of fun thing  
- Apartment Complex  
- Good educational facilities/ 
great school district   

Shamrock:  

- Clean, peaceful, but 
boring  
- Nature-friendly 
environment  
- Good school district  

Moses Middle 
School (Public) 

Barby 
(F, 14) 

Gwa-Cheon near Seoul: 
- Middle sized urban nearby 
Seoul; 
- Convenient transportation  
- Close to downtown, exciting  
- Great school district 

Shamrock: 

- Good school district  
- Peaceful, quiet, but boring  

Russell’s High 
School (Public) 

Diane  
(F, 16) 

Il-San near Seoul:  

- Middle sized city planned urban 
development nearby Seoul  
- Clean, convenient, safe 
- Affluent subdivision  
- Great school/educational  
district  

Shamrock: 

- Safe, clean environment  
- Good school district  

Max School 
(Private) 
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Name 
(Gender, Age) 

Hometown Neighborhood School 

Scarlett 
(F, 16) 

Yongin near Seoul:  

- Nearby Seoul, convenient place 
to commute to Seoul  
- Great school district  

No idea/name:  

- Quiet and safe   
- Great school district  
- Friendly and nice 
neighbors  
- Pretty backyards 
- Inconvenient public 
transportation  

Max School 
(Private) 
 
 
 
 
 
 

Carter  
(M, 12) 

Daegu:  

- Big city 
- Small and safe subdivision 
nearby downtown  
- Great school district  

No idea/name:  

- Clean air condition 
- Safe, peaceful, quiet 
- Inconvenient public 
transportation   

Corinne 
Elementary 
School 

David 
(M, 12) 

Suwon:  

- Middle sized city nearby Seoul 
- Safe and good school district  
- Convenient place to commute to 
Seoul 

Southwood: 

- Safe, friendly 
- Clean air   
- Good school district  

Gilbert  
Elementary 
School 

Justin 
(M, 12) 

Daegu:  

- Big city 
- Convenient commutation   

Shamrock:  

- Friendly neighbors 
- Good school 
environments  

Moses Middle 
School (Public) 

Samuel 
(M, 12) 

Hwa-Sung: 

- Middle sized urban near Seoul 
- Good school district  
- Good public transportation  
- Good hospital/health center 

Southwood:  

- Wealthy subdivision  
- Nice gym/fitness center 

Corinne 
Elementary 
School  

Bruce  
(M, 16) 

Bundang near Seoul:  

- Middle sized city nearby Seoul 
- Wealthy subdivision 
- Great school/educational district 
- Convenient transportation  
- Fast-paced life 

Golden Eagle: 

- Wealthy subdivision  
- Quiet, peaceful, but 
boring  
- Good school district  
- Laid-back people  

Lawton Chiles 
High School  
(Public) 

Josh 
(M, 16) 

Mok-dong in Seoul: 

- Metropolitan city 
- Wealthy subdivision  
- Apartment Complex 
- Great and big 
school/educational district  

No idea about the name: 

- Nearby Golden Eagle—
wealthy subdivision  
- Safe and secure area 
- Inconvenient 
transportation   

Lawton Chiles 
High School  
(Public) 

Moody 
(M, 16) 

Hae-un-dae in Busan: 

- Metropolitan city 
- Apartment complex  
- Good school district  
- Intimate/good neighbors  

Shamrock: 

- Clean, open space 
- Many Koreans 
- Good school district 

Leon High 
School (Public) 
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As Table 4.10 indicates, almost all participants testified that their current living 

conditions and neighborhoods are great, except a few issues with the public transportation 

systems compared to those of their hometown. In addition, they lived nearby good school 

districts in both their hometowns in Korea and their current town in the United States. For 

instance, among sixteen adolescents, five participants currently attended an expensive private 

high school located within an affluent neighborhood in Terrace City. The other adolescents were 

also enrolled in good public schools, known as a middle class and predominantly White teens’ 

school in Terrace City. Their testimonies supported the main reason why they live in these 

locations in Korea and in the United States:  

 “The area of Busan where I lived in S. Korea also had a great school district. So many 

good schools were nearby….There are many Koreans here [in my current neighborhood 

in the United States.] because it’s an excellent school district. There are a lot of schools 

around here. As you know, Koreans prefer to live near excellent school districts because 

of parents’ passion for the education of their kids. I think that’s why there are so many 

Name 
(Gender, Age) 

Hometown Neighborhood School 

Byron 
(M, 17) 

Mok-dong in Seoul:  

- Wealthy subdivision in Seoul 
- Great school/educational district 
- Convenient transportation   

No idea about the name:  

- Secure, safe, stable, clean, 
quiet, peaceful  
- Good neighbors 
- Inconvenient 
transportation 

Max School 
(Private) 

Carl 
(M, 18) 

Suwon: 

- Middle sized city nearby Seoul 
- Good school district 
- Close and friendly  

No idea about the name: 
- Neighborhood nearby 
high school  
-Inconvenient public 
transportation  
- Clean and safe area  

Max School 
(Private) 

Tom 
(M, 18) 

Inchon: 

- Big city nearby Seoul 
- Safe and good 
- Good school district  

Golden Eagle: 

- Affluent subdivision 
- Good school district  

Max School 
(Private) 
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Koreans live here [in my neighborhood]” (Moody, M, 16, immigrant for education with 

partial family member) 

Another participant, Samuel mentioned similar ideas:    

“It [my hometown] is a little urban, nearby Seoul [capital of S. Korea]. It doesn’t have 

much of a skyline compared to Seoul. But it is not in the country; it’s a middle sized city. 

There are so many schools, academies, and cram schools around. There are many famous 

international schools, and it has low school-to-student ratio, and my dad can commute 

easily. I heard that the education system was good as well. I was heard that it is one of 

reasons that my family lived there.” (Samuel, M, 12, immigrant for education with family 

member) 

It is very common in Korea for people to seek residence in good school districts. This 

phenomenon—choosing to live in good school districts because of their parents’ concern for the 

education of their children—is deeply ingrained in Confucian values within the Korean culture 

(Haboush, 1991). As discussed in the literature review section, Confucian values—which 

emphasize filial piety, family/kin ties, hierarchical social relation, and great emphasis on 

education—still have a great effect on Korean immigrants and their parents’ attitudes and values 

in the United States. These factors—Korean parents’ passion for their children’s education—

were explicitly emerged in research participants’ (their parents’) choosing neighborhoods in 

Korea and the United States. The more detailed analyses of these features are discussed in the 

Chapter 5.   

On the other hand, from their children’s (research participants’) perspectives, these new 

and good physical conditions were estimated as boring places that are too quiet compared to the 

familiar environments in their home country, even though almost all participants agreed with the 
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fact that their current neighborhoods are great because of the good school districts and excellent 

physical surroundings. Thus, one of biggest struggles in Terrace City, they pointed out, is that 

public transportation is less available, so that they have to ask their parents to give them a ride 

unlike in Korea.  

“There isn’t much entertainment in Terrace City. In Seoul, Korea, there were karaoke 

places every block. I could do many things to have fun in Korea. Sometimes, it frustrates 

me to not have those around….The only thing I don’t like about living in Terrace City is 

that they don’t have the public transportation. I could go anywhere I wanted to go when I 

was in Korea. I could just simply take the subway or buses to go places. But here I have 

to stay in the house unless my hosts drive me around.” (Scarlett, F, 16, immigrant for 

education without family member, living with American host family) 

The participants complained about the quietness and boredom of the middle sized urban town 

because they were used to living in metropolitan cities, big or satellite cities nearby Seoul, 

Capital in their home country:  

“Also, public transportation is inconvenient. It’s difficult to find things that I want. On 

the other hand, Bundang [a big satellite city nearby Seoul and his hometown in Korea, 

added by the researcher] is a real city like New York City or Seoul in Korea; everything 

was pretty convenient. Also, we have convenient transportation in Korea. So I could go 

anywhere I wanted by taking the subway or bus. (Bruce, M, 16, immigrant for education, 

living with Korean host family—aunt’s family) 

Jane also pointed out the same issue—inconvenient transportation and monotonous and 

routine daily life in Terrace City:   
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 “In Mokdong [an affluent district within Seoul and her hometown in Korea, added by the 

researcher], it was easy for me to hang out with friends without having my parents 

driving me around because they lived close to each other in same apartment complex. But 

in the United States, I have to ask my parents for ride. I hate asking them for rides 

because they don’t always give me rides to my friends’” (Jane, F, 12, immigrant for 

education with family member) 

4.1.2.4. Familis’ Participation in School/Community Activity. Regarding participant 

parents’ social activities to assimilate with their neighbors or their children’s school lives, the 

researcher asked if parents or family members were actively involved in their community events 

or school activities. Table 4.11 summarized participant families’—especially, their parents’—

participation in their children’s school and community activities on the basis on their interviews.  

As shown in Table 4.11, most participants in this study, except the participants who live 

in American host families—immigrant adolescents for education without family members, 

reported that their parents and Korean hosts actively partook in only school events, such as open 

house, science fair, school football game, etc., but did not get involved in the community 

activities, services, or events, etc. Instead, most participants’ parents and Korean hosts got 

actively involved in the Korean community meeting/services/events related to Korean church 

activities.  

Table 4.11. Profile by Families’ Participation in School/Community Activity  

Name 
(Gender, 

Age) 

Status of Living 
with Family 

Family’s Participation in 
School/Community Activity 

Residency 
Period (Months) 

Jane 
(F, 12) 

All Family 
Members 

- No school activity 
- Active participation in Korean community 
(Korean Church)     

5 months (5) 

Sarah 
(F, 12) 

All Family 
Members 

- School activity  
- Active participation in Korean community 
(Korean Tennis Club)     

2 years and 5 

months (17) 
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Name 
(Gender, 

Age) 

Status of Living 
with Family 

Family’s Participation in 
School/Community Activity 

Residency 
Period (Months) 

Barby 
(F, 14) 

All Family 
Members 

- School activity  
- Active participation in Korean community 
(Korean Tennis Club)     

2 years and 5 

months (29) 

Carter  
(M, 12) 

All Family 
Members 

- School activity  
-  Active participation in Korean community 
(Korean Church)     

1 year (12) 

David 
(M, 12) 

All Family 
Members 

- School activity  
- Active participation in Korean community 
(Korean Church)     

1 year  (12) 

Samuel 
(M, 12) 

All Family 
Members 

- School activity   
- Active participation in Korean community 
(Korean Church) 

1 year (12) 

Josh 
(M, 16) 

All Family 
Members 

- No school activity 
- Active participation in Korean community 
(Korean Church)     

5 months (5) 

Suzan 
(F, 12) 

Partial Family 
Members 

- School activity  
- Active participation in Korean community 
(Korean Church)     

2 years (24) 

Justin 
(M, 12) 

Partial Family 
Members 

- No school activity 
- No community activity 

2 months (2) 

Moody 
(M, 16) 

Partial Family 
Members 

- School activity  
- Active participation in Korean community 
(Korean Church)  

2 years (24) 

Diane  
(F, 16) 

Korean Host 
Family Members 

- School activity 
- Active participation in Korean community 
(Korean tennis club) 

1year and 4 

months (16) 

Bruce  
(M, 16) 

Korean Host 
Family Members 

- School activity  
- Active participation in Korean community 
(Korean Church)  

6 months (6) 

Scarlett 
(F, 16) 

American Host 
Family Members 

- Active participation in both school & 
community events/activities    

6 months (6) 

Byron 
(M, 17) 

American Host 
Family Members 

- Active participation in both school & 
community events/activities    

2  year and 6 

months (30) 

Carl 
(M, 18) 

American Host 
Family Members 

- Active participation in both school & 
community events/activities    

3 years (36) 

Tom 
(M, 18) 

American Host 
Family Members 

- Active participation in both school & 
community events/activities    

1 year and  4 

months (16) 

 

More specifically, in regards to participation in their community events or relationships 

with their neighbors, participants and their parents were alienated. Quite naturally, they did not 
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have information about community events or news, even if they wanted to be involved in them. 

Most participants’ parents or their family members’ relationships with their neighbors were very 

superficial. They usually greeted or talked with their neighbors lightly on the sidewalk or at front 

of the gates, but they could not have close relationships with their American neighbors. Rather, 

they got actively involved in the Korean community. Carter said: 

 “No, my parents don’t do activities with neighbors. My parents only greet other people, 

but they don’t have conversations with neighbors. We’ve never invited American 

neighbors over, either. He [my father] only plays golf with Koreans. He gets golf lessons 

from a guy who goes to the Korean church. My dad only socializes with Koreans here.” 

(Carter, M, 12, immigrant for education with family member)   

The study participants thought that the reason why their parents had inactive participation 

in community activities was related to their parents’ English skills, which were not proficient 

enough to communicate with neighbors deeply and actively. Just like their parents’ passive and 

superficial relationships with their American neighbors, participants themselves were reluctant to 

make their parents have relationship with their American neighbors with limited English skills. 

This is Jane’s testimony: 

“They [my parents] only socialize with Koreans. Usually, we visit Korean professors, and 

Korean visiting scholars’ families visit our house. [Regarding my school activities], I 

remember that they went to open house before....I don’t mind seeing my dad socialize 

with Americans, but it bothers me to see that my mom can’t get along with American 

neighbors well….I wouldn’t mind if she could speak English and socialize with them 

very well. But she can’t speak in English and feels uncomfortable in front of Americans. 

So I don’t want to see that my mom is embarrassing front of my [American] friends or 
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neighbors because she cannot speak in English very well. I think it is sufficient to hang 

out with Korean people here.” (Jane, F, 12, immigrant for education with family member)  

Most Korean immigrant families’ involvement in activities of the community they belong 

to was weak, but participation in the Korean community—Korean small ethnic community and 

groups, such as Korean church meetings or events—were strong. All Korean families in this 

study except two respondents—Sarah and Barby—were Korean church members and attended 

church events actively and had close relationships with the Korean church members who met 

weekly. For instance, one participant’s family members—David’s family—were not Protestant 

Christians but Catholic church members in Korea, and they started attending the Koran Baptist 

church which has the most church members among Korean churches in Terrace City. His parents 

received information about adjusting to American life and about their children’s education 

because they could meet many Korean people at church easily:  

“My parents only have conversations with neighbors and they don’t invite neighbors 

over. But, my parents invite mostly Korean people because my parents are in a cell group 

of the Korean church and they [the group members] have to invite families over once it’s 

their turn to invite. We [I and my family members] went to a Catholic church [in Korea]. 

Now the church my family goes to is the biggest Korean [Protestant] church in town. My 

parents like to go the Baptist church instead of the Catholic church in the United States 

because they get a lot of information from church members.…[Regarding my school 

activities] my parents both attend school activities actively, but my mom comes to mine 

and my dad goes to my brother’s. We had an open house, and they came.” (David, M, 12, 

immigrant for education with family member) 
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On the other hand, participants who stayed with American families to study abroad—

immigrants for education without family member—reported that their hosts and host family 

members partook in both the school events and community activities, including their school 

activities and events, enthusiastically. But the participants living their American host families 

also still had difficulties to become involved in school activities and felt isolation in a different 

dimension. In that sense, the influence of families or host families’ social activities or 

community participation was subtle in enabling participants’ social assimilation and in enabling 

peer relationships or releasing their sense of isolation.  

4.1.2.5. Journey of Immigration: The Reason and Process of Migration. The main 

reason for immigration was epitomized in three kinds: (1) to acquire proficient English skills and 

to provide participants’ and their siblings’ a better education, (2) to gain various different 

cultural experiences in the new country, or (3) to escape from the highly competitive 

environment in the Korean education system. The main reason for fulfilling their current 

educational needs is exemplified below: 

“The main reason why I came here is to learn different cultures and English rather than to 

go to good universities. Of course, it is necessary to go to good universities like Ivy 

League schools, but it was not my reason to come here….My mom wanted me to go an 

alternative private middle school in Korea because she didn’t want me to be stressing out 

about getting into a good college/high school in Korean general public middle and high 

schools. As you know, it is a very competitive and stressful process in Korea. She hated 

the Korean educational systems or environments. It does not take care of individual 

uniqueness or personality well, but focuses on students’ grades and college entrance. 

Thus, my mom wanted me to have various cultural experiences, have new experiences of 
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the world and good English skills thanks to my study abroad in the United States.” 

(Diane, F, 16, immigrant for education without family member, living with Korean host 

family—cousin’s family)    

Some participants came to the United States with all family members for their parents’ 

jobs, such as visiting scholars, pursuits of academic degrees as doctoral/master’ s students, post-

doctoral researchers. However, their inner and real reason of immigration was not only for their 

parents’ jobs but also for granting their children—study participants and their siblings—better 

educational environments and opportunities during their stay in the United States. David’s 

statement shows the difference between the inner reason of immigration—children’s better 

education—and the external reason—father’s study and jobs in American universities:  

“My dad got his Ph.D. degree in the United States, and he went back to Korea to teach 

students in college. Now he came back to the United States for a sabbatical year as a 

visiting scholar. Since his time is up, he is preparing to leave the United States now. But I 

think the rest of us—mom, I and my younger brother—are going to stay longer because 

my mom wants me and my younger brother to learn more English here.” (David, M, 12, 

immigrant for education with family member) 

Another male student said:  

“My family came to the United States for me and my brother to learn English. My dad 

worked for a FM radio station in Korea. He is a sound engineer. He took a leave from his 

job for our English learning and better education in the United States….He has to go to 

ESL classes because he needs to maintain a student status, F1 visa status to enable us [me 

and my younger brother] to go to school legally in the United States. That’s why he is 
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currently taking ESL classes at a University in Terrace City.” (Carter, M, 12, immigrant 

for education with family members) 

In order to achieve their fundamental goal—to receive better education in the United 

States—the study participants had different routes and preparatory procedures for immigration, 

depending on their parents’ cohabiting with them in the United States or not. (a) The first group 

came to the United States with all family members; (b) the second group came with family 

members in Terrace City, but with only part of their family—one parents, usually the mother and 

their siblings. (c) The third group moved to the United States without family members and lives 

living with American host families or Korean host families, such as an aunt’s or cousin’s family. 

However, regardless of the condition of family formation, the decision to immigrate for a better 

educational environment and opportunity, in most cases, were made not by the participants 

themselves but by their parents: 

“It was my parents who decided to let me study abroad. My dad, especially, strongly 

suggested for me to study abroad. He was so sure that I was not compatible with Korean 

education. He said that I wouldn’t be able to get anything out of education in Korea. He 

mentioned that my assets wouldn’t be valued in Korea. Korean education valued 

students’ grades more than anything. You could go to college solely based on grades. 

And you could get a stable job depending on what college you went to....He wanted me to 

go big countries, like America, to experience the world. He wanted me to meet new 

people and experience different cultures.” (Carl, M, 18, immigrant for education without 

family member, living with American host family) 
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Scarlett, just like Carl, did not want to study abroad nor did she plan this experience by herself. 

Her story shows how immigration for education was imposed and prepared by her parents—

especially her mom—within a particular Korean educational environments and conditions:   

“I had lived in Japan for about three years [between 11 to 14 years old: added by the 

researcher] because my dad was a Korean ambassador in Japan, and after three years I 

came back to Korea. In Korea, as you know, we can get into very prestigious high 

schools if we lived in other countries for several years.8 In general, we have to study 

really hard in middle school in order to get into one of these good and competitive high 

schools. But because I lived in Japan for about three years, I could get into one of these 

prestigious high schools without going through the rigorous and difficult application 

processes. The problem was that my classmates were much smarter than me. I had to 

compete with valedictorians and salutatorians of their schools. I was the only one who 

could not understand what’s going on in the class. The school curriculum was really fast 

and hard, and I was the only one who could not keep up with it. I was really stressing out 

about school. So I just gave up and didn’t study at all. So, my mom suggested that I study 

in the United States. But I didn’t want to go to the United States at all because I 

remembered having a hard time adjusting to Japan. But at the same time, I had no better 

option, except immigration for education. I wanted to attend a good college as well, but, 

with my grades, I couldn’t get into any college in Korea. So I eventually agreed with my 

                                                 
8 In Korea, returning students who have studied abroad or lived in foreign countries have easier admission to high 
schools specialized in foreign languages or in the science because they can receive the application of the Exception 
Entrance Benefit Policy, which facilitates returning students to adjust to Korean schools well. For admittance to 
these specialized high schools, general students must pass a high-competitive entrance examination that emphasizes 
English, Math or Science because these schools are very prestigious. A high percentage of graduates from these 
schools continue on to prestigious universities compared to graduates from normal high schools (Choi, 2004).   
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mom. That’s why I decided to study abroad.” (Scarlett, F, 16, immigrant for education 

without family member, living with American host family) 

4.1.3. Extended Demographic Portrait of Three Selected Participants  

The previous sections examined participants’ partial feature according to each specific 

factor—age, gender, family, SES, neighborhood, physical environments, motivation of 

immigration, etc. This extended portrait shows participants’ total features mingling all factors 

enumerated and analyzed in the previous sections. It sketches participants’ features in the 

specific but holistic situations and contexts. Understanding participants’ holistic contextual 

backgrounds and particular situational conditions enables the analysis of participants’ real and 

inner needs, beyond external and superficial causes. These analyses of contextual background 

and social milieu will lead to a better understanding of what participants’ information needs are 

and where these needs are originated (Courtright, 2005, 2007; Dunne, 2002; Pettigrew et al., 

2001; Solomon, 2002). 

The research participants were divided into three groups depending on how they came to 

the United States with family members: (1) all family, (2) partial family, (3) without family—

American /Korean host family. Three representative interviewees were selected according to 

each case (a move with/without family members), and their immigration journey was depicted. 

Each story within these three cases explains why and how these Korean immigrant adolescents 

moved to the United States within their social and situational contexts representatively. 

4.1.3.1. Case 1: Barby’s Story, immigration for education with all family. Barby is a 

14-year-old female teen who has lived in Terrace City for two years and five months. She came 

to follow her parents who go to school as a doctoral student (father) and a post-doctoral 

researcher (mother). In her home country, Barby’s father was a high ranking government officer, 
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and her mother was a doctoral student and high school teacher. Even though her parents had 

stable jobs in Korea, they left their home country as soon as her mother finished graduate school 

and earned her Ph.D. The external reasons to immigrate to the United States were for her father’s 

study in a doctoral program and her mother’s new job as a researcher in the same university, but 

the real reason to move in the United States was to provide the best educational environment for 

Barby and her younger sister. In order to protect them from the negative impact of the intense 

academic competition found in traditional Korean schools and to provide alternative and holistic 

learning experiences in the United States, her family moved to the United States.  

Her parents’ passion for education and their care for Barby and her sister began in Korea. 

Her parents believed that the Korean education, based on testing and high competition, could not 

nurture their children thoroughly, and they decided to let them go to an alternative school that 

suggests a different pedagogy and educational philosophy for students. In spite of the high 

tuition fees for their two children in this private alternative school, the parents tried to make the 

best educational environments for their children. However, there were some limits in the 

alternative school, even though the classes were very exciting and flexible through various field 

trips and experiences unlike traditional Korean public schools. Alternative students’ academic 

attainments, which are assessed by the national entrance examination for university, were 

generally low and there were gaps in educational levels compared to other peers because the 

curriculum in alternative schools was somewhat easy. For instance, Barby did not learn English 

at all before coming to the United States, in contrast with general elementary students who learn 

English in traditional public schools or private academies because English is one of the 

significant subjects for the college entrance examination in Korea.9 For this reason, she has had a 

                                                 
9 Most Korean children start studying English from a very early age—some at three or four years old—with private 
tutors or at academies or cram schools. Traditionally, English has been taught in middle school, 7 th grade in Korea, 
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hard time learning English for the first time and correcting formative school curricular and 

environments in the United States for the past two years. In addition, Barby’s parents expected 

that American education would grant their children a balanced and thorough education, and 

would provide various benefits, such as proficiency of English, cultural experiences, educational 

shelter, etc. Barby’s family immigrated to the United States resigning a privileged life in their 

home country. Yet, even though her parents suggested and provided better solutions for her, she 

wanted to stay in her familiar Korean alternative school. While traveling from Korea to the 

United States involuntarily to obey her parents’ decision, she had a tough time, suffering from 

peer bullying and language barriers and is only currently adjusting to her new environment. But, 

Barby knows that if her father soon finishes his study and earns a Ph.D. degree, her family 

members will move back to Korea. Thus, she and her sister are concerned about the fact they 

will have to readjust to the Korean competitive and tough school life as much as they had to 

adjust to the current issues of gaining proficient English skills, of accommodating to the odd 

American life, of missing their old best friends and of making new American peers.  

4.1.3.2. Case 2: Moody’s Story, immigration for education with partial family. 

Moody is a 16-year-old male student who has lived in the United States for two years, but it is 

not his first time living in Terrace City. When he was one year old, his father studied in a 

doctoral program in Terrace City, so that his family lived in the United States while his father 

was studying. When he was six years old, his father earned his Ph.D. degree and the family went 

back to Korea where his father worked as a professor in a university and his mother an English 

teacher in a high school. Eight years later, when he was fourteen years old, his father planned for 

his sabbatical year to stay with his whole family in the United States as a visiting scholar. 

                                                                                                                                                             
but it was been changed as a core course at the 3rd grade level in elementary school since 1999 (Korean Ministry of 
Education Science and Technology, 2012).   
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Following his father’s plan, he and his whole family would stay in Terrace City once again. His 

father’s initial plan was that the family would stay in Terrace City for only one year and go back 

to Korea. Yet, after six months after their arrival in Terrace City, his mother began studying the 

Teachers of English to Speakers of Other Languages [TESOL] in the master’s program and 

Moody decided to enter a high school specializing in foreign languages, which is a very 

competitive and prestigious high school in Korea. Since an oral interview in English is one of 

important tests for admission, he needs to practice spoken English. Due to these reasons—his 

mother’s and Moody’s education—his family members extended their stay in the United States, 

and only his father returned to his home country for his job when his sabbatical year was 

finished. At the time the research interview was conducted, Moody stayed in Terrace City with 

only a single parent—his mother—and his two siblings.  

 Moody reflected that the past experience of living in the United Sates between one year 

old and six years old was a great asset and important experience in his life. Unlike other new 

immigrant children, Moody did not have any obstacles or problems in his initial adjustment to 

the new environment such as language barriers, cultural shocks, and confusion of identities by 

bicultural environments, etc. He felt that his acculturation went well due to his basic skills in 

English listening and reading. He had forgotten all English after returning to Korea because he 

had no chance to communicate in English. But he caught up with English skills quickly while 

participating in classes and school activities. Another important attitude that enabled him to 

familiarize himself to his new surroundings quickly, he guessed, was that he was not afraid to 

approach foreigners and did not feel reluctant towards different ethnic groups, including 

American people. As a result, he could make American friends in school easily, and this 

accelerated his adjustment to daily life in the United States. Koreans are a relatively 
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homogeneous group composed of the same ethnics, culture, and linguistics, etc. For this reason, 

Korean teens have a few chances to experience what cultural or ethnical differences are and tend 

to be afraid of approaching people with different ethnical or cultural backgrounds (Lew, 2004). 

However, he assumed that a lot of readings enabled him to have understanding for various 

people and different circumstances. Moody’s mother taught him to read various books during his 

childhood, and he also participated in various reading clubs in school and community rather than 

attending after schools or cram schools for studies as most Korean students do. Furthermore, he 

asserted that his responsibility as the eldest son during his father’s temporal absence—to assist 

his mother’s work on behalf of his father and to be a ‘good’ student as a role model for his 

younger siblings. This enabled him to strive to speedily accommodate to the new setting. Even 

though he also suffered bullying from American peers at the initial time of resettlement, he 

overcame his classmates’ ignorance or discrimination with confidence and successfully 

acculturated to his new life in the United States.  

4.1.3.3. Case 3: Carl’s Story, immigration for education without family, staying with 

an American host family. Carl is an 18-years-old male high school student who has lived for 

three years in the United States. He confessed that he came to the United States in order to avoid 

the extreme competition of the national college/university entrance examination found in high 

schools in Korea. With the assistance of a Korean academic broker that connected him with 

private high schools and ESL programs in the United States., Carl moved to an urban town in the 

southwestern United States where his cousin has lived and studied for one year. But, one year 

later, he transferred to a more prestigious private high school in the southeastern region of the 

United States: he attends a highly esteemed private school in Terrace City. Carl currently lives 

with his legal guardian and the guardian’s family as arranged by an academic broker in Korea. 



88 
 

This was not his first time living in a foreign country. Carl had already experienced living 

out of Korea before coming to the United States. When he was twelve years old, he moved in a 

middle sized town near Hong Kong in China with his mother and younger sister in order to learn 

English and Chinese. His father stayed in Korea to work to support his family financially. The 

international school that he attended near Hong Kong allowed him to be familiar with 

communicating in English because all classes were taught in English for Hong Kong citizens 

who speak in English. Thus, he learned both Chinese and English at this school. One year later—

when he started being accustomed to the new school life and the humid weather of southern 

China, his father’s business was struggling and became almost all bankrupt. His father could not 

support his and his younger sister’s study abroad anymore, and he and his family came back to 

Korea. Since then, his mother geared employment and became an English tutor in a cram school.  

Even in the middle of Carl family’s financial struggle, his parents asked him to study 

abroad in a private high school in the United Stated for his education again. His family, 

especially his father, believed the quality of education in the United States would not only be 

flexible and thorough, but would also allow him to enter a good university in Korea or an Ivy 

League school in the United States. Obeying his parents’ request and sacrifice, he moved to the 

United States on his own with the dream of experiencing new environments and achieving 

educational attainments. After spending a year and half at a prestigious private school in Terrace 

City, his father suddenly passed away and his family’s economic status became worse. In spite of 

such tough circumstances, his mother did not give up Carl’s education and made him keep 

studying until earning his high school diploma in the United States. Carl had expected to enter a 

prestigious university in the United States but gave it up. He is planning to return to Korea and 
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prepare for the national college entrance exam for the admission to a Korean university because 

his family cannot afford the cost of a private university of the United States anymore.     

4.2. Loneliness and Isolation from Peer Group 

This section reports the results of in-depth interviews and of three surveys conducted 

with each participant to measure immigrant adolescents’ level of isolation. Analysis of surveys 

evaluating the degrees of loneliness, social isolation, and social competence were scored 

according to the technical directions of each measurement.  

Three survey measurement scales were used as the direct subjects’ level of isolation 

measured. However, while marking the answers of the three surveys on behalf of interviewees, 

the researcher discussed that some questions in the three measurement scales do not accurately 

reflect Korean immigrant adolescents’ socio-cultural norms in establishing peer-relationships, 

bringing into question the validity of these test. For instance, the majority of male respondents (9 

out of 10) scored as not isolated. However, in the in-depth interviews, they described themselves 

as social nerds, loners, or victims suffering from discrimination due to cultural differences and 

language barriers. Objectively and externally, they were judged as normal or non-isolators in the 

survey measurements, but subjectively and internally they were evaluated themselves as isolators 

in the in-depth interviews. Hence, the researcher doubted if the survey questions could include 

different cultural behaviors or social norms, so that the supplementary questions about 

participants’ peer-relationship, perception of isolation and loneliness, and assessment of their 

own peer-relationship were added via in-depth interview. 

Therefore, this section reports each result from the surveys and the interviews about their 

peer-relationships including isolation, loneliness, bullying, discrimination, or social networks’ 

ties, etc. while living in the United States. Furthermore, it is discussed about the limits of the 
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three measurement scales in estimating Korean immigrant adolescents’ level of isolation in the 

section of conclusion.  

4.2.1. Participants’ Level of Isolation: Result from the Three Surveys   

In this research, the isolated operationally refers to those who have high scores in the 

loneliness tested with ‘UCLA Loneliness Scale’ (Russell et al., 1980), low scores in social 

support tested with ‘Multidimensional Scale of Perceived Social Support [MSPSS]’ (Zimet et al., 

1988), and high scores in social competence and adjustment tested with ‘Walker-McConnell 

Scale for Social Competence and School Adjustment’(Merrell, 2008). More specifically, in the 

UCLA Loneliness Scale, subjects with total scores over 40 were regarded as lonely adolescents. 

Second, in the MSPSS, only subjects with below 4.0 points in average of the total sum were 

regarded as socially isolated adolescents with low social support. Finally, in the Social 

Competence Scales, only subjects with over 90 points in total sum were regarded as adolescents 

with basic social skills. On the basis of these standards, the subjects’ level of isolation was 

judged. The comprehensive results are shown in Table 4.12.     

Table 4.12. Profile by Participants’ Level of Isolation: Result from the Three Surveys 

Name 
(Gender, Age) 

UCLA 
Loneliness 

MSPSS 
Social Competence  

Skill 

Evaluation: 
Level of 
Isolation 

Jane 
(F, 12) 

58 
Lonely 

3.3 
Low supported  

116 
Average  Isolated  

Sarah 
(F, 12) 

53 
Lonely 

3.25 
Low supported  

105 
Average Isolated  

Suzan 
(F, 12) 

46 
Lonely  

3.58 
Low supported  

112  
Average  Isolated  

Barby 
(F, 14) 

46 
Lonely 

3.75 
Low supported  

113 
Average  Isolated  

Diane  
(F, 16) 

61 
Lonely 

6.0 
Supported  

109 
Average  

Isolated 
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Name 
(Gender, Age) 

UCLA 
Loneliness 

MSPSS 
Social Competence  

Skill 

Evaluation: 
Level of 
Isolation 

Scarlett 
(F, 16)  

36 
Average 

4.83 
Supported  

138  
High functioned  Non-isolated 

Carter  
(M, 12) 

34 
Average  

4.58 
Supported  

118 
Average  Non 

David 
(M, 12) 

30 
Non loneliness 

5.3 
Supported  

147 
High functioned  Non 

Justin 
(M, 12) 

49 
Lonely 

3.41 
Low supported 

120 
Average Isolated  

Samuel 
(M, 12) 

32  
Average  

5.08 
Supported  

144  
High functioned  Non 

Bruce  
(M, 16) 

39 
Average  

5.01 
Supported 

110 
Average  Non 

Josh 
(M, 16) 

37 
Average  

3.91 
Low supported  

141 
High functioned  

Non  
 

Moody 
(M, 16) 

22 
Non-Loneliness 

7 
High Supported  

158 
High functioned Non 

Byron 
(M, 17) 

25 
Non Loneliness 

4. 91 
Supported  

134 
High functioned  Non 

Carl 
(M, 18) 

36 
Average  

5.91 
Supported  

108 
Average  Non 

Tom 
(M, 18) 

28 
Non-Loneliness 

6.75 
High supported 

135 
High Functioned Non 

 
As indicated in Table 4.12, all female adolescents, except Scarlett, were regarded as 

isolators. In the case of Scarlett—a female adolescent regarded herself as non-isolator, she had 

experiences a life out of the country during her childhood, acquired proficient English skills, and 

familiarity with different ethnic peers at an international school for ambassadors’ children in 

Japan. For these reasons, she did not feel any isolation from peer groups in the school, even 

though she has still difficulties in making American peers in the school.  
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On the other hand, all male participants except one male, Justin who lived in the United 

States for only two months and had no chance to make friends in the new country, were 

evaluated as non-isolators. On adolescents’ perception about isolation and loneliness, gender 

difference was critical and evidential. For instance, Josh, a male immigrant adolescent with 

family members for education, had a weak social network or little social support in the result of 

the survey, but he did not think he was lonely or isolated at all. On the other hand, Diane, a 

female immigrant adolescent without family members for education, received enough social 

support from significant others and family members in the surveys. But, in the interviews, she 

thought she felt deeply lonely and isolated from even the same ethnic peer group, Korean 

friends.  

However, regardless of their isolation status, all subjects had high or functional skills in 

personal social competence skills to adjust to the school systems/organization and to socialize 

with others including peers and teachers. This indicates that their basic socialization skills are 

well-developed, but are not utilized in their new social context actively. Nevertheless, all 

interviewees agreed to the difficulties to belong to American peer groups in the dyadic or clique 

level, regardless of their gender, age, periods of residency, level of isolation. Even male 

adolescents who did not consider themselves isolated acknowledged that there were big 

differences between them and their American peers, so that they felt some indescribable affective 

and cultural obstacles to approach and make friends. The participants defined such current 

situations and barriers as a type of their isolated condition.  

In this context, this research examined the questions about each survey on the basis of 

subjects’ narration via in-depth interview and indicated the limits as tools to measure the level of 
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Korean immigrant adolescents’ isolation. The detailed outcomes are introduced in the next 

section.     

4.2.2. Analysis of Survey Measurement Scale 

In this section, it was examined that the questions used to measure the level of each 

subject’s isolation and the reasons of the survey results through in-depth interviews. Focusing on 

subjects’ interpretation of behavioral features or social norms in relation to making friends and 

being isolation, the causes of the survey results were explored. In terms of the finding—almost 

all male adolescents were non-isolators but almost all females were isolators in the surveys—the 

different interpretation about each question in gender and the limits of questions that did not 

consider cultural norms and behavioral dispositions were scrutinized.  

