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Abstract

This thesis explores the experiences and personality development of Russian-speaking migrant
pupils in English state-funded primary schools at Key Stage 2 (7-11 years old). Research related
to Russian-speaking migrant children has been conducted abroad but to date there is no known
study of this in English primary schools. While addressing this gap, this thesis also addresses the
dearth of research into personality development, which is underexplored in L2 (Second Language)
migration, middle childhood, and the educational context of L2 schools. The methodology
comprises a qualitative longitudinal ethnographically informed multiple case study research
approach with five embedded cases. The evidence is based on 79 interviews with creative

techniques and seven months of participant observations.

By employing McAdams’ personality development theory in a migration context, personality
development was found to be inseparable from children’s L2 schooling experiences. The findings
revealed that often Russian-speaking migrant pupils felt excluded, isolated, and unable to achieve
or show achievement (i.e. fulfil their need to be/feel ‘smart’) in their L2 schools. These feelings
were intensified when their L1 (First Language) was limited or forbidden. The experiences
impacted, directly or indirectly, on children’s motivations and social relations, i.e. on their
personality development. Namely, (1) migrant pupils preferred more accessible subjects
(mathematics, art), as opposed to English; (2) pupils’ lack of knowledge gain, rather than lack of
interest, caused their low learning engagement in academic subjects; and (3) pupils exhibited
silence (quietness, submissiveness, or reticence) in class but not outside of class, which was an
adopted pattern of behaviour rather than ‘silent period’. The thesis furthers an understanding of
Russian-speaking migrant pupils’ place and voices, which can be extended to other linguistic
minority groups in the diverse cultural realities of UK and other European classrooms.
Pedagogical recommendations for EAL (English as an Additional Language) specialists and

policymakers are discussed.
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Chapter I ~ Setting the scene

1.1 Introduction

The thesis presents an inquiry into the experiences and personality development of Russian-
speaking migrant pupils in English state-funded primary schools at Key Stage 2. In this
introductory chapter | provide the background and rationale for the study (1.2), followed by an
indication of the research aim, questions, and an overview of the research design (1.3). | then
contextualise and explain the motivations which informed this study and the beginnings of my
interest in the topic (1.4). Further, | explain the use and meaning of key terminology in my thesis
(1.5) and review the English as an Additional Language (EAL) immersion context of the study

(1.6), before outlining the thesis structure (1.7).

1.2 Background and rationale

Recent decades have seen a continuous increase in the number of EAL, or linguistic minority,
pupils in the UK. According to official statistics, there were 1,557,511 (19 percent of all pupils)
EAL pupils in England in January 2018 (1,185,960 in 2015), the highest number of whom were
at primary level. In state-funded primary schools (including academies) there were 998,829 pupils
(21.2 percent in 2018, 20.6 percent in 2017; to compare, 9.3 percent in 2003) and 539,895 (16.6
percent in 2018, 16.2 percent in 2017) pupils in state-funded secondary schools (Department for
Education [DfE], 2017a; 2018a).

Within this context, since 2004 the number of Russian-speaking pupils in UK schools has been
rapidly increasing (Makarova and Morgunova, 2009; Independent Schools Council, 2015; DfE,
2016; 2017b; 2018a). In 2004, the ‘new mobilities were set in place’ (Mariou et al., 2016, p.100)
when some of the Russian-speaking countries (Estonia, Latvia, Lithuania) joined the European
Union (EU), and a significant influx of the Russian-speaking population began — and continues —
from former Soviet Union countries. The exact number of Russian-speaking pupils is unknown.
According to official statistics, the number of Russian-speaking children in the UK state-funded
primary schools has more than quadrupled in the past ten years (DfE, 2016; 2017b; 2018a), with
the highest number being in England (Figure 1.1). To compare, the same pattern is observed in
state-funded secondary schools: there were 4,656 and 5,069 pupils in 2017 and 2018 respectively,
with the highest number of Russian-speaking pupils in England (DfE, 2016; 2017b; 2018a)
(Figure 1.2).
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Figure 1.2 Russian speaking pupils: secondary (DfE, 2016; 2017b; 2018a)

Although there is a substantial number of studies which have focused on EAL or migrant pupils
in the UK, previous work has not explored the experiences of Russian-speaking pupils. In
addition, very few studies took a holistic approach to experiences in learning. This study’s
primary interest, therefore, centres on the learning experiences/issues of Russian-speaking
migrant EAL pupils with the aim of addressing this gap and advancing the discussion of the
comparative studies with other migrant groups or studies in other age groups in the UK and other
European classrooms. Particularly important is the need for a holistic exploration of experiences,



including a reflection of children, parents, but also teachers’ views of children’s experiences,

supported by observations of in-school learning.

An exploration of the experiences of Russian-speaking migrant pupils is significant due to this
group’s salient uniting, although somewhat paradoxical, features. Coming from former Soviet
Union countries, Russian-speaking migrants share some sociocultural values, educational
expectations, and child-rearing practices. Generally, the statistically high achievement of
Russian-speaking migrant pupils in the UK within the Eastern European group (Strand et al.,
2015; Demie, 2018c) exists alongside worldwide research identifying a prevalence of mental
health issues among Russian-speaking migrant parents (e.g. Landa et al., 2015). Looming in the
background of the latter is the malaise precipitated by the collapse of the Soviet Union, which

takes root in many forms, including socioeconomic (Goodman et al., 2005).

Additionally, different aspects of the issues of immigrant or EAL pupils, particularly those related
to achievement, have been substantially researched. Absent from the research is an exploration of
the personality development of EAL or migrant pupils, which has been generally overlooked in
education and L2 studies. The personality development area of EAL pupils has been disregarded,
especially in relation to context (Hart et al., 2003; Donnellan et al., 2006). Some research has
focused on personality development in multilingualism, mostly viewing personality as a
combination of traits evaluated through psychometric testing and overlooking the impact of the
learning context. Personality development is also underexplored among middle childhood (Key
Stage 2) level pupils. Characterised as a fundamental formative stage, with dramatic changes in
children’s motivations, behaviour, and cognition (Del Giudice, 2014), this time period is
especially peculiar for children post-migration. (I outline this period in 1.5.3.) | am thus
specifically interested in the ways contextual learning experiences (in L2 schools) reflect (and are
reflected in) the personality development of migrant middle childhood pupils. In the education of
migrant EAL children, personality development is significant as it can inform the methodological

approaches of their teachers to improve learning processes.

In this study I, therefore, attempt to holistically bring these main contextual (Russian-speaking
migrant pupils’ experiences) and theoretical (personality development in the context of these
experiences) orientations and foci together. | do so, as | detail in Chapter 3, through uniquely
implementing Vygotsky’s (1978) sociocultural theory and McAdams’ (2015a; 2015b; 2015c)
lines of personality development theory — i.e. the motivated agent and the social actor lines — in

an L2 migrant educational context with migrant middle childhood children.



1.3 Research aims and overview of the design
The aim of this study is, thus, to explore the experiences/issues of Russian-speaking migrant
pupils and their personality development in English state-funded primary schools at Key Stage 2.
The following research questions are used to address this aim:

1. What experiences/issues do Russian-speaking migrant pupils face in English state-funded

primary schools at Key Stage 2?
2. How do Russian-speaking migrant pupils express their personality development in the
context of their experiences/issues?
a) How do they express their motivated agent line of personality development in the
context of their experiences/issues?
b) How do they express their social actor line of personality development in the
context of their experiences/issues?

Children’s experiences (research question 1) are conceptualised following Vygotsky’s (1978;
1997; 1998) sociocultural theory (explained in Chapter 3, section 3.2) as participatory processes
mediated by L2 and other tools (e.g. practical activities) and the ways children react to and explain
these processes in an L2 school sociocultural environment, i.e. experiences in learning. While
focusing on L2 school learning experiences, | do not limit this investigation to a particular type
or a particular direction of/within the learning experiences of children allowing for the data to
emerge empirically (detailed fully in Chapter 4). The research sub-questions 2a and 2b correspond
with McAdams’ (2015a) personality development theory as a guiding theoretical framework,
which | explicate in Chapter 3, section 3.3.
In order to address these questions, particularly focusing on learning contexts, my research
approach was a qualitative longitudinal ethnographically informed multiple case study,
employing participant observations and interviews with five children, their parents, and teachers,
using creative techniques. Data collection resulted in 79 qualitative interviews in total (63 with
children and 16 with adult participants) and 124 school days of observations, which also
comprised 463 photographs taken during the participant observations. During the design stage of
the research methods for piloting, | developed and implemented the drawing ‘My hopes and
dreams’ and the ‘interview-through-game’ creative techniques as part of an exploration of the
experiences and motivations of primary migrant pupils. To date, this creative methodology,
mostly pertinent to online game-based market research and team-work-for-adults research, has
not been applied in educational cross-cultural or trans-linguistic (Lopez et al., 2008)

investigations as part of the interview process. | present the research design in Chapter 4.



1.4 Motivation for the research

This research is built upon a long-standing interest in pupils’ experiences after immersion in an
L2 learning environment. The first inkling of curiosity in the area of migrant L2-immersed
learners commenced when | started my teaching career in 2011 in China, where | witnessed the
uniqueness, challenges, and personal struggle of a six-year old migrant non-Chinese pupil’s
experiences of being immersed in a FLL (Foreign Language Learning) environment. A few years
later, |1 was preparing to move to London, and my curiosity was reignited as | started exploring
current research in the migration, and subsequently EAL, field in the UK. As a teacher, my
primary interest was in the way children, rather than adults, embrace migration. Alongside
children’s ingenuity, naivety, and endearing nature, the ways children encounter new learning
context and filter them through their worlds, going through numerous formative stages of
development, are significant and fascinating. Being a Russian-speaker, from a former Soviet
Union country (Ukraine), | naturally started my search by looking into Russian-speaking migrant
children immersed in an L2 learning school environment in the UK. I soon discovered that very
few researchers have addressed the problem of EAL pupils’ experiences in context, overlooking
the Russian-speaking group as a focus of investigation.

My interest in personality development was piqued at the commencement of my PhD by the works
of Vygotsky and sparked by a lecture by Asmolov, a professor of Psychology in Moscow State
University since 1996, and a former mentee of Professor Leontyev who had worked with Lev
Vygotsky. Starting his lecture on personality development Asmolov rhetorically asks, ‘Is there
anything more perfect in this world than Personality?” (1997, no pagination, my translation).
Perhaps, this question represents a description of personality from a rather humanistic point of
view; however, personality as holistic and structured, and at the same time, a unique set of
individuals’ differences in their inner beings, a combination that makes the world as diverse as
we know it and as deep and seemingly endless to explore: can it be anything but perfect? For
educational research this question helped me to conceive the investigation into personality as an

interesting and exciting journey.

1.5 Key terminology
It is essential to establish the nuances of key concepts | integrate in this thesis: ‘Russian-speaking
migrant’ and, by extension, the ‘EAL’ children; ‘personality’ and its ‘development’; and ‘middle

childhood’ (Key Stage 2 primary level) children.

1.5.1 Russian-speaking migrant and EAL
The term ‘Russian-speaking migrant’ is used interchangeably with ‘language [or linguistic]
minority’ (Glenn and Jong, 1996) and ‘EAL’ children throughout this thesis. Although the



boundaries between the terms ‘migrant’ and ‘EAL’ children are not fixed — i.e. not all migrants
are EAL (e.g. some come from other Anglophone contexts) — in this thesis all migrant pupils are
also EAL. These terms broadly signify individuals younger than 16 years old who have migrated
with their family (first-generation immigrants) and are immersed in a country and a school foreign
to them, emphasising that these children’s first/dominant language (Russian, or L1) is different
from the national/official language of the country and schooling (English, or L2). Being relatively
recently arrived migrants (up to six years), the notion of ‘Russian-speaking migrant’ pupils
indicates that these children are new to speaking English or intermediate speakers (Conteh, 2012).
I consciously disregard the further temporal delineation of first-generation immigrant pupils into
very recent arrival (newly arrived) and less recent arrival (as discussed by Evans and Liu, 2018,
for example) as the range of my participants falls into both categories. | attend to these aspects of
the participants’ characteristics in detail, providing information about the cases in 4.7.4.
Additionally, highlighting the peculiarities of the participants’ setting (which I outline in 1.6), |
refer to my participants as ‘immersed L2 learners’ (immersed in the non-bilingual, i.e. not aimed

at bilingual education, L2 schools’ environment).

Although challenging in its ambiguity, the use of the term ‘EAL’, i.e. English as an Additional
Language, is unavoidable due to the contextual peculiarities of this study closely pertaining to the
teaching and learning of migrant pupils. In the Primary National Strategy (2007), EAL is
characterised as a notion with a multilingual connotation signifying an ‘addition’ of English to
pupils’ linguistic profiles (p.2). In this thesis | adopt this understanding in alliance with the
definition in the official documentation (DfE, 20173, p.10):

A pupil is recorded to have English as an additional language if they are exposed to a
language at home that is known or believed to be other than English. This measure is

not a measure of English language proficiency or a good proxy for recent immigration.

It is equivalent to the ELL (English Language Learner) term in the US and has some common
features with the terms ESL/EFL (English as a Second/Foreign Language) (Arnot et al., 2014). In
fact, EAL has been used in place of ESL since the late 1980s (Leung, 2016). While being

somewhat similar, these, nevertheless, signify distinctive contexts.

The terms ‘migrant’ or ‘linguistic minority’, or ‘EAL’ are used with caution in recognition of
these definitions’ inherent obscurity (Conteh et al., 2007; Sharples, 2016; Cunningham, 2017),
e.g. with the latter (EAL) connoting ‘adding’ languages rather than ‘syncretism’, i.e. the uniting
of languages (Conteh et al., 2007, p.18), and covering too broad a range of pupils’ language skills
(Cunningham, 2017). The terms ‘EAL’ and ‘linguistic minority’ overlook contextual nuances

between recent arrivals (first-generation immigrants), and Russian-speaking pupils born in the



UK into migrant families who are, thus, more ‘advanced’ EAL English learners (second-
generation immigrants). The concept of migration is ambiguous in that, on the one hand, it is an
advantageous factor, e.g. as an act of agency (Jgrgensen, 2017b; Thompson et al., 2019),
providing advanced education or healthcare (Oxford Reference, 2018). On the other hand, it is
perceived as a disadvantage (e.g. Sime and Fox, 2015b), an association with which is often
overlooked (advantage) or downplayed (disadvantage). Such obscurity also pertains to the official
statistical records presented in this thesis (both the EAL and Russian-speaking migrant children-
related statistics), which are arguably indistinct and problematic. They, nevertheless, represent

the only statistical records available.

1.5.2 Personality and its development

‘Personality development’ is understood in this thesis, following McAdams (2015a; 2015b;
2015c¢) as a process of change in a personality, which consists of three lines: the social actor, the
motivated agent, and the autobiographical author, i.e. the unique combination of traits (embodied
in social behaviour and emotions), motivations, and narrative identities. | attend to these notions
in depth in Chapter 3, section 3.3. As it is important to delineate the structure of a personality
from its development, | preface this with the discussion of essential and equally complex notion

of personality, which | will discuss now.

Personality is defined as a ‘set of traits that assure individual continuity, as the motivational core
of human behaviour, as a self-regulating system designed to maximize adaptation to life’s
challenges’ (McAdams and Adler, 2014, p.461). Personality, according to Pervin et al. (2005), is
‘those characteristics of the person that account for consistent patterns of feeling, thinking, and
behaving’ (p.6). As Hart et al. (2003) agree, personality is a dynamic, holistic, and continuous
complex, which shapes individuals’ emotions, thoughts, and behaviours; therefore, the research
into personality development has to answer the questions relevant to the individuals who produce
‘the thoughts, experience the emotions, and emit the behaviours’ (p.5). Maltby et al. (2010) define
personality as a ‘mental concept that influences behaviour via the mind-body interaction’ (p.5).
In older studies, personality was defined as ‘mental processes and overt actions, as the relation
between thinking, wishing, and feeling on the one hand and behaviour on the other’ (Kagan, 1971,
p.4), or as a total of what an individual is, was, and will become, thereby understood as a
combination of physical, intellectual, cognitive, emotional, social, behavioural, and cultural
characteristics (Smith, 1974). The father of phenomenology (a humanistic theory of personality)
Allport (1937) defines personality as ‘the dynamic organization of those psychophysical [traits
within the self] systems that determine his characteristic behaviour and thought [“for survival and

for growth’]” (p.28), i.e. ‘unique way of playing his social roles’ (Smith, 1974, p.6).



Thus, some theorists posit that personality consists of traits (e.g. Molfese and Molfese, 2000;
Caspi and Shiner, 2006; Akker et al, 2014; Soto and Tackett, 2015); others, on the contrary,
argue that personality structure should not be limited to traits (e.g. Smith, 1974; Leontyev, 1975;
Asmolov, 1997; Hart et al., 2003; Pervin et al., 2005; Thomson and Goodwin 2005; McAdams,
2013; 2015a; 2015b; 2015c¢; Fruyt and Leeuwen, 2014; Reese et al., 2014; Lanning et al., 2018)
and should include, for instance, self-concepts (in the form of, for example, individuals’ life
stories). However, most scholars agree that traits form the core of personality structure. Traits are
defined in many different ways as: the ‘most fundamental dimensions of individual differences’
(Pervin et al., 2005, p.230) or a “disposition to respond similarly across a variety of situations’
(p.290); as patterns in behaviour, thoughts, and emotions developing within individual’s
environment in a normative and idiosyncratic manner; as self-regulative patterns (Rothbart and
Bates, 2006; Boyd and Bee, 2010; McAdams, 2015a; Soto and Tackett, 2015); or as ‘the recurrent
and recognizable styles we display as we perform emotion and enact social scripts’ (McAdams,
2015a, p.225). Traits are highly dependent on the situation, and some traits are only vivid in
certain circumstances: ‘a trait expresses what a person generally does over many situations, not
what will be done in any one situation’ (Pervin et al., 2005, p.227). As may be apparent, social
roles and behaviours in the definitions of personality allude to the definition of traits, which can
be interpreted as the fact that traits (individual patterns of behaviour) within the sociocultural
perspective of personality development may be viewed as closely linked to social roles.

Generally, the definitions of personality have both common and divergent features: most
recurring and most general characteristics of personality include thoughts, feelings, and
behaviours that originate from traits, motivations, and self-dimensions conditioned by social
roles. McAdams’ definition presented in the beginning of this section, which is comparable with
Allport’s understanding of personality, is considered to be the main conceptualisation of
personality in this study. Social roles, motivations, and the self-domains are deemed as both

dynamic and continuous (stable), constituting an overall personality.

1.5.3 Middle childhood

Focusing on middle childhood level pupils (Key Stage 2), it is necessary to outline the
peculiarities of this period. As | briefly introduced in 1.2, middle childhood age is a period from
7 to 11 years old (5-12 in Lightfoot et al., 2013) and is characterised as a highly formative stage
(Block, 2007) with the most dramatic development (Smith and Cowie, 1991) occurring before the
age of 13 (Kagan, 1971), when children cultivate their broad inclinations (Berk, 2009). Del
Giudice (2014) similarly defines it as a fundamental dynamic stage of development during which

children experience ‘a global shift in cognition, motivation, and social behaviour’ (p.193),



embodied in ‘social integration and social competition® (p.198). This time is also marked by
changeable moods (Dwivedi and Varma, 1997) and a ‘heightened sensitivity to the environment’
(Del Giudice, 2014, p.199). Middle childhood is approximately divided into two phases (early
and later years) in the literature. The middle childhood early years (7 — 9 years old) is a vibrant,
energetic period during which children start not only to imagine things, view things in images,
and picture them, but to create things, activities, think intellectually, and use memories from the
past (Goldberg, 2009), which is part of the formation of motivation for children (Coll and
Szalacha, 2004; McAdams, 2015a). This is particularly interesting when it comes to exploration

of their dreams and wishes as part of the research design in this thesis outlined in 4.8.4.4.

Based on the “dialectical principle of the child’s development’ Vygotsky (1997) indicated that
from the age of six the behaviour of a child ‘become[s] complicated, and he enters into new
relationships with the environment’ (p.215) in which all the spheres of development are
interrelated, and language development influences other areas (Vygotsky, 2005). Significantly for
this thesis, children’s L2 development at this time (as I indicate in 1.6.1), becomes the L2 learning
process, less resembling the natural L1 acquisition (Johnson and Newport, 1989; Vygotsky, 1991,
Fabbro, 1999; 2002). This period is also a learning stage marked by the beginning of formal
schooling and socialisation. The increased diversity of social experiences generates an
increasingly rapid development of personality (Vygotsky, 2005). Equivalently, as argued by Soto
and Tackett (2015), childhood and adolescence are considered to be the keystones of personality
development, and ‘offer a rough sketch’ of the essence of personality development (p.360). In
other words, childhood represents a foundation of research in personality development and can
serve to predict pupils’ developing behaviours. The middle childhood later years (10-11 years
old) are regarded to be ‘central’ period in childhood (Goldberg, 2009, p.246), and can also be
crisis years or sensitive periods (Montessori, 1912), i.e. possibly more challenging and
disintegrated as the child starts to ‘judge and criticise the world’ (Goldberg, 2009, p.248). Boyd
and Bee (2010) describe this as the increasingly structured versatility of personal evaluations, i.e.
children evaluate themselves in different spheres of life (academic skills, physical appearance,
friendships, relations with peers, social acceptance, relationships with family members) to various
degrees. In view of the overall rapid cognitive development, emergence of motivations, increased
evaluations of the world, and language and socialisation, middle childhood is pertinent for an

exploration of personality development post-migration.

1.6 EAL immersion context
The aim of this section is to situate this thesis in the context of immersion in L2 schools, starting

with an overview of the main features of mainstreaming (immersion) in England (1.6.1),
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supported by the historical analysis of EAL (migrant children) policy development (1.6.2), before
moving onto current implications pertinent to this thesis regarding L2 and EAL provision for
migrant children (1.6.3).

1.6.1 Immersion in L2 schools

This part of the chapter reviews the immersion context through which L2 pedagogy aspects are
highlighted. Recently arrived EAL migrant pupils in the UK experience non-bilingual
immersion/submersion (Baker and Wright, 2017) L2 learning, also referred to as mainstreaming.
The exceptions are pupils who are home schooled or placed in alternative provision units (DfE,
2018b). In the context of immersion, there are two peculiar features of L2 learning in the UK that
are significant for the context of this study (discussed in 11.2.5). Firstly, English pedagogy is
based on a broadly communicative, learner-centred, approach with ‘greater embedded flexibility
and differentiation’ (Liu et al., 2017, p.390). Discussing communication-oriented versus
grammar-focused approaches to language teaching, Leung and Scarino (2016) caution that the
former approach does not assume abolishing the basics of language pedagogy (i.e. learning
vocabulary and grammar). This is naturally important for EAL pupils of primary age (starting
from approximately seven years old) and older, who, following Vygotsky (1991) and supported
by neurolinguistics research (Fabbro, 1999; 2002), predominantly learn L2 as their foreign
language rather than acquire it as their L1 (Johnson and Newport, 1989). Vygotsky (1934, 1991)
observed that, although L1 and L2 learning are interrelated (L2 relies on L1), in middle childhood
pupils do not acquire L2 as simply as they do when they are younger despite high levels of activity
and the advantages of memory, attention, and intellect at this age as compared with the earlier
years (as | outlined in 1.5.3). Therefore, pupils of primary age and older should be made aware of
the language structure (grammar, lexicology). However, the context of immersion in England and
abroad reflect ‘common-sense beliefs about multilingualism’ that immersion is an effective way
of acquiring a foreign language (Van Der Wildt et al., 2017, p.137). It is assumed that, following
immersion, ‘later will a child be made conscious of language as a system, to reinforce and promote
communication’ (Baker, 2006, p.307). The problem arises when this does not occur, leading to
L2- and attainment-related issues of language development (Johnstone, 2002). The language-
related, social, and emotional adjustments, stress, identity, self-esteem, and religion, to name a
few, are common problems, which are associated with non-bilingual immersion (mainstreaming)
(Baker and Wright, 2017). Baker (2006) describes immersion context as potentially dangerous in
that it can cause ‘frustration, non-participation, even dropping-out such that these children
become educationally, economically and politically disempowered’ (p.217). Thus, in the
situations of limited language support in learning, EAL pupils might unintentionally miss

significant explanations and knowledge (Tangen and Spooner-Lane, 2008). In addition, in such a
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context some children can be familiar with certain areas but are unable to articulate their
knowledge or draw attention to the areas in which they need more help (National Association for
Language Development in the Curriculum [NALDIC], 2011).

Secondly, for primary level EAL pupils L2 is cross-curricular, appearing as the language of
instruction and a tool for learning academic notions (Krashen, 1989; Conteh, 2012; Baker and
Wright, 2017; Cummins, 2018; Leung and Solomon, 2019), with L2 literacy taking a special place
for migrant pupils (as we see later in 11.2). As Baker (2006) reviews, L2 literacy has been
regarded differently: as a skill of understanding messages of communication, which represents a
more traditional, functional, cognitive view of literacy (e.g. among EAL pupils — Grewal and
Williams, 2018); and from a “critical’ literacy perspective as ‘literacy for empowerment” offering
pupils’ personal views in analyses of texts (Baker, 2006, p.325). Related to a sociocultural view,
the ‘constructivist’ perspective sees literacies as embodying various meanings that pupils
‘construct’ based on their previous cultural, linguistic, and social experiences. As a strand of
sociocultural approach, the New Literacy Studies (NLS) have been developing since the 1980s as
an alternative to traditional cognitive views of literacy, which suggests multiple variations of
literacy, seeing it as contextually-dependent social, cultural, and historical practice (Gee, 2015)
forming ‘conceptions for reading and writing’ (Street, 1984, p.1). Street (1984; 1998) identifies
two models of literacy: ‘autonomous’, i.e. a technical skill independent of context, versus
‘ideological’, i.e. socially-situated literacies formed by sociocultural institutions, which
recognises literacy aspects as tools for ‘representing patterns of experience’ (Street, 1998, p.22).
Apart from seeing literacies as socially and culturally-informed, according to Vygotsky’s theory
it is also essential in establishing a basis for the development of higher mental functions (Mahn,
2003). In addition, literacy lays a foundation for abstract reasoning and ‘provides tools for
students’ imagination and emotional development’ (Kozulin et al., 2003, p.5). These views
emphasise the significance of literacy for cognition and as a potential instrument of empowerment
(and subjugation) —as a process of a sociocultural practice. This is relevant to the thesis argument,
discussed in 11.2.5.

1.6.2 EAL policy development

In order to understand the nature of mainstreaming, which informed the current non-bilingual
immersion context, setting the stage for the issues of immersed recent migrant Russian-speaking
pupils presented later in this thesis, I will briefly outline the historical underpinning of EAL policy
development in England. The rights of the linguistic minority pupils to use their home languages
in learning have been growing as an issue in policy (and research) for the past 70 years with the

arrival of Commonwealth citizens when L2 proficiency first became a problem (Leung, 2016).
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Costley (2014) outlines three broad trajectories in EAL policy and practice development — EAL
and assimilation, EAL and withdrawal, and EAL and mainstreaming (p.277) — which will be
adopted here in order to provide a general clarity of periodisation, although the boundaries

between these are not clear-cut and are somewhat arbitrary.

A phase of assimilation (c. 1950-1974) may be described as having diverse provision and
substantial reforms with an uneven distribution of pupils and support (Costley, 2014). In 1963,
Edward Boyle advised presenting ‘zoning schemes’ in order to restrict admission of EAL pupils
making it no more than 30 percent of EAL pupils in a school (Costley, 2014), signifying the
underlying ‘assimilation’ ideology (Conteh et al., 2007, p.3). Developed in this period, the
Newsom Report (1963) focused on attainment and the organisation of schools and was a precursor
(as regards its contents) of the National Curriculum (1989). The year 1966 was marked by Roy
Jenkins’ speech on the integration of immigrant citizens that had triggered further educational
reforms. Jenkins (1966) defines integration ‘as equal opportunity, accompanied by cultural
diversity, in an atmosphere of mutual tolerance’ as opposed to viewing it as a “flattening process
of assimilation’, let alone ‘the loss, by immigrants, of their own characteristics and culture’ (no
pagination). This ‘equal opportunity’ did not seem to encompass linguistic diversity, as is evident
from the Plowden Report (1967) on primary schools. Its statement that the imperative aim of
language education for immigrant children is to reduce language constraints has shaped the
ideology of educational policy of contemporary England. Although, overall, the report created a
pupil-focused pedagogy (Conteh et al., 2007), it, nevertheless, expounded the underlying
assimilation ideology (The Plowden Report, 1967, p.72):

When the concentration of non-English speaking children in a particular school
reaches a level, which seems to interfere with the opportunity for other children to
learn, or with the teacher’s ability to do justice to the immigrant children, there may

be a demand for dispersal of the immigrants.

A withdrawal (c. 1975-1986) phase started when migrant pupils were separated from the majority
of pupils into ‘language centres’ for additional English lessons (Monaghan, 2010, p.16). Three
types of provision for withdrawing pupils are distinguished: total, partial, and non-withdrawal.
Total withdrawal meant learning in separate classes until L2 proficiency was sufficient for
attending mainstream lessons; partial withdrawal comprised part-time L2 learning in-between or
after lessons; and non-withdrawal meant students were allowed to attend mainstream classrooms
(Leung and Franson, 2001, p.154). The total withdrawal was brought to an end as a result of an
investigation by the Commission for Racial Equality (CRE) which had established that provision

of withdrawal English lessons for EAL were socially and educationally detrimental (CRE, 1986).
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Mainstreaming (c. 1986 — until now), which is referred to as (non-bilingual) immersion in this
thesis, involves the ‘integration of all students, regardless of language and ethnic backgrounds,
into age-appropriate classes’ (Costley and Leung, 2014, p.29). A prerequisite for a mainstreaming
phase was the recognition of bilingualism, cultural identity, and cultural knowledge presented in
the Bullock Report (1975) which placed language ‘at the very heart of the curriculum’ linking
language, culture, and identity (Conteh et al., 2007, p.3) with academic achievement (the Bullock
Report, 1975, p.286):

No child should be expected to cast off the language and culture of the home as he
crosses the school threshold, nor to live and act as though school and home represent

two totally separate and different cultures which have to be kept firmly apart.

Importantly, the report defined for the first time the significance of the use of L1 in schools,
almost foreshadowing and endorsing translanguaging practices (the Bullock Report, 1975, p.294):

Certainly the school should adopt a positive attitude to its pupils’ bilingualism and
wherever possible should help maintain and deepen their knowledge of their mother
tongues.

Despite the report’s virtues, it took approximately 10 years to implement its recommendations
into policy and practice (Leung, 2016) when the Swann Report (1985) was published. The Swann
Report (1985), while imparting ‘assimilationist “Education for All” ideology’ (Conteh and Brock,
2011, p.348), illustrated the detrimental effect of withdrawal for pupils, whereby the involvement
of EAL children was normalised (Mistry and Barnes, 2013). This established a legal regulation
which guaranteed fair admission to education (Leung, 2016). Although the report’s (the Swann
Report, 1985) aim was to increase the openness of schools to EAL pupils (Leung, 2010),
mainstreaming, nevertheless, places emphasis on pupils’ engagement in the standard curriculum,
rather than on ‘integrating the specialist pedagogic concerns of EAL-minded language teaching’
(Leung, 2016, p.98). The report (1985, p.408) stated, ‘we do not believe mainstream schools
should seek to assume the role of the community providers for maintaining ethnic minority
community languages’, which resulted in the separation of heritage languages and mainstream
schools (Conteh and Riasat, 2014, p.605).

1.6.3 Current implications: L1 and EAL provision

As is clear from the historical review of EAL policy development, the linguistic diversity in
England, which, while being a part of daily schools’ reality (Leung, 2002), is currently contested,
challenged, and undermined through the discourses of power in the educational policy promoting
a monolingual ideology in education (Blommaert and Verschueren, 1998; Gal, 1998; Conteh et
al., 2007; Leung, 2007; Roberts et al., 2007; Conteh and Brock, 2011; Cooke and Simpson, 2012;
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Simpson and Whiteside, 2012; Costley, 2014; Simpson, 2015). Thus, being underpinned by
monolingual ideologies, immersion (described earlier in 1.6.1) is a form of education of migrant
children that essentially rejects and minimises multilingualism (Van Der Wildt et al., 2017). The
current National Curriculum for England (DfE, 2013) acknowledges that the needs of EAL pupils
should be considered by the teachers only in order to ‘develop their English’, framing it as being
central to ‘inclusion and equal opportunity’ in order to ‘provide the support pupils need to take
part in all subjects’ (p.8). At the same time, it promotes and reinforces a monolingual ideology in
education, by putting the English language at the core of being ‘essential to participating fully as
a member of society; pupils, therefore, who do not learn to speak, read and write fluently and
confidently are effectively disenfranchised” (DfE, 2013, p.13). As noted by Costley and Leung
(2014, p.29), educational policy sees language learning (LL) as ‘delayed naturalistic first language
development’. This may explain the absence of a unanimous EAL pedagogy in the curriculum
(Leung, 2002; Conteh et al., 2007; Costley and Leung, 2014; Flynn and Curdt-Christiansen,
2018). This traces back to the 1980s when ‘English as a subject’ ideology, being part of a
neoliberal agenda, advocated English literacy as a ‘basic competence necessary in a competitive
global economy’ (Goodwyn, 2014, p.28). Referring to Blackledge (2005), Cooke and Simpson
(2012) note that the main feature of British political debate is that illiberal suggestions are

camouflaged in liberal terms.

Correspondingly, such a policy landscape begets and exacerbates the monolingual and thus
problematic mind-set concerning bilingualism in the UK schools (Genesee, 2002;
McEachron and Bhatti, 2005; Bourne, 2007; Butcher et al., 2007; Murakami, 2008; Drury, 2013;
Bligh and Drury, 2015) and abroad (e.g. Pulinx et al., 2017; Van Der Wildt et al., 2017). The
monolingual or fractional attitude towards pupils’ bilingualism holds a deficit view of pupils’
previous linguistic resources (Wielgosz and Molyneux, 2015), thereby maintaining the ‘language
as a problem’ orientation (Ruiz, 1984) as opposed to a holistic attitude, which means seeing pupils
as having a ‘unique linguistic profile’ (Baker and Wright, 2017, p.9). This contrasts with the broad
direction of the EU, which advocates for multilingualism as a significant factor on the journey
towards educational inclusion, economic growth, and European citizenship (e.g. Cooke and
Simpson, 2012; United Nations Educational, Scientific and Cultural Organisation [UNESCO],
2014). Furthermore, research evidence likewise highlights a need for a multilingual direction in
British policies and schools’ ethos (Conteh et al., 2007). More specifically, it asserts the
promotion of L1 (Chalmers et al., 2019) through bilingual pedagogy (Conteh and Riasat, 2014)
and the support of L1 in English and MFL (Modern Foreign Language) classrooms in the UK and
abroad (e.g. Rubin and Bhavnagri, 2001 — in the USA; Conteh, 2003; Rutter, 2003; Chumak-
Horbatsch and Garg, 2006; Liu and Evans, 2016; Liu et al., 2017; Van Der Wildt et al., 2017;
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Costley et al., 2018; Slembrouck et al., 2018). L1 is considered to be an important resource of L2
literacy development (Ball, 2011; Baker and Wright, 2017), essential for well-being, achievement
(Cummins, 2001; Chen, 2009; Garcia, 2009a; Conger et al., 2011; Ramaut and Sierens, 2011,
Chalmers et al., 2019), cognition (Ball, 2011), and communication expansion (Kenner and Kress,
2003). These studies are underpinned by bourgeoning ways of implementing forms of
bilingualism and bilingual pedagogies, e.g. dynamic bilingualism (Garcia, 2009b),
translanguaging (Garcia, 2009b; Conteh, 2018; Garcia et al., 2018; Rowe, 2018), demonstrating
successful translanguaging (Ollerhead, 2018), dual-language programmes (Duarte, 2011), raising
linguistic awareness among teachers programmes (Sierens and Ramaut, 2018), and a range of

classroom activities for bilingual pupils (Kenner et al., 2008) in everyday L2 schooling.

