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Abstract

Cross-border migration of schoolchildren brings about multiple social, psychological
and emotional consequences, which might impede the transnational transitions and
formation of a sense of belonging. Migrant children are placed at the crossroads of
being and belonging either here, there, somewhere between or nowhere.

This publication-based thesis draws on the multiple theories and concepts to study the
transnational transitions and formation of a sense of belonging among migrant children
in Poland. The study adopts a child-centred approach, which anticipates active listening
to the children’s voices and considering their agency while complying with children's
rights to be heard, seen and understood. Qualitative research methods adopted by this
work spanned individual interviews (IDI) with three groups of respondents, namely 20
IDIs migrant schoolchildren (ages 7-13), 19 IDIs with their parents and 10 IDIs with
teachers engaged in working with foreign pupils. The interviewed children have moved
to Poland from various countries, namely Ukraine, Turkey, Romania, and Lithuania.
Among the main migration reasons of the participating families were political
persecution and economic motivations. The participants vary in terms of the migration
context, previous migration experience, social, economic, and cultural capitals, plans
for the future, religion and the length of stay in Poland. The interviews were held using

online tools due to the COVID-19 restrictions.

The outcomes of the thesis demonstrate that different socialization agents, such as
parents, relatives, teachers, peers, shape the pathways and experiences of migrant
children through not only assisting children's educational transitions but also by shaping
their social ones. The study confirms that peers and friends play a decisive role in
children’s transitions, as they are the ones who impose norms and values in home and
destination countries. Besides, peers create the spaces for identity-formation and the
development of a sense of belonging. The study additionally points to the significance
of the relations and communication with grandparents and other kins in migrant
children’s socialization process, which was exacerbated by the immobility regime
caused by the COVID-19 pandemic. Moreover, the outcomes illustrate how the notion
of ‘home’ has changed in migrant families during the pandemic and related lockdowns,

as reflected in the discovery of a homogeneous and heterogeneous mixture of spaces.

This thesis contributes to the development of childhood studies by demonstrating the

changes in children’s social, everyday, domestic, educational and cultural practices in

Page | 1



times of distance learning. Through the empirical analysis, this work offers several new
elements within sociological theory at the meso level, which span a typology of peer
socialisation strategies (spiritual, interests-based, prospect-based, and mixed);
elaboration of s four intergenerational communication modes (emotional symbolic,
mediated, and discontinuous) and comprehensive analysis of the educational
transitional pathways based on comparing two (emigration and destination) countries’
core curricula, teacher-child hierarchical relations and perception of a child by
educational institutions. As for methodological implications, the findings of this
research underline the importance of child-centred participatory approaches in
childhood studies, alongside documenting the multiplex methodology and key ethical

considerations in researching vulnerable groups such as children and migrants.
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Streszczenie

Miedzynarodowe migracje dzieci w wieku szkolnym majg liczne konsekwencje
spoteczne, psychologiczne i emocjonalne, ktére moga utrudnia¢ transnarodowe trazycje
(przejscia) i formowanie poczucia przynaleznosci. Dzieci migranci znajdujg si¢ na
skrzyzowaniu roznych przestrzeni transnarodowych, formujgc swoje poczucie

przynaleznos$ci w kontekscie ,,tu”, ,,tam”, ,,pomiedzy” lub ,,nigdzie”.

Niniejsza praca doktorska, opierajaca si¢ na cyklu powigzanych publikacji,
wykorzystuje liczne teorie 1 pojgcia, aby wyjasnic jak przebiegaja transnarodowe
tranzycje oraz procesy formowania poczucia przynalezno$ci wsrod dzieci migrantow w
Polsce. W badaniu przyjeto podejscie skoncentrowane na dziecku, ktére przewiduje
aktywne stuchanie glosow dzieci i uwzglednianie ich sprawczos$ci, przy jednoczesnym

przestrzeganiu praw dzieci do bycia wystuchanym, dostrzezonym i zrozumianym.

Jako$ciowe metody badawcze wykorzystane w niniejszej pracy obejmowaty
indywidualne wywiady pogtebione (IDI) z trzema grupami respondentéw, a mianowicie
20 wywiadow z dzie¢mi migrantami ze szkoty podstawowej (7-13 lat), 19 z ich
rodzicami i 10 z nauczycielami zaangazowanymi w prace z uczniami z doswiadczeniem
migracyjnym. Dzieci biorace udziat w badaniu przyjechaty do Polski z roznych krajow,
a mianowicie z Ukrainy, Turcji, Rumunii i Litwy. Wsrod glownych powodow migracji
rodzin bioragcych udziatl w badaniu znalazty si¢ przesladowania polityczne i motywacje
ekonomiczne. Uczestnicy badania reprezentuja grupe¢ heterogeniczng pod wzgledem
kontekstu i dos§wiadczenia migracyjnego, kapitatéw (spotecznych, ekonomicznych,
kulturowych), plandéw na przysztos¢, wyznania oraz dtugosci pobytu w Polsce.
Wywiady przeprowadzono za pomocg narzgdzi internetowych ze wzgledu na

ograniczenia spowodowane rozpowszechnianiem si¢ COVID-19.

Wyniki pracy pokazuja, ze rézne podmioty/agendy socjalizacyjne, takie jak rodzice,
krewni, nauczyciele czy rowiesnicy, ksztaltuja $ciezki i doswiadczenia dzieci
migrantéw nie tylko poprzez wspomaganie ich tranzycji edukacyjnych, ale takze
poprzez wplyw na formg ich tranzycji spotecznych. Badanie potwierdza, ze roéwiesnicy
1 przyjaciele odgrywajg decydujaca role w h transnarodowych przej$ciach dzieci
migrantdw, poniewaz to oni narzucajg normy i wartosci w krajach pochodzenia i
zamieszkania. Poza tym rowiesnicy tworzg przestrzenie, w ktorych dzieci migranci
moga nabywacé tozsamosci 1 formowac swoje poczucie przynaleznosci. Badanie

dodatkowo wskazuje na znaczenie relacji i komunikacji z dziadkami i innymi krewnymi
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w procesie socjalizacji dzieci migrantow, ktory to zostat ograniczony przez rezim
niemobilno$ci spowodowany pandemig COVID-19. Wyniki pokazuja takze jak pojecie
‘domu’ zmienilo si¢ w rodzinach migrantéw podczas pandemii i zwigzanych z nia
blokad, co znalazto odzwierciedlenie w odkryciu jednorodnej i heterogenicznej

mieszanki przestrzeni.