4.2.2.1. UCLA Loneliness Scale. The UCLA Loneliness Scale does not measure 

behavioral features of isolation and loneliness. Rather than indirectly addressing behaviors, 

situations, or social norms associated with isolation, the instrument inquires directly if 

individuals feel lonely or gloomy because they are withdrawn from people (e.g., “Q2. I lack 

companionship; Q4. I do not feel alone; Q11. I feel left out; Q14. I feel isolated from others; 

Q17. I am unhappy being so withdrawn, etc.”) (Russell et al., 1980).  

Among the participants in this study, there were big differences in the interpreting their 

similar situations between female and male adolescents. Almost all male adolescents answered 

that they were neither isolated nor depressed, even though they were solitary. If male adolescents 

had even one friend to talk with, to eat lunch with, or to get behind in sport activities, they did 

not think they were isolated. Actually, these male adolescents did not have any friends to share 

their family stories, secrets, or emotional life with in the United States, but they did not 

acknowledge the current situations as isolation or loneliness. Male adolescents experienced 
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barriers to making friends, but they did not feel sad or depressed because of these difficulties. 

Male adolescents identified as non-isolators were satisfied with only a few friends to hang out 

with. This is Carter’s testimony about loneliness and relationships in the United States:  

 “I don’t feel lonely just because I don’t have friends who can really understand me. But I 

get upset when people [classmates] think I am Chinese. I feel like people don’t know me 

very well when they think I am Chinese. But that doesn’t make me feel lonely or sad 

though….Best friends mean to me someone who is with me all the time, whether I am 

studying or playing. Even though they are my best friends, I don’t think that they know 

me very well or I should share my secrets with them. I don’t really talk about my private 

life with anyone. I’d rather do activities with my friends than talk to them. I’d rather do 

homework and hang out with my friends than chit-chat with them. Best friends are 

always with me, that’s enough.” (Carter, 12, M, immigrant for education with family 

member, non-isolator in the surveys) 

Furthermore, they felt positive about their adjustment to life in the new world so that they 

thought it would not be helpful to interpret their current situations as negative answers. Hence, 

male adolescents tried to embrace their current conditions with positive reactions and 

expressions. What follows is Byron’s statement revealing his positive interpretation of his 

current condition:  

“At first, I did have some trouble making friends. But I didn’t waste much time making 

friends, I just concentrated on being more productive instead of making friends. So, I did 

study harder because I had no friends at first [in the United States]. But, one thing I 

missed out on is playing with friends outside. I had to stay in the house all day. However, 

I didn’t really feel lonely because of that. I just wanted to hang out outside with friends, 
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that’s all….Well, I don’t really have emotional needs. I tell myself I don’t need any of 

that. I try not to miss Korea or Korean friends because it doesn’t do any good for 

adjusting here. I just deal with it myself rather than try to talk it out.” (Byron, M, 17, 

immigrant for education without family member, living with American host family, non-

isolator in the surveys) 

Finally, in regards to questions about the loneliness caused by the absence of trustful 

people (e.g., Q1. I feel in tune with the people around me; Q3.There is no one I can turn to; Q13. 

No one really knows me well?), they did exhibit negative responses because their family 

members—especially parents—are functionally the only comfortable human resources they 

have. For the above reasons, almost all male adolescents did not see themselves as isolators or 

loners: 

“I sometimes feel barriers between me and my [American] friends, and think that I can’t 

be best friends with them. But, I don’t feel lonely at all because they are just around me. 

….I don’t think there are people who can really understand me except my parents. But I 

have never felt lonely just because of that.” (Samuel, 12, M, immigrant for education 

with family member, non-isolator in the surveys) 

In the contrast to the male adolescents’ responses, almost all female adolescents 

answered that they are very lonely in their current condition. Through the in-depth interview, it 

was disclosed why female adolescents have more loneliness than male adolescents in a similar 

situation. They had some Korean friends in church and had classmates who ate lunch with them 

at school; nevertheless, they still felt lonely because they did not have very close friends whom 

they could share their private family stories, secrets, emotional changes, or daily life problems 

with in detail. Female participants defined closeness or close friends as someone with whom they 
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can share private stories, secrets, or even daily chitchatting. Almost all female respondents had 

some kind classmates whom they hung out with in classes or in extracurricular activities and 

exercises, but they did not think of them as close friends and they score as being deeply lonely.  

In addition, some female adolescents expressed their loneliness because their current 

good American friends in the United States differed from them in age, gender, and ethnic 

backgrounds. They presumed that they could not share daily life stories with them due to English 

skills; their peers could not understand the meaning of stories or the various nuances of speaking 

sensitively. Female adolescents think these different verbal nuances and deep compassion about 

their story-telling are very important to the development of intimacy and closeness with friends. 

In this context, the female respondents felt isolated and lonely due to language barriers, and they, 

as a result, scores high on the loneliness scale. Even the female subject, Scarlett—who did not 

score as lonely, who belonged to many peer groups, participated in many school activities, and 

has no trouble communicating in English—confessed that she also feels sometimes lonely for the 

reason enumerated above. However, similarly to the male adolescents’ participants, all Korean 

female adolescents agreed that their family members—especially parents—are significant human 

resources that help them with their current loneliness and whom they can depend on with full 

trust. The following four female statements point out which situations make them feel lonely and 

troublesome. Jane said:   

“I can’t really express myself to other people misunderstand my words. I get really 

frustrated and feel lonely when that happens. Whenever I just walk away by saying 

‘never mind’, I feel disappointed and lonely. I have a lot of good American classmates. I 

think that almost all American kids are more pure and kinder than Korean kids. But, I 

cannot be their best friend because I can’t really speak English well. So, I really need a 
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Korean female friend, someone who I can fully express myself to here. I have enough 

American friends to say hello to and talk with briefly. It is that’s all….Here, there aren’t 

Korean female friends that I can hang out with. I am the only one who is a Korean girl 

and there is no one who is the same age as me in church or school. So, I am alone here. 

There are two Korean boys in my apartment complex and I see them together all the time. 

I wish I had a friend like that….But, they are boys and older than me. So, I don’t like to 

be their friend....When I first moved to Terrace City, my mom was worried about me not 

doing well in school. So she downgraded me from 7th to 6th. I feel like there is very big 

difference between being a 6th grader and a 7th grader. Well, it’s hard to describe, but I 

feel like going from the 6th grade to the 7th grade is a big difference. I think that’s because 

we start puberty, and we also start middle school. So, I cannot make close friends here 

because my classmates are so young, immature, and different. Even worse, a Korean 

girl—who is one year younger and helps to translate teachers’ directions into Korean—is 

very jealous if I talk with other American girls. She is bullying me instead of helping 

me.”(Jane, F, 12, immigrant for education with family member, isolator in the surveys) 

Barby agreed with Jane’s statement by underlining the importance of verbal skills—English—in 

making close friends:  

“It was hard to communicate with [American] friends in English but I got better at it 

especially when I was going into 8th grade. Nevertheless, I am still more comfortable 

around foreign or international students like me because they also don’t speak English 

well, hahaha. I am comfortable communicating with international students because I have 

no stress even though I speak English poorly, hahaha….I have nothing in commons with 

American friends so I am not close to anyone here except my family. I just share my 
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ideas and interests with my parents and younger sister. I have friends who greet me and 

are involved in my school activities, but most of my friends here are just acquaintances. 

My relationship with them [American peers or classmates] are so superficial that I feel 

alone even though my parents are around and always with me. Also, since I have my 

younger sister here, I didn’t really have much motivation to make [American] friends. I 

know, I need to make American friends and talk with them in English. But it is very 

stressful.” (Barby, F, 14, immigrant for education with family member, isolator in the 

surveys) 

Diane indicated the causes of the loneliness from little common ground in language and culture:   

“Right, I don’t think I have any common ground with anyone here. No one at school 

genuinely tries to be friends with me. I don’t think I can’t really socialize with people. 

But, everything in here seems to be superficial, so I feel lonely among many friends. 

There are people who can help me and whom I can talk to. But there’s no one I can fully 

trust and share my deep thoughts with. My mom, who genuinely tries to help me, always 

tries to listen to me and tells me about her opinions and concerns whenever I bring 

something up. But, she doesn’t know what’s going on here because she doesn’t live 

here.…I’ve participated in three clubs to make friends. They are the art club, the Model 

UN, and a social club called MAC. Even if I participate in these fun activities and can 

make friends through club activities, I feel even lonelier. Because I cannot feel I belong 

to them at all even though there are a lot of good friends there. I am trying to adjust and 

to keep my heart peaceful and calm, but still I have no friends and feel lonely. Other than 

that, everything else such as studies seems to be getting better every day.” (Diane, F, 16, 

immigrant for education without family member, living with Korean host family—
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cousin’s family, isolator in the surveys) 

Suzan also testified to the difficulties coming from culture and language barriers that result in a 

sense of loneliness:  

“Well, it’s hard to put it in words, but I think American friends have biased perspectives 

of me. They automatically assume that I don’t know anything because I cannot speak in 

English very well. Sometimes, when I ask questions like ‘what’s that?’ American friends 

go like ‘well, how can I explain that do you, hmm?’ instead of just tell me what it is. It 

looks very polite and like they are doing favors for me, but at the same time I feel 

discriminated against or bullied. American classmates try to be overly polite because they 

just assume that I don’t know anything. Also, I feel that my friends are helping me 

because they get satisfaction out of it arrogantly, not because they think of me as their 

close friend. It makes me very sad. I feel offended and frustrated when those things 

happen a lot.…Anyway, it is very different between us [Korean friends] to them 

[American friends]. I don’t feel comfortable around [American] friends because I have to 

try to think like my [American] friends whether I agree or not. I’ve never felt lonely 

when I was in Korea. But, I feel lonely and depressed because of all the things I’ve been 

through in the United States. I became very emotional in a way here. I envy how 

Americans classmates can voice their opinions and be very clear about what they want. 

They value individualism, and they can fully express themselves. I feel depressed when I 

can’t be like them. I can’t fully express myself here. I am actually more extroverted but I 

don’t show my true colors to other people. I just tell myself that I need to study hard and 

do well in school. But by the time I get to that point, I am already depressed about 

myself.  I made a good number of friends that I chitchat with, but I still feel lonely.” 
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(Suzan, F, 12, immigrant for education with partial family member, isolator in the 

surveys)  

 In conclusion, the UCLA Loneliness scale has been shown to be valid and reliable  

(Russell et al., 1980). This instrument is an excellent tool for measuring the abstract emotional 

condition of loneliness operationally and objectively. However, the in-depth interviews have 

revealed that it has limitations in measuring Korean adolescents’ loneliness and isolation because 

it does not reflect Korean socio-cultural norms, such as the Korean participants’ strong bond and 

interdependence with family members and the difference in perceptions and behavior by gender. 

As a result, almost all male adolescents scored as non-isolated and only female adolescents were 

judged to be isolated, even though they are a very homogenous group and with similar 

environments in age, SES, period of residency, purpose of immigration, family situations, etc. In 

spite of different reactions to similar conditions by gender, all participants acknowledged that 

there were big differences between them and their American peers resulting in barriers and 

difficulties in making friends. The participants defined their current environments and situations 

as a different type of loneliness. Therefore, this research regarded all participants as isolators 

with loneliness and investigated their information seeking behaviors.    

4.2.2.2. Multidimensional Scale of Perceived Social Support [MSPSS]. The MSPSS 

conceptualizes social support as potential human assets earned from three main sources: Friends 

[Fri], Family [Fam] and Significant Others [SO]. Each questionnaire in these three main 

categories inquires how such human resources are working in satisfying individuals’ emotional, 

physical, or social needs in their daily life. As Table 4.12 indicates, all male adolescents, except 

two males, Josh and Justin, achieved high scores on the MSPSS and verified that they were not 
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isolated in social relationships. But, in regards to females’ responses, all—except one participant, 

Scarlet—acquired low scores and showed weak social networks.  

When each response was observed in detail, some interesting facts were revealed.  

Regardless of gender difference or residency period, family condition, or SES, all participants 

received the highest points to all questions regarding family support [Fam] (e.g., Q3. My family 

really tries to help me; Q4. I get the emotional help and support I need from my family; Q8. I can 

talk about my problems with my family; Q11. My family is willing to help me make decisions). 

Even though their real human networks or relationships are superficial and weak, the 

participants, especially almost all male adolescents, regarded their social relationship or 

friendship as being supportive and strong in this survey. One of main reasons for this answer was 

related to earning high grades, which participants related to family support. 

Thus, when excluding questions regarding family members’ support and then scoring 

again only the points about significant others [SO] and friends [Fri], all participants’ scores, 

except one male respondent’s (Moody’s) grade, degraded, and it was revealed that all subjects 

had low and weak social networks and support. Table 4.13 indicates the difference between the 

original results with family questions and the modified results without the points related to 

family support.  

Table 4.13.  

Comparison of the Scores between MSPSS with Family Parts and without Family Parts 

Name 
(Gender, Age) 

MSPSS (Original Result) 
MSPSS  

(Without Family Parts) 

Jane 
(F, 12) 

3.3 
Low supported—Isolator  

3.25 
Low supported—Isolator  

Sarah 
(F, 12) 

3.25 
Low supported—Isolator  

1.62 
Low supported—Isolator  
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Name 
(Gender, Age) 

MSPSS (Original Result) 
MSPSS  

(Without Family Parts) 

Suzan 
(F, 12) 

3.58 
Low supported—Isolator  

2.88 
Low supported—Isolator  

Barby 
(F, 14) 

3.75 
Low supported: Isolator   

2.5 
Low supported—Isolator   

Diane  
(F, 16) 

6.0 
Supported  

5.00 
Supported 

Scarlett 
(F, 16)  

4.83 
Supported  

3.4 
Low supported—Isolator  

Carter  
(M, 12) 

4.58 
Supported  

4.00 
Low Supported—Isolator  

David 
(M, 12) 

5.3 
Supported  

4.88 
Supported  

Justin 
(M, 12) 

3.41 
Low supported—Isolator  

1.75 
Low supported—Isolator   

Samuel 
(M, 12) 

5.08 
Supported  

4.8 
Supported 

Bruce  
(M, 16) 

5.01 
Supported 

4.25 
Supported   

Josh 
(M, 16) 

3.91 
Low supported—Isolator   

3.63 
Low supported—Isolator  

Moody 
(M, 16) 

7 
High Supported  

7 
High Supported 

Byron 
(M, 17) 

4. 91 
Supported  

4.8 
Supported  

Carl 
(M, 18) 

5.91 
Supported  

5.4 
Supported 

Tom 
(M, 18) 

6.75 
High supported 

5.87 
Supported 

 
Although these degraded points did not directly impact participants’ level of isolation, the 

revised results indicate how strong the portion of family support is within their social support 

domains. In contrast, this altered result demonstrates how weak and limited participants’ current 
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social support sources are (except family members). The result revealed through the modified 

analysis—strong dependence on family members among social supports—was reconfirmed 

through in-depth interviews. The interviews disclosed that there was a gender difference in 

perceiving and interpreting the concept of social support. The results of the interviews confirm 

the above results—the female respondents were evaluated as social isolators, whereas male 

respondents as non-isolators.  

Male adolescents perceived themselves as being fully supported if they had only a few 

people from whom to earn information or ideas, or to ask for brief help. In opposition, female 

adolescents did not think some individuals who provide them with brief information and/or aid 

as valuable sources of social support if they could not receive any affective empathy or 

trustworthiness from them. Female adolescents answered that they were not supported even 

though they had some significant others who supplied brief information or help. Furthermore, 

female adolescents agreed that they are currently receiving substantial support from their parents, 

nevertheless, some females, Jane and Barby, did not give the highest points in the questions 

related to affective parts in even family support [Fam] (e.g., Q4: I get the emotional help and 

support I need from my family). All female respondents acknowledged their parents’ big 

sacrifice and commitment to sustain them physically and financially and expressed endless 

gratitude and dependence on their parents. Yet, they granted low points in the questions about 

social support if they could not receive affective sympathy or harmony and had quarrels with 

their parents because of trivial things in daily life and could not receive affective care.  

These thoughts about social support lead to a re-evaluation of the answers in other 

domains, such as significant others [SO] and friends [Fri]. These responses were different from 

those of male adolescents. For these reasons, almost all male respondents were evaluated as non-
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isolators, whereas female adolescents were evaluated as isolated in similar SES, social and 

physical environments. However, as confirmed in the in-depth interviews, male respondents also 

had very superficial and weak social ties and limited social support in their new country. Even 

thought male adolescents marked high points in the survey questions and noted their parents’ 

significant support, they did not feel accepted by peers and felt isolated in in-depth interviews. In 

that context, all respondents in the research were regarded as isolators in the real world. The 

following detailed testimonies about their current social support and their perception strongly 

stand by the conclusion—all respondents in the research are isolators with low social support:  

“I have very few people who I can rely on. Even though they are around me, I don’t think 

I could ask them for big favors. But I can ask them for small favors like asking about 

homework….I know many acquaintances [classmates] but we all—I and my 

classmates—don’t really try to get to know each other very well. In that sense, my 

relationships with my friends seem superficial. There are few people who know me really 

here, and the only person I can share my private stories with is my parents. I share my 

feelings only with my family—my parents and younger brother. There’s no one I can 

share my feelings with except my family here. But I don’t think I have any problems or 

feel isolated or lonely because of that [my superficial relationships].”  (Carter, M, 12, 

immigrant for education with family member, non-isolator in the surveys)  

Byron also stressed his superficial and limited social relationships, even though he was estimated 

in the survey as a non-isolator with sufficient social support:    

“Now it is very cool to have some Korean male friends at Max School. We can talk about 

each other’s thoughts, exchange information about college entrance exams, and play 

soccer games together. But I started to think it’s a bit of a problem because I hang out 
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with them [Korean friends] too much. It looks like a problem because I speak in Korean 

too much in the United States. I could not have many American classmates last year 

because of my Korean friends, but I met some American friends from the Latin club and 

Soccer club. Sometimes I feel the relationships [with American friends in the clubs] are 

somewhat superficial, but I think it is sufficient to hang out the classmates because we 

have the same interests. It’s enough.” (Byron, M, 12, immigrant for education without 

family member, living with American host family, non-isolator in the surveys) 

One female adolescent mentioned her limited of social support—besides her parents, who 

represent her only source of support in the United States, she received no social support:  

“Absolutely, I get emotional support from my parents. This is only the people I can talk 

about myself. But at the same time, I don’t tell them about how I feel. I cannot share my 

serious and private stories with anybody. I don’t say it out loud, thinking that because 

they [my parents] might not understand me completely or scold me for what I want to 

say.” (Barby, F, 14, immigrant for education with family, isolator in the surveys) 

4.2.2.3. Social Competence Scale  

In the third scale, Social Competence Scale, regardless of gender, age, residency period, 

etc., all participants scored as being highly or averagely functional in the social skills used for 

smoothly adjusting to school environments, achieving learning goals with high competence, 

cooperating with peers and teachers, etc. As Table 4.12 indicates, all participants’ basic social 

competence skills were revealed as normal as or higher than general students’ scores. It reveals 

that their basic social skills are well-developed, but are not utilized in their new social context. 

Therefore, it can also be understood that some participants’ isolated situations and loneliness 
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were caused not by their dispositional deficiencies or personalities, but by their external 

environments.     

 However, even though all participants earned high scores on this scale, they gave 

testimonies in the in-depth interviews revealing that they could earn much higher scores if they 

were in Korean schools. This survey operationally defined highly functional behaviors with 

social competence skills as active participation in school events or discussion groups, following 

teachers’ directions, attaining high proficiency in learning activities. These interpretations of 

behaviors that reflect high social skills did not exactly match with Korean adolescents’ 

normative behaviors in the United States. In other words, this scale has limitations when applied 

to Korean immigrant students who have limited skills in spoken English, different school 

cultures, and different behavioral norms compared to those of American students. For instance, 

almost all participants marked low grades on questions about participating in discussion or 

activities. One of the critical reasons was their own non-proficient English speaking skills and 

the American school environment and learning styles that encourage ongoing discussions and 

presentations rather than passive attention to teachers’ lectures. Diane explained these reasons in 

more details:  

“I don’t think I cooperate with other friends (Q1) and participate effectively in group 

discussion and activities (Q5) in the United States because I can’t speak English well. I 

don’t understand what people are saying. If I were in Korea, I would give the full point 

about the Q1 and Q5. I think I did cooperate with friends pretty well and used to 

participate actively in Korea.” (Diane, immigrant for education without family member, 

living with Korean host family—cousin’s family, isolator in three surveys) 

Sarah also underscored that her limited English skills prevented full participation in discussions: 



107 
 

“I think that it’s very difficult for me to participate effectively in group discussion and 

activities [in Q5]….I don’t really remember how I was back in Korea since it’s been 

more than 2 years. I think I was an average. But ever since I moved here, I don’t really 

participate in discussions at all because of my English. I am little afraid to speak in 

English. At my school, we used to have discussions on the articles that we had to read at 

home. Since all the other students were participating actively, I couldn’t really speak up 

in front of them. I didn’t even know how to participate or when to speak. It is somewhat 

different from class discussions in Korea. I have hard time knowing when to speak up in 

discussions here. So, I only participate in discussions once, very briefly. If I could speak 

better English, then I could have understood what’s going on in the discussions quickly. I 

would have spoken up without any hesitation.” (Sarah, F, 12, immigrant for education 

with family member, isolator in the surveys) 

Another female adolescent said: 

“Because of my English, I just chose number 3 instead of 5 [in Q32: I am “looked up to” 

or respected by peers]. In Korea I was pretty popular among my friends, but now I am 

not.   I was the smartest kid among my classmates in academics. I think I was also good 

at just about everything you can think of, such as in personality, social skills, etc. But, 

now I am not here because of English.” (Suzan, F, 12, immigrant for education with 

partial family member, isolator in the surveys) 

Second, participants pointed out there were different opinions in interpreting appropriate 

behaviors in school between Korean classmates and Americans. They were confused about what 

exactly “appropriate behavior” was in the American school. They testified that the same 

behaviors were accepted as very positive things to American classmates, whereas in Korea it 
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would be considered as somewhat rude or awkward and, at the worst, could be a cause of peer-

bullying. For instance, active participation in dialog was assessed as a very positive behavior in 

evaluating social skills so such actions were connected to high grades in the survey. But, students 

with such behaviors could be regarded as somewhat rude, gauche, awkward people within small 

Korean cliques. Thus, if the participants knew the differences in social norms or behaviors in 

advance, they might have achieved higher grades on the scale. The following participants’ 

statements establish that adolescents’ confusion came from different definitions about what 

constitutes ‘appropriate’ behavior for American and Korean students in school settings, even 

though participants were evaluated as students who have highly functional social competence 

skills:    

“I don’t think I am good at initiating or joining conversations with peers [Q21]. When I 

see people having conversations, I don’t really join in or try to strike up a conversation 

with people. If I want to talk with people, I look for people I can recognize at first. In 

Korean culture, I think it does not seem polite to join an ongoing conversation with other 

peers who they don’t know each other very well. It looks even awkward for me to see 

that other classmates joining in our dialog with my friends. I feel like it’s a little different 

here because it’s normal to see people joining other people’s conversations. At first, it 

was somewhat strange to me.” (Bruce, M, 16, immigrant for education without family 

member, living with Korean host family—aunt’s family, non-isolator in the surveys) 

David revealed that the confusion came from different social norms and evaluation:   

“Sometimes I cannot know or understand the school rules or appropriate behavior at 

school. I have no idea about appropriate behavior at school [Q21]. Regarding 

appropriateness, I have got sense of what it is in Korea; I could not explain that verbally 
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though. I was very sensitive about that. But I don’t know what appropriateness is exactly 

in the United States. So, when you asked me similar questions about appropriateness 

(e.g., Q2. make appropriate transition between different activities appropriately at 

school; Q10. Asks appropriately for clarification of instructions; Q15. Will give in or 

compromise with peers when appropriate; Q17. Behaves appropriately at school; Q18. 

Asks for help in an appropriate manner; Q23. Responds appropriately when corrected by 

teachers, etc.)10, this is why I hesitated which numbers I should choose. It could not be 

imagined in Korea. This is why I selected number 4 rather than 5 in Q17….I try my best 

when I am doing homework or projects to produce work of high quality. But I am not 

sure if I did everything correctly or not and if it was good enough in this [American] 

school.” (David, M, 12, immigrant for education with family member, non-isolator in the 

surveys)  

Diane, who earned high scores in the survey results, also noted her confusion in regards to 

normative behavior and feedback in American school:   

“I don’t know what appropriate manner is exactly here. Most of the time, I don’t know if 

I am saying things right or wrong. So I just selected number 3 instead of 5 [in Q18: I ask 

for help in an appropriate manner]. However, if you were in Korea, I would select 

number 5. I was very normal and average in Korea. But I get confused a lot in here. I 

have no sense if it is appropriate or not. When I ask my friends for help, sometimes they 

look like they are bothered by me. This is why I chose number 3. I just feel bad for the 

fact that I am the very one asking for help.” (Diane, F, 16, immigrant for education 

without family member, living with Korean host family—cousin’s house, isolator in the 

surveys) 

                                                 
10 These exemplar questions and italics were added by the researcher. 
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Third, even though they had limitation in active participation in school work, almost all 

participants scored high points in the questions related to obeying teachers’ directions, 

completing the school work in a timely fashion (e.g., Q8. Listens and carries out directions from 

teachers; Q14. Completes school assignments on time; Q16. Follows school and classroom rules; 

Q23. Responds appropriately when correct by teachers, etc.). These behaviors are related to 

Korean culture and Confucianism which respect hierarchical social relations with elders or the 

use of honorific language or terms of respect to seniors, including teachers. These Confucian 

philosophy and teaching traditions naturally connect Korean students’ behaviors in classes to pay 

attention to teachers’ lectures and follow teachers’ directions very well (Haboush, 1991). It could 

be one of the reasons why the participants were assessed as students who have high social skills 

in school, even though other social skills, such as group discussion or appropriate social 

manners, etc. were absent. The phenomenon is closely connected to the result that almost all 

participants regard their teachers or counselors in school as valuable information sources. This 

result and discussion is analyzed in a later section, 4.4. Information Sources and Channels.    

In conclusion, despite of big different cultural environments and confusion due to 

different social norms and messages from American peers, it was revealed that participants have 

very basic socializing skills. In that sense, these survey questions did not consider any other 

cultural norms or different social behaviors in defining social skills operationally. 

4.2.3. Conclusion: Loneliness, Isolation, and Social Nerd 

  In the entire section 4.2, research participants’ levels of isolation from three scales were 

measured and analyzed. Also, the motives and contextual background of the survey results were 

explored through in-depth interviews. Most female adolescents regarded themselves as being 

isolated, and all males except one male subject as non-isolators. It was discovered that the main 
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reason of the finding—gender difference in subjects’ perception of isolation and loneliness—was 

caused from different definitions and interpretations of isolation and loneliness in similar 

situations between two genders. Female adolescents accepted their current situations more 

negatively and narrated themselves as lonely or isolated, especially in the school setting. On the 

other hand, male adolescents did not think of themselves as isolators or social nerds, even though 

they were in a similar situation compared to females and had even experienced peer-bullying or 

discrimination.  

In spite of their different reactions to similar conditions by gender, participants all 

acknowledged that they felt barriers in making close friendship with American peers. Because of 

this, they feel isolated from peers: they enumerated different social norms and cultures, language 

barriers by short residency period, etc. The immigrant adolescents defined and construed their 

current environments and situations as a different type of isolation and loneliness. The following 

narration from one male adolescent describes how general immigrant adolescents suffer from 

invisible but real isolated status in the middle of externally well-adjusted conditions, such as 

fluent English, active club activities, or high achievement in the learning goals, etc.:    

 “I feel isolated and lonely when I think there isn’t anyone who has a common ground 

with me. Even though I’m already familiar with life in the United States and have many 

friends here, I constantly think about my best friends in Korea. I miss them a lot. But it’s 

been awhile since I moved to the United States. When I talk to them [best friends in 

Korea] about anything, we sometimes run out of things to say. We have different interests 

now. Whenever I think of it, I’ve feel lonely quite often. Thus, I tried to make American 

friends and stop hanging out with Korean students here too much. I wanted to make 

American friends through activities. So I wanted to join the soccer team, but I didn’t 
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make it, as I already mentioned. [At the first private school in the Southwest before 

moving into the Terrace City, added by the researcher], 99% of students were 

Caucasians. There were few African-Americans and Asians at school. It was a very 

prestigious private school in the Southwestern area. It was quite strange that even though 

there was a huge African-American population among the town, there was a huge white 

population at school. I was disappointed because I felt like I was discriminated against. 

Certainly I could tell there was racism inside the school. I wasn’t the only one saying 

that. All Korean students said the same thing and experienced discrimination at some 

point. For instance, one of the Korean students was really excellent at math. He was even 

one of the best math students when he was in Korea. You know, math is much easier here 

than it is in Korea, right? So, his math was way ahead of everyone at school. He tried out 

for a school math team, but he didn’t make it. Instead a white guy got into the team. They 

didn’t express racism directly, but there were so many incidents like that in school. 

However, more surprisingly, I’ve never been discriminated here [at the second school in 

the Terrace City, added by the researcher]. But it’s very hard to join cliques at school. It 

is harder to make friends here. Like I said before, I’ve never been discriminated or treated 

differently here. When I was at the first private school in the United States, people just 

ignored me completely. But whenever I ask people for help here [at the second school in 

Terrace City], students are very polite and nice. They are glad to help me. But I feel 

isolated in here. It’s a different feeling than when you get discriminated against. Since all 

the students at this school know each other from kindergarten, they are so close. So it’s 

really awkward to join them. I feel isolated when something comes up that I don’t really 

know about while we are talking. Since they’ve been friends for long time, they know 
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each other very well. But sometimes, I don’t really know because I am a newcomer. It 

has nothing to do with my English. I feel awkward to talk to people sometimes. I feel 

really awkward especially during lunch because they talk about things that I don’t really 

know. There is no space for me since everyone here is so close. Whenever I experience 

these things a lot, I feel much more isolated and lonely here than at the first place where I 

experienced discrimination at first.” (Carl, M, 18, immigrant for education without family 

member, living with American host family, non-isolator in the surveys) 

In conclusion, this research regarded all participants as isolators with loneliness and 

investigated their information seeking behaviors. Therefore, when presenting the findings of 

subjects’ information needs, used sources, source satisfaction, etc., this research will analyze 

results from the in-depth interviews differently in terms of level of isolation.  

4.3. Current Issue/Concern and Information Need 

The participants’ information needs—based on their current concerns and issues—were 

explored through in-depth interviews. The main information needs of recent Korean immigrant 

adolescents isolated from peers can be summarized into three categories: (1) English language 

skills to facilitate learning activities in school in the United States; (2) Social skills to facilitate 

making friends and to become accustomed to American culture and normative behaviors; (3) 

Study skills to facilitate academic success in highly competitive educational environments in 

Korea.    

 Motivation to solve their everyday life information needs is closely aligned with the 

three main reasons they immigrated to the United States. As addressed in the previous section, 

4.1.2.5. Journey of Immigration: The Reason and Processes of Migration, theses are: (1) To 

acquire proficient English skills and to receive better educational benefits in the United States; 
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(2) To experience various and different cultures and social norms in the new country; (3) To 

escape from the highly competitive educational environments of the current Korean education 

system and to receive a holistic and balanced education. The first and the third reasons for 

immigration are closely related to the first information need. Their second reason for 

immigration is connected to the second information need. The third information need is related 

to their school adjustment in Korean society. Some participants are temporarily in the United 

States due to their parents’ jobs or to learn English, and expect to go back to Korea. The fact they 

plan to go back to Korea, where the educational environment is highly competitive, influences 

their current concerns, living patterns and adjustment to life in the United States. In that sense, 

the third information need is closely associated to the third reason of immigration—to escape 

from the highly competitive environment in the Korean education system. A simple comparison 

between the main purpose of immigration, current concern, and information needs is presented in 

the Table 4.14.  

Table 4.14. 
              Comparison between the Main Purpose of Immigration and Current Information Need 

Main Purpose of Immigration Current Concern and Information Need 

1. To acquire proficient English skills  and 

to get a better education 

ELIS Need 1: English language skills to facilitate 

learning activities in school in the United States  

2. To gain various cultural experiences in 

the United States 

ELIS Need 2: Social skills to facilitate making 

friends and to become accustomed to American 

culture and normative behaviors 

3. To escape from the highly competitive 

environment in the Korean education 

system 

ELIS Need 3: Study skills to facilitate academic 

success in highly competitive educational 

environments in Korea 

 
In regards to the first information need, the participants want to know how to earn 

proficiency in English so that they could be academically successful by participating in learning 
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activities and by earning a high GPA. An improved ability to participant in class activities is seen 

as moving them toward the goal of entering a prestigious high school or university in the United 

States or South Korea. The participants want information and guidance regarding such academic 

achievements. The second information need was linked to their socio-affective needs—their 

current isolated situations in daily life context. They want to connect with their new peer group, 

especially American friends in their schools, and to develop close friendships with them. In their 

peer relationships, these Korean immigrant adolescents wish to acclimate to American culture 

and to understand the social norms or normative behaviors of their peers in order to fully 

experience this new world. Finally, regarding the third information need, participants who plan 

to return to Korea, hoped to be prepared to successfully compete in the Korean educational 

system.    

Participants’ information needs did not show any distinctions by gender, age, 

composition of family members, parents’ features, family SES, period of residency, school 

environments, neighborhood, etc. All participants had these three information needs in common 

and were seeking relevant information to respond to these needs. In addition, these three 

information needs are correlated, making it difficult to distinguish each of them. Each need was 

influenced by the other, tightly bound in goals and needs that are cognitive and social-cultural in 

nature. The detailed explanation and contextual analyses about each of three information needs 

are in the following sub-sections.    

4.3.1. ELIS Need 1: English language skill to facilitate learning activities in school in the 

United States  

All participants in this research had a strong desire to conduct school work successfully 

in new American schools. As was already mentioned, this need is the first and strongest motive 
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for moving to the United States. One of the biggest obstacles to accomplishing this goal was 

immigrants’ limited English skills. However, strictly speaking, almost all participants had 

sufficient basic skills to communicate with teachers or classmates in their daily life. They were 

already accustomed to speaking in English before coming to United States because they have 

learned English at many cram schools, academies, or with private English tutors in Korea. 

According to their parents’ wishes, they have received English lessons since they were very 

young, even before entering elementary school. Furthermore, in order to learn English and 

cultures of foreign countries, some participants had studied abroad in international schools that 

use English as an official language, such as in the Philippines, Japan or Hong Kong. Other 

participants have spent their childhood in the United States because of their parents’ studies or 

jobs. Hence, they evaluated themselves as semi-fluent or basic English speakers. Nevertheless, 

they enumerated their main concern and current issue in the new country as achieving their 

original purpose of immigration—successful academic performance and improved English skills. 

Fluency in English is seen as primary in order to achieve a good GPA, earn high SAT scores, 

follow school activities successfully, and then go on to a notable university or 

prestigious/specialized high school. In the following statements, a male adolescent stresses his 

struggles in relation to his limited English skills in the American school: 

“I have hard time because of the fact that I should do homework in English. Initially, 

after coming to the United States, I could not really do school assignments on time by 

myself, so I had my dad help me with those. Even with dad’s help, it took a very long 

time….I got all A’s except two B’s in my GPA. I got a B in English and a B in science. I 

used to get all A’s in all subjects, especially in science, when I was in Korea, but it was 

not easy to learn science in a second language here….My current concern is English. In 
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Korea, I went to cram school to learn English two years ago [before he was 10 years old: 

added by the researcher]. I had sessions with English native speaker-teachers, learned 

vocabularies, tried to make sentences using them, and such. So, I was able to converse a 

little when I first came to the United States. But, it is hard to have discussions in English 

even though classmates or teachers seem to be trying to understand me when I speak 

anything. I get better at it as I speak. But, it’s still hard for me to learn English and study 

in English. I’d like to speak in English very well so that I earn higher GPA and 

participate in the class discussion actively.” (Samuel, M, 12, immigration for education 

with family member) 

A senior male student in high school is worried about preparing for his college application. This 

is Tom’s testimony:  

“When I first decided to study abroad, I thought I might receive better education in the 

United States. But, that’s exactly what my parents plan. My father wanted me to travel in 

the world and meet many diverse people. So, I came to the United States with the idea 

that I would attend a good college here, not just be here for one or two years to learn 

English….Definitely, I think about college a lot now. I think about what to do and look 

into different colleges. I need to be mindful of my GPA, get a good SAT score, and extra-

curriculum activities. So I am looking for information about how to score high on SAT, 

how to be ready for SAT, and such. My most concern is about getting ready to college, 

and as an international student, about overcoming the language and cultural barriers. 