Clearly then, schools and teachers are communicated contradictory statements about celebrating
cultural and linguistic diversity while they evaluate pupils’ achievements only in English (Conteh
et al. 2007). These ‘conflicting policy paradigms’ (Conteh, 2012, p.101) in English policy
structure are particularly influential as, although in 2018 the DfE has introduced direct funding
through the schools national funding formula (NFF) of £402 million (increased to £407 million
in 2019/20) to support EAL pupils, there is no oversight or any direct assessment of the ways this
funding is used (DfE, 2019). Prior to this, the Local Authorities (LAs) were subsidised by the DfE
with the Dedicated Schools Grant (DSG) (£43.6 million in 2018/19), which was used in place of
the Ethnic Minority Achievement Grant (EMAG) (1999-2011) (House of Commons, 2015). The
implication of the previous and the new funding is that the schools are given ‘full freedom’ to
apply required approaches in distributing the funding as regards EAL pupils (British Council,
2014, no pagination; DfE, 2019). This prompts the schools to adopt their own adjusted student-
focused strategies to meet the needs of pupils (Overington, 2012), generating the context of the
isolated/disjoined practice of schools differing from the main lines of research (Wardman, 2013).

This is relevant to the thesis argument in 11.2.4.

Such practices are evidenced in the studies showing different attitudes towards the home
languages in the context of UK schools. Among high school students, Safford and Costley (2008)
find that the multilingual resources of pupils are ‘undervalued and/or overlooked’ (p.145), which
is also the case in Sneddon (2007), Walters (2007), Moskal (2016), and Costley et al.’s (2018)
work. Liu and Evans (2016) conduct a study with the Eastern-European EAL pupils (Polish,
Latvian, Lithuanian, Bulgarian, Slovakian/Roma) in one primary and one secondary school in
England, focusing on the role of languages in the curriculum as perceived by teachers and
students. They found contrasting attitudes towards the L1s and English, suggesting the

development of school language policies in which multilingualism can become a ‘mediating
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cultural tool to empower individuals’ making ‘difference as a social norm in a super-diverse
society’ (Liu and Evans, 2016, p.565). Based on two secondary schools in the east of England,
Liu et al. (2017) identify that both schools in their study communicated the importance of
celebrating linguistic diversity and L1s socially, while emphasising the need for prompt L2
acquisition in a learning context. As an implication, Liu et al. (2017) provide 10 foundational
rules of pedagogy in multilingual classrooms referred to as ‘the knowledge base of teaching in
linguistically diverse contexts’ (p.389), including using L1 for learning and communicative aims.
The use of the L1 in learning is also reported to be minimised in Dakin’s study (2017), in which
she says that the L1s in the school are ‘neither encouraged nor discouraged but relied on the
attitudes of individual teachers to promote and value it’ (p.432) and seen as the way of improving
the L2 rather than as an important facet of cognitive development and well-being. Strobbe et al.
(2017) identify two essential types of attitudes towards L1 among pupils in Belgium (Flanders):
control-based and the amount of dominant language use, aimed at increasing the use of the
dominant language. The attitudes towards L1 review pertains to the thesis argument in 11.2.4.

Along these lines, it is important to delve into the learning support in L2 schools for migrant
children, pertinent to the discussion in 11.2.2. The ongoing controversies surrounding research
versus national policy regarding the amount of support pupils are to be given post-migration seem
to be increasing in England. All children, including EAL and Special Educational Needs (SEN)
pupils, need learning support to be able ‘to gain full access to the curriculum to which they have
entitlement’ (Hall, 2001, p.2). UNESCO’s (2005) report stresses that sufficient and adequate
support for all children is essential for inclusive education, which should be well-prepared in order
to manage diversity. However, in practice, as research reveals, it is not always the case (Safford
and Costley, 2008; Flynn and Curdt-Christiansen, 2018). Suggested causes for this failure include
limited funding and, consequently, a lack of specialist teachers (e.g. EAL teaching assistants or
TAs) in L2 schools (Chen, 2009; Moskal, 2016). Examples of learning support are the use of
bilingual translation including Google Translate (e.g. Liu et al., 2017) and the promotion of
bilingual learning support specialists (Chen, 2009; Tereshchenko and Archer, 2014). Similarly,
other examples highlight the significance of systematic and holistic approaches to EAL school
provision (McEachron and Bhatti, 2005; Pong and Landale, 2012), and ‘stronger partnerships’
with staff and parents (Mistry and Sood, 2012, p.292).

At the same time, the funding at school level is not the only issue in learning support. Pertinent
to the argument of this thesis (in 11.5.2.3), another issue stems from the teacher training
peculiarities in relation to EAL and bilingualism. Skinner (2010) discusses how teachers shared

their confusion in dealing with EAL pupils when it came to the exact ways of positively and
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effectively integrating their diversity in the classrooms. A lack of knowledge among teachers of
using ‘multilingual home language pedagogies’ is identified by Bailey and Marsden (2017,
p.301). Regarding teacher training, different studies call for a promotion of ‘cultural intelligence’
(Hue and Kennedy, 2013, p.305), linguistic awareness, EAL resources, and training in teaching
practical methods as regards EAL (e.g. Cajklera and Hall, 2009; Chen, 2009; Skinner, 2010;
Conteh, 2012; Mistry and Barnes, 2013; Conteh and Riasat, 2014; Moskal, 2016; Liu et al., 2017).

There are also no nationally developed official assessment recommendations for EAL pupils
(Conteh, 2012; Leung, and Solomon, 2019), in contrast with adult migrants (e.g. Blackledge,
2009). One exception, conducted after Conteh’s (2012) study, took place during the years 2016—
2017. In 2016, following Strand et al.’s (2015) report, L2 assessment of EAL pupils at the national
level by the schools has been changed and a new assessment of immigrant pupils’ L2 level was
introduced in England. Teachers and schools were required to submit the ‘Proficiency in English’
level of all of the EAL pupils (School Census, 2016, p.63). The assessment has been regarded
positively; however, it was not entirely clear whether the data were collected solely for L2
improvement or, for example, monitoring migration data (Flynn and Curdt-Christiansen, 2018).
Despite its positive aspects (Demie, 2018b), this assessment ended in 2017 (NALDIC, 2018;
Leung and Solomon, 2019). Assessment of primary age EAL pupils in the UK and abroad,
therefore, does not differ from that of monolingual pupils (Shohamy, 2011; Mueller-Gathercole,
2013; Backer et al., 2017) in relation to both summative (assessment of learning, i.e. knowledge
assessment based on national standards) and formative (assessment for learning which aims to
stimulate learning) (NALDIC, 2011; Assessment Reform Group, 2017).

As per the summative assessment, the standardised tests (both verbal and non-verbal) are found
to be “particularly prone to bias’ for EAL pupils because low results in these tests ‘might simply
indicate a bilingual pupil whose verbal talents have not been accurately reflected because of the
language bias’ (Hall, 2001, p.13; Baker, 2006 — on assessment bias; also in Akresh and Akresh,
2011). In terms of formative assessment, language is named as the main issue in effectively
implementing assessment for learning by teachers and general recommendations are provided for
the teachers to conduct effective assessment (NALDIC, 2011). However, these recommendations
do not include any specific guidance: for instance, on error correction/marking in relation to the
formative assessment of EAL pupils. There are a few standpoints found in the literature pertaining
to such specific recommendations. In L2 writing (non-immersion context) error correction, for
instance, has been both advocated (e.g. Ferris, 2004; 2006; Beuningen et al., 2012) and criticised
(e.g. Truscott, 2007); if especially excessive it can be ‘self-defeating, even penalising second

language acquisition’ (Baker, 2006, p.309). In Cook’s (2002) opinion, language and linguistic
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competence is something that exists in the present time, rather than an incomplete simulation of
its future state. Therefore, L2 assessment against a standard norm is inherently deficient, implying

a ‘failed native speaker[s]’ (p.19).

Advanced views marked by a linguistic multi-competence notion, which suggests a unity of
languages within a person or a community (Cook, 2002; 2016; Cook and Wei, 2016; Wei, 2016),
impeach a monolingual perspective. These views refuse to accept the very notions of mono- or
multi-/bilingualism and their derivatives, e.g. semilingualism’: i.e. a limited proficiency in both
languages (Cummins, 2000, p.175) or transitive (rather than additive, or balanced) bilingualism
(Cummins, 2000; Conteh and Brock, 2006; Conteh, 2012) — all insinuating deficit views on
language users. Similar advancements of Shohamy (2011), Sierens and Van Avermaet (2014),
and Backer et al. (2017) suggest a way forward to develop a content-related assessment of
multilingual pupils using all their language repertoire (translanguaging). These seem to be
potentially effective ways of resolving instances of inadequate assessment such as those described
by Baker (2006) with which some ineffective schools and classrooms assess emergent bilingual
or migrant pupils’ depth of thought by their L2 proficiency. In addition, the Bell Foundation
(2019) has been developing the EAL Assessment Framework for Schools, which includes aspects
of considering using L1 (Leung and Solomon, 2019). The assessment of migrant pupils is
significant for my argument in the thesis in 11.2.3.

In summary, analysis of current research and national policy documents suggest conflicting
perspectives embodied in vague and isolated local practices, ‘confused’ EAL pedagogies, and
unevenly distributed provision and support in schools with little or no multilingual (or linguistic
multi-competency-directed) options. It means that for individual recent migrant pupils, L2
immersion becomes a blind wheel of fortune with their well-being at stake. As we see later, this

incoherence will be explored and to some extent exposed.

1.7 Thesis structure

This section communicates the content and focus of each chapter of this thesis. The thesis is
divided into 12 chapters, including this introductory chapter. Chapter 2 critically analyses the
available literature regarding the experiences and personality development of Russian-speaking
migrant children in English state-funded primary schools. | start with the review of literature
related to Russian-speaking migrant pupils in the UK and abroad, explicating the reasons why
Russian-speaking migrant pupils merit attention. Furthermore, | review the literature related to
the experiences of pupils with a first/dominant language other than Russian in the UK. | then
review personality development literature, including the ways personality develops, identifying a

gap in EAL, migration, middle childhood, and L2 studies.
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Chapter 3 deals with the presentation and construction of the theoretical framework of this study.
| first provide an overview of the relevance and use of Lev Vygotsky’s sociocultural theory,
before moving onto Dan McAdams’ personality development theory, dwelling upon the social
actor and the motivated agent lines of personality development. Aiming to theorise personality
development within a migration context of immersion for middle childhood children, 1
contextualise these lines in relation to findings relevant to this thesis (Chapters 5 to 9) and
discussion (Chapter 11). Such literature focuses on motivations in middle childhood, LL
motivations in immersion context and social behaviour, and emotions characteristic of this
behaviour, and social relationships. Finally, I include a note on the authorship line of personality

development.

In Chapter 4, | explain the methodology and research design of this thesis, starting with the
establishment of the research questions based on the literature review and theoretical framework,
outlining the philosophical underpinning of this study. I then discuss the peculiarities of research
with children, and as an implication of these, | outline the research tradition and approach chosen
for this study — longitudinal ethnographically informed multiple case study. Furthermore, |
present the research setting and the participants. | then describe the methods of data collection,
followed by the data analysis section, before the final section dealing with trustworthiness and
ethics.

Chapters 5 to 9 present the findings of this study: five embedded cases within a multiple case
study, with each case representing a pupil. Arranged chronologically, the cases follow each other:
from the most recently arrived migrant pupil (Yulia), followed by Rita, Alisa, and Katerina, to
Ivan (the least recent arrival). Each chapter starts with the background information about the case,
moving onto the main overarching themes (Experiences, Motivations, and Social behaviour and
relationships in L2 school), and the sub-themes unique to each case, before finalising with the

case summary.

Chapter 10 is a cross-case analysis of the cases’ findings (Chapters 5 to 9). Structurally, the cross-
case analysis follows the logic of the cases: arranged by the three main overarching themes
(Experiences, Motivations and Social behaviour and relationships in L2 school) within which the
typical and atypical findings are analysed. This chapter embodies a necessary ‘bridge’ between

the findings and the discussion.

In Chapter 11, | discuss the findings’ significance in relation to the current literature attending to
the research questions. The chapter is structured accordingly, following the research questions.
Finally, Chapter 12 summarises the findings, communicates the contribution, implications for

EAL professionals and policymakers, and the future direction for the research. | finalise this
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chapter with the limitations of the study, followed by an autobiographical reflection in the final

word.
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Chapter 2 Literature review

2.1 Introduction

This thesis is concerned with an exploration of the experiences/issues and personality
development of Russian-speaking migrant middle childhood pupils in the context of English
primary schools. The aim of this chapter is to systematically elaborate on and present the
argument which informed my research questions. This argument is organised following a general-
to-specific principle allied to common themes. The chapter begins with the literature review of
Russian-speaking migrant children’s experiences (2.2) discussing why this group merits attention.
Next, | review the studies of the experiences of EAL or migrant pupils in the UK. Then, | examine
personality development (2.3) in relation to migration, middle childhood, and L2 studies,
identifying a gap in this area. This is preceded by a brief outline of the main trajectories and
theories of personality development, explaining the relevance and applicability of the theories.
As the aim of this thesis is to explore the experiences and personality development of Russian-
speaking migrant pupils in English state-funded primary schools, my literature review will focus
primarily on the experiences and personality development of migrant primary level pupils’ studies
in an L2 learning environment. It does not intend to cover secondary or pre-school levels, or
studies pertinent to adult migration, nor the ESL/EFL, or bilingual schools’ context, unless
particularly relevant to the findings (Chapters 5 to 9) and the discussion (Chapter 11) and absent
in the EAL or migration context of the UK. The incorporation of the studies from other than
English contexts is done with caution, recognising contextual differences outside of (and within)

England.

2.2 Russian-speaking migrant pupils in the UK

This section deals with an overview of research into Russian-speaking migrant pupils (2.2.1),
elaborating on why this language group merits special attention (2.2.2), and reviews studies on
the experiences of other language groups (2.2.3). These are relevant to the overall argument of

this thesis focusing on an exploration of the experiences of Russian-speaking migrant pupils.

2.2.1 Research into Russian-speaking migrant pupils

Globally, research related to Russian-speaking immigrant children has been undertaken in various
contexts: education in Finland (Laihiala-Kankainen, 1998; Réty et al., 2011; 2012; Nieminen and
Ullakonoja, 2017; S&&véla et al., 2017); sociolinguistics in Ireland (Eriksson, 2015), Germany
(Chirkina and Aruin, 2013; Gagarina et al., 2014; Walters et al., 2014; Gagarina, 2016), Slovenia
(Tominec, 2015), Israel (Schwartz et al., 2009; Shulova-Piryatinsky and Harkins, 2009 —
including Ukraine and the US; Ronen, 2012; Zbenovich, 2014; Putjata, 2017); bilingualism in the
US (Schmitt, 2000; Unik, 2006), Canada (Makarova and Terekhova, 2017), Israel (Altman et al.,
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2014), psychology in the US (Sekerina and Trueswell, 2011), Greece (Palaiologou, 2007), Turkey
(Antonova-Unlii and Wei, 2016); the Baltic States (Estonia, Latvia, Lithuania) (Leino et al., 2006;
Kemppainen et al., 2008; 2015; Cara, 2010; 2013; Kello et al., 2011; Sumskas et al., 2012);
adoption in New Zealand (Johnstone and Gibbs, 2010), the US (Farina et al., 2004; Pronchenko-
Jain and Fernando, 2013), and Italy (Caprin et al., 2015; 2017). In Scotland, Ivashinenko (2019)
conducts a study in Russian Saturday (supplementary) schools with respect to the parents’ social
networking. Nevertheless, to date there are no known precedents concentrating on the experiences

of Russian-speaking migrant pupils in UK primary or secondary schools.

The absence of studies into Russian-speaking pupils in the UK may be the result of the way of
life that Russian-speaking families lead, defined as an ‘invisible community’ by Kopnina (2005,
p.205), or a lack of feeling of belonging to a community. Kopnina (2005) maintains that the
Russian-speaking population in London has accumulated diverse adaptation strategies and leads
a disintegrated existence which, inter alia, bears influence on their children as they attend schools
with subjects taught in English while using Russian as the main/dominant language at home.
Other reasons comprise the recent phenomenon of the increasing number of Russian-speaking
children in UK schools (as | introduced in 1.2) due to the growing prestige of the British
educational system (Chankseliani, 2018) and the recent acquisition of free migration status, now
threatened by Brexit, for some partially Russian-speaking countries in the EU (Latvia, Lithuania,
Estonia). Despite this rapid increase, there is a relatively small number of pupils in comparison
with other language groups, constituting about 9 percent in state-funded primary and 5 percent in
secondary schools out of all EAL pupils in England (DfE, 2018a). The perceived logical
generalisability and applicability of research into other immigrant groups in the UK is an
additional factor together with the fact, perhaps obviously, that Russian-speaking children are
mostly racially homogenous with the majority of the UK population (Malyutina, 2013).
Representing 90 ethnicities (Anderson and Silver, 1990), including Bashkirs or Turcik, Russian-
speakers are in fact a heterogeneous multinational and multi-ethnic population (Central
Intelligence Agency [CIA], 1990; Gitelman, 1994). Furthermore, Russian-speaking migrant
children have not been separated from the studies into Eastern European minority children
(Thomas, 2012; Tereshchenko and Archer, 2014; Sime and Fox, 2015a; Liu and Evans, 2016;
Demie, 2018c; O'Shea, 2018). Although significant, these studies did not pay sufficient heed to
the plurality of the distinct sociocultural aspects of Eastern European peoples. Both Eastern
European and non-EU Russian-speaking countries, may share traces of their Communist pasts,
but divides remain including those defined by the limits of the North Atlantic Treaty Organisation
(NATO) alliance and the EU’s new boundaries.
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2.2.2  Why Russian-speaking migrant pupils merit attention

It has long been acknowledged that one cannot entirely generalise from the experiences of one
linguistic minority group to those of another. There are commonalities in the experiences of
immigrant children but there are also features specific to particular groups (Chuang and Moreno,
2011). Moreover, as Parke and Chuang (2011) say, ‘there is no single image of immigrant children
but many portraits. Progress will only be possible if we recognize the heterogeneity of immigrant
children’ (p.272).

Russian-speaking migrant pupils’ linguistic minority group is distinctive in several ways. In
respect to the Russian-speaking children’s achievement in the UK, the National Pupil Database
(NPD) analyses (Strand et al., 2015; Demie, 2018c) disclose that Russian-speaking pupils
progressively outperform ‘other EAL White groups’ of pupils, being the second highest achieving
group of pupils in ‘White other group’ in Key Stage 2, outperforming English as a first language
speaking group and appearing second after the French-speaking group (Strand et al., 2015). In
2016, Russian pupils performed above the national average (54 percent) in Key Stage 2 Standard
Attainment Tests (SATs) (Demie, 2018c). This corresponds with a cross-contextual presentation
of students from the former Soviet Union who are found to be highly achieving, successful, and
motivated (e.g. Eisikovits, 2008). Similarly, Russian-speaking pupils at Key Stage 4 were
reported to be relatively high achievers provided they had high L2 proficiency (Tereshchenko and
Archer, 2014). An additional characteristic of them is expressed by teachers in Finnish schools.
Russian-speaking pupils are described as friendly, ‘very polite, attentive, and well-mannered and
treat teachers with great respect’ (Laihiala-Kankainen, 1998, p.67). Moreover, they are very
capable in terms of cognition and problem-solving, which is ‘present in their [Russian pupils’]

upbringing’ (p.77).

Nonetheless, while being high achievers academically, some evidence connotes Russian-speaking
migrant pupils might be at risk of having issues of a cultural and/or psychological nature. In their
article ‘Russian child mental health’ Goodman et al. (2005) establish that, compared to British
children in the UK, Russian children in Russia have twice as many behavioural and emotional
pathologies. Similarly, low resilience, and a prevalence of psychological, mental health disorders
(e.g. depression) was found among Russian-speaking migrants (Aroian et al., 2001; Aroian and
Norris, 2002; Landa et al., 2015). This was catalysed by the breakup of the Soviet Union followed
by economic regression and instability (Goodman et al., 2005). While this study did not focus on
Russian speakers in the UK, it allows one to construe some features of a portrait of Russian-

speaking pupils who are (mostly) from the former Soviet Union countries and use the Russian
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language (for a review, e.g. Pavlenko, 2008; Yelenevskaya, 2015), as exposed to post-migration

mental health disorders.

What also merits attention to Russian-speaking migrant children is that Russian-speaking families
are distinct from native English pupils and many other language minority groups because they
conceivably share different expectations of schooling (Elliot et al., 2005). Russian-speaking
parents impart a culturally and socially embedded understanding of education and schooling to
their children (Hufton and Elliott, 2000; Elliott et al., 2005), potentially intensified by a common
notion of nostalgia about the Communist regimes, and their motherland among Russian-speakers
abroad (Isurin, 2011). They also share a specific ‘pedagogical nexus’ of Russian schools —i.e. the
high value of education, fostering and up-bringing styles, support and engagement practices —
which Russian-speaking families bring to the UK and into which they root their children’s
formation in a new environment (Hufton and Elliott, 2000, p.115). This allegedly makes Russian
pupils more motivated than pupils in American and English schools. In addition, Russian mothers
have been portrayed as highly involved in the education of their children adopting the ‘child as
project’ (Hallden, 1991; Vincent and Ball, 2007) child-rearing practices in different contexts
(Payne, 2015; Akifyeva, 2017). Indirectly warning against unintentional generalisations in their
study of Russian-speaking migrant youth in Finland, Pikkarainen and Protassova (2015) caution
that one should, nevertheless, also take into consideration heterogeneity within a Russian-
speaking migrant group.

2.2.3 Experiences of migrant pupils

As stated earlier, much of the research that has been conducted in the UK on the experiences of
linguistic minority immigrant children has not focused on Russian-speakers. This section reviews
the studies into the experiences of other language groups, starting with the studies which focus
on a representative of a particular language background, moving to the studies of experiences of

migrant pupils in general.

In relation to specific language groups, a few studies into migrant pupils’ experiences have tended
to emphasise identity. Employing a multi-method qualitative study, Tereshchenko and Archer
(2015) explore the experiences and identities of 12 Albanian and 8 Bulgarian children, comparing
complementary and mainstream schools in London. Archer and Francis (2007) and Chen (2007)
conduct qualitative research into the identities and experiences of a Chinese group of high-
achieving migrant pupils. Focusing on Chinese pupils, Ganassin (2017; 2018) explores
community, rather than the mainstream schooling experiences of Chinese pupils. Chinese-British
pupils’ educational values are a focus of Francis and Archer’s (2005) qualitative research. The

views of Polish migrant parents, as opposed to children, on their experiences and expectations of
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schooling have been analysed (Ryan and Sales, 2013) as have their parenting issues (Cheah and
Li, 2010). Displaying teacher perceptions, Flynn (2013; 2018) conducts a longitudinal qualitative
research of Bulgarian children. Similarly, Walters (2007) examines teachers’ assessments of
Bangladeshi pupils based on three primary level pupils. Bangladeshi pupils’ have also been
explored in relation to the migration-related rapid development of middle childhood maturation
by Houghton et al. (2014) in their quantitative study of first-generation migrant girls. Although

significant, these studies overlook more holistic perspectives on in-school learning experiences.

A broader view of the experiences of some migrant pupils has been conveyed in several studies.
Amniana and Gadour’s (2007) qualitative study of the experiences of newly arrived Libyan
children in England highlights a need for equality of educational opportunity and a dialogue
between parents and school. Sales et al. (2008) reveal tensions in the education of Polish pupils
in four primary schools in London. This, however, has been based on school members and
parental interviews, rather than expressing the voices of children. In Scotland, Moskal’s (2016)
ethnographic research into the experiences of Polish pupils, inter alia, highlights a need for
holistic support in the learning of migrant pupils and promotion of their cultural capital, and finds
that schools do not support pupils’ L1 retention. Valkanova (2009) conducts a qualitative study
of 12 Bulgarian children and their parents about their experiences during the transition to English
schools from Bulgaria, which were stipulated by their parental strategies, and the unpreparedness
of English schools in addressing language support. Valkanova (2009) finds that a more complex
holistic approach in addressing the adjustment of Bulgarian children during the transition to UK
schools is imperative: one should focus on their ‘cognitive as well as affective engagement’
(p.134). While this study is an important contribution to the experiences of Eastern European
migrant pupils, it would have been beneficial to include observational data of in-school learning
experiences, as well as the views of teachers, in order to provide a more multi-faceted and holistic

perspective.

A lot of research into migrant children to date has tended to focus on academic achievement.
Demie and Lewis (2010) explore the achievements of Portuguese pupils in London using an
ethnographic approach. Hammer and Dewaele (2015) similarly study acculturation as a predictor
of achievement of Polish pupils in their quantitative research. Achievements of immigrant pupils
of no particular language group (Demie and Hau, 2013; Strand et al., 2015) have been extensively
explored in relation to ethnicity (Archer and Francis, 2007; Demie and McLean, 2007), the length
of stay (Strand, 2016), socioeconomic situation and attainment gaps (Strand, 2012; 2013; 2014a;
2014b; Lenkeit et al., 2015), mobility of pupils including migration from abroad (Strand and
Demie, 2006; 2007), individual schools’ effectiveness (Demie and Lewis, 2010; 2018), the effect
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of urban versus rural migration (Resosudarmo and Suryadarma, 2014), and achievement and
school engagement (Motti-Stefanidi and Masten, 2013).

Important to the argument of this thesis (discussed in 11.2.1) is the considerable amount of
research into migrant/EAL children which acknowledges the link between academic
achievement/attainment/progress with the L2 in the UK (Hall, 2001; Conteh, 2003; 2007; Strand
and Demie, 2005; Conteh et al., 2007; Safford and Costley, 2008; Chen, 2009 — achievement
linked with linguistic and socioemotional safety; Ryan et al., 2010; Mistry and Sood, 2011; Demie
and Hau, 2013; Arnot et al., 2014; Tereshchenko and Archer, 2014; Evans et al., 2016; Whiteside
etal., 2017; Demie, 2018a; 2018b; Strand and Hessel, 2018). This has also been identified abroad
(Palaiologou, 2007 — in Greece; Pong, 2009 — achievement and redshirting in Hong-Kong;
Mantovani and Martini, 2008; Azzolini and Barone, 2013 — Italian context; Portes and Fernandez-
Kelly, 2008; Lutz and Crist, 2009 — in North America; Jarkovska, 2015 — in Czech context).
Additionally, as Winterbottom and Leedy (2014) show in their study of immigrant children (from
Pakistan, Bangladesh, and Kosovo) in a northeast England school, achievement barriers can
originate from differing academic achievement perceptions of teachers and children. Similarly, in
a Dutch context, Haan and Wissink (2013) disclose contrasting views of parents and teacher on
children’s academic achievement and success, reflecting teachers’ attributions of success and
failure. Apart from language, achievement has also been linked with migrant children’s identity
(Fuligni, 1998; Conteh, 2003; Akiba, 2007; Archer and Francis, 2007; Conteh et al., 2007;
Alderman, 2008), related to well-being, motivation, and stress-coping mechanisms (Syed et al.,
2011).

Few studies have focused on the attainment and experiences of EAL pupils in mathematics (e.g.
Wallace, 2011; the Bell Foundation, 2017), which is relevant to the discussion section 11.2.5. In
contrast with L2 literacy, in mathematics migrant pupils tend to display higher achievement and
progress (National Tables, 2015; 2017). In a Canadian context, immigrant pupils outperformed
non-immigrants in mathematics, exhibiting higher mathematics and school self-concepts
(academic beliefs and perceptions) and academic motivation compared with non-immigrant
students (Areepattamannil and Freeman, 2008). Using a universal ‘language of numbers’ (Janzen,
2008, p.1017) illustrates that mathematics is potentially more accessible than L2 learning for
migrant children. However, for L2-immersed learners (migrant pupils) mathematics,
nevertheless, requires a substantial knowledge of L2, namely, for word problems
(Trakulphadetkrai et al., 2017). This is known as a language component called mathematical LL
(Thompson et al., 2008) or Content Area Literacy in mathematics (Armstrong et al., 2018) among

other multiple conventional and unconventional (e.g. notes) mathematical literacies (Cobb, 2004).
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It thus posits a challenge for all pupils in that it requires specific vocabulary which cannot be
learned using everyday communication (Janzen, 2008). EAL pupils’ experiences in mathematics
remains under-researched and lacks explanatory value, especially for recent migrant pupils in

primary schools.

Importantly, an exploration of the achievement of migrant children and the associated experiences
of pupils is particularly challenging, especially in the UK, because, as Demie (2018a), Demie and
Lewis (2010) suggest, a statistical inaccuracy as regards different ethnic groups (e.g. a failure to
distinguish between different European groups) potentially distorts the results of such

investigations. In this respect, Demie (2015, p.732) asserts that there is:

A clear requirement for further research into language groups whose needs are
obscured in the White Other ethnic category, speaking languages such as Polish,
Albanian, German, Spanish, French, Portuguese, Italian, Turkish, Greek, Lithuanian
etc.

Hutchinson (2018) also emphasises that the high attainment statistics in 2016 of EAL pupils in
the UK are misleading as many EAL pupils’ assessment results were not included in this
assessment as they arrived after the assessment took place (approx. 30 percent in primary
schools). In addition, these results were based on the learning support provided by the EMAG
(Ethnic Minority Achievement Grant) (pupils arriving in UK schools during the time this grant
was in place) (see 1.6.3). Thus, pupils arriving after 2011 might receive much less learning

support, which also impacts on their attainment (Hutchinson, 2018; Leung and Solomon, 2019).

At the same time, Qin and Han (2011) point out that high achievement should not be equated with
the psychological adjustment and well-being of immigrant children, and an understanding of high
achievement for immigrant pupils, as Conteh (2003) argues, should be modified and extended.
Correspondingly, Due et al. (2014) define well-being of migrant children as their own ‘holistic
experience of schooling that includes overall perceptions of being at school in a resettlement
country (...) of migrant and refugee children that may or may not be related to academic
achievement’ (pp.210-211). This, according to Due et al. (2014, p.211) referring to Fattore et al.
(2007), contradicts the more common well-being definitions, which comprise behavioural issues,
achievement, and meeting developmental milestones. This is supported by the studies into EAL
pupils’ experiences post-migration, which are often found to be linked with anxiety, a lack of
agency and voice, and being ‘plagued with psychological distress’ (Sonderegger and Barrett,
2004, p.342). Relevant to the argument discussed in 11.4.3 and 11.5.1.3, an increased risk of well-
being issues and psychological traumas is associated in the literature with the migration of
children (Pecek et al., 2008; Sales et al., 2008; Chen, 2009; Oznobishin and Kurman, 2009;
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Shelley, 2009; Li, 2010; Daglar et al., 2011; Ryu, 2013; Glick and Scott, 2016; Organisation for
Economic Co-operation and Development [OECD], 2018). General tensions and issues have
appeared among children at primary level (Conteh, 2003; Hamilton, 2013; Jones, 2015; Welply,
2015 — the impact of the global; Moskal, 2016; Dakin, 2017; Neitzel et al., 2018 — regarding low
social status). Children who used EAL had more emotional (vulnerability) and peer problems,
and general difficulties compared to English as a first language pupils in Leavey et al.’s (2004)

study. As for the causes of the issues, Leavey et al. (2004, p.194) say:

We cannot clarify whether this vulnerability is related to language attainment per se
or a combination with risk factors associated with adaptational and other social

stressors faced by migrant and refugee families living in the UK.

Pertaining to the argument of this thesis in 11.2.5, in relation to language, other studies, which
explored the experiences of EAL pupils in association with L2 or with specific peculiarities of
the English pedagogy in L2 schools in the UK, suggest tensions and difficulties (with the
exception of e.g. Flynn, 2007). For instance, concerning, inter alia, an interplay of language,
identity, and social integration (Evans and Liu, 2018), cognitive demands in L2 learning (Safford
and Costley, 2008; Moskal, 2016), vocabulary and comprehension of primary level pupils
(Hutchinson et al., 2003), communication issues and language barriers (Winterbottom and Leedy,
2014), LL, identities, and citizenship experiences of secondary level pupils in a London school as
influenced by curriculum in English (alongside mathematics and humanities) (Wallace, 2011). It
is particularly topical then to explore the holistic experiences (including academic and non-
achievement and L2) of Russian-speaking migrant groups (part of the White Other ethnic
category), seeing achievement in broader terms, as part of children’s own successes and well-

being.

Another aspect of the experiences of migrant pupils relevant to this thesis (cross-analysed in
10.2.1 and discussed in 11.2.1) is teachers’ academic expectations. Teachers’ positive
expectations, known as the Rosenthal (or Pygmalion) effect (Rosenthal and Jacobson, 1968), are
found to be crucial in children’s learning, progress, and achievement (Demie and McLean, 2007;
Bodovski and Durham, 2010; Demie and Lewis, 2010; Strambler and Weinstein, 2010; Ewijk,
2011). Rosenthal and Jacobson (1968, p.55) explain:

Sometimes the teacher recognizes disadvantages and perhaps, sometimes, she [he]
creates them. An evaluation of a child, lowered or raised by halo effects, may lead to
a specific expectation of performance which is communicated to the child who then

may go on to fulfil the teachers’ prophecy.
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Machovcova’s (2017) study of teacher’s expectations of migrant pupils in primary schools in the
Czech Republic identifies that the academic success of migrant pupils was attributed to their
individualised traits and not their migrant L2 status; however, low academic success was
attributed to a migrant L2 or foreign cultural background. Essentially, these findings support
previous studies of teachers’ expectations of migrant children in different educational contexts.
For children post-migration, expectations are found to be lowered (Dee, 2005; Figlio, 2005;
Bourne, 2007; Robertson, 2007; Anderson-Clark et al., 2008; Sirin et al., 2009; Ewijk, 2011; Sood
and Mistry, 2011; Intxausti and Etxeberria, 2013; Sprietsma, 2013; Tereshchenko and Archer,
2014; Pulinx et al., 2017). Pupils, as Safford and Costley (2008) disclose, face ‘preconceived
negative assessments of their abilities which were based solely on their lack of experience in
English’ (p.141). Dakin (2017) finds how teachers erroneously describe a pupil as ‘deliberately
holding back’ his/her progress which is, as she argues, due to EAL learning specificities (p.430).
Conversely, in a German pre-school context Kratzmann (2013) in a longitudinal quantitative

study finds no cases of lowering expectations for children from immigrant families.

2.3 Personality development of migrant pupils

As seen from the review of experiences of EAL/migrant pupils, no attention has been paid to
personality development of EAL or migrant pupils in L2 primary schools in the UK. Thus, in
order to theorise personality and its development trajectories for middle childhood migrant
children (Chapter 3), this section considers the literature on personality development. Through
critically examining its structure and major perspectives of personality development in middle
childhood (2.3.1), the topicality of an exploration of personality development of Russian-speaking
migrant pupils accounting for learning context (L2 schools) is brought to the foreground (2.3.2).
| start with an outline of the general process of personality development as construed from the

literature.