Praca przyczynia si¢ do rozwoju badan nad dziecinstwem poprzez ukazanie zmian w
spotecznych, codziennych, domowych, edukacyjnych i kulturowych praktykach dzieci
w czasach nauczania zdalnego. Dzicki analizie zgromadzonego materiatu
empirycznego, praca oferuje nowe elementy teorii socjologicznej na poziomie mezo.
Obejmuja one typologie strategii socjalizacji rowiesniczej (duchowe/emocjonalne,
oparte na zainteresowaniach, oparte na perspektywach i mieszane); opracowanie
czterech modeli transnarodowej komunikacji migdzypokoleniowej (emocjonalny
symboliczny, zaposredniczony i nieciagly) oraz kompleksowa analiza edukacyjnych
Sciezek przejsciowych na podstawie poréwnania podstaw programowych dwoch krajow
(emigracyjnych i docelowych), hierarchicznych relacji nauczyciel-dziecko oraz
postrzegania dziecka przez instytucje edukacyjne. Praca wskazuje rowniez na kwestie
metodologiczne, gdyz wyniki badan dowarto$ciowuja znaczenie podejscia
partycypacyjnego skoncentrowanego na dziecku w badaniach dzieci. Dokumentujac
procedury metodologiczne, praca kataloguje kluczowe elementy procesu badawczego -
w tym kwestie etyczne, ktoéry obejmuje grupy marginalizowane, takie jak dzieci i

migranci.
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PROLOGUE

Today's rebellious child is the one who was bullied yesterday.
Today's child in love is the one who was cared for yesterday.
Today's prudent child is the one who was encouraged yesterday.
Today's heartfelt child is the one who was loved yesterday.
Today's wise child is the one who was taught yesterday.

Today's forgiving child is the one who was forgiven yesterday.
Today's man who lives with love and happiness

is a child who lived with joy yesterday.

Ronald Russell
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INTRODUCTION

Human movement statistics demonstrate an increasing number of migrants all around the
world. Within the last 50 years, the number of people living outside the home country tripled,
varying from 77 million in 1960 to 175 million in 2002 and about 281 million in 2020 (United
Nations, 2021). Importantly, this holds also for children and adolescents aged 0-18. In 2020,
about 36 million young migrants lived out of their homelands, compared to 25 million in
2005 (UNICEF, 2021). Hence, migration issues drew the attention of the scholars and
researchers from the various fields (Barglowski & Pustulka, 2018; de Haas et al., 2020;
Grabowska, 2014; Kaczmarczyk, 2015; Lesinska, 2019; Okolski, 2012; Ryan, 2011; Slany et
al., 2016; Slusarczyk et al., 2018), especially in terms of whether it leads to the formation of
super-diverse societies (Vertovec, 2007), in which both long-established and recent migrant
groups coexist with the native population. This superdiversity is particularly important when
it comes to children’s migration because it offers a more “positive” or agentic view on how
ethnic others can belong to the receiving societies (Blachnicka-Ciacek et al., 2021; Crul &
Schneider, 2010). In this way, it replaces the common media/popular discourses where
children are problematized as Euro-orphans or voiceless ‘luggage’ that normative, adult
migrants simply leave or bring along (Orellana et al., 2001). In this vein, this doctoral
dissertation is aimed to study the migration experiences of migrant schoolchildren in Poland
through examination of major paths/characteristics of the transnational transitions and the
process of formation of a sense of belonging. Moreover, it is aimed to answer the following
research questions:

R.Q.1.: How do migrant children in Poland experience transnational transitions?

R.Q.2.: What/who are the main socialization agents in the transnational transitions and

multi-scalar belonging of the migrant children in Poland?
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R.Q.:3 What is the role of the peers in the transnational transitions and multi-scalar
belonging of the migrant children in Poland?

Referring to the later notion of super-diversity explored by Vertovec (2007), Giddens
(2012) mentioned that international migration influences the ethnicity and culture of the
numerous states and nationalities. It does so by shaping their demographic, economic and
social life that is reframed or even challenged by distinctly different social practices of
migrants. Meanwhile, the migration process became a challenge for the Western counties not
only in the institutional/welfare sense but also in terms of forcing redefinitions within the
concepts of the national identity (Blachnicka-Ciacek et al., 2021). The extent of the
challenges and changes, however, depends on the diversity of cultures. It is argued that in the
case of cultural similarity, the migration process may flow more naturally than between the
various cultures of home and destination country (ibid).

While the world around us — including the key reference point of Western Europe —
has been steadily shifting towards super-diversity for decades (Grzymala-Kazlowska &
Phillimore, 2019), Poland has been a quite homogeneous nation, as in 2011 about 92% of the
citizens declared to be Polish (Andrejuk, 2013). According to Migration Policy Institute, in
2015, 1,6% of the Polish population were international migrants, compared to 2,2% of the
migrants in 2019 (IOM, 2019). Thus, Poland has less experience dealing with immigrant
issues than the old immigration countries in Europe (Fassman & Reeger, 2013). Besides, the
problems caused by the immigration rarely appear, because Poland for the most part hosts
representatives of second immigrant generation at most, whilst the Integration Policy has to
be in a process of formation (Grzymata-Kaztowska & Lodzinski, 2008).

Looking at the world, however, it is evident that a number of moving adults migrate
together with their children (Slany et al., 2016). Thus, both adults and children become a part

of the migration process. Studying the biographies of migrant children is key in understanding
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the causes and processes that shape their transnational experiences. Besides, it not only helps
to understand the integration process in European societies (Melia, 2004) but also raises
awareness of children’s lives in a contemporary world, acknowledging that children constitute
an integral part of the societies. In 2020, the number of children globally aged 0-14 reached 2
billion and constituted 25% of the world’s population (The World Bank, 2021). At the same
time, the share of minor citizens in Poland amounted to 5,8 million, accounting for 15% of the
country’s population (ibid). Those statistics should be taken together to illustrate and forecast
a broader trend in that the number of migrant children, aged 0—18 years, in Poland has risen
rapidly from 10,000 in 2010 to 57,000 in 2020 (Migration Statistics, 2021). This indicates
more than a five-fold increase in just one decade. In 2020, The Ministry of Education of
Poland issued a report indicating that the number of foreign-born children in Polish schools
and kindergartens reached 52 thousand.

Hence, the changes in Polish society and education system drew the attention of
various scholars, who have been researching how the Ministry of Education, schools,
educators, pedagogues deal with the early days of super-diversity and growing
multiculturalism (Bleszynska, 2010; Grzymata-Moszczynska, 2016; Gorny et al., 2007; Halik
et al., 2009; Kosiorek, 2014). However, the existing research is limited to the analysis on
either macro (nation-wide) or micro (family, ethnicity, culture) levels, which are often lumped
to more general topics of economic migration or family/gender studies (see Popyk & Buler,
2018), while overlooking the crucial mezzo-level (peer socialization, community and
neighbourhood life) (Popyk et al., 2019).

First of all, in order to study the children’ socialization affected by the migration
experiences, it is key to understand the notion of ‘migrant children’ used in social sciences.
As there is no universally accepted notion of ‘migrant’ on the international level, different

sources and scientists provide their definitions. As such, the International Organization of
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Migration (I0OM, n.d.) calls the term ‘migrant’ an umbrella to describe a person of different
forms of movement. Similarly, the United Nations Department of Economic and Social
Affairs (UN DESA, 1998) uses the term ‘international immigrant’ to describe ‘any person
who changes his or her country of usual residence’. Besides, according to the UN DESA
(1998), children are individuals aged between 0O to 18.

In the literature, there are several notions that describe the migrant minors (see Popyk
& Buler, 2018; Portes & Rivas, 2011), such as ‘children of immigrants’, who are widely
called the second-generation immigrant children, who were born in a country other than their
parents’ country of origin; ‘1,5-generation’ migrant children are children, who changed the
country of residence at the young age; and the ‘first-generation migrant children’ are those
children who reside in the country other than a country of their origin. The second and third
categories include minors of refugee background, asylum seekers, and unaccompanied
children.