Now, I have to be very concerned about my future. It’s mostly related to American 

school activities and good colleges in the United States.” (Tom, M, 18, immigration for 

education without family member, living with American host family) 
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As being presented in Tom’s statement, the reason to be a good English speaker and to 

achieve academic goals in a new school was mostly imposed by their parents’ wishes and plans 

rather than generated by their own desires or goals. The accomplishment of these plans is also 

achieved through their parents’ sacrifice. Almost all participants in the research agreed that their 

parents had sacrificed a lot—financially, affectively, mentally, physically, etc.— so that they 

could study abroad. Some adolescents even experienced guilt that their parents and were stressed 

if they were not able to study very well or adjust to the new school quickly. They thought that 

they needed to compensate their parents by showing successful academic performance and 

entering their and their parents’ dream schools.  

“I don’t have any financial concerns because my parents fulfill my financial needs 

sufficiently without any hesitation. But my parents send over $40,000 dollars a year only 

for me. So I try not to waste money on things that I don’t need. Sometimes, I feel bad and 

guilty about getting money from them [my parents] because I know the money is the 

product of my parents’ sacrifice. Thus, I try to study very hard because I am always 

thinking of my parents’ sacrifice for me. Not only do I want to do well in school, but 

there is also another motivation like my parents’ support and sacrifice, which makes me 

study hard, want to get the money’s worth and wish to get admitted into a university 

among Ivy League schools.” (Byron, M, 17, immigration for education without family 

member, living with American host family) 

Another female participant also observed that her parents sacrificed for her education, which 

became her big motivation to reach high academic achievements in the American school:  

“I think that my parents pay a lot of money only for me. Because I know how much 

money my parents are spending towards me, I feel bad and have to do well in the United 
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States. I also need to be good to my mom. If I were to live in Korea, I would be hurting 

my mom all the time. But I am here by myself, and my parents are spending so much 

money for me. I feel sorry for my parents. Thus, I study hard because I want to have a 

good life. That’s why I study hard here.” (Scarlett, F, 16, immigration for education 

without family member, living with American host family) 

The second reason to get more fluent in English is to reduce the slow speed in conducting 

school work with their deficient English skills. Compared with their study speed or learning 

performance in Korean, these immigrant adolescents felt a big gap in performing the academic 

work on time, catching up with class topics accurately, and partaking in discussion actively. 

Even though they can understand teachers’ or classmates’ explanations and their school activities 

were not evaluated as laggard nor being behind, it still took a lot of time to follow school 

activities. In addition, they pointed out their stress in having to ask their parents or teachers 

questions frequently in order to complete new assignments. They wanted to conduct their own 

work independently and successfully. But they saw that their limited English skills made them 

dependent on their parents to complete school work. Jane said:  

“I want to learn English so that I can turn my homework on time. I feel very stressed and 

annoyed whenever I cannot submit homework on time. In order to submit homework on 

time, I need to understand teachers’ lectures and directions fully. For that, I need to have 

good English skills. If I don’t understand teachers’ lectures or directions, I have to go ask 

my parents. If I ask for help from my parents, I have to listen to their nagging. Their 

nagging is endless. If I don’t like to listen to their sermon, I have to go to school very 

early to ask questions to the teachers. It is a very sick and tiresome process. I’d like to be 

independent from my parents in studying.” (Jane, F, 12, immigration for education with 
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family member) 

Finally, the motivation to speak in English very fluently was not only related to 

performing successfully in school activities but also to participating in peer group socials and to 

build up friendships with American classmates. They regarded themselves as being isolated due 

to their limited English skills. Even though they can understand teachers’ explanation in the 

class, when dialoging with their American peer groups, they have trouble with jargon or slang 

that teachers and parents never taught them and which are not described in main English 

dictionaries or idiom books. Still, such expressions are actively shared by their peer groups. 

Whenever they cannot understand something and do not know how to react to classmates’ 

special expressions, they were depressed and felt isolated. This feeds their desire to be more 

fluent speakers of English. Jane said: 

“I was very surprised by the fact that classmates here are using slang a lot. I was really 

frustrated when I couldn’t figure out what they meant, since they’re not in the dictionary. 

I asked my parents, but they had no idea about the slang the classmates used. I was so 

embarrassed when I could not find the word in the dictionary or from my 

parents….Because of English, I was afraid of speaking with friends and making 

friendships. I cannot understand my classmates’ usual expressions. So, I need to practice 

spoken English with my classmates.” (Jane, F, 12, immigration for education with family 

member) 

Another male adolescent wanted to be a fluent English speaker to be more comfortable when 

approaching his peer group. Carter noted:      

 “I want to speak good English. As I mentioned earlier, my dad took a leave from his 

work so I can learn English in the United States. I have to speak good English in order to 
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have conversations with my friends. If I could speak English better, I could play with 

friends and understand what’s going on in the class. I want to speak good English 

because I want to make more friends and do well in school.” (Carter, M, 12, immigration 

for education with family member)  

In sum, as it is demonstrated in the above inner motivations of information needs, the 

research participants sought information to improve deficient English skills as their second 

language, and to achieve academic goals successfully while adjusting to new educational 

systems and environments. These contextual motivations and backgrounds prompted their desire 

to be fluent English speakers and to be good students in school.  

4.3.2. ELIS Need 2: Social skill to facilitate making friends and to become accustomed to 

American culture and normative behaviors 

Research participants’ second information need is a socio-affective need. The research 

participants have a strong desire to connect with their peers, to make close friends, and to 

socialize with them. As mentioned in the section on participants’ isolation, all participants were 

regarded as isolators along the socio-cultural dimension. While they think that they have many 

American acquaintances in school, they do not believe that they have any “close” or “real” 

friends. Even though they have joined big cliques or groups like school club activities, they do 

not feel that they belong to the group because they were not exactly in the same pool as 

American friends in socio-cultural terms. Thus, they wanted to make American friends who 

would invite them to belong to their cliques or clubs. Throughout developing relationships with 

American peers, learning American normative socio-cultural behaviors, and experiencing 

various cultures, they believed that they could overcome their current loneliness and isolation. 

Korean immigrant adolescents wanted to share information with their American peer groups 
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about school assignments, club activities, hobbies, life styles, gossip, rumors, etc. Even though 

they have some close Korean friends in their schools, neighborhoods, or churches, they desired 

to have close American friends because they believed that the reason that they felt lonely or 

isolated is because they do not have any close American friends. Scarlett noted:  

“I am concerned that I am not very close to my [American] friends. I can be really close 

to Korean friends, but I can’t be close to American friends here. I think that’s the only 

problem with me. I wish I had close American friends….I want to hang out with them 

and learn about their culture and general American life. I want to be close to American 

friends just because I came to the United States. The hardest part of going to school here 

is to make close American friends. It’s not easy to make friends like it was in Korea. 

Also, I don’t want to be apart from my family and friends in Korea, either. That’s the 

worst part of living in the United States.” (Scarlett, F, 16, immigration for education 

without family member, living with American host family) 

Another female participant agreed that her big concern is to make American friend whom she 

can trust. But, she had no idea where and how to receive support in this regard. Diane said: 

“In the United States, my biggest concern is to make good friends, to speak English very 

well, and to do school work very well. However, I don’ have any idea or information 

about friends or the Internet sites that help with my current big concerns. It’s hard to find 

a website or friends who can help me. The best way is, I believe, to endure my condition 

or overcome it by myself….I feel deeply isolated and lonely. Actually, there are many 

Korean friends around me. However, I believe that it became a factor in my bad 

relationship with American friends. When I came here at first, it was difficult to make 

friends. At that time, some Korean girls became my friends and helped me. They also 



123 
 

introduced me to some of their American friends and we hung out and had fun. But after 

a conflict between me and my Korean friends, it got awkward when we tried to mix those 

people up. Naturally, the relationships with American friends became more distanced 

while I had conflicts with Korean friends because I have known these American friends 

through these Korean friends. So, now I end up not having many friends. I need 

American friends I can trust.” (Diane, F, 16, immigration for education without family 

member, living with Korean host family—cousin’s family) 

This second information need is deeply related with the first information need—ELIS 

Need 1: English language skills to facilitate learning activities in school in the United States. 

They think that their deficient English skills hinder their goal to make American friends. The 

limited English proficiency results in their limited social network and few human resources. 

Thus, like a chain reaction, they desire to develop fluent spoken English skills in order to belong 

to peer groups and to follow school work readily. On the other hand, just like a vicious circle, 

their current isolated condition limits their chances to learn peers’ dialect, jargon, or non-verbal, 

but commonly known normative behavior. The lack of peer relationships impacts their English 

learning, school activities, and vice versa. They think that their lack peer group involvement 

influences their academic achievements and learning because they have difficulties sharing 

information about homework or team projects with classmates or teachers. Sarah said:  

“I have trouble making friends because of my limited English. That’s why I don’t try to 

make friends actively. I need to make American friends and to talk with them in order to 

improve my English. But, it is a very stressful thing.…Even though I felt like need to 

learn English, I don’t really try hard to make American friends.” (Sarah, F, 12, 

immigration for education with family member) 
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Even a female respondent who has experienced study-abroad in an international school in Japan 

where she spoke English at school confessed that it was difficult to make American friends 

because of her lack of awareness of her peer groups’ English jargons or lingos. Scarlett said: 

“I know all the slang in Korean, but I don’t know any slang in English. Also, I don’t 

know how to say exclamatory sentences in English. You know, there are teen lingos in 

Korean. If I knew teen lingos in English, I think I would get closer to American friends. 

But I don’t know any of that. I don’t think it is related to fluency in English. 

Nevertheless, to be honest with you, I really need to learn more English and want to be 

close to them. But I don’t know where to start....When I tell my Korean friends about a 

few teachers being hard on students, we all agree on it. Because of that, I feel I belong 

with them. But, if I say the same thing to my American friends, they seem to be agreeing, 

but not 100%. I think that’s because they are so used to the way the classes are taught. 

Yes, we are different. Even though I don’t have close American friends, I don’t feel that 

lonely because I am busy with soccer practice and club meetings. School keeps me busy. 

But I think I still need to have close American friends here.” (Scarlett, F, 16, immigration 

for education without family member, living with American host family) 

Another male adolescent noted: 

“Even though I stayed in the United States, I didn’t speak English at all because I only 

hung out with Korean friends who were older than me. My roommate at my dorm was 

American. So I spoke a little English with him. My English didn’t improve much since I 

spoke in Korean mostly. Even though I wanted to stop hanging out with Korean friends 

and focus on school and study, it wasn’t easy. I liked it for the most part because I wasn’t 

very lonely and had fun with them [Korean friends in the United States]. When I first 
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came to the United States, Korean students helped me a lot. I probably couldn’t adjust 

here without their help. When I was living in the dorm, there were times when I couldn’t 

understand resident assistants’ direction or guidance. If so, I asked Korean students for 

help. The only downside was that I didn’t learn much English. So, I tried to make 

American friends and stop hanging out with Korean students too much. I wanted to make 

American friends through activities….I had about five American friends here. I wouldn’t 

say it was superficial. Even though I was friends with them, I was little frustrated because 

I couldn’t express myself fully in English. There was a language barrier between 

us….Since my English has improved compared to when I first came to the United States, 

I ask my American friends for help more often. But, when I feel lonely, I have to talk it 

out. Still, I talk to my Korean friends because we share the same culture and the same 

experience. Talking with friends doesn’t really solve my current problems or issues, such 

as my future direction but it make me feel better….Still I need to be more acculturated to 

the American life and culture by developing friendship with Americans and to develop 

English skills.” (Carl, M, 18, immigration for education without family member, living 

with American host family) 

Finally, all participants who moved in the United States without family members and 

stayed with American host families have experienced at least one and more big conflicts and 

quarrels with their American hosts. These experiences illustrate that participants have difficulties 

because they do not recognize American family codes, culture, normative behaviors, etc. They 

expressed that they could not understand American hosts’ parenting styles or their family 

members’ behaviors at the initial stage of immigration. All immigrant adolescents without family 

members had experiences to change their American hosts. They judged their ex-hosts as strange, 
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abnormal, or even bad people. But, after a period of adjustment to their new environment, they 

could partially understand their ex-hosts’ parenting styles or behaviors and tried to understand 

American lifestyles or their family activities during childhood or adolescence. Because of their 

past painful experiences, they also wanted to learn the American life styles or codes, manners, 

social norms through American friends or their families. This is Tom’s story about the conflict 

with his American hosts because of his lack of knowledge about American normative behaviors 

or codes. Because of this conflict, he decided to learn American cultures, social norms, ethics or 

etiquette, etc. when developing close friendships with American peers:    

“I had conflicts with my ex-host family because of two things: language and cultural 

barriers. It was also the hardest part of adjusting to my new life in the United States. A 

cultural barrier, for example, was that I could stay out late in Korea. I could hang out with 

my friends for a long time, regardless of the time of the day, and I could just let my 

parents know that I was spending the night over at my friends’ instead of getting their 

permission first. But here, in the United States, that could be a problem. Hosts didn’t 

want me to stay out late. One time, I was scolded and grounded for staying out late with 

my friends. They were thinking that I was hanging out with the wrong crowd, doing bad 

things. I wanted to give them some sort of explanation since it wasn’t all that bad, but 

because of my limited English language skills, I couldn’t. That probably was the most 

frustrated feeling I ever had. Since then, our relationship went downhill. Since then, my 

hosts were much stricter on me, and gave me hard time. I spent most of my time in my 

room, and I actually was afraid of getting out of my room because I didn’t want my hosts 

to give me hard time. So I switched to a new host, one of my friends….At that time, I did 

not think that I was wrong. But as time goes, I can see myself becoming one of them 
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[Americans] by watching them and learning different rules, norms, or codes they have. I 

can partially understand the ex-hosts now. In that sense, I think that Korean people 

shouldn’t be making cliques of their own. To be honest, I’ve never hung out with 

Koreans in school. I thought that because I am going to live in the United States, I wanted 

to learn English and American culture. So I thought that I shouldn’t be hanging out with 

Korean people. Whenever I spotted Korean people making cliques own their own, it 

didn’t seem right to me.” (Tom, M, 18, immigration for education without family 

member, living with American host family) 

 Byron, who lives with an American host family, also confessed his previous difficulties with his 

ex-American host family because of misunderstanding of American lifestyles or parenting styles:  

“The ex-hosts were not good enough. Frankly speaking, my ex-host in Texas was very 

mean to me. I had a hard time adjusting to the United States at first because of them. 

Rather than helping me, they did not want to give me rides. I wanted to go out freely, as I 

did in Korea. They just wanted me to stay at home most of the time after school because 

they did not want to give me rides.…I don’t think it was my problem. Everyone in the 

household was weird. For instance, ex-hosts often wanted me to let them know about 

school events way ahead of time. They wanted at least 2-3 weeks advance notice for 

school events. But I couldn’t be always mindful of all the events that were going on in 

school. Because of that, they got upset with me….But here now I could understand many 

things, including ex-host families, different lifestyles, culture, etc.”(Byron, M, 17, 

immigration for education without family member, living with American host family) 
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4.3.3. ELIS Need 3: Study skills to facilitate academic success in highly competitive 

educational environments  

Some participants plan to return to Korea because their parents will finish their study or 

temporary visit to the United States for the purpose of learning English and earning the chance 

for better education. The third need—to get information to prepare to come back to Korea—is 

related superficially to participants’ academic needs, much like ELISE Need 1. However, it is 

strongly related to Korean educational systems and environments—parents’ educational passion 

and students’ competitive attitude toward academic achievements such as GPA, high scores on 

college entrance exams, etc. In addition, this information need influences the direction of their 

school activities, club involvements, and study strategies in their current American schools. For 

instance, when compared to other immigrant adolescents who have no plans to return to Korea, 

these participants—who planned to go back to Korea within the next two or three years—were 

less involved in peer group activities, and had less stress about slow spoken English proficiency 

or about adjusting to the American culture. Instead, they had big concerns about academic 

achievements and learning activities, and they engaged in extracurricular study in advanced 

mathematics or essay writing and English grammar to prepare for entrance exams for prestigious 

colleges or specialized high schools in Korea. Because high scores on English language 

examinations, such as the TOEFL are required to enter prestigious high schools or notable 

colleges in Korea, they also hope to earn a high level of English skills during their stay in the 

United States. Ultimately, the participants who plan to return to Korea eventually want to enter 

prestigious universities or colleges after adjusting to the Korean educational systems or school 

activities successfully and earning reliable information and resources in the United States or 

from Korea. The following statements show their severe stresses about going back to Korea and 
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readjusting to the Korean educational environment. Justin, who has been in the United States 

only two months and plans to go back to Korea in roughly two years, was worried about learning 

activities in Korea:   

“I want to speak good English because I live in the United States now. But, frankly 

speaking, I am much more worried about going back to Korea. I don’t have to study 

really hard in the United States because classes are too easy here, especially mathematics. 

But if I go back, I have to study a lot more. I don’t know if I can catch up with other 

Korean students since I’ve been slacking here. As you know, most Korean students are 

studying ahead. They are usually a semester ahead. I’ve learned middle school materials 

when I was in the 6th grade. I think that’s why I feel the American curriculum is very easy 

here. Most Korean students study ahead in academies or cram schools. I am stressed 

about going back to Korea because I have a lot of catch-up to do. Also, I have to get up 

early in the morning and I have to study all day. If I can speak good English, I want to 

stay here and go to school here. I want to live in the United States. You know, Korean 

students don’t have free time and have to attend many academies/cram schools. Most 

students attend two or more academies. I’ve been worried about studying, so my mom 

hired tutors in English and Math, and they come once a week not to follow up on 

American school classes but to learn, in advance, Korean school classes.” (Justin, M, 12, 

immigration for education with partial family member) 

Moody, who has planned to enter a highly prestigious high school in Korea, wanted to gather 

information about Korean educational systems and admission to good schools even while staying 

in the United States. Specifically, he said:  
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“I am very concerned and feel stressed about the fact that I need to go back to Korea 

soon, and I have to adjust to living in Korea again. It stresses me. Basically, it is the 

pressure of entering high school and college in Korea. It’s ironic that I’m worrying about 

how I’m going to go through living in Korea, even though I am a Korean and grew up 

there. I was able to settle in America quickly, but I think I’m going to have more trouble 

adjusting back in Korea now. It is because of the intensity of competition getting into 

good colleges or universities in Korea. It is very intense and competitive in order to get 

admitted into good colleges or universities in Korea. That’s why I’m so stressed about 

studying in Korea….There are two main issues regarding the education system in Korea. 

The competitiveness is way too intense, and the expectations from our parents are too 

high towards us kids. The students are emotionally pressured because of them. We suffer 

from thinking that we always have to be the best. Parents always compare us to other 

kids. My dad is a professor in the department of Education in a university, but he would 

tell me how the other professors’ children got into such good schools. Of course, he 

wouldn’t directly tell me what to do or give me pressure about that, but he would 

indirectly tell me that so and so did this and that to achieve a better grade and whatnot.” 

(Moody, M, 16, immigration for education with partial family member) 

Barby elaborated on her concerns about coming back to Korea and readjusting to Korean 

schools. For her, this concern was more important than the loneliness or bullying that she has 

experienced at the first in her American school: 

“Because I am planning to go back to Korea, I am concerned about life when I go back 

and gathering related information and study materials for Korean school. I am not really 

worried about what’s going on in here. I am seriously worried about how I can adjust to 
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the Korean school life, especially and the amount of competition in Korea….It was very 

bad that I had no American friends to talk with me here and felt lonely, so I cried a lot in 

school because of peer-bullying. But I was okay because I had my sister who hangs out 

with me often. More so, I am seriously worried about going back to Korea.” (Barby, F, 

14, immigration for education with family member) 

Sarah agreed with Barby’s statement: 

“I have no friends here, and it makes me feel lonely because I have had English language 

barriers. But, I am more concerned about going back. I am worried that I will be behind 

in Korea. I heard from my parents that I will go to traditional public school when I go 

back to Korea. Since it will be my first time going to a public school [she attended on an 

alternative private school before moving to the United States; added by the researcher]; I 

am worried about whether I can do well in school. Also, I am worried that I might be too 

Americanized to Korean people because I might be different with Koreans.” (Sarah, F, 

12, immigration for education with family members) 

Above are details about the isolated Koran immigrant adolescents’ three main 

information needs. A few participants showed interest in their hobbies, relationship with 

girl/boyfriends, or entertainment, such as sports news or TV stars, etc., but these were not main 

or commonly shared information needs from all participants. They wanted to monitor 

information regarding these topics in their daily life contexts. However, only two male 

adolescents confessed minor but additional needs except three main information needs. This is 

Tom’s current concern: 

“Well... relationship with my girlfriend? hahaha….I am 18 years old, and my girlfriend is 

16. That means that I am dating a minor, which is illegal in the United States. In Korea, 
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that wouldn’t be a problem at all. Because of that, I seek advice from my American host 

family.” (Tom, M, 18, immigration for education without family member) 

Moody wanted to collect information about his hobbies:  

“I have interest in guitar and writing. I like fantasy novels and martial arts. But I don’t 

think typical Americans are usually into martial arts, and I can’t really relate to their main 

interests or hobbies. So, I find it difficult to gather information in American websites.” 

(Moody, M, 16, immigration for education with partial family member) 

4.4. Information Source and Channel 

 To satisfy their everyday life information needs—including daily life concerns, hassles 

and issues—participants at times sought information and at other times ignored their information 

needs because they did not know what kinds of information sources were needed or how to 

otherwise fulfill these needs. This section reports on how the participants coped with their 

current information needs and what kinds of information sources—including human resources or 

channels—were used by them.  

4.4.1. Information Source Used for Unspoken Need 

In regards to the preparation for immigration while in Korea, the participants did not 

speak of the necessity of specific information sources. They were never involved in specific 

preparation for immigration, nor did they have concerns about settling down in the new country, 

apart from their deficient English skills or vague fear and uncertainty about entering a new 

environment. Almost all of these adolescents had positive perspectives and attitudes regarding 

their immigration for education, even though the decision was not self-generated but imposed by 

their parents. Participants who moved to the United States with their family members did not 
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have any specific concerns about settling down in the new country because their parents took 

care of all the planning and processes.  

However, the adolescents who moved to the United States without their family members 

did have a desire to collect information related to the move. However, the information was, in 

advance, supplied largely by their parents or people who had experience studying abroad or by 

studying abroad agencies/brokers whom their parents hired before they expressed the needs 

externally. As a result, they were not directly involved in specific preparation activities, as their 

parents took care of every element of the immigration process for them. The study-abroad 

agency/broker provided the parents tailored information about American middle/high schools 

and American life, supplied all necessary documents for immigration, and filled out the 

paperwork instead of the participants and their parents. Parents shared information supplied from 

agencies/brokers with their children. Hence, the participants did not mention any specific 

concerns or information they sought themselves in order to prepare for immigration. Scarlett 

said: 

“I agreed to my mom’s decision [about immigration for education] in May, and I came to 

the United States in July. Basically, I came to the United States as soon as I said ‘yes’ to 

my mom’s plan. It was very speedy. I could get ready for immigration in such a short 

period of time because my mom did all the paper work for me. She hired a study abroad 

agent and paid the service fees in Korea. I think the agency staff took care of everything 

for my immigration for education. I enrolled in Max School because the agent 

recommended the school to my mom. Actually my mom told the agents to look into 

excellent private schools for me. They gave me a list of top five private high schools in 
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Forrest and Cole.11 Max School was a top three private school in Forrest. So I came to 

study here. My agent took care of everything for me. They prepared all the paperwork for 

immigration. My parents paid the agency a lot of money, even until now, to ensure that 

the agency keeps protecting my life in the United States. Because I know how much 

money my parents are spending towards me, I feel like I have to do well in the States. I 

am really thankful to my parents. Also, I feel bad because of it.” (Scarlett, F, 16, 

immigration for education without family member, living with American host family) 

Another female student, Diane also had similar experience that Scarlet did: 

“When I wanted to study abroad, I would ask my mom first, and my mom consulted with 

the agency rather than looking for information on the Internet or asking acquaintances 

about studying abroad in the United States. We [my parents and I] relied on the agents for 

all necessary things, including finding the right schools for me because we had no idea 

about U.S. schools and life….Thinking about that time again, I and my mom utterly 

relied on the agency and did not try to find other things or information. We just paid the 

fees to hire the agents to find the best schools for me and followed their information and 

direction without doubts....The agency took care of everything regarding my school and 

American life before coming here. The agency staff did all the paperwork, got an F-1visa 

for me and found a school, etc.” (Diane, F, 16, immigration for education without family 

member, living with Korean host family—uncle’s house) 

After coming to the United States and during the adjustment to their new life, the 

participants who moved without their family members kept asking questions about their daily 

life hassles or initial problems to the study abroad agents/brokers or their parents in Korea rather 

than asking questions directly to their American/Korean hosts in the United States. They 

                                                 
11 The states’ names are fictitious to protect against disclosure of the study participants’ identifiers. 



135 
 

complained of daily life issues or difficulties to their Korean parents via phone or Skype. After 

receiving their children’s complaints from the United States, their parents called the 

agencies/brokers in Korea. In the sense, agents’ influence was great from the time of preparation 

for immigrating to the initial adjustments in the United States because the participants and their 

parents totally depended on the information and direction that agency/broker staffs supplied. 

Even though it was pretty indirect and inconvenient to have two or three assistants or two-way 

(or even three-way) communication channels via parents, agents/brokers, local coordinators, etc. 

(Case, Johnson, Andrews, Allard, & Kelly, 2004), the participants and their parents were 

overwhelmed by the agents’ information because they had no previous understanding of the 

adjustments their children were going through or how to seek and utilize pertinent information 

sources to solve the problems. This is an example of two-(or three-) step flow or two-way 

communication strategies the participants usually use:      

“I used to complain to my mom about inconveniences or difficulties in American school 

or daily life. Then, my mom would complain about my issues to the study abroad agency 

that my mom hired in Korea. Then they talk to the local coordinators the agency in Korea 

employed. The local coordinators work for the study abroad agency in the United States. 

After receiving notification from the agency, the local coordinator in the United States 

would contact me and discuss my problems. I first mentioned it to my mom, but she 

couldn’t really help me because I couldn’t talk to her as often as I wanted to. So, usually I 

talked with local coordinators for my daily hassles during my initial settlement in the 

United States. The study abroad agency not only provided me and my parents 

information for settling down in the United States, but they directly helped me with the 

problems I faced in the United States. Because the agency in Korea assigned me a local 
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coordinator from the U.S. agency, I asked the local coordinator for help dealing with 

minor things. But for serious matters, like switching hosts and transferring schools, I used 

to tell my mom first about the problems that I had. Then she contacted the agency in 

Korea again, and then they would contact the local coordinators in the United States.” 

(Byron, M, 17, immigration for education without family member, living with American 

host family) 

Diane also experienced the similar processes with those of Byron:  

“They [the agency staffs for studying abroad in Korea] kept helping me with every little 

thing after I moved to the United States because my mom kept paying fees to sustain the 

service. When I had any problems or difficulties in United States, at first, I would notify 

the American local coordinators who the agency in Korea hired to help me with my 

problems. For instance, if I had a conflict with my American host who the agency 

introduced to my mom, I mentioned that to local coordinators, and then they would talk 

to my host instead of me. They were like a middle-man to mediate between me and my 

host or agency in Korea. But, if the problem seemed more serious, I would notify my 

parents first instead of the local coordinators even though the agency in Korea did not 

like that. I was taught to notify and seek the local coordinators first instead of my parents 

in Korea before leaving Korea. Because the parents do not know the conditions or status 

of our life in the United States, they are worried about their kids’ conditions. Since 

parents can get really over-protective, most of the time, they make things 

worse….Actually, we had a contract with the agency for one year and paid service fees 

for resolving any issues that might arise while I am studying abroad. But, after one year, 

my parents did not renew the service contract because my uncle and his family moved to 
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Terrace City for his doctoral program studies. So, after discussing with my parents and 

uncle’s family, I transferred into Terrace City and am living with them. Now, if I have 

any problems, issues, or difficulties here, I just call my mom in Korea via phone or Skype 

rather than talk with my uncle or uncle’s wife.” (Diane, F, 16, immigration for education 

without family, living with Korean host family—uncle’s family) 

Overall, participants did not address specific information needs for settling in the United 

States. This is why the information needs for preparation for immigration and initial adjustment 

were not included in the list of ELIS Needs in the previous section—4.3. Current 

Issues/Concerns and Information Needs. Before they could request specific information about 

settling in the United States, the participants received well-designed and tailored help and 

imposed information from parents and teacher groups—homeroom teacher, guidance officer, 

teaching assistant, counselor, etc. At the initial level of adjustment—within six months after 

arriving in the new school, school teachers’ imposed guidance was mandatory for newcomers. 

Almost all basic guidance and information were supplied by their teachers rather than the result 

of participants’ own information seeking. One result of this was that the teens could not 

recognize what the basic demands were or how information needs were expressed appropriately.   

More specifically, the types of support and information guidance imposed by teacher 

groups were related to grouping participants with teens from the same ethno-linguistic 

background when considering their English language barriers. Korean peers who had arrived 

earlier in the United States took the role of cultural mediators such as “ICM [Immigrant Children 

Mediators]” (Chu, 1999) bridging the literacy gap for the  immigrant family or as “cultural 

brokers” (Jones & Trickett, 2005) for these study participants. For instance, a private high school 

in Terrace City had a formal student club activity called ‘mentor’s club’, which helped new 
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international students get assigned to mentors who were student volunteers. At that time, the 

teachers’ role was to match up students with similar ethnic-linguistic backgrounds or with other 

American volunteer students. Study participants accounted for the benefits of student mentors 

assigned by teachers during the initial period of adjustment in the United States. This is Carl’s 

testimony: 

“I would have an international student orientation, which is different than a regular 

orientation. It was really beneficial to know how the school works. It let me know about 

the school system. It would be even better to tell me the difference between the U.S. 

school system and Korean school system. Here, at Max School, we have something 

called the ‘Mentor’s Club.’ Newcomers and international students can join the club to get 

assigned a mentor. Teachers assign the new students and volunteer students. The 

volunteer students—mentors—help new students at school. I think it’s a good program to 

help new students like me.” (Carl, M, 18, immigration for education without family 

member, living with American host family) 

Furthermore, teachers assessed newcomers’ levels of English skills or other subjects and 

arranged special classes such as ESL classes for them. In a few schools, there were special 

orientation times and programs with principals and guidance officers or other materials such as 

Internet tutorials and DVDs. A female student testified teacher’s private guidance and 

information was very helpful in adjusting to her new American school:   

“I didn’t take any special classes in my school. I took regular classes just like any other 

student at school. But when I first moved here, my teacher sent me to a computer lab and 

told me to go online and visit special websites regarding the U.S. education system and 

the orientation of my current school for a week. Later on, I realized that it had helped me 
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a lot. It helped me understand how the schools work in the United States. Also, the 

websites had information on student life in the United States.” (Suzan, F, 12, immigration 

for education with partial family member) 

Sarah’s story reflects the importance of teachers’ role in students’ initial assimilation and 

adjustment to their new American school. She explained:  

“When I got bullied by an African-American girl, I couldn’t say a word. I was crying out 

in class because I hadn’t spoken English for over three months. I was so sad. I wanted to 

stop crying because the class had begun, but I couldn’t help it. I kept crying in the class a 

lot. There were two teachers in my class. One was my regular teacher and the other one 

was the assistant. The teacher just went on with her class, even though I was crying in the 

class. So the assistant teacher took me to the front office, and told me that I needed to go 

to the guidance office. The guidance teachers took care of me. It was the first time that I 

got help from the guidance office. Since that incident, guidance teachers have asked me if 

I am okay, whenever we meet each other in school. The first time, I had no idea how to 

handle my problems in the school because there was no guidance office in my Korean 

school….Last February, a new Korean boy transferred to my school and the guidance 

teacher introduced him to me. Now, I think the first girl who came up to talk to me was 

also introduced by the guidance teacher rather than voluntarily approaching to help me.” 

(Sarah, F, 12, immigration for education with family member) 

Throughout these initial experiences and imposed help by teachers in the new school 

environment, participants got used to the American school systems and to receiving guidance 

and information from teachers. However, few schools had formal and systematic programs or 

guidelines for newcomers or international such as ESL, orientation for newcomers, student 
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mentoring programs, etc. The help and guidance supplied to immigrant adolescents depended on 

the teachers’ characters and their individual interest in international students. Even though there 

were some formally prepared and pre-designed programs and policies in a few schools, the 

policies and programs were not meant only for immigrant/international students so they did not 

meet these students’ specific needs or wishes well. Carter told: 

“I had to go to the special classes for last 30 minutes of school while other students were 

taking regular class. I took the special classes for 30 minutes daily. It was more like an 

English reading class. We had to read passages and we had to answer questions about the 

passages. Teachers didn’t help me adjust to my new school, but they taught me reading 

skills. A while later I realized that the class was comprised of students who were not 

doing well in school. It was not an ESL class or orientation class for international 

students or foreigners. But I could ask as many as questions I wanted to in that class. 

They [the teachers] tried to teach me until I could fully understand the concepts. They 

knew that my English wasn’t very strong, so they let me use the translator machine or 

electronic dictionary even during exams. American teachers were very nice to me in 

many ways.” (Carter, M, 12, immigration for education with family member) 

More detailed evaluation of and satisfaction with information sources or assistance will be 

discussed in next section—4.5. Evaluation for Used Information Source: Source Satisfaction.  

Because schools did not support their needs well in the initial adjustment stage, the 

participants had to rely on parents’ support. If the participants were faced with difficult but 

indescribable stressors or affective hurdles in the school setting, they mostly complained to their 

parents—especially their mother. Even though their parents are away from them and unable to 

supply tangible support or tailored information, the adolescents called their parents and paid 
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attention to parents’ guidance and advice. The parents tried to supply the necessities their 

children requested and in addition, provided possible sources or information by assuming their 

children’s needs in advance. Scarlett said:   

“I would make a call to my mom or endure my hardship by myself if I had difficulties or 

challenges at school. My mom and dad really try to help me. My mom calls me every 

morning from Korea. She wakes me up every morning. She’s like a morning alarm for 

me. She tells me to have a good day and gives me some advice for the American school. 

If I had concerns at school, I would call her at night and talk it out for long time. We talk 

on the phone very frequently.” (Scarlett, F, 16, immigration for education without family 

member, living with host family) 

Byron also showed that he trusted in his mother’s opinion more than his teachers’ guidance to 

study in his American school. His testimony is as follows:  

“At the first, they [teachers] told me there is an ESL class, but I didn’t want to go to that 

class because there weren’t many friends there and mostly people who failed the English 

reading exams. So, I didn’t want to be there at all. The ESL course did not help me adjust 

here because it was too easy. I took ESL classes for a month, and then I switched to pre-

AP classes by asking my counselors because the course was very easy and at a low level. 

The ESL class and other regular classes didn’t help me much. I think that switching out 

of there was a good choice after discussing it with my mom.” (Byron, M, 17, immigration 

for education without family member, living with American host family)  

4.4.2. Information Source Used for ELIS Need 1  

To satisfy their first information need, ELIS 1—English language skills to facilitate 

learning activities in school in the United States, the participants accessed somewhat different 
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information sources according to the specific types of information need. The information needs 

can be more specifically divided into three types: (1) To develop fluent English skills; (2) To 

solve problems about school assignments or school activities and achieve academic goals; (3) To 

prepare for school/university entrance/admission. The information sources used to fulfill each 

information need within ELIS Need 1 were as follows:  

4.4.2.1. Information source used to develop fluent English skill: Parents/Teacher, 

DIY, and the Internet. To develop fluent English language skills, the participants usually used 

three main coping strategies—(a) to ask their parents/teachers; (b) to remember the motto, DIY 

[Do It Yourself] and to study English by themselves; (c) to consult the Internet for dictionaries. 