2.3.1 How does personality develop?

Many researchers support the view that personality and individuality develop as ‘both
exceedingly personal — touching at the heart of our sense of self — and socially constituted. This
is true at the beginning of life and throughout the life course’ (Thomson and Goodvin, 2005,
p.421). Thus, personality development may be understood as a study of change (Cohen, 1976),
the process of systematic and successive growth and change through life (Smith and Cowie,
1991), an exploration of which is determined by the researcher’s philosophical positions (Lerner
et al., 2005). The question is, how does personality develop? What seems clear, as McAdams and

Adler (2014) put it, is that ‘there is no single, all-encompassing course of development for
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personality’ (p.472). It is certainly challenging to trace such an abstract and individualised

phenomenon as personality, which is difficult to separate from other forms of development.

Slotkin, back in 1952, said that personality development includes aspects of inheritance,
socialisation, culturalisation, and individualisation. Kagan (1971) affirms that the motives,
anxieties, and critical periods embodied in feeling, wishing, and thinking are the core principles
in personality development. Smith (1974) says that it is possible to view personality development
as a change in the structural entity of traits within the self, performing certain social roles. Cohen
(1976) suggests three sources of personality development, notably: biogenic (heredity),
psychogenic (maternal influences and other early experiences, motivations, and learning
potential), and sociogenic (experiences that originate from both social and cultural environment).
These views coincide with the recent trends in developmental psychology. Namely, the basic
model of personality development, according to Smith and Cowie (1991), consists of genotype,
environment, and the process of development, which beget certain behaviour. Hart et al. (2003)
consider personality development to be a slow process balanced by externally imposed limits of
behaviour (e.g. strictures of parents and expectations of teachers) and internal biologically shaped
behaviour (e.g. anxiety). Thomson and Goodvin (2005) admit that personality development is not
limited to temperament, self, and emotions, but also includes numerous levels of environmental,
contextual, societal, and cultural factors. In other words, personality development is, indeed
(Thomson and Goodvin, 2005, p.420):

an inclusive construct that incorporates the variety of psychobiological, conceptual,
social, and contextual influences that self-organize to constitute developing

individuality through the life course.

Personality development of children, according to Rothbart (2007), is understood as their
‘developing cognitions of self, others, and the physical and social world as well as his or her

values, attitude, and coping strategies’ (p.207).

As one may notice, some of these views are very encompassing, broad, and perhaps somewhat
vague. Personality development has not been regarded as a conceptually holistic system but
equated with other forms of changes pertinent to social, moral, religious, and ethnic/racial identity
changes, thereby failing to present a unified yet flexible and fluent theory of personality
development that acknowledges diversity (e.g. Simanowitz and Pearce, 2003). One may infer that
those researching personality define personality development in terms of wide-ranging
psychological, social, moral, ethnic, religious, and other forms of change. Devoid of structure,
conceptual logic, and theoretical congruity, these views on personality development are then

unanalysable and inapplicable in the context of my study.
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2.3.2 Middle childhood, migration, and L2 studies: identifying a gap

In this section | review personality development regarding childhood research, followed by
personality development pertaining to migration and education including L2 studies. In relation
to children, the determination of personality structure is complex and the complexity is considered
to diminish with age, i.e. the study of young children’s personality structure is more complicated
and manifold than adults’ structural peculiarities (Caspi and Shiner, 2006; Kav¢ic et al,
2012). This is confirmed by other studies (see Pervin et al., 2005): personality structure is proven
to be ‘more complex and less integrated in childhood than in adulthood’ (p.270). Nevertheless,
the adult personality structure models, e.g. the five-factor model or the Big Five, or OCEAN,
which includes Openness to Experience/Intellect, Conscientiousness, Extraversion,
Agreeableness, and Neuroticism that originate from Eysenck’s three-factor model (heuroticism,
extraversion, and introversion) (Pervin et al., 2005), have been widely applied in research with
children and adolescents through factor-analysis questionnaires, observations, adjective lists, and
the California Child Q-set from parents reports, teachers reports, and self-report questionnaires
(children aged 5 to 10) (for a review — Caspi and Shiner, 2006). Boyd and Bee (2010) point out
that by middle childhood temperament develops into five dimensions of personality (the Big
Five). Other studies relating to middle childhood demonstrate occurrences of the Big Five in
young and late childhood by means of parental reports using the California Child Q-sort (Caspi
and Shiner, 2006), children’s self-reports in puppet interviews (Measelle et al., 2005), and
teacher’s reports using a list of trait descriptions (Digman and Shmelyov, 1996). Digman
and Shmelyov (1996) have concluded that the ‘five-factor model for the organisation of
personality descriptors, founded on samples of American adults, appears to be a valid model for
the description of individual differences in children in the Russian language and culture as well’
(p.346).

Critics of the Big Five (e.g. Fruyt and Leeuwen, 2014) say that the disadvantages of the model
consist in the overly structured (its hierarchical and multifaceted form) pattern of personality,
which might not be a suitable personality assessment strategy for specific purposes; that is, when
the Big Five model might not fit the researchers’ objectives then other, more abstract, forms of
personality assessment should be employed. Moreover, the five-factor model represents broad
individual differences and some traits ‘are relatively difficult to portray’ through this model
(Fruyt and Leeuwen, 2014, p.764). Alternative explanatory taxonomies of personality types in
childhood and adolescence have been identified in various studies. Hart et al. (2003) suggest a
taxonomy of Resilients, Overcontrollers (inhibited), and Undercontrollers (uninhibited). The
Little Six (HECAXO) model of children’s personality traits has also been introduced, which
incorporates the Big Five and includes the sixth factor, honesty-humility (Maltby et al., 2010).
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The Big One factor of child’s personality determines the general factor of personality underlying
the five-factor model: stability or plasticity (Musek, 2007). While these models have attempted
to address some limitations of the Big Five, they fail to account for its other fundamental
disadvantages: an inability to account for context, a denial of agency, and the neglect of dynamism
(ongoing change) in the model. In other words, a researcher who conducts Big Five factor model-
based research will not be able to explain the reasons for the trait’s occurrence, the developmental
trajectory of this particular person, reasons for particular trait dominance or their shift, etc. These
might imply that in personality development research each specific case should be considered

critically in terms of the adoption of a specific personality development model.

Pertaining to migrant children, personality development is peculiar for a few reasons. It has been
found that biological sources have the most influence on stability in a personality; however, the
environment mostly impacts on personality change (Spengler et al., 2012). In addition,
accentuation hypothesis (Caspi and Mottiff, 1991) in personality psychology conjectures that
‘stressful life events and transitions tend to intensify existing individual characteristics’
(Donnellan et al., 2006, p.290). Accentuation implies that some behaviours or traits are more
prominent and noticeable (Allport et al., 1953; Donnellan et al., 2006). Following these models,
migrant children go through various adjustment processes resulting from sociocultural changes,
which would catalyse personality development and bring about new directions at different levels
of their lives as opposed to non-migrant children whose relatively stable personality development

is ‘uninterrupted’ by new sociocultural environment.

Overall, there has been relatively little literature published on personality and migration in
different contexts. Some examples are the study of personality traits in correlation with L2
proficiency among international students in the Netherlands (van Niejenhuis et al., 2018), the
personality development and stress of immigrant youth in health research (Merino, 2016), and the
personalities of migrant adults (Boneva and Frieze, 2001). Situated within multilingualism,
studies on ‘Third Culture Kids* (Fail et al., 2004; Moore and Barker, 2012; Lijadi et al., 2014;
Selmer and Lauring, 2014; Morales, 2015; Tannenbaum and Tseng, 2015), or children ‘in-
between’ (Anderson, 1999, p.13) disclose identity and transition issues for migrant children.
Similarly, focusing on Third Culture Kids psychological studies (Dewaele and Stavans, 2014;
Dewaele and van Oudenhoven, 2009) reveal a correlation between personality traits and
multiculturalism. A growing body of literature reviewed by Dewaele (2016) expound the
relationship between personality and multilingualism/multi-competence, which aims to explore

the ways multi-competence (e.g. language use) impacts on personality. Such studies mostly see
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personality as a set of traits, a variable, explored outside of an educational context, rather than a

sociocultural dynamic process.

As with migration, in relation to education and L2 studies, Dérnyei and Ryan (2015) observe:
‘the role and impact of personality appears to be curiously limited, and the amount of research
targeting personality in L2 studies has been minimal compared to the study of most other ID
[identifier] variables’ (p.150). This, as Dornyei and Ryan (2015) explain, might have been caused
by the inability to determine an apparent applicability of personality in the education of L2
learners, and so regarded as unimportant in education (Dornyei, 2005). However, Dérnyei (2005)
admits the necessity of investigation into the ‘situational factors on the variation of personality
and behaviour’ in the L2 field (p.13). Another explanation can be found in sociological research
when, as a term criticised in sociology for being overly individualistic, personality has been
intentionally avoided in research, replaced by social identity (Hagstrom and Wertsch, 2004).
Interestingly, in line with this, the very word ‘personality’ is omitted in one English translation of
Leontyev’s (1977) work ‘Activity, consciousness, and personality’, appearing as ‘Activity and

consciousness’.

Contrasting views on the educational learning context more broadly (irrespective of migrant
children in L2 schools) (e.g. Bhatta, 2009; Timchenko, 2011; Sutton Trust, 2016) suggest that
personality development research is highly significant for education. The Sutton Trust (2016)
report posits that a correct understanding of personality development links to proper (socially
demanded) behaviour, academic achievement, and self-fulfilling living. Bhatta (2009) explores
personality development through education following Indian educational frameworks, which
consists of four dimensions: the ‘physical body, the development of intellectual and aesthetic
sensibilities, the development of socially desirable moral values, and finally, the inner dimension
of spiritual growth’ (p.50). Timchenko (2011) focuses on personality development within the
process of education, employing a theoretical framework of a tri-dimensional structural
development of personality: biological, psychological, and social. In contrast with the
aforementioned psychometric studies into personality, personality formation, according to
Timchenko (2011), occurs only in a social environment with purposeful up-bringing and
education. In summary, these studies impart global socio-philosophical and sociocultural views
of personality development that underline its significance in the educational process and as an

important field of research.

Just as with the leading models of personality structure of children reviewed above, personality

development investigation might have seemed inapplicable in education and L2 studies due to an
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unsuitable and therefore somewhat limiting approach which overlooks the contexts’ impact (Hart
et al., 2003). In respect to this, Donnellan et al. (2006, p.289) point out,

Research attention should focus on the contexts likely to have the most significant
reciprocal relations with personality development because surprisingly little is known
about the interplay of experiences in these contexts and the development of

personality.

In their ‘guide to structuring more holistic thinking about psychology’ of language learners,
Williams et al. (2015) warn against overlooking the impact of contexts on individuals often
induced by a commitment to accuracy which ‘risk painting an incomplete and or even inaccurate
picture’ (p.142). Earlier authors, such as Chave (1937), Slotkin (1952), and Cohen (1976),
supported the importance of considering the impacts of sociocultural conditions and contexts
rather than merely trying to understand the behaviour patterns of individuals. Accounting for
contexts pertains to the explanatory (as opposed to descriptive, i.e. traits have a predictive aim,
and dispositional, i.e. traits as inclinations that determine behaviours, the ‘if-then’ dependent
hypotheses) view, or realist neo-Allportian view in the ontology of the personality traits debate
(Caspi and Shiner, 2006). It enables an analytic understanding of an individual’s inner
psychological processes and constructs that cause internal conditions. In other words, an
explanatory view tries to provide explanations of actions, behaviours, and motivations (Caspi and
Shiner, 2006) and thus will have more practical value in the research of personality development.
Overall, particularly in accounting for contexts (i.e. an explanatory view) salient for migrant
children, migration, education, and L2 studies are underexplored areas of personality

development.

2.4 Summary

Having elaborated on the significance and peculiarities of the Russian-speaking migrant group
(2.2) in this literature review | have identified that much of the research which has been conducted
in the UK has focused on the experiences of linguistic minority immigrant children other than
Russian-speaking ones. Broadening my scope of review to other primary migrant groups, | have
further analysed that the experiences/issues of EAL/migrant pupils have been considered. Very
few studies took a holistic approach, preferring to somewhat haphazardly focusing extensively on
achievement (2.2.3). Absent from the research has been an exploration of the personality
development of EAL pupils. | have subsequently referred to the personality development
literature (2.3) in relation to migration, middle childhood, education, and L2 studies,

demonstrating the significance of such exploration particularly in the educational contexts post-
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migration. In the next chapter I turn to the theoretical framework elaboration, which, among other

things, provides valuable guidance with regard to a consideration of contexts for migrant pupils.
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Chapter 3  Theoretical framework

3.1 Towards theorising experiences and personality development

In this chapter following the literature review, | introduce the theoretical framework for
understanding the experiences of Russian-speaking migrant middle childhood children and their
personality development. In order to holistically theorise the experiences and personality
development of Russian-speaking migrant pupils | constructed a theoretical framework with
levels of relevant theories (Anfara and Mertz, 2006) including overarching theories, i.e. broader
social level or macro-substantive (particular social) dimensions, and narrower conceptual
theories, i.e. individual level theories, or micro-formal (local social organisation) and micro-
substantive (situation-specific) dimensions of theories (Hammersley and Atkinson, 2007, p.188).
I draw on a combination of VVygotsky’s (1978) sociocultural and McAdams’ (2015a) personality
development frameworks, supported by additional individual level theories or narrower
conceptual theories, used to explain micro-formal, situation-specific data, i.e. micro-substantive
dimensions (Hammersley and Atkinson, 2007, p.188), relevant to the thesis argument in the
discussion (Chapter 11). I will now elaborate on the relevance of these frameworks, attending to
a belief that theoretical frameworks should ‘guide and inform, rather than determine and force the
emerging research design and process’ (Harris, 2006, p.145, italics in original; also, Walter,
2010).

3.2 Lev Vygotsky’s sociocultural theory

Lev Vygotsky’s (1934; 1978; 1997; 2005; Vygotsky and Luria, 1993) sociocultural theory is
chosen as an overarching theoretical framework for my study. It allows me to explore
psychological and language-related processes in the context of the L2 school, linking
sociocultural environment, language, and personality, and it enables a focus on an individual (and
his/her experiences) as a centre of analysis with attention to ‘how the child experiences the
situation’ rather than ‘the situation in itself> (Vygotsky, 1998, p.294). Another strength and

pertinence of a sociocultural approach in this thesis is that it, following Gregory (2002, p.2),

Rejects the difference between psychology and anthropology. (...) It’s not just
interdisciplinary; it actually transcends disciplines, as it focuses on the inextricable

link between culture and cognition through engagement in activities, tasks, or events.

This facilitates a coherent exploration of the educational, language-related, and psychological
experiences of migrant pupils. The theory has various branches and foci that have been applied
in different studies in education (e.g. Lantolf and Pavlenko, 1995; Lantolf, 2000; Kozulin, 2003;
Lantolf and Thorne, 2006; Smagorinsky, 2007; Lantolf and Poehner, 2008; 2014; Swain et al.,
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2015). Particularly relevant to this study are Vygotsky’s dialectics, his historicism, his views on
language as a fundamental mediational tool, and his developments related to children’s
personality (Vygotsky, 1982; 2005).

Based on Vygotsky’s materialist psychology (Wertsch, 2000), sociocultural theory originated
from Marx’s (1955) ‘Theses on Feuerbach’ dialectical materialist methodological approach. The
dialectical approach suggests that psychological development is sociocultural in its origin and
arises from sociocultural interactions. It starts from the premise that the ‘development of human
thinking and behaviour is driven by material (practical) needs, rather than theoretical or ideal
interests’ (Vygotsky and Luria, 1993, p.70, my translation). If the sociocultural environment is a
source of development, therefore, to change the process of development, one needs to change
their environment: ‘change the environment and the process changes’, and it is in the process of
change over time that a ‘phenomenon reveals its nature’ (Lantolf and Poehner, 2014, p.40).
Change of the environment, in relation to my study, involves change in language, school routines
etc. as a result of migration, i.e. the change of cultural realities (Holliday, 2011) of Russian-
speaking migrant children. Language change is crucial. Being fundamental to all mental
processes, ‘as a tool for intellectual activity’ (Luria, 1973, p.307, italics in original), language
mediates children’s view of the world (Kozulin et al., 2003). Vygotsky (1999) sees language as a
‘product of human becoming’ (p.275, my translation) and as ‘the fundamental element realised
by our thinking as a system of inner organisation of experience’ (Vygotsky, 1997, p.169). It is
also described as a tool in achieving a purpose of materialist psychology, i.e. to understand the
interactions of ‘brain, body, human practical activity, and consciousness’, and hence it is a unit
of analysis of these relationships (Lantolf and Poehner, 2014, p.22), the main instrument ‘through
which humans construe the world’ (Thorne and Tasker, 2011, p.491). The change of language in
a learning environment due to migration naturally leads to a change of the LL process (including
learning through a different language) incurring new, unpredictable developmental changes and
mental processes that are cultural in their nature (Leontyev, 1997; Mahn, 2003). Therefore,
Russian-speaking migrant children immersed in an L2 language school environment (i.e. cultural
reality), according to sociocultural theory, go through new processes of cultural and psychological

development.

What constitutes a dialectical approach, as Vygotsky (1993) says in relation to the dynamics of a
child’s character, is ‘emergence and unfolding’ (p.155), including an exploration of the
experiences as dynamic, manifold, and perpetually changing (Mahn, 2003). Vygotsky (1997,
p.205) explains,
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The social environment comprises an inexhaustible collection of the most diverse
aspects and elements, which are always in the most outright contradiction with each
other and always engaged in the most brutal struggle against each other. We should
not think of the environment as a whole as a static, elemental, and stable system of

elements, but rather as a dialectically developing dynamic process.

Hegelian dialectics (Hegel, 1874), which informed Vygotsky’s theory, includes three main
features: ‘everything is in a process of change’, ‘everything is contradictory’, and ‘everything has
to be understood in its context rather than in isolation” (Norman, 1994, p.25). Struggle in dialectics
is ‘not merely destructive but also productive’ (Sayers, 1994, p.23). The process of dialectical
change comprises: the abstract, dialectical, and the speculative (the positive reason) stages (Hegel,
1874, p.122), or thesis (harmonious state), antithesis (individual conscience; being unstable), and
synthesis (a unity of the previous two) (Magee, 2000, p.192). Vygotsky (2004) describes this in
reference to a child’s critical period as a process of ‘revolution, destruction of the previous
equilibrium, and a search for a new equilibrium’ (p.35). In effect, these processes of change
happen within a dialectics of abstract (theoretical systematic observations made by, for example,
a child in an L2 school) and concrete experience (practical implementation), and it is in this unity
the change (and development) occurs. In other words, a practical need, e.g. the use of mediational

tools in learning, stimulates human development as a result of learning.

Based on such an understanding of human development, Vygotsky (1978) infers that the
developmental process ‘lags behind the learning process’ (p.90) and that ‘there are highly
complex dynamic relations between developmental and learning processes’ (p.91). Learning is
defined by Vygotsky (1978) as ‘a necessary and universal aspect of the process of developing
culturally organised, specifically human, psychological functions’ (p.90). Essential for my
argument in the discussion (section 11.2.5) is an aspect of learning, which catalyses development,

namely, the zone of proximal development (ZPD). Vygotsky (1978, p.90) maintains that

An essential feature of learning is that it creates the zone of proximal development;
that is, learning awakens a variety of internal developmental processes that are able to
operate only when the child is interacting with people in his environment and in
cooperation with his peers. Once these processes are internalised, they become part of

the child’s independent developmental achievement.

Overall, in order to explore the developmental processes of migrant children one needs to analyse
the social environment of L2 schools (Shooshtaria and Mirb, 2014, p.1772) and migrant children’s
‘participation in social interactions and culturally organized activities’ (Scott and Palinscar, 2009,

p.1). The first is seen as the cultural world ‘where it is understood that all things that are cultural
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are also historical, i.e., they come with a history of social use that has established expected
meanings, practices, traditions, and so forth’ (Hagstrom and Wertsch, 2004, p.172). This is also
referred to as sociogenesis or the sociocultural domain (Shaffer and Kipp, 2007; Thorne and
Tasker, 2011). The participation is reflected in practical experiences (the concrete) in a dialectical
unity with abstract ideas or theoretical observations of a child (the abstract) in the transformational
process treating an individual as a whole. This is also referred to as macrogenesis, or the
microgenetic domain (Lantolf, 2000) and comprises the specific development of psychological
processes, functions, and abilities that emerge over time or during short periods (Thorne and

Tasker, 2011; Lantolf and Poehner, 2014) e.g. personality development.

With regard to personality development, Vygotsky (2005) sees it as a socially and culturally
embedded notion ‘created together with higher functions’ which are ‘transported into personality,
interiorised relationships of social form’ (Vygotsky, 1986, pp.54-59, my translation). That is,
growth and change encompass the historical (rather than innate) characteristics of a person
acquired as a result of cultural development based on social communication with more competent
individuals who interact with the child (Shaffer and Kipp, 2007). The essence of cultural
development lies in a deepening understanding of a person’s own behavioural processes formed
by the development of socially determined behaviour (reflected in a person’s inner speech) and
the use of tools including language. These two fundamental processes serve as a basis for cultural
development, i.e. a transition from natural to cultural life. During such developments personality
appears ‘in inevitable conflict with the demands of the surrounding reality’ (Vygotsky, 1997,
p.207). For Vygotsky’s adherents, Asmolov (1997) and Leontyev (1975; 2009), to create a
portrait of one’s personality is to create a portrait of an individual’s motives, and meaningful
actions, in other words, in order to understand personality, one needs to understand the
individual’s motives. Asmolov (1997) argues that an understanding of personality development
is only possible through the understanding of the system (biological, social, etc.) that creates the
personality. This can be done by answering the gquestions pertinent to the context important for a
researcher (i.e. important for the particular research aims): why does the system develop? Why
does this system require personality? What are the motives of this personality? This view coheres
into and complements the personality development theory of Dan McAdams, which | will now

analyse.

3.3 Dan McAdams’ personality development theory
The concerns outlined in the literature review in relation to context, coherence, and the dynamism
of personality development are refashioned in this thesis with the help of a recent prominent

advancement in the field of personality development — Dan McAdams’ personality development
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theory. McAdams (2015a; 2015b; 2015c) suggests three new approaches (lines) to the research
into personality development. They include tri-dimensional mutually interacting standpoints: a
persona as a certain kind of a social actor; a certain kind of a motivated agent; and a certain kind
of an author; or, the social actor (human individuality, culturally and socially evolving traits)
(McAdams and Adler, 2014), motivated agent, and the autobiographical author (narrative
identity), respectively. The social actor line focuses on the present and answers questions: ‘How
do T act? How do I feel?” The motivated agent line focuses on the present and future, asking,
‘What do [ want? What do I value?’ and the Autobiographical Author focuses on the past, present,
and future, asking ‘What does my life mean? Who am I? Who am I becoming?’ (McAdams,
2015b, p.260). The construct parts are described as multifaceted, dynamic, complex, and,
possibly, contradictory (McAdams and Adler, 2014). However, the theory does not assume that
the lines are disjoined selves, but rather ‘three different psychological perspectives from which
the self considers itself” (McAdams, 2015a, p.311).

Reflected in the social actor line, McAdams’ (2015a) theory coheres with a sociocultural
perspective (analysed earlier in 3.2), stating that traits are shaped and influenced by social roles
and circumstances. In this regard, McAdams’ theory can be seen as an extension of Leontyev’s
(1975) view that personality formation is generated by a child’s ‘mediated connection with
environment” by means of activity (p.101, my translation). Thus, a fundamental premise of
McAdams (2015b) is that personality is not limited to traits and social roles. McAdams (2015b)
argues that people are ‘complex individuals whose problems and potentials cannot be boiled down
to a single psychological factor’ and a single factor might not allow us to consider unigque
individual issues (p.261). Thus, he suggests explaining personality development by employing a
composite of the three lines of development or any of the lines separately. McAdams (2015b)
emphasises the need for a broader and more inclusive approach in understanding personality
development; in his approach, he unites the theoretical perspectives which, as illustrated in the
literature review (2.3), have been developing somewhat independently. Indeed, an individual’s
personality structural ‘parts’ can only be seen holistically. Personality is too complex and

multifaceted to understand it as a set of traits.

Discussing McAdams and Pals (2006), Dérnyei and Ryan (2015) acknowledge that McAdams’
advancement in personality psychology has ‘great potential for SLA [Second Language
Acquisition] researchers’ (p.15). Apart from SLA, these advancements are seen as beneficial for
educational studies in relation to language learners in an immersion context of L2 schools.
Dornyei and Ryan (2015) note, importantly, that ‘there has been no specific research in L2 studies

that apply McAdams’ theory yet’ (p.15). While addressing this gap in the field of EAL/migrant
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pupils, I will incorporate McAdams’ (2015a) theory as the most beneficial, all-encompassing
view on personality development for this thesis, informing the research questions (section 4.2)
and, thus, data collection and analysis. In the next two sections | will expand on the motivated

agent (3.4) and the social actor (3.5) lines in relation to children post-migration.

3.4 The motivated agent line

This section deals with the motivated agent line of personality development, formulating a
framework for the exploration of the personality development of Russian-speaking migrant pupils
as motivated agents. The development of a person as a motivated agent in terms of life goals and
values reveals those facets of an individual that cannot be foreseen or logically worked out from
his/her traits (McAdams, 2015a). ‘Personality,” says McAdams, ‘is more about goals and values
than it is about traits’ (2015c, p.156, italics in original). Life values, goals, plans, and dreams
form a ‘motivational agenda’ (McAdams, 2015a, p.256). The motivational agenda conveys the
steps that an individual takes in order to achieve the attributes of a person’s future self. The
development of the motivational agenda is idiosyncratic: it may remain stable or undergo unique
shifts. Clear goals and motives start to develop at the preteen period (middle childhood) and shape
pupils’ everyday behaviour (McAdams, 20153, p.314).

Exploring and interpreting the motivational agenda of individuals, the context (immersion in the
L2 schools) and the participants (Russian-speaking middle childhood migrant pupils) of my study
demands a review of the literature of narrower conceptual theories of learning motivation in
relation to the age of the participants (middle childhood pupils; 7-11 years old) and the context of
immersion in L2 schools as a result of migration. The latter (L2 immersion and a change of the
language of learning) naturally calls for an exploration of language-related (L2/LL) motivational
theories. Seeing migrant children as motivated agents (holistically) rather than exploring their
learning motivations (e.g. achievement) or their LL motivations in isolation, | will, therefore,
account for two aspects in the literature: motivations of middle childhood migrant children and
LL motivation in an immersion context (inclusive of the LL theories of motivation that are

pertinent to this thesis).

3.4.1 Paucity of studies: middle childhood and immersion context

Middle childhood (not specifically migrant) children’s motivation in learning has often been
studied through the lens of Ryan and Deci’s (2000; 2006) self-determination theory (e.g. Barton
et al., 2009 — extrinsic and intrinsic dimensions; Robins, 2012; Bakx et al., 2019). However, none
of the known studies have explored the motivations of migrant language learners at primary level
in England. Abroad, there are three exceptions: Alivernini et al.’s (2018) Italian context study,

which employed self-determination theory; Gillen-O’Neel et al.’s (2011) research, which links
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low intrinsic motivation and ethnic minority (Russian, African American, Chinese, Dominican,
European American) middle childhood children’s ethnic stigma awareness and academic anxiety
in the US context; and Chen et al.’s (2013) study of children’s engagement and parental migration
in China. In addition, no attention has been paid to exploring motivation as part of children’s

personality development in an educational context (pupils immersed in L2 schools).

This paucity of studies is equally apparent in the LL motivation field, in which there has been
very little attention paid to LL motivations of primary level pupils. The exceptions include a few
FLL/EFL/MFL studies (e.g. Barton et al., 2009; Bolster, 2009; Yunus and Abdullah, 2011; Jin et
al., 2014; Graham et al., 2016; Courtney, 2017; Shin and Kim, 2017; Chambers, 2018; Fenyvesi,
2018; Wong, 2018). Indeed, in the period from 2005 until 2014, as shown by Boo et al. (2015),
only 5.67 percent of studies in LL motivation focused on the primary (20 percent in secondary;
51.64 percent in tertiary) age group. An absence of studies into LL motivations of immigrant
children in the contexts of immersion in primary schools might be explained by the immersion
context itself in which children are alleged to have a ‘genuine need to learn the language, and are
motivated to do so because it offers them access to the social and economic life of the community
they are joining” (Wong Fillmore, 1994, p.52). Construed as a ‘genuine need’, the real connotation
of inconclusive assertions of this kind is, possibly, that of migrant children’s limited agency as
well as children’s adaptability in middle childhood. In addition, such motivation is clearly
externally imposed by migration and, thus, might not be genuine. In view of the dearth of studies
on migration/immersion contexts, in order to theorise the framework fitting the motivational
agenda of Russian-speaking migrant pupils (relevant to the section 11.4) | further situate pertinent

conceptual theories within the LL motivation field irrespective of migration.

3.4.2 LL motivation theories

Due to space constraints, my aim is to focus on pertinent seminal works during the socio-dynamic
period of LL motivation (for an extensive review of LL motivation research and phases, see
Dornyei and Ushioda, 2011; Ushioda, 2013; Harvey, 2014; Boo et al., 2015; Doérnyei and Ryan,
2015; Lamb, 2017) in relation to the immersion context of migrant primary level pupils.
Considering the aims of this study, my particular interest is in holistic ways of exploring LL
motivations, which account for contexts, dynamism, and psychological aspects (selves), as well

as in the recent developments of the LL motivation (the multilingual turn).

The leading theory of LL motivation (relevant to the argument of this thesis in section 11.4) is
Ddrnyei’s L2 motivational self system (Dérnyei, 2005; 2009). It consists of the ideal L2 self (L2
specific facet of one’s ‘ideal self” — dreams, goals, perfect vision of oneself in the future), the

ought-to L2 self (‘the attributes that one believes one ought to possess to meet expectations and
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to avoid possible negative outcomes’ — rules, regulations, responsibilities), and the L2 learning
experience (learning environment and experiences) components (Dornyei, 2009, p.30). Possible
selves in the system unite motivation and self-cognition and are based on the possible selves
concept delineated by Markus and Nurius (1986) and Higgins’ (1987) self-discrepancy theory.
The former includes the expected self, the hoped-for self, and the feared self, each of which has
a different influence on motivation. Conceptualising the learning self into actual, ideal, and ought
domains and two standpoints (own/other), Higgins (1987, p.319) suggests that the opposition of
the ideal and the feared selves serves as an influential tool for motivation as it creates a certain
level of displeasure or irritation. The person, then, mostly subconsciously, aims to diminish the
displeasure by making the ideal and the ought-to selves consistent with each other. Displeasure
as well as other emotions (e.g. fear, hope, joy, pride) are vital for L2 motivation, without which
selves are present ‘as cold cognition’ (Maclntyre et al., 2009a, p.47). This, inter alia, alludes to
the significance of understanding emotionality as part of the social actor line in personality
development (McAdams, 2015a). The emotional bond, to increase L2 motivation, needs to be
embodied in a clear picture of future possible selves.

Ideal selves are socially constructed, unique to every person, cognitive images that originate from
a person’s desires, values, dreams, goals, and meanings (Lamb, 2012). Dérnyei and Ushioda
(2009) report that pupils with ‘academically focused desired future selves spent more time doing
homework and were less disruptive and more engaged in classroom activities’ (p.22). The ought-
to/feared self, as a prevention type goal (Higgins, 1987), is sometimes overtly exemplified in
avoidance behaviour. Avoidance is relevant to the argument of this thesis in 11.4.3. It has been
explored in the psychology of the personality early on in life (Tobin and Graziano, 2006, p.272)
and found to be most often expressed by children in cases of increasing distress. General academic
avoidance motivation has been regarded as avoidance of failure by Lodygowska et al. (2017) in
a clinical study of motivation of children with dyslexia (p.576). In relation to avoidance, Dérnyei
and Ushioda (2009) indicate that having dominant feared selves ‘resulted in fewer school
absences’ (p.22), i.e. pupils with dominant feared selves in school were more obedient. The third
component, the L2 learning experiences, comprises ‘motives related to the immediate learning
environment’ (Dornyei, 2009, p.29). By employing the L2 motivational self system, Lamb (2013)
finds that learning experiences are more influential than the ideal L2 self, which, in turn, is closely

linked to a particular context.

The three corresponding orientations in conceptualisation of motivation are: intrinsic reasons
inherent in the LL (the L2 learning experience), extrinsic reasons (the ought-to L2 self), and

integrative reasons (the ideal L2 self) (Dornyei, 2009, p.30). Interestingly, Dornyei
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(2009) ascribes intrinsic motivation as matching the L2 learning experiences component rather
than the ideal L2 self, which he sees as convergent with integrative reasons. Such an explanation,
firstly, denotes that the L2 learning experiences are motivational and need to generate a genuine
inner motivation to learn the L2, which illustrates how unelaborated and restricted this component
is. It has been criticised for its vague, and somewhat illogical, almost outlier-like nature, which
has not been properly defined, including the questioned research validity of the studies endorsing
Dornyei’s (2009) theory (Taylor, 2010). Instead of purely intrinsic reasons, in the context of my
study, the L2 learning experiences is treated, as we see in section 11.4, as a component, which
encompasses dynamism and a contextual impact of the L2 schools of immersed language learners
(motivations for learning using the L2 and learning the L2). Secondly, in the context of immersion
in the L2 schools (Anglophone countries) the ideal L2 self (integrative motivation) is seen as an
obligation and a necessity as opposed to a ‘desire to learn target language’ (Dérnyei and Ushioda,
2009, p.22), i.e. migrant pupils’ ideal L2 selves would naturally be directed to understand and get
familiar with the people who speak L2 in and out of their L2 schools. Previous research has
confirmed this explanation as the role of integrativeness for L2 motivation in the case of migration
is averred to be substantial (Taguchi et al., 2009, p.67). In relation to Russian-speaking migrant
pupils in L2 schools, this explanation limits the ideal L2 self’s essence, making it overly
prescriptive and self-explanatory.

Essentially, in the self system an absence of an ideal and ought-to self-image would mean,
following Dérnyei and Ushioda (2009), that pupils are not motivated: ‘the more elaborate the
possible self in terms of imaginative, visual and other content elements, the more motivational
power it is expected to have’ (p.19). For a high motivation trigger, one should have a clear,
delineated, and elaborate picture of selves. The time (in terms of age) of the emergence of the
possible selves is unclear. Coll and Szalacha (2004) say that it is during middle childhood that
children start to form aspirations about the future. In contrast, Maclntyre et al. (2009b, p.197) say
that possible selves might not be linked with motivations among younger children (also, Zentner
and Renaud, 2007). Lamb (2012) also suggests that ideal selves are absent among primary level
children, appearing as their ‘fantasy’ as opposed to clear goals and aspirations; however, he adds
that although young adolescents do show signs of ‘visions of future success’, ‘younger

adolescents’ ideal selves are less realistic than older adolescents’” (p.1015).