According to the UN ‘Convention Relating to the Status of Refugees’ since 28 July
1951, a ‘refugee’ is a person, who:

[O]wing to well-founded fear of being persecuted for reasons of race, religion,

nationality, membership of a particular social group or political opinion, is outside the

country of his nationality and is unable or, owing to such fear, is unwilling to avail

himself of the protection of that country (Article 1A.2)

Whereas, asylum seekers are people, who have ‘applied for refugee status and is
awaiting a determination of status’ (UNESCO, 2016). The definition of the unaccompanied
minor is provided in 2004, which claims that ‘children under the age of 18 who have been
separated from both parents or legal caregivers and are not being cared for by an adult’
(International Committee of the Red Cross et al., 2004, as cited in the National Academy of

Sciences of the USA).
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To categorize foreign-born children in Poland, Nowicka (2014) pointed to four types
of migrants:

(1) children of diplomats and long-term contract employees, whose stay in Poland is
strictly determined,;

(2) children of economic migrants who choose between a long-term stay in Poland or
further migration, or even when returning home, their stay in Poland is an element of the
individual life strategy of the family;

(3) children of political refugees and persons who attempt to receive the legal status
of a political refugee, whose stay in Poland and life plans for the future are strictly defined by
the decision of Polish authorities. (Nowicka, 2014, p. 220)

This research includes the child participants with the various social, legal and
economic statuses of their families, including the economic migrants, children of diplomats,
political refugees, and asylum seekers. Hence, to unify this homogeneous group, | use the
term ‘migrant children’ to describe the young children, aged 7-13, who migrated abroad
irrespective of the reason and conditions of emigration, and future migration plans. Thought,
to describe the issues which are influenced and connected with the migration reasons,
conditions and residence status, | apply different notions, including children of economic
migrants, children of political refugees, and children of diplomats.

In Poland, there is meagre research on the topic of migrant children, which mostly
referred to the integration issues of children from the particular ethnic groups, e.g.
Vietnamese children (Biatek et al., 2009; Grajper, 2006; Grzymata-Kaztowska, 2014;
Grzymata-Kaztowska & Grzymata-Moszczynska. 2014; Grzymata-Kazlowska & Lodzinski,
2008, Lukaszewicz & J. Grzymata-Moszczynska, 2014); Roma children (Grajper, 2006); and
Chechen children in Poland (Nowicka, 2014). Limited research, however, discloses the

immigration issues among children in contemporary Poland, particularly after the migration
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crisis in Europe (starting in 2015), the war in Ukraine (starting in 2014) or the coup attempt in
Turkey (in 2016), which caused the inflow of migrants to Poland (Statista, 2021), and growth
of family and child migration. It needs to be noted, though, that two studies on this matter
have been in progress. The first is CHILD-UP, and the second is MiCreate. However, limited
data is available on the outcomes of these projects.

Accordingly, it can be argued that migrant children in Poland remain invisible and
unheard (Markowska-Manista, 2016; Wardahl, 2016) in academic research. In particular, the
socialization process and formation of the sense of belonging of migrant children have been
largely omitted for the sake of themes that were more politically charged or policy-relevant
(Pustutka & Trabka 2019). Additionally, scarce research encompasses the role of mezzo level
agents of socialization, which determines the peer socialization process (see Popyk et al.
2019; Popyk 2021a, 2021b).

Therefore, this doctoral study applies qualitative child-centred research methods to
study the transnational transitions (Pustutka & Trabka, 2019) of migrant children in Poland,
which envelop shifts (transitions) from one social, cultural and educational context to another.
By investigating crucial moments, turning points and agents of socialization, one can better
understand the lives of children who are migrants in a relatively homogenous Polish society.
Moreover, using child-centred research anticipates active children’s participation, which
provides them with a right to be listened to and heard, to be the active agents in evaluating
own biographies and experiences (James & Prout, 2015; Sime & Fox, 2015b; Slany &
Strzemecka, 2016; White et al., 2011). The use of child-centred methodology means that
children are perceived in this study as a significant group of citizens, not evaluating them as
future adults. To reiterate, children-participants are those who are already shaping — and not
will possibly shape — the character of a country’s society, culture and economy (Prout &

James, 1997; Suarez-Orozco & Suarez-Orozco, 2001).
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The research project has a unique value due to its position at the crossroads of
migration and childhood studies in the Polish context of in-migration, strengthening the
empirical data and knowledge base of broader migration research in social sciences in Poland
(Andrejuk et al. 2017; Horolets et al. 2019; Januszewska & Markowska-Manista, 2017; Jawor
et al. 2020; White et al. 2018). The implications of these joint theoretical, methodological and
conceptual approaches, translate to new and relevant knowledge-building in the field of
sociology. Firstly, the study presents the characteristics of the transnational transitions of
migrant children in Poland, which remain an under-researched phenomenon. As such, the
research outcomes may be used for writing the curricula and guidelines on educating and
supporting children with migration experience (institutional level of the schooling system,
macro-level). Secondly, it assesses the research impact of the multi-scalar belonging
formation, which has to bear for subsequent paths and trajectories of migrant children as they
become adolescents and adults in Polish society. The acquired data on the process of the
transnational transitions and multi-scalar belonging formation of the migrant children in
Poland verifies how these theories function beyond the context of the Western societies,
demonstrating the socialization processes being affected by mobilities to a homogenous state.
More broadly, the project applies divergent and cutting-edge concepts of belonging, social
anchoring and socialization agents, fitting in with the broader modern scholarship in the field
of migration research. Thirdly, it supports the development of the methodological field by
foregrounding a modern and targeted adaptation of the child-centred approach in the specific
and non-Western case context.

An overview and analysis of these broad themes are presented in the publication-based
thesis, with a set of publications in a form of peer-reviewed articles, which constitute the core
of the thesis. Although not being an ‘easy way out’ as required greater ontological and

epistemological meta-analysis (Niven & Grant, 2012), PhD by publication allows for
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presenting different aspects of the researched issues, while ‘creating a coherent narrative that
links closely to the publications and is easily navigable for the readers, whoever they are and
whatever their purposes’ (Peacock, 2017, p. 128).

An overview

This publication-based thesis is elaborated upon in the Author’s Statement
(Autobiografia). Besides this Introduction and the required five high-impact journal articles
forming the Findings section, this thesis includes also Literature Review, Research
Methodology and Conclusions. All subsequent parts are briefly discussed below in order of
appearance.

The Literature Review section presents the theoretical underpinnings of this work
and consists of three subsections with three conceptual pillars of transnationalism,
socialization, belonging and identity. The first subsection, Transnationalism, Childhood and
Socialization, includes an overview of the relevant scholarship on migrant children's cross-
border experiences drawn from international and Polish studies. Most of the reviewed studies
encompass the issues of foreign-born children in Europe and Northern America, some studies
display the exploration of migrant children in Asian countries. Much of this analysis hinges
on studying Polish migrant children in the European countries, the number of which has
grown since the EU accession and drew the interest of Polish and overseas scholars. Though,
the studies of immigrant children in Poland remain quite scarce.