First, teens discussed their weakness in English with their parents or asked about unknown 

English vocabulary or idioms. In the short term, their parents clarified the meaning of vocabulary 

directly or guided their children on how to study English effectively. But, in the long term, the 

parents tried to rectify their children’s current difficulties or limits by hiring private English 

tutors. Interestingly, even if the participants could easily ask brief questions related to English of 

their classmates, they did not try. Instead, they usually consulted their parents or teachers, not 

because they had few friends or were isolated from peer groups, but because they believed that 

their classmates would not know about the questions they did not know either, and their parents 

would know the answers much better than their peers would. They believed that they could trust 

the information supplied by people who have expertise or previous experiences about their 

uncertainties or requests. They regarded their parents, whose mother tongue is Korean and who 

have little or no experiences of the American lifestyle, as people who had more expertise than 

their friends. Carter’s statement shows that he trusts his parents’ information and guidance to the 

extent that they are a major influence on fulfilling his information needs. He said:  
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“I asked my dad what I could do to improve my English skills. He gave me advice on 

how to study English: the ways to learn vocabulary and different studying techniques. He 

always encourages me to study English. I can trust him because he’s my dad. He’s never 

been wrong so far. My dad knows everything. He knows more English vocabulary than I 

do. He has a thick accent though. That’s his only problem....[But], I think I have to study 

English on my own. I have to read a lot of books and learn vocabulary. I think it comes 

down to me after all. My dad can show me how to study, but it’s my job to follow his 

way and study hard. It all comes down to me.” (Carter, M, 12, immigration for education 

with family member)   

In addition, because they thought that teachers or parents were easily approachable and 

friendly, they used and trusted their parents and teachers as main sources for overcoming English 

skill barriers. Some participants felt uncomfortable approaching their parents or teachers because 

of generational and cultural gaps. Nevertheless, they accepted that there were no other 

alternatives to meet their information needs except to ask their parents or teachers, and to use the 

information and advice they gave. Jane said: 

“I just try to adjust to my new life on my own, for English or homework….I learn 

English from listening to people having conversations. I pay close attention to what they 

are saying. I pick up a few things every now and then. I try to find the meaning of the 

words they use, and ask my dad for help when I am having trouble understanding. And 

then I practice using the words or phrases. I am adjusting to this new world like that, very 

slowly by myself. Nevertheless, when I come across a problem about English, I ask my 

mom for help first. But my mom starts nagging about looking up words in the English 

dictionary by myself. [the researcher: if so, why do you ask your mom for help?] It’s 
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because I have no choice besides my mom. Sometimes, I ask my [older] brother for 

assistance as a second helper. Since he’s not very helpful either, I just look up words in 

the dictionary. But, if I still can’t figure out, I ask my dad as a last resort. He is helpful 

and knows English well, but he nags at me too much after teaching me by saying, ‘study 

hard!,’ ‘memorize vocabulary!,’ ‘don’t watch TV!,’ ‘don’t waste time using the Internet 

and study English hard!,’ and on and so on. I hesitate to come to my parents and try to 

figure out the problems by myself.” (Jane, F, 12, immigration for education with family 

member)  

Second, the participants strongly believed that fluent English skills could be achieved 

throughout their own endeavors by studying hard rather than being exposed to real American life 

naturally. Thus, the participants sought to memorize many English words and idioms and to 

study grammar with their parents’ and tutors’ assistance. This main idea of DIY was influenced 

by their parents’ advice and guidance. Almost all Korean parents disciplined their children to 

study hard by themselves because the parents believed that DIY is the most ideal studying 

strategy to attain creativity, self-regulation, and self-actualization. Bruce’s statement 

demonstrated that the DIY spirit was also come from his parents’ guidance and information:  

 “I just think it through by myself when I have questions or need information about 

English. I think that the motto of DIY is the best. It’s because I heard that it’s the best 

thing. [Researcher: Who told you that?] My parents, my aunt [his current host in the 

United States: added by the researcher] and [Korean] teachers in Korea said so. They told 

me DIY makes people get more creative. When I can’t figure something out after 

thinking by myself for a while, I read textbooks or ask teachers about that first. It is 

because teachers know very well what they are talking about in the classes. And my 
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classmates don’t really know.” (Bruce, M, 16, immigration for education without family 

member, living with Korean host family member—aunt’s family) 

In almost all issues regarding English skills, most participants went to their parents first, 

but sometimes their parents had, in advance, supplied pertinent information sources or provided 

solutions to their children before their children asked. The parents, in advance, assumed their 

children’s information needs and developed solutions that addressed their problems, such as 

employing private English tutors, finding the best study environments for their children, or 

advising how to study English, etc. Justin’s statement shows well how imposed-help and support 

by the parents are:  

 “My mom looked into different programs for me to learn English faster. She also hired 

an English tutor for me. She still finds information that can improve my English skills. 

My mom helps me with everything I do. Even before I ask her for advice, she has 

prearranged everything that I need. She makes decisions for me. So I am very dependent 

on her because she tells me what to study and what to do.” (Justin, M, 12, immigration 

for education with partial family member) 

Another male student said:  

“My mom hired two English tutors for me. My tutors are very helpful to improve my 

English skills: one teaches me writing and the other one teaches me reading, grammar, 

and pronunciation.” (David, M, 12, immigration for education with family member) 

When looking for the best English tutors for their children, most parents relied on 

gathering information and recommendations about English tutors via earlier Korean immigrant 

parents/family groups among the same church members or neighbors who have experienced 

similar concerns. 



146 
 

“We [I and English tutors] just talk about different things in English. One tutor teaches 

me English in general, and the other tutor checks my grammar and helps me to read 

English books….After my parents talked to other parents at a Korean church, they [other 

parents who attend the Korean church] introduced them to my parents. And my parents 

hired them as my tutors. I also have a math tutor. I have three private tutors total. My dad 

always tries to set up the best environment for my study.” (Carter, M, 12, immigration for 

education with family member) 

Finally, participants looked for information on the Internet. Almost all used the Internet 

to locate dictionaries in websites. It was also a way to supplement DIY. When studying English 

by themselves, when they found an unknown word or unusual expression, they consulted 

dictionaries or Q&A sections in the Internet. Using the Internet was not only part of  their DIY 

strategy, but also a way to confirm the correctness of information earned from other sources, 

such as parents, teachers, or classmates.  

“I usually use Naver [a Korean popular portal site and representative search engine like 

Google, URL http://www.naver.com: added by the researcher] to check in the Q&A 

sections. I also look up words in the dictionary because my questions are about unknown 

and new vocabularies. Or I use the Internet when I am not satisfied with answers I got via 

teachers or parents.” (Jane, F, 12, immigration for education with family member) 

Another student told: 

“For English questions, I look for answers in online websites. I look for definitions of 

words and summaries there. If there were 10 questions, I would find 8 answers online, 

Google and Naver, and I would find 2 answers through my teachers.” (Carl, M, 18, 

immigration for education without family member, living with American host family) 
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These behaviors are summed by the theory of the “two-step (or multiple-step) flow”—

information users obtain information through interpersonal communication channels, such as 

family, friends, kinship networks, and then use formal channels like the Internet, or vice versa 

(Case et al., 2004; Katz & Lazarsfeld, 1955)—were frequently discovered in these Korean 

immigrant adolescents’ information uses. The multiple-step flow communication related to these 

participants’ information uses will be discussed in Chapter 5.   

4.4.2.2. Information source used for school assignment or activity: Teacher/ Parents, 

DIY, and the Internet. In order to solve problems about school assignments or school 

activities—the second need of ELIS Need 1, they usually used three information sources: (a) to 

ask teachers/parents, first; (b) to follow the motto DIY; (c) to search for the Internet. In general, 

almost all participants assessed that the current curriculum in American schools is somewhat 

easy and the pace of classes is very slow, even though they have handicaps in English skills. 

Thus, their concerns or problems regarding school activities or activities in this section were also 

closely related to their English barriers. However, the difference was that participants depended 

on their school teachers’ information sources first, even though they still relied on the 

information sources that their parents selected.  

In order to solve problems related to school assignments or activities, they first and most 

commonly used information provided by their teachers and then inquired about them to their 

parents. They agreed that their classmates were very approachable for information about school 

activities, but they did not seek information from their peers. They did not approach classmates 

because they thought that they knew more than their American peers and their classmates would 

not know either if they did not know. Even though participants felt that their teachers and parents 

were not as approachable compared their peers, they sought information from their teachers and 
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parents because they trusted the information sources provided by people with expertise in the 

subjects. Carl said: 

“Whenever I have questions on math, I ask my teachers first. I can’t find answers for 

math homework via the Internet, so I ask my teachers for help. I think that sounds right. 

Because my teachers are expert at what they are teaching, I ask them for help and learn 

information from them….My close Korean friends, Kevin and Byron, are good at math, 

so sometimes I ask them for help. It’s comfortable for me to ask them questions. But I 

still ask my teachers first because they know better than any of my friends, and they are 

experts in the subject….I don’t ask my [American] friends for information about  classes 

because I want to make sure with my teachers. Since my teachers are experts at what they 

are teaching, I just go straight to teachers for help.” (Carl, M, 18, immigration for 

education without family member, living American host family) 

A female adolescent also collected information from her parents and teachers, but she put her 

dependence on her parents more than on her teachers because of emotional issues. She 

mentioned:    

“When I get stuck with homework or need information for school activities, I usually 

refer to my mom and dad. My dad is very helpful, especially with math. Above all, I 

don’t have to speak in English to them, and they have ability to help me figure out stuff. 

Whenever I have problems regarding school matters, I ask either my mom or teachers for 

help. My mom gives me emotional support and advice from her experience, but she 

sometimes can’t give me real help. So, it’s my teachers who can give me information and 

help for school activities….I ask teachers about homework or class activities in school 

because they know more than my friends. They are more experienced, and they know 
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exactly what they are teaching to their students. But, I still prefer to ask my parents. My 

parents are more comfortable for me.” (Sarah, F, 12, immigration for education with 

family member) 

Another participant evaluated sources’ credibility based on previous experiences, which led him 

to trust his parents’ guidance and information. More specifically, David declared:  

“I ask questions of my teachers because they know a lot and they are experienced. Also, I 

can trust their information. I only ask questions of friends during class or when my 

teachers aren’t available. But I cannot trust friends’ information because they don’t know 

either if I don’t know….Since my teachers are experts at what they do, I’d rather ask 

questions of them.” (David, M, 12, immigration for education with family member)  

Moody’s statements added to David’s point of view:  

“I get information through teachers because teachers know more accurately than friends. 

Not to brag or anything, but the friends here don’t know as much as I do. They wouldn’t 

know either, if I don’t know. I don’t feel hesitant to ask my teachers anything. 

Sometimes, I spend all my lunch time with teachers getting help from them.” (Moody, M, 

16, immigration for education with partial family member) 

However, teachers and parents are not always available and approachable when 

information is needed. In order to overcome the fact that their parents or teachers are not always 

available to provide information, the participants thought they should study by themselves in 

order to reach high levels—the condition where they do not need to ask their parents or teachers 

about school assignments anymore. Hence, they believe that they should study hard by 

themselves—through reading workbook or textbooks. As one among such DIY strategies, they 

selected Internet sources, such as Google, Naver, Yahoo Q&A section, etc. rather than asking the 
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questions their parents or teachers. Sometimes the Internet sources were also used to confirm the 

correctness of information supplied by their parents or teachers. However, except general search 

engines like Google or Naver, the participants looked for information on educational websites 

recommended by their teachers. Bruce mentioned:  

“When I get stuck with homework, I translate the questions into Korean, and then I type 

the questions in Naver Q&A sections to get answers. And then I translate the answers 

into English. It works fine. I am satisfied with it. I think it’s important to have problem-

solving skills when it comes to learning. Learning from your friends doesn’t help. I think 

I have to do things on my own and teach myself. It will make me more creative. I need to 

study on my own and try to figure things out myself. So, I find out the information via the 

Internet by myself. Usually I use Google or Naver. If so, it has about 70 % of the 

solution.  [What do you do for the rest, 30%? Where do you seek information about the 

rest?] I ask my school teachers.” (Bruce, M, 16, immigration for education without 

family member, living with Koran host family—aunt’s house) 

 Finally, at times, the participants did not seek any information to relieve their difficulties 

in school activities or assignments. Instead of trying to seek information for their current 

problems, they just accepted their difficult realities and limits, and then thought that there was 

nothing they could do at this time. They gave up seeking information or ignored available 

information sources, such as teachers or classmates. Their abandonment of active information-

seeking is also connected to the reinforcement of the DIY motto. In that sense, their reliance on 

the spirit of DIY can result in accepting ignorance or avoiding information seeking behavior. 

Justin’ statement clearly shows the point of view:  
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“I can understand half of the content in class based on what the teacher is saying. So, I try 

to read words on the blackboard. And if I don’t know the meaning, even after reading the 

words, then I looked them up on my electronic dictionary. But if don’t figure out the 

meaning of the words or teachers’ directions, even after using a dictionary, I just give up 

knowing them. I think there is nothing I can do about this. I accept the fact that I don’t 

understand teachers’ directions fully. Sometimes, I look around or imitate and follow 

what other classmates are doing.” (Justin, M, 12, immigration for education with partial 

family member) 

4.4.2.3. Information source used for preparing for school/ university 

entrance/admission: Parents/Teacher, DIY, the Internet. In order to gain information about 

admission to prestigious universities or high schools—the third need of ELIS Need 1, the 

participants used three kinds of coping strategies: (a) to ask their parents/teachers; (b) to follow 

the motto, DIY and study by themselves; (c) to search for the websites by school teachers’ 

recommendation. When seeking reliable information sources for their future—to enter 

prestigious universities—the participants absolutely relied on the information that their parents 

provided. Similar to the first need of ELIS Need 1, the parents provided, in advance, guidelines 

or information sources before the participants could even ask. Most participants relied on 

parents’ information and guidance to alleviate their uncertainties and gaps in understanding.   

Moreover, the parent tried to gain information from other Korean parents who had 

experience with placing their children in prestigious U.S. colleges/universities. In cases where 

parents live with their children in the United States, the parents shared information earned 

through interpersonal communication channels—other parent groups with similar aged 

children—in the main Information Grounds (Fisher, 2005; Fisher, Durrance et al., 2004; 
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Pettigrew, 1999), such as Korean churches or informal but regular Korean social meetings, such 

as tennis club, etc. On the other hand, in cases where parents live in Korea and the children stay 

alone in the United States, these parents also shared information through interpersonal sources—

parent groups in similar situations in Korea, with their children studying abroad in the United 

States or the study abroad agents/brokers in Korea. The phenomena of ‘two (or multiple)-way 

flow’ via many interpersonal sources were common.    

“I usually get information on the SAT—how to improve my grades—from my mom. My 

mom learns the information mostly from my mom’s friends who have kids in high school 

in Korea and want to make their kids go to universities in the United States. But I also 

know my mom’s friends usually learn information about the SAT or colleges from the 

websites of Korean academies/cram schools or studying abroad agencies. They [mom’s 

friends in Korea] share information with my mom, and then my mom shares the 

information with me….I ask questions of my teachers, regarding college admission and 

studies. I believe they are experts and they know what they are talking about since 

they’ve been doing their job for years. So I rely on them because they have a lot of 

information based on their expertise and experience. I learn information through people 

who have a lot experiences related to questions. I only use the Internet when I get stuck 

with vocabulary or simple data or information. For serious matters like getting into 

college, I consult people who have been there, done that. These people are teachers.” 

(Josh, M, 16, immigration for education with family member) 

Another student said: 

“I don’t talk about entering colleges much with friends. I mostly seek advice from my 

school counselor [in the United States], and dad and staff from the studying abroad 
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agency [in Korea]. I don’t keep in touch with studying abroad agency staff or brokers 

anymore, but my dad still does. Whenever my dad finds something that sounds important 

from the agencies, he shares that information with me. He usually gives me information 

that he gets from the agencies, since that’s his only source of information….The reason I 

am having discussions with dad is because he knows the college application process 

better than me, and he has more information about ‘sports management’ [the major he 

wants to pursue, added by the researcher] than me. He also has many acquaintances who 

graduated from this major—sports management.” (Tom, M, 18, immigration for 

education without family member, living with American host family)  

Bruce put his trust in his Korean host because of his aunt’s experience raising her two kids in 

American schools successfully. He said:   

“She [his aunt, current host in the United States] gives me tips on how to be successful in 

high school and get admission from prestigious universities, like Ivy leagues schools. She 

gives me advice based on how she disciplined her two kids and how all her kids went to 

Harvard University and provides information—things I need to do, how much I need to 

study and classes that I need to take, like pre-AP course.” (Bruce, 16, M, immigration for 

education without family member, living with Korean host family—aunt’s family) 

 In addition, their parents’ guidance influences the participants to practice the spirit of 

DIY. The participants agreed that they need to study hard to earn high grades on the SAT and to 

have a good GPA before searching information about interesting colleges/universities. They 

thought that finding information and surfing websites are somewhat time-consuming, so they 

regarded these information seeking practices as a waste of their precious time. Thus, they 

thought that they needed to focus on study itself and the other activities—seeking, filtering, and 
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collecting relevant information about college—are their parents’ job. Like a chain reaction, the 

phenomena the participants rely on information sources about school/college admission from 

their parents were also found in these participants’ information seeking behavior. As already 

mentioned in the above sections, their DIY strategies were closely connected to participants’ use 

of Internet sources for solving their current problems by themselves.    

“I think by myself about what I need. Mostly I learn information from the Internet. But 

finally I conclude that I should study very hard by myself to enter a good 

university….My parents don’t really know about what’s going on here since they 

graduated from a university in Korea. For information about the conditions for admission 

to American universities, such as what score I should earn on the SAT, GPA, or in extra-

curricular activities, I consult and search the Internet for them. Sometimes I receive 

advice about successful high school life and entering good universities from my aunt 

[Bruce’s current host in the United States], but eventually I search for the information on 

the Internet. But, for the SAT scores, high GPA, or academic achievements, I think I 

should study hard by myself. Even though I am very curious about what kinds of 

university I can go to, I don’t search for lots of information but study hard for high GPA 

and SAT.” (Bruce, M, 16, immigration for education without family member, living with 

Korean host family—aunt’s family) 

On the other hand, they usually browse websites to collect information about universities 

and they retrieve information from core websites suggested by their teacher groups—counselors, 

and guidance officers in schools. These teachers introduce students to several core sources in the 

Internet, and on the basis of information the teachers supplied, the participants extend the 

information to other relevant websites through trial and error. 
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“I search the Internet [in order to know information about the admission of universities]. I 

use Google, and type in ‘sports management.’… I use the Internet first, and then I ask my 

dad; if those won’t match, then my dad and I have discussion or argument. And then we 

both use the Internet, and go back to the point that we discussed again…. I use some 

special websites for college admission. [the researcher: how did you find that websites?] 

My school counselor informed me. Also, I use the websites suggested by school 

counselors and my dad.” (Tom, M, 18, immigration for education without family 

member, living with American host family)  

Another study participant said: 

“When I first started going to school, my counselors helped me the most. I also went to 

the College Board websites and looked at average SAT scores in different schools…. I 

went to a meeting about sophomore life at school. The meeting provided information on 

how to get prepared to go to college, and gave me a list of useful websites. I also found 

some useful websites from the SAT prep books. I get basic information either from my 

teachers or counselors. They recommend a few websites that they think would be helpful 

for me. Then, I start collecting information on my own. I verify the information I got with 

people who are experienced. I ask them for advice and make sure all the information I got 

is correct. That’s how I confirm that my information is correct.” (Byron, M, 17, 

immigration for education without family member, living with American host family) 

4.4.3. Information Source Used for ELIS Need 2 

The ELIS Need 2—social skills to facilitate making friends and to become accustomed to 

American culture and normative behaviors—is deeply related to participants’ experience of 

isolation or loneliness caused by a lack of close friends and little sense of belonging to 
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established cliques. In regards to this second information need—the need to gain social skills in 

order to make friends and to become accustomed to American culture and normative 

behaviors—the participants used different coping strategies depending on their gender. To 

overcome their sense of isolation and loneliness and make American friends, female participants 

sought someone to talk to them and pay attention to their daily stories. Male adolescents looked 

for people to engage in activities, such as sports, club participation, extracurricular activities, etc. 

or to the information related to such activities. This gender difference was critical and evident in 

selecting information sources as a coping strategy.  

This difference between the genders makes sense given the findings in previous section, 

4.2. Loneliness and Isolation from Peers, which described different definitions and 

interpretations of isolation and loneliness between female and male participants. These 

differences in the interpretation and conception of isolation by gender result in different 

information-seeking and source selection in accordance with the gender difference. In the 

previous section, most female adolescents considered themselves isolated because they had few 

friends—especially female friends—close enough to talk to about their daily life and private 

secrets. On the contrary, male participants did not feel lonely nor did they assess themselves as 

isolated even thought they had few people to talk with them. If they have only a few peers to 

engage in activities, such as sports, games, and study groups, regardless of their affective 

closeness or bond of relationship, they did not consider themselves as isolated, social nerds, or 

loners at all. However, regardless of gender difference in responding to similar conditions, all 

participants acknowledged that they experience   barriers to building friendship with American 

peers. Because of unfamiliar American social norms and cultures, as well as language barriers 
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caused by a short residency period, they sometimes felt they were isolated from peers and 

experienced loneliness and hardship beyond the expected normal developmental stressors.  

To satisfy socio-affective needs, the females sought out trustful people to talk to without 

affective distances or language barriers—in their mother tongue—so that they engaged in 

discussions with their family members and their Korean peers. On the other hand, male 

participants, to cope with their isolation, looked for ways or information to join various school 

clubs or extracurricular activities in order to make American friends. Compared to male 

participants’ involvement, female participants are somewhat passive about joining school 

activities and experienced more stress when making friends. To cope with stressors, male 

participants used problem-focused coping styles, placing emphasis on seeking direct alternatives 

for solving their current problems. In contrast, female participants used emotion-focused coping 

styles, placing priority on nullifying their current negative feelings rather than solving the 

problem causing these feelings (Boekaerts, 1987; Case, Johnson, Andrews, & Allard, 2005; 

Lazarus & Folkman, 1984). More detailed processes of participants’ information source selection 

by gender are explained as follows.   

4.4.3.1. Females’ information source: Parents, Ignorance/Avoidance. Female 

participants selected two kinds of information sources as strategies for coping with their current 

needs: (a) talking with their parents—especially their mother; (b) ignorance through non-seeking 

(avoiding) solution/information or by switching their concern into other activities such as 

studying, watching TV, or engaging in hobbies, etc.  

As a first method to deal with their isolation, female participants received support from 

their family members. Their first and most frequently used source for offsetting a sense of 

isolation and loneliness was their parents, especially their mother. When talking with their 
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mothers about their daily hassles, they released their feeling of loneliness or isolation temporally. 

Even though they know that their parents could not solve their problems for them, and, for that 

reason, they were not satisfied with their parents’ information as emotional support, they 

believed that there were no alternatives and sought their parents to address their second 

information need. This is Sarah’s testimony about using her parents as her first and most 

consistent source of information. Her testimony is as follows:  

“I asked my family for help first when I felt stressed out because I was lonely and 

isolated, but it was not fundamentally helpful. But I have no other solution now. In 

school, I had to sit at the lunch table by myself for a long time. So I cried over it after 

school every day and told my mom that I wanted to go back to Korea. Even if I told my 

mom about it, there wasn’t anything she could do to help me in the situation. 

Nevertheless, I asked my mom for help since there was nobody around. She just advised 

me, saying, ‘think positively’ and ‘look for friends carefully and make friendships with 

American classmates’, rather than giving me real solutions. [The researcher: have you 

visited the guidance teachers and ask for advice on making friends?] No, I don’t think 

teachers can help me. I don’t know what to do about it, so I don’t do anything in school. I 

rush home after school as soon as possible because I am a loner and social nerd in school. 

I don’t want to show the fact to other classmates by staying in school longer. To cry in 

front of mom, that’s all I can do now.” (Sarah, F, 12, immigration for education with 

family members) 

Participants agreed that they were much more attached to their parents when in the 

United States than in Korea. Regarding their strong attachment to their parents and their parents’ 

reinforcement of control over them, they experienced ambivalent emotions—a blend of positive 
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and negative states—between breaking away from their parents’ control and depending on their 

parents for emotional safety and belonging. Female participants desired to be independent from 

their parents, following the normal developmental features of adolescence, but simultaneously 

wanted to remain attached to their parents and to benefit from the intimacy of their kinship.  

“I call my mom in Korea every day. My mom is the first one who comes to my mind 

when I feel lonely. But my mom would advise me that I need to try harder to make 

American friends. She would tell me that I need to stop hanging out with Korean friends. 

I understand what she says and agree with her advice in my head, but I can’t really put it 

into practice. She doesn’t understand me, really, because she tries to advise me first 

rather than understand me. But I have no other way to deal with my loneliness except 

talking with mom….When I was in Korea, I wanted to be independent from my parents 

very much. I didn’t want to be bothered by anyone. Thus, we [I and my parents] 

quarreled a lot. But, ever since I moved to the United States by myself, I feel like I need 

more attention from my mom. I need someone who can give me all the attention I need. I 

want someone who can butt in and tell me what to do.” (Scarlett, F, 16, immigration for 

education without family member, living with American host family)  

Another female participant also looked for information from her parents to fulfill her information 

needs, even though she was not satisfied with her parents’ information and directions:   

“Since my mom knows better than I, I try to listen to her advice. Because she knows me 

well, I share my current thoughts with her. But at the same time, I don’t tell her about 

how I do feel about myself. I sometimes feel alone, even though my parents are around 

me. I feel like that’s something I need to deal with on my own. I cannot exactly share my 

emotional stories or loneliness with anybody. These days, I quarrel with my mom 
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frequently because my mom’s nagging is endless. But soon, I regret that I argued with 

my mom. But it happens a lot these days.” (Barby, F, 14, immigration for education with 

family members) 

As a second method to deal with their isolation, female participants tried to forget their 

sense of loneliness and isolation by engaging in activities—watching TV or using the Internet, 

etc. These female immigrant adolescents were convinced that they could do nothing about their 

situation, so they embraced their current situations passively. They agreed that parents’ support 

was an indirect and temporary solution that offered consolation and sympathy for their current 

problems. However, they did not know how to start or where to go to receive help for these 

socio-affective needs in their new environment, so they tried to cope by ignoring their concerns. 

Female participants chose to avoid direct information-seeking and sought to forget their 

problems by watching TV, using the Internet, or studying hard. They thought that it was best to 

endure and tolerate their current conditions by themselves. Their used the Internet to ignore their 

realities rather than to seek information.    

“When I feel lonely because I don’t have many [American] friends here, I just watch TV 

and YouTube at home. My parents don’t like that we [I and my younger sister] watch 

Korean shows or TV programs through YouTube, even in the United States. But they [my 

parents] understand that there’s not much we can do here except watching TV. So, my 

parents allow us to watch Korean shows or drama on YouTube. In addition, I just spend 

most of my time doing homework and go to bed early whenever I am bored and lonely. 

When studying a lot, I can forget the loneliness here.... I choose not to think about it [my 

current loneliness and isolation] seriously. I know that I need to make American friends 

and to talk with them. But it is very stressful. I just avoid thinking about my current 
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problems and try to focus on school assignments to forget about my loneliness.” (Barby, 

F, 14, immigration for education with family members) 

Another female student noted: 

“I am not really trying to make [American] friends right now. I don’t believe that there is 

someone or something I can deal with. There is no one who can understand my situation 

better than me. I have my mom to share my stories or difficulties, but she doesn’t know 

what’s going on here because she doesn’t live here and has never experienced American 

life. So I just try to overcome things by myself by trying to study hard to push the 

loneliness away.… I need to do something and act on that, but I don’t know what do to 

first. It’s like I know what’s wrong with me but I get lost after that point. I can’t really 

ask for help from school or anywhere else.... Except my parents, I have nobody I can trust 

and know myself. So I don’t ask others. I just endure my current condition by myself.” 

(Diane, F, 16, immigration without family member, living in Korean host family—

cousin’s family) 

4.4.3.2. Males’ information source: Activity Participation—Teacher and Family. To 

satisfy this ELIS Need 2—social skills to facilitate making friends and to become accustomed to 

American culture and normative behaviors, male participants actively attempted to participate in 

various school activities or small group meetings. Even though they had few close classmates in 

school, male participants actively joined school club activities and did not feel any loneliness or 

isolation if only their classmates were around them. Male participants believed that these 

extracurricular club activities—especially sports practices—could be an opportunity to make 

friends and to belong to a peer group. Furthermore, they thought participation in these activities 
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would lead to successful school life and could be golden chances to learn American culture, 

norms or normative behaviors. Carl said:    

“I don’t think you can be close friends with Americans unless you have a common 

ground, like doing the same activity or sports…. I wanted to make American friends so I 

joined club activities because it looked easier to be friends with members of a club or 

organization. That’s why I am a member of the soccer team now. I could make American 

friends through soccer practice…. It’s really important to participate in those activities. 

It’s awkward to talk about serious things when you first meet people. It’s not easy and it 

would make things worse. I feel isolated whenever I see groups of people talking to each 

other. But it’s easy to talk to people when you play sports. If you play sports with them 

[American classmates], you also get more comfortable around them.” (Carl, M, 18, 

immigration for education without family member, living with American host family) 

Another male student, Moody said: 

“For any Korean students who are first visiting America, what I’d suggest is that they 

participate in as many clubs and organizations in school as they can. As you know 

already, William [a Korean male friend he met in Terrace City] came here two years 

earlier than I did, right? But he didn’t make any [American] friends since then. But now, 

he has a lot of [American] friends. It’s because he became friends with me and we would 

go have lunch together. And then American friends would come by and ask me to play 

soccer together. Due to William’s shy personality, he wouldn’t have said yes to that, but I 

dragged him to play soccer with them. So, we ended up being in the soccer team together, 

and now he can’t spend a day without playing soccer, and he can interact with other 

American classmates easily…. I’m in Math Club, Soccer Club, and Chinese Club. I really 
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think this is the best way to make friends.” (Moody, M, 17, immigration for education 

with partial family members—without father) 

Male participants found information about school club activities from their school 

teachers—counselors, guidance teachers, or officers. Through teacher recommendations at 

orientation times or during counseling, male adolescents learned information about various 

school practices and club activities that they had little experience with in Korean schools. The 

idea of join club activities came from teachers rather than from the participants themselves. In 

terms of the flow of communication, school teachers seemed to act as ‘information gatekeepers’  

providing core information sources as social support to offset male Koran immigrant 

adolescents’ isolated conditions and to provide opportunities for them to progress to the next 

levels (Agada, 1999; Metoyer-Duran, 1993, 1999). Therefore, school teacher’s role was critical 

to immigrant adolescents who are trying to adjust to new environments and peer-relationships.  

“I went to school orientation the first day of school, and, there, a teacher immediately 

introduced me to Brad, my first American friend. Brad was a member of Football team. 

We spent time together in the football club. We were always together practicing football 

in the same team. Through football, we built trust and respect to each other…. Now I’m 

enjoying going to school. Through football, I met many American friends and I also met 

my girlfriend.” (Tom, M, 18, immigration for education without family member, living 

with American host family) 

Another male student told: 

“I joined the Math Club because the school coordinator told me that I would fit well in 

the Math Club. She recommended that I join that club. Through the club, I met many 

American friends. I love that. Now, I am in the Math Club, the Latin Club, the Science 
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Club, MAC [Multicultural Awareness Club], and Model UN. Most of my friends are also 

club members…. I met current close friends through the Latin club and Soccer club. I 

think we got closer fast because we have the similarity—same interest and cultural norm. 

We get along with each other. [the researcher: how did you get information about the 

Latin and Soccer clubs that you are in?] The school teachers introduced and explained to 

me various club activities when I transferred into the school.” (Byron, M, 17, 

immigration for education without family member, living with American host family) 

Even during participating in various club activities, these male participants felt isolated 

whenever they found different culture with their peers; felt unfamiliar with American normative 

behaviors; or did not understand the slang used in small cliques within clubs. During the 

adolescent stage of developmental, it can be very problematic for male participants to look 

different from their classmates. For instance, Josh—who has spent his childhood (between 1 to 9 

years old, an 12 to 13 years old) in the United Stated because of his father’s studies in the Ph.D. 

program, speaks English fluently and is involved in many school club activities—confessed his 

sense of isolation whenever he is confronted the fact that he is still different from his friends and 

eagerly wants to be similar to them. Josh noted: 

“There is something that I don’t know because I didn’t grow up here. Since a lot of 

people have known each other from kindergarten, they are very close to each other. 

However, because I am a newcomer and different from them, even though I have lived in 

the United States and can speak English like my American friends. I feel isolated 

whenever I think about that. I feel like I am missing out a lot…. I think I need U.S. 

citizenship. It seems that I get treated differently because I am not a citizen here. I heard 

from my mom that I have to work at a chicken factory to get citizenship easily, hahaha. 
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She told me that she heard from Koreans in town that it’s the fastest way to get the 

citizenship. Anyway, I need to be a real American like my friends.” (Josh, M, 16, 

immigration for education with family member)  

When male participants feel isolated, even during various club activities, they have three 

main strategies for coping: (a) to camouflage themselves and behave like their American peers; 

(b) to seek family to talk with about their hardship or spend time with their family members; (c) 

to ignore the current reality and avoid information-seeking by switching their concerns into other 

activities such as studying hard, etc. Unlike engaging in club activities, the participants evaluated 

these three coping strategies as unsatisfying and unproductive ways because these responses 

could not produce a direct and fundamental solution.  

When feeling out of place during club activities or with friends, male participants tried to 

disguise themselves by behaving like American peers. It is called a camouflage stage—a 

transitional phase among various stages in immigrant children’s adaptation to their lives in a  

new culture and environment, phases of acculturation (Berry, 1988; Berry & Sam, 1997). In this 

camouflage stage, most male participants agreed with the statement that they needed to change 

their personalities from introverted to extroverted. Sometimes male adolescents behaved as if 

they were very active and funny to match their American peers. They followed their American 

peers’ behaviors as a way to assimilate with their peers. Carl described his endeavor to assimilate 

with American friends: 

“When I’m talking to American friends, I laugh at things that are not funny to me. I try 

hard to make American friends. Sometimes, I try to get by making a smiling face at 

school every day. I had to laugh at things that weren’t really funny so that American 

classmates don’t get embarrassed. I greet classmates that I don’t even like. After all that, I 
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feel kind of sad for myself…. I don’t think those who have introverted personality can do 

well in the United States. I think the people who have introverted and shy personality will 

not get anything out of studying abroad. If you can change your characteristics to positive 

and extroversive, there are many opportunities in the States, unlike how it is in Korea.” 

(Carl, M, 18, immigration without family member, living with American host family) 

Another male adolescent said:   

“Personality is important in making friendship. In my case, I think I was able to make 

friends easily because of my outgoing and extroverted personality. I want to say this to 

Korean friends who are first visiting America. If you have confidence and an open mind, 

as well as an extroverted personality, you can adjust well around here. Essentially I think 

the primary necessity for adjusting in a new environment is their personality. It depends 

on how open their personalities are to others and how much courage we have to go up to 

them [American friends].” (Moody, M, 17, immigration for education with partial family 

member) 

On the other hand, in the case of females, they focused on trying to imitate the physical 

appearance or stylistic look of their American peers rather than behaviors or action. Female 

adolescents took more time to assimilate to American subcultures or norms compared to male 

teens. Male participants acted much more quickly in following their American male peers’ 

behaviors or actions in order to integrate and assimilate to cliques. Females confessed more 

frequently identity and cultural confusion while assimilating into the subcultures of their peer 

groups than male adolescents did:  

“I get culture shock. There is something different and conflicting because if I acted like 

American kids do in Korea, I would be blamed by parents or teachers. So, I feel 
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perplexed. For instance, I am not used to seeing girls putting on make-up as they do in 

American schools. It’s not common for girls in my age to wear make-up in Korea. In 

Korea, adult groups scold minor’s for wearing make-up, but here girls and their moms fix 

their make-up together in the restroom. It is so confusing and perplexing to see these 

scenes. [the researcher: don’t you want to wear make-up like other girls? do you want to 

follow such behaviors?] Sometimes I’d like to look like them [American female friends]. 

I want to have big eyes like American girls and like to use eyeliners and make-up….But, 

I am not sure, maybe I don’t think my mom would understand. Ah, I am not sure how I 

feel about that. I am very confused about that.” (Jane, F, 12, immigration for education 

with family member) 

Second, male adolescents, like female participants, sought family members most when 

they needed socio-affective support, even when participating in various school activities. As a 

result, they confessed that they have spent much more time being with their family members in 

the United States and were attached to their parents more than in Korea. However, male 

participants differed with female participants in their approach to their parents and family: they 

still focused on activities with family members rather than talking to them. Female adolescents 

wished to talk with their family members, but male teens wanted to conduct activities with their 

family members—especially their siblings, more specifically their brothers. Carter said:  

“I have hung out with my brother much more in the United States compared to Korea. I 

usually hang out with my brother after school. We just hang out or do homework 

together. Because I don’t really get to hang out with American friends, I don’t really 

know them very much. So I usually hang out with my brother after school.” (Carter, M, 

12, immigration for education with family member) 
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Another male student noted: 

“Ever since I moved here, I hang out with my [younger] brother much more. We play 

card games and video games….I take a nap or, sometimes I ride bicycle with my brother 

because I have no American friends near me, except my brother. I probably would spend 

more time playing computer games instead. If my brother and my mom weren’t around, I 

would feel very lonely. But I am okay now because of my family—my mom and 

brother.” (Justin, M, 12, immigration for education with partial family member—without 

father) 

Finally, male participants tried to ignore their loneliness or sense of being isolated by 

attempting other activities such as studying, playing computer games, or other hobbies. Male 

adolescents, like female participants, embraced or ignored their current situations passively, so 

that they attempted to endure their hardship alone.  