Thus, Dornyei’s (2009) L2 motivational self system is not directly relevant to the explorations of
the motivations of migrant/EAL middle childhood pupils. Dérnyei (2009) states that the L2
motivational self system ‘may not be appropriate for pre-secondary students’ (p.38) and, hence,

it might not be possible to entirely apply his motivational theory to primary level pupils. It has
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also been suggested (Maclintyre et al., 2009a), however, that the study of the L2 motivational self
system is ‘in its infancy’ and different aspects require further analysis, e.g. the shifts in
individuals’ selves among language learners and selves in various cultures (pp.50-51). Nearly a
decade later, this is still the case. Referring to the FLL specifically, Huang et al. (2015) suggest
expanding the L2 motivational self system into different contexts focusing on various languages,
which would aid an understanding of the ‘cross-cultural” aspects impacting on the possible selves
(p.37). In his ‘state-of-the-art” article on motivational research in language education, Lamb
(2017) stresses a ‘priority for future L2 motivation research (...) to analyse the classroom
experiences of young L2 learners and teachers’ (p.334). So far, in primary level, the L2
motivational self system has only been applied by Chambers (2018) in his study of FLL
motivation during the transition from primary to secondary school (10-12 years old). Attempting
to validate the system, Chambers (2018), however, has concluded that it is still unclear whether
the self system is fully applicable to 10-12 years old pupils whose ideal selves were attuned to
‘the here and now’ (p.9). Additionally, there are no studies which apply this system to migrant
primary level pupils learning the L2 in L2 schools. While the current study does not aim to
validate the system, it is pertinent as a guiding, narrower conceptual theory explaining the
motivational agenda of migrant pupils in the Discussion chapter (section 11.4) of this thesis. This
will be supported by the further developments of Dornyei’s (2009) L2 motivational self system
in later studies (Henry, 2015; 2017; You and Chan, 2015; Mensel and Deconinck, 2017), which
advanced the system and addressed its limitations: its positivistic stance (Ushioda, 2011;
Lasagabaster et al., 2014), and its individualistic and oversimplified nature, which disregards the
constant dynamics of the contexts (Harvey, 2013). Indeed, the self system studies were mostly
personally directed and dealt with individual feelings and perceptions in LL, even though, as
acknowledged by Dérnyei and Ushioda (2009), these were conditioned by contexts. Accordingly,
later studies, which | further address, ascertain the interconnectedness and dynamism of the

components of the system.

3.4.3 Further developments: a multilingual turn in LL motivation

The L2 motivational self system (Ddérnyei, 2009) has been further extended and developed in
various EFL/ESL contexts (e.g. Xu, 2009; Islam et al., 2013; Henry, 2017; Mensel and
Deconinck, 2017; Thompson, 2017a, 2017b), signifying the start of a multilingual period in LL
motivation research (Ushioda, 2017), which is relevant to the argument of this thesis in sections
11.4.4.2 and 11.4.4.3. Situated in a linguistic multi-competence framework, which attends to ‘the
knowledge and use of two or more languages by the same individual or the same community”’ in
their inter-connectedness (Cook, 2016, p.2), in contrast with centring attention on one language,

this turn significantly widens the breadth of seeing motivation more holistically (Ushioda, 2017).
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Within this framework, Henry (2017) propounds a multilingual view of L2 motivation as a
multilingual L2 motivational self system. The system incorporates a multilingual ideal self
defined ‘as an emergent property of interactions between the ideal selves of the different
languages known and/or being learned’ (p.555). Examining the concept of an ideal multilingual
self (Henry, 2017) and its applicability, Ushioda (2017) mentions ‘developing multilingual
language users’ who, with their ideal multilingual self in alliance with their current selves,
develop and cultivate their linguistic skills (p.480). However, she mostly refers to MFL
motivation specifically in relation to demotivated students rather than to the language users (or

emergent multilinguals) immersed in an L2 learning environment.

Mensel and Deconinck (2017) explore the motivations of parents in terms of their children’s
multilingual identity in Belgium using Dornyei’s (2009) L2 motivational self system and
Kramsch’s (2006) construct of LL motivation of ‘desire in language’. Drawing on the concept of
integrativeness and extending the psychological construct of ‘desire in language’ (Kristeva,
1980), the latter is understood as ‘the need to identify (positively or negatively) with others, their
language, and their ways of speaking” (Mensel and Deconinck, 2017, p.2). Kramsch (2006)
defines it as, ‘the basic drive toward self-fulfilment. It touches the core of who we are’ (p.101).
Mensel and Deconinck (2017) found that parents had vivid images of children’s multilingual
selves as opposed to their own achievements as monolinguals (p.1). Thus, they assert that the
‘desire in language’ is not merely internally based but also partly conditioned by parental

motivation aimed at the development of multilingual selves “vicariously’ projected onto children.

Considering these, the present study will explore motivations of migrant immersed language
learners at primary level (Russian-speaking migrant pupils) in an English context using the L2
motivational self system as a way of holistically incorporating the contextual (experiences and
the language) with a personal psychological (selves) dimension. As | aim to explore pupils’
learning motivations holistically, rather than validating the theory for primary migrant pupils, |
do not limit myself to Dornyei’s (2009) L2 motivational self system. Indeed, Ddrnyei (2009)
asserts that the self and other models are complementary (pp.43-46) and can be all applied to
increase language learners’ success levels, contributing to development and nurturing. The self
system will neither be used as a singular lens in understanding the LL motivations nor used by
applying its original instrument. As aforementioned, the more recent developments in the context
of the bilingual and multilingual turns (Henry, 2017; Mensel and Deconinck, 2017) are conceived
as particularly relevant for Russian-speaking migrant pupils (attended to in 11.4.4.2 and 11.4.4.3).
Therefore, applying the L2 motivational self system in the migration context to explore the

motivations of Russian-speaking middle childhood migrant pupils can address the gap in relation
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to the context (focusing on the migrant dimension in the L2 immersion context) as well as
deepening our insight into the possible self-guides’ peculiarities among primary level pupils in

the context of the L2 schools in England.

3.5 The social actor line

The social actor line of personality development identifies individuals as social actors who
uniquely perform their emotions through their actions in everyday social life (McAdams, 2015a).
Goffman (1959) defines people’s social behaviour as performances. Individuals® performances
are portrayed through a ‘routine’, i.e. ‘pre-established pattern of action which is unfolded during
a performance and which may be presented and played through on other occasions’ (Goffman,
1959, p.16). McAdams (2015a) indicates that routines can be premeditated and also spontaneous.
Performances with their routines constitute a personal ‘front” (McAdams, 2015a, p.32). A front,
as McAdams (2015a) explains, comprises ‘those idiosyncratic behavioural features by which
others repeatedly recognise the character’ (p.43, italics in original). He calls it ‘the rudiments of
personality’ or its dispositions, which are the ‘unique and recognisable style of social display and
deportment’ including emotional presentation (p.44). As McAdams (2015a) summarises, the
social actor line implies actions, emotions, and the self. These are represented through observable
(overt behaviour) and unobservable (dreams, thoughts, memories) facets of personality, or public
persona (public self, i.e. the way a person presents himself or herself to others) and private persona
(private self, the ‘essence of the individual’) (Maltby et al., 2010, p.10). Russian-speaking migrant
pupils’ social actor line, therefore, includes overt (observed) and covert (reported) actions, and
emotions acted out through a unique socioemotional style (social behaviour) with other social
actors (social relationships) in an L2 school environment. | will thence review the literature
situated around Russian-speaking migrant primary level pupils, focusing on social behaviour
including socioemotional well-being (emotions) and social relationships studies pertinent to

migrant pupils.

3.5.1 Social behaviour

Relevant to the thesis argument in the discussion section 11.5.1, the social behaviour of migrant
pupils in early stages of immersion, is mostly characterised in the literature by a ‘silent’ or ‘non-
verbal’ period (Krashen, 1985; 1989; Conteh and Brock, 2006; Safford and Costley, 2008; Drury,
2013; Bligh and Drury, 2015). During this time migrant pupils keep quiet in school (Conteh and
Brock, 2006); they can also avoid and refuse communicating non-verbally, in their L1 (Siraj-
Blatchford and Clarke, 2000; Drury, 2013). The challenge of this period is that it can be easily
misinterpreted by adults (Skinner, 2010; Jones, 2015). As Conteh and Brock (2006) elaborate,

‘language needs can seem like learning needs, and sometimes specific learning needs can go
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undetected’ (p.2). Importantly, this period needs to be valued and pupils should not be pressurised
to speak (Conteh and Brock, 2006; Crosse, 2007). Despite its overt inaction, in their study of the
silent period of early (pre-school) emergent bilinguals in England, Bligh and Drury (2015)
emphasise that the silent period is in fact ‘fractional, complex, and agentive’ (p.272), and essential
for ‘self-mediated learning’ (p.259). Furthermore, in their study of 17- to 18-year-old secondary
level EAL migrant students in England, Safford and Costley (2008) report that the silence of
migrant students does not solely signify a process of acquiring a new language. They find that
silence (alongside self-study) can be the pupils’ unavoidable strategy, exemplified by their
‘reluctance to engage in questioning in class’ (Safford and Costley, 2008, p.142). In other studies,
this was also referred to ‘invisibility’ (Leavey et al., 2004) or an isolation strategy (Choi, 2016).
Being seen by teachers either as an indication of learning, or, on the contrary, ‘reflect[ing]
disengagement, disaffection or disinterest’, in its essence it is also a ‘survival reaction to an
indifferent or even hostile atmosphere’ (Safford and Costley, 2008 p.140). Among Malaysian
children in the UK, Yamat et al. (2013) find that silence signifies LL-related ‘coping mechanism’
and as a cultural manifestation of ‘Asian identity’, which was perceived positively by the teachers
(p.1342). In a Swedish migration context, Cekaite (2007) explores L2 interactional competence
in an immersion classroom identifying periods of communication development as “a silent child’,
‘a noisy and loud child’, and ‘a skilful student’ (p.45). These periods reveal the non-linear
interactional behaviour of L2-immersed learners denoting their atomised learner identity. In the
US context, Monz6 and Rueda (2009) note that Latino immigrant children express silence in order
to strategically mask their L2 proficiency level ‘waiting for their English skills to strengthen’
(p.37). From a psychoanalytic perspective, Granger (2004) conceives ‘the silent period’ as part
of the ‘identity-formation process’ (p.6). Overall, these studies identify the silent period as a
complex and seemingly inactive, which denotes a natural period of language acquisition, but also,
in contrast, it is found to be a deeper coping mechanism — an unavoidable survival strategy of

students.

Originating from SLA research the “silent period” has been known in the literature for nearly three
decades (for a systematic review of the ‘silent period’ among pre-schoolers see Roberts, 2014).
Although definitions are complex (Roberts, 2014), it signifies an initial stage of a passive
acquisition of a target language (Krashen, 1985) when ‘a silent period of six months’ duration is
not unusual’ (p.9). However, this period may last much longer, e.g. some immersion programmes
described by Krashen (1989) exclude native speakers and ‘a year and a half silent period is
provided’ (p.60). In more recent work in SLA research, the silent period is also reminiscent of the
submissiveness of language learners, in contrast with harmonious, duplicitous, and rebellious

dynamic behavioural types (Taylor, 2010; 2013a). Although Taylor (2013a) refers to these
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behaviours as the L2 learner’s identity categorisation, or types of self system (or initially, a
‘Quadripolar Model of Identity in adolescent foreign language learners’), comparing it with the
Wiggins’s (1985) explanatory psychological typology of traits (comprising: dominant, hostile,
friendly, and submissive types), one can identify common features with Wiggins’s psychological
personality taxonomy of traits. The similarities can be promptly identified in the two models;
nevertheless, closer investigation allows one to see that Wiggins’s model presents two polar
personality dimensions (two pairs of opposing types), whereas Taylor’s model presents four
somewhat polar dimensions. This implies that Taylor’s model offers more subtle but
distinguishable variations of behaviours, rather than being monochromatic and highly polarising.
Even though the four types of Taylor’s model are all somewhat opposed to each other, they are
(as the model suggests) in dynamic relationships and can be complementary. For instance, a pupil
can be characterised as harmonious by parental reports while being duplicitous in self-evaluations.
As the social actor line of personality development comprises social behaviour, Taylor’s (2013a)
model can be extended beyond ESL, in the context of this study, as a model of behavioural types
of migrant children that develop in an L2 educational context, thereby suitable for discussing
migrant EAL children’s social behaviour. This is relevant to the research design of the thesis:
particularly, the creative technique development in section 4.8.4.3.

Pertaining to social behaviour, another aspect of the social actor level —emotions —denotes pupils’
overall subjective well-being in that migrant children’s well-being in school is expressed through
emotional presentation; this is referred to as socioemotional well-being. It is a subjective notion
reflecting children’s own perceptions of their well-being and is understood as a ‘general and
relatively stable emotional state that indicates the emotional evaluation, positive or negative, that
an individual makes of the results of the totality of his/her social interactions’ (Bericat, 2014,
p.606). It is beyond the scope of this thesis to go into a discussion in this area; however, it is useful
here to briefly define positive and negative emotionality, which is relevant to the argument in
11.5.1. Positive emotionality includes joy, pleasure, excitement, but also sometimes anger, and it
is linked with the behavioural approach system (BAS) (McAdams, 2015a, p.50). Negative
emotionality comprises behavioural inhibition system (BIS) and emotions of fear (subordinate
emotion is anger), anxiety (subordinate is sadness, shyness), irritability, etc. which are performed
in an exclusive and discernible manner signifying an issue or a difficulty. As we see later, fear
and anxiety are salient in this study. Fear is a short-term response characterised by ‘a strong desire
to escape’; anxiety is a learned emotion, as a reaction to uncertainty and ‘potential risk or danger’
(McAdams, 2015a, p.65, italics in original).
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3.5.2 Social relationships

Another significant facet of the social actor line is social relationships, which is relevant to the
discussion of this thesis in section 11.5.2. There is a growing literature published on immigrant
children’s social relationships, i.e. friendship formation (Bagci et al., 2014b) and interactions with
adults. The studies have acknowledged the importance (Sime and Fox, 2015a, 2015b) of their
protective and supportive function (Martin and Huebner, 2007; Safford and Costley, 2008; Bagci
etal., 2014a) but also the challenge of social relationships post-migration (Reynolds, 2007). These
are evident in relation to the inclusion of children (10-12 years old) in an Irish context (Devine,
2009) and in the context of Italian secondary schools (Mantovani and Martini, 2008). It has also
been linked with well-being and attainment of migrant pupils (Hallinan and Williams, 1989;
Cummins, 2000; Moody, 2001; Baerveldt et al., 2004; Mantovani and Martini, 2008; Wong et al.,
2009; Wu et al., 2011; Dimitrova et al., 2014; Fang et al., 2016; OECD, 2018) and problem
behaviour among ethnic minority pre-schoolers in a Dutch context (Flink et al., 2012). As
children’s relationships with their peers are found to directly impact on well-being, they are a
significant indicator of children’s well-being for parents, teachers, and other practitioners
(Jargensen, 2017a; Fortuin et al., 2014).

The sources and the structure of friendships after migration are found to be complex and
contingent for migrant pupils (Sime and Fox, 2015a; Jargensen, 2017a). For instance, Mantovani
and Martini (2008) show that migrant students form a smaller number of social relations
compared to their Italian peers. Some studies suggest that migrant pupils’ friendships are
generally formed based on ‘shared attributes’, i.e. their nationality, gender, language (Sime and
Fox, 2015a, p.379), ethnic identity, social class, ability (Devine, 2009), and ethnicity; this is
reflected in the prevalence of homogamous (same-ethnic) friendships (rather than autochthonous,
inter-ethnic/national) (Penn and Lambert, 2009, pp.126-128). Similarly, Boda and Néray (2015)
find that minority children form friendships with other minority children, ‘if these also declare
themselves as minorities’ (p.57). A more recent study, discusses the peer networks of minority
migrant youth in England and Spain in relation to bonding (homogenous) and bridging
(heterogeneous), determining that friendships are formed based on circumstantial and spatial
features (rather than individual characteristics): a common activity, being in one class, and by a
‘snowball effect’ (Jergensen, 2017a, p.574). By contrast, Sime and Fox (2015a) posit children’s
agency and flexibility to ‘identify quickly strategies that allow them to simultaneously maintain
significant ties transnationally and develop new networks’ (p.391). Although some of these
studies reveal different peculiarities of friendships after migration, they highlight the social ties’
structural complexity and context-dependency but also their universally (across cultures and

contexts) predominantly problematic nature post-migration.
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An exacerbated form of disrupted/negative social relationships is the case of bullying, which is
relevant to the argument in this thesis in 11.5.2.2. Bullying is a common problem of ethnic
minority pupils in the UK (Elliott, 2002; Smith, 2014) and abroad (Riggs and Due, 2011; Albdour
et al., 2016). Overall, bullying has three main characteristics: an intention to harm, repeated
behaviour (an occasional argument or fight is not considered bullying), and an imbalance of power
(Olweus, 1993; 2010; Rigby, 2002; Cowie and Jennifer, 2008; Smith, 2014). Rigby (2008) defines
bullying as a ‘the systematic abuse of power in interpersonal relationships’ (p.22). The forms of
bullying differ across the research. Cowie and Jennifer (2008) identify: direct physical/material
(kicking, spitting), direct verbal (abuse, yelling), cyber (also in Kernaghan and Elwood, 2013),
and psychological: relational/social aggression/indirect aggression (indirect verbal, social
exclusion). Some elaborated and subtle forms of bullying are allowed and endorsed by teachers
(Nassem, 2017).

The reasons behind bullying of migrant children are varied in the literature. Cowie and Jennifer
(2008) classify different reasons for bullying, including personal appearance, age, race, religion,
culture, SEN/disability/high ability, social status, sexual orientation, and gender. Smith (2014)
similarly determines gender, religion, disability, identity, and race-based bullying. The latter is
also noted by Qureshi (2013), characterised by transferring accountability for bullying onto
victims. Pupils in Albdour et al.’s (2016) study were bullied due to their (perceived or actual)
ethnic affiliation. Similarly, in the Netherlands context Jansen et al. (2016) distinguish cultural
and physical reasons behind bullying along with reasons based on being excluded from the ““in-
group” of ethnic majority children’ (p.272). Tereshchenko and Archer (2014) describe non-
colour-based racism against Eastern European migrant pupils in the UK. Walsh et al. (2016) hame

the overall classroom environment as a cause of bullying.

Data from these studies have identified numerous causes of issues in the friendships of migrant
children. However, the ways recent migrant children form friendships remain unclear, e.g. on
language or ability, or how (if at all) they address the issues (i.e. lack of friendships or bullying)
with peers (independently, with the help of their families, or through the L2 schools’ established
pathways) among Russian-speaking migrant pupils in England. These are addressed in the
discussion of the findings in 11.5.2.1 and 11.5.2.2.

An important aspect of migrant children’s social networks, which should not be underestimated
or overlooked, is the relationships with teachers (including EAL specialists and TAS) in L2
schools. This aspect is relevant to the discussion of the findings of this thesis in 11.5.2.3. In the
literature, relationships with teachers are reported to contribute to children’s safety and enjoyment

(Due and Riggs, 2016), overall well-being (Fang et al. 2016), ‘successful social, emotional and
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intellectual development’ (Jones, 2015, p.157), and academic outcomes (Muller et al., 1999;
Velasquez et al., 2013). In relation to the latter, other studies have shown the damaging effects of
adverse teacher-child relationships, e.g. a lack of interest of the teacher, lack of trust, and authority
(Conteh, 2003; Fumoto et al., 2007) negatively impacting on the academic outcomes of EAL or
migrant pupils. Dealing with the new migrant children, particularly establishing good
relationships and strong rapport, is difficult to manage, as Fumoto et al. (2007) observe in relation
to early childhood EAL pupils. It requires a substantial amount of ‘sensitivity and understanding’
about how pupils express their feelings, needs, and thoughts (Fumoto et al., 2007, p.150). In view
of the delicate nature as well as high contingency of a situation, there is also a potential threat of
exclusion and ‘discrimination and tensions’ (Reynolds, 2008, p.19). In relation to inclusion
Reynolds (2008, p.19) elaborates:

Teachers promote inclusion where they are well-disposed to provide equal
opportunities in terms of academic and social support and where students are
welcomed and fully-included in lessons.

While being reasonable, this, nevertheless, seems to imply that some teachers might not feel
positive about providing equal opportunities, evoking more questions than answers: are teachers
well-disposed to provide equal opportunities to immigrant pupils? What (and under what
circumstances) can make teachers feel negative about immigrant pupils? In view of exponentially
increasing global migration since Reynold’s (2008) study, and Brexit-related controversies (e.g.
de Zavala et al., 2017; Haynes and Passy, 2017; Higgins, 2018; xenophobia instances —
Protopopova, 2018; Rzepnikowska, 2019), these questions require a more detailed examination.
Some elaborations of what contributes to positive relations between migrant pupils and their
teachers have been presented in the literature. For instance, Soto (2005) argues for a development
of a culture of caring (pedagogies of caring). The discourses of caring are similarly discussed by
Shelley (2009) in the study of education of ethnic minority (Kurdish) pupils in Denmark.
Equivalently, Velasquez et al. (2013) advocate implementing ‘caring pedagogies’. Incorporating
moral development and ethical care theories, Velasquez et al. (2013) define ‘caring pedagogy’ as
a complex act of moral obligation by teachers characterised by firmness but also kindness which
does not imply a lenient demeanour. Supported by a sociocultural perspective, the kindness of a
teacher (towards not necessarily migrant children) is highlighted by Vygotsky (1991) in his
‘Educational Psychology’ (p.361). Hue and Kennedy (2013) also mention such a ‘balance
between caring and discipline’ suggesting an ‘adaptive teaching’ approach as a result of the
development of a ‘connected classroom’ (p.304). Additionally, Rubin and Bhavnagri (2001)

stress the significance of being empathetic towards immigrant students. In a similar vein, Ly et
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al. (2012) emphasise the affective aspect of the relations, such as the ‘warm’ attitude of teachers

and avoidance of conflict.

These studies reveal some features of the relations between migrant children and teachers in
different contexts, necessitating teachers’ awareness of sensitivity, overall challenge, as well as
contingencies, which arise with the arrival of a new migrant. Apart from teachers’ awareness (and
alertness), these studies seem to hint that a formation of positive relations is a continuous process,
which requires teachers to be flexible, understanding, and generally caring. However, there also
seems to be a challenge in identifying what being ‘aware’ and ‘caring’ in relation to migrant
children is: what can be perceived as flexible, caring, etc. by the teaching staff might not be
interpreted the same way by the children. It is important, therefore, to consider teachers’
perceptions, but also migrant children’s own perceptions, of the formation and development of
their social relationships, which are seldom reflected in the studies in the context of English
primary schools.

3.6 A note on the authorship line

The autobiographical author line comprises the self, which develops into narrative identity in the
form of a story an individual creates ‘about how he or she came to be the person he or she is
becoming’ (McAdams, 2015b, p.259). This line of personality development is pertinent to
adolescents and adults (McAdams and Adler, 2014). In middle childhood a child is not yet fully
able to construct a story (a narrative identity) (Block, 2007; Taylor, 2010) with a sense of ‘unity,
purpose, and meaning’ (McAdams and McLean, 2013, p.233). Thus, it is one of the features of
this thesis that it does not focus on the autobiographical line of Russian-speaking primary level

migrant pupils.

3.7 Summary

In this chapter, guided by the literature review, | have attempted to construct a coherent and
relevant theorisation guiding and informing the present research: a combination of Vygotsky’s
sociocultural theory and McAdams’ personality development theory as an overarching theoretical
framework. | have furthered the theoretical underpinning by reviewing narrower conceptual
theories, pertinent to the motivated agent and the social actor lines of personality development.
This framework’s main attribute for this thesis is seeing the experiences of migrant pupils as
deeply embedded in sociocultural processes, within which, with the help of McAdams’ theory,
personality development exploration is manifested as a holistic, dynamic, and context-depended

process.

So far, | have identified the main gaps in the literature (Chapter 2) as overlooking Russian-

speaking migrant pupils® experiences and the personality development of migrant pupils,



54

particularly when accounting for context post-migration. | have also provided a theorisation for
an exploration of the experiences and personality development of Russian-speaking migrant
pupils (Chapter 3). These informed the research questions and, thus, the research design of this
thesis in that the first research question reflects the gap caused by the overlooking of Russian-
speaking migrant pupils’ experiences, and the second research question corresponds to the
personality development of migrant middle childhood pupils’ gap in L2 educational studies. The
gualitative research design reflects the aforementioned importance of considerations of context
when exploring these questions. This is explicated in the following methodology (Chapter 4). |

start with the explanation and presentation of the aim and the research questions of this thesis.
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Chapter4 Methodology

4.1 Introduction

This chapter describes the way | planned, arranged, and implemented the research methodology
that informed the empirical phase of this study, presented in Chapters 5 to 9, providing a
justification for its choice and development. | start with the re-statement of the research questions
(4.2), followed by a description of the philosophical underpinning (4.3) comprising my
ontological, epistemological, methodological, and axiological assumptions within which my
research methodology is located. This is followed by an indication of the peculiarities of my
positioning and my approach to research with children (4.4). | thereby provide a foundation for
an elaboration of the specific research tradition | have adopted (4.5). Next, | discuss the research
approach used in my study (4.6) — a longitudinal ethnographically informed multiple case study.
| then present the participants and the research setting (4.7), outlining the research sites (4.7.1),
the case selection (4.7.2), recruitment process (4.7.3), and case information (4.7.4). | further move
on to the data collection methods (4.8). The penultimate section reports on the data analysis (4.9),
in which | detail how | worked with the data in the process of analysis from organisation stage
(4.9.2) through coding (4.9.3), overarching themes’ development (4.9.4), data presentation
(4.9.5), translation (4.9.6) and cross-case analysis (4.9.7), to data management (4.9.8). Finally, |
present the ethical approach, procedures, and trustworthiness strategies in the study in order to
assess and demonstrate the validity of the research design with an aim to strengthen the findings
and conclusions (4.10). This section also includes reporting on the pilot study, which tested the
validity of the chosen and developed methodology (4.10.1).

4.2 Research questions

As demonstrated in Chapter 2, there are no known studies into the experiences of Russian-
speaking migrant pupils within a UK context. The highest number of Russian-speaking migrant
pupils, in terms of education level, is in the state-funded primary sector as opposed to the
secondary, and regarding location, the highest number is in England, as opposed to Scotland,
Wales, and Northern Ireland. | have therefore decided to focus on primary level Russian-speaking
migrant children in England. As | elaborated in 2.2.2, in the context of the continuously growing
number of Russian-speaking migrant pupils who come from former Soviet Union countries, such
an investigation merits particular attention. | have also argued that there are no studies in EAL
that focus on the personality development of migrant pupils. What warrants this investigation,
concerns a particular methodological approach, which arose from a lack of personality
development research in L2 educational migration studies that accounted for learning contexts in

their interplay with personality development (Donnellan et al.,, 2006). The latter has
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predominantly been explored in psychometrics, rather than in-depth longitudinal studies.
Correspondingly, the aim of this study, as | presented in Chapter 1 (section 1.3), is to explore the
experiences/issues and personality development of Russian-speaking migrant pupils in English
state-funded primary schools at Key Stage 2. The aim is achieved through the following research
guestions:
1. What experiences/issues do Russian-speaking migrant pupils face in English state-funded
primary schools at Key Stage 2?
2. How do Russian-speaking migrant pupils express their personality development in the
context of their experiences/issues?
a) How do they express their motivated agent line of personality development in the
context of their experiences/issues?
b) How do they express their social actor line of personality development in the context
of their experiences/issues?

As | explained in Chapter 3, section 3.3, the sub-questions were informed by McAdams’ (2015a)
theory, with question 2a corresponding with the motivated agent line and question 2b
corresponding with the social actor line of personality development, respectively. Within primary
level, Key Stage 2 (middle childhood) is chosen due to its essential characteristics concerning
personality development, which I detailed in 1.5.3. The research questions will be addressed in
the cross-case discussion (Chapter 11) based on the cross-case analysis (Chapter 10) of the
findings from five case studies embedded in a multiple case study design (Chapters 5 to 9).
Following the research questions, | will now discuss the philosophical underpinning of my

research.

4.3 Philosophical underpinning

My understanding of the nature of the world and the functions of myself as a researcher fall under
the interpretive paradigm encompassing anti-positivist theories (Hennink et al., 2011; Cohen et
al., 2018). Interpretivism is characterised by subjectivity and centres on individuals and lived
experiences in order to ‘get inside the person and to understand from within’ and explain their
interpretations of their actions and experiences (Cohen et al., 2007, pp.21-22). Philosophical
assumptions of interpretivism include ontological, epistemological, methodological, and

axiological assumptions (Creswell and Poth, 2018).

The ontological assumptions, or ‘assumptions about how the world works’ (Gerring, 2007, p.53),
see reality as subjective and nominalist (Cohen et al., 2007) — as understood by participants in the
research (Creswell and Poth, 2018). Human actions and behaviour constantly reconstruct human

life (Creswell and Poth, 2018), accepting that there can be different realities (views and feelings
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about the world) ‘depending on whose reality is considered’ (LeCompte and Schensul, 2010,
p.67). The epistemology is subjectivist, i.e. the knowledge is subjectively constructed by my
participants (Bassey, 1999; Rossman and Rallis, 2003; Greig et al., 2007; Creswell and Poth,
2018). Their meanings and experiences are dependent on contextual factors, shaped by ‘historical
and cultural norms that operate in individuals’ lives’ (Creswell and Poth, 2018, p.24), i.e. the

social, political, economic, ethnic, etc.

Methodologically, the research is idiographic (Cohen et al., 2018), focusing on ‘understanding’
human behaviour (p.6). The idiographic approach is a person-centred approach that stresses
individuals’ unique nature, aiming at a rich, deep investigation into their personalities (Maltby et
al., 2010). This was done through the use of the abductive-deductive-inductive conceptual cycle
(Hennink et al., 2011; Patton, 2011; Bendassolli, 2013; Reichertz, 2013), which are seen as
interconnected, ‘method neutral’ phases of research (Reichertz, 2013, p.123), i.e. continuously
moving from the deductive cycle during the literature review and development of the theoretical
framework, which guides the data collection (Chapters 2 and 3), to the inductive cycle during the
data analysis and interpretation (Chapters 5 to 11), which comprise participants’ experiences and
voices alongside ‘the concepts from the original deductive conceptual framework that guided the
data collection’ (Hennink et al., 2011, p.45).

The axiological assumptions accept the biasesand the ‘value-laden nature’ of the research
(Creswell and Poth, 2018, p.21), acknowledging my personal engagement in the research process,
i.e. my actions and investigation can influence the questions | am researching (Bassey, 1999;
Boellstorff et al., 2012), and agreeing that ‘complete objectivity is impossible’ (Gay and Airasian,
2000, p.205). | adopt Gay and Airasian’s (2000, p.205) suggestion to address the bias in the

research through a position of empathic neutrality:

Researcher’s passion is understanding the world in all its complexity — not proving
something, not advocating, not advancing personal agendas, but understanding; the
researcher includes personal experience and empathetic insight as part of the relevant
data, while taking a neutral nonjudgmental stance toward whatever content may

emerge.

Axiological assumptions lead me to discussing my approach and role as a researcher specific to

research with children.

4.4 Research with children
The research into childhood is based on and originates from a ‘methodological commitment to

listen to those voices that usually do not get heard’ (Hohti, 2016, p.87) or bring ‘multivoicedness’
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to the foreground (Eldén, 2012) through representation, authenticity, the diversity of children’s
experiences, children’s participation in the study (James, 2007, p.261). Part of the recognition of
these voices was the appearance of ‘new social sciences of childhood’ and the children’s rights
discourse (Fargas-Malet et al., 2010; Flewitt et al., 2018), which has changed the research for,
from, and with children rather than about and on them (Christensen and James, 2008; Gabb, 2008;
Fargas-Malet et al., 2010). Additionally, the age of the participants in my research ‘reinforces
generational inequalities of status’ (Gabb, 2008, p.20). Power, according to Davies (2015), is
‘constructed relationally in the process of interactions, rather than being attributable to persons’
(p.36). The ways to minimise power inequalities in the research are reflexivity (Fine and
Sandstrom, 1988; Gabb, 2008), appearing as an ‘uneducated’ adult (Christensen and James,
2008), and discussion of the roles of children in the research (Komulainen, 2007; Gabb, 2008;
Gallacher and Gallagher, 2008; Christensen and James, 2008; Fargas-Malet et al., 2010).
Following these steps, trying to minimise the power dimensions (Warming, 2011), and taking the
least adult role position in order to present children’s perspectives, my research adopted the ‘child
as a subject’, child-centred (versus child as an object) research approach. This implies taking a
non-hierarchical role as a friend which helps to build trust by showing respect, not being
judgemental, and a willingness to understand their social lives (Christensen and James, 2008).
Sharing the same language with the participants is also seen as a means of strengthening the non-
hierarchical sense of my role and encouraging good relationships with the children.

4.5 Research tradition

One implication of the philosophical underpinning described in 4.3 is that a qualitative research
tradition is employed. This approach is suited to my study’s purposes, aiming to understand
holistically contextually embedded meanings that individuals make (Merriam, 1998), stressing
development and change (Brewer, 2007) through the process of ‘drawing out the perceptions and
understandings that individuals and groups attach to behaviours, experiences and social
phenomena’ (Walter, 2010, pp.25-26). Specifically, considering that my study is aimed at the
unique experiences and personality development of Russian-speaking pupils in an English L2
school environment, the qualitative research ‘umbrella’ is chosen in order to understand children’s
experiences, ‘lived’, ‘felt’, endured or encountered in context (Sherman and Webb, 1988, p.7),

their own ideas about the world, their actions, and motives (Becker, 1996).
4.6 Research approach

4.6.1 Multiple case study
Guided by an interpretive paradigm of a qualitative methodology and theoretical framework my

study’s approach or genre (Marshall and Rossman, 2016) is a longitudinal ethnographically
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informed multiple case study, methodologically informed by my month-long pilot study (see
4.10.1). The case study is chosen due to its ‘explicit focus on contexts, dynamic interactions, often
over time’ (Marshall and Rossman, 2016, p.19), thereby providing a ‘detailed examination’ of
individuals (Birch and Malim, 1991, p.12) with the help of extensive generation of data (Creswell
and Poth, 2018). Another benefit of the case study approach for this thesis is its varied structure,
i.e. ‘embedded within them may be more than one kind of research’ (Cohen et al., 2018, p.385).
A case study, according to Yin (2014, p.16), is an ‘empirical enquiry that investigates a
contemporary phenomenon (the ‘case’) in depth and within its real-world context, especially
when the boundaries between phenomenon and context may not be clearly evident’. Creswell and

Poth (2018, p.96, italics in original) define a case study as a

qualitative approach in which the investigator explores a real-life, contemporary
bounded system (a case) or multiple bounded systems (cases) over time, through
detailed, in-depth data collection involving multiple sources of information (e.g.
observations, interviews, audio-visual material, and documents and reports), and

reports a case description and case themes.

The case study approach, as LeCompte and Schensul (2010) explain, can be employed when
focusing on ‘unclear, unknown, or unexplored’ problems, contexts, phenomena, etc., requiring a
focused, long-term study period in order to understand their views, meanings, and the interactions
with the environment which are important for them (p.114). Regarding personality development,
the case study genre is considered to be a reliable idiographic way to ‘capture the complexities of

human personality’ by allowing an in-depth analysis of personalities (Pervin et al., 2005, p.46).

Multiple case design is a beneficial way to enhance the results and strengthen the study by means
of cross-case analysis (Yin, 2014), which serves to avoid a ‘disjoined collection of case studies
that do not allow you to effectively address your research question” (King and Horrocks, 2010,
p.150). This design provides different perspectives on the research questions through comparisons

between the cases (Creswell, 2013).