The second part of the Literature Review, Socialization Process and Agents, provides
the outline of five major socialization agents which shape the transnational transitions
(Pustutka & Trabka, 2019) and the process of formation of the sense of belonging of migrant
children. Finally, the third subsection, Contested Belonging and Identities of Migrant

Children, presents the review of existing literature and research on investigating the process
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of formation of the sense of belonging and identities of children with migration experience in
Europe and beyond.

The Methodology part offers a comprehensive description of the research methods
and tools chosen. It points to the importance of conducting child-centred studies. It also
comments on research ethics, inclusive of Ethical Approval from the respective Committee,
recruitment process, getting the participants’ informed consents/assents, conducting the
research with vulnerable groups, online qualitative research, research in multilingual settings
and using the interpreter’s services. The processes of data analysis and dissemination are also
disclosed. Besides, much attention is paid to the positionality of the researcher, which to great
extent construes the research aim, procedure and outcomes analysis and dissemination. This
part is also based primarily on the international scholarship and guidelines for researching
with migrants and children, because of scant sociological studies with migrant children in
Poland.

The Findings section consists of the four articles that constitute the base for this
thesis. The articles were double-peer reviewed and reveal part of the research findings.

The thesis ends with the Conclusions section, where | present the denouement of this
study and point to the key findings, illustrated in the set of manuscripts. The section also
spells out my research input into the fields of sociology of childhood and migration studies,

with additional recommendations for further research.
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PART I. LITERATURE REVIEW

Transnationalism, Childhood and Socialization

Transnational transitions (Pustutka & Trgbka, 2019) are complex, mobility-affected
processes, during which migrants mediate between the fields of references that are ‘here’,
‘there’ and ‘in-between’. In that sense, they engage with home and destination countries and
cultures, which are interactionally and institutionally represented by multiple agents (Faist,
2009; Popyk et al. 2019).

On its own, ‘transition’ is synonymous with change. As a sociological notion, it means
that an individual experiences the shift of status, for instance from student to worker, from
teenager to adult, from non-parent to parent (Besky and Pensky, 1986; Coleman, 1974). In
educational research, much work has been done on transitions from home to education
(school-entrance; e.g. Hughes, 2011), transitions between types of schools (e.g. from primary
to secondary; e.g. Ferguson & Fraser, 1998) or transitions out-of-schooling (education-to-
work transitions, e.g. Sarnowska et al., 2018). Transitions, especially transnational, are always
accompanied by consequential ‘psychological and social implications for the individual and
the family group’ (Suarez-Orozco & Suarez-Orozco, 2001, p. 20). These complications are
caused not only by the uncertainty of the future, which can bring either gains or losses, or
both but also by the anxiety of not being able to draw on familiar resources and strategies
(ibid), as being physically apart from the usual place, context, people and practices. In the
context of this study, transitions are crisscrossed with multi-scalar belonging (see Amadasi,
2014; Huot et al., 2014), showcasing how migrant children experience the transition to Polish
society. This includes shifts from schools outside of Poland to Polish
private/public/international schools, entering new peer groups, communities and a transition

to becoming a migrant.
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Next to transitions, the notion of transnationalism is important for this study, even
though it has become a contested term because of the lack of definitional clarity (Levitt &
Jaworsky, 2007). Hence, it is crucial to find ways to unpack it in the frames of this research.
Steven Vertovec (1999) used a number of clusters to define the notion of ‘transnationalism’,
namely social morphology, that sees transnationalism ‘as a kind of social formation spanning
borders’ (p. 449); a type of consciousness, meaning ‘dual or multiple identifications ...[of]
individuals’ awareness of decentred attachments, of being simultaneously “’home away from
home”, “here and there” (p. 450); a mode of cultural reproduction, that associates
transnationalism with ‘a fluidity of constructed styles, social institutions and everyday
practices’ (p. 451); and reconstruction of place or locality that describes ‘people’s relations to
space’ and place (p. 456).

Schiller et al. (1995) defined transnational migration as ‘a process by which
immigrants forge and sustain simultaneous multi-stranded social relations that link together
their societies of origin and settlement’ (p. 48), while Morawska (2013) describes
transnationalism as ‘the cross-border spaces of back-and-forth flow of goods, ideas, and
practices which join individuals, groups, and institutions in different nation-states that engage
in these interactions’ (p. 7).

While “transitions’ mean the change/shift from one place, space, context, and
environment to another, ‘transnational’ points to the international, cross-border, or even
global shifts. At the same time, transnational changes span two or multiple spaces and
contexts while being physically distant. Connecting the two ideas, Pustutka and Trabka
(2019) proposed a term of ‘transnational transitions’ that is meant to empirically assess the
biographical shifts of migrant children that are relevant for the three disciplines of youth,
childhood and migration studies. Transnational transitions of children stem from

‘transnational socialization processes’ (Pustutka & Trabka, 2019, p. 12), meaning that the
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practices of child-rearing in migrant families often operate as cultural hybrids (see also
Pustutka, 2014). This comes to view upon a shift or a temporal ‘change in the making’ (Neale
et al., 2017), for instance when primary migrant child’s parents and transnational socialization
agents of left-behind kin members (e.g. grandparents, cousins) are highly important for the
child’s development, yet, at a certain point, their practices, norms and values are incompliant
with the socialization goals of the destination state’s institutions (e.g. schools; see Slusarczyk
& Pustulka, 2016). One key area where tensions happen is that of language (Due et al., 2014;
Moskal & Sime, 2016; Portes & Rivas, 2011; Wardahl, 2016), particularly when a desire to
speak the language of the home country is not concurrent to the curriculum that is non-
conducive to bilingualism (Pustutka & Trabka, 2019). Though, when the young migrants in
the super-diverse societies (Grzymala-Kazlowska & Phillimore, 2019; Vertovec, 2007) speak
various languages, it causes languaging and polylanguaging (Jergensen et al., 2015), which
reinforces not only linguistic, but also sociocultural language features, associated with values,
norms, and meanings. Hence, for migrants, language is not only the mean of communication,
but also a tool for negotiating social-cultural, racial, or national identities and belonging
(Garcia-Sanchez, 2014; Meinhof & Galasinski, 2005; Peers, 2019).

Apart from experiencing language handicaps, the transnational migration — and within
them also the transnational transitions — often conditions migrants to leave the familiar social
fields (Levitt & Glick Shiller, 2004) in a home country and face the new ones in a destination
place. For migrant children, participation in the social fields constitutes the ground for the
new social relationships and exchange of the ideas, practices and resources between the
migrant and non-migrant kin members across the borders (Levitt & Glick Shiller, 2004).

The change of a social field can force migrant children to perform the unfamiliar
social roles and undertake the new ones because they are ‘stripped of familiar social roles’

(Suarez-Orozco et al. 2015, p. 6) in their previous location during the transition process.
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Young migrants are likely to need to navigate on behalf of their parents when adapting to a
new place since they are often portrayed as the ones who create bridges to society quicker
(Popyk, 2021a; Suarez-Orozco et al., 2015). The common role that migrant children are likely
to take is that of cultural mediators (White et al., 2011) and interpreters for their families in
the destination country (Alexander, 2004). The latter is because children are often seen as the
first family members who learn the language, together with new social and cultural norms and
values — through the processes of interaction with peers and teachers at school and beyond
(Sime & Fox, 2015b).