“I think that most of my disagreement [with American friends] came from my lack of 

English. I feel like I am not very compatible with my friends. The way I think is different 

from how Americans think. There were times I wanted to voice my opinions and argue 

with them. But I cannot argue with them because of my English. So, I just let it go. 

Whenever those things happen, I feel the distance between me and my friends and try not 

to think about that seriously.” (David, M, 12, immigration for education with family 

member) 

Another male adolescent said: 

“At first, I did have some trouble making friends. But I didn’t to want to waste much time 

making friends, so I concentrated on being more productive by studying more instead of 

making friends. As long as I could read books, I didn’t feel lonely as much, no matter 
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whether I am in the United States or Korea. I also pursued my hobbies—to play the 

piano—when I got lonely or bored.” (Byron, M, 17, immigration for education without 

family member, living with American host family) 

4.4.4. Information Source Used for ELIS Need 3 

Some participants plan to return to Korea after staying in the United States for one to six 

years depending on their parents’ work or education needs. These participants made the move to 

the United States with their families—where mainly their fathers—sought a graduate degree at 

an American university, took a position as a visiting scholar or research fellow in order to 

conduct research, arranged a sabbatical, or committed to post-doctoral study schedules. It meant 

that they would come back to Korea as soon as their parents’ jobs or contracts were completed. 

Consequently, alongside adjusting to their new American school environments, their other main 

concern was preparing to readjust to Korean environments, especially Korean educational 

systems, and to achieve academic goals successfully—to enter specialized elite high schools or 

prestigious colleges in Korea.   

As mentioned earlier, most Korean students evaluated American school curriculum and 

progress in classes as somewhat easy and slow, even though they had English language barriers. 

When compared to overall study hours or degrees of difficulty in Korea, the academic loads or 

difficulties in American schools were not tough work for them.12 For this reason, while 

accommodating to American school life, they are also apprehensive about overcoming future 

academic overload and hardship in Korean educational environments. They will have to face 

long study hours; many assignments involving lots of learning activities in cram schools and 

private academies after school; excessive competition for entrance exams; competitiveness and a 

                                                 
12 Lee & Larson (2000) explored that Korean high school students spent more than twice their time doing school 
work than most American high school students. 
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ranking culture according to GPA, etc. (Lee & Larson, 2000). Therefore, they prepared for 

academic overloads that they will soon encounter in Korea while engaging in American school 

activities. They also thought that they became learning laggards while staying in the United 

States because they were not studying high level coursework but just followed easy American  

coursework—especially in math and science. But Korean students and their friends in Korea 

were disciplined by difficult lessons and spent many hours studying in schools including cram 

schools and private academies. Because of these causes, they were anxious about their future in 

Korea. These stressors made them seek information regarding Korean educational environments, 

including good workbooks or guidebooks to earn high grades in college entrance exams and to 

be successful in school activities.  

In order to satisfy the third information need, ELIS 3—study skills to facilitate academic 

success in highly competitive educational environments in Korea, the participants usually 

depended on three kinds of information sources: (a) Parents; (b) DIY/Avoidance; (c) Internet. It 

was externally observed that the participants used three kinds of information sources, but they 

overwhelmingly depended on one information source—their parents. This main source—the 

parents—also made an impact on using the other information sources—DIY and the Internet. 

They viewed their parents—specifically their mother—as the most trustworthy information 

source and resolved their current concerns by turning to their parents. Even though some 

participants live away from their parents, they frequently asked for advice about admission or 

eligibility to enter prestigious Korean universities via telephone or Skype. The other coping 

strategies and sources were additionally used in accordance with parents’ guidance and advice. 

These three coping strategies and information sources were mingled rather than separately and 

independently used. For instance, the participants wanted to learn about Korean school courses 
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and advanced level subjects. For the preparation of advanced coursework and studies, their 

parents usually employed, at least, one or two private tutors for their children, and the 

participants studied advanced coursework that they did not learn in their current American 

school curriculum. In seeking good tutors and learning information related to Korean curricular 

or textbooks, the participants absolutely depended on their parents’ advice and information. In 

addition, on behalf of their children, the parents selected pertinent tutors and collected relevant 

information for Korean educational environments or study materials. Gender, period of 

residency, family structures, or other SES had no impact on the dependence on parents. If 

participants planned to come back to Korea and they recognized the fact surely, all participants 

overwhelmingly relied on their parents to solve ELIS Need 3—study skills to facilitate academic 

success in highly competitive educational environments. In addition parents imposed this mode 

of solving the third ELIS need; their information seeking patterns were assigned and guided by 

their parents, too. Justin testified:  

“I am studying the workbooks that I and my mom brought here from Korea day by day. 

My mom teaches me advanced courses for the 8th grade students with the workbooks 

[Justin is currently a 6th grader: added by the researcher]. I try to study workbooks on my 

own, but I ask my mom for help…. I spend about 3 hours studying workbooks for 8th 

graders daily apart from my study of English or homework assigned in my current 

American school. I do the studies on my own, but my mom imposes what I need to work 

on for that day.” (Justin, M, 12, immigration for education with partial family member—

without father) 

Another participant is also worried about going back to Korea, and she shared her main concern 

with her father. Detailed comments are as follows:   
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“I am concerned [about coming back to Korea] but I don’t really try to find information 

or ask people for help actively. But my mom’s worried [about my studies and school life 

in Korea], so she’s asking around her friends who have daughters or sons who are my age 

about current Korean high school lives or moods. After talking with mom’s friends or 

acquaintances, my mom starts nagging me about studying hard advanced courses taught 

in Korean schools. She just urges me to study hard. I feel like they are much worried 

about me and receive a lot of information about current Korean high school lives and 

difficulties. So, they [my parents] have been nagging at me a lot by saying again, ‘study 

hard!’ It makes me feel worse. But, ironically whenever concerns about Korean schools 

pop up in my head, I just talk to my parents about it. If so, my mom starts nagging, ‘just 

study hard instead of worrying about it’, ‘read workbooks’, or ‘do homework.’… I don’t 

know why, but I trust my parents when it comes to school matters or serious issues, and I 

just use the Internet for daily life stuff or miscellaneous things such as buying stuffs ” 

(Barby, F, 14, immigration for education with family members) 

Another male adolescent said: 

“I ask my dad about how to do well in school in Korea to prepare to return to Korea. He 

just tells me to study hard and encourages me. [the researcher: do you think his 

encouragement can be considered as information?] Yes. In order for me to do well in 

Korea, I have to study a lot more. My dad tells me why I need to study and how to study. 

He tells me different methods to study. And my dad brought workbooks from Korea for 

my advanced studies. I usually study the textbooks from Korea here. I am satisfied with 

the books that he recommended to me. He knows everything.” (Carter, M, 12, 

immigration for education with family member) 
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The participants followed their parents’ direction about how to find information on 

advanced coursework taught in Korean schools. But, when faced with uncertainty when studying 

certain subjects, they resolved the uncertainties by using Internet sites—mostly Google and 

Naver. On these Internet searching engines, they searched for trustworthy and qualified lectures, 

educational broadcasting, or referred to requirements to enter good universities or prestigious 

high schools in Korea. However, the information sources they used on the Internet were mostly 

introduced to them by their parents. Thanks to the websites recommended by their parents, the 

participants found core information to help them adjust to school life and studies in Korea. This 

is Moody’s statement:  

“I just study on my own. I search online educational sites and listen to the lectures on the 

Internet educational sites. I go on Korean websites to get additional help and study on my 

own. [the researcher: who gave you the information about the Korean educational 

websites?] I found the information [about educational websites] through my parents. 

Sometimes my friends’ parents or parents’ friends who have kids my age in Korea would 

tell my parents about essential educational websites or news. They [my parents and 

parents’ friends] would talk about their children’s education and casually share 

information about what they know or heard through other parents. Usually they [my 

parents and parents’ friends] would talk on the phone from time to time to ask about 

entering school and share what they know or what their kids should study. So I registered 

on websites, discussion boards, and blogs that offer me good information about how to 

enter prestigious high schools in Korea. Recently, my mom recommended one blog 

website about admission to famous international schools in Korea. So I signed up and 

read about what seniors went through and their past experiences…. My parents are the 
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essential ones who grant me a bigger picture or vision of my future studies and education. 

I can get my minor sources through the Internet, but choosing the right school and 

information about studying mainly comes from my parents. I overwhelmingly rely on my 

parents when it comes to gathering informative resources.” (Moody, M, 17, immigration 

for education with partial family members—without father) 

The above the phenomenon of two-[or multiple] way flow in information sharing and 

uses was already addressed in the earlier sections. This two-way flow communication frequently 

seen in these isolated immigrant adolescents’ information world is in detail discussed in Chapter 

5.  

Moreover, participants trust the information that their parents provide because of their 

parents’ earlier and successful experiences in Korean education systems. Because their parents 

already completed all higher education courses successfully and passed all requirements in 

Korean prestigious schools/colleges, they are convinced that it is best to comply with parents’ 

guidance for academic successes in Korean society. In addition, because of the simple reason 

that they are just their parents, they have confidence in their parents and the information sources 

they supply. It can be interpreted that familiarity and friendliness by kinship were the main 

reason to expect credibility in the information their parents provide. The factors regarding 

credibility in immigrant adolescents’ source selection are analyzed in the next section, 4.5. 

Satisfaction of Used Information Sources: Source Satisfaction. This is Barby’s testimony about 

source credibility—selecting her parents as a credible information source: 

“I would probably go with my parents’ decision since I am little skeptical about the 

Internet and information I searched for. I usually follow my mom’s direction and 

information she provides. [the researcher: if so, do you trust the information your parents 
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provide more than the information the Internet delivers?] Yes, I trust mom’s information 

more than the Internet because I am not sure if I searched information very well or if I 

entered the right information on the Internet. I would trust one with more reliable and 

correct information. [the researcher: what does reliable mean to you?] I think it’s based 

on one’s previous experience. So, I trust the information from my parents because of their 

experience. In addition, I can trust my parents because she’s my mom and he is my dad. I 

will keep choosing my mom as the main information source, even though my mom does 

not have any experience about what I need to know. I trust my parents and the 

information they provide because they are just my parents. In particular, I would still go 

with my mom’s decision.” (Barby, F, 14, immigration for education with family member)  

However, participants’ dependence on their parents was easily connected to using coping 

strategies to ignore their current specific concerns or ambiguity and to select the DIY way of 

addressing their main concerns. They believed that studying on the basis of information is as 

their own task. The emphasis on DIY was instilled by their parents. Thus, even during avoiding 

active information-seeking practices, they misunderstood that they were practicing DIY. A 

detailed discussion about misuses of the DIY spirit as information avoidance or ignorance is 

analyzed in Chapter 5. This is Suzan’s testimony:  

“I discuss that my current issues and concerns with my parents. But my parents don’t 

really understand my concerns; rather they just tell me to focus on school and forget 

about my concerns. So, I don’t try to discuss that with anyone, or try to make people 

understand what my concerns are. As you know, I have to study hard in order to survive 

all the competition. Even though it’s frustrating about my parents, there is nothing to help 

me. Thus, I need to wrap my head around this and study hard. That’s about all I can do. I 
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tell myself this all the time: ‘I don’t want to disappoint my mom, or let her down. So, I 

need to show her that I am doing well in this very competitive school life. In order for me 

to do well and be more competitive in school, I need to study as hard as I can. So I need 

to wrap my head around this and start working on the workbooks right now.’ I sometimes 

discuss Korean school life and studies with my dad. But I don’t think anyone can help me 

adjust in Korea. That’s something I need to figure out on my own. I need to study hard 

and figure out the ways to do that. Nobody can help me regarding my problems or issues. 

Whenever I have problems, I don’t need to blame someone else. I just blame myself. It’s 

my job to figure out what to do. After all, it comes down to me. No one helps me but 

myself. So I feel like I need to study hard in order to be ready and prepared for my new 

life in Korea. I want to do well in Korea when I go back.” (Suzan, F, 12, immigration for 

education with partial family members—without father) 

Another female participant said: 

“Whenever I have concerns about going back to Korea—how to adjust to Korean society 

and overcome the stress and burden of my studies, I don’t really share my stress with 

anyone. It still worries me, but I am just trying to be myself. I remember my dad’s 

proverb: ‘time heals all wounds.’ So I try not to worry about going back now. If I stay in 

Korea, I will adjust to my new life once again, and at that time, time will heal all wounds 

and difficulties. Ignorance is really bliss.” (Barby, F, 14, immigration for education with 

family members) 

In addition to the three main information needs, participants wanted to get information 

about their hobbies and entertainment—including sports or celebrities’ news. The information 

shared within the Internet sites, such as blogs or webzines, were a way to satisfy these 



177 
 

information needs. However, they did not share information they already had on such blogs or 

websites, nor did they post their stories or experiences online. They passively consumed the 

information supplied via the Internet, especially in blogs.    

“It’s mostly internet resources such as Google. Yes, I surf the Internet. First of all, I go on 

Google or Naver and then type the key words. For example, I would type ‘guitar’ in the 

box and then monitor all the websites about Guitar. Once I find the website or blog 

informative and relevant, I sign up in the websites or blogs and look deeper into it. It is 

the way to get information about my hobby. I collect information from help blogs or 

websites, and through the websites you expand your knowledge about them.” (Moody, 

M, 17, immigration for education with partial family members—without father) 

Another student said:  

“I get general news or sports news through Internet news sites. Also, I visit ESPN 

websites and read statistics and profiles about football athletes. I can say: I get my news 

from the Internet.” (Tom, M, 18, immigration for education without family member, 

living with American host family)  

4.5. Evaluation of Used Information Source: Source Satisfaction 

This section reports how the participants assessed the information sources they used to 

fulfill their three main information needs. No objective checklists or measurement scales based 

on operational conceptualization were applied to determine participants’ satisfaction of their 

used information sources. Factors impacting their information satisfaction, such as levels of 

problem-solution, easiness, credibility, usability, accuracy, timeliness, etc., were not measured 

objectively (Omar, 1993; Xiao & Dasgupta, 2002). Instead, this section describes participants’ 

subjective perception of each source that they have used; explains what the rational foundations 
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of their satisfaction/dissatisfaction were; and indicates why they kept using the sources, even 

when they were not satisfied with them.  

The participants used different information sources for each type of main information 

needs. To fulfill cognitive needs—ELIS Need 1 (English language skills to facilitate learning 

activities in school in the United States) and ELIS 3 (Study skills to facilitate academic success 

in highly competitive educational environments in Korea), the participants usually sought 

parents, teachers, Internet sources, and DIY. For their socio-affective needs—ELIS Need 2 

(Social skills to facilitate making friends and to become accustomed to the American culture and 

normative behaviors), they used information from their parents or selected passive coping 

strategies of information-avoidance or ignorance. Regarding the information sources they used, 

they generally showed high satisfaction in fulfilling their cognitive needs—such as academic 

performance, school assignments, English studies, college entrance exams, etc. But for the 

information sources used for socio-affective needs, such as making American friends, they did 

show dissatisfaction, yet sustained use of the same and unsatisfied information sources. The 

synopses of the information need analyses and the sources used and evaluation are briefly 

presented in Table 4.15.  

Table 4.15. Evaluation of Information Source Used for ELIS Need  

ELIS Needs Information Sources 
Evaluation  

Satisfaction Dissatisfaction  

ELIS Need 1:  

English language skills to 

facilitate learning activities 

in school in the United 

States 

Teachers Yes  

Parents  

(from church members, parents 

friends, study abroad agents/brokers, 

the Internet) 

Yes Yes 

The Internet (from teacher/parents) Yes  
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ELIS Needs Information Sources 
Evaluation  

Satisfaction Dissatisfaction  

DIY (from parents) Yes  

ELIS Need 2:  

Social skills to facilitate 

making friends and to 

become accustomed to the 

American culture and 

normative behaviors 

Male 

 Participation in Activity 

(from teachers) 
Yes  

 Family—Parents/Siblings 

(activities) 
 Yes 

 Avoidance/Non-seeking  Yes 

Female 

Family—Parents 

(conversation ) 
 Yes 

Avoidance/Non-seeking  Yes 

ELIS Need 3: 

Study skills to facilitate 

academic success in highly 

competitive educational 

environments in Korea   

Parents  

(from church members, parents’ 

friends, the Internet) 

Yes Yes 

Teacher  Yes 

The Internet (from parents) Yes  

 

4.5.1. Satisfaction of Information Source for ELIS Need 1 

The sources used for ELIS Need 1 (English language skills to facilitate learning activities 

in school in the United States) were roughly summarized as parents, teachers, the Internet, and 

DIY. Participants are mostly satisfied with using these information sources for their first 

information need. The level of satisfaction was high, and the reliance on the sources—especially 

their parents—was extremely high. But, some participants showed dissatisfaction with the 

information that their parents supply in affective facets related to the delivery of information 

rather than in its content (i.e., qualities of information, accessibilities, accuracies, etc.). They 

pointed out three reasons to be satisfied with and keep using these sources: (a) cognitively, the 

contents are accurate and reliable on the basis of parents’ or teachers’ previous 
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expertise/experiences; (b) affectively, these sources have accessibility and approachability based 

on familiarity and comfortableness; (c) physically, they are highly available and accessible.  

More specifically, the first reason to be satisfied with the used sources was that 

participants were convinced that their parents and teachers cognitively “know more” than 

themselves or their peers in regards to necessary information for high academic goals and 

adjustment in American schools. Also, these Korean immigrant adolescents indicated parents’ or 

teachers’ previous experiences and knowledge as the main reason they have trusted them as good 

and credible sources. The reliance on their parents was absolute, and they trusted them more than 

any content on the Internet. This is Samuel’s testimony:   

“I am satisfied with my information and information seeking ways: I like doing things on 

my own. I always ask my dad or teachers because they are always right about the 

information that they give me. That’s why I ask trustful experts, and that’s why I always 

trust my dad and the information my dad provides. He knows better than I, at least. He’s 

educated. He is graduated from medical school and is a doctor. [the researcher: but, if you 

think that it is also the first time that your dad has lived in the United States, how can you 

be so sure that his answer and guidance are so right about adjusting to U.S. schools?] He 

did investigate and collect a lot of information about American life before he came 

here. So I trust my dad more than my American friends from here about adjusting to the 

American way of life. His answers or information have never been wrong.” (Samuel, M, 

12, immigration for education with family members)  

A female student emphasized her teachers’ expertise and knowledge as the basis for her source’s 

credibility and the reason for her satisfaction with the information her teacher provided:    
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“After all, teachers are the ones with the most knowledge. This is why I trust them more 

than I trust my friends. I think that my teachers are experts in their fields and 

professionals. I trust the person who is an expert in the areas where I have questions. 

Also, they are all kind and approachable….Teachers are more reliable than friends 

because they have the accurate information I need.” (Diane, F, 16, immigration for 

education without family member, living with Korean host family—host family) 

As the second reason to be satisfied with these sources, participants indicated 

comfortableness, ease, and friendliness in family relationships as the main reason they are   

satisfied with this source. They all confessed that American teachers were more approachable 

and much kinder than Korean teachers. They testified that the comfort level of this source 

preceded the accuracy in selecting information sources. A male adolescent said:   

“My dad’s well-rounded and he makes me comfortable. Even though you [the researcher] 

are smarter than my dad, I will seek information from my dad because he makes is more 

comfortable and approachable to me than you [the researcher]. I think that’s very 

important for me to seek information. I believe that my dad is very knowledgeable and I 

am the most comfortable with him. I usually get information on the basis of easy access 

and comfort. So, he is the best for me.” (Samuel, M, 12, immigration for education with 

family member) 

Another student also pointed out both features—comfort and expertise—as sources of 

satisfaction: 

“It’s easy to ask teachers questions about math or other stuff….I can trust someone who 

is an expert at what they are doing. When it comes to homework or school related 

matters, I trust someone who has an experience. But if someone is trying to make me 
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comfortable or give me advice on relationships, they don’t have to be experts as long as I 

can be comfortable around them. Actually, it’s important for someone to have an 

expertise, but it’s more important whether I can trust that person or not. If somebody does 

not make me comfortable and cozy, I don’t ask that person for help. I can trust someone 

who is comfortable and has an expertise. [American] teachers have both expertise and 

comfortableness.” (Carl, M, 18, immigration for education without family member, with 

American host family) 

Female adolescents also put their priority in source selection on familiarity and comfortableness. 

Scarlett said:  

“It is very important for me to be in a friendly environment when learning English. Even 

though teachers have the intention to help me, I couldn’t open up and got frustrated 

instead. I don’t learn anything in a strict environment…. Even though they can’t 

understand everything, I am satisfied as long as they seem to care about me. If so, I can 

trust them and the information they provide….[American]teachers at Max School are 

very friendly and helpful. Teachers in the United States are more approachable than in 

Korea. It is why I search for teachers when I need information.” (Scarlett, F, 16, 

immigration for education without family member—living with American host family) 

Another female student also agreed with Scarlett’s narration. Barby said:  

“I feel comfortable with my parents, so I can trust them. Even though they might not be 

reliable, I will ask them because they are the only ones I can ask for help in here. [the 

researcher: Wouldn't you be better off if you ask your teachers?] I still prefer to ask my 

parents. I feel comfortable with them [my parents].” (Barby, F, 14, immigration for 

education with family member) 
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Finally, as the third condition of satisfaction with information sources, they pointed out 

high availability and ease of physical accesses to information sources. This is the reason why 

they indicated the Internet and their parents as the main sources. In the case of the Internet, they 

were assured of the correctness and high accessibility of the source. A male adolescent said: 

“I am very satisfied with the Internet and my teachers. I can trust the information on the 

Internet because I can compare information from different websites easily since I get 

information from different websites. I can compare them and see which one looks more 

valid. But I need to double check the information with my teachers, because they are 

experts at what they are teaching.” (Carl, M, 18, immigration for education without 

family member, living with American host family) 

Another male student also agreed with high availability and accessibility as conditions of 

satisfaction of the information sources:  

 “I am mostly satisfied with my dad’s answers and information because he’s always 

around me and he has never been far off.” (Samuel, 12, immigration for education with 

family member) 

However, in this context, the participants, living without family members and with host 

families in the United States, could not be fully satisfied with their parents as sources of 

information because their parents have never experienced American school life directly. For this 

reason, the participants evaluated parents’ information as being somewhat indirect and abstract. 

A female student, who is living without family members and stays alone at her cousin’s, said:  

“Often times, even if I get frustrated, I still respect my parents’ opinion since they have 

more experience than I. But I am not very satisfied with my parents’ advice or 

information. They just tell me to focus on studying very hard at school because I need to 
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be. Those things help me concentrate on school works and studies. They give me indirect 

help—abstract ideas or vague information about my future—because they don’t know 

about the American school life. It’s like shooting in the dark.” (Diane, F, 16, immigration 

for education without family member, living with Korean host family—cousin’s family) 

Byron, living without family member and living with American host family, had the same 

opinion:  

“I used to complain to my mom. At first, in the United States, I mentioned my concerns 

and problems in the American school to my mom, but she couldn’t really help me 

because I couldn’t talk to her as often as I wanted to, and she also did not know about the 

conditions….There are things that I figured out on my own, like how to get to class and 

how to react to certain things. I learned from my experiences—trial and error—by 

myself.” (Byron, M, 17, immigration for education without family member, living with 

American host family) 

On the other hand, the participants expressed dissatisfaction with the source—parents’ 

information and guidance, even though they relied on their parents. The participants felt that 

their parents forced their imposed guidelines or information on them rather than trying to 

understand their current problems or needs. The factors of dissatisfaction with their parents were 

not the content but the way the information was delivered. Beyond the cognitive parts—

knowledgeable, accurate information, if the socio-affective parts—sympathy, understanding, 

comfort factors—are not fulfilled in the information sources or delivery,  satisfaction with the 

information declines. This is Bruce’s testimony:  

“I can talk about my problems with my parents. But they put their opinions first before 

listening to my opinions or understanding my current condition here carefully.” (Bruce, 
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M, 16, immigration for education without family member, living with Korean host 

family—aunt’s family) 

Female respondents were more sensitive to the socio-affective parts of information sources. Jane 

said: 

“My mom or dad is not helpful because she or he nags me too much about studying. [If 

you think so, why do you seek for your mom or dad?] I know, but I have no other choices 

except mom and dad here. I have to ask dad or mom to help with my homework because 

they are the only ones around that I could ask for help. I sometimes get frustrated a lot 

because I don’t like asking my dad or mom for help when I am in need. My dad’s 

answers and information are certainly right, but when he answers the questions and 

teaches me, he hurts my feelings because of his nagging about studying.” (Jane, F, 12, 

immigration for education with family member)   

However, even though participants were not fully satisfied with these sources, especially 

their parents, they kept seeking information via the same sources—especially their parents—for 

ELIS Need 1: English language skills to facilitate learning activities in school in the United 

States. Because they were not aware of other alternative information sources, they did not try to 

seek other sources or alternative seeking routes/channels. Moreover, the motto of DIY, taught by 

their parents, leads them to consider it the best way to achieve their academic goal. But this 

belief and misunderstanding of the true of meaning of DIY sometimes supported their 

rationalization about information-avoidance. This is Jane’s excuse about why she kept using her 

parents’ information and followed their directions: 

“I don’t like asking my parents for homework help because they make me feel dumb. But 

I have no other people to ask my questions and to receive help except my parents here.... 
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If I cannot complete the assignments with my parents’ help, I have to ask the questions to 

teachers early in the morning.  Because of that, I usually turn my assignments in late. 

Also, it’s not easy for me to approach teachers who don’t smile at me. So I cannot help 

seeking my parents for help with school assignments, but I don’t like to ask my parents 

anymore. So I need to study very hard by myself so that I do not ask my parents about 

assignments or my studies.” (Jane, F, 12, immigration for education with family member) 

4.5.2. Satisfaction of Information Source for ELIS Need 2 

The information sources for ELIS Need 2 (Social skills to facilitate making friends and to 

become accustomed to American culture and normative behaviors) focused on parents, except in 

the case of male adolescents’ school activities guided by their school teachers. First, satisfaction 

in male students’ school activities and the information their school teachers delivered was very 

high because the information gave them direct solutions about their current problems and 

concerns—making friends to relieve isolation from peers. However, other sources—parents—

were evaluated as very low. Nonetheless, they showed continuous reliance on and trust toward 

their parents to talk about their loneliness and struggling. A male adolescent said:   

 “I get the emotional help and support I need from my family, but sometimes I don’t say 

it out loud thinking that they might not understand me or scold me for what I want to say.  

Sometimes, I am worried that my parents blame or scold me rather than consoling or 

understanding me if I talk about my problems. So I am reluctant to talk about all things to 

my parents, but there is no one else except my parents to talk about that here.” (Samuel, 

12, M, immigration for education with family member) 

Another female said:  
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“I get emotional support from my family. I feel comfortable with my parents. It is very 

good because I don’t have to speak in English to them. But at the same time, I don’t tell 

them about how I feel about myself. I feel like that’s something I need to deal with on my 

own…. Almost all of my parents’ advice was true and right, so I follow and accept their 

direction…. But, if I say my current trouble, my mom’s more worried than me, so I do 

not talk about my real feelings with them.” (Barby, F, 14, immigration for education with 

family member) 

Dissatisfaction with information provided by parents led participants to choose 

information-avoidance or ignorance of reality because they believed that there is nothing to help 

them except their parents. Hence, they usually used the coping strategy of information-avoidance 

or ignoring reality, and their satisfaction was very low. Josh said: 

“My parents are somewhat conservative. They do not listen to my opinion fully because I 

still am a baby to them. I could not voice my opinion because they are old, and I should 

respect and follow adult groups’ opinions, even though they are wrong. They shall not 

listen to my explanation carefully because I am young. Instead, they force their ideas and 

direction on me. So, I am reluctant to ask my parents about problems or information. ” 

(Josh, M, 16, immigration for education with family member) 

4.5.3. Satisfaction of Information Source for ELIS Need 3 

These sources used for ELIS Need 3 (Study skills to facilitate academic success in highly 

competitive educational environments) are very similar with those used for ELIS 1.The only 

difference is that they do not use or trust the information from their American teachers because 

they will go back to Korea, and their concerns are related to competitive Korean educational 

environments and how to survive and thrive within such conditions while achieving their 
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academic goals. Hence, they relied on and trusted in their parents. Their level of satisfaction was 

also very high. Study participants who plan to go to Korea soon showed trust and reliance toward 

their parents because of their previous successful experiences in Korean education systems—

graduation from prestigious high schools and universities—which should result in accurate and 

helpful information. Thus, the fundamental ground for satisfaction came from parents’ expertise 

and previous experiences. Some students relied on their parents more than the Internet. Tom 

replied: 

“I get information from the experts in that field, and people who are related to that 

subject matter. Having experience in certain field is very important. This is why I can 

trust my dad. Yes, my dad claims to be a people’s person, and he got his information 

based on experts who are actually in the field. He usually shares the information he got 

from the people with me.” (Tom, M, 18, immigration for education without family 

member, living with American host family) 

In addition, beyond their parents’ expertise and experiences, they put absolute reliance on 

their parents because of the familiarity and comfort of family relationship. A female student said: 

“I could trust the information I get from my parents. It’s because they know a lot of 

things. They lived longer and I can always trust them because they are my parents. I can 

trust the information I get from my parents, even if they weren’t educated. I can trust my 

parents’ advice because they’ve been right all along. I know that they are right because I 

usually find out that what they tell me is true.” (Sarah, F, 12, immigration for education 

with family members)” 

On the other hand, the participants expressed dissatisfaction with their parents’ as a 

source of information and guidance. These conditions were similar to those of ELIS 3. 
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Dissatisfaction with information from parents was not about content but rather, with affect—the 

way the information is delivered. The dissatisfaction with parents’ information resulted in 

participants’ passive information-seeking or information avoidance:: 

“I don’t try other information sources to overcome the problem. I just endure the status 

myself; hence, I ask for my parents’ opinion. Except for my parents, I have nobody I can 

trust and know myself. So I don’t ask others. There is nothing I can try to find answers. 

So I just endure my current conditions and status by myself.” (Diane, F, 14, immigration 

for education without family member, living with Korean host family—cousin’s family) 

4.6. Meaning of Information and Role of Library in ELIS 

This section describes the isolated immigrant adolescents’ subjective 

conception/perception of information (i.e., meaning of information or function of information) 

and information sources to earn the very information that they defined. Also, participants’ own 

conception of the library (i.e., what they expect in the library and library services, how they 

receive the very information that they subjectively conceived from the library) is described and 

analyzed.  

4.6.1. Conceptualization of Information   

The participants conceptualized the meaning or role of information in two ways. They 

conceived information as (1) something that can eliminate uncertainty, that supports decision-

making, and that gives them benefit and utility; and (2) as a media/source itself, such as 

computers, books, the Internet, etc. 

Case (2012) arranged five types of assumptions that most definitions of information  

contain: Utility, Physicality, Intentionality, Structure/Processes and Truth. In order to be 

information, information has  (1) some kind of effect or usefulness to humans (Utility); (2) some 
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physical form, such as a book, natural objects (Physicality); cognitive structures or process, such 

as being “composed of elements in fixed relations to one another, or in some way consistent of 

complex whole such as an image” (p. 57) (Structure/Process); (4) intention to communicate it to 

another entity (Intentionality); (5) true facts (Truth). Among the five assumptions that the 

concept of information contains, the participants in the research mostly expected the three 

assumptions of Utility, Structure/Process, and Physicality.   

As shown in the first conceptualization, most participants regarded information as 

anything that helps them make a decision, like a map or previous experiences. Through 

information with functions of this type, which provides guidance, they thought that they could 

adjust to the new American society better by minimizing the trial and error approach. They 

focused on the concepts of utility and structure/process among the above five assumptions of the 

concept of information. The emphases of these concepts are similar to the meaning of 

information/information-seeking discussed in the cognitive paradigm (Dervin & Nilan, 1986), 

such as Belkin’s ASK model (Belkin, 1978, 1980), Kuhlthau’s ISP model (Kuhlthau, 2004),  

Dervin’s Sense-Making model (Dervin, 1992). The participants understood information as a 

cognitive process to eliminate uncertainty and bridge gaps in their current cognitive conditions or 

mental maps. They thought that clear certainties provided by information and information-

seeking enabled them to make better decisions. In that sense, in the first perception, they did not 

distinguish knowledge and information but thought that they meant the same thing.     

They pointed out two main information sources that contain the information that they 

defined subjectively: people and the Internet. People they can trust (e.g., parents, teachers, etc.) 

who have previous experience or who can provide guidance were essential information sources 

because these people can reduce uncertainty and support decision-making. Thus, the participants 
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expressed information sources related to people as analogous with good friends, maps, and 

processes to complete puzzles, and useful instruments or tools. The Internet was also an effective 

information source to release uncertainty by checking facts easily and currently. These are 

evidence of information-as-cognitive processes:   

“To me information is any guide that can draw the conclusion. I think of information as 

anything helpful to solve the problem or to get answers. In order to get information, I rely 

on the people who are experts and have experience about that rather than consulting 

books or the Internet.” (Bruce, M, 16, immigration for education without family member, 

living with Korean host family) 

Another student said: 

“I think information is a useful tool that I can use whenever I need.  For me information 

is wealth. The more we have it, the better is it. It’s good to have it because we can use it. 

So the more information you know, the better you think it is, because you have the 

assurance when you have information. Yes, we can get assurance if we get information.  

… It is the Internet like Google and Naver. Next are people such as parents and teachers.” 

(Moody, M, 17, immigration for education with partial family members—without father) 

Another male student thought that information was anything that fills gaps or uncertainty in his 

mind:  

“When you need to make a decision, information supports your decision. Whenever I 

need the information to support my decision-making, I receive these supports from 

people and computer—the Internet, Google…. I think information fills the gap in my 

mind. Information makes things clear and lucid.” (Carl, M, 18, immigration without 

family member, living with American host family) 
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Suzan regarded information as: 

“I think information is like my friends. Finding very useful information is like getting 

best friends, who help me and lead me toward a better outcome. But when I get incorrect 

information, like something I don’t need, it’s the same as having bad friends. Bad friends 

can influence you to do bad things and lead you to a downward spiral…. I look for 

information via the Internet. Good information source, to me, is someone who is an 

expert and has experience. Also, that person has to be easily accessed, and a good 

influence on me.” (Suzan, F, 12, immigration for education with partial family 

members—without father)  

Second, a few participants conceived of information as an information source itself. They 

could not distinguish between information and information source/media which contain the 

information. Thus, they mostly mentioned that information is the very computer, the Internet, or 

books. In addition, the respondents regarded the Internet or computer as information because 

they think that there is enormous information there. As a result, they counted the Internet and 

computer (that they can use to browse the Internet) as information itself and the place/source 

where they earn the information most frequently. In this perspective, they expected information 

to be anything with physical formats like books or computer—Physicality (Case, 2012) and 

considered information as a “thing” (Buckland, 1991), source format and channel itself. Barby 

said:  

“Information is the Internet because I can find vast amount of information there. It 

includes vast information that my parents and friends don’t even know.” (Barby, F, 14, 

immigration for education with family members) 

Another adolescent said: 
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“I think information is the computer because I need a computer in order to get on the 

websites to search. I consult the Internet when I have questions or concern because the 

Internet is information.” (Justin, M, 12, immigration for education with partial family 

member—without father) 

Reflecting on information sources used to satisfy their main three ELIS Needs in the 

previous sections, participants’ subjective conception of information and the used information or 

information sources overall coincided. In regards to information sources containing information 

they perceive subjectively, they pointed out interpersonal sources—such as parents and 

teachers—and the Internet. Actually, they used these two information sources most frequently to 

solve current concerns or to gratify their information needs. However, a conception of limited 

information sources—only the Internet and people—resulted in a limited uses of information. 

Thus, if they could not find out the necessary information from these two kinds of sources, they 

easily gave up seeking information and ignored their current information needs. However, the 

causes of this frequent information-avoidance cannot be explained only by their limited 

conception of information sources. It can be related to their evaluation of the source’s credibility 

or accessibility, satisfaction, etc. The complexity and reasons of participants’ information 

ignorance and non-seeking are discussed in Chapter 5, in detail.   