Alongside its benefits, a case study approach has specific concerns and limitations (Yin, 2014).
These comprise the importance of being systematic in the process of the research design,
implementation, analysis, and presentation; and limited generalisability, i.e. an inability to
generalise statistically. However, it is potentially possible to generalise theoretically (analytic
generalisations) and also make consideration of the manageability and contingency of empirical
stage of the study in terms of time and the amount of data collected (Yin, 2014, pp.19-20). |

attempted to address these concerns through the systematic organisation of the data collection
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methods, process, and analysis, which | describe in sections 4.8 and 4.9. | will now review

additional aspects in the case study design in this thesis starting with the longitudinal dimension.

4.6.2 Longitudinal research

A longitudinal dimension is a specific ‘way of knowing and understanding the world’, the main
advantage of which for my study being that it stresses ‘time [processes] and texture [subjective
meanings] — or the interplay of the temporal and cultural dimensions of social life’ (Neale and
Flowerdew, 2003, p.189, italics in original). The longitudinal research design of a case study, i.e.
‘conducted over a period of time’ involving the same participants (Cohen et al., 2018, p.347),
allows for significant ‘temporality of causation’ as opposed to a single data collection design
(Cohen et al., 2018, p.99), thereby helping to more precisely identify causation of the pupils’
issues. It also generates ‘rich insights’ (Pink et al., 2010, p.647), affords an in-depth investigation
(Walford, 2008), and provides a dynamic picture (Neale and Flowerdew, 2003). Two aspects are
important in a longitudinal design: access to the research sites and temporal organisation of the
empirical phase (Cohen et al., 2018). In relation to the former (addressed in 4.7.3), the challenges
and limitations of longitudinal research that requires access to the protected educational sites
include finding the relevant schools that will be open to the research to be conducted in their
institution. The latter, introduced in 4.7.1 and elaborated in 4.8, refers to establishing the time
scope and a recurrence of data collection, which are based on ‘practicability’ and a “fitness for
purpose’ (Cohen et al., 2018, p.347).

4.6.3 Ethnographic dimension

An additional element in the case study, which | will now discuss, is ethnography. Ethnography
is seen as a way of enriching my case study (Merriam, 1998; White et al., 2009; LeCompte and
Schensul, 2010) by being able to reveal the exact realities of individuals in educational contexts
(Angrosino, 2007; Rada, 2007; Christensen and James, 2008; Bagley, 2009; Mills and Morton,
2013; Sum and Yao, 2016). According to Cohen et al. (2018), real-world, or ‘natural’ case studies
often embed ethnography within them (p.385). Ethnography implies ‘writing about people’ one
purposefully encounters by means of ‘a judgment that is cast upon them [encountered] through a
retrospective conversion of the learning, remembering and note-taking’ (Ingold, 2014, pp.385-
386), thereby ‘telling a credible, rigorous, and authentic story’ (Fetterman, 2009, p.543).

The advantage of ethnography in this study lies in its ‘principal way of working’, i.e. participant
observation, distinguished by an ‘ontological commitment’ (being both: way of
knowing and being) and a ‘practice of education’ (Ingold, 2014, pp.387-388). However, the main
strength of ethnography is that ‘through close attention to the everyday and familiar through

which the social world is both created and sustained, it has enabled the voices of those who would
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otherwise be silent to be heard’ (James, 2007, p.255). Overall, ethnographic study is concerned
with challenging commonly accepted phenomena, situations, and experiences, making the
‘familiar strange’ (Mills and Morton, 2013, p.4).

Ethnography supposes the collection of descriptive data with the help of extended fieldwork,
focusing on particular cultures, their construction and their nurture, from the participants’
perspectives, recognising the researcher as the key research tool (Whitehead, 2004; Hammersley
and Atkinson, 2007; Beach, 2008). Even though ethnography allows for moderately unstructured
data collection methods from various sources focusing on a few cases or a group of people
(Hammersley and Atkinson, 2007), it is important that ethnographers follow a systematic,
organised research plan and aims. Further, the researcher is supposed to analyse the data and
clearly present their relevance and worth (Walford, 2008). Prior to describing these, | introduce
the participants and the research setting.

4.7 The research setting and participants

4.7.1  The research setting

The empirical part of the study was conducted in three state-funded primary schools in London,
England. One was located centrally, another in the south, and the third in west London. It lasted
for seven months — from October 2016 to May 2017. This timeline (see Appendix A.1) was guided
by a relatively common observation that, as put by Pink et al. (2010), a long-term ethnographic
engagement in the field generates ‘rich insights’ (p.647) and that, according to Gold (1997), the
fieldwork phase should last until both the researcher and participants have used up ‘their ability
to identify other kinds of informants and other sorts of questions of relevance to the research
objectives’ (p.393). Two schools in the study had been evaluated as ‘outstanding’ by an Ofsted
inspection (Schools B and C), and one school had been evaluated as ‘good’ (School A). All of the
schools are mixed gender schools. Figure 4.1 shows the number and percentage of pupils whose

first language is not English at the time of the data collection (School Census, 2016).
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B Number of EAL pupils 114 162 85

Figure 4.1 Schools of the study (School Census, 2016)

4.7.2 The case selection

As | introduced in section 4.6, aiming to conduct an in-depth, detailed investigation | chose to
focus on five cases of participants within a longitudinal ethnographically informed multiple case
study design; each child-participant with his/her parents and teachers represent one embedded
case. Table 4.1 shows the summary of the research design and a sample.

Table 4.1 The summary of the sample

Longitudinal ethnographically informed multiple case study

Embedded cases 5 Russian-speaking 5 Parents 5 class/EAL teachers
migrant pupils at Key
Stage 2

The cases have been selected following these steps (Punch, 2005): (1) identifying the cases and
setting the boundaries which would most probably answer my research questions; (2) identifying
a sample frame; and (3) the selection of a focus within the cases. Employing ‘purposive’ selection
(Dornyei, 2007; Gerring, 2007) of cases | chose typical cases within the criteria (characteristics)
based on the aims of the research. The participants’ recruitment criteria were as follows:

o They had recently arrived in the UK — no more than six years before the period of research
(first-generation immigrants).

e They speak Russian at home as their dominant language; it is acceptable that they are
multilingual, i.e. speak another additional language apart from Russian or English (such as
Ukrainian or Kazakh or Latvian, etc.).

o They attend state-funded primary schools at Key Stage 2 (7-11 years old).
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o At least one of their parents/carers is a native Russian-speaking person.

o They are willing to participate in the research (together with the schools and parents).

Within the cases, following the research questions, | focused on two main areas — children’s
experiences/issues, and the expressions of their personality development — aiming to track the
processes of change of these foci in the L2 school environment. Having identified my case

selection criteria, | followed the recruitment strategy, which I will now discuss.

4.7.3 Recruitment process

During the recruitment process | used a range of recruitment strategies, which were firstly tested
during the pilot study (see 4.10.1), starting with the ‘snowball’ recruitment strategy/sampling
(Dornyei, 2007; Seidman, 2013). For this, |1 posted my ethically approved advertisement
(Appendix C.1) in the relevant groups for Russian-speaking migrants in online social networks
(i.e. Vkontakte Ltd., Facebook Inc.). | contacted and visited a few complementary (weekend) L1
schools in London and Leeds to invite participants in these schools. Furthermore, | sent a request
to the DfE to receive information that would help me to find primary schools with recent migrant
pupils speaking Russian as a first language in London and Leeds (two feasible areas of research).
The data from the DfE (2016) comprised the names and addresses of 516 schools in London and
17 schools in Leeds with more than three pupils with Russian as their first language. Using the
invitation e-mail template (Appendix C.2), | contacted 216 schools. Out of these 216, two schools
expressed their interest in taking part in the study (School B and C) (see Table 4.2), with 10 pupils
(School C) and three pupils (School B) fitting my criteria. | then visited the schools in September-
October 2016 and had meetings with the deputy head (School C) and EAL specialist (School B)
to discuss the project. They then helped to invite parents, children, and teachers by giving them
the information sheets and the consent forms. I thus ended up with three children in School C in
different year groups, and one in School B in Year 5. One more case was recruited through the
social network (Vkontakte Ltd.) advertisement, when a Russian-speaking mother expressed her
interest in the study and asked me to contact School A. Having met School A’s special educational
needs coordinator (SENCO), | explained the project’s purpose and design, including ethical issues
of confidentiality and anonymity. | then obtained consent from the parents, child, and the school’s
teacher. As a result of this process, | recruited five pupils, their parents, and teachers and was
allowed to visit the schools over a period of seven months. | will now present the information on

each embedded case.

4.7.4 Case information
The participants in this study are all first-generation Russian-speaking migrant pupils (five pupils

in total) from non-EU countries. At the time of the study they attended different classes at Key
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Stage 2 (middle childhood). The background information on participants is presented in the table

using pseudonyms for each child (Table 4.2).

Table 4.2 Participant information

Cases Katerina Yulia (C2) Rita (C3) Alisa (C4) Ivan (C5)
Data (C1)
Key Stage 2 year | Year 3 Year 5 Year 6 Year 4 Year 5
Country of birth Russia Belarus Russia Russia Ukraine
Time period spent | 3 years 2 months 1 year 2|1 year 4|5 years 10
in the UK at the months months months
start of the study
Previous No Yes - Yes — 3| No No
schooling years years
experience ina Ll
country
Previous exposure | No, Minimal, Minimal, Minimal, No,
to English ‘Absolute ‘Beginner’ ‘Beginner’ ‘Beginner’ ‘Absolute

Beginner’ Beginner’

School School A School B School C School C School C
Age 7 9 10 8 9

Within the L2 schools my participants were the only Russian-speaking migrants in the whole
classroom, except for Rita in whose classroom there was another Russian-speaking migrant boy,
with from two to 10 Russian-speaking pupils in the whole of each school. Russian-speaking
migrant pupils were a minority as compared to other migrant groups (e.g. Polish-speaking) in the
schools. They were also an invisible minority, i.e. it was not clear that they were migrants until

they spoke.

4.8 Data collection

In this section, I explain the data collection methods and process (actual timeline and schedule).

4.8.1 Data collection methods

The data collection methods (Table 4.3) included the evidence from:

1. Participant observations, ‘shadowing’ (LeCompte and Schensul, 2010, p.93), ethnographic

narratives of observations during lessons and during free-time activities in the school,
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including chance conversations, informal interviews, observational notes, overheard remarks,

records of discussions, and photographs.

2. Semi-structured interviews with creative elicitation techniques, or ‘researcher-initiated
stimuli’ (LeCompte and Schensul, 2010, p.177): a drawing, a board game (the ‘interview-

through-game’), filling in exercise, and a concentric circle ranking.

3. One semi-structured and one open-ended interview with the participants’ family and school

members.

Table 4.3 The summary of the data collection methods

Data collection
Participant Interviews with Interviews Interviews with class/EAL
observations children with parents teachers
During 7 months 30 minutes twice a 1-hour 1-2 1-hour 1-2 interviews
(see schedule in month for 7 months interviews
Appendix A.1)

I will now focus on each method, starting with participant observations providing an outline,

process, and the timeline.

4.8.2 Participant observations

| chose to employ a participant observation (versus a non-participant type) of an unstructured,
ethnographic form in the natural settings of L2 schools. Participant observation is an essential
aspect of ethnographic embedding and a valuable tool in researching the emic (inner) perspective
(Suarez-Orozco et al., 2011), subjective issues, experiences, views, and feelings of migrant pupils
in the L2 classroom, establishing closer relationships with the pupils (Bailey, 1994). Moreover,
participant observations may provide answers to the questions pertinent to personality
development. The inclusion of the observational data in the research of personality is emphasised
as being beneficial for the research outcomes (Tackett et al., 2008; McAdams, 2015a; 2015b).
These data help to create suitable “eliciting conditions’ to see the naturally occurring peculiarities
of one’s personality development (Caspi and Shiner, 2006; Rothbart and Bates, 2006). Participant
observation means spending time with pupils ‘in their friendship groups’, observing and/or
participating in their everyday experiences and activities (Davies, 2015, p.48). By allowing the
researcher to ‘engage in the very activities they set out to observe’ (Cohen et al., 2018, p.385), it
helps to encounter and explain what might be implicit and intricate events in other people’s lives

and to reflect ‘closer and empathetic’ views of such events (Pink et al., 2010, p.649).
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In participant observations | focused on the participants’ experiences/issues, and non-verbal and
verbal behaviours, keeping my research questions (presented in section 4.2) in mind. | also
included the layout of the space of the room, different objects or physical elements in the room,
people involved, date, time, lesson type, number of pupils in the room, roles of the people, the
flow of the lessons, situations, interactions, and perceptions. Participant observations also
included chance conversations with the teachers, TAs, parents, pupils and other staff members
during the observations, and chance communication with some parents and teachers via the e-
mail or social networking. | excluded any other events, which were unrelated to my participants
in schools. In lessons, | sat next to or behind my participants, being able to see and hear them
closely. | was allowed to communicate with them during lessons and in breaks, taking part in

activities in lessons, and moving around if | wanted to.

The participant observations were conducted during whole school days, from when participating
children came to school and until children left school, and twice after school (when I went to
interview Katerina’s mother, visiting her home), following pupils-participants in lessons and in
breaks. | typed observations in situ electronically using an iPad (Apple Inc.) in the form of thick
descriptions (Geertz, 1973; Whitehead, 2004; King and Horrocks, 2010; Creswell, 2014). |
followed an approximate schedule agreed with each individual school in our initial meeting (for
the actual schedule see Appendix A.1). | observed each pupil for approximately one working
month, with an average of 24.8 school days. Part of field notes, | also made 463 photographs,
which | took during the participant observations (Table 4.4). Photographs comprised learning

materials, work produced by participating children, and copies of their assessment/tests.

Table 4.4 Participant observations

Case Katerina Yulia Rita | Alisa Ivan Total
Number of school days 24 30 28 24 19 125
Number of photographs 170 103 87 64 39 463

4.8.3 Interviews
The interview method, alongside participant observations, was used as the main method of data

collection in my study, drawing on Pervin et al.’s (2005, p.41) view:

If one wants to know about people’s conscious perceptions of themselves and their
beliefs about the world around them, then we are back where we started: the best thing

to do is to ask them.
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The open-ended and semi-structured (for adults) (see Appendix A.2 and Appendix A.3 — first
interview guides; Appendix A.4 — second interview guide) and semi-structured (for children)
(Appendix A.5) interviews were designed in order to try to capture underlying meanings and
nuances below the surface of the question (Angrosino, 2007). All of the interviews were audio
recorded using a digital voice recorder (Olympus Corporation Ltd.). | conducted 79 qualitative
interviews over the course of the data collection period. Interviews with parents were conducted
in schools in specially designated meeting rooms (Schools B, C) and at the home of the parents
after school (School A). With teachers, interviews took place after school in empty classrooms in
all schools. With children, interviews took place in special rooms used for interventions (Schools
A, C) or the EAL lesson designated rooms (School B). The interviews took place in private rooms
ensuring confidentiality, except when they took place with children in School C as some other
children and adults were at times present sharing the room for their own intervention activities. |
did not object to other people’s presence in these cases, as, being conducted in Russian, interviews

remained confidential.

4.8.3.1 Interviews with parents and teachers

Interviews with the family members and school members included interviewing parents, teachers,
and/or EAL TAs. It was planned to conduct interviews twice with each adult-participant: a semi-
structured interview at the beginning of the empirical study and an open-ended one towards the
end in order to track change and for methodological triangulation purposes (Table 4.5). The semi-
structured interview guide was tested during my pilot study (see 4.10.1), adjusted for the main
study and combined the themes from the research questions with separate interview guides for
teachers and parents. Appendix A.2 is the interview guide for parents (first interview), while
Appendix A.3 is the interview guide for teachers (first interview). Appendix A.4 is the interview

guide for both, parents and teachers (second interview).

Table 4.5 Interviews with parents and teachers

Case Katerina Yulia Rita Alisa lvan Total

Dates and number of interviews

Parents | Mother Mother Father, Mother Mother 9
mother
3 Nov 2016 | 8 Mar 2017 | 16 Nov 2016 | 16 Nov 17 Nov
22 May 19 May 2017 | 2016 2016
2017 19 May 18 May

2017 2017
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Teachers | Class EAL Class teacher | Class Class 7
teacher teacher teacher teacher
4 Nov 2016 | 10 Feb 16 Nov 2016 | 10 Nov 30 Nov
2017 2016 2016
17 May 19 May
2017 2017

It was agreed to conduct the interviews with Yulia’s teachers and parents only once as Yulia was
a very recent arrival and teachers had no experience teaching her before the project. Interviews
with Rita and Katerina’s teachers were conducted only once (out of two planned) as both teachers
did not respond to my invitations for the second interview. Katerina’s class teacher left the school
during the study and all of the attempts to contact him through the school were fruitless. Only one
interview with him was conducted with no further contact with the teacher after his departure
from the school. Rita’s class teacher did not respond to my email about scheduling another
interview and did not follow up with me during my visits in the school. In total, with adult
participants (the participants’ parents and teachers) I conducted 16 interviews. Each interview
lasted for 54 minutes on average (14 hours 28 minutes of qualitative interview time in total, Table
4.6).

Table 4.6 Duration of the interviews with parents and teachers

Case Katerina Yulia Rita Alisa Ivan Total
Parent 97.52 74.05 52.06 55.03 64.17 342.83
Interview 1
Parent 108.1 n/a 30.39 48.26 61.32 248.07
Interview 2
Teacher 52.45 50.48 40.36 23.37 5151 218.17
Interview 1
Teacher n/a n/a n/a 36.35 22.16 58.51
Interview 2
Minutes, total 867.58
Hours 14h28m
Average, 54.22375
minutes

4.8.3.2 Interviews with children

With children | conducted 63 semi-structured interviews (each lasted for 27 minutes on average)
twice a month, except for the first month and the last month of the study when | conducted one

introductory/finalising interview (Table 4.7).
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Table 4.7 Interviews’ process and focus

Month  (October | 1 2 3 4 5 6 7
2016-May 2017)

Interviews with 1 2 2 2 2 2 1

each child

Interview Introductory | First interview: Finalising

focus/type experiences- | experiences-focused (creative technique — | interview
focused the ‘interview-through-game’ or filling-in | focusing on
‘Interview- | exercise) research
through- Research guestion 1: What | questions 1
game’ experiences/issues do Russian-speaking | and 2

migrant pupils face in English state-funded
primary schools at Key Stage 2?

Second interview:

social actor (creative technique -
concentric circles) and motivated agent
lines-focused  (creative technique -
drawing ‘My hopes and dreams’, the
‘interview-through-game”)

Research question 2: How do Russian-
speaking migrant pupils express their
personality development in the context of

their experiences/issues?

Two types of interviews were conducted with each child-participant, focusing on (1) children’s
experiences/issues (the first research question), and (2) personality development (the second
research question), i.e. motivated agent (question 2a) and social actor (question 2b) lines.
However, the interview themes (topics, questions) overlapped depending on the nature of the
responses, children’s needs and preferences. These two types of interviews were repeated on a
monthly basis during seven months of fieldwork to track the processes of change and ensure an
in-depth understanding. The order of the creative techniques was different for every child,
depending on which technique he/she preferred; however, each month one drawing, one
concentric circle, and one ‘interview-through-game’-based interview was conducted. The ‘Today
I’ exercise was also used monthly; however, it was used only twice, one each with Katerina and

Rita, following their preferences. Table 4.8 presents the exact interview dates with each child.
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Case | Katerina Yulia Rita Alisa Ivan Total
N 13 14 12 12 12 63
1 20 Oct 2016 | 18 Oct2016 | 12 Oct2016 |2 Nov2016 | 2 Nov 2016

2 3 Nov 2016 19 Oct 2016 | 7 Nov 2016 | 10 Nov 2016 | 8 Nov 2016

3 15 Nov 2016 | 21 Nov 2016 | 8 Nov 2016 16 Nov 2016 | 18 Nov 2016

4 12 Dec 2016 | 23 Nov 2016 | 29 Nov 2016 | 1 Dec 2016 30 Nov 2016

5 13 Dec 2016 | 5Dec 2016 |2 Dec 2016 | 14 Dec 2016 | 2 Dec 2016

6 12 Jan 2017 | 7 Dec 2016 10 Dec 2016 | 23 Jan 2017 | 24 Jan 2017

7 17 Jan 2017 | 5Jan 2017 11Jan 2017 | 24 Jan 2017 | 25 Jan 2017

8 3 Feb 2017 6 Jan 2017 20 Feb 2017 | 24 Feb 2017 | 20 Feb 2017

9 27 Feb 2017 | 6 Feb 2017 22 Feb 2017 | 3 Mar 2017 22 Feb 2017

10 28 Feb 2017 | 7 Feb 2017 21 Mar 2017 | 17 Mar 2017 | 21 Mar 2017

11 13 Mar 2017 | 6 Mar 2017 | 24 Mar 2017 | 24 Mar 2017 | 28 Mar 2017

12 14 Mar 2017 | 7 Mar 2017 | 15 May 2017 | 15 May 2017 | 16 May 2017

13 22 May 2017 | 21 Apr 2017

14 25 Apr 2017

The main interview questions for the children were the same each month (with some adjustments).

Appendix A.5 is an overview of the general interview guide for the children, stipulated by the

technique. Appendix A.6 presents the monthly interview questions for each child (actual).

I conducted more interviews than planned with Yulia (two extra) and Katerina (one extra) due to

contingency and schools’ organisation. Yulia’s school was very welcoming and supportive of the

study, scheduling the interviews with Yulia to be conducted during the seven months, which

meant | eventually conducted two extra interviews. Contrarily, with Katerina, | struggled at times

to take her out for monthly interviews (the class teacher often changed his mind about the times);

therefore, not being sure if 1 would be allowed to conduct an interview the following month, 1

conducted one extra interview in February. The total duration of the interviews was 28 hours (see
Table 4.9).
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Table 4.9 Duration of the interviews with children

Case Katerina | Yulia | Rita Alisa Ivan Total
Interview N Duration, minutes

1 2559 | 2414 | 3435 | 2242 25.07 131.57
2 29.06 | 1456 | 3233 | 2247 2431 122.73
3 29.28 | 23.16| 29.23| 27.08| 20.31 129.06
4 2832 | 26.34| 34.09| 26.04| 23.14 137.93
5 2401 | 27.18| 38.06| 49.29 | 17.17 155.71
6 3042 | 2350 | 29.45| 39.01| 26.01 148.39
7 3138 | 2243 | 33.29| 18.38| 15.10 120.58
8 3743 | 3513 | 27.23| 2434 | 13.46 137.59
9 32.00| 21.30| 40.00| 2759 | 27.17 148.06
10 30.04 | 29.12| 3247 | 30.10| 12.58 134.31
11 2741 | 1821 | 28.34| 3240| 23.04 129.4
12 3229 | 2453 | 3531| 2450| 25.35 141.98
13 41.06 | 22.56 n/a n/a n/a 63.62
14 nfa| 28.13 n/a n/a n/a 28.13
Minutes, total 398.29 | 340.29 | 394.15 | 343.62 | 252.71 1729.06
Hours 28h17m
Average per interview, 27.4453968
minutes

4.8.4 Creative techniques

This section details the creative techniques used as part of interviews with children. | first
critically examine important features of the creative techniques, which helped me to implement
them in my study. This is followed by a description and justification of the technigques chosen and
designed for my study as part of the interviews with the children: the ‘interview-through-game’
(4.8.4.1), the filling-in exercise ‘Today I’ (4.8.4.2), concentric circles with statement ranking
(4.8.4.3), and the drawing ‘My hopes and dreams’ (4.8.4.4).

Creative methods, or child-centred techniques (Barker and Weller, 2003), as part of research
involving children, emerged as amore suitable alternative to the traditional methods
(questionnaires and observations) (Siibak et al., 2012), resulting in the development of new
interactive methods, including, for example, the mosaic approach (Fargas-Malet et al., 2010;
Clark and Moss, 2011). The philosophy behind these techniques was to increase children’s
meaningful participation and accessibility during the research project (Barker and Weller, 2003;
Kramer-Roy, 2015; Peek et al., 2016) through methods authentic to children (Finlay et al., 2013),
seeing participants as ‘experts’ in their lives. Creativity facilitates such innovative technigues, in

which the aptitudes and personae of children are central, physically and cognitively implemented
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in various settings (playground, classroom, research-specific sites) (Siibak et al. 2012).
Significantly for a migration context, creative techniques allow us to reduce the ‘essentialist
conceptualisations of children in difficult circumstances’, including migrant linguistic minority
children, looking at the children as social actors ‘embedded in complex relational processes’
(Don4, 2006, p.22).

There are, however, essential concerns around the implementation of the creative technigques
expounded in substantial criticism in the research literature, which I carefully evaluated. Creative
methods require strategic and purposive development and application since, as argued by
Komulainen (2007), Gallacher and Gallagher (2008), and Gillies and Robinson (2012),
‘empowering’ children through the research should be implemented with caution. For example,
an approach of treating the child as a social actor, or child-participant — ‘methodology of
participation’ (Dong, 2006), may lead to the erroneous belief that these methods are a route to
‘ethical and epistemological validity’ being a ‘panacea’ in research with children (Gallacher and
Gallagher 2008, p.513). Researchers say that the concern lies in the unpredictability of the social
world and children’s behaviours (Gallacher and Gallagher, 2008). Moreover, the challenges of
power dynamics are revealed in a common perceived empowerment of creative methods and
ethics (Gillies and Robinson, 2012). As Wong et al. (2010) point out, researchers are not able to
entirely transfer the burden of empowerment to young people. The “discourses of “participation”
risk becoming tyrannous in research involving children’ (Gallacher and Gallagher, 2008, p.500).
This, perhaps, includes the danger of the researcher’s focus on participatory power becoming self-
destructive for a project, and the chances of participation becoming constrained by the
researcher’s rules and procedures as a predetermined action rather than freely participating as the
methods advocate (Gallacher and Gallagher, 2008).

Another challenge of creativity in research with children lies in the ‘hierarchical and
unidirectional’ interpretation of power relations, which ‘adults can give (or take from) children’,
distorting how the children actively create and set up their environment and experiences (Lomax,
2012, p.107). It is important to be cautious about overestimating a child’s unique insight into
his/fher own life and the subjective reality of his/her peers (Buckingham, 1991). Additionally,
pupils’ representations of the experiences significant for them may be negated by the influence
of adults around them (Lomax et al., 2011). Hohti (2016) said that it is a researcher’s ethical
choice to see children as inseparable from surrounding dynamic social relationships or as
‘representatives of categories’ (e.g. a ‘boy’, a ‘student with special needs’). Fundamentally, as
illustrated by Lomax (2012), creative methods are dynamic and engaging for children in ways

that adjust and rectify adult-centric research rather than superseding it. Thus, an open-ended
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attitude towards the research process, accepting that children might behave unexpectedly, and the
research design might be in need of adjustment is essential when employing creative techniques.
Suffice it to say, by raising methodological, practical, and ethical concerns (Robinson and Gillies,
2012), creative methods need to be used with caution (Lomax, 2012). Nonetheless, the current
developments of creative methods in research with children demonstrate (albeit alongside the
substantial criticism of the methods, which only reinforces and refines the methods themselves)

the formation of an indispensable approach.

Creative methods have been widely expanded and applied, setting up numerous appropriate
conditions in research with children, with ‘myriad opportunities’, and ‘dynamic and innovative
methodologies’ (Gillies and Robinson, 2012, p.161), such as video-based (Nolan et al., 2017) or
photo-based (Woolhouse, 2017) methodologies. Nevertheless, a discussion of specific ways that
creative techniques can be used as part of the interviews and adjusted in the process of research,
in view of the data collection’s unforeseen issues and without compromising the research aims
and holistic structure, are limited in the current literature. This includes the forms and applications
of techniques in the context of rich, content-informed interviews, which contribute to the
continuous engagement and excitement of children in the research, building good relationships
with the participants. While confronted with these limitations, in order to produce the design
suitable for my study, | was also faced with the developmental concerns of the creative techniques.

Developmental concerns of the creative techniques in my study comprised a necessity for (1)
contextual and (2) design-related considerations, ensuring (3) flexibility of the designs while
retaining the holistic and systematic research structure, and building good relationships with the
children, with the latter being of supreme significance for my study. Contextual considerations
referred to the time constraints on the interviews with the children, as agreed with the schools and
parents (up to 30 minutes each session), which meant that | had to design/choose the techniques
which would fit this time-frame. Another contextual concern related to the spatial constraints of
the school setting for the interviews, in that | was not able to choose the place for an interview;
rather, | was given a space with other people present in the room, including other children —which
happened often in School C (but not in Schools A and B). The setting for the interviews varied
for each participant, but it was important for me to have a safe space for an interview in terms of
noise and distractions levels, a space that was not entirely isolated in order to re-assure the schools
and parents of the ethical safety of the study. As the children use Russian as their main language
of communication, | felt that the presence of other people in the interview rooms did not pose any
breach of confidentiality, unless the children wanted to speak English. (I discuss languages in the

interviews in 4.9.6.) Therefore, | did not object to having more people in the room. However, the
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creative techniques that | was to choose had to be easily transportable across significant distances
of travel to schools and in case | was relocated (which happened a few times). This was also
linked to the limited resources — namely, my consideration of what | would be able to use in the
school (which were pens and pencils) and what | needed to bring (everything else: papers, dice,

and other resources, and essentially, the recorder).

The design-related practical concerns included concerns about the purposefulness of the design.
It involved assurance that the creative techniques would complement the theoretical framework
and the research questions, as well as a significant consideration that the monthly repetition of the
interviews (longitudinal design) could accommodate diversification of the techniques without
changing the interview questions and compromising the systematicity of the research. In relation
to flexibility-systematicity considerations, the challenge was to fuse the flexible design of the
techniques with the structural coherence and systematic nature of the study; this challenge was
addressed through alternation of the ‘interview-through-game’ design (presented in 4.8.4.1) as
well as a varied choice of the techniques.

Taking these into account, the creative techniques chosen for each research question are presented
in the Table 4.10 (see Appendix B). All of these activities have been piloted (see the piloted
techniques in Appendix D.2) and adjusted (see Appendix D.3).

Table 4.10 Creative techniques

Research Questions Creative techniques

1. What experiences/issues do Russian-speaking | The ‘interview-through-game’ (adapted
migrant pupils face in English state-funded | from Toth, 1995, p.58)

i 2
primary schools at Key Stage 22 Filling-in exercise (adapted from Gregory,

2001, p.129)

2. How do Russian-speaking migrant pupils
express their personality development in the
context of their experiences/issues?

a) How do they express their motivated agent
line of personality development in the context of Drawing “My hopes and dreams’
their experiences/issues? Concentric circles with statement ranking
b) How do they express their social actor line | (statements adapted from Taylor, 2010,
of personality development in the context of their | p.186)

experiences/issues?
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I turned to variations of creative interviews that allow using additional tools of research that are
familiar to children (Griffin et al., 2014) and thus help them to feel relaxed, open, and interested
during the research process (Deacon, 2000; Eldén, 2012) and to ‘de-centre’ the interview by
incorporating events, feelings, and experiences beyond the interview process (Thomson and
Holland, 2005, p.214). Each technique was followed by a conversation based around this
technique. | will discuss each technique in order of convenience (not in order of use or
importance), starting with the innovative approach implemented in my study: the ‘interview-

through-game’.

4.8.4.1 The ‘interview-through-game’

In order to explore children’s experiences, the first creative technique | used was the innovative
approach of ‘interview-though-game’. Games-based research in general is broadly pertinent to
the discussion of team-work-for-adults (Covert et al., 2017) and online game-based market
research (Adamou, 2017). The use of board games as part of interviews in educational research
is unknown. More broadly, this approach was used in a variety of ways, for example: to elicit user
needs for a future product (Slegers et al., 2015); in medicine to aid the recovery of certain patients
(Van Staa and Van Der Stege, 2010; Van Der Stege et al., 2016); as part of mathematics learning
(Ramani and Siegler, 2008; Moomaw, 2015); and in teaching the drawbacks of other research
methods in higher education (Warburton and Madge, 1994). Game-based interviews including
board game-based interviews have also been ignored in educational research with migrant
linguistic minority children of primary age. Thus, to address these limitations and, as
aforementioned, in order to ensure flexibility of the design (being able to alter the techniques)
while retaining the holistic and systematic research structure (being able to ask same questions
each month) in order for children to be enthusiastic about the interviews, | incorporated the board

games with the interview questions.

The ‘interview-through-game’ is an interview-game that was composed to understand general
experiences, issues, and questions the child might have in the new L2 environment. These games
required a die, some counters, written questions or question marks, and a set of cards with the
research questions. The games were used throughout the data collection period. The design outline
was adapted from Toth (1995, p.58). The original game has no questions written on it. Appendix
B.1 shows the game and the interview questions | added. Some questions were adopted from
Winterbottom and Leedy (2014) and Myles (2000). Importantly, the games did not require vast
resources but made the interviews exciting and allowed for flexibility. In order not to repeat the
same game, | chose additional games using a set of cards with the same (or slightly adjusted)

interview questions (see example of an adjusted game in Appendix B.1.1). Some additional
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games-templates were adjusted with the added questions signs, such as the well-known ‘snakes
and ladders’. Some of the games already had additional general questions unrelated to the research
topic to make the interview more entertaining, e.g. the ‘A Day in my Life’ game (Myles, 2000,
pp.58-59) and ‘The Perfect Holiday Board Game’ (Pinigig, no date). Thus, purposeful and
flexible designs helped to ‘dissolve’ the general entertaining questions together with the research-

specific questions.

4.8.4.2 The filling-in exercise ‘Today I’

The second creative technique was the filling-in exercise ‘“Today I’, the design of which was
adapted from Gregory (2001, p.129) (Appendix B.2). Children were asked to fill in the exercise
and talk about their responses. This exercise helped to reveal children’s learning issues, moods,
perceived English level, interests and issues in learning. As it was presented in two languages, it

allowed for using children’s L1, L2 or all-language repertoire.

4.8.4.3 Concentric circles with statement ranking

The third creative technique | used was concentric circles or mind maps with statement ranking.
The technique of concentric circles was used as a part of the investigation into children’s social
actor line of personality development (as | discussed in 3.3) (alongside observations, interviews
with parents, and teachers) followed by the interview. This technique, which helped to evaluate
the child’s environment, was adopted from psychology and has been used in sociological research
with children (Mason and Tipper, 2008; Eldén, 2012; Davies, 2015). It was combined with a
ranking exercise (Fargas-Malet et al., 2010) in which children were asked to rank statements (put
‘thought bubbles’ next to a person they drew) about their perceived behaviour patterns as viewed
by their parents, friends, and teachers (or whichever people important in their lives they had drawn
in the circles). This was done to give the children tools for more detailed expression, regarding
their social behaviour and relationships, in our interviews. As | introduced in 3.5.1, Taylor’s
(2010; 2013a) system is suitable as a model of exploring behavioural types of migrant pupils.
Thus, the statements were adapted from Taylor’s (2010) self-system vignettes (Appendix B.3).

4.8.4.4 Drawing ‘My hopes and dreams’

The fourth creative technique | used was a drawing of ‘My hopes and dreams’ (Appendix B.4),
which was designed by me to explore the motivations of primary level migrant pupils; as |
described earlier in 3.3, this is pertinent to the motivated agent line of personality development,
attending to the broad questions, “What do I want?’ and ‘What do I value?’ (McAdams, 2015b,
p.260). The essence of the sociological use and analysis of drawings is that the researchers ask
children to ‘explain their picture, and in analysing these drawings, researchers consider that

children actively and consciously create meaning through these explanations’ (Davies, 2015,
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p.43). The advantages of the method include the fact that while being an everyday activity for
children it enables them to participate in the knowledge-making process (Punch, 2002;
Christensen and James, 2008; Fargas-Malet et al., 2010) as well as enabling the possibility to
broaden and ‘challenge’ the empirical data of the whole research (Eldén, 2012, p.67). The choice
of the topic for drawings was guided by the research questions, participant characteristics (their
age), and the research setting, and was aimed to be used, primarily, as a basis of the interviews
about the children’s motivated agent line of personality development as well as overlap with the
discussion of general experiences/issues in the interview. Children were offered to choose what
and how to draw (e.g. objects or activities, using pens or pencils). A drawing-based exploration
of the motivation of migrant (and non-migrant) primary level pupils has not been used prior to
this study, with the exception of recently published research ‘Drawing the future’, which was
pertinent to employment research (Chambers et al., 2018), and did not particularly focus on

migrant children.