The migrant children’s perceptions of the transnational fields are influenced by
various factors, such as age, gender, agency, social and language skills, migration reasons and
aims, migration experience and plans, cultural and religious similarities/differences, etc.
(Bhabha, 2014; Grzymata-Moszczynska & Trabka, 2014; Ni Laoire et al., 2008; Popyk,
2021a; Portes & Rivas, 2011). These factors can be divided into the attribute and
demographic variables, migration reasons, aims and process, home and host counties’
contexts (Figure 1), as presented in CHILDTRAN project report (Popyk, 2021a). These
factors not only condition the transnational transitions (Pustutka & Trabka, 2019) but also
determine the process of children’s socialization and resocialization. The process of
resocialization points to the way young migrants go through another process of social
adaptation after the first secondary socialization at school, peer groups or neighbourhood took

place in their home countries (or a country of a previous residence).
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Figure 1. Transnational Transitions’ Determinants
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In other words, the key socio-demographic characteristics and migration-related issues
are paramount in examining which kind of transitions migrant children take part in, be it
between cultures, between schools/school-types, or in terms of becoming a teenager (age-
wise; see also Neale et al., 2017). These factors also define whether migrant children are
located in one field (home of destination) or are emplaced between the spaces, both physical
and social (Gardner & Mand, 2012).

This dissertation argues that some transnational transitions are always incomplete or
in-flux in the super-diverse, transnational societies. Migrants are rarely utterly uprooted from
their homes (Grzymata-Kaztowska, 2018), but are rather ‘embedded in multi-layered multi-
sited transnational social fields, encompassing those who move and those who stay behind’
(Levitt & Glick-Schiller, 2004, p. 1003). As migrants continue active lives in their homelands,
although living abroad (Faist, 2000), ‘home’ and ‘away’ can simultaneously become the same
place (Gardner & Mand, 2012, p. 971) and the actual transitional shift might be obscured.
Thus, in the era of globalization and transnationalism, the borders, on the one hand, stretch

family and social ties across other states and continents, while, on the other hand, link
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families with their homelands through the cross-border networks, institutions and
communities (Jawor et al., 2020). Thus, taking into account rich transborder connections and
activities, the movers become transmigrants, defined by Schiller et al. (1995) as ‘immigrants
whose daily lives depend on multiple and constant interconnections across international
borders and whose public identities are configured in relationship to more than one nation-
state’ (p. 48).

Migrant children also maintain the transborder lives not only through embedding
(Ryan, 2018) in a destination country but also through keeping ties with friends, peers or
kinship members in the home country or a place of the previous residency. Those cross-
border ties are greatly affected by the various transnational practices (Levitt & Jaworsky,
2007), such as visits, calls, social media contacts, and remittances, carried by migrant families
(Baldassar et al., 2014; Licoppe, 2004; Madianou, 2016).

Some scholars, however, state that transnational practices are widely spread among
first-generation immigrants and have little value for subsequent generations (Levitt &
Jaworsky, 2015). Thus, migrants who moved relatively recently are more likely to keep string
attachments to their home countries and kinships than those who have already rooted in a new
society (Bryceson & Vuorela, 2002). For the latter group, transnational transitions might
continue to be ongoing, experiencing accelerations, regressions and yo-yo effects in the
adaptations to new societies, cultures, schools or peer groups (Haikkola, 2011; Moskal &
Sime, 2016). Conversely, research indicates that children might also reject their ethnic and
migration background and undergo a stark change when transitioning to a new society
(Falicov, 2005). Besides, multiple studies (Darmody et al., 2016; Slany & Strzemecka, 2016;
White et al., 2011) indicate that children are the active transborder actors and often become
significant transborder channels for their families as being a reason for keeping transnational

intergenerational ties (Slany & Strzemecka, 2016). The cross-border relationships and
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connections help children and their emigrated family members to preserve their home
country’s traditions and culture through contact with kin members. Moreover, transborder
practices of migrant children enrich transnational grandchildhoods (Souralova, 2019).

To evaluate the complex relations between the individual and society (social
integration) Grzymata-Kaztowska (2013) introduced a notion of social anchors. A metaphor
of an anchor is used to describe the footholds that connect migrants to a new society or a
country of origin. Besides, ‘social anchoring relates to the process of adjusting to a new socio-
cultural environment and perceives immigrants as agents who seek security and stability’
(Grzymala-Kazlowska, 2016, p. 1133). Some anchors can be transferred from the home
country (un-anchored from home) while others are created in a destination one. Anchors are
also temporally dynamic — a fact that connects them to transnational fields and practices that
evolve over time. Oftentimes the migrants who have been in the destination country will have
different — typically stronger — social anchors than the new arrivals (Trabka & Pustulka,
2020). When migrants actively participate in home and host countries’ social fields, the so-
called parallel anchors can be set (Grzymata-Kaztowska, 2018).

The number and nature of the social anchors depend on multiple factors. For example,
the common anchors of Polish emigrants in the UK are the following: work, which provides
security and stability; children’s schools and after-school activities, which are the ties to the
local communities and society; neighbourhood, which provides some acquaintances and
support; governmental and non-governmental institutions, to get help and socialize with other
migrants; spiritual - church; leisure activities, that help to make some friends and share the
hobbies; and some material objects, such as photographs or electronic devices, that give a
sense of security (Grzymata-Kaztowska, 2018). To compare, Ukrainian adult immigrants in
Poland present uncertainty and temporariness in their own decisions and choices. Despite the

geographical proximity, cultural and language similarities, circular migrants face the

Page | 25



precarious situation in Poland and a lack of long plans. Those, however, who tend to stay in
Poland set their footholds in various layers. The most common anchor appeared to be work
that gives a sense of security, stability and belonging. The institutional environment in Poland
also gives a foothold to those who met corruption and lack of transparent rule, problems with
educational and medical systems in Ukraine. Another significant anchor is a stable legal
status. Ukrainian migrants in Poland use to set parallel anchors, as they keep strong family
and community ties across the border and greatly contribute to the social and civic inclusion
into the Polish society (Grzymala-Kazlowska & Brzozowska, 2017).

The concept of social anchoring, however, has mainly been applied to study the
conditions of grounded lives (Bygnes & Erdal, 2017) of adult migrants. Though taking into
account the complexity and divergence of migrant children’s transnational lives (Devine,
2009; Due et al., 2014; Haikkola, 2011; Moskal & Sime, 2016), it can be applied to the
minors as well. The social anchors of migrant children range from places, objects, multiple
socialization agents to certain symbols and regulations, which ensures the foothold, ad, thus,
shape children’s socialization process in a destination country (Moskal & Sime, 2016; Popyk,
2021b; Pustutka et al., 2016; Sime & Fox, 2015a; Slany & Pustutka, 2016; Souralova, 2019;
Werdahl, 2016; Wodak, 2011). The below Figure 2 illustrates the common social anchors of
children growing up in transnational social fields (Levitt & Glick Shiller, 2004), which are

divided into four groups: formal, symbolic, emotional and social.
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Figure 2. Social Anchors of Migrant Children
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Source: Own elaboration based on the concept of ‘social anchoring’ by Grzymata-Kaztowska (2015).