4.6.2. Impact and Role of Library on Isolated Immigrant Adolescents’ ELIS  

No participants regarded the library as a significant information source to satisfy their 

main three ELIS needs, to help them with their decision-making, school activities, or to adjust to 

new surroundings. The library was limitedly perceived as a kind of place for three things—

reading/borrowing books for assignments, using computers, studying silently in the reading 

rooms—in their everyday life setting. Hence, librarians were also perceived as book deliverers or 
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keepers rather than information mediators or information providers who could respond to their 

information queries. They did not expect that the librarians could give them information 

instruction or reference guidance for acquiring essential information sources to release their 

current uncertainties or problems either. In these isolated immigrant adolescents’ information 

worlds, the library was not a necessary information-center where they could seek and receive 

significant information or information sources. They only saw the library as a place to borrow 

books for assignments; to use computer to connect the Internet; to study with a DIY spirit; and 

did not have any higher expectation of information services:   

“For me the library is a place where I can check out books and study. I checked out two 

books this week. I don’t use my school library, but I use the main public library because 

it is very cool and quiet. I do homework there frequently…. If I read a book, the book has 

knowledge, which is information. So I think we can get information in the library. There 

are many people who have information, and customer service staffs in library. But I just 

study and check out books there. [If you know that there are customer services in library, 

why don’t you utilize the customer services or receive any help or information for 

adjusting to the United States from the library as you ask your dad?] No, the reason I go 

to the library is only to check out books and study, so I don’t really feel the urge to do 

that. If I want to know more about a history field for my homework, I gather information 

from the library by borrowing related books, and I write papers. This is one of my ways 

to get information for my school work. I don’t think I can get information about how to 

adjust in the United States or any other support in the library at all.” (Samuel, M, 12, 

immigration for education with family member) 

Jane has also used the library as a place to study and conduct assignments:   
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“To me, the library is a place where I can study and do homework. I don’t get 

information there and ask the librarians, only questions such as ‘Where are the napkins?’, 

‘Where is the book?’ and I don’t ask anyone for help with adjusting to my new school or 

getting information. I don’t ask questions like how to improve my English or if there are 

any recommended reading lists at all. I have never thought that I could receive such help 

or information from the library. Library is just a place with lots of books.” (Jane, F, 12, 

immigration for education with family member) 

Byron regarded the library as a place to use a computer:  

“To me, the library is like a place where I can rest because I can use the computer there. I 

could hang out by myself using the computer at the library. I use the library to use the 

computer, not because I want to check out books.” (Byron, M, 17, immigration for 

education without family member, living with American host family) 

Barby accepted the concept of library as a place where there are many books: 

“The library is a place with many books, and I may get information from the library 

because I can get information from books. However, I usually get information via the 

Internet. I go to library to check out those books teachers imposed for classes and only 

ask librarians where to find books that I need for assignments.” (Barby, F, 14, 

immigration for education with family member) 

The causes of participants’ passive uses or low expectation of the library in their 

information world were not addressed in the in-depth interviews. Participants had low 

expectations about the role of library and did not show any big interest because they had 

difficulty explaining why or how they had such negative images or conceptions of the library. 

Only one participant—Suzan—addressed the reason why she used the library passively when 
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pointing out low accessibility to the library. Even though she knows that she can receive relevant 

and good information or help regarding her current information needs, she does not use the 

information services because of the uneasiness or inaccessibility in the use of library and library 

services. Suzan said:      

“The library is like storage for information because there are many books in the library, 

and I can learn from every single book in the library. A lot of books mean a lot of 

information. But I didn’t go to the library to get information because it wasn’t easy for 

me to go there. I thought I would be better off asking my parents or the Internet. Even 

though I know that the library has good books and information, I don’t really utilize it 

because it’s not easy to access.” (Suzan, F, 12, immigration for education with partial 

family members—without father)  

However, this phenomenon—low expectations about the information and reference 

services of the library or librarians leading to a lack of use—cannot be simply explained by one 

or two reasons. Many factors—such as their previous experiences in libraries in Korea or the 

quality of library services in the Korean library systems, library PR, educational atmospheres and 

goals, teachers’ or parents’ conception/expectation about information literacy and library 

information services, etc.—all  impact the participants’ passive perception and uses of the library 

services. Nevertheless, through one male participants’ statement, we can infer the reason 

indirectly—it relates to their learning styles and goals of learning, which was already addressed 

while explaining their source selection. This is Bruce’s testimony: 

“The library is a place with lots of books. I think that I could find information at the 

library. But I don’t think that the library can provide more specific information like, what 

kind of books I need to read because that’s something I have to do on my own. It is my 
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own role to find and collect necessary information. Maybe I can ask librarians to help me, 

but I think that it would be my job to find specific books. I should conduct the work by 

myself. ” (Bruce, M, 16, immigration for education without family members, living with 

Korean host family—aunt’s family) 

In the previous sections regarding participants’ information source selections, it was 

stressed the emphasis of DIY and misrepresentation of the spirit by their parents or themselves, 

which led to their limited sources selection and information-avoidance. The relationships among 

Korean educational goal, DIY spirits, information literacy are discussed in Chapter 5.     
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CHAPTER FIVE 

CONCLUSION 

This study sought to investigate how isolated immigrant adolescents seek and use 

necessary information when they are not able to use significant information sources—their peer 

groups—in the period of transition before new peer groups are established. In analyzing recently 

arrived Korean immigrant adolescents’ everyday life information seeking and their contextual 

features—such as their isolated condition and motivation for migration, we can gain a 

preliminary understanding of isolated immigrant adolescents’ information world: how they 

interpret their current situations and daily hassles, seek (or do not seek), and utilize information 

to cope with their daily life problems, and evaluate their use of information, including library 

systems and interpersonal sources. Furthermore, these analyses provide insights on how 

information professionals, educators, and anyone who works with youth can help and reach out 

to isolated immigrant adolescents. This chapter provides a more in-depth discussion and 

interpretation of the findings in Chapter 4, and suggests how the findings can contribute to the 

youths’ information world by improving their information environments. More specifically, this 

chapter (1) reviews the key findings of this study; (2) discusses interpretations of the main 

themes that emerged in the findings; (3) recommends how these findings can contribute to 

specific fields; (4) indicates the limitations of the study and suggests future research work.   

5.1. Key Finding: Isolated Immigrant Adolescent’s Information World 

5.1.1. Key Feature in Demographic Background and Migration  

In order to understand isolated immigrants’ information world, the study recruited 

recently arrived (three years or less) Korean immigrant adolescents (between 12 and 18 years 

old) to meet the conditions of the targeted population/sample and assessed their isolated 
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situations. The participants in this study have some unique characteristics in their demographic 

backgrounds, including high SES and the reason for their migration journey.  

First, the study participants’ main motivation to move to the United States was for a 

better education. This feature matches the current trend of Korean immigration in the United 

States. As mentioned in the literature review, since 2001—after the Korean government’s 

legislation that allowed for early study abroad at a younger age—educational immigrants and 

temporal sojourners, such as  international students or visiting scholars for educational purposes, 

have rapidly increased in the composition of Korean immigration (Korean Educational 

Development Institute, 2005). This current trend in Korean immigration to the United States was 

reflected in this study of participants’ immigration and their goal for immigration. The study 

participants permanently or temporarily moved to the United States to have a chance of a better 

education. Their goal is unlike that of other immigrant groups who tend to immigrate to find 

better jobs or to avoid social issues (i.e., political or physical security). 

Second, immigration for a better education, often results in temporary separation from 

family members. Hence, the study participants were classified into three groups according to 

who they lived with: (a) living with their whole family—all parents and siblings, (b) living with 

partial family members—without the father, and (c) living without any family members and with 

host family members. This social phenomenon—dissolution or segregation of family members 

for children’s education—is not at odds with, but is already a well-known social phenomena in 

Korean society. There are new, but already prevalent Korean terms, to indicate (b) and (c) 

groups. Group (b)—immigration with partial family members without the father—is called gi-ru-

gi (it means wild geese) family, which indicates the analogy between the seasonal migration 

patterns of these wild geese and the movement of these families abroad. Due to the high cost of 
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living abroad and the expensive tuition of immigrant families, gi-ru-gi fathers mainly stay in 

Korea for their jobs and to provide financial support to their family, while the mothers take care 

of the children abroad. Group (c) is called chogi-yuhack (it means study abroad at a younger age) 

students—the elementary or secondary students who study abroad by themselves without family 

members and in the care of guardians or host family members. These newly coined terms in 

Korean society are a unique feature that underscores how strongly Korean parents feel about 

education (Korean Educational Development Institute, 2005; Park, 2007). In midst of such social 

milieu, the study participants migrated to the United States, so they have unique attributes—the 

pursuit of an education—in the United States as well as particular social and demographic 

backgrounds. 

Third, most study participants’ (or their parents’) SES belonged to middle and upper 

classes. Participants’ parents were at least college educated or higher and had professional jobs, 

such as professors in universities, ambassador, or architect, so that no participants experienced 

financial difficulties. Furthermore, most parents had few barriers in communicating in English, 

and some parents even had experiences in studying abroad in the United States. Accordingly, 

role reverse between parents and children—an aspect which is often found in immigrant families 

and children’s role referred to information mediators or cultural brokers such as ICM [Immigrant 

Children Mediators] (Chu, 1999)—was not found in the participants’ information world. 

Because of immigrant parents’ socio-cultural marginalization in the host country and their time 

lags in learning English (immigrant children have faster speed in gaining fluent English), 

immigrant children act as the family’s spokespersons, chaperons for their younger siblings, and 

cultural mediators in their family, taking the role of their parents. However, this social 
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phenomenon was not found in this study because of the participants and their families’ high SES 

and the parents,’ at least, basic English proficiency.     

Fourth, study participants’ high SES and their goal of immigration—better education—is 

also reflected in the unique features of their past and current neighborhoods/community in Korea 

and the United States: middle or higher class neighborhoods with great school districts. It is 

common in Korea for people to seek residence in good school districts. For example, the most 

affluent neighborhoods within Seoul, Capital of Korea, have good school districts, such as 

Daechi-dong in Gangnam,
13

 Mok-dong.
14  

This characteristic—to choose to live in good school districts out of parents’ concern for 

the education of their children—is deeply ingrained in Confucian values within the Korean 

culture (Haboush, 1991). For instance, an anecdote regarding Mencius’s15 mother reveals how a 

mother nurtures her son by providing a good educational environment to encourage her son’s 

learning. In Korea, there is an old and famous proverb, “Three movements of Mencius’ mother 

for her son’s education.” After moving from the nearby cemetery (the first place) and the market 

(the second place), she finally found a perfect place to raise her son—a place/neighborhood near 

a school (the third place) because Mencius was emulating a teacher playing school with his 

friends. Due to his mother’s moves Mencius eventually became the greatest philosopher of 

Confucian teachings in Chinese history. The underlying message of the adage is how critical the 

                                                 
13 The real estate prices of Daechi-dong in Gangnam are very high compared to other areas within Seoul. That is 
because of the high concentrations of cram-schools or private academies in the area. Daechi-dong is called the 
‘Mecca of private education’ in South Korea. There are many private prestigious high-schools with the best 
academic reputations. It has been estimated that there are over 850 of these cram-schools or private academies in 
this area. This educational environment attracts many Korean parents and families to the area, and is one of the 
largest reasons for Daechi-dong’s high real estate prices (Wikipedia.com, 2013a). 
14 Mok-dong is also very famous for its education and good schools. For this reason, many upper-class people live in 
the area within Seoul (Wikipedia.com, 2013b). 
15 Mencius is one of the famous Chinese interpreters of the Confucian classics. The relationship between Confucius 
and Mencius as a teacher and disciple may be compared to that of Socrates and his disciples, Plato and Aristotle who 
recorded and collected Socrates’ teachings in the Western philosophical history. Mencius’s representative work is 
The analects of Confucius (Confucius, 2007), one of Confucianism’s classics (Stanford Encyclopedia of Philosophy, 
2010). 
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mother’s (or parents’) role is for the success of her children and how the mother must do 

everything possible to provide the best educational environment, such as good school districts, 

for her children. Within these cultural contexts, the Korean parents’ role, reflected by this value, 

impacted the purpose of the participants’ and their family’s immigration (i.e., the selection of 

their neighborhood, and their participation in school or community activities in the United 

States). 

Finally, the Korean immigrant parents’ behavior and deep passion for their children’s 

education have been criticized by many educational scholars in Korea because these social 

phenomena have created further educational inequity and aggravated the gap and segregation 

between the high SES and the low SES groups (Choi, 2004; Korean Educational Development 

Institute, 2005). In that sense, the study participants are a very particular group—high SES 

group—even within Korean society as well in the United States, when compared to other ethnic 

immigrant groups within United States. 

5.1.2. Interpretation of Isolation and Loneliness: Difference in Gender and Cultural Norm  

Research participants’ levels of isolation were measured with three scales; their motives 

and the contextual background of the survey results were analyzed through in-depth interviews. 

Some unique features were discovered in the perception of their current isolated conditions.  

First, in regards to adolescents’ perception of isolation and loneliness, gender difference 

was critical and evident. Female adolescents accepted their current situations as lonely or 

isolated, yet male adolescents did not evaluate themselves as isolators, even though they were in 

similar situations compared to females and had even experienced peer-bullying or 

discrimination. Quantitatively, the results of the three measurement surveys matched the 

different subjective perceptions of isolation and social support by gender.  
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Second, male and female respondents had, however, qualitatively different definitions 

and interpretations of loneliness and isolation, which explains the discrepancies in the survey 

results. In developing friendships or peer-relationships, male adolescents were satisfied when 

participating in club or school activities, but female students focused on affective closeness via 

verbal communication. If male adolescents had even one friend to talk to, to eat lunch with, or to 

engage in sport activities, they did not think that they were isolated or lonely. On the other hand, 

female adolescents did not think that an individual who provides them with brief information 

and/or aid as a valuable source of social support if they could not receive any affective empathy 

or sense of trust by sharing their private family stories, secrets, emotional changes, or daily life 

problems.  

Third, regardless of their isolation status, or their own perceptions of their isolation, all 

study participants were regarded as highly or averagely functional in social competence skills. 

This means that their basic social skills to make friends are well-developed, but are not utilized 

in their new social context. Namely, it can be claimed that participants’ current isolated 

situations and loneliness were caused not by their dispositional deficiencies or personalities, but 

by their external environments, such as short residency in new country. 

Fourth, the limits of three survey questions are that they did not consider cultural norms 

and behavioral dispositions. Participants had little sense of “appropriate” behavior in their new 

country. As evidence to demonstrate that these participants had little sense about their new host 

country’s social norms or normative behaviors, all participants who were living with American 

host families described experiences of conflicts and big quarrels with their hosts during their 

initial resettlement because of a different perception about “good” and “appropriate” behavior as 

a minor and student, and because of different parenting styles and cultural norms. On the other 
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hand, in the survey measuring their social competence skills, they earned very high scores. Their 

high scores were related to Korean culture and Confucianism, which respects hierarchical social 

relations with elders or the use of honorific language or terms of respect to seniors, including 

teachers. Cultural background and different evaluations of normative behaviors could be one of 

the reasons why the participants were assessed as students who have high social competence 

skills, even though other dimensions of social skills, such as group discussion or appropriate 

social manners, etc. were absent because of their limited English skills and little sense of 

American normative behaviors.   

Fifth, in the context of the fourth feature, all participants described  having difficulties 

and indescribable affective, cultural, and linguistic obstacles when building friendships with 

American peers, regardless of their gender, age, periods of residency, and level of isolation. Even 

male adolescents who did not consider themselves isolated acknowledged that there were big 

differences between them and their American peers culturally, so that they encountered obstacles 

preventing their belonging to peer groups at the dyadic or clique level. These immigrant 

adolescents defined such situations and barriers as their isolated conditions.  

Finally, the three survey instruments might be excellent tools to measure the abstract 

emotional condition of loneliness and isolation objectively and operationally. However, they had 

limitations in measuring ‘Korean immigrant’ adolescents’ affective and social condition—

loneliness and isolation—because they did not reflect Korean socio-cultural norms and 

behavioral features, such as the Korean participants’ strong bond and interdependence with 

family members, the difference in perceptions and behavior by gender and contextual 

backgrounds. Therefore, one recommendation from this research is that the cultural validity in 
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these three measurements be re-tested and modified after analyzing various factors to include 

different culture, normative behaviors values of specific ethnic or cultural groups.    

5.1.3. Information Need, Seeking and Use: Coping-Strategy with Daily Life Problem    

Under the agreements that all study participants’ status is isolated according to the results 

of the three surveys and in-depth interviews, the isolated immigrant adolescents’ information 

behaviors were explored in their daily life setting via in-depth interviews. Some unique features 

were discovered in their information behaviors and their contextual backgrounds and motivations 

in information needs, seeking, and uses.  

First, three main information needs of immigrant adolescents isolated from peers were 

found: ELIS Need 1—English language skills to facilitate learning activities in school in the 

United States; ELIS Need 2—Social skills to facilitate making friends and to become 

accustomed to American culture and normative behaviors; ELIS Need 3—Study skills to 

facilitate academic success in highly competitive educational environments in Korea. These main 

three information needs are exactly aligned with the three main reasons why they immigrated to 

the United States—to acquire a better education. 

Second, even though the motivation of the immigration is their (the participants’) better 

education, the decision to immigrate—the destination, dates, duration, formation of the 

immigration—were not made by themselves but imposed by their parents. These decision-

making processes impacted their information-seeking for preparing for immigration in Korea: 

they were not directly involved in specific preparation activities, so that they did not enumerate 

specific concerns or information needs preparing for immigration in Korea. Moreover, such 

imposed decisions in regard to studying abroad and immigrating affected their dependence on 
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their parents in selecting information sources or coping strategies, so that most information needs 

or source selection were mostly coached by their parents.   

Third, isolated immigrant adolescents’ information seeking and uses were mainly 

exercised in the school setting, even though the study was designed to explore participants’ ELIS 

in their daily life settings. Because participants’ main motivation of immigration and the 

background of their information needs were to obtain a better education, including English skills 

and cultural experiences, their information needs and seeking were mainly related to school 

activities. In that sense, the ELIS model analyzed in the literature review does not correspond to 

the research participants’ information-seeking contexts. Rather, it is contained in the purposive 

or imposed information-seeking practices within school settings, even though the study uses the 

conceptual framework of ELIS model to allow all possible conditions, situations, or contexts in 

participants’ everyday information practices. Yet, the ELIS model is a useful conceptual 

framework for understanding participants’ informal information practices such as seeking 

interpersonal information sources.  

Fourth, to satisfy their main information needs, they used different coping strategies. To 

fulfill cognitive needs—ELIS Need 1 (English language skills to facilitate learning activities in 

school in the United States) and ELIS 3 (Study skills to facilitate academic success in highly 

competitive educational environments), the participants usually sought parents, teachers, Internet 

sources, and DIY. For their socio-affective needs—ELIS Need 2 (Social skills to facilitate 

making friends and to become accustomed to the American culture and normative behaviors), 

they used guidance or counseling from their parents or selected passive coping strategies, such as 

the ignorance of their realities or information-avoiding.  
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Fifth, isolated immigrant adolescents did not seek the necessary information from their 

peer group not because they were isolated from peers but because they questioned the source’s 

credibility. The research participants consulted their parents or teachers, not only because they 

had few friends or were isolated from peer groups, but because they believed that their 

classmates would not know what they did not know, and that their parents would know the 

answers much better than their peers would. They believed that they could trust the information 

supplied by people who have expertise or previous experiences about their uncertainties or 

requests. Isolated immigrant adolescents regarded their parents, whose mother tongue is non-

English and who have little or no experiences with the American lifestyle, as people who had 

more expertise and experiences than their peers. 

Finally, in information-seeking processes, participants’ dependence on parents was 

strong. Their main information needs were satisfied through the information sources their parents 

provided. However, because their parents were also newcomers in the United States and had 

little sense about the life of their new country, their parents relied on information sources from 

study-abroad broker/agents in Korea and other parents who have similar aged children in Korean 

Christian churches in the United States. With the information that they earned from these third 

parties, they supplied the necessary information to their children (the study participants).    

5.1.4. Satisfaction with Information Source and Perception of Information 

In evaluating the information sources they used, first, they showed high satisfaction in 

fulfilling their cognitive needs—such as academic performance, school assignments, English 

studies, college entrance exams, etc. But, for the information sources used for socio-affective 

needs, such as making American friends to release isolation, they did not show any satisfaction, 

yet sustained the use of the same coping strategies—asking parents, avoiding the information-
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seeking, or selecting alternation by engaging in different activities like computer gaming. 

Namely, they used emotion-focused coping strategies such as ignoring their realities rather than 

using problem-focused coping strategies, such as seeking-information to earn answers.   

Second, the participants expressed ambivalence in using parents as an information 

source. Even though they relied on their parents very much, they showed both satisfaction and 

dissatisfaction with the source—parents’ information and guidance. Dissatisfaction with 

information from parents was not related to the content but rather with the way the information 

was delivered. In addition, socio-affective needs—to make friends and reduce their sense of 

isolation—were not satisfied in relying on their parents, yet they showed continuous reliance on 

and trust toward this information source. They continued to seek their parents’ help because they 

thought that they could not find other better sources in their current conditions. 

Third, the three reasons they selected and were satisfied with parents and teachers as their 

main information sources were: (1) cognitively, the information contents are accurate and 

reliable because of parents’ or teachers’ previous expertise/experiences; (2) affectively, these 

sources have accessibility and approachability based on familiarity and comfortableness; (3) 

physically, they are highly available and accessible. These three criteria were central to 

participants’ evaluation of the credibility of their information sources and determined the degree 

of source satisfaction.    

Fourth, the immigrant adolescents conceived of information (1) as something that can 

eliminate uncertainty, that supports decision-making, and that gives them benefit and utility; and 

(2) as a media/source itself, such as computers, books, the Internet, etc. Participants’ subjective 

conception of information and the used information or information sources overall coincided. A 

conception of limited information sources—only the Internet and interpersonal sources—resulted 
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in limited uses of information. If they could not find the necessary information from these two 

kinds of sources, they easily gave up seeking other information sources or tried to ignore their 

current information needs.  

Finally, no study participants regarded the library as a significant information source to 

satisfy their information needs, to help them with their decision-making, school activities, or to 

adjust to new surroundings. The library was limitedly perceived as a kind of place for three 

things—reading/borrowing books for assignments, using computers, studying silently in the 

reading rooms—in their everyday life setting.  

5.2. Discussion: Main Emergent Theme and Interpretation 

This section analyzes the main themes that emerged from the findings and interprets the 

contexts and social phenomenon of the emergent themes within potential conceptual 

frameworks. Five main emergent themes were analyzed and pertinent theories/models to 

interpret these features were suggested and discussed in detail.    

5.2.1. Theme 1: Parent Attachment in Information-Seeking and Use  

The most consistent feature of prior adolescent information behavior research in LIS has 

been the information source adolescents most frequently use and trust—peers. But the 

information source that these isolated Korean immigrant adolescents have sought most 

frequently is their parents—especially their mothers—in the whole processes of their information 

needs, seeking, and uses. Even though they were sometimes not satisfied with their parents as an 

information source, they continuously sought the information and advice their parents provided. 

Even though their physical, cognitive, and affective developmental levels appears to be normal, 

all of the study participants regressively depended on their parents and showed strong emotional 
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attachment to their mothers. It is possible to interpret the phenomenon of their attachment to their 

parents in two dimensions: psychological and socio-cultural approaches.  

5.2.1.1. Psychological Approach: Human Need for Security and Belongingness. 

Attachment to their parents—as the most trustful and reliable source—is possibly related to the 

seeking of a feeling of security (security need, the second lowest level in hierarchy of human 

needs), one of the most basic human needs (Maslow, 1943). While Maslow’s theory of 

“hierarchy of needs” in his Theory of Human Motivation (1943) is not deeply analyzed here, he 

notes that people cannot seek higher level needs, such as autonomy or independence before basic 

needs—such belonging and security—are satisfied. Insecurity and little sense of belonging due 

to isolation from peer groups in the new country may be part of the reason why these adolescents 

turn to parents who are the most trusted (Schave & Schave, 1989). In that sense, this unique 

phenomenon of the research—attachment to their parents in information-seeking and uses for 

adjusting to the new world—can be interpreted as a natural human behavior in unsecure and 

unstable life conditions.  

For instance, some earlier studies in the field of Psychology (Black, Jaeger, McCartney, 

& Crittenden, 2000; Greenberger & McLaughlin, 1997) found that when students transfer to new 

schools or environments, there is a tendency for temporal developmental regression, such as 

excessive attachment to their mother rather than seeking autonomy or independence. For the 

isolated immigrant adolescents who took part in this study, they are also newcomers and their 

daily life is different from that of their home country, even though school activities and curricula 

appeared similar to those of their home country. Their basic daily work that they could perform 

independently and easily in their home country—going to school, making close friends, and 

being involved in school activities—became current life problems and burdens that they could 
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not overcome without their parents’ assistance and support in the new country. Moreover, their 

isolated and stressful environments made them feel that their physical and emotional security 

was jeopardized. Accordingly, their attachment to their parents may reflect a human basic 

motivation and a natural inclination to seek the information through the most secure and trustful 

people in odd and vulnerable surroundings.    

On the other hand, if these young immigrant adolescents’ dependence on their parents is 

regarded as being abnormal and regressive from a developmental stage of adolescence that 

normally shows movement toward increased autonomy and separation from parents, 

participants’ attachment to parents looks similar to  a symptom of Reactive Attachment Disorder 

[RAD]. RAD can be briefly understood as a disturbance of social interactions caused by the 

neglect of a child’s basic physical and emotional needs, particularly during infancy (American 

Psychiatric Association, 2000). A child placed in an orphanage at birth and raised by multiple 

caretakers without primary parent-figures can develop RAD. The child’s excessive attachment to 

the parents or guardians sometimes result from the parents leaving their children in a public 

nursery rooms or neglecting their need for physical safety and emotional bonds (Austin, 2004). 

The participants in this study were not assessed for RAD and the diagnosis of psychological 

disorders is outside the scope of the study reported here. This may be a topic for further research 

in developmental psychology.  

Yet, even though the study participants—isolated immigrant adolescents—have similar 

symptoms with children who have suffered from RAD in their sudden segregation from their 

familiar environments (culture, language, relationships in their home country), it is limiting to 

interpret the participants’ attachment to their parents as a result from the symptom of RAD. The 

study participants, as opposed to people who suffer from RAD, have received much support from 
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their parents with high SES. In that sense, the inner drives/reasons of the research participants’ 

behavior are different from those of the children with the symptom RAD who were ignored by 

their parents in their childhood, even though the external behavioral features—attachment to 

their parents—look very similar. Participants do not suffer from RAD but from the stress of 

adjusting to a new country, which made it natural and normal for them to be attached to the 

subjects whom they could trust and belong to in new and odd surroundings. Although the 

participants have been exposed to American culture in Korea—for example, they are used to 

eating Western-style fast foods frequently, have traveled out of Korea, and learned to speak 

English at school—they had to learn new and different social norms and normative behaviors 

and to live in another country as new immigrants. Moreover, almost all the decisions regarding 

immigration were not voluntary, but imposed by their parents, and without much previous 

preparation in the home county, they have been uprooted from all they were used to. In the 

context, it looks ordinary, rather than odd or abnormal, that the subjects depend on their family 

members whom they trust as credible information sources in the perspective of human affect.          

5.2.1.2. Socio-cultural Approach: Family Oriented Korean Culture. In terms of the 

socio-cultural dimension, it is possible to interpret the phenomenon of dependence on parents as 

a cultural difference reflecting the closeness and bonds of Asian or Korean families. As already 

mentioned in the literature review and the previous sections, Confucianism should be understood 

in order to comprehend Korean or Asians’ behavior and the values that can be the main cause 

and basis of social behaviors (Haboush, 1991). Confucianism considers the family as the 

fundamental unit, which  means that the family precedes an individual member (Bae, 2007; Min, 

1995). In that sense, their attachment to their parents in information seeking, specifically 

regarding education, looks a very natural behavior in Korean or Asian culture and society.  
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In addition, Korean immigrant adolescents know how much their parents sacrificed for 

their education (e.g., resigning stable jobs, family members’ separation, financial investment, 

etc.). Thus, one of the reasons for studying hard and being good students in school was to 

compensate for their parents’ sacrifice as illustrated in their interview contents. In that context, 

Korean immigrant adolescents do not act impulsively and follow their parents’ instructions 

passively, even though they do not agree with their parents or are not satisfied with them as 

information sources—their instruction or guidelines—affectively. In these situations, immigrant 

adolescents’ attachment to parents in seeking/using information sources can be a natural and 

normative behavior, rather than an abnormal behavior to retrograde at the developmental level of 

adolescence—not to seek autonomy from their parents.      

As a comparative study supporting the above socio-behavioral phenomena, Claes (1997) 

compared three different ethnic groups’ family relationships and adolescents’ peer interactions. 

He explored the differences in interpersonal relationships of adolescents from Canada, Belgium, 

and Italy. The study revealed that Italian adolescents had very high level of closeness with all 

members of their families compared with different ethnic groups. Italian adolescents differed 

from Belgians and Canadians in the level of intimacy of the conversation with members of the 

family. On the other hand, Canadian adolescents had the most frequent and longest daily contact 

with their friends and they shared more activities with their friends than either of the other 

groups. Belgian adolescents were found to adopt a middle position between the two extremes: 

they chose equally often a parent and a friend as the person closest to them. In this context, 

Korean immigrant adolescents’ dependence on their parents—instead of their peers or friends—

can be interpreted as a unique feature of Asian or Korean family culture, rather than an abnormal 

regressive behavior caused by social isolation and vulnerability. 
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5.2.2. Theme 2: Dependence on Interpersonal Information Source  

The study found that the isolated immigrant adolescents preferred interpersonal and 

informal sources (i.e., information collected when talking with parents or family members) to 

formal information sources/systems (i.e., libraries, books, etc.). Isolated immigrant adolescents 

usually turned to people when seeking necessary information; they talked with significant and 

credible people—their parents/teachers—rather than searching for formal and written 

information via the Internet or libraries. Adolescents’ parents, the participants’ main information 

source, also relied on interpersonal information sources shared by other parents with similar aged 

children to inform their children (research participants). 

Two conceptual frameworks are possibly considered as potential theoretical lenses to 

explain the participants’ and their parents’ dependence on interpersonal sources: First, as a 

theory under objectivism (Case, 2012), the Principle of Least Effort can explain the interpersonal 

information uses in the perspective of the general human trait  to seek least work. Second, as a 

theory under social constructionism to “focus on talk and language, as they emerge from 

interaction among members of a community” (Case, 2012, p. 190), Information Poverty Theory 

can possibly interpret immigrants’ limited interpersonal information source uses within same 

ethnic group members under particular social contexts. Within these two perspectives, the 

research tries to explain the rationales of the second emergent theme—reliance on interpersonal 

and informal information sources via talking with people.   

5.2.2.1. Principle of Least Effort: General Human Nature to Seek the Least Work. In 

synthesizing various phenomena and characteristics of information behaviors, Case (2012) 

concluded that “many people use formal sources rarely, relying instead on informal sources such 

as friends and family, or knowledgeable colleagues at work, along with what they learn from 
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mass media and other elements of their environments.” (p. 375). Harris and Dewdney (1994) 

also explained the uses of personal information sources with the concept of ‘information habit’: 

people follow their ingrained patterns in seeking information. The sixth principle of information 

behaviors that the two researchers found out addresses that “people tend to seek information that 

is easily accessible preferably from interpersonal sources such as friends, relatives or coworkers 

rather than from institutions or organizations, unless there is a particular reason for avoiding 

interpersonal sources” (p. 27).  

In accord with earlier studies in LIS, participants’ and their parents’ pursuit of 

interpersonal sources—talking with parents or other same ethnic group members in Korean 

churches—is a general phenomenon that people practice naturally. It is not a unique feature of 

isolated immigrant adolescents’ information world. Previous studies in LIS have used the 

Principle of Least Effort [PLE] to explain why people seek interpersonal sources (Connaway, 

Dickey, & Radford, 2911; Lu, 2007; Xu, Tan, & Yang, 2006). The phenomenon—utilizing 

limited informal information sources and channels, such as parents or peers with similar ethnic 

background via interpersonal communication channels—may reflect a  human preference for 

efficacy and convenience, as explained in Zipf’s PLE (Case, 2012). 

PLE’s basic idea is that “in performing tasks (e.g., writing or speaking) individual adopt a 

course of action that will expend the probable least average of their work—the least effort” 

(Case, 2005, p. 289). In light of the premise of PLE, isolated immigrant adolescents’ dependence 

of interpersonal information sources can be interpreted as utilizing a coping strategy that requires 

the least effort. Isolated immigrant adolescents tend to minimize the effort required to use 

necessary information; as a result, they tend to use the sources that they have easily used—
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informal and interpersonal information sources: their parents—even if the information sources 

have lower quality than new information sources, such formal information sources.  

However, Case (2005) pointed out one of  PLE’s limitations: “it lacks specificity and 

tends to reduce the complexity of human behavior into one explanation that ignores context and 

individual difference” (p. 291). Considering that the immigrant adolescents’ information world 

has various and complex contexts and particular life conditions in the study findings, PLE seems 

to oversimplify isolated immigrant adolescents’ specific context and dependence on 

interpersonal communication channels. According to the social constructionists’ perspective 

(Tuominen & Savolainen, 1997), information behavior occurs in social contexts and involves 

multiple people so that individuals do not seek information in vacuum. The two scholars 

suggested analyzing and comprehending individuals’ information behavior within their particular 

situational contexts. Therefore, within the conceptual framework of ‘information poverty’, one of 

social constructive perspectives used to explain human information-seeking within impoverished 

socio-cultural contexts, the study tries to interpret the rationale of the second theme—

interpersonal information source uses.  

5.2.2.2. Information Poverty: Limited Information Use through Insufficient and 

Limited Information Source/Pool. In studies exploring immigrants’ information behavior and 

their Information Ground, Karen and her colleagues (Fisher, Durrance et al., 2004; Fisher, 

Marcoux et al., 2004) found that immigrants prefer interpersonal sources—talking with their 

peers—to formal information sources—referring to legal documents in libraries or information 

centers. The studies suggest not interpreting the finding of information-seeking as a pursuit of 

human’s least effort, because this pursuit does not consider immigrants’ specific social contexts, 

such as immigrants’ socio-affective and linguistic barriers to access to information systems 
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(formal information sources such as libraries). In the same context, isolated immigrants’ 

dependence on informal information sources—through interpersonal communication channels, 

such as talking with their parents or family members—can possibly be interpreted as the 

outcome of information poverty by the use of limited communication channels—interpersonal 

and informal information sources—within the same small ethnic communities. The phenomenon, 

one of the chronic problems in immigrants or minority societies, has been explained as 

information poverty in earlier studies of immigrants’ information world in LIS (Chatman, 1987, 

1996; Chatman & Pendleton, 1995; Davis & Bath, 2002; Fisher, Durrance et al., 2004; Metoyer-

Duran, 1993, 1999; Spink & Cole, 2001).  

Childers and Post (1975) defined information poverty as a ‘culture’ of the disadvantaged 

by pointing out three characteristics, rather than physical or economical features. According to 

Case’s (2012) synopsis of  information poverty, which Childers and Posters discussed, the 

features are as follows:  

(a) a low level of processing skills, marked by reading, language, hearing, or eyesight 

deficiencies (b) social isolation in a subculture, leading to unawareness of information 

known to a large public, reliance upon rumor and folklore, and dependence on 

entertainment-oriented media like television and (c) a tendency to feel fatalistic and 

helpless, which in turn reduces the likelihood of active information seeking (p. 114). 

When considering the first (a) and second (b) conditions of information poverty, isolated 

immigrant adolescents and their parents’ limited or low English proficiencies can lead them to 

depend on interpersonal sources within their ethnic community. Also, in immigrant society, the 

existence of an “ethno-linguistic community,” based on strong kinship network with a similar 

language, culture and ethnic background, are well-known social impoverished features 
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(Menjivar, 1995, 1997; Metoyer-Duran, 1993). Hence, study participants’ (immigrant 

adolescents’) parents’ acquiring of information through Korean church members in order to 

provide information to their children (the study participants) is congruent with other immigrant 

or minority groups’ information-seeking behaviors.   

However, unlike other immigrant or minority social group members, the study 

participants are not physically and socio-economically poor or marginalized. Rather, they belong 

to high SES in both Korea and the United States; several participants may even belong to 

privileged groups. Also, these Korean adolescents have been much supported from their parents 

and family members in various dimensions—especially in educational and economical supports. 

Nevertheless, the information sources that they can use or have used have been insufficient and 

limited to interpersonal sources—information sharing by their oral communication based kinship 

networks— parents’ peer groups within their same ethnic communities. Considering the two 

conditions (first (a) and second (b)) among the above three characteristics of information 

poverty, the immigrant families’ and their children’s (isolated immigrant adolescents’) reliance 

on interpersonal information sources can be interpreted as a phenomenon of information poverty. 