The variety of elicitation activities was designed to allow the child to choose their preference. For
instance, if they did not like to draw, they could fill in the exercise or just have a traditional semi-
structured interview. None of these activities were obligatory and any of them would end upon
the child’s request. There were no cases of the participants initiating the end of the interview
sessions; four out of five pupils openly expressed their disappointment and sadness that the
research was ending. There were challenges in the use of the techniques (e.qg. the rejection of the
filling-in technique in Yulia’s case) which were valuable data themselves, revealing the children’s
issues. The challenges evolved in the cases when the questions asked were broaching a sensitive
or difficult topic for children to explain and the children responded in a playful distraction,
running around classroom or making various noises (e.g. slurping) (Yulia, Katerina); in each case
the technique could not proceed at that time. Some participants (Alisa, Yulia) freely refused to
respond (but not to end the interview session), which reinforced the research’s ethical credibility

and an understanding of the ethos of the study by the participants.

4.9 Data analysis

This section outlines the qualitative analysis in my study including its nature, purpose, techniques,
stages, and procedures. The analysis was guided by the principle described by Cohen et al. (2018)
as fitness for purpose’ (p.347, italics in original), following the analytical approaches of Yin
(2014), Creswell and Poth (2018), LeCompte and Schensul (2010), and Bazeley (2009). The
broad purpose of the analysis was to understand, describe (‘drawing a map’ of the setting and

events, facts), analyse, and interpret the Russian-speaking pupils’ experiences/issues, and their
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personality development in the context of the experiences/issues in the L2 school. This was

implemented through a systematic process, described below.

4.9.1 Process of analysis

As | explained in 4.3, in the process of my analysis | used an abductive-deductive-inductive
conceptual cycle (Hennink et al., 2011; Patton, 2011; Bendassolli, 2013; Reichertz, 2013). In
other words, by ‘draw[ing] on evidence from the case of special interest’ (Gerring, 2007, p.197),
i.e. focusing on the experiences and personality development of migrant pupils in the context of
these experiences, data collection and analysis were carefully constrained by the broad
predetermined research aim and questions, and guided by theoretical concepts, and, thus, were
not fully ground-up. Within the aims and research questions in each case, the data emerged
experientially during the course of the research and were unique to each case. Thus, within cases,
the analysis comprised a thematic approach (Bazeley, 2009; King and Horrocks, 2010; Cohen et
al., 2018). Additionally, | applied the logic models analytic technique, which involved ‘matching
empirically observed events to theoretically predicted events’, i.e. based onthe existing
theoretical categories (Yin, 2014, p.155). Having completed the within-case analysis (Chapters 5
to 9), | conducted cross-site (cross-case) analysis (King and Horrocks, 2010; Yin, 2014; Cohen et
al., 2018) (Chapter 10). Drawing on King and Horrocks (2010), LeCompte and Schensul (2010),
Hardin (2013), Creswell (2014), Cohen et al. (2018), and Creswell and Poth (2018), | followed
the systematic stages of data analysis repeated for each case: (1) data management and
anonymisation, (2) coding, (3) overarching themes, (4) presentation: producing the report, (5)
translation of the data and the language of the data generation, (6) cross-case analysis, and (7)

data management during writing up. I will now outline each step successively.

49,2 Stage 1 - Data organisation and anonymisation

The first organisation stage comprised choosing the software to analyse and store the data,
systematically (as the data were collected, carefully noting the dates and times of the observations
and interviews, and each creative technique result) storing the data in a password-protected
encrypted drive. | stored the data in specially designated folders and then uploaded the files to
NVivo 11 (QSR International Ltd.), having a separate file for each case. Physical data (e.g.
creative techniques, interview guides with notes) were stored in separate physical folders, then
scanned and uploaded with the other electronically collected data (photographs, audio recordings,
and participant observations). Storing, entering, and managing data were aided with the
development of a meta-data (anonymisation coding) system for my study (Appendix A.7.1). The
meta-data were used to store the files in the folders and in NVivo files within five folders (one

for each case), allowing me to easily access any original source.
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Having organised the data, | then transcribed the data (over the period of approximately five
months) verbatim using NVivo 11, treating transcription as the initial phase of interpretation
(Coffey and Atkinson, 1996). For the transcriptions, | followed Cohen et al.’s (2018)
recommendations and (partially) adopted conventions described by Flick (2014, pp.390-391) (see
Appendix A.7.2). Having transcribed the data, | moved onto the coding stage.

4.9.3 Stage 2 - Coding

The coding stage for the rich, thick descriptions, as well as the interviews, was a non-linear,
iterative, and long-term process. Coding is a process of diminishing the data to ‘meaningful
segments and assigning names for the segments’ or ‘aggregating the text or visual data into small
categories of information, seeking evidence for the code from different databases being used in a
study, and then assigning a label to the code’ (Creswell and Poth, 2018, pp.183-190, my italics).
Bazeley (2009) says, ‘reading and interpretation are the starting points for meaningful analysis’
(p.7). Following this, during the coding, or aggregation of categories (Creswell and Poth, 2018),
stage | read the transcripts for the first time, wrote initial codes in NVivo, coding the relevant
parts using one to three words. In this process, | highlighted an abstract transcript and assigned a
relevant code (meaningful summary) to it. | then coded all of the data which were relevant to the
aim of the research and research questions, i.e. focusing on experiences and personality
development expressions. The types of codes which evolved were expected codes (i.e. using logic
models technique — see example of coding in Appendix A.7.4); frequently occurring codes, but
also if they were not necessarily frequent but important for other elements (e.g. explaining other
data); and ‘rare and influential’, contradictory, i.e. unexpected codes (LeCompte and Shensul,
2010, p.203), including consideration of silences/no answers (Creswell, 2013). One example of a

rare and influential code is illustrated in the abstracts in Figure 4.2, based on Yulia’s case.
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Figure 4.2 NVivo screenshot: example of coding
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It includes observational data of the child being quiet and passive, which | highlighted and
grouped under the ‘Sits quietly’ code, which was further grouped under the ‘Social behaviour and
relationships’ overarching theme (Code: ‘Sits quietly’; overarching theme: Social behaviour and
relationships’). After initial coding, | then read the transcripts again and merged similar codes,
repeating the same steps for all the transcripts. | aligned and re-aligned codes under common
topics, refining the codes. For this, | put the codes with similar meanings together, interpreting
their meaning, and reducing the number of codes. | also decided to include chronologically
ordered codes naming them ‘Over time’ (Figure 4.3) as part of focusing on processes of change

allowing me to organise and analyse monthly changes within each case.

This was done within each theme, coded numerically from 1 to 7 (1 — signifying October, or an
interview in the first month, 7 — April, or the last month of interviews). The code ‘1’ in the
‘Learning experiences’ sub-theme and ‘Experiences’ theme included observed or reported
learning experiences from learning in month 1 (October) of the empirical phase. Coding of the
photographs and creative techniques involved highlighting a relevant segment and assigning an
underlying meaning to it (code) or clustering it under already existing codes. For instance, |
highlighted Yulia’s encircled emoji (‘in-between’, or ‘neutral’) and coded it into code ‘1’
signifying the first month of observations and interviews, further clustered under code ‘Over time’
within ‘Learning experiences’ sub-theme and ‘Experiences’ theme (Figure 4.3).
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Figure 4.3 NVivo screenshot: creative techniques’ coding
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4.9.4 Stage 3 - Overarching themes

The next stage was collapsing the codes into overarching themes. This stage was done almost
simultaneously with the coding stage — i.e. | rearranged codes into themes during (or soon after)
coding. | aligned the codes under overarching themes hierarchically (King and Horrocks, 2010).
As predicted by Bazeley (2009), initially, I struggled with identifying names for the overarching
themes. Trying to make sense of and manage the data, | decided to align the codes as relevant to
the aim, i.e. the research questions were the guiding frame of the focus of analysis (and further
reporting of) the cases. While doing so, as aforementioned, | applied the logic models technique:
matching the generated data to the existing theoretical concepts (Yin, 2014) (see an example of
coding in Appendix A.7.4). Although these themes, thus, were a priori anticipated and determined
by the research questions, within them unique to each case emerging themes/codes were included
correspondingly. Such a structure (discussed further in 4.9.5) was helpful in conducting the cross-
case analysis (outlined in 4.9.7) and addressing the research questions clearly in the discussion
(Chapter 11). The broad overarching themes were pertinent to experiences/issues (research
guestion 1), and pertinent to personality development lines comprising social behaviour and
relationships and motivations in learning (research question 2) (Figure 4.4 shows an example
based on Yulia’s case), forming one thematic tree node (see an example in Appendix A.7.3). |
have also included the ‘Background information’ theme, which contained information about

participants that was needed for the contextualising and presentation of the case.

Nodes
% Mame Sources References
= Experiences 145 511
+ Language Learning Experiences a7 268
+ Learning Experiences 04 243
#-() Motivations 62 460
+ Social behavour and relaticnships 60 369
+ Background informaticn - 27 129

Figure 4.4 NVivo screenshot: overarching themes

4.9.5 Stage 4 — Presentation: producing the report

The presentation of the data stage involved an elaboration of the descriptions from the cases using
quotes from the data (Creswell, 2014), aiming to present ‘adequate raw data prior to interpretation
so that the readers can consider their own alternative interpretations’ (Stake, 1995, p.87). Having

coded the data, | further started writing the narratives of each case, using the data to illustrate
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codes and themes. Correspondingly, findings from each embedded case are presented (Chapters
5 to 9) starting from the Russian-speaking migrant child who spent least time in the UK (Yulia)
to the one that spent most (Ivan). In each embedded case, | first contextualised the case with the
background information in the introduction section using the ‘Background information’
supportive theme. The structure for the presentation (Hussey and Hussey, 1997) was based on the
overarching themes (Stage 3) and themes/codes (Stage 2), which emerged in the process of
analysis, aiming to present a holistic evidence-based narrative account of each case. Thus, the
overarching themes act as the section’s titles for each case: Experiences, Motivations, and Social
behaviour and relationships in the L2 school. Within these overarching themes (sections), |
included themes/codes for each individual case, supported by the primary evidence from the data
(using quotes, photos, and participant observations). The titles for the sub-sections (within the
sections) do not necessarily represent exact wording of the codes used in NVivo. Instead, during
re-drafting of the reports for each case (see manual re-drafting example in Appendix A.7.5),
different wording was chosen for presentation purposes, which, nevertheless, reflects the essence
of the codes (e.g. the code °Sits quietly’ exemplified above, appears in the report as ‘Quietness in
lessons’, as seen in 5.4.1).

4.9.6 Stage 5- Translation of the data

Conducting what is essentially cross-cultural research (collecting the data in more than one
language) requires addressing the peculiarities of data translation (Larkin et al., 2007; Lopez et
al., 2008; Regmi et al., 2010; van Nes et al., 2010). One threat of translation in cross-cultural
research is inherent in its being ‘an interpretive act’, whereby the ‘meaning may get lost in the
translation process’ (van Nes et al., 2010, p.313). In addition, as elaborated by Andrews and
Maksimova (2010), the Russian language has peculiar structural aspects, which should be
considered during translation. Thus, to ensure the trustworthiness of the translations, I will briefly
describe the language of the data generation and translation process in my study. The data were
generated in both Russian and English languages. Parents mostly used Russian with sparsely
inserted English words. Teachers used English in interviews and observations. Children were
given freedom to use all their language repertoire in the interviews according to their preference.
For this, they were offered two copies (one in each language) of the creative techniques’
templates. All children used Russian, also inserting English words into the creative techniques (as
an example see Figure 9.7 in Chapter 9) alongside Russian. | typed participant observations trans-
linguistically/bilingually, either in English or Russian as the data occurred naturally (e.g.
conversations with children mostly occurred using Russian and thus were typed in Russian,

whereas teachers’ comments were mostly typed in English), and analysed by me without any
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translation. The data were copied, then stored in NVivo 11 in the language they were originally

collected in.

The data were translated after the analysis for the purpose of presenting the findings (Chapters 5
to 9), rather than for the purposes of analysis (as member-checking occurred in the original
language: Russian with parents, English with teachers), due to practicability, manageability, and
minimisation of translation-related threats (van Nes et al., 2010). | translated the data myself into
English using a literal, i.e. interlinear, word-for-word process (Duranti, 1997; Honig, 1997,
Andrews and Maksimova, 2010) combined with a balanced approach, i.e. a translation that aims
to retain the most important features of the Russian [source language] and the English [target
language] translations (Hervey and Higgins, 2002). For example, a Russian phrase ‘MoTuBarus
unry B mkoiy’ was translated literally into “Motivation to go to school’. With less straightforward
phrases, | tried to use natural forms of expressions in English (Larson, 1991), adding contextual
(implied) details in square brackets ‘[]’, e.g. ‘mbr camu’ was translated as ‘[We started it] By
ourselves’, whereas a literal translation would be ‘we alone’ where ‘[we started it]” was implied

in the Russian version:

L: D10 y Bac 3ajanne yUuTeIbHHLBI TaKOe ObLIO?

I: Hetr. MBI camu.

L: Is this a teacher’s task that you have had?
I: No. [We started it] By ourselves.

Pauses, silences, and emotional expressions were included in the translation alongside other
transcription conventions. For instance, ellipses, denoting short pauses, were retained in the
translation, a sentence ‘A Bot 4ro-TO.... BeimonusaTe moMa... HeT, HeT” Was translated by me into
‘But well... Doing something at home... no, no’. In the presented cases (Chapters 5 to 9), | provide
both original and translated versions with the Russian version followed by the English translation.

In cases where no translation is provided, the data were originally generated in English.

4.9.7 Stage 6 — Cross-case analysis

As a ‘bridge’ to the discussion of the findings (Chapter 11), | conducted cross-case analysis
(Chapter 10) after | produced the five reports. The aim of the cross-case analysis was to ‘draw a
single set of “cross-case” conclusions’ (Yin, 2014, p.18), writing the merged findings across cases
into preliminary assertions or concluding statements (Stake, 2006, p.50). Assertions for each
theme (Experiences in L2 school, Motivations in L2 school, and Social behaviour and
relationships in L2 school, presented in Stage 3, section 4.9.4) were composed in order to

understand the themes (Stake, 2006, p.55). Yin (2014) states that cross-case analysis is conducted
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using ‘word tables that display the data from the individual cases according to one or more
universal categories’ (p.165). According to Stake (2006), cross-case analysis involves, firstly,
reading the data of the collected embedded cases, noting the common themes and sub-themes,
which correspond to the research questions across cases, and recording them in a table. As Stake
(2006, p.47) put it, ‘applying their [individual cases] Findings of situated experience to the
research questions of the Quintain [i.e. the phenomenon under investigation]’. | have thus
arranged the data in the tables across cases. Secondly, the cross-case analysis involves comparing
and contrasting the cases, looking into the common and atypical findings, as well as assessing
their prominence and utility (significance) in terms of answering the research questions. |
subsequently compared and contrasted the findings following the creation of the tables. As the
specifics of each case embody its ‘value, trauma, and uniqueness’, the comparison of the cases,
which can ‘obscure[s] the situationality and complex interaction of case knowledge’ (Stake, 2006,
p.83), was done with caution. Finally, I compiled the summaries in the form of assertions or cross-
case conclusions for each cross-case theme (10.2.4, 10.3.5, 10.4.5).

4.9.8 Stage 7 — A note on data management during writing up

As | initially coded and wrote up all of the data that were relevant to the research questions, |
ended up with lengthy reports in each case. During the cross-case analysis (Chapter 10) and
subsequent re-drafting of the cases, my next aim was condensing the reports of individual cases
(Chapters 5-9) in order to make them more focused and to comply with the spatial constraints of
the thesis. For this, | assessed the codes’ significance: i.e. asking myself, ‘So what?’ in relation
to experiences and personality development (research questions). Are codes significant for this
case? Do they appear in other cases? Do they carry theoretical, practical value in relation to
research questions and the literature (predetermined theoretical concepts)? Can they explain some
other data within the case? Do they contradict the other data? (If they did, they had to be included
to ensure the trustworthiness of the study). If the answer was ‘yes’ to these questions, the codes
were considered significant and were kept in the final reports and in the cross-case analysis
chapter. | have thereby eliminated a few codes which were irrelevant to learning in L2 school,
e.g. | have deliberately excluded from the analysis and discussion the atypical issues related to
physical/essential needs (e.g. reported concerns with the school toilets, and permission for using
them), experiences outside of school (e.g. language brokering in one case), and the data assessed
insignificant, e.g. pupils’ idiosyncratic behaviour, macro communications (e.g. Rita’s quirky
chats with her desk-mate), which occurred in one or two cases and presented a lack of explanatory
value, however, which could be potentially used in other future studies. Despite being part of
pupils’ experiences, the spatial limitations of this thesis precluded a discussion of such

experiences/issues that were only indirectly related to learning. All significant typical and
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significant atypical learning-related data were condensed and included (presented in summative
tables in Chapter 10).

4.10 Trustworthiness and ethics
This section presents the pilot study, ethical approach, and trustworthiness strategies implemented

in this thesis.

4.10.1 The pilot study
The research design was tested during my month-long pilot study (see Table 4.11) with a Russian-
speaking migrant participant (a nine-year-old boy), his mother, and two teachers, in a state-funded

London primary school (not part of the main study).

Table 4.11. Pilot study data collection schedule

Interviews and observations schedule for the pilot study

Interviewee Plan Date and Place

Russian- 2 interviews 15 April 2016

speaking migrant | focusing on 21 April 2016

child (Sasha — experiences have 4™ May 2016

pseudonym) been conducted, 6" May 2016
and 2 interviews All interviews were conducted in a room, adjacent to
focusing on the classroom, appointed by the school
personality

development

Sasha’s mother | 1 (1.5 hour) 15 April 2016 — local library, an empty adjacent

interview room in the library next to the computer room
Sasha’s class 1 (1 hour) 21 April 2016 — a room for individual sessions,
teacher interview adjacent to the classroom appointed by the school
Sasha’s EAL 1 (1 hour) 14 April 2016 — in her personal office in the school
teacher interview

Participant observations

Place Time

Classroom 4 weeks during the period from 12 April to 6" May 2016
observations of
child-participant
(Sasha)
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The aim of the piloting was to refine the study’s methodological design (Yin, 2014) as well as to
evaluate the impact of the study’s design on participants (Cohen et al., 2018). Specifically, |
assessed the recruitment strategy, access to protected sites (schools), piloted the instruments, and
tested the trustworthiness of the design, adjusting the research design in accordance with the
outcomes of the pilot study (Table 4.12). Prior to the pilot study, ethical approval had been granted

(reviewed later in 4.10.2).

Table 4.12. Pilot study results

Assessment aspect Outcome for the main study

Recruitment strategy | Successful and will be used for the main study. However, if it does
not ensure a sufficient number of participants for the main study in
relation to the location of the schools with Russian-speaking migrant
pupils, relevant information from the DfE will be added to identify
such schools.

Ethical consent forms | For the main study | will need to inform the relevant person in the
school and the head teacher about all the forms | will need the
participants to get familiar with and sign before the interviews with
participants, which should contribute to the smooth research
process.

Interview guides Fewer questions will be used. After the interview with the teacher |
have altered some questions, but the overall guide will remain the
same for the main study. The interview with Sasha’s mother was
successful in terms of the structure and information provided and
appeared to be a very important source for this study. (See piloted
and adjusted copies in Appendix D.1 and Appendices A.2, A.3, A5
respectively.)

Creative techniques I rejected and adjusted some creative techniques based on the
informativity and age-appropriateness. Appendix D.2 shows tested
and rejected creative techniques. Appendix D.3 shows piloted and
adjusted creative technigue. Piloted and accepted techniques are
presented in Appendix B and described in section 4.8.4 of this
chapter.
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4.10.2 Ethical approach and procedures

My general ethical approach (Scott and Usher, 2011) can be summarised by Stake’s (2005)
words: ‘qualitative researchers are guests in the private spaces of the world. Their manners should
be good and their code of ethics strict’ (p.459). My research complied with ethical standards and
requirements, and appropriate use of the data (British Educational Research Association [BERA],
2011; 2018), with respect to ‘democracy, truths, and persons’ (Bassey, 1999, p.73). All
participants were assured of anonymity and privacy, adhering to the legal requirements
of working with vulnerable participants to cause no harm (the United Nations Convention on the
Rights of the Child, 1989; the Children’s Act, 2004; the University of Leeds Research Ethics
Policy, 2016).

The ethical approval dated 17 March 2016 was granted prior to my pilot study in April 2016, by

the University of Leeds ESSL (Faculty of Social Sciences), Environment, and LUBS (Leeds

University Business School) Faculty Research Ethics Committee. | received University of Leeds

training in research ethics and my successful application for ethical approval was commended by

the University of Leeds ESSL Faculty Research Ethics Committee (‘A very nice application and

you have clearly thought through all the issues’) (see Appendix C.8). This demonstrates my

understanding of ethical issues in research. In preparation for my application | have compiled:

¢ An advertisement to recruit participants (English and Russian languages versions) (Appendix
C.1).

e A template e-mail to contact the gatekeepers (schools’ head teachers) (Appendix C.2).

¢ Information sheet for children (English and Russian languages versions) (Appendix C.3).

¢ Information sheet for adult participants (English and Russian languages versions) (Appendix
C.4).

¢ Informed consent for children (English and Russian languages versions) (Appendix C.5).

¢ Informed consent for parents (English and Russian languages versions) (Appendix C.6).

¢ Informed consent for teachers (Appendix C.7).

Having been granted the ethical approval and the Disclosure and Barring Service (DBS) check,
the informed consent was obtained from the children, their parents, and class teachers. Parents
were given information sheets and consent forms for children and asked to go through them with
their children at home, explaining the project to them and asking children and parents to sign the
forms if they agreed. The forms were then signed by me before the interviews in the presence of

the interviewees (as stated in the consent forms).

During the study, I strictly followed the ethical regulations outlined in the information sheets and

consent forms. | have used pseudonyms for the children and anonymised any other names and
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data. Participants were able to withdraw their data until the end of the data collection or stop
participating without explaining their reasons for doing so. They were also able to withhold from
answering any interview questions or change/clarify the interpretations of their answers during
member-checking or in personal conversations during the data collection. | explained to children
they could say ‘skip’ (‘mpomyckaro’) in Russian as a sign that they did not want to reply; Alisa
and Katerina used this in some interviews. The children could also choose the creative technique
in the interview or opt out from doing it at all and just have a talk (a semi-structured interview).
The findings of the research were not disseminated to participating schools directly due to the
sensitivity of the data and the risk of breaching confidentiality and anonymity (as outlined in the
information sheet and the consent forms) of the participants who, as the minority Russian-

speaking migrant pupils in the schools, would be identifiable.

4,10.3 Trustworthiness strategies

Following Creswell (2014), qualitative validity, or trustworthiness (Lincoln and Guba, 1985),
implies a careful and precise inspection of the findings and conclusions using particular strategies.
In my study | used the following trustworthiness strategies: (1) triangulation; (2) member-
checking; (3) prolonged engagement; (4) rich, thick descriptions (Geertz, 1973; Creswell, 2014),
and (5) auditability and transferability (Lincoln and Guba, 1985; Stake, 1995; Walliman, 2001;
Atkinson and Delamont, 2005; Gerring, 2007; King and Horrocks, 2010; LeCompte and
Schensul, 2010; Hardin, 2013; Seidman, 2013; Creswell, 2014; Yin, 2014; Creswell and Poth,
2018).

1. Triangulation and redundancy involve multiple sources of data (LeCompte and Schensul,
2010). In my study I used data and methodological (as opposed to e.g. theoretical)
triangulation, i.e. ‘using a variety of data sources within a single study’ and a variety of
methods exploring the issue (King and Horrocks, 2010, p.164). | used multiple sources
of evidence, collected from adults (parents, teachers) and children-participants, as well as
evidence from my own participant observations. To collect this evidence, a variety (four
types) of creative techniques was used with the children.

2. Member-checking, or informants’ feedback — i.e. participants’ aid in interpretation of
results — was used to strengthen the analysis by validating the findings and to address my
own potential bias during the analysis. The preliminary analysis of the interviews was
member-checked during the second interview. By reading the analysed transcript of their
first interview, | went through each code and theme together with each participant,
discussing whether my interpretation of their answers was correct. Participants did not

suggest any changes in the analysis, except for Alisa’s mother who once said that she
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exaggerated in our previous interview about the easiness of mathematics in the L2 school.
| respectively noted her correction. Member-checking was not done with four adults (1
parent and 3 teachers). These were Yulia’s mother and her teachers with whom | have
one interview each (2 in total), as agreed prior to data collection. This was a condition
expressed by the school due to Yulia’s recent arrival and the inability of her mother and
teachers to give any judgement about Yulia’s experiences in her new L2 school at the
start of the data collection. The other two teachers were Katerina’s and Rita’s, as only
one interview was conducted with them, as | explained in 4.8.3.1.

3. Prolonged engagement was another trustworthiness strategy in my research. Following
Walliman (2001), Beach (2008), Walford (2008), Pink et al. (2010), and Creswell (2014),
for the purposes of prolonged engagement my empirical phase lasted for seven months in
the English state-funded primary schools while | generated the data with five Russian-
speaking migrant pupils, their parents, and teachers. This trustworthiness strategy can
also be referred to as time triangulation (Cohen et al., 2018) allowing for repeated
observations of participants’ experiences in different circumstances to aid higher
‘probability of the conclusion” (Walliman, 2001, p.156).

4. Alongside prolonged engagement, during my participant observations, | aimed to produce
rich, detailed descriptions in the course of fieldwork, which contributed to an
understanding of the way | have come to certain results from the data (Geertz, 1973;
Whitehead, 2004; King and Horrocks, 2010; Creswell, 2014). Alongside this, my process
of data collection (illustrated in 4.8) shows consistency of data collection (e.g. having two
monthly interviews with each child), contributing to what Creswell (2014) described as
qualitative reliability.

5. Auditability (audit trail) and transferability (Lincoln and Guba, 1985) were additional
strategies. | aimed to provide an audit trail through a description of the way a thematic
structure was created from the data with ‘key documents illustrating the process (your
“audit trail”) in appendices’ (King and Horrocks, 2010, p.152), which | presented in this
chapter (data analysis, section 4.9). Transferability can be achieved through a rigorous
and systematic research process, which is enhanced by the trustworthiness strategies

mentioned above.

411 Summary

This chapter has discussed the methodological design of the study. | have started with a re-
statement of the research questions, followed by the philosophical underpinning, and the research
tradition and approach (genre). | have then detailed methods of data collection/generation,

including the rationale, plan, and procedures for participant observations and interviews. This has
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naturally led to the discussion of the data analysis stages, followed by an outline of the quality of
the research design and implementation, illuminated by trustworthiness strategies and the section

on ethical approach and procedures.

The next chapters (Chapters 5 to 9) present the findings from each case, which were collected as
described in this (Methodology) chapter. For the presentation | arranged the cases in
chronological order: from the Russian-speaking migrant child who spent least time in the UK
(Yulia) to the one who spent most (Ivan). In each chapter I first provide a general outline of the
case moving to the main overarching themes: Experiences, Motivations, and Social behaviour
and relationships in the L2 school. As | explained in the ethical approach (4.10.2), complying
with ethical standards and requirements, and appropriate use of the data (the United Nations
Convention on the Rights of the Child, 1989; the Children’s Act 2004; the University of Leeds
Research Ethics Policy, 2016; BERA, 2018), all proper nouns from my data collection used thus
far and henceforth are pseudonyms (children’s names) or otherwise anonymised (all other
participants, school names).
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Chapter 5 Yulia

5.1 Introduction

This is the first individual case study, focusing on Yulia (see Table 5.1). Yulia’s case is
particularly distinctive because she is the most recent arrival, compared with other cases.
Originally from Belarus, Yulia lived in Moscow, Russia for about a year, prior to arriving in the
UK.

Table 5.1 Yulia’s background information

Country of Birth Belarus

Age at the start of the data collection/Year of birth 9 years 0ld/2006

Key Stage 2 Year 5

Time spent in the UK at the start of the data collection | 1 month

Mother’s education Law degree

Previous schooling in a Russian-speaking school, | Yes, Belarus and Russia

location

Previous exposure to English Minimal, ‘Beginner’

EAL provision/specialist Yes, two specially allocated EAL
teachers

School’s Curriculum National Curriculum

The findings are presented thematically, aligned to the three overarching themes: Experiences,
Motivations, and Social behaviour and relationships in the L2 school. As | mentioned previously,
during observations | sit in a chair next to Yulia, in order to grasp every detail of Yulia’s learning
experience. | am also allowed to communicate with her quietly in Russian and move around the

classroom if | so wish.
5.2 Experiences in the L2 school

5.2.1 Achievement and learning issues

The first learning experience of Yulia relates to achievement and learning issues. Describing her
learning experience in our first interview on 18 October, Yulia tells me her concerns,
‘ AHTTIUICKUI Yy MEHSA WHOT/Ia He IoirydaeTcs. (...) Hy IMOTOMY, 4TO S He 3HAI0 aHTJIMHCKOTO —
English sometimes does not turn out well (...) because I don’t speak English’. On 23 November,

Yulia shares that her achievement difficulties are closely linked with the L2 in school:
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L: Tsl 4yBCTBYEIIb, YTO THI MOXKEIIb 3aKOHYUTH MHOTO 33JJaHUH JIETKO?

Y: 51 uHOT 1A TaKOE YYBCTBYIO, HO OY€Hb, OYCHb, OU€Hb, OUYCHb, OUeHb. OUeHb, OYCHB,
OYCHb, OYCHb, OYCHb, OYCHb, OYCHb, OUCHH, OYCHBb, OYCHb, OUCHb, OUYCHH PEIKO
(yne10aercs).

L: Ouens peako. ThI TyMaeliib, 4TO 3TO CBA3aHO C aHMIUHCKUM TOJBKO MIOTOMY, YTO
THI SI3bIK HE TIOHUMAEIIIh?

Y: [a.

L: Wmu mpocTo cmokHO?

Y: Her.

L: Do you feel that you can accomplish many tasks easily?

Y: | feel this sometimes. But very, very, very, very, Very, Very, Very, Very, Very, very,
Very, Very, very, Very, very, very, very, very rarely (smiles).

L: Very rarely. Well, do you think it is linked with English, just because you don’t
understand the language?

Y: Yes.

L: Or just difficult [the task difficulty level]?

Y: No.

In Yulia’s opinion, L2 proficiency is imperative for her in succeeding in school. On 21 November
I ask the EAL TA about Yulia, and she says that her mathematics is ‘good’ but ‘her English is...
OK’. Her explanation is that it is rooted in Yulia’s natural abilities: ‘She is not the brightest child
in the world. "1l tell you she is kind of average’ (10 February). Importantly, the TA never supports
or observes Yulia in mathematics or other subjects, so she gives her judgement as regards English,
which the TA admits herself: ‘T mean I haven't seen her in maths’. She adds that Yulia has ‘really
made huge progress ... orally, definitely’. This reveals the academic expectations for Yulia, which
are based on her L2 proficiency. | cross-analyse these findings in 10.2.1 and discuss them in
11.2.1.

5.2.2 Well-being in the L2 school

Another significant learning experience relates to well-being. On 18 October Yulia says that she
likes the school because ‘TTo weTBepram MBI XOAWM B APYIYIO KONy Ha Gu3KymbTypy’ — ‘On
Thursdays, we go to another school for Physical Education [PE]’, rather than mentioning anything
about her own school. The following day Yulia shares that she is unhappy in the school and she

feels isolated. Yulia shares with me:

Y: A 3Hacllb, YTO MHC BYCpaA HE HOHpaBI/IJ'IOCL?

L: Yro?
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Y: AccemOnu... MHe TIOKa3aJioCh, OH HEMHOXKO KaKUM-TO OBLIO CKYYHBIM.
L: A 4ro BBI TaM aenanu?
Y: Hy, MBI 4TO-TO TOBOPWJIH, MPO BEINH, PO YTO-TO... Hy, MOXKeT, mpo YTO-TO

HHTEPECHOC, HO A OTOI'O HE IMOHAJIA.

Y: Do you know what | didn’t like yesterday?

L: What?

Y: Assembly...It seemed that it was a bit boring.

L: What did you do there?

Y: Well we were talking about something, about some things... Well maybe it was

interesting, but I didn’t understand it.
On 23 November 1 ask Yulia to compare the school in Belarus and in England:

MHe, HaBepHOe, 3[€Ch HPABUTCS... IOTOMY YTO... B bemapycu... MHe ObUIO XOpOILO,
MOTOMY YTO Y MEHS TaM Jpy3bs ecTb. ECTb ...a TyT MHE HPaBUTCS, IOTOMY 4TO...
MOTOMY YTO... IOTOMY, 4TO TYT XOpouias eaa. A TaM ObIJI0: KOTJETHI, Kala — TO, YTO

s1 HE OYEHb CHJILHO JIFOOJIIO.

I maybe like here [in England] more...because... in Belarus... | felt good because |
have friends there [in Belarus]. And here...I like it here because...because...because
the food is good here. And there were cutlets, porridge, what I don’t love so much.

By mentioning ‘food” as something she likes, Yulia again does not express anything related to
learning. In our interview on 5 January Yulia reveals her feelings of loneliness, sadness, and fear
in the school:

Y: 5 6buta ogHa. Hu ¢ kem He paborana. beuta ogHa Toyibko. S citymana, yrrana,
nucaia. A 4To BOT 3T0 [yKa3bIBaeT Ha ynpakHeHue)?

L: Dro — ‘T ciymana yuutenbHuiy” [KapTHHKa].

Y: ...Cnymana yauTeIbHUITY.

L: A moyemy THI BBIOpaja BOT 3TH /Be?

Y: Hy notomy, 4To MHE OBLIO BYEpa HY KaK-TO... CTPAITHOBA-TO.

L: A mouemy? Moxemb paccka3arh?

Y: Hy, noromy 4ro s Obuia... ogHa.... MHe ObLIO TPYCTHO OYEHb.

Y: | was alone. Didn’t work with anyone. Just was alone. | was listening, reading,
writing. And what is this [referring to the elicitation exercise picture]?

L: This is “You were listening to the teacher’ [picture].
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Y: ...Was listening to the teacher.

L: And why did you choose these two?

Y: Well, because it was well like... scary yesterday.
L: Why so? Can you tell me?

Y: Well, because | was on my own...alone...l was very sad.

When Yulia fills in the elicitation technique (7 February), she leaves question marks for every

answer (Figure 5.1), pointing out her unhappy mood and solitude (unhappy emoji faces).
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Figure 5.1 Filling-in elicitation technique: 7 February

In contrast with Yulia’s feelings, the EAL TA notes in February that ‘the base of all of this sort
of progress everything is that she is happy here. | get an impression that she is actually happy in
the school’. As we see later, such contrasting perceptions of learning denote that Yulia’s issues
are disguised from, misinterpreted by, and even, potentially, downplayed by staff. The well-being
of Yulia is analysed in 10.4.3 and discussed in 11.5.1.3.