Socialization Process and Agents
The socialization process of children has itself been a contested term, which has largely

changed along with the development of childhood studies and reconsidering the role of
children in society (Corsaro & Fingerson, 2006; Qvortrup et al., 2009; Youniss, 1980).
Socialization was primarily viewed as a synonym to the process of passive acculturation,
which implied that
[...] children acquire the culture of the human groupings in which they find themselves.
Children are not to be viewed as individuals fully equipped to participate in a complex
adult world, but as beings who have the potential slowly brought into contact with human
beings. (Ritchie & Kollar,1964, p. 117 as cited in James et al. 1998, p. 24)
Moving from the deterministic dominant framework (Lee, 2001), which perceived
children as ‘inadequate, incomplete and dependent’ (Qvortrup et al., 2009, p. 37), Prout and

James (1990) introduced a paradigm shift by presenting the constructivist model of
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socialization. According to the new paradigm (Prout & James, 1997), the concept of
children’s socialization should perceive children not as ‘a defective form of adult, social only
in their future potential” but as a ‘wider process through which the individual voices and
presence of children are now being recognized and accounted for’ (James et al., 1998, p. 6).
To compare, Gerald Handel (1988) in his book ‘Childhood Socialization” wrote that
socialization is a process ‘by which a new-born organism is transformed into a social person,

a person capable of interacting with others’ (p. xi). Besides, the author pointed that:

[...] socialization is a process that is carried out by persons or organizations that may
have official designations of agents of socialization or may be allowed to function as such
an agent. They are agents in double sense of that term: (1) They act upon the child; and

(2) they act on behalf of the larger society. (p.xi)

Handel (1988) defined three primary socialization agents (parents, school and peer
groups), which are somewhat different in their nature, but ‘overlap in their efforts and impact’
(p. xi) in shaping the socialization process of children.

In the case of migrant children, the socialization process and the process of
transnational transitions (Pustutka & Trabka, 2019) is determined by multi-sited agents
situated in different contexts: home, destination and cross-border. A broader scope of three

levels (micro, mezzo and macro) socialization agents from home and destination countries

was offered by Popyk et al. (2019) (see Figure 3).
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Figure 3. Spaces and Agents of Socialization “Here” and “There”
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The fundamental micro-level includes socialization agents such as immediate family
members. Family, namely parents and siblings, has a significant role in the sociocultural
development of the child. It ensures primary socialization through teaching primary social
relationships and skills (Handel, 2006). Moreover, migrant families greatly affect
transnational transitions (Pustutka & Trabka, 2019) of migrant children (Slany et al., 2016;
Slusarczyk et al., 2018) through introducing a child to a host society with its norms and
patterns (Nowicka, 2014). Additionally, parents transfer the primary abilities and cognitive
skills required for sociocultural adaptation (Zuccotti, 2015). The other micro-level
socialization agents are siblings, the role of whom is under-researched in migration studies
more broadly. Though the existing literature points to the importance of brothers and sisters,
particularly in educational needs when parents are not able to support their children’s school
transition (Moguérou & Santelli, 2015) due to the lack of time or skills (Sudrez-Orozco &
Suarez-Orozco, 2001). What’s more, siblings play a great role in entering a new school

environment in the destination country as embodying familiarity, and, thus, a sense of security
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and control (Margetts, 2005), where migrant children experience the transition from familiar
to unfamiliar people, place, curricular, norms and values.

Popyk et al. (2019) also pointed to the significance of the meso level socialization
agents, settled within the extended family members, friends, peer groups and networks. The
role of peers in the socialization process of migrant children varies across ages. While
younger children still need much support and care from their parents and relatives,
adolescents benefit most from their peers and seek their support and recognition (Vandell,
2000). Some studies (Obradovic et al., 2013; Vandell, 2000) suggest that peers back migrant
children and adolescents’ motivation to attend school, supporting the developmental
formation of personality through group socialization. Besides, the studies show that the young
migrants with stronger friendship ties have better mental health and lower depression levels
(Obradovic et al., 2013). Participation in peer groups is important for sharing and learning
language, culture, norms and traditions. Peer cultures provide the young migrants with
positive emotions and feelings of security in times of transnational transitions (Pustutka &
Trabka, 2019), which contributes to the formation of social identity and a sense of belonging
(Corsaro & Eder, 1990).

Bryceson and Vuorela (2002) proposed two terms, frontiering and relativizing, which
can be used to understand the channels of socialization in transnational families. The first one
refers to the process of creating new connections and fields, while the second one means
establishing and maintaining the existing ties across the transnational social spaces.
Relativizing also defines the variety of ways migrant children cultivate relationships with
their kins. Migrants consciously or unconsciously decide the extent of their transnational
socialization in the host society through contacting fellow immigrants and hosts, or

compatriots abroad. They also find various mechanisms of frontiering and relativizing.
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Another concept of establishing social contacts was developed by Putnam (2000), who
underlined that the social interactions are mostly based on establishing contacts with either
own ethnic and national community or among the members of other ethnic groups, and, as a
result, enriching bonding and bridging social capitals (Putnam, 2000).

The socialization process of migrant children is based on various socialization
strategies, namely spiritual, interests-based and prospect-based (Popyk, 2021b), applied to the
new and old contacts among own ethnic groups and across different ethnic communities, as

illustrated in Figure 4.

Figure 4. Peer Socialization Strategies of Migrant Children
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Source: Own elaboration based on Popyk, 2021b; Putnam, 2000 and Bryceson and Vuorela, 2002

In case of inability to maintain the bonding social capital with the members of the
ethnic community, nor bridging social capital with the natives, migrants tend to seek social
ties with the alike individuals or groups e.g. those of sharing similar experiences, emotional
needs, hobbies or plans (ibid).

The immediate source of the whole family’s inclusion in a new country spans
immigrant children’s schools and school activities (Slusarczyk & Pustutka, 2016). After-

school and leisure activities, participation in the neighbourhood and local communities also
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become spaces to establish the networks and uphold the transition and socialization process
(Darmody et al., 2016; Portes & Rivas, 2011; Sime & Fox, 2015b; Strzemecka, 2015).

Notwithstanding, the most common meso level agent, revealed in the contemporary
migration and childhood studies is school (Amadasi, 2014; Iglicka, 2017; Kosciotek, 2020;
Pustutka et al., 2016; Reynolds, 2007; Ryan & Sales, 2013; Silbereisen & Titzmann, 2007,
Strzemecka, 2015). That’s because school is the first institution children need to face during
transnational transitions (Pustutka & Trabka, 2019) and is the ‘first complex and unknown
labyrinth’ (Nowicka, 2014) that children need to come through. Moreover, school is where
migrant children ‘come into systemic contact with the new culture’ (Suarez-Orozco & Sudrez-
Orozco, 2001, p. 3). Thus, secondary socialization takes place at schools, where children
spend most of their time outside the home, and learn social roles and norms, and carve the
path of future well-being and functioning in that society (Nowicka, 2014; Slany & Pustulka,
2016).