Strictly speaking, the tendency to use interpersonal and informal sources is neither a new 

nor negative phenomenon within LIS. Research on information use among other general 

populations, particularly professionals or scholars, illuminated that an ‘invisible college’—

scholar groups that share critical information sources through interpersonal relationships and 

communication such as conference or seminars—exists in these groups (Zuccala, 2006). The 

interpersonal information sources and their active information sharing played a significant role in 

their information world, such as collaborative information-seeking and uses. Yet, the information 

environments of these learned groups assume a relatively stable social context in which 
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informants are familiar and comfortable with information uses, and have a multitude of 

information resources via formal information sources and channels beyond their colleagues 

(Courtright, 2005). Such contexts cannot be assumed for new immigrants who may not make 

considerable efforts to obtain information, even for basic needs granted that they have basic 

language skills. The quality of the information transmitted through interpersonal communication 

of ethnic communities, such as parents or peers, is sometimes uneven, “leading to a trial-and-

error approach to navigate local information systems, which is often costly and demoralizing” 

(Courtright, 2005, para. 1). Immigrant adolescents’ and their parents’ information-seeking and 

reliance on informal interpersonal sources may intensify their impoverished conditions because 

of their limited and blocked formal communication channels because of  socio-cultural or 

linguistic barriers in the new country (Harris & Dewdney, 1994).  

Therefore, their dependence on interpersonal information sources might lead to 

information uses through formal and public information channels, such as public or school 

library media center or assistance/instruction of public information mediators, such as librarians 

or school teacher groups. These suggestions—to support immigrants to use public and formal 

information sources/channels—will enable immigrant adolescents and their family members to 

select necessary and pertinent information within various, open, fair and wide information 

sources/pools. 

5.2.3. Theme 3: Information Ground: Church as Information Center    

In the adolescents’ selection of information sources, it was found that they strongly 

depended on their parents—the information and guidance that parents provided (Theme 1). In 

addition, in order to supply tailored information to their children (immigrant adolescents), their 

parents relied on interpersonal information sources from other parents who have similar aged 
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children in Korean Christian churches in the United States (Theme 2). It was also found that the 

Korean churches, in particular, became the main and significant place in sharing information 

among parents. However, the result—Korean immigrants’ social activities connected with a 

Korean church—could be biased by the fact that most participants were contacted through a 

Korean church and the other participants were introduced by these interviewees—church 

members—in a snowballing way. Nevertheless, many studies on Korean immigrants or Korean-

Americans have already explored how Korean Christian churches have important social 

functions for Koreans in the United States. Min (1992) explained that Korean immigrants show 

greater church involvement than any other ethnic group in the United States. The earlier studies  

assert that Korean immigrants attend Korean churches not only for religious purposes but also 

for social practical needs, such as fellowship, information sharing, etc. (Hurh, 1998; Min, 1992).  

Therefore, Information Ground (Pettigrew, 1999) can be a good conceptual framework to 

explain these Korean parents’ information acquisition from ethno-linguistic information 

gatekeepers and their interpersonal information sources via similar ethnic groups (ethnic church 

members) and a particular place (ethnic church). Strictly speaking, the concept of Information 

Ground is not applied to immigrant adolescents’ information-seeking but to their parents’ 

information world.  

To understand interpersonal communication channels or informal information-seeking 

and uses in daily life contexts, the concept of Information Ground has been proposed by Karen 

Fisher (née Pettigrew). Her ethnographic study of the flow and exchanges of information among 

nurses and elderly patients at a foot clinic led her to develop the concept of Information Ground 

(Pettigrew, 1999). Information Ground is defined as “environments temporarily created by the 

behavior of people who have come together to perform a task, but from which emerges a social 
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atmosphere that fosters the spontaneous and serendipitous sharing of information” (Pettigrew, 

1999, p. 811). One of the traits of Information Ground is that social interaction is a primary 

activity such that information flow is a by-product. Within social activity, people engage in 

informal information sharing and sometimes obtain significant information. Because of parents’ 

active participation in events and activities in their Korean Christian church, the Korean church 

may be a significant Information Ground for parents who play the significant roles of 

information mediators and providers to supply the core information to their children (isolated 

immigrant adolescents).       

In previous studies of immigrants’ information seeking and uses, ethnic churches are 

known to be one of the Information Grounds (Fisher, Durrance et al., 2004; Fisher, Marcoux et 

al., 2004). Even though they did not use the exact term of Information Ground, earlier studies in 

LIS found the phenomena of important information exchanges through ethno-linguistic 

information gatekeepers within immigrant communities, such as churches or market places 

(Jeong, 2004; Metoyer-Duran, 1999). In this small Korean immigrant community in Terrace 

City, these phenomena—limited social activities within the same ethnic-linguistic groups and 

church or ethnic market places as Information Ground and significant information sources to 

share necessary information—were also discovered. In addition, this feature can be connected 

with the conceptual framework of two-step flows which will be discussed in the next section.  

5.2.4. Theme 4: Two- (or Three-) step Flow—Parents as Information Gatekeeper   

Isolated immigrant adolescents acquired necessary information through their parents and 

teachers indirectly rather than accessing the necessary information sources directly from formal 

information systems, such as the library or the Internet. In order to supply tailored information to 

their children (isolated immigrant adolescents and the research participants), their parents used 
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information via other information mediators or imposers—other parent groups who have 

children of similar ages in Korean churches or commercial study-abroad agents/brokers in 

Korea. Namely, the information that the study participants used was filtered and reached, via a 

two or three-step flow, to immigrant adolescents. The phenomenon can be explained by the ‘two-

step flow’ theory well known in communication theory.  

The two-step flow theory explains the social phenomenon that transfer information from 

formal information sources, such as mass media to people—particularly opinion leaders or 

information gatekeepers who filter and pass on new information or news to their close and 

reliable acquaintances (Case et al., 2005). This theory can, in brief, sum up individuals’ 

acquiring of information via interpersonal channels—such as family, friends, kinship networks—

and then use formal information sources like Internet or  mass media like TV or radio (Katz & 

Lazarsfeld, 1955). In this theory, the role of information gatekeepers or opinion leaders is critical 

in the information-sharing and individuals’ decision-making or source selection processes. 

Information gatekeepers or opinion leaders filter mass information earned from formal 

information channels and provide tailored information to the end-users—their acquaintances.  

Earlier studies in the LIS field, in applying this model to information environments and 

population, investigated the roles of opinion leaders or (ethno-linguistic) information gatekeepers 

(Agada, 1999; Chatman, 1987; Metoyer-Duran, 1993, 1999). These studies showed that 

information gatekeepers still played the significant roles in interpersonal information-seeking 

and uses in various social contexts and population groups, such as low-income communities, 

immigrant groups, or minority ethnic groups, etc. For instance, Chatman’ study (1987) found  

that individuals in impoverished information environments experienced typical information 

poverty, such as information-blocking of significant information because of socio-economic 
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barriers. Metoyer-Duran’ study (1999) discovered that ethno-linguistic gatekeepers played the 

cultural brokers and information mediators to link their small world and larger society—

mainstream of information world—in their interpersonal information flows within immigrant 

communities. In a nutshell, the two-way flow model and the following applied various empirical 

studies in related fields, including LIS, have noted that it is very important to understand the 

roles of information gatekeepers to assist information flows and evaluate the quality and 

credibility of information.  

Yet, in current information seeking or communication studies, especially in the field of 

consumer health information seeking or communication, scholars hesitate to apply this theory to 

explain current information-seeking and communication flows. Because the Internet powerfully 

became users’ first and most preferred information source in the digital information 

environment, some empirical studies discovered that information seekers’ first source is not the 

nearest and the most accessible and credible people (e.g., family, friends, etc.) nor information 

but the Internet (Case et al., 2004; Cline & Haynes, 2001; Rutten, Squiers, & Hesse, 2006). The 

Internet displaced the functions of interpersonal sources (e.g., family members) to filter mass 

information sources and confirm the credibility of used information. As a result, the Internet acts 

as a substitute of the gatekeepers’ roles when seeking necessary information in the two-step 

flow.  

However, in the information world of isolated immigrant adolescents the traditional 

model of two-step flow via interpersonal sources was still present. In the study’s finding, after 

contacting and receiving information from interpersonal sources and information mediators—

parents or teachers—regarding the information of formal information sources, such as Internet 

sites or books, study participants selected the necessary information from formal information 
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sources. As mentioned in the previous sections, immigrant adolescents’ main interpersonal 

sources and information gatekeepers were their parents, and their parents’ information 

gatekeepers and information mediator/imposers were commercial study-abroad agents/brokers 

and other parents among the same Korean church members.  

When considering information gatekeepers’ significance in information-flow and sharing, 

it is required to assess quality about information gatekeepers—adolescents’ parents—in various 

dimensions and to sustain the qualified levels. Within current study participants’ social contexts 

and information use patterns, information gatekeepers’—parents’ and study-abroad agents’—

qualification or levels of information literacy skills should be guaranteed. In that sense, 

immigrant adolescents can be regarded as living in an impoverished information world. Of 

course, these study participants and their family members do not live in physically and socio-

economically impoverished environments. Rather, these adolescents have received much socio-

economical and educational supports from their parents or various private agents. Yet, study 

participants’ information-gatekeepers—their parents—are still newcomers in the new society. 

The linguistic and cultural differences or unfamiliarity often make it difficult for these new 

residents to understand what authorities and qualifications are in their information world. The 

lack of knowledge about authentic and qualified formal information systems in the new country 

led these information gatekeepers—adolescents parents—to rely on very limited information 

sources—similar ethnic group members—through interpersonal information sources or private 

commercial agents/brokers. As already mentioned in the previous section of interpersonal 

sources (Theme 2) and information ground (Theme 3), the quality of the information transmitted 

through interpersonal discussion within ethnic and kinship ties is uneven and inconsistent, 
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“leading to a trial-and-error approach to navigate formal information systems, which is costly 

and demoralizing” (Courtright, 2005, para. 1).  

Of course, this study did not investigate who information gatekeepers are nor measured 

the characteristics or qualities of information gatekeepers with any objective scales. It is outside 

the scope of the study reported here, even though it may be a good topic for further research—to 

recognize the information gatekeepers in the study population and their qualification as 

information mediators. But the limits and problems that Courtright (2005) pointed out were 

actualized in information practices of the study participants and their information gatekeepers. In 

that sense, these parents have limited language/literacy proficiency, even though they are all 

educated and have basic language and information literacy skills. They are unfamiliar with the 

configurations and rules of various local information systems. They used necessary information 

through very limited ethnic group members—same ethnic church groups, “outside the 

mainstream of information world” (Chatman, 1996). Moreover, some parents—children’s main 

information sources—absolutely depended on the information from private study/immigration 

agents when continuing to pay expensive service fees because they thought that they had no 

experiences and correct information about American school environments or systems. Private 

study agents or information brokers are not non-profit organization, so that the information they 

provide can be biased according to the agencies’ profits or conditions. In conclusion, in regards 

to the information seeking patterns and use environments, the information-gatekeepers’— 

parents’—information world might be also improved and their quality as an information source 

should be guaranteed and sustained via support of public information sources such as libraries.  
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5.2.5. Theme 5: Passive Information-Seeking, Information-Avoiding and Ignorance 

In seeking information to fulfill their information needs, especially socio-affective 

information needs—to make friends to overcome their isolated and lonely conditions (ELIS 

Need 2)—it was found that isolated immigrant adolescents passively coped with their situation: 

they easily gave up seeking information and negatively embraced their realities with low 

expectations for building friendship with peers. These phenomena—passive information-seeking 

and information avoidance—can be interpreted in two perspectives: coping theory and 

information poverty related limited information literacy skills.  

5.2.5.1. Stress-Coping Theory: Information-Avoidance when Facing Uncontrollable 

Reality. In dealing with daily life hassles or concerns, adolescents would not want to seek and 

use information because they perceive information as useless and unhelpful or because they 

prefer other methods—ignoring their reality. The acquisition of particular information, in their 

view, would not make their worrisome situations better. Regarding the reason why these 

adolescents do not seek/use information actively for solving their current problem, the 

framework of coping theory provides a lens to understand isolated adolescents’ passive 

information-seeking.  

Stress-coping theory in Psychology has explained why people may avoid information or 

passively seek information, even though their needs for information to overcome their negative 

and difficult situations is strong (Miller, 1987). Under the big umbrella of coping theory, 

information seeking (or non-seeking—avoiding) is regarded as one reaction among various 

coping strategies for dealing with life stresses and concerns. Various coping strategies can be 

divided into two styles: problem-focused vs. emotion-focused coping (Lazarus & Folkman, 

1984). The problem-focused coping strategy involves an attempt to solve, re-conceptualize, or 
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minimize the effects of stressful situations. On the other hand, the emotion-focused coping 

emphasizes their affective conditions in stressful situations, thus defending themselves from the 

discomfort that they experience when seeking information. Affectively vulnerable populations, 

such as isolated immigrant adolescents, have a tendency to use emotion-focused coping 

strategies to protect themselves from negative realities.  

However, the critical point for deciding whether people use a coping-strategy that is 

problem-focused or emotion-focused is their perception about the controllability of their reality 

or stressors. The concept of ‘control’ in coping theory is significant. Control (Miller, Combs, & 

Stoddard, 1989) is defined as “the individual’s perception of some actions that change an 

aversive stimulus that he or she can execute (or has the potential to execute)” (p. 108). If people 

believe they can control current (stressful) situations, people use a problem-focused coping 

strategy and willingly seek information. However, when a stressful condition is uncontrollable, 

they use emotion-focused strategies, so that they may protect themselves from negative affects 

by avoiding information or ignoring realities. 

According to Causey and Dubow’s study (1992), children are more likely to rely on 

approach strategies (problem-focused strategies) to cope with school stressors (e.g. low academic 

achievement such a poor grade on an exam or homework), which they rated as more controllable 

than peer stressors (e.g., isolation from peers, peer-bullying), and are more likely to use 

avoidance strategies to cope with peer stressors. The findings of this study explain isolated 

adolescents’ tendency to give up seeking information or trying to find alternative ways to build 

peer-relationship for ELIS Need 2; rather than for ELIS 1 and 3, which are related to cognitive 

needs. In terms of stress-coping, information-avoidance is understood as one coping strategy and 

a defense mechanism to protect individuals from stressful conditions and realities that they 
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cannot control. Therefore, “information seeking in the coping context may be best understood as 

an ‘option’ instead of a ‘must’—it is a skill that children should have, but not one that they must 

always use” (Lu, 2010, p. 85).  

5.2.5.2. Passive Information-Seeking by Limited Information Literacy 

Competencies. If information-seeking is accepted as a skill to cope with immigrant adolescents’ 

current problems (and a skill which should be educated), it is possible to explain the causes of 

their passive information-seeking in the perspective of their limited information literacy skills or 

low perception in relation to their lack of information literacy skills. The study participants were 

not evaluated for information literacy skills with objective measurement scales, and the 

assessment is outside the scope of the study reported here. This may be a topic for further 

research to explore relationship between youth information-seeking and their information 

literacy. However, when analyzing the study findings in Chapter 4—self-perception of 

adolescents’ information-seeking and information and their actual seeking-behaviors—it can be 

broadly concluded that these immigrant adolescents have limited information literacy skills. 

They also misunderstood information-seeking processes and information. Accordingly, it can be 

possibly interpreted that their current situation—their insufficient information literacy skills and 

low perception of the significance of information seeking—led them to seek information 

passively to use the same or limited information sources. 

According to the definition of information literacy skill by Information Literacy 

Competency Standards for Higher Education (2000), information literates are able to “(a) 

determine the extent of information needed; (b) access the needed information effectively and 

efficiently; (c) evaluate information and its sources critically; (d) incorporate selected 

information into one’s knowledge base; (e) use information effectively to accomplish a specific 
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purpose; (f) understand the economic, legal, and social issues surrounding the use of information, 

and access and use information ethically and legally ” (p. 2-3). In light of the main characteristics 

of the information literates, the isolated immigrant adolescents seem to have limited literacy 

skills, especially in categories (c) and (e)—to evaluate information sources and then select and 

use them effectively and efficiently. As evidence that the participants have little knowledge of 

information sources and their level of, they could not distinguish between information and 

information sources in the questions about their own perception/conception of information and 

information sources. They comprehended information-seeking as a using computer or the 

Internet for better decision-making. Accordingly, if they could not find out the necessary 

information from the Internet and their parents, they did not try to find out other possible 

information sources because they had limited knowledge regarding other kinds of reference or 

information sources. In addition, even after experiencing dissatisfaction with limited information 

sources, they responded to their information needs by rejecting the idea of looking for 

information alternatives or channels because of previous failed experiences and a lack of 

knowledge about alternative choices—other information sources. They, finally, ignored their 

realities or gratified their current situations—loneliness and isolation—without trying to seek 

alternative solutions. Conclusively speaking, the limited knowledge about information sources or 

misconception of information-seeking—limited information literacy skills—may have caused the 

adolescents to select the passive coping strategies—to avoid information or to seek limited 

information sources passively.  

On the other hand, these information-literacy competences are deeply related to learning 

environments and goals in each host country and home country. One interesting finding is that 

Korean immigrant adolescents assured that DIY is one of the best methods and information-
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seeking strategies for achieving their successful educational goal (ELIS Need 1 and ELIS Need 

3). Most Korean parents also disciplined their children—research participants—to study hard by 

themselves because the parents believe that DIY is the most ideal studying strategy to attain 

creative thinking, self-regulation, and self-actualization. The DIY method can, in brief, be 

understood as a way of self-directed learning with intrinsic learning motivation rather than 

imposed-learning styles by their teachers’ lectures or textbooks with extrinsic motivation.  

However, study participants’ understanding of DIY was somewhat deviated from the real 

meaning—self-directed learning based on the information-literacy competence. To perform this 

self-directed learning, basic information-literacy skills should be premised because self-directed 

learning is required to use a wide variety of information sources to expand knowledge, ask 

informed questions by themselves, and sharpen critical thinking to evaluate the contents and 

information. But, immigrant adolescents regarded DIY as a learning behavior that they should 

study hard for university entrance examinations with the best and core workbooks and limited 

textbooks imposed by their parents or teachers without any reliance or forces by parents or 

teachers. When stressed by the university entrance exam in the Korean education system and 

pedagogy (McGuire, 2007), the reinforcement of DIY was not an ideal self-directed learning 

method with the basis of the information literacy skills at all. Rather, it was another imposed 

teaching/studying way to reinforce self-memorization approach with limited core textbooks—the 

workbook and lectures. Because their educational goal is not to perform and prepare creative and 

critical thinking abilities for self-lifelong learning but to pass the entrance examination 

successfully, to the participants, the meaning of DIY was not self-directed learning based on 

information-literacy. Indeed, most participants thought that did not regard information-seeking 

and retrieving processes as significant phrases of learning activities but as a waste time taking 
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them away from their studies. Thus, DIY to the participants and their parents is understood as 

another way to pursuit for self-memorization of core and limited textbooks for examination 

regardless of information literacy competences.   

In conclusion, study participants’ passive information-seeking and information-avoidance 

can be possibly related with a misunderstanding or misapplication of the DIY motto and their 

previous experiences in Korean educational systems and learning environments. Even when 

adopting avoiding information-seeking practices, they believed that they were practicing DIY 

because they performed learning activities by reading workbooks ‘by themselves’ and did not to 

seek other information or help via teachers or parents. These phenomena are deeply related to the 

Korean educational environments which do not require information literacy competencies and 

lecture based education (McGuire, 2007). In that sense, information seeking with educational 

goals in the school setting is closely connected with their information-literacy competence which 

is related to Korean educational goal and environments. Therefore, individuals’ information-

seeking activities, including avoidance, are affected not only by personal dispositional features in 

coping-stress—inner controllability—but also by the socio-cultural background and experiences, 

such as educational experiences and atmospheres.   

5.3. Implication and Recommendation 

On the basis of analyzing the study findings and the unique emergent themes/phenomena 

this study suggests some empirical alternatives and implications to improve isolated immigrants’ 

information environments. These suggestions are focused on improving immigrants’ daily life 

settings, including schools and libraries, practically rather than on recommending professional 

implications in LIS research. Comments on theoretical suggestions and further research agenda 

for LIS academic research will be made in the section of limitation and future study.   
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 5.3.1 Parents’ Education: Immigrant Parents’ School Involvement  

This study found that immigrant adolescents’ parents—children’s information imposers 

and information gatekeepers—live in an impoverished information world by using limited 

interpersonal information sources within the same ethnic groups—Korean churches (Theme 1 

and Theme 3). Thus, motivating their parents to acquire information from formal and public 

information systems, like school or public libraries, rather than from interpersonal and informal 

information sources, as well as  to involve in the mainstream of the information flows is 

suggested. As an alternative to allow immigrant parents to earn information within mainstream 

society—rather than outside of the mainstream information world, so called, small world 

(Chatman, 1996)—this study suggests that school teacher groups invite these immigrant parents 

to participate in their children’s school activities and curricula.  

American schools can be a prime point of contact between immigrant adolescents and the 

new country, so that schools play a significant role as acculturating agents to these new 

immigrant adolescents (Berry et al., 2006). Also, a school can become a critical Information 

Ground to learn ways to communicate with their new country through interaction with the 

mainstream society (American school) in sharing information through peer interaction and 

overcoming the deficiency and limits of Information Ground generated by small ethnic groups’ 

social interaction (limited interpersonal information sources). If we agree that American school 

can be a strategic space for granting richer and more credible information to their children—

immigrant adolescents—it is vital for school teachers to stimulate these immigrant parents to get 

involved in school activities and to help them understand the American school systems and 

detailed learning curricula. Therefore, this study suggests that school teachers encourage 

immigrants’ parents to be more involved in their children’s learning activities and in parent 
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education which provides parents instruction and information for adolescents’ adjustments to 

new school environments.  

In the field of education, previous studies already found that parental involvement in 

school is salient in determining how well immigrant students do in school (Schleicher, 1992; 

Yao, 1988). However, at the same time, it was also discovered that these immigrant parents were 

confronted with various difficulties while contacting teachers and participating in school 

activities. These difficulties were usually caused by linguistic and cultural barriers, feelings of 

discrimination, and limited school support (Sohn & Wang, 2006). Hence, earlier studies 

recommend that parent education programs should be premised to understand these barriers. 

Also, previous literature suggests that teacher groups need to be sensitive to immigrant parents’ 

needs and perspectives (Yao, 1988). These parent education programs can include training 

parents to understand the curricula in their school and strategies to help their children in school 

life. As a result, these parents’ education and school involvement will allow parents to participate 

more actively in their child’s educational experiences and school requirements. Parents’ better 

understanding of American school systems and learning environments will enable immigrant 

adolescents to receive rich and credible information from their parents—their main information 

providers and information-gatekeepers.   

5.3.2. Teachers’ Education of Cultural Competence Skill: Adolescents’ Social Inclusion and 

Tolerance of Difference  

The study findings presented demonstrate that teachers, along with parents, played a 

significant role as information-gatekeepers and mediators in immigrant adolescents’ initial 

assimilation and adjustment in school settings. Almost all basic guidance and information for 

resettlement to new schools were supplied by teacher groups before immigrant students inquire 
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about their needs: they assessed newcomers’ levels of English skills; arranged special classes 

such as ESL classes; provided special orientation times and programs, etc. Furthermore, to 

immigrant adolescents with Korean cultural heritages, teachers’ influence and authority were 

considerable because Korean culture respects hierarchical social relations with elders and uses 

honorific language to seniors, including teachers. Korean culture is based upon Confucian 

philosophy and its teaching traditions allowed Korean immigrants to pay attention to teachers’ 

directions and information and made them place credibility on teachers’ information (Bae, 2007; 

Haboush, 1991; Min, 1998). Thus, most study participants regarded their teachers as one of the 

valuable information sources along with their parents.   

Reflecting teachers’ important roles and authority as information-providers and mediators 

to these newcomer students in school settings, teachers’ professional skills, especially 

multicultural competence, should be developed and maintained. Teachers’ attitudes and 

perspectives about diverse cultural backgrounds or various ethnic groups will affect both 

immigrants’ and general students’ social interaction with peers. Cultural or multicultural 

competence (Overall, 2009) is generally defined as the ability “to recognize the significance of 

culture in one’s own life and in the lives of others; and to come to know and respect diverse 

cultural backgrounds and characteristics through interaction with individuals from divers 

linguistic, cultural, and socioeconomic groups; and to fully integrate the culture of diverse 

groups into services, work, and institutions” (p.189-190). For instance, in the research findings, 

all research participants experienced isolation or to be outside from their peer groups. These 

immigrant participants could not feel included or did not belong to their peer societies because 

they felt that they did share similar culture, jargon, and social norms and were unfamiliar with 

different social activities or normative behaviors. Therefore, not only should teachers create a 



235 
 

mood of inclusion in their classrooms for immigrant students but also instruct both current 

students and new immigrant students about tolerance of different cultural competences. In other 

words, it is necessary for teachers to create a safe class environment to prevent bullying, 

discrimination, and isolation as ways to increase tolerance for both immigrant adolescents and 

general American adolescents. 

In order to teach multicultural literacy—tolerance of difference—to students, first of all, 

teacher groups’ perspectives about multicultural value and competence should be educated and 

maintained. More specifically, in regards to teachers’ education and support, it is necessary to 

collaborate with school librarians or information professionals to receive systematic literature 

about cultural competence or multicultural literacy. With the core literature evaluated and 

recommended by information professionals, school media librarians, teachers need to develop 

class programs and projects for cultural competence—such as ESL, bilingual program, 

orientation for international students, student mentoring systems, etc. Throughout these programs 

for cultural competence, teachers are able to support immigrant students to assimilate to the new 

society/school, to respect immigrant students’ home country’s culture and language. 

Finally, these teachers’ efforts, attitudes, and program development for cultural 

competence skills will inspire the new immigrant adolescents to feel welcome and included in 

the new society. A welcoming and inclusive mood is a very important factor not only for their 

accommodation to new society/school but also for their information sources selection and 

credibility (Caidi & Allard, 2005). In the study findings in LIS, if immigrant adolescents could 

not feel comfortable with accessing information, they did not use the information sources nor 

place credibility into the information systems or sources. Thus, immigrant adolescents did not 

use information sources from formal or public information systems, even though the information 
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is qualified and accessible. Previous studies of information needs and seeking in LIS also 

suggested that affective factors in information provision are as much important as qualified and 

suitable information. For instance, immigrants’ first need in using public libraries was not 

information about job, resettlement, or health, but to feel secure and welcomed (Fisher, Durrance 

et al., 2004). In addition, in a study of Muslim immigrants’ information behavior, a strong 

deterrent to access information was ‘fear’ to use culturally and affectively unfamiliar and 

inappropriate systems (Reitmanova & Gustafson, 2008). Therefore, it is imperative for teacher 

groups including school librarians to cultivate a welcoming and secure mood with students, 

through teachers’ instruction of cultural competence. For teacher groups’ desirable viewpoints 

and attitudes for multicultural literacy skills, teacher groups’ continuous education and 

development should be guaranteed.     

5.3.3. Peer-Mentoring Program: Social Support through Peer    

Peer interaction and activities through play or leisure will enable immigrant adolescents 

to adjust into a new society quickly. In LIS, Quirke (2011) explored that immigrant and refugee 

children, unlike adult immigrants, are easily acculturated through leisure. This study also found 

that immigrant adolescents, especially male adolescents, learned the American social norm, 

etiquettes, and normative behaviors and adjusted to the new school systems when participating in 

extracurricular activities or sports clubs with their peer groups. These social interactions with 

peers through club involvement or sport activities facilitated immigrant adolescents’ adjustments 

to new school systems and environments. When taking part in such social activities with 

American peers, immigrant students have natural chances to learn new social rules and languages 

with their peers and to acquire core information from them. However, the study participants—

immigrant adolescents—were unfamiliar or had limited knowledge about English jargons used 
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by American peers, appropriate behavioral manners, and game rules, etc. Such little sense of 

social norms or rule for social activities became one of the main reasons that causing their 

isolation, peer-bullying in school settings. To bolster immigrant students’ social activities and 

support, as well as provide more opportunities for social contacts between immigrant students 

and general American students, peer-mentoring or peer tutoring is suggested in this study.  

Peer-mentoring is a program that encourages students to be mentors for immigrant 

students; offer assistance to enable immigrant students to be familiar with their new school 

environments; and allow them to learn how the school system works. In providing the 

opportunities to make friendships with American peers and to practice the new language or 

teens’ particular jargon, this peer-mentoring program will prompt immigrants’ adjustment to the 

new country. Not only would this program support immigrant adolescents’ acculturation through 

peer mentors’ assistance and interaction, but would also foster general American adolescents’ 

understanding of immigrant newcomers’ experience and real life through these volunteer 

activities. Thus, one of the most benefit of this program is that both general American students 

and immigrant students have a chance to experience two different cultures—different social 

norms or jargons within peer interaction—and to learn tolerance about different situations or 

background. In addition, this program will protect immigrant students from social isolation, peer-

bullying, or discrimination by these natural social interactions with American peers. In such 

program, the teacher’s role is significant because they need to assign or match students with 

similar ethnic-linguistic background or with similar hobbies interest appropriately. Thanks to the 

support of peer-mentors assigned by their school teachers, recently arrived immigrant 

adolescents will be able to feel comfortable and secured at school and learn the proper ways to 

activate with other American peers naturally.  
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5.3.4. PR of Library: Developing Information Service and Advertising the Existence  

Immigrant adolescents’ perception and uses of the library in their new country might be 

influenced by their previous experiences and uses of library and information environments or 

infrastructures in their home country. In the research findings, the study participants, 

unfortunately, did not have positive images or active uses in libraries and their services in South 

Korea. These library users did not regard libraries as significant information sources or systems 

that they could use for their information needs or daily life problems, but only as a silent study 

room or place for borrowing books in even the new country, the United States. Such immigrant 

adolescents’ passive perceptions of libraries’ functions and their services are also influenced by 

information literacy education, general educational goals, pedagogical features and environments 

in their home countries. Actually, in Korean educational environments, as previously mentioned 

in section 5.2.5.2, real self-directed learning based on information literacy skills was not 

performed but rather self-memorization based on teachers’ lectures and studies for college 

entrance examination were emphasized in school and in family settings. In these educational 

environments, students are not asked to use various information sources or library systems for 

their information-seeking and learning activities. Hence, these Korean immigrant adolescents 

had little experience using libraries as critical information sources and systems for solving their 

life problems or concerns. Their lack of experience with qualified library services or programs, 

except borrowing books and using study rooms, allowed them to have no expectation about 

library systems and services in their new country, too. Indeed, these immigrant adolescents did 

not know that they could receive various information sources and services from American public 

or school libraries or librarians to solve their current and critical information needs.   
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Therefore, in light of current immigrants’ limited ideas about library systems and 

services, the study suggests that public, school libraries, and information professionals actively 

advertise information services and programs to their community members, including immigrant 

adolescents and families. If immigrant family members come from underdeveloped countries, 

they possibly have little experience with information services through library systems because 

these countries have relatively limited and weak information infrastructure and library 

foundation. Therefore, information professionals, including librarians, need to inform these 

immigrant family members of the information services available in libraries in their community 

and to advertise the diverse library services and programs that community members, including 

immigrant family members, can ask for and receive.  

In addition, before making PR of library services and functions, it is necessary to develop 

various information sources and services after evaluating the community members’ features and 

information-needs, as well as their detailed information use environments. On the basis of 

population portraits and an analysis of their information needs, the next step will be to develop 

library services and information sources to help immigrant families’ readjustments, guidelines 

such as pathfinders as for high school teens’ college admission, multicultural literacy program, 

bilingual services, ESL programs, and/or book reading programs for isolated and bullied teens, 

etc. More specifically, in response to this study’s findings, high school teens’ main concerns 

were focused on acquiring information for college entrances and admission. In current high 

schools, most counselors or guidance teacher groups provided information for the college 

entrance and admission. Yet, the information was limited to awareness of some Internet sites for 

college admission rather than systematic and holistic information sources for finding them. Their 

request was to receive synthesized and qualified information sources collected by information 
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professionals and use the sources easily and conveniently for their decision-making. But school 

libraries and librarians and teacher groups in this study could not satisfy these specific 

information needs. Therefore, after analyzing these user groups’ detailed request and information 

needs and environments, the library and information professionals need to develop tailored 

information sources and services, such as pathfinders to collect and recommend qualified and 

core information sources for any subjects in specific areas.  

Finally, it is important to keep in mind that adolescents must feel comfortable to use 

information services or program. Even if the information might be critical and very qualified, 

they will not use information sources or services if the library does not tailor the delivery or 

mood associated to information users, especially adolescents. In order to use information sources 

or services without any psychological barriers or blocks, the library needs to create an 

atmosphere that adolescents consider secure and inclusive and the delivery should correspond to 

adolescents’ affective life and subculture.   

5.3.5. Library Outreach to Whole Immigrant Family Member as a Unit 

When reflecting on the findings regarding isolated immigrant adolescents’ attachment to 

their parents and the parents’ significant role as imposers and information-mediators in their 

information-seeking practices (Theme 1 and Theme 4), it is necessary for public or school 

libraries and their information services and programs to reach out to immigrants’ parent groups, 

including their host or legal guardians, as well as their children. Considering the fact that 

immigrant children rely on their parents in their information-seeking and their culture is family-

oriented, it will be a strategic approach to develop and deliver library services into immigrant 

family units rather than immigrant adolescents individually even though the library services are 

targeted not to the family but to adolescents. 
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In traditional public library systems, library services have been tailored to age groups 

such as children, young adult, adult, older adults after analyzing the features of each age group 

and generation. Yet, in the light of study’s findings—immigrant children’s dependence on their 

parents for information and their culture’s, based family-oriented collectivism, this research 

recommends supplying and designing library services and programs to immigrant adolescent 

families as units. Because parents take the role of information-gatekeepers and mediators, it is 

strategically better to provide information to their parents rather than to approach individual 

adolescents only. For instance, when public or school libraries develop information services and 

programs, such as pathfinders or bilingual literacy programs for new immigrant children’s 

resettlement and adjustment to their communities, the study suggests announcing the services 

and programs not only to youth groups but also to their parents and other family members. In the 

advertisement for library services and programs, even though the targeted group for the programs 

is for immigrant youth, library staffs need to announce the news to adolescents and youth group 

family members as well. Immigrant adolescents’ library uses will be more actively prompted by 

their parents if the news of the library—information about library services and programs—is 

delivered to the parents rather than adolescents.      

5.4. Contribution, Limit and Future Work 

5.4.1. Contribution of the Study    

This research makes several important contributions to the understanding of information 

seeking and uses for immigrant and isolated adolescents from theoretical and empirical 

perspectives. This section overviews the contributions of the study in several key areas, 

addressing the theoretical and empirical parts informed by the findings.. 
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First, this study supplies rich qualitative data to describe isolated immigrant adolescents’ 

information seeking behavior in their daily life context. Because there are few studies on 

immigrant adolescents’ information seeking behavior in the field of LIS (Caidi et al., 2010; 

Courtright, 2005), this descriptive data sketching immigrant adolescents’ information behavior 

will lead to a better understanding of youth information behavior and immigrants’ information 

world in LIS. The strength of this study is not only in the volume of the data results acquired, but 

in detailed and contextual descriptions according to specifically different contexts and conditions 

in isolated immigrant adolescents’ information seeking and uses in their peer relationship. 

Second, this study has methodological contributions in LIS. Even though this study 

focused mainly on qualitative method using in-depth interview in describing adolescents’ 

information behavior, the study tried to conduct mixed methods in using the quantitative method 

of using measurement scales to supplement in-depth interviews. This approach helped to 

compensate for the limitation of interviews’ dependence on participants’ narration and the 

difficult situations related to describing verbal narration, such as abstract thought or emotion like 

isolation. Fidel (2008) pointed out that mixed methods research has rarely been used in LIS. She 

found that only 5 % of the LIS studies (22 out of 465 journal articles) reported using a mixed 

method design. However, the uses of multiple methods are not novel in LIS fields, and there are 

some previous works in youth information behavior (Agosto & Hughes-Hassell, 2006; Fisher et 

al., 2007; Hughes-Hassell & Agosto, 2007; Meyers et al., 2007). Yet, this study used both 

quantitative and qualitative methods—the uses of measurement surveys and in-depth 

interviews—and it allowed sketching a holistic picture of Korean immigrant adolescents’ 

information seeking behavior within their isolated situations and particular contexts.  
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Third, this study has theoretical contributions in LIS. In interpreting the unique nature of 

isolated immigrant adolescents’ information world, this study expands the existing 

theoretical/conceptual frameworks or potential theories/models, as it modifies these existing 

models/theories for a better understanding of isolated immigrant youth’s information world. 