5.2.3 Learning support and organisation

A further issue is pertinent to the learning support and organisation in lessons. Support in lessons
is an issue Yulia’s mother expresses her disappointment with, as Yulia complains she does not
get much help (8 March):

A casinry ot FOnu, ¢ TOukM 3peHus yuuTenew, s He BIKY JOJDKHOTO BHUMAHUA H... S
HE MOHHMMAIO, MOYEeMY ACCATHICTHUH MaJeHbKUH pPeOEHOK, KOTOPBIA HECKOJIBKO

MCCALICB B CTpaHC, MAOJLKCH CaM BCC IMNOHUMAThb U IMbITATBCA IMPOCUTH CBOUX
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OJTHOKJIACCHUKOB, YTOOBI eMY OOBSICHSIIH, B TO BPeMsI KaK yUHTENb 3aHAT C CUIbHBIMU
YUEHHKaMH, IIOMOIIHUK YYHUTEJIS 3aHAT C COBCEM CJIabbIMM ydeHuKamu. A FOnus...

OHa OpoIreHa Ha MTPOU3BOI CyIHOBI, MEHSI 3TO HE YCTPanBaeT KaTeTOPUIECKH.

Yulia tells me, regarding teachers, | don’t see the necessary attention and... | don’t
understand why a 10-year-old little child, who has been in a country for a few months
only, has to understand everything herself and try to ask classmates, so that they
explain, whereas the teacher is busy with the strong pupils, and a TA is busy with the

weak pupils. And Yulia is ... just abandoned, I am absolutely dissatisfied about it.

Specifically, her mother points out a lack of support in mathematics. Yulia is really eager to
deepen her mathematics, but unable to do so because of the L2 involved in mathematics and the

lack of support:

OHa JeHCTBUTEIBHO OTKIIIOYAETCS, MMOTOMY YTO OHA MOHHMMAET, YTO ... HE y KOro
CIpocuTh. M He MoACKaXXyT, HE MOMOT'YT... I03TOMY OHa Ha aBTOMaTe MOXET MeuTaTh,
s He UCKJtoyaro 3Toro. [loToMy 4To OHa AEWCTBUTENBHO pagyeTcs, KOTraa IpUXOoauT
BpeMs BaM npuxoauTh. OHa, “Hy BOT Bce HAKOHEI-TO 51 MATEMATHKY O0Jiee CI0KHBIE

3amanus Oyny nenatsh”. To ecTh, OHAa KOHLIEHTPUPYETCSL.

She really switches off, because she understands that...there is nobody to ask...and no
advice, no help... That’s why she can automatically dream, | don’t exclude that.
Because she really gets happy, when it’s time for you to come. She says, “Well finally

I will do more difficult tasks in mathematics”. In other words, she concentrates.

In terms of learning support for Yulia, the EAL TA notes that it varies as ‘it’s always a balancing
of the needs of the child (...) with what we can actually provide in terms of human resources’ (10
February). Yulia was allocated a Russian-speaking friend (a boy from another class) who talks to
Yulia in the breakfast club before school. Starting from October Yulia has a few one-to-one
tutorials with the EAL TA. Yulia also has group EAL intervention classes during the school hours
twice a week, which is formed from a group of recent arrivals, so that ‘they are with children,
who have the same needs, so they feel confident’, as the EAL TA says. There is one German and
three Swedish pupils apart from Yulia in this class. After half term (six months after her arrival),
Yulia is taken out only once a week. Learning support experiences are cross-analysed in 10.2.2
and discussed in 11.2.2.

5.2.4 Differentiated tasks and growing stress
Linked with the above is the peculiarity of the form of support, the differentiated tasks, and

associated with these, well-being. When Yulia arrived, she was given differentiated (simplified)
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tasks in English lessons. The EAL TA makes this point regarding the differentiated tasks (10
February):

If they [EAL children] are being supported in class, they are doing something which
is linked to what the class is doing. (...) The language might be simplified. But we try

not to simplify the cognitive challenge, but we try to simplify the language.

She translates some words to Russian using Google Translate when she prepares differentiated
tasks for Yulia. However, on 21 October when Yulia wants to glue in the words in Russian
alongside English in her English book, the teacher says that ‘it does not need’ to be glued in, as
opposed to the English version, inter alia, revealing monolingual ideologies underpinning
learning in the L2 school. In the fifth month since Yulia’s arrival (January), she is already given
the same reading tasks as other pupils, as opposed to the differentiated tasks. When she is given
a task the same as the other children at her table, she sits unresponsively during the whole lesson
and does not do anything, or she sits as if everything that is happening does not concern her, and
she does not want to answer (6 January). In a lesson on 9 February when Yulia has the same tasks
as others she starts drafting a story and gets frustrated, almost raising her voice, nervously
shouting, ‘S nomkHa 3auépkuBaThes Bee ceituac! S momkHa Bee 3auepkuBath!” — ‘| have to cross
it out now! I have to cross it out!” In an English lesson on 7 March, when Yulia is not given a
separate differentiated task, she just sits quietly. She does not take part in a group task, which says
that she needs to write a feeling or an action describing a picture. Yulia does not have such a wide
vocabulary to be able to write a feeling or action to add to what is already written. She exhibits
reluctance to do the task; she just plays with her desk-mate, rolling the rubber from her to her
desk-mate, who does not take part in the task either. Slowly, Yulia starts to do what the teacher
says. When she makes a mistake, she gets anxious and upset. Yulia rejects any of my suggestions
to rectify the situation: to glue over it, just cross it out, or simply to write below. Almost crying
she exclaims, ‘Sl muuero He mMory caenats! Uto st reniepb Oyay menars?’ — ‘I can’t do anything!
What will | do now?’ Yulia looks anxious and disinterested in further writing: she writes in short
sentences and does not try to use the adverbial phrases and fronted adverbials that the children
are supposed to practice. Yulia sits with a sad grimace, hands crossed, her face turning red, and
she nearly cries. Her desk-mate suggests gluing some paper on it, asking Yulia, ‘Do you want me
to go and find some paper?” And Yulia finally agrees. In another episode, Yulia also behaves in
the same way and anxiously rejects doing anything. | decide to ask her about it in the interview
afterwards (7 March):

L: Bot ckaxku, modueMy ThI pacCTPOMIIACh U3-3a INHUN?



97

Y: [Ipocto xoTenock, 4To0bI Bce OBLIO... Kak Obl, 4TOOBI Bce OBLIO... KaKk ObI CKa3aTh...

4TOOBI BCe OBLIO aKKypaTHO.

L: Tell me why did you get upset because of the line [which she drew incorrectly]?
Y: I just wanted everything to be ... like so that everything be... How to say... so that
everything was neat.

Evidently, Yulia is not yet ready for tasks formulated for much higher than her L2 level after only
half a year since her arrival. This experience is cross-analysed in 10.2.3 and 10.4.3 and discussed
in11.2.5and 11.5.1.3.

5.2.5 Spelling tests with unknown words

The weekly spelling tests is another significant issue in Yulia’s case. Initially, in spelling tests,
Yulia is given different words than the other children to prepare at home ‘to make sure she knows
the basics first’, as the EAL TA explains (19 October). In October Yulia writes all the words
correctly, such as ‘belief, early, history, bicycle’. In addition to the words given as homework,
pupils in this class have spelling tests with words they were not given beforehand to get familiar
with. In one such test in November, Yulia has to write together with other pupils. She writes all
the words incorrectly. The words are prejudice, through, lightning, and persuade. In another test
on 21 November, Yulia writes according to the way the words sound in speech: ‘oure’ (our),
‘recomend’ (recommend), ‘are’ (are), ‘hendres’ (hindrance), and ‘conveneans’ (convenience).
During the self-correction | notice that Yulia starts to cheat. She corrects ‘e’ in the first word by
crossing it out and marks this word as ‘correct’. There is an additional spelling test with the
prepared words right after this one and Yulia writes everything correctly. Yulia marks her writing
telling me, ‘Bce npasmibHO — ‘everything is correct’. In a similar spelling test (with unknown
words) Yulia writes them all incorrectly, except for ‘are’ (25 November). Yulia then corrects
some words, adding letters, and counts them as ‘correct’. She then tells me, pointing to one word,
which she did not self-correct, ‘Bot ato cimoBo He npaBmisHO’ — ‘this word is not correct’. In a
test on 5 January, Yulia writes the word ‘physical’ as ‘fezecal’, ‘sincerely’ — ‘sinsily’, and ‘centre’
— ‘senca’. During marking Yulia gets upset and says, ‘y menst Bce ciioBa He rpaBuibHo’ — ‘all my
words are incorrect’, turning away. On an 8 December test when the teacher dictates, ‘develop’,
Yulia does not write it and leaves a space in her book. Yulia adds one word she has not written,
when the teacher asks to self-mark, and marks it as ‘correct’. In one month (8 February), Yulia

writes the word ‘dictionary’ correctly but writes *profession’ as ‘profeshen’, and ‘system’ as
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‘sistem’; she does not write ‘exaggerate’ at all. After that, she corrects and ticks the word ‘sistem’

in her book as ‘correct’ (Figure 5.2).

Figure 5.2 An example of a spelling test: 8 February

During another test of unknown words on 9 February Yulia writes only two words out of ten. The
teacher then asks children to show with their thumbs if they agree with a certain spelling. Trying
to imitate others, Yulia shows a ‘thumbs up’ even though she has not written this word at all. The
teacher calls on Yulia to spell that word, and she does not know what the word is or how to spell
it. And she looks at me and | say what the word was. She repeats it. The teacher asks, ‘Is this the
way you spelled it?” Yulia says something very quietly, so quietly, that teacher asks her a few
times, and the teacher cannot hear what she says. Then a boy behind her says, ‘I think she says,
“I guess”™”. After and during the spelling test Yulia is quiet; she has not written any words correctly
except the word ‘suggest’. Later that day, having had a science lesson, the teacher asks children
to feedback on their science activity outside, but Yulia does not raise her hand. She just sits
quietly. | remind her then that the teacher has said to write some sentences in her book. Yulia
attempts to start writing but does not finish. In a second succeeding test, the words for which have
been given as a homework, Yulia is determined to write them all correctly by any means: when
she makes three mistakes, she peeps in her book and writes the words off from there, obviously
trying not to make any mistakes. When marking Yulia covers her book from me, I think, so that
| do not see that she marks all the words as correct, even though she has only got six out of 10
correct. Yulia gives herself ‘ten out of ten’. She encircles her mark into a heart shape being so
proud of the words and her mark. Her self-marking is the same in March and April with increasing
sophistication in her cheating strategy: she first writes the beginnings of the words, then leaves

some space, which she then fills in with the correctly spelled words during self-marking. | feel
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that the thought of writing something she is completely unfamiliar with is terrifying for her.
Because the words given as homework are written perfectly, Yulia clearly tries hard in learning,
eagerly wanting to achieve by all means including such ‘enforced’ deception (analysed in 10.4.2,
10.4.3 and discussed in 11.5.1.2). This discloses achievement/success motivations in learning,

which | present in the next section.

5.3 Motivations in the L2 school
Here | focus on Yulia’s motivations in the L2 school, including various types and sources of

motivation which predominate in Yulia’s learning, starting with approval and success motivation.

5.3.1 Approval and success

In October Yulia tells me that she feels sad because ‘He 3uato... HekoTopoe He moHMMaro, MOTy
YTO-TO MHOTAA cieiath He mpaBwibHO — ‘I don’t know...Some things | don’t understand.
Sometimes | can do something incorrectly’. When | ask her, what she would like to learn in the
next lesson, she says, ‘Xoduy Ha apte 4T00bI y MeHst mostyuriocs’ — ‘I want in art... so that I am
able to do well’ (21 November). Yulia says in December, that one of her dreams came true and
this was her most memorable experience — she was awarded the Golden Certificate. When | ask
what it was awarded to her for, Yulia says laughing, ‘Otkyna s 3uaro?’ — ‘How do | know?’
Although Yulia has been awarded the certificate, the assembly ceremony is on Friday (9
December) and so she has not received it yet. She complains about her sore throat, but when | tell
her to let her teacher know if she is unwell, Yulia refuses in case she is taken home by her parents,
‘sl TOJDKHA OTYYHUThCS, 4T00BI MHE rpaMoty nanu’ — ‘| have to finish learning [this week], so that
I am given the certificate’ (8 December). The following day, Yulia comes to school looking even
more ill, coughing and sneezing. When she finds out that the assembly has been cancelled, Yulia
starts to complain more that she has a sore throat and dizziness; the teacher says that she can do
nothing about her sore throat, but she takes her temperature, which is normal and so Yulia is told
to keep studying. She comes back to her desk and tells me, that at night she had a high temperature,
so | ask her why she came to school and she says, ‘uto6bI rpamoTy mosny4nutsh’ — ‘t0 receive the
certificate’. In contrast, in her mother’s opinion (8 March), marks are not important for Yulia,
who looks upon them calmly and with indifference. However, the certificate incident shows the
high priority Yulia places on success in the form of awards in her life. | cross-analyse this finding
in 10.3.2 and discuss in 11.4.1.

5.3.2 Avoidance in learning
I will now illustrate the episodes of avoidance when it comes to a sensitive topic for Yulia:
learning in an English school. In an interview in January, Yulia does not mind talking about

anything except for learning-related topics, even asking me about my favourite zodiac sign. | take



100

Yulia out for two interviews each month and it seems she likes them, comparing them to being in

class. She says (6 January),

Y: A Henb3s, 9T00 ObLTO0 TpH?
L: 51 Obl oueHb XOTeNa, HO... HEJIb3SI.
Y: Iouemy?

L: Hy Takoe cornamenue. Takoe BOT. Tak BOT MOIy4HIIOCH.

Y: Is it possible to have three [interviews]?
L: I would really like that, but... no.
Y: Why?

L: Well, because this is the agreement. Like this. It just turned out like this.

This reaction may be rooted in her enjoyment of the interviews, rather than an avoidance of
learning. However, while this remains unclear, Yulia evidently avoids answering questions about
L2 or learning as in the same interview she climbs under the table after | ask her a question about
‘the best thing in learning English’. When | decide to end the interview, she is appalled, ‘Bcé?
Vike Bpemst? Mbl ke Ha Bce Bompockl He oTBeTiian!’ (HemoBossHo) — ‘Is this all? Is it time
already? We have not answered all of the questions!” (Indignantly). Not wanting to end the
interview, Yulia tells me that she wants to draw. Yulia draws some pets and monsters when | ask
her to draw her dreams linked with learning, school or English; she starts to make noises when |
remind her of the task’s focus. These signify that Yulia wanted to avoid learning and L2-related

guestions.

On 6 February Yulia persistently asks me: ‘A xoraa To1 MeHst 3a0epéib? MokeT, 3a0epEIb MeHs
Ha puauHr [durenune]? Korna T Mens 3abepémn?’ — ‘When will you take me out? Maybe, you
can take me during reading? When will you take me?’ Another day (7 February), Yulia also
suggests that | take her ‘Moxer ObITh, Ha Grammar?’ — ‘Maybe during Grammar?’, hoping that |
could take her out during an English lesson. From her persistence I realise that Yulia tries to avoid
being in the English lessons. In the interview that day | ask Yulia about her dreams in school, she
says that she does not know. In fact, she replies ‘I don’t know’ to all the questions about learning.
One month later (7 March), before lunch Yulia suggests that we could ‘go and talk’ (that’s how
she refers to our interviews) instead of attending the English lesson after lunch. In April Yulia is
ready to speed up finishing her task: ‘A mMoxHO 51 9T0 cenaro OBICTPEHBKO BCE M MBI TIOMIEM Ha
unrepsbro?’ — ‘Can | do it quickly and we go for an interview?’ She asks me five times that day
(21 April). During the interview she starts making neighing noises when | ask about school, thus
avoiding talking about L2 lessons and her L2 experiences at the school. Avoidance is cross-

analysed in 10.3.1 and discussed in 11.4.3.
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5.3.3 Motivation in English as a subject
As is clear, studying L2 is not a positive experience in Yulia’s eyes, which she likes to avoid (23
November):

L: Kakas camasi-camasi TBOs JIOOMMAs BEIlb B WU3yYEHUW aHTIuUiickoro? Bot Th
nymaenb, “Knace! S uzywato anrnuiickuii!”

Y: ®Ouskynberypa.

L: (Vneibaercs) [Mouemy?

Y: IToTomy, uTO Ha GU3KYIBTYpE HE HAO A3bIKA, a IOKa3bIBaHuUE!

L: What is your most favourite thing in learning English? When you think, “Great, |
am learning English!”

Y: PE!

L: (Smiles) Why?

Y: Because in PE language is not needed but showing!

Yulia points out later that day that she has a lack of interest in English. She says that she does not
like English lessons sometimes, during which she feels bored. Similarly, on 21 November after

the debates in class Yulia says:

Y: NHOT 12 MHE OBLITO BECEes0, MHOTAa MHE OBLIO CKYYHO... KOT/Ia TPYIIIOBOE OOJIBIIOe
3a7aHue, C YYUTENbHHUIEH y Hac ObI B NATHUIYY JAEMYTaThl... MBI B ISTHHUILY
00CY>KIaJIH XOPOILHUE MIKOJIBI HIIH TUIOXHE. ..

L: JleOatsl, na?

Y: Jla, nedbatel. MHe OBbUIO CKyYHO, IOTOMY 4YTO S HE MOTJIa HH CJIOBa CKa3aTh. BoT

TakK.

Y: Sometimes | was happy, sometimes | was bored... when there was a big group task,
with a teacher we had had deputies... On Friday, we discussed good and bad schools
or bad...

L: Do you mean “debates”, yes?

Y: Yes, debates. | was bored because | couldn’t say a word. Here it is.

In November’s interview Yulia also notes that in English lessons, ‘Mue HpaButcs, HaBepHOE,
Ooutbinie roBopuTh. [Tucath... s ...Tak cedbe’ — ‘I like maybe to talk more. Writing...l...s0-s0’. Yulia
clarifies that she likes to speak but not to write because, ‘51 ... mo6mto mucarts, korga st SHATO
[ymapenue] to, uto mucats’ — ‘I ... like to write when I KNOW [emphasis] what to write’. She
reveals that she starts to daydream — ‘korma mue ckyuno’ — ‘when | am bored’ — as opposed to

listening to the teacher. Often Yulia does not actively participate, sitting quietly with no signs of
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understanding or misunderstanding. When the teacher explains how to deliver a speech, even
when | translate for her, Yulia is not interested in this task, and she does not listen to my

translations. On 5 December Yulia describes her most and least favourite subjects:

L: A xakoii ypok JTr0OUMBIii?

Y: (Pesko HaumHaeT TOBOpUTH OBICTpO) UreHme, MaremaTwKa, (paHITy3CKHIA,
¢usKyIBpTYpa!

L: A xakoii caMblif HE IFOOUMBINA YPOK?

Y: Korga s moHmMaro, 9To MHE HAJI0 yYUTh STO (B3IOBIXAeT), HO S HE JIOOIIO.

Aurnniicknii. AHTIMACKHANA HE 000!

L: What is your favourite subject?

Y: (Suddenly starts to speak quickly) Reading, mathematics, French, PE!

L: And what is the least favourite?

Y: When | understand that | need to learn it (sighs) but | don’t like. English. | don’t
like English!

When I point out that reading is also English, she says that she does not like English as a lesson
in general, especially writing. Later Yulia states again, ‘ Aarnuiickuii He mro6mo!” — ‘I don’t like
English!’, especially writing. Yulia reiterates that she likes only certain facets: ‘Ilucats He

HpaBHTCs, HO roBopHUTh HpaButcs® — ‘| don’t like writing, but I like speaking’.

During a lesson on 5 January, Yulia frequently goes to sharpen her pencil. When this lesson is
almost finished, Yulia has not started writing. In another lesson while the teacher explains a
reading task, Yulia listens reluctantly. Having started reading, she fills in the article incorrectly,
although the teacher has just explained it, exhibiting misunderstanding. The EAL TA explains the
rule about articles to Yulia. While the TA explains, Yulia asks me in Russian, showing a lack of
engagement with the TA, if I will come after lunch break, to which I nod. Yulia stops a lot when
she is supposed to work, looks around, and the TA has to attract her attention. Yulia takes an
opportunity to play or distract herself, e.g. by playing with the headphones; she frequently gets
up and goes to chat to her only friend in the classroom (a girl with SEN) (presented in 5.3.5). She

B

says on 7 February, ‘S nenaBmy Korja ... Hajo nucats...” — ‘I hate when ... need to write...”, but
she enjoys ‘koraa Mbl 3aKaHYMBaeM, MOXKET ObITh, ypok’ — ‘When we finish, maybe, the lesson’.
In April Yulia is given a task, but she does not start immediately like her desk-mate does, she just
sits with her hand under her chin and stares ahead; a minute later she starts to write. In another
lesson, before writing (which is of primary importance in the task) Yulia starts to colour in a
flower in her book, choosing pink and yellow. Thus, a lack of understanding in lessons, and

boredom and isolation, lead to her avoidance of activities in the L2 lessons and exhibiting low L2
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learning motivation overall, particularly in the L2 writing (but not speaking) component. I analyse
and discuss L2 motivation in 10.3.3 and 11.4.2, respectively.

5.3.4 Parental impact on motivation

Another expression of motivation in Yulia’s case was parental impact on motivation, exemplified
as follows. Yulia says on 6 January that it is important to study well in school ‘ITotomy, uto mama
y Mens Tpedyet!” (Bo30yxkaenno) — ‘Because my mum demands it!” (Anxiously). While doing a
task about angles on 21 April, Yulia shares,

Y: 51 60r0Ch OIHOUTHLCS.
L: [Touemy?

Y: Mawma OyneT pyrarb, €Cliv 51 He TIPaBIIILHO HAITHUIITY.

Y: | am scared of making a mistake.
L: Why?

Y: Mum will scold me if | write incorrectly.

Her mother reveals that Yulia refuses to do her homework at home (8 March). Having a routine
at home has improved Yulia’s willingness to do homework; nevertheless, her mother encourages
Yulia to start working at home. In order to raise Yulia’s interest in reading, she buys different
colourful books. Yulia’s mother asks her to read aloud in English, which makes Yulia upset, as
her mother shares. In terms of parental involvement, the EAL TA notes, ‘my feeling is that her
mum is very kind of really wants her to do well ...and maybe she makes her do quite a lot at home

| imagine, that’s my feeling’ (10 February). She further explains,

| said, “At the beginning if you have time, sometimes | understand you know
occasionally, a parent won’t have time to do every single thing. But you know what
you CAN [emphasis] do... anything you can do is really helpful”. But she said, “Don’t
worry, I will do it”, because, she said, “For me, Yulia is everything”. She said, “What
could be more important?” So, it was a lovely thing to say. It tells you a lot that she
invests everything. She is the only child as well. So, she invests everything in Yulia,
and she expects a lot from Yulia, and I do think (...) there is a bit of a... a mismatch
... between Yulia kind of maybe... yeah, between Yulia’s nature and her [mother’s]

nature.

Yulia’s mother is evidently very involved in Yulia’s learning, which is upsetting for Yulia,
revealed in her anxiety and fear about mistakes and low achievement (cross-analysed in 10.3.4
and discussed in 11.4.4.3).
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Dreams and wishes in learning

Based on Yulia’s drawings of ‘My hopes and dreams’, motivation expressed through Yulia’s

dreams and wishes in learning is closely linked with ‘being a good pupil’ and, associated with

this, L2 proficiency. Yulia reports a wish to speak and learn English because, she says, ‘tax s

cMory ObicTpee moHuMath yuureneit” — ‘this way | will be able to understand teachers quicker’

(18 October). On 23 November Yulia says that in the future she will be, ‘yuutbcs xopormio,

urpath, Oyay yuutbcs pasroBapuBath’ — ‘studying well, play, and will be learning to speak’.

Later, during the year (7 December), describing her drawing of her dreams, Yulia says,

Y: I'oBoputh MHE X049eTCs!

L: Ha xakom si3pike?

Y: Ha aarnwmiickom.

L: Kak Tebe xoueTcst TOBOPUTH?

Y: UToObl MEHSI TOHUMAJIH.

L: Kak TbI ymaenib, THI KOT/Ia Ceii9ac TOBOPHIIE, TEOS XOPOIIO TOHUMAaOT?

Y: Her.

L: [Touemy?

Y: IloToMy, YTO 51 HOBEHBbKAs!, U OHH HE MOTYT MEHS IIOHSTb, YTO 5l XOUY BBIPA3UTh (C

IPYCTHIO U THILIE).

Y: | want to speak!

L: In what language?

Y: In English.

L: How do you want to speak?

Y: So that | am understood.

L: What do you think, when you speak now, are you understood?

Y: No.

L: Why?

Y: Because | am new, and they can’t understand me what | want to express (quieter

and sadder).

In addition, in December Yulia dreams about having a house in England, where she would live

together with her mother. Yulia ends her drawing with her final wish:

Y: Eme ogHa Medra, X049y HapuCOBaTh!
L: [TaBaii.

Y: (Pucyer). TS-THO-TS-TS-TSA-TS-TIO (HareBaeT BO BPEMs PHCOBAHHMS).
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L: D10 uro?

Y: Xouy apys3eit mobobIie HMETh.

Y: | want to draw one more dream!

L: Go ahead.

Y: (Drawing). Tya-tyu-tya-tyu tya tya tya yu (humming while drawing).
L: And what is this?

Y: | want to have more friends.

In another interview in January, Yulia’s dream is ‘3maTe anrmmiickmii s3e1k!’ — ‘t0 speak the
English language!” and to become a vet. Yulia says, that she imagines, that she speaks English,
‘B MeuTax MouX Toibko!” — ‘in my dreams only!” Later in a classroom activity (10 January), she

expresses a dream to become an excellent student and to read ‘Harry Potter’ (Figure 5.3).

Figure 5.3 Yulia’s resolutions

The following month (6 February), Yulia tells me that she has no dreams which are linked with
the English language because, she says, ‘B mikone y mens Bce xopomo’ — ‘Everything is fine in
school’. In the sixth month of observations (7 March), however, Yulia says sadly, that her dream
is ‘crarb xopome# yuenuneii’ — ‘t0 become a good pupil’ again. She draws a Soviet-style
assessment used in Belarus, ‘5+’, which means ‘A+’ or excellent, and writes ‘ Aurnuiickuii’ —
‘English’ (Figure 5.4). She explains, it means, ‘crare xopormieii yuenuiei (¢ rpycreto). Hy,
aHIIIMickuit xodyercs 3HaTh’ — ‘t0 become a good pupil (sadly). Well, I want to speak English’.

In the seventh month of observations (21 April), Yulia reports a wish of eating sweet things,
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bringing a pencil case to school, and no other wishes. Yulia’s reported dreams and wishes are
fully analysed in 10.3.4 and interpreted in 11.4.4.1.

My hopes and dreams
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Figure 5.4 Yulia’s ‘My hopes and dreams’: 7 March

5.4  Social behaviour and relationships in the L2 school
The subsequent section presents the findings regarding the overarching theme of social behaviour
and relationships, starting with Yulia’s quietness in lessons, which is characteristic of her social

behaviour.

5.4.1 Quietness in lessons

In class when Yulia answers in lessons, she speaks very quietly, almost inaudibly, being rather
hesitant in her behaviour. In an English lesson in November when the teacher asks pupils to write
in their books and to discuss a task with another pupil, Yulia just sits quietly. In the computing
lesson on 21 November, Yulia does not understand what to do, and asks me to go to ask the
teacher. When | suggest she goes and asks herself, she says that she does not want to go. In
January, while children discuss their views and writing, Yulia just sits and looks straight ahead.
In a lesson on 6 February, the teacher asks how to remember some words; instead of raising her

hand Yulia calls for me and whispers to me, telling me how to remember the words.

In the interviews, on the contrary, Yulia exhibits a considerable freedom of conduct as opposed
to the classroom. In January she shouts in the interview when choosing an activity ‘HET
[ymapenue]! S xouy aro!” — ‘NO [emphasis]! | want this one!” She freely raises her voice and
gasps frantically after | ask her another question, ‘£ ve BersiruBasnal!!!’ (Bo3amyleHHO KpUIHT) —

‘I didn’t pick it [the question]!” (Shouts angrily). Yulia even commands in the interviews, ‘Tor
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JIOJDKHA CMOTPETh U chpaiuBath, "'Uto s pucyro?"’ — “You have to look and ask, “What are you
drawing?”’, instructing me to look and ask her about her drawing. She makes cuckoo sounds right
into the recorder during the interview and initiates playing her games, enthusiastically, ‘3naems,
3HAEIllb, 3HALIIb, ECTh TaKas UTPa, KTO OoJbIIe. .. Y KOro O0JbIIIe YUClio, TOT U HaunHaeT?’ — ‘Do
you know, you know, you know, there is a game, who has more... Whoever has the larger number
that one starts?” This contrast denotes Yulia’s quietness as a social behaviour pertaining to L2

learning in class. I cross-analyse it in 10.4.1 and interpret this in 11.5.1.1.

5.4.2 Learning-related increased sensitivity and stress

Another facet of social behaviour and emotionality in Yulia’s case comprises her accentuated
sensitivity and stress linked with learning, which remained covert to teachers. In one episode on
10 February, Yulia’s TA says that Yulia ‘isn’t going to kill herself’ if she does not accomplish a
task’. Yulia often ‘does her work. But it’s like she finishes it yeah you she’ll do the job, but she
probably doesn’t put the extra into it. For sure’ or ‘she’d kind of do the minimum’. Yulia does
not seem upset in lessons for her teachers, rather, appearing passive and carefree. The EAL TA

describes Yulia as follows:

She can be very easy going. Sometimes that stops her a bit. Because she is so easy
going. She is not really you know... she is not really that bothered if she doesn’t finish

something (laughs). She is quite lazy sometimes (laughs).

This contrasts with the numerous instances in the observations, exemplified in anxiety and
sadness, when Yulia is not able to accomplish a task, does not have time to finish, or has made a
minor mistake. Yulia is increasingly sensitive and stressed about different situations throughout
the study. Namely, on 8 December Yulia exaggerates her mistakes and gets upset if there is an
error: she notices, that another writing task has been marked and she says that everything is
incorrect (Figure 5.5).

Figure 5.5 Yulia’s marked writing 1
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It surprises me that her writing is marked so meticulously at this stage. The EAL TA tells me that
they want Yulia to write everything nicely when she, for example, is given a task to write an
argument in November, which is a very intense writing task for her. Having received her marked
writing, Yulia is stressed because so much of her writing is incorrect. On 6 January when Yulia
sees a lot of tasks on the board, she is upset again and says, ‘I ve cmory cTonbko Hamucath!!!! 5
He cmory! Dto crosipko HamucaTh Hajgo  — ‘1 won’t be able to write so much!!!! | won’t be able
to! This is so much to write’. When Yulia makes a mistake in February she puts her head in her
hands, being upset, ‘Oii! Yept!” — ‘Oh! Hell!” Importantly, every single word or punctuation mark
is corrected or marked by teachers, and, although Yulia keeps writing some words by herself,
trying to finish her story, she does not look enthusiastic or calm (9 February). Having finished
writing her horror story, Yulia gets upset and agitated about some seemingly minor things such
as when she has no space to write: ‘Y menst Het mecra nucats!” — ‘I don’t have any more space
to write!” The teacher then corrects Yulia’s mistakes, but all the children are going to have a
break. Yulia tries to avoid having her work marked, saying to the EAL TA who is marking her
writing, ‘Miss, children went to the break’. The teacher keeps marking (Figure 5.6), saying,

Figure 5.6 Yulia’s marked writing 2

‘Jessica m-m-m-m going school... What should you put here?’ Yulia does not know about the
past continuous tense rules as she has only finished learning the past indefinite tense.

In one lesson on 7 March, Yulia gets frustrated again:

Y: S ne ycnena nonucarb! Teneps s He MOTY UJITH Ha IIEPEMEHY.
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L: Hy, IIOTOM JOIIMIICHIB. A MMo4YeMy Thbl HC yCIICjIa Hamnucarh?
Y: He IOHAJIA, YTO HY)KHO ITHNCAaTh, 4 KOraa HadaJia IMUcCaTh, TO YK€ YPOK 3aKOHYUJICA.

L: Hy »To He TBOS BHHA, HE paccTpauBaiics!

Y: 1 didn’t have time to finish! I can’t go for a break.

L: Well, you can write later. Why didn’t you have time to finish?

Y: I didn’t understand what | needed to write, and when | started, the lesson was over.
L: Well, it’s not your fault, don’t get upset!

As if it is a tragedy, Yulia sits quietly with a sad slightly red face without responding to the
teacher’s requests to do something. Later, Yulia says anxiously again, ‘Mue Hy»XHO 3aHOBO
nepeaenbpiBaTh, 4TO Tenepb Aenarb? S Tenepp He mHoilny Ha HEpeMeHy, W s TEmepb He
ITO3HAKOMITIOCH ¢ [HOoBeHBKOI] meBoukoii” — ‘I need to do it all over again, what can | do now? |
won’t go for my break, and | won’t meet the [newly arrived] girl now’. Yulia wanted to meet this
girl as she hoped they could become friends, but if she was late, then other girls would have
become friends with her, as she explains. When the break time starts, Yulia, just as she expected,

must stay in class as a punishment in order to finish off her task (8 March).

In a lesson with a supply teacher on 25 April, the class is overly energetic. Children have only
one eraser for the table, so Yulia gets up and asks a boy to give her the eraser, but he refuses. The
supply teacher who is unaware that Yulia might misunderstand some instructions shouts at Yulia,
‘Nobody gets up off your seats!” Yulia goes back, sits down, and stops working, almost crying. |
say, ‘What did you say to him? What did he say to you? [In English] Tsr ckasana “noskanyiicra”?’
— ‘Did you say, “please”?’. Yulia says, ‘/la, s cka3ana: “Jlaii, moxanyiicra, Tépky””” — ‘Yes, | said,
"Give me the eraser, please. In this whole lesson, Yulia has done only two tasks. Yulia is clearly
sensitive and stressed about the overly meticulous marking policies and happens to be even more
upset by punishments for misunderstanding instructions. This school’s policy on assessment is

cross-analysed in 10.2.1 and discussed in 11.2.3.

5.4.3 Fear of public use of L2
In association with Yulia’s stress and sensitivity, she also expresses fear in L2 learning. In an
episode on 25 October, the teacher asks pupils to read their argument to the audience, imagining

that they are a president and Yulia tells me,

Y: A He Oyny nogHUMATh pyKy. S 60IOCH.
L: [Touemy?
Y: He 3Hnato, kak-To HEy100HO, MHE TyMaeTCsl, YTO Ha/l0 MHOU OyIIyT CMESATHCS.

L: [Touemy?
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Y: He 3naro.

Y: I won’t raise my hand. | am scared.

L: Why?

Y: I don’t know, | don’t feel comfortable. | think everyone will laugh at me.
L: Why?

Y: 1 don’t know.

Presenting a written argument in front of a group on 25 November, Yulia is clearly intimidated.
Yulia hides her face behind her book and pupils, and | can see her eyes only. The teacher comes
up: “Yulia, don’t be silly, come on’. Yulia then starts reading very quietly and stands further away
and then the teacher says that she will read it with Yulia. Yulia still reads very quietly. All children
at her desk applaud Yulia for her attempt when Yulia was so shy and forced into reading. | ask

Yulia afterward,

L: A 61 B bemapycu Toxe He XOTela BBICTYIaTh?
Y: 5 xotena. [IpocTo 3a€ech s s13bIKa HE 3HAIO TAK XOPOILO, U 51 OOIOCh YTO-TO HE TaK

MIPOYUTATb.