For migrant children school can become a place of inclusion and facilitated
transitions, as well as a place of marginalization. Carola Suédrez-Orozco and Marcelo Suarez-
Orozco (2001) pointed that contemporary schools struggle to support migrant children
because of overwhelmed teachers, overcrowded and hyper-segregated classes, limited and
outdated resources, and other ‘decaying infrastructures’ (p. 2). Moreover, the authors indicate
that migrant children come to a new country full of positive attitude and enthusiasm, which
becomes a valuable resource and has to be cultivated, but are exposed to ‘negative social
mirroring’ (p. 2), and can be ‘’locked-out” of opportunities for better tomorrow’ (p.3).
Besides, vivid discrimination (personal, cultural, religious, etc.) at school negatively affects
children’s well-being and prologues the adjustment process (Vandell, 2000). The latter has
also been demonstrated in the Polish context in terms of schools being ill-prepared and prone

to discriminatory practices (Grzymata-Moszczynska et al., 2015; Kosciotek, 2020).
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To ensure facilitated adaptation, some migrant parents assign children to private or
international schools, with greater multicultural and multi-ethnic composition. Though, no
matter what type of school, private or public, parents choose, each child faces hardships in
foreign language learning (Czerniejewska, 2014), which can be emotionally and
psychologically overwhelming. Thus, to be able to communicate the native language, and
share similar experiences and values, migrant children often end up in peer groups based on
ethnic homophily (Titzmann, 2014). While such groups might be sites of comfort and
belonging, they can also lead to exclusion from native and other peer groups, effectively
diminishing the motivation to learn the new culture, language and — by extension — to do well
in school and participate in the destination society. Ethnic groups are largely based on
speaking the same language, which helps to maintain language socialization and is a part of
the peer socialization process (Kyratzis & Goodwin, 2017). Hence, language to a large extent
shapes children’s socialization process, as it is an essential tool, which authorises migrants
and non-migrants to be included in/excluded from certain spaces and places (Moskal & Sime,
2016; Wodak, 2011), particularly the ones that ensure peer contacts.

Language issues, together with cultural differences, have been also out of the most
common issues brought up in the Polish discourse on educating migrant children. The low
level of Polish language skills of migrant children qualified them as “disadvantaged” for the
national schools because language incompetence causes hardships for teachers to educate and
communicate with foreign pupils (Grzymata-Moszczynska & Trabka, 2014; Iglicka, 2017;
Nowicka, 2014). Besides, language is seen as an obstacle in solving the cultural, education or
pedagogical problems with children (Bteszynska, 2010), who tend to cause ‘specific
problems’ (Nowicka & Pote¢, 2005, p. 31). Moreover, language differences s one of the most
common problems that enables contact with migrant children’s parents, who are, on one side,

feel excluded from school life, while, on the other, prefer to remain “invisible to avoid being
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judged and pointed out for their insufficient foreign language skills (Deslandes et al., 2012;
Garcia-Sanchez & Nazimova, 2017; Wardahl, 2016).

Among other challenges brought by the growing number of foreign children in Polish
schools, noted by the educators and pedagogues, was the insufficient methodological and
technical support for intercultural education and pedagogy (lglicka, 2017; Kusio, 2013;
Szelewa, 2010; Torovska, 2016). Despite increased financial support of the Polish
Government on educating return and foreign-born children, in 2020, the principles of 24
Polish schools disregarded the legal procedure concerning migrant children on the following
Issues:

(1) Did not follow the procedure on admitting migrant children to schools;

(2) Did not follow the rules on organizing additional Polish language and remedial classes
in other subjects;

(3) Did not provide foreign children with psychological and pedagogical support
appropriate to their needs;

(4) Did not follow the procedures for adjusting the conditions and/or forms of taking
external examinations to the needs of migrant pupils;

(5) Did not support teachers’ professional development aimed to improve skills of
working with students coming from abroad;

(6) Did not provide necessary integration of migrant children (based on the report of
Supreme Audit Office, 2020).

It is worth saying, however, that along with the growth of multicultural classes in
Poland, teachers started to note the positive aspects of the presence of migrant children in
their schools. The outcomes of recent research, MiCreate, (Bulandra et al. 2019) which was
held at some Polish schools, demonstrated that multiculturalism can be perceived as an asset

for Polish teachers and pupils. ‘Mutual merging’ (p.18) of the cultures supports native
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children’s openness to the new cultural knowledge and traditions. Besides, migrant children
often are described by the teachers as hard-working and enthusiastic. This inspires the natives
to be more motivated to perform better at school. Similarly, through getting into the cultural
conflicts, both native and migrant children learn to solve those problems and seek
negotiations (Bulandra et al. 2019).

The MiCreate research illustrated the shift of ethnocentric Polish schools towards
culturally diverse and tolerant teachers, which also projects to the slight changes in
immigration perspectives in Polish society (Okolski & Wach, 2020). Yet, still, those research
projects rather investigate the Polish schools’ and communities perspectives than concentrate
on migrant children, their migration experiences and socialization process.

Consequently, an overview of the existing research in the Polish scholarship
(Bteszynska, 2010; Bulandra et al. 2019; Glowacka-Grajper, 2006; Nowicka & Pote¢, 2005)
proves that most of the efforts are invested into investigating the matters of the macro-
national perspective, where ‘[migrant] children and youngsters are seen as objects of the
systemic action carried out by schools as institutions responsible for nationally-conceived
socialization’ (Popyk et al., 2019). At the same time, peer socialization has been greatly
overlooked in the academic, political, economic and media discourse in Poland (see Popyk &
Buler, 2018) despite being a popular topic of the migration scholarship abroad (Darmody &
Smyth, 2017; Deslandes et al., 2012; Devine, 2009; Silbereisen & Titzmann, 2007,
Strzemecka, 2015).

Apart from the primary socialization agents, Gerald Handel (1988) pointed to two
agents, media and religion, which have a decisive impact on the transnational transitions
(Pustutka & Trabka, 2019). Along with the development of the ICTs (information and
communication technologies), media became a tool that facilitates the migration decision,

process and coping with challenges during the transnational transitions (Grabowska et al.,
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2017; Pustutka et al., 2018). Devices and social media take up a vital part of migrants’ lives
(Dekker & Engbersen, 2012), and have become not only the communication channel but also
mightily ‘transform the nature of [migrants’] networks and thereby facilitate migration’
(Dekker & Engbersen, 2012, p. 2). Besides, social media usage involves migrants in virtual
communities and have a great impact on the socialization process. Young migrants, as well as
adults, frequently use devices for many purposes: search the information, contact peers,
friends and relatives or inform others about their lives. Thus, through the media practices,
migrants seek support and enrich their social capital (Dekker & Engbersen, 2012). In the era
of digitalization, migrants are likely to create virtual transnational communities (Komito,
2011). This, on the one hand, can smooth the emigration experiences, while on the other, tend
to slow down the process of integration in a host country. This happens when the virtual
communication with migrants, residing in different countries, encourage ‘continual movement
of migrants from one society to another’ (Komito, 2011, p. 1075; King & Wood, 2001). As a
consequence, migrants are likely to perceive the country of present residency as a transition
state (Nikolova & Graham, 2014).