Beyond the ELIS model (Savolainen, 1995, 2008), this study showed that there are previous 

models/theories to interpret the isolated immigrant youth information world, such as Information 

Poverty (Chatman, 1987, 1996, 1999; Chatman & Pendleton, 1995), Information Ground (Fisher, 

2005; Fisher, Durrance et al., 2004; Pettigrew, 1999), Stress-Coping Theories (Boekaerts, 1987; 

Compas, Phares, & Ledoux, 1989; Fryenberg, 1997; Lazarus & Folkman, 1984; Miller, 1987), 

Human Motivation Theory (Maslow, 1943), Principle of least effort (Case, 2005, 2012), Two-

step Flow (Case et al., 2004; Katz & Lazarsfeld, 1955), etc. In the middle of examining relevant 

theories/models to interpret the isolated immigrant adolescents’ information world, it became 

obvious that existing theories/models and earlier studies do not correspond to the social 

phenomena of the study’s findings. For instance, previous studies with similar population—

immigrant family or their children—underlined the unique phenomena of role reversion between 

children and parents, and children’s cultural brokers such as CIM [Children as Information 

Mediator] in their family (Chu, 1999; Jones & Trickett, 2005). CIM is one of well-known 

features in immigrant family’s information environments to explain role reversions between 

parents and children because of children’s faster speeds in obtaining higher linguistic (English) 

proficiency. However, in this study, such phenomena were not found. Accordingly, to clarify 

these odd features in the study findings, the researcher needs to plan to explore the conditions of 

existing CIM within immigrant families’ information world as a future study work. This future 

research will be designed as a comparative study with different SES settings, such as low SES in 
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the same ethnic group and will compare the results with those of current studies. Through these 

research processes, this study and the future studies can contribute to developing and modifying 

the most pertinent models/theories to interpret isolated immigrant adolescents’ information world 

holistically and exactly.   

Finally, the practical contribution of this research’s findings may be in the areas of library 

services and educational programs for isolated and immigrant students. The study suggested 

several ways in which educators or librarians can support isolated immigrant adolescents and 

their families in their library or school settings. This study can provide both new and 

confirmatory findings regarding adolescents’ information behavior and their information use 

environments by receiving feedbacks after applying the suggested information services and 

educational guidelines on the basis of this study’s findings. The feedback—whether the 

suggestions were significant input for successful design and delivery of information services and 

educational instruction for adolescents—will confirm the real contributions of this study’s 

findings.  

5.4.2. Limitation of the Study  

Although this study developed a rich qualitative data to describe immigrant adolescents’ 

ELIS, there are several limitations to this data. First, this study was conducted using a small 

sample due to the difficulty in identifying isolated immigrant adolescents who meet the criteria 

of the study. While this study made it possible to test the feasibility of the research procedures 

and produced useful findings, further research is required that incorporates a larger sample as 

well as including immigrant adolescents who represent other ethnic backgrounds. This study 

focused only on Korean immigrants; therefore, it cannot be generalized to other immigrant 

populations. 
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The idiosyncrasy of the particular sample of this study may limit the direct application of 

the research findings presented here to other similar population, educational contexts or 

information use environments. Thus, while the findings from this study are valuable, applying 

the findings to other similar population or isolated students within different contexts requires 

special caution. The researcher tried to document the characteristics of the research setting of this 

study to help interpret the research findings. However, while this study brought up significant 

issues to consider, readers should take their own unique situational variables into consideration 

in applying the finding to other fields or contexts.  

Second, the themes that emerged as a result of the analysis do not exactly correspond to 

the initial research goals or intentions. For instance, this study did not, at first, limit itself to 

exploring adolescents’ information-seeking in the school settings (or educational purposes) but 

rather in everyday life environments. However, study participants’ main information needs are 

focused on their academic achievements in new American schools, so that their information use 

environments and information-seeking activities were mainly held in their school or educational 

fields. In addition, gender difference in interpreting isolated contexts and lonely situations were 

not anticipated. Thus, participants’ equal recruitments by gender in the sample were not designed 

in order to compare the differences by gender in information-seeking behaviors and perception 

of the isolation. Furthermore, in this study, the absence of immigrant children’s role as cultural 

brokers, such as CIM, which frequently appears with immigrant children and their 

family/community, was not expected. In order to analyze the causes of such social phenomena, 

stratified samplings for recruiting the subjects with various SES within the same ethnic groups 

were not applied.  
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Yet, these unexpected social phenomena were discovered and described in this study. 

This is typical in a qualitative study that employs a grounded theory approach, which is a 

bottom-up approach to develop a middle-range theory based on the themes as they emerge 

directly out of the data collected (Corbin & Strauss, 2008). Although the emergent themes do not 

directly respond to the research or the expected research questions/categories, they do provide 

important clues to understand the specific population’s—isolated Korean immigrant 

adolescents’—information world within specific contexts.  

5.4.3. Future Work  

To supplement the limitation of this study and to interpret the emergent unique social and 

information phenomena, future studies are suggested. As partially mentioned in the discussion, 

this study focused on describing the phenomena related to information-seeking rather than 

exploring and analyzing the reasons for such behaviors. Therefore, first, future studies need to 

focus on understanding why immigrant youth seek particular types of information in special 

contexts utilizing a variety of research methods, such as longitudinal or comparative approaches. 

For instance, in the case of adolescents’ attachment to their mother, further research can diagnose 

the degree of attachment by using an attachment measurement scale (West, Rose, Spreng, 

Sheldon-Keller, & Adam, 1998). Such study could also determine the extent to which this 

behavior is normal or abnormal. Even though immigrant adolescents demonstrate normal 

attachment to their parents, if they still depend on their parents as main information sources, the 

research will be able to focus on their social affects or to find relevant theories to interpret the 

reasons behind this distinctive behavior.     

Second, along with the first future study agenda, it is required to conduct both 

longitudinal and comparative studies in various populations and cases, such as different ethnic 
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groups, age groups, and cross-cultural studies. Ultimately, these long-term studies can develop 

theories to interpret isolated adolescents, as well as their information behaviors and information 

worlds. More specifically, further studies on basis of the findings of this dissertation will be 

required to conduct comparative studies of different ethnic groups—Asians vs. Europeans, 

collectivistic cultures vs. individualistic cultures—as well as stratified groups by different family 

structures, SES, gender or age groups. These trials will allow to explain the causes/reasons of the 

unique features of isolated adolescents’ information behaviors (e.g., strong dependence on 

parents—mother, ignorance of real information needs, gender difference in interpreting isolation, 

absence of CIM, etc.) more holistically throughout comparing various and different 

environments and cases. 

Third, it is required to explore the variables/contexts important to assess the credibility or 

trustworthiness of teens’ preferred information sources. In this dissertation research, it was 

discovered that immigrant adolescents do usually not use information sources if they do not 

receive any clues about trustworthiness based on personal intimacy, even though the sources may 

contain very useful and precise information. Thus, almost all teens usually gain necessary 

information from close friends rather than teachers or parents (Fisher et al., 2007; Meyers et al., 

2007). However, immigrant adolescents, isolated from peers in this study, usually considered 

their parents as the most valuable and pertinent information source. They regarded the 

information that their parents provided as the best and the most credible, even though their 

parents are among the information poor due to their unfamiliarity in social norms or systems in 

their new home country. Therefore, as another future research agenda, it is suggested exploring 

the factors that influence the perceived trustworthiness of information sources among 

adolescents.  
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Fourth, this study suggested some information services and guidelines on the basis of this 

study’s findings. The evaluation of the suggested interventions will be another potential future 

study agenda. Evaluating the outcomes of the services—whether the suggestions were significant 

input for successful design and delivery of information services and educational instruction for 

adolescents—will confirm the real contributions of this study’s findings: to find out the essential 

and effective information services and educational guidelines for isolated immigrant adolescents.  

 Finally, what is learned from the isolated immigrant adolescents in this research should 

be applied to explore general (non-immigrant) newcomers’ information seeking and 

acculturation in new schools. This research will enable the development of conceptual and 

theoretical frameworks to explain the key characteristics of information-seeking behaviors for 

the assimilation/adjustment in a new information world: normative behavior, information 

behavior, cultural behavior, etc. Furthermore, the findings in this study need to be applied to 

general newcomers’ adaptation and acculturation in various types of organizations beyond the 

school settings. Hence, these future study agenda can contribute to the development of pertinent 

theories to explore the role/meaning of information-seeking in newcomers’ assimilating 

processes in new environments/organizations. In conclusion, these studies and research agenda 

can contribute new theories and premises to design and cultivate the best information use 

environments for isolated and newly arrived young people in various organizations and contexts.    

5.5. Concluding Remark 

This study began by raising curiosity about previous study findings in youth information 

seeking in LIS—the peer group is one of the most significant sources to adolescents. In real and 

daily life, many adolescents are struggling with isolation and peer-bullying. To understand the 

information seeking of these isolated young people for overcoming their daily life problems, 
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isolated Korean immigrants’ information world can now be understood with careful examination 

and consideration of their particular situations and contexts. On the basis of the findings—unique 

social phenomenon and features—various implication for educators, librarians, adolescents’ 

parents, and future studies in the LIS field were also suggested. Fundamentally, the researcher 

hopes that the findings of this study can provide researchers, educators, and information 

professionals with clearer ideas and tools to improve the information world of isolated immigrant 

adolescents, who are seeking for information professionals to guide them into this new society 

with rich information without isolation.  
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APPENDIX A 

HUMAN SUBJECTS COMMITTEE APPROVAL 

MEMORANDUM 

From: Human Subjects [humansubjects@magnet.fsu.edu]  
To: jk06f  [jk06f fsu.edu]   
Cc:  mgross  [mgross fsu.edu]   
Attachments: 

6874 Revsion Koo Youth Ass 1.pdf  (236 KB ) 
Tuesday, October 25, 2011 3:49 PM 

Office of the Vice President For Research 
Human Subjects Committee 
Tallahassee, Florida 32306-2742 
(850) 644-8673 · FAX (850) 644-4392 
 
APPROVAL MEMORANDUM 
 
Date: 10/25/2011 
 
To: Joung Hwa Koo 
 
Address: 322 Stadium Dr. Tallahassee, FL 32304 
Dept.: COLLEGE OF INFORMATION 
 
From: Thomas L. Jacobson, Chair 
 
Re: Use of Human Subjects in Research 
Adolescents' information behavior when isolated from peer groups: Lessons from new immigrants' everyday life information seeking 
 
The application that you submitted to this office in regard to the use of human subjects in the research proposal referenced above has been 
reviewed by the Human Subjects Committee at its meeting on 10/12/2011.  Your project was approved by the Committee. 
 
The Human Subjects Committee has not evaluated your proposal for scientific merit, except to weigh the risk to the human participants and the 
aspects of the proposal related to potential risk and benefit. This approval does not replace any departmental or other approvals, which may be 
required. 
 
If you submitted a proposed consent form with your application, the approved stamped consent form is attached to this approval notice.  Only the 
stamped version of the consent form may be used in recruiting research subjects. 
 
If the project has not been completed by 10/10/2012 you must request a renewal of approval for continuation of the project. As a courtesy, a 
renewal notice will be sent to you prior to your expiration date; however, it is your responsibility as the Principal Investigator to timely request 
renewal of your approval from the Committee. 
 
You are advised that any change in protocol for this project must be reviewed and approved by the Committee prior to implementation of the 
proposed change in the protocol.  A protocol change/amendment form is required to be submitted for approval by the Committee.  In addition, 
federal regulations require that the Principal Investigator promptly report, in writing any unanticipated problems or adverse events involving risks 
to research subjects or others. 
 
By copy of this memorandum, the Chair of your department and/or your major professor is reminded that he/she is responsible for being 
informed concerning research projects involving human subjects in the department, and should review protocols as often as needed to insure that 
the project is being conducted in compliance with our institution and with DHHS regulations. 
 
This institution has an Assurance on file with the Office for Human Research Protection. The Assurance Number is FWA00000168/IRB number 
IRB00000446. 
 
Cc: Melissa Gross, Advisor 
HSC No. 2011.6874 

 

  

https://exchange.fsu.edu/owa/
https://exchange.fsu.edu/owa/
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APPENDIX B 

RECRUITMENT FLYER (ENGLISH) 

(1) Are you a teen between 12 and 18 years old? 

(2) Are you a Korean immigrant/student who arrived in the U.S. after 2008? 

 

If you satisfy both conditions, 

I want to know about your experience settling the U.S.  

__________________________________________________________________ 

Wanted Participants:   

Korean Immigrant Adolescents who arrived in the U.S. after 2008.  

What/Why:   

I am conducting a dissertation research to explore how Korean immigrant adolescents 

(12-18 years old) need, seek and use information as they settle down in their new 

country.  

I would like to listen to your experiences related to both seeking information and 

making new friends in the United States.  

Where:  

At an agreed-upon location (e.g., your home, researcher’s home or another location 

convenient for you)  

Gift:  

Participants will receive a gift card ($20.00) for Amazon.com for participating in a two to 

three hour meeting   

Contact:  

Joung Hwa Koo (doctoral student in the School of Library and Information Studies, 

Florida State University), Tel: ***-***-**** or email: *****@fsu.edu 

 

*Everything said during discussion will remain private and confidential * 
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APPENDIX C 

RECRUITMENT FLYER (KOREAN) 

(1) 12-18 살  한  청소년 이십니까? 

(2)  2008년  이후에 미 으로 이사온  한  유 생/이민자 자녀입니까? 

 

만일 여러분이 위의 두 지 조건에 모두 해당되다면, 

미 에서의 여러분의 경험과 생 을 고 싶습니다 

______________________________________________________________________________ 

 

연 대상:   

2008년 이후로  새로 미 으로 유  및 이민 온, 한  사춘기 청소년 (12-18살 사이) 

무엇을 :  

유 /이민 온 한  사춘기 청소년 의 정보추 행태에 대한  박사 위논문을 완성 려합니다. 

미 에서의  생활의 정착 및 어려움을 해결 기 위해, 이민/유 생 은 어떻게 정보를 찾고 

이용 는지에 대한, 여러분의 경험과 이야기를 고 싶습니다.   

언제/어디서: 

참 자  원 는 시간 / 참 자  원 는 장소 (예, 참 자 집,  참 자 집 근처 레스토랑 등)  

선물:  

2시간에서 3시간  정도의 인터뷰 및 서베이에 참 는 사람에게는 20불 상당의 Amazon.com 

선물카드 (gift card)   주어집니다  

연 처: 

정화 (Joung Hwa Koo, FSU 문헌정보 과 박사과정 생)  

전화: ***-***-****  혹은 email: *****@fsu.edu   

 

* 논의된 모든 내용은 타인에게 공개되지 않고, 프 이버시로 지켜집니다* 
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APPENDIX D 

YOUTH ASSENT FORM 

Dear [your name],  

Hi, my name is Joung Hwa “Joy” Koo, a doctoral student in the School of Library and 

Information Studies at Florida State University. I am conducting a dissertation project to explore 

how new Korean immigrant adolescents (12-18 years old) need, seek and use as they settle into 

their new country. I would like to listen to your experiences related to both seeking information 

and making new friends in the United States. I am inviting you to participate in the research as 

an interviewee to talk about your experiences and stories. If you are under 18 years old, before 

determining whether or not to participate in the study, please ask permission your parents/legal 

guardians.   

 

Purpose of the Research: 

The purpose of this dissertation research is to identify new immigrant adolescents’ information 

needs and information seeking behavior as they settle down into their new lives in the United 

State. New Korean immigrant adolescents are invited to participate in in-depth interviews about 

their information world: what their daily life is like, how they cope with their daily life, and how 

they find information to cope with their context. 

 

What You Will Do: 

You will be asked several questions. Surveys will be administered by the researcher one-on-on 

orally in Korean. These will measure your loneliness, social support, and social competence as 

you settle down into new lives in the United State. The interview will explore your current 

situations in which you have needed/wanted information and how you found it. The main 

categories of questions are: (1) demographic information (2) the journey and experience of 

immigration (3) the meaning of information (4) current life problems and information needs (5) 

information sources and channels (6) evaluation of used information sources and channels, etc. It 

will take around two to three hours. The content of interview and surveys will be recorded as 

audio files for further data analysis, but no one except the researcher will be able to access the 

recordings.  
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Benefit/Compensation: 

To thank you for time and effort in interview and surveys, you will be compensated with a 

$20.00 gift card for Amazon.com. Participating in the research will offer you the opportunity to 

learn and reflect upon your current information environments and information seeking behavior 

such as library uses, information searching/accessing methods, access to information through 

peer groups, etc. 

 

Privacy/Potential Risks: 

It is very important for me to protect your privacy. Therefore, I will NOT reveal any your 

personal information such as your name, address, and recorded data from interviews to anyone. 

In addition, if you feel uncomfortable during the interview, you can leave interviews at any time, 

even though you and your parents/guardians already agreed with participating with the interview 

and surveys and signed consent and assent forms.    

 

Questions/Concerns: 

If you have any questions, comments or concerns, please feel free to contact me at email: 

*****@fsu.edu, phone: 1-***-***-****. I am also conducting this dissertation research under 

the direction of Dr. Melissa Gross in School of Library and Information Studies at Florida State 

University, and you can contact her at email: ******@fsu.edu, phone: 1-***-***-****. 

 

Thank you very much for your cooperation and participation!  

 

Sincerely,  

Joung Hwa Koo 

______________________________________________________________________________ 

By signing below, I agree with my participating in the study.  

 

Your name: _______________________________________________________________ 

  

Signature ___________________________________   Date: ________________________ 

mailto:*****@fsu.edu
mailto:mgross@fsu.edu
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APPENDIX E 

PARENT/GUARDIAN CONSENT FORM 

Dear Parent/Guardian, 

Hi, my name is Joung Hwa “Joy” Koo, a doctoral student in the School of Library and 

Information Studies at Florida State University. I am conducting a dissertation project to explore 

how new Korean immigrant adolescents (12-18 years old) need, seek and use as they settle into 

their new country. I would like to listen to your child’s experiences related to both seeking 

information and making new friends in the United States. I am inviting your child to participate 

in the research as an interviewee to talk about his or her experiences and stories.  

 

Purpose of the Research: 

The purpose of this dissertation research is to identify new immigrant adolescents’ information 

needs and information seeking behavior as they settle down into their new lives in the United 

State. New Korean immigrant adolescents are invited to participate in in-depth interviews about 

their information world: what their daily life is like, how they cope with their daily life, and how 

they find information to cope with their context. 

 

What Your Child Will Do: 

Your child will be asked several questions. Surveys will be administered by the researcher one-

on-on orally in Korean. These will measure your child’s loneliness, social support, and social 

competence as she or he settles down into new lives in the United State. The interview will 

explore your child’s current situations in which he or she has needed/wanted information and 

how he or she found it. The main categories of questions are: (1) demographic information (2) 

the journey and experience of immigration (3) the meaning of information (4) current life 

problems and information needs (5) information sources and channels (6) evaluation of used 

information sources and channels, etc. It will take around two to three hours. The content of 

interview and surveys will be recorded as audio files for further data analysis, but no one except 

the researcher will be able to access the recordings.  

 

Benefit/Compensation: 
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To thank your child for her/his time and effort in interview and surveys, she or he will be 

compensated with a $20.00 gift card for Amazon.com. Participating in the research will offer 

your child the opportunity to learn and reflect upon his or her current information environments 

and information seeking behavior such as library uses, information searching/accessing methods, 

access to information through peer groups, etc. 

 

Privacy/Potential Risks: 

It is very important for me to protect your child’s privacy. Therefore, I will NOT reveal any your 

child’s personal information such as your name, address, and recorded data from interviews to 

anyone. In addition, if your child feels uncomfortable during the interview, he or she can leave 

interviews at any time, even though you and your child already agreed with participating with the 

interview and surveys and signed consent and assent forms.    

 

Questions/Concerns: 

If you have any questions, comments or concerns, please feel free to contact me at email: 

*****@fsu.edu, phone: 1-***-***-****. I am also conducting this dissertation research under 

the direction of Dr. Melissa Gross in School of Library and Information Studies at Florida State 

University, and you can contact her at email: ******@fsu.edu, phone: 1-***-***-****. 

 

Thank you very much for your cooperation! 

 

Sincerely,  

Joung Hwa Koo 

______________________________________________________________________________ 

By signing below, I agree with my child’s participating in the study.  

 

Your name:                              Your child’s name:                          

  

Signature: _________________________________ Date: ______________________________   

 

 

mailto:*****@fsu.edu
mailto:******@fsu.edu
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APPENDIX F 

18-YEAR-OLD ADOLESCENT CONSENT FORM 

Dear [your name],  

Hi, my name is Joung Hwa “Joy” Koo, a doctoral student in the School of Library and 

Information Studies at Florida State University. I am conducting a dissertation project to explore 

how new Korean immigrant adolescents (12-18 years old) need, seek and use as they settle into 

their new country. I would like to listen to your experiences related to both seeking information 

and making new friends in the United States. I am inviting you to participate in the research as 

an interviewee to talk about your experiences and stories.  

 

Purpose of the Research: 

The purpose of this dissertation research is to identify new immigrant adolescents’ information 

needs and information seeking behavior as they settle down into their new lives in the United 

State. New Korean immigrant adolescents are invited to participate in in-depth interviews about 

their information world: what their daily life is like, how they cope with their daily life, and how 

they find information to cope with their context. 

 

What You Will Do: 

You will be asked several questions. Surveys will be administered by the researcher one-on-on 

orally in Korean. These will measure your loneliness, social support, and social competence as 

you settle down into new lives in the United State. The interview will explore your current 

situations in which you have needed/wanted information and how you found it. The main 

categories of questions are: (1) demographic information (2) the journey and experience of 

immigration (3) the meaning of information (4) current life problems and information needs (5) 

information sources and channels (6) evaluation of used information sources and channels, etc. It 

will take around two to three hours. The content of interview and oral surveys will be recorded as 

audio files for further data analysis, but no one except the researcher will be able to access the 

recordings.  

 

Benefit/Compensation: 
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To thank you for your time and effort in interview and surveys, you will be compensated with a 

$20.00 gift card for Amazon.com. Participating in the research will offer you the opportunity to 

learn and reflect upon your current information environments and information seeking behavior 

such as library uses, information searching/accessing methods, access to information through 

peer groups, etc. 

 

Privacy/Potential Risks: 

It is very important for me to protect your privacy. Therefore, I will NOT reveal any your 

personal information such as your name, address, and recorded data from interviews to anyone. 

In addition, if you feel uncomfortable during the interview, you can leave interviews at any time, 

even though you already agreed with participating with the interview and surveys and signed the 

consent form.    

 

Questions/Concerns: 

If you have any questions, comments or concerns, please feel free to contact me at email: 

*****@fsu.edu, phone: 1-***-***-****. I am also conducting this dissertation research under 

the direction of Dr. Melissa Gross in School of Library and Information Studies at Florida State 

University, and you can contact her at email: ******@fsu.edu, phone: 1-***-***-****. 

 

Thank you very much for your cooperation and participation!  

 

Sincerely,  

Joung Hwa Koo 

______________________________________________________________________________ 

By signing below, I agree with my participating in the study.  

 

Your name: _______________________________________________________________ 

  

Signature ___________________________________   Date: ________________________   

  

mailto:*****@fsu.edu
mailto:******@fsu.edu
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APPENDIX G 

DEMOGRAPHIC PROFILE QUESTIONNAIRE 

Basic Biographic Information  

First Name: ________________ Middle Name:__________ Last Name:_____________ 

Nick Name: ________________ 

Gender:  Male______________  Female ____________ 

Date of Birth: _______________ Age: _____ Place of Birth: ______________________ 

 

Family: Parents & Siblings  

Your biological parents are: Married Divorced Separated Deceased  

    For how long: __________________ 

Your parents’ age:  Father             Mother              Other             

Identify who raised you: Mother  Father   Grandmother   Grandfather 

    Cousin  Other ___________ 

Parents’ highest earned education degree—they graduated: 

High School _____ College (Undergraduate) _____ Graduate School_____ Other__________ 

Do your parents speak English? How well? 

______________________________________________________________________________

______________________________________________________________________________ 

Do your parents participate in social activities (e.g., parents’ meeting in the school) in the United 

States?  

______________________________________________________________________________

______________________________________________________________________________ 
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How many siblings do you have? ______  

How many brothers? ________ How many sisters? _________ 

How old are your siblings? _______________________________________________________  

Are you the: Oldest_____ Middle_____ Youngest_____ Only Child______ Other:___________ 

Your family is: High-Class__ Middle-class__ Working-class__ Poverty-level___ 

Other_________________________________________________________________________ 

 

Neighborhood 

How long have you lived in the U.S.? 

______________________________________________________________________________ 

Where did you grow up? City ____________   State___________ Country__________________ 

                                          _________________________________________________________ 

Describe the neighborhood where you lived growing up 

______________________________________________________________________________

______________________________________________________________________________ 

How long have you lived in the current residence—Terrace City?_________________________ 

Describe the neighborhood where you live___________________________________________ 

______________________________________________________________________________

______________________________________________________________________________ 

Identify three factors which you feel distinguish Terrace City from other neighborhood in other 

cities or countries (e.g., ethnic composition, safety concern, health and educational facilities, 

etc.) 
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______________________________________________________________________________

______________________________________________________________________________ 

 

School 

What grade are you in? 

______________________________________________________________________________

Are you in special education classes (e.g. ESL classes)? Yes _____    No _____ 

If yes, for what reason? 

______________________________________________________________________________ 

What was school like for you in South Korea? 

______________________________________________________________________________                                          

______________________________________________________________________________ 

Describe the schools you attended in South Korea 

______________________________________________________________________________ 

______________________________________________________________________________

Where do you currently attend school?______________________________________________ 

______________________________________________________________________________ 

Describe what school is like for you now_____________________________________________ 

______________________________________________________________________________ 
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APPENDIX H 

THE REVISED UCLA LONELINESS SCALE (R-UCLA) 

Directions: Indicate how often you feel the way described in each of the following statements. 

Circle one number for each. 

 

Statement                         Never Rarely Sometimes Always 

__________________________________________________________________________ 
1. I feel in tune with the people around me*   1 2 3 4  

2. I lack companionship     1 2 3 4 

3. There is no one I can turn to    1 2 3 4 

4. I do not feel alone*      1 2 3 4 

5. I feel part of a group of friends*    1 2 3 4 

6. I have a lot in common with the people around me* 1 2 3 4 

7. I am no longer close to anyone    1 2 3 4 

8. My interests and ideas are not shared by those around me 1 2 3 4 

9. I am an outgoing person*     1 2 3 4 

10. There are people I feel close to*    1 2 3 4 

11. I feel left out      1 2 3 4 

12. My social relationships arc superficial   1 2 3 4 

13. No one really knows me well    1 2 3 4 

14. I feel isolated from others     1 2 3 4 

15. I can find companionship when I want it*  1 2 3 4 

16. There are people who really understand me*  1 2 3 4 

17. I am unhappy being so withdrawn   1 2 3 4 

18. People are around me but not with me   1 2 3 4 

19. There are people I can talk to*    1 2 3 4 

20. There are people I can turn to*    1 2 3 4 

______________________________________________________________________________ 

Note: The total score is the sum all 20 items 
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*Item should be reversed (i.e. 1=4, 2=3, 3=2, 4=1) before scoring.    

 

Source:  

Russell, D., Peplau, L., & Cutrona, C. (1980). The revised UCLA Loneliness Scale: Concurrent 

and discriminate validity evidence. Journal of Personality and Social Psychology, 39(3), 

472-480. 
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APPENDIX I 

KOREAN VERSION OF REVISED UCLA LONELINESS SCALE 

(R-UCLA) 

1. 나는 내 주위 사람들과 기분이 통한다 (    ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

2. 나는 사람들과 교제  부족하다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다  

 

3. 나는 의지할 사람이 한 사람도 없다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

4. 나는 혼자라고 느끼지 않는다 (     ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

5. 나는 친구들 모임에 해 있다 (     )  

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

6. 나는 내 주위 사람들과 많은 공통점을 지고 있다 (     ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

7. 나는 더 이상 아무하고도 깝지 않다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

8. 주위 사람들은 나의 관심사와 생 들을 나와 함께 나누지 않는 것 같다 (    ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

9. 나는 외형적이다 (     ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

10. 나는 깝다고 느끼는 사람들이 있다 (     ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

11. 나는 혼자 남겨진 느낌이 든다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

  

12. 사람들과 나와의 교제는 피상적이다 (      ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

13. 어느 누구도 나를 잘 알지 못한다 (     ) 
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 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

14. 나는 다른 사람들로 부터 외감을 느낀다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

15. 내  교제를 원할 때 나는 친구들을 사귈 수 있다 (      ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

16. 나를 진심으로 이해해 주는 사람들이 있다 (     ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

17. 나는 외된 것 같아 슬픈 느낌이 든다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

18. 사람들은 내 주위에 있는 것이지 진정 나와 함께 있는 것이 아니다 (     ) 

 전혀 그렇지 않다  거의 그렇지 않다  종종 그렇다  늘 그렇다 

 

19. 나와 함께 얘기를 나눌 수 있는 사람이 있다 (      ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 

20. 나는 의지할 사람들이 있다.  (      ) 

 늘 그렇다  종종 그렇다  거의 그렇지 않다  전혀 그렇지 않다 

 
 

 

Source: 

Kim, O. (1997). Korean version of the revised UCLA Loneliness Scale: Reliability and validity 

test. Journal of Korean Academy of Nursing, 27(4), 871-879. 

  



266 
 

APPENDIX J 

MULTIDIMENSIONAL SCALE OF PERCEIVED SOCIAL 

SUPPORT 

Instructions: We are interested in how you feel about the following statements. Read each 

statement carefully. Indicate how you feel about each statement.  

 

Circle the “1” if you Very Strongly Disagree  

Circle the “2” if you Strongly Disagree  

Circle the “3” if you Mildly Disagree  

Circle the “4” if you are Neutral  

Circle the “5” if you Mildly Agree  

Circle the “6” if you Strongly Agree  

Circle the “7” if you Very Strongly Agree 

______________________________________________________________________________ 

1. There is a special person who is around when I am in need.  1    2    3    4    5    6    7   SO 

2. There is a special person with whom I can share  

my joys and sorrows.       1    2    3    4    5    6    7   SO 

3. My family really tries to help me.       1    2    3    4    5    6    7  Fam 

4. I get the emotional help and support I need from my family.  1    2    3    4    5    6    7  Fam 

5. I have a special person who is a real source of comfort to me. 1    2    3    4    5    6    7   SO 

6. My friends really try to help me.      1    2    3    4    5    6    7   Fri  

7. I can count on my friends when things go wrong.    1    2    3    4    5    6    7   Fri 

8. I can talk about my problems with my family.    1    2    3    4    5    6    7  Fam 

9. I have friends with whom I can share my joys and sorrows.  1    2    3    4    5    6    7   Fri  

10. There is a special person in my life  

who cares about my feelings.      1    2    3    4    5    6    7   SO 

11. My family is willing to help me make decisions.   1    2    3    4    5    6    7  Fam  

12. I can talk about my problems with my friends.    1    2    3    4    5    6    7  Fri 

______________________________________________________________________________ 
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 The items tended to divide into factor groups relating to the source of the social support, namely 

family (Fam), friends (Fri) or significant other (SO). 

 

Sources: 

Canty-Mitchell, J. & Zimet, G. (2000). Psychometric properties of the Multidimensional Scale of 

Perceived Social Support in urban adolescents. American Journal of Community 

Psychology, 28, 391-400.  

Zimet, G., Dahlem, N., Zimet, S. & Farley, G. (1988). The Multidimensional Scale of Perceived 

Social Support. Journal of Personality Assessment, 52, 30-41.  

Zimet, G., Powell, S., Farley, G.K., Werkman, S. & Berkoff, K.A. (1990). Psychometric 

characteristics of the Multidimensional Scale of Perceived Social Support. Journal of 

Personality Assessment, 55, 610-17.  
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APPENDIX K 

SOCIAL COMPETENCE OF SCHOOL SOCIAL BEHAVIOR 

SCALES  

 

       Never Sometimes Frequently  

 

1. Cooperates with other students     1  2 3 4 5 

2. Makes appropriate transition between different 

    activities      1  2 3 4 5 

3. Completes school work without being reminded 1  2 3 4 5 

4. Offers help to other students when needed  1  2 3 4 5 

5. Participates effectively in group discussion  

    and activities     1  2 3 4 5 

6. Understands problems and needs of other    

    students          1  2 3 4 5 

7. Remains calm when problems arise   1  2 3 4 5 

8. Listens and carries out directions from teachers  1  2 3 4 5 

9. Invites other students to participate in activities  1  2 3 4 5 

10. Asks appropriately for clarification  

of instructions     1  2 3 4 5 

11. Has skills or abilities that are admired by peers 1  2 3 4 5 

12. Is accepting of other students    1  2 3 4 5 

13. Completes school assignments or other tasks  

  independently     1  2 3 4 5 

14. Completes school assignments on time  1  2 3 4 5 

15. Will give in or compromise with peers  

when appropriate     1  2 3 4 5 

16. Follows school and classroom rules   1  2 3 4 5 

17. Behaves appropriately at school    1  2 3 4 5 

18. Asks for help in an appropriate manner  1  2 3 4 5 
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19. Interacts with a wide variety of peers   1  2 3 4 5 

20. Produces work of acceptable quality 

       for his/her ability level    1  2 3 4 5 

21. Is good at initiating or joining conversations 

        with peers      1  2 3 4 5 

22. Is sensitive to feelings of other students   1  2 3 4 5 

23. Responds appropriately when corrected 

       by teachers      1  2 3 4 5 

24. Controls temper when angry    1  2 3 4 5 

25. Enters appropriately into ongoing activities 

       with peers      1  2 3 4 5 

26. Has good leadership skills   1  2 3 4 5 

27. Adjusts to different behavioral expectations 

       across setting      1  2 3 4 5 

28. Notices and compliments accomplishments   

        across settings     1  2 3 4 5 

29. Is assertive in an appropriate way when    

       he/she needs to be     1  2 3 4 5 

30. Is invited by peers to join in activities   1  2 3 4 5 

31. Shows self-control    1  2 3 4 5 

32. Is “looked up to” or respected by peers   1  2 3 4 5 

 

 

Source: 

Social Competence of School Social Behavior Scales (Note From School Social Behavior Scales 

(2nd ed.), by K. W. Merrell, 2002, Eugene, OR: Assessment-Intervention Resources.)  In 

K. Merrell (2008). Behavioral, social, and environmental assessment of children and 

adolescents (pp.392-398). New York, NY: Lawrence Erlbaum Associates, Taylor & 

Francis Group.  
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APPENDIX L 

SEMI-STRUCTURED INTERVIEW GUIDELINE 

Semi-structured Interview Outline Examples of Real Questionnaires 

Background / Journey of Resettlement 

 The process of adaptation in the U.S. 

 History of the move to Terrace City 

 Years of education and locations of 
education in the original country and in 
the U.S. 

 Self-assessment of English proficiency  

Q1. Could you tell me the entire processes of your 
immigration and resettlement in the U.S.? 
Q2. Before arriving in Terrace City, had you ever 
been to other cities in the U.S?  
Q3. How did you learn English and the knowhow to 
adapt this new world? 
Q4. For what purposes did you and your family 
immigrate to the U.S.? 

Information Needs: Physical Problems & Obstacles 

 General opinion of daily life in Terrace 
City  

 Neighborhood  

 School Environment 

 Social Activities/Church Life   

 The most serious issue or problems 
  

* See also “Oral Survey I—Demographic 
Profile Questionnaire (Appendix G)”  

Q1. Please state your general opinion of life in 
Terrace City 
Q2.What difficulties or problems are you are facing 
as an immigrant or international student?  
Q3. How different is American life from life in your 
home country? 
Q4. Tell me of a challenge or problem that you have 
recently overcome in your life. 
Q5. How do you deal with life’s problems? 

Information Needs: Emotional Problems & Obstacles 

 Emotional condition   

 Socio-cultural barriers 

 Family Relationships  

 Help seeking 
 
*See also “Measurement Scales for 
Loneliness/Isolation/Social Competence” 
(Appendix H, I, J, K)  

Q1. What are the main emotions that you go through?  
Q2. What is your relationship with your friends and 
family, neighbors? 
Q3. What are your main current concerns?  

Information Sources & Communication Channels 

 Preferences of information sources and 
the reason 

 Human social network (e.g., kinship or 
friendship, family) 

 Information grounds  

Q1. In order to solve the problems that you 
mentioned, what kinds of information do you use? 
Why do you use them? 
Q2.Whom did you ask for help, or information, if 
anyone? What are the persons’ relations to you? 
Q3. If you experience difficulties, do you attribute the 
difficulties to a lack of information or resources? 
Q4. What helped you overcome this problem? / What 
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did you do to overcome this problem? 
Q5. What other things have helped you? 
Q6. Why do you seek or avoid the information? 

Meaning of Information and Library / Evaluation of Information Sources 

 Meaning (or images) of information/ 
library  

 Satisfaction of used information 
sources  

 
 
 
  

Q1. What spring to mind when you hear the word 
‘information’? 
Q2. How do you feel about the quantity and quality 
of the information you seek? 
Q3. What do you think are the most important 
information issues related with your current life?  
Q4. Do you feel fully satisfied/ trustful about the 
information you earned?  
Q5. What you do think about library? What spring to 
mind when you hear the word, ‘library’? 
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