L: When in Belarus, you also didn’t want to present or perform?
Y: No, | wanted. It’s just here | don’t know the language so well, and | am afraid to

read something incorrectly.

As is clear, Yulia reports that this behaviour is caused by migration and immersion in the L2

school. | cross-analyse this finding in 10.4.3 and discuss in 11.5.1.3.

5.4.4 Communication and solitude issues

While exhibiting worrying but covert (as seen from 5.2.2 and 5.4.2) well-being issues, Yulia
reveals on 23 November her solitude and communication issues in class when | ask her how she
is: ‘Y meHs cpemHeHbpKo Bc€. Sl Mano ¢ KeM OO0IarCh... W TOIBKO B IIKOJIE C [nozlpyra u3
I'epmanunu] obmarock u ¢ yuuteasimu’ — ‘Everything is so-so, average. | communicate with very
few people; only communicate with [her friend from Germany] in school and with the teachers’.
Paradoxically, Yulia is rather communicative and even chatty with me, but in class, Yulia says,

that she works on her own most of the time:

L: Te1 gamme paGoTtaemnis B TpyMIIe ¢ JETKAMH WU cama?

Y: 51 wame paboraro cama.

L: Do you work more in a group of children or by yourself?

Y: I work more by myself.
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On 5 December Yulia says, ‘Y mens mano apyseii” — ‘I have very few friends’. During class
observations in December, when the teacher says to discuss with a partner, a girl to Yulia’s left
turns away from her to chat to somebody else, and a boy to her right turns away too. Yulia sits on
her own and she tells me, ‘HuxTo co muoii e roBoput.” — ‘Nobody talks to me’, and she turns
away from me. During my observations Yulia infrequently exchanges a few words with other
pupils (as seen from 5.2.4). In February the EAL TA notes that Yulia does not communicate much
with her classmates. However, when the teacher asks the pupils to work with his/her partner, a
boy next to Yulia leaves his seat to work with somebody else, so Yulia is left on her own. Outside
of class, Yulia reports having a few friends she plays with in the breakfast and afterschool clubs
(in January and February). In the eighth month since her arrival (April), she does not chat with

anyone and sits further away from the others during music activities.

The TA regards Yulia’s solitude to be rooted in the fact that ‘she is very self-contained” and ‘she
doesn’t sort of share so much say... on her table or... I know it’s difficult with the language. Right
(...) Also, I think it’s to do with her character that she likes just to do her own work’ (10 February).
The TA reiterates that Yulia is

always self-contained, like you know like she is just working on... She doesn’t bother
with ...so much with the others or needs or even needs to sort of feel (...) doesn’t seem

to be a loss for her, she is quite happy to be just doing working on her own.

In observations, Yulia expresses a need for support, rather than appearing self-contained. On one
occasion on 25 November, Yulia sees me and asks, ‘A b noiigemnis Ha computing?’ — ‘Will you
go to computing?” When | confirm she exclaims, ‘Ypaaaaa!” — ‘Yaaaaay!” During an EAL
intervention lesson on 8 February, Yulia also looks for support. To my and the teacher’s surprise,
Yulia gets up in the middle of the lesson and comes to me (I am at the back of the classroom) and
just stands next to me. | ask her, “Uro cnyunnocs?’ — ‘What happened?” Yulia says, ‘TIpocto xouy
mocrosATs’ — ‘Just want to stand’. In March she begs me not to leave and to accompany her on the
school trip, to which I agree. Thus, Yulia’s solitude and isolation has been regarded as Yulia’s

natural character and thus overlooked.

5.4.5 Anew friend
Yulia’s communication with peers in class begins to change in December when 1 find out that
Yulia has one new friend, a girl with SEN, Sophie. Moreover, this friendship is strikingly unusual

as seen in the following episode:

Sophie screams loudly, and then her TA takes her to Yulia and says, “Look at Yulia”.
Yulia gets up and asks Sophie, “You are a big girl? Are you a big girl?” And she calms

down and looks at Yulia.
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When Yulia has a free minute, she goes to her and tries on the crown which she has made. In
April, her friend walks around class, and she picks a card, gives it to Yulia. She knows Yulia’s
name, but she communicates only non-verbally. Yulia goes to put her electronic tablet back and
she stops at Sophie’s desk. She chats to Sophie and looks at her drawings; no other children ever

do this. Yulia does not talk to anyone except for Sophie (with very few exceptions as seen from
5.2.4). EAL TA comments (10 February),

Her real side came out, when she really looks, she runs over and she comes to say, she
gave her hoop to Sophie, she said, “Oh, Sophie likes playing with two hoops so | will
give my hoop to Sophie”™, is very sweet.

While drawing (Figure 5.7) Yulia asks me (January 5):

Y: Capocn, ‘Kto 3107’

L: Kto ato?

Y: Oto Codu (pucyer).

L: 4 3abb1a, KTO 3TO.

Y: A 3T0 IeBOYKa, KOTOpas ¢ MpobieMaMy y HaMH.
L: A! Tel ¢ Heit apyxuIIb?

Y: Jla, npyxy. Y MEHs HETY py3€H, Kak Obl, KpoMe He€ (C TPYCThIO).

Figure 5.7 Concentric circles-based interview: 5 January
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Y: Ask, “Who is this?”

L: Who is this?

Y: This is Sophie (drawing).

L: I forgot who this is.

Y: This is our girl, who is with problems.
L: Ah, yes. Are you friends with her?

Y: Yes, | am. | don’t have any more friends except for her (sadly).
She further relates how she communicates with Sophie and her TA:

Y: Oro Mucc P. [accucTtenT]. Dto Ta, kotopas momoraer Codu. Mucrep M.
[mpomutenit accuctenT| ymén Ha Hu3. [loToMy, 9to oHa pabotaer c... Y Hac mac
pabotaer ¢ ea 2. Bot Tak (pucyer).

L: To ecth, THI C Hell TOKE OOIIAEILC, aa?

Y: Jla, s o4eHb 4acToO 00IIAal0Ch, KOIIa MBI, s 00IIal0Ch C HUMH, KOT/Ia... KOT[da WM

Ha TepeMeHKe, HallpuMep...

Y: This is Miss R [Sophie’s’ TA]. She is the one, who helps Sophie. Mister M.
[Sophie’s former TA] went downstairs, that’s why she works with...works now with
Year 2. Here it is (keeps drawing).

L: So, you communicate with her as well, yes?

Y: Yes, | communicate with her very often, when we, | communicate with them, when

... when or during the break time, for example...

While including her Russian-speaking friend from the breakfast club, Yulia does not draw her
German friend from EAL lessons anymore because, she explains wistfully, ‘ona co muo# He
urpaet’ — ‘she doesn’t play with me’. While general communication (isolation, solitude) remains
an issue in Yulia’s school life, friendship with Sophie does comfort and cheer up both girls.

Yulia’s friendship patterns are cross-analysed in 10.4.4 and discussed in 11.5.2.1.

5.4.6 A new foe: bullying

Another facet of Yulia’s social relationships encompasses instances of bullying. In one of the
interviews (Figure 5.8), Yulia includes a new person called the ‘Bpar’ — ‘Enemy’ outside of the
circles, revealing that ‘JleBouka ecth omHa, KoTopas MeHst He mobur’ — ‘There is a girl who
doesn’t like me’. The girl tells Yulia that she is ‘mamuoro myumie” — ‘much better’ at climbing
than Yulia, to which Yulia says, ‘Hy xopotiio... MHE COBCEM HE HHTEPECHO 3TO, KaK ThI JIa3HIIIb!’
— ‘Well, fine... I am not interested in how you climb!” Another time, this girl barks at her, as Yulia

reveals in December. Later, on 10 February, Yulia gets upset before going to the art lesson: ‘4 ne
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X04y WATH Ha apT. S| ar0010 prcoBath, HO 1 He Xouy u3-3a K...” — ‘| don’t want to go to art. |
love to draw, but | don’t want because of K...” (the girl Yulia is afraid of). She asks me, ‘Tur
MOMIENTIH CETONHS CO MHOW Ha apT mokamyiicta? Tam sta neBouka, kotopas meHs oOmxaer. K.
Vike mBa pasa ato 66u10° — ‘Will you go to art with me please? That girl is there, who offends me.
K. It happened two times already’. In art Yulia is grumpy; she sits looking down: ‘I mpocTo He
X04y TIpH 3TOi#i eBouke roBoputh’ — ‘I just don’t want to talk in front of this girl’. So, Yulia just
sits and stares in front of her, instead of doing a task (drawing). | analyse this in 10.4.4 and discuss
in11.5.2.2.

Figure 5.8 Concentric circles-based interview: 6 February

5.5 Case summary
The summary of findings in Yulia’s case are as follows:

e Learning in L2 school was not a happy experience for Yulia. L2 immersion caused well-
being issues (the feelings of isolation, fear, and sadness) and required L2 proficiency for
achievement.

e A lack of learning support characterised learning issues in Yulia’s case. Differentiated
(simplified) tasks seemed an effective support strategy for Yulia, but their premature
discontinuation generated her anxiety. Tasks that were overly challenging for Yulia’s L2

level (spelling tests with unknown words) made her feel inferior/she was a low achiever.
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Revealing strong achievement/success motivation, Yulia started to cheat in these tests to get
higher marks.

As a result of feeling confused and isolated in lessons, Yulia expressed a lack of L2
motivation, particularly for writing but not for speaking. Avoidance of L2 experiences was
identified.

As a result of immersion, Yulia expressed quietness in learning and a fear of the public use
of L2. Sensitivity and stress were associated with the marking policy of the school.

Yulia experienced intense, and thus at times stressful, involvement of her mother in her
learning.

In learning Yulia reported dreams and wishes for L2 proficiency, friendships, and ‘studying
well’.

Explained by the EAL TA as derived from Yulia’s natural character, Yulia’s social
relationships were characterised by feeling isolated, except for emerging friendships with a

girl with SEN in her class. Bullying was identified in Yulia’s experience of school.
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Chapter 6 Rita

6.1 Introduction

This is the second embedded case in this thesis: in this instance, of Rita. Table 6.1 shows Rita’s
background information. This case is different from the previous study in that Rita has been in
England for over a year at the start of the research. Her learning context is different to that
experienced by Yulia and other subsequent cases, as she is allowed to use her L1 in learning,
including in her L2 books. When | come in to observe, Rita sits in different parts of the classroom
in different lessons, as arranged by her class teacher, who changes the seating arrangements
regularly. Rita’s working space includes her pencil case, a reading diary that she regularly fills in
but no Russian-English or any other type of dictionary. There are thesauri in the classroom for all
the children to use. In observations | sit next to or slightly behind Rita, and | am allowed to chat

with her in L1. Rita says that she learned English for two years in her L1 school in Russia.

Table 6.1 Rita’s background information

Country of birth Russia

Age at the start of the data collection/Year of | 11 years old/August 2005
birth

Key Stage 2 Year 6

Time spent in the UK at the start of the data | 1 year and 2 months
collection

Mother’s education Construction engineer and a second degree in
Economics

Previous schooling in a Russian-speaking | Yes, three years, Russia
school, location

Previous exposure to English Minimal, ‘Beginner’

EAL provision/specialist in the L2 school No, intervention classes are conducted by the
SEN specialist

School’s Curriculum International Primary Curriculum (IPC)

As in Yulia’s case, the data for Rita are presented thematically aligned by three overarching
themes (as | explained in 4.9.4): Experiences, Motivations, and Social behaviour and relationships

in the L2 school, within which findings unique to each case are introduced.
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6.2 Experiences in the L2 School

6.2.1 Initial immersion and progress in the L2 school
Rita describes her overall learning experience at the start of the data collection (12 October) as
‘good’ and ‘so-so’. This has been fuelled by Rita’s initial immersion experience in the L2 school
being filled with feelings of anxiety and fear (12 October):

L: Kak TeI ctona rmpuexaia, Kakoe TBOE IepBoe BIledaTiieHne?

R: Ouens OBLIIO CTpAIITHO.

L: When you arrived at this school what was your first impression?
R: It was really scary.

Rita reports that the teacher neither talked to her much nor gave her opportunities to speak in her
first year. Upon arrival, as told by her classmates, they had to use body language for
communication. In association with this, Rita noted that in her first year she was mostly silent;
she did not volunteer answers in mathematics when she knew them. According to Rita, she had
‘6oupiue mpobiemsr’ — ‘big problems’ with her English when she entered an English school and
‘ Aurmmiickuit cioxkusiii’ — ‘English is difficult” (12 October). She reiterates the latter throughout
the year — in January, February, and May. She says that she does not like difficult tasks in English
but only in mathematics and French (19 January). As explained by Rita, in contrast with
mathematics, where one ‘can think’ how to solve a task, ‘B auriuiickom He nosyuaercst! [Totomy,
4T0 s mpocTo He mouumaro!” — ‘In English it is not possible! Because | simply don’t understand’
(22 February).

According to Rita’s teacher in her second year (at the time of data collection), Rita has no issues
and is ‘having a good experience’ in school. In our interview on 16 November, he tells me about
Rita’s progress that her ‘attainment and progress is both very high’. He adds that Rita’s progress
now is not dependent on her L2 migrant status: ‘she is making the same lot of progress now, as
probably have made in a school with her home language’ (16 November). The teacher states that
Rita’s strongest area is mathematics, and reading is the weakest. Then the teacher shows me Rita’s
online formal test results, adding, ‘But bizarrely, actually, this term she’s made most progress in
reading’. Rita’s teacher does not explicitly link L2 migration with Rita’s progress, seeing her as
a high achieving and progressing pupil. I analyse it in comparison with other cases in 10.2.1 and
discuss in 11.2.1.

6.2.2 Learning support and organisation: support with L2
In terms of learning support, in her first year in England, Rita had an L2 tutor. For some time in

school Rita was seated next to a Russian-speaking boy who is a fluent speaker of English. Later,
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the help in class that Rita received was also from another migrant pupil from Mongolia who
became her friend. What really helped Rita, as she reports, was that teachers gave her an electronic
tablet and allowed her to use Google Translate in all of the lessons during the whole first year in
school and she was allowed to translate into Russian at all times. The class TA also used Google
Translate to translate Rita’s works from Russian into English into her book — the way they do
with other migrant children in this class. The teacher’s explanation of this support, as he says, is
trying to find the ‘EASIEST [emphasis] way to get them to learn English the quickest’. The
teacher reveals that he feels disoriented when new migrant children arrive at the school, since
there are no official, nationally developed and recognised recommendations for new migrant
children in England and ‘each individual teacher is doing their own thing’ (16 November). The
teacher expresses the need for a streamlined, nationally approved plan of action in work with
migrant L2-immersed learners, such as the DfE strategy on EAL: ‘What do you do when the child
does arrive? What do the government think we should be doing?’ Adding, essentially, that

We [teachers] don’t really get taught how to teach English as another language, we
don’t really get taught how to deal with someone... Strategies... probably enough to
be able to be really WELL [emphasis] teach someone who has English as a different
language. So, it is really tricky... | don’t think that teachers possibly have skills. So, I
think some kind of, whether influence the teachers training, or influence the SENCOs,

or I don’t know. There is some kind of training that’s missing.

The outcome, as the teacher explains, is that teachers and schools in England develop their own
isolated, often intuitive and spontaneous strategies. ‘Every school is different’ — this is the way,
in the teacher’s words, that the school’s organisation can be outlined, whether referring to the
migrant L2-immersed learners or to progress record systems, ability groupings, and curriculum.

The learning support is analysed in 10.2.2 and discussed in 11.2.2.

6.2.3 Using L1 in learning
One of the ‘isolated’ strategies employed by Rita’s teacher is that pupils, including Rita, are
allowed to use their L1 in learning, which shows the teacher’s understanding of writing as being

of primary importance for children:

L: You let children use their own language, yes?

T: Yes.

L: Is this a school “thing”?

T: It’s my thing. It’s just easier. | think in Year 6. The amount of writing we do,

sometimes it’s just easier for them to write in their own language.
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In the observations, | feel that pupils are allowed to use their L1s not only in order to comprehend
English, but in its own right, with its own value, such as seen in this free topic assignment written

in Russian (Figure 6.1), although it is not an everyday or even a weekly practice.

Figure 6.1 Rita’s L1 writing in L2 book: 11 January

Surprisingly, the teacher explains the reasons behind the use of L1 in the classroom are the
pressing demands of the teacher’s work in Year 6:

For me, at the end of the year | know that I’ve got to present... six or seven pieces of
work that are perfect, to the government, for every child. So, the aim of that for me is
to get them to use amazing language that he [newly arrived boy] knows in his own
language that | can translate into English fairly accurately. (...) Until his language
[L2] develops better.

In her second year, Rita does not use an electronic tablet anymore, as it was left up to her to
choose when to stop using it. At this time, Rita no longer has an L2 tutor. Although Rita is still
allowed to use her L1, it is done for the purpose of L2 development (analysed in 10.2.3 and
discussed in 11.2.4).

6.2.4 L2 learning. Literacy and speaking
Rita admits in our first interview on 12 October that her second year in L2 school is ‘myurme,
MOTOMY YTO aHrmickuii mydrie’ — ‘better because my English is better’, which positions English

as the main hindrance for her in learning. Rita herself indicates that her English is not ‘camsiii



120

mioxoi” — ‘the worst” in class, comparing it with a newly arrived boy, a Hebrew speaker, and
would even score herself six out of ten in success level (8 November). According to the class
teacher, Rita ‘picked up English incredibly quick’. Rita also shows an understanding of her own
dramatic improvement in English since her arrival (19 January). Generally, the teacher comments

on Rita’s L2 experience as follows (16 November).

The... kind of...nuances of the language are not quite right. But it is very, very close
to be really good. | would say that she is very much academically on the same, almost
the same level, as my more, kind of, middle to higher ability children. So, 1’d say that

she is getting a fairly rounded learning experience in that respect.

At the same time, the teacher admits that the L2 can be an impediment for her at different times
in learning; nevertheless, ‘whoever is with her, can fix it quick enough for it not to be a barrier’.
In terms of progress and achievement in L2 the teacher says that Rita’s writing is ‘AT Year 6
standard’, but her ‘reading is the lowest’ and ‘probably slightly below the Year 6 standard’; in her
listening, she is described as ‘exceeding Year 6. Importantly, the teacher explains, they do not
evaluate oracy, as such, since it is considered to be embedded into literacy. Attainment and
progress marks are given only for literacy. Correspondingly, in the mock SATSs, Rita has passed
all of her tests except for English reading, in which she was 10 percent below the pass mark.

At the end of November, Rita reports an improvement in her reading, and she is able to select
more advanced books to read. In terms of speaking, Rita admits being able to converse, but not
on unfamiliar, unprompted topics. Rita notes that her language comprehension is sufficient for
her to learn in class. In her spelling, Rita misses the letters in some words in writing tasks, for
example: she writes ‘sining’ (singing) and claping’ (clapping) or makes grammatical errors such
as ‘She didn’t liked children’ and ‘more better’. However, all of the homework spelling words

are prepared excellently, and her teacher reports that Rita ‘never missed’ doing her homework.

The challenge for Rita, in her opinion, is writing (19 January). Rita says that her English learning
is ‘so-s0’ because her vocabulary is relatively limited (November, January). Purposive writing
assignments, which as Rita reports predominate the L2 lessons, are challenging for her, ‘Eciu
COYMHCHHEC Ha KaKYyI-TO OTBe,Z[éHHYIO TEMY, TO, MHC Ka>XCTCi, 1 HE CMOTY. Ecmm COYHNHCHUEC,
nomyctum, “I'ne Te1 poBEn cBoé nero?” 51 cmory Hanmucats’ — ‘If it’s a writing [task] on a certain
topic then | think I won’t be able to do it. If it’s, presumably, a composition “How did you spend
you summer?” I will be able to write it (12 October). It is difficult for Rita to follow the
instructions for writing, such as ‘to use more powerful adjectives’, since she struggles to use even
simple adjectives, whereas the class teacher constantly tries to challenge Rita, asking her to

include a more in-depth vocabulary (15 May). Although Rita’s L2 level has improved, the
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emotions associated with learning it remain. As seen in observations throughout the study, Rita
gets stressed and scared in English lessons when she has to complete writing assignments and
procrastinates with the tasks; she bites her nails and fidgets on her seat, and keeps repeating that
she does not know what to write. (I analyse and discuss the LL experiences in 10.2.3 and 11.2.5,
respectively.) Thus, Rita is a high achieving pupil despite her being in the UK for only about a
year. While having issues with L2 writing, she progresses in L2 reading quickly, with

mathematics being her strongest subject (as seen from 6.2.1), which | detail further.

6.2.5 Learning in mathematics

Rita points out her liking of mathematics, which seems easy, as opposed to English, which is
‘cmokmpri’ — ‘difficult’. She repeats this from October through May. Rita’s teacher admits that
Rita ‘is a very confident mathematician’. When | ask Rita to tell me about the most prominent
and memorable experience, she tells me about the mathematics test result. She mentions this for

the third time to me that day (19 January):

L: Yro ciay4mochk Takoro ocoOEHHOTo Ha mponutoi Henene? YUto Tebe 3aroMHUIIOCH
B IIKOJIE?

R: A Tect na 37, Bpose Obl, caamna!

L: Is there anything special that happened last week? What do you remember in
school?
R: Scored 37 in a test [out of 40]!

Just as in England, Rita has been proud of her mathematics achievements before migration: her
photograph was put up in the ‘Gallery of Excellence’ in the L1 school she attended in Russia.
Acrrival to the L2 country meant Rita ‘stopped’ being the highest achiever in mathematics in her
new school; however, she still makes good progress as seen from her test results. The issues in
mathematics relate to word problems, which Rita sees as a ‘shortcoming’ of mathematics. As Rita
reports, it is due to her L2 level that word problems in mathematics are the most challenging. In
addition, Rita notes that the attainment in mathematics is ‘assumed to be low’, equalling the L2
level, as this assumption was made about her and other new migrant children, which appears

troubling for Rita (9 November):

A emé, moyemMy-To BCE TyMaroT, YTO Y KOTO aHTJIMACKUNA HE POJIHOM, TO BCE TyMaroT,
YTO y HUX IJIOXO C MaTeMaTukoi Takxke. Korna g npuexana B NpouuioM rojy, BCe
IyMaial, 9TO s MEHS IuIoXas MaTeMaTuka, HO s TOYTH Jy4llle BceX ObLia.

y‘{I/ITeHBHI/IHa TAKXKC AyMajid, YTO MaTCMAaTUKa IJI0OXO0 Y MCHH.
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And also, | don’t know why everyone thinks that those who are not native English
speakers, have problems with mathematics also. When | arrived last year, everyone
thought | was bad at maths, but | was almost the best. The teacher also thought that |

had problems with maths.

Despite this generalised view of achievement based on L2 proficiency (discussed in 11.2.1), and
Rita’s inability to show her potential in full due to word problems in mathematics lessons, during
the interviews in November and in February Rita says she knows a lot of what is being taught in
mathematics, and she expresses a wish to ‘learn something new’ in the following lesson. Rita
feels that she is not challenged analytically and intellectually enough for her level in mathematics
as she says, ‘MHe He MOHPABUIIOCH, YTO HE Hamo ObuT0 Aymath’ — ‘| didn’t like... that I didn’t
need to think” (7 November). When the class teacher and the pupils still work on the simple
exercises, she quietly tells me smiling, ‘[I] can move on to the next exercise’ (12 October), or
‘This is elementary!” (11 January), meaning that the tasks on the board are too simple for her and
she decides to move on by herself. (I discuss this in 11.2.5.)

Rita looks calm, determined but quiet in mathematics. Just as in other lessons, neither does she
volunteer as much as other pupils, nor express overt emotions a lot — with the exception of failing
her mathematics test once, when she bursts into tears. This unprecedented anxious reaction to the
test results, which was ‘a bit of a curveball’, surprises the teacher (16 November):

L: Did you ever have concerns about well-being or anything you noticed about Rita?
T: No-0-0, not at all. She cried last week, because we did our arithmetic test. And very
bizarrely Rita started by (...) she started the year by getting very high marks. And it

has gone down, which is really bizarre.
The teacher gives more details:

T: So, she started with 94 percent, then 90, then 88, then 83, then 60.
L: Yes, she told me about it, she was very upset, she kept repeating...
T: She was REALLY [emphasis] upset...

L: “I’ve failed the test, I’ve failed the test”.

T: She... I don’t know why she thinks that, coz we never say that message.

As seen in this abstract, the perception of failure is Rita’s own impression since the teacher always
announces the results without giving an evaluative judgement. The following day (17 November),
Rita looks stressed and keeps repeating, ‘I 3aBamuna tect. 3aBamuna’ — ‘| failed the test. | failed’,
and explains it resulted from the time constraints on solving the problems. That day Rita looks

absent-minded and makes a few errors in her mathematics. While showing Rita’s strong need for
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achievement (exemplified in the next section), her reaction also discloses the peculiarity of test
results the meaning of which is not explained to children. This is touched upon in 11.2.3 section

of the Discussion chapter.
6.3 Motivations in the L2 school

6.3.1 Interests and feelings about school and learning

Rita reports she likes both schools equally — her previous school in Russia and her new L2 school
in England. She generally appreciates the fact that ‘unrepecuo’ — ‘it’s interesting’ and ‘Beceno’ —
“fun’ to study in the L2 school. What she particularly likes in England is that ‘omenox mer’ —
‘there are no [daily] marks’ (apart from test results) (16 November). Moreover, Rita loves the
weekly half-hour of free time in the L2 school during which the children are allowed to choose
their own activities or games. The L2 school for Rita is a ‘mamuoro siyudine, yem qom’ — ‘much
better place than home’ because she is made to study her L1 and mathematics in Russian at home
after school. This shows parental involvement in Rita’s learning (which | discuss in 11.4.4.3). But
most importantly, Rita says that she likes her L2 school because there is not much homework, as
compared with the previous L1 school, where she had to do ‘kaxmslii JeHb O IBE CTPAHUIIBI U
ere yac nucatb!’ — ‘two pages every day and one more hour of writing!” (19 January). Her father
admits that Rita enjoys the school — ‘koneuHo, eii kaxkercs 310 Jerko’ — ‘Of course, it seems easy
for her’ —and the experience of being in an L2 school is ‘going great’ for her (16 November). She
even prefers the English school to a Russian one, according to her mother (19 May).

Repeatedly, in October, November, and February, Rita says that mathematics and science are her
favourite subjects. The teacher believes that mathematics is Rita’s favourite subject ‘because she
can access it most’ since it is ‘universally the same’. Rita demonstrates salient motivation in
mathematics from January through March. She remembers and likes to report what she learns in
lessons, saying how interesting it is for her (November). In a mathematics lesson on 21 March
Rita tells me excitedly, ‘Ypa! Kakyto-to durnto genaem!” — “Yay! We are doing some rubbish!’,

pointing out the easiness of the task.

Motivation for Rita in what she considers easy tasks is supported by her mother in our interview
on 19 May. In May when | ask Rita about her favourite part of the lesson or activities, she replies,
‘Steel pans’ [drum play], which is not a lesson but an extracurricular club. After specifying this,
I ask Rita about the main part of the day, regarding lessons, and she says that she likes ‘The
Production Practice’, which is their rehearsal for a performance at the end of the year. Neither of
these are academic nor lesson-related activities. Thus, Rita generally enjoys her school, and she
reports high motivation for non-academic activities and for mathematics. (I analyse this in 10.3.3
and discuss in 11.4.2.)
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6.3.2 Participation in learning

In observations, Rita exhibits numerous, consistent instances of a lack of participation in learning
throughout the study. When pupils discuss communication, Rita seems to listen but plays with
her pencil case (in October), or while chatting with her best friend in November, she shows how
low her interest in learning is. Repeatedly, in November as well as in May, Rita does not say a
word in the whole lesson. On 17 November when a class teacher gives instructions, Rita is
distracted and chats to me. In different lessons in the same month while children discuss a topic,
Rita does not listen to the discussion. In different days in November she plays with her glove,
shows me her fingers and says that they are a bit purple, looks at me while the teacher is reading
a story, plays with her nails, and draws on them. Rita reveals to me how she secretly plays with a
boy opposite to her in what she calls the ‘staring’ game during the lessons, which adults do not
notice in the classroom. In December and February Rita chooses not to participate in discussions;
even when the teacher says, ‘talk to a person next to you’, Rita is silent. In January when Rita has
accomplished a task, she does not express any wish to share it; when other children do, she tells
me about the task, and tells me the answers. Often Rita bites her nails, draws her first name and
her last name with a pencil on her desk while the other children answer some questions. The
teacher, when Rita does raise her hand also notices her lack of engagement, saying to her, ‘good
to see that hand up’, on 31 January. She procrastinates at the beginning of a task: it takes her 10
minutes to prepare to start working. While her partner has already solved a few number sentences
in mathematics, Rita speaks loudly in Russian and works very slowly (19 January). Having started
working, Rita stops and decides to cut something out and glue it instead of working on the task.
While some pupils take on additional tasks, Rita does not finish the first one. Although she has
time to finish, she tells me, ‘ato e HykHO menats’ — ‘it iS not necessary to do this’, and she does
not finish the tasks. As is evident in the observations, Rita is not entirely captivated by the learning
topics or what pupils are doing. At the end of January (30), she pays attention to things which are
not relevant to learning. Rita plays with her friend, trying to grab a pen from her, looking through
her book while the teacher explains the project. Her friend has written a whole page; Rita has only
written one line. In February she plays with glue, while pupils are repeating after the teacher.
Later on, on 24 February, while the teacher explains the learning material, Rita turns to me and
says, ‘24 dictionaries’. When | am perplexed about the reasons for saying this, Rita points out a
bookcase, which has different dictionaries, and | begin to realise, she has been counting while the
class teacher explained the material. In philosophy lessons, | have seen Rita say only one word at
most during the whole period of data collection. Rita explains that she does not like philosophy,
because it is ‘kakoii-ro HenoHsATHBIN MHe ipeamet’ — ‘@ Kind of unclear subject for me’. In music

lessons, Rita opens her mouth when children are singing but is not looking at the board; she plays
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with her leggings, looks at her sneakers, tears off bits of fabric, or just chats to a girl next to her,
looks at her nails and plays with her hand-held fan, after the teacher has instructed them to work
(23 March). Overall, although she enjoys her school in general, Rita exhibits a lack of
participation in learning throughout the study. (I cross-analyse this finding in 10.3.1 and discuss
in11.4.1)

6.3.3 Motivation for joy and communication rather than learning

Although Rita seems to be a rather diligent pupil, according to her teacher, she likes the ‘joyful’
part of the school day, as her mother explains (19 May). In October Rita reports she enjoys the
days when the work in school is easy, and there is only one day when she would prefer to stay at
home — a day when she has no afterschool clubs or PE. Rita demonstrates high levels of interest
in working on a project, when it is linked with communication with her friend (26 January). She
also expresses an interest in learning African Drumming, which is an additional musical club that
her parents pay for, and she attends during lessons. This is surprising: firstly, because she is taken
out during the lessons; and secondly, it shows that she is interested in non-academic

extracurricular learning (20 February):

L: Yro ThI Ha ciieyronieM ypoke XoTesa Obl BEIy9UTb?
R: Hy ©Ha cnemytomeMm ypoke... Kak Obl, Bpoje, CIeAyIOMHiA ypok AdpukaH

JpaMMUHT.... HOBBII PUTM.

L: What would you like to learn in the next lesson?
R: Well, in the next lesson... Well, like, the next lesson is African Drumming... new
rhythm.

Another time, on 24 March, while laughing with her friend, Rita misses the instructions, and has
to ask her neighbour what to do. The girls pinch each other, and they try to steal each other’s
pencils again and again, while they are supposed to be on task. Thus, during the 23-minute task,
Rita has only written a few words, and she is not focused on the task. Rita pays attention to the
jokes of her classmates, and often smiles, when the teacher explains something, obviously not
listening to the teacher in the first place, but reacting to other children, prioritising her classmates’
interactions (28 March). While in observations Rita shows motivation for joy and prioritises
communication, this does not seem to impact on her learning results, as in our interview the
teacher posits that Rita ‘does definitely demonstrate that she’s engaged in learning’, which, the
teacher believes, is a ‘strength’ of Rita’s. This is analysed in comparison with other cases in 10.3.2
and discussed in 11.4.1.
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6.3.4 Motivation for marks and praise

Another salient motivation in Rita’s learning is a motivation for marks and praise. To her father,
as he says, Rita presents herself as a ‘paccmabnennsiii’ — ‘relaxed’, ‘not bothered about marks’
pupil (16 November) who does not want to explicitly show her achievements. Rita’s mother (19
May) says that Rita is motivated by success and praise in school and her motivation is to ‘ayurie
YUYUTBCS, Y3HABaTh HOBOE, CAABATh dK3aMeHbl nydmie’ — ‘study better, learn new things, get better
exam results’. Rita expresses a motivation for praise after a successful completion of some tests
(12 October):

L: TeOe Ba)xHO, YTOOBI TEOS XBATHIN?

R: Hy... HaBepHOe... UHOT/1a, 11a.

L: Korna umenHo?

R: Hy, moxet ObITh, Kora criesuiHT TecT Ha 10 [u3 10] cienana, mim taM TecT Ha,

BOT, Hy, 30 IpaBUJIBHO OTBETOB.

L: Is it important for you to get praised?

R: Well... maybe...sometimes, yes.

L: When exactly?

R: Well, maybe, when | passed a spelling test and got 10 [out of 10], or passed well,

a test, well, 30 correct answers.

When Rita is given a mini statue by her teacher as a special reward to one pupil in class, she
brings it in the following day to school and places it on her desk, proud of the award (11 October).
Rita explicitly shows happiness when given stamp awards in her book (14 October). During this
and the next month Rita also keeps repeating that she has accomplished her homework or other
work in class (11 November), being proud of her ‘pen licence’. The licence is given to pupils who
have achieved a certain writing standard, and they are allowed to write with a pen instead of a
pencil. Starting from November in lessons Rita quietly compares her achievements with the other
children at her table. She turns red and almost starts to cry when she realises that she might be
given a penalty (a way of punishment for pupils) when she leaves her backpack at home (26
January). | am the only person who seems to notice her anxiety. In the tests when she does not
score a mark she would like (‘muammym’ — ‘at least’ 19 out of 20), she notes this to me with
disappointment (31 January). Rita says, ‘3to odens wioxo’ — ‘it is very bad’ when she makes one
mistake and gets 39 (out of 40) (28 March). Any mistake for Rita makes her nervous and, while
self-assessing a test, Rita looks tense about marking it correctly. These observations clearly show
that Rita, often with covert intensity and anxiety, places great emphasis on marks and

achievement. This motivation is analysed in 10.2.1 and discussed in 11.4.1.
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6.3.5 Approval and acceptance: a need to be ‘smart’

A prominent and amplifying motivation for approval and acceptance of her learning abilities and
achievements is a need to be/feel ‘smart’. Due to her L2 expertise and related attainment issues,
Rita cannot demonstrate an important learning need — that she is smart. Rita compares herself
with other children who get higher marks in her observation (October through February). On 7
November Rita says, ‘monoBiHa Kiiacca TO, 4TO sI MOTY, aenath He Moryt’ — ‘half of the class
cannot do what | can do’. On 2 December she states, that she is ‘ymnee’ — ‘smarter’ than other
children, and she is in the top ten smartest children in class, ‘mo ymy’ — ‘based on intelligence’
but not marks. Rita says that she does not think that she studies well, because, ‘st xyxe apyrux
JeTeil KOTOphIe Ja... KOTOpbhIe XOTh M JIOJDKHBI ObITh Xyxe meHs’ — ‘| am worse than other
children, who, yes... who should be worse than me [in attainment]’ (22