Another impact of the perpetual use of social media and participation in virtual
communities is shaping migrant children’s sense of belonging and identities (Pustutka, 2015;
Slany & Strzemecka, 2016). The children’s identities, on one side, are negotiated through the
relationships with the family members, peers or other significant kinship members on
distance. Whereas, on the other, through the non-verbal virtual communication and use of
social media to build the social and digital identity (Warburton & Hatzipanagos, 2012).

Media, however, as a socialization agent, not only facilitates the transnational
transitions (Pustutka & Trabka, 2019) but is also likely to become a barrier, as the
information, presented in various types of media, shapes the migration process through

building opinions, stereotypes and attitudes towards migrants (Perez-Felkner, 2013). Tahseen
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Shams (2020) demonstrated that the migration experiences depend on the attitude towards the
immigrants not only in the destination country but also by the stereotypes created elsewhere,
particularly if the third country has the power to control the world’s media. The author used
an example of the September 11, 2001 attack on the World Trade Centre in New York, the
USA, to showcase how the elsewhere conflict involving Muslim people, and following media
discussion, caused the growing negative attitude towards Muslims all over the world for
decades.

Similarly, Jawor et al. (2020) pointed that xenophobic treatment towards the
Ukrainian migrants in Poland after 2014 had been largely based on the image of Ukrainians
and Ukraine in media, associated primarily with the poor economy, politics, and bribes.
Moreover, the discussions about the Ukrainian-Polish historical events and disputes have been
amplified through the media in Poland, which, as a consequence, escalates the xenophobia
towards the Ukrainian migrants in Poland. Hence, the recent growth of the immigrant and
refugee movement in Europe and Poland induced an increase in racial and xenophobic
phenomena not only among adults but also students (Gawron, 2016) and schoolchildren
(Popyk, 2021c).

The role of media and digital devices among schoolchildren grew along with the
COVID-19 pandemic spread. School closure and distance learning required the rapid increase
of ICTs use among children. Besides, because of the following mobility restrictions, digital
devices and the Internet also became the primary tools for learning (Borkowski et al., 2021;
Markowska-Manista & Zakrzewska-Olgdzka, 2020) and maintaining social life (Winther et
al., 2020). Though, for migrant families, distance learning turned into a source for growing
social and educational inequalities (Abuhammad, 2020; Doyle, 2020; Engzell et al., 2021;
Gornik et al., 2020), as well as the growth of cyberbullying (Jain et al., 2020) and social

exclusion (Popyk, 2021b). Finally, social media and ICTs have been the main tool for
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transborder communication and care due to the immobility regime (Brandhorst et al., 2020;
Merla et al., 2020), which led to loosening transnational intergenerational communication and
relationships (Popyk & Pustutka, 2021).

As a result, the COVID pandemic, and following distance learning and mobility
restrictions, altered additional factors which shape transnational transitions of migrant
children in the uncertain and liquid times (Bauman, 2000).

The final socialization agent mentioned by Handel (1988), is religion. Migrant
children tend to utilize religion not only as a part of their culture but also as a ‘path toward
greater social integration” (Levitt & Jaworsky, 2007, p.141). Arriving in a new country,
immigrants are likely to turn to their religious communities in search of support and building
networks (Suarez-Orozco et al. 2015). Religion does not only link home and host countries
(Martes & Rodriguez, 2002) but also emplace migrants in the global religious movements and
unites them with the other followers of the same religion around the world (Marquardt, 2005).
Thus, religious networks and organizations become essential for children’s religious
socialization (Sherkat, 2003) and building social capitals (Bourdieu, 1986; Putnam, 2000).

Besides, the migrant children’s inherit religion (Levitt & Jaworsky, 2007), religious
orientations and practices determine not only the religious socialization but also gender and
cultural identities (Castells, 2010; Nelsen & Rizvi, 1984; Ramji, 2007). Consequently,
religion and religiosity affect peer socialization and relationships. Moreover, religion shapes
children’s educational attainment (Alrashidi & Alanezi, 2020; Sherkat, 2003) as it determines
the child-adult (e.g. student-teacher) relationships.

Nevertheless, when home and destination countries greatly differ in terms of region
and culture, it may lead to the values’ discrepancy and antagonistic groups of ‘us’ and ‘them’
(Wodak, 2011). Different religion causes a feeling of otherness (Castells, 2010) in a new

society (Werdahl, 2016). This, as a consequence, may impede the transnational transitions of
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migrant children because religion regulates the everyday practices, food or clothes choice, etc.

(see also Popyk, 2021c).

Contested Belonging and Identities of Migrant Children

Various socialization agents not only shape the transnational transitions (Pustutka & Trabka,
2019) of migrant children but also affect the formation of identity and sense of belonging
(Aitchison et al., 2008; Cuervo & Wyn, 2017; Gilmartin, 2008; Jones & Krzyzanowski, 2011;
Ni Laoire et al., 2008; Pawlak & Gozdziak, 2019). The process of the belonging formation is
complex and contested (Davis et al., 2018) because of its fluid nature (Jones &
Krzyzanowski, 2011), which illustrates that it is an individual and durable process. Moreover,
the building of an individual’s footholds does not ‘proceed in a clear, linear way ... [but
rather with] messy, complex and often contradictory attachments’ (Jones & Krzyzanowski,
2011, p. 47) reminiscent of a nonreplicable rhizome (Gabi, 2013, p. 89).

As belonging is quite a contested term, which is ‘symbiotically connected’ to the
notion of ‘identity’ (Anthias, 2008, p. 7), it is often undertheorized and underinterpreted
(Mahar et al., 2013). Floya Anthias (2008) pointed to the differences between searching the
answers to the questions of ‘Who Am 1?7’ (pointing to one’s identity) and ‘Where do I belong
to?’ (defining sense of belonging). The author endeavoured to define a sense of belonging as

follows:

Belonging is about both formal and informal experiences of belonging. Belonging is not
just about membership, rights and duties, as in the case of citizenship, or just about forms
of identification with groups or others, but it is also about the social places constructed by
such identifications and memberships and the ways in which social place has resonances
on stability of the self, on feelings of being part of a larger whole and the emotional and

social bonds that are related to such places. (p.8)
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Similarly, Marek Pawlak and Elzbieta Gozdziak (2019) presented an analytical
concept of belonging while studying the social class and gendered identities of Polish
migrants in Norway. The authors stated that belonging does not mean the sense of attachment
to somewhere or someone but ‘includes a meaningful relation, which gives a sense of a
security, familiarity, and the feeling of being in the right place’ (p. 78). Hence, the belonging
formation can be viewed as a process based on building links and associations with certain
groups of people, objects, or places, substantial for satisfying one’s physiological,
psychological, emotional and social needs, through practices, routines and habits. The sense
of regularity and familiarity of the young migrants is disrupted along with a discontinuous
nature of the settings and environment when a child is uprooted from the usual spaces and is
emplaced into the new obscure ones as a result of transnational transitions (Pustutka &
Trabka, 2019; Suarez-Orozco & Suarez-Orozco, 2001).

While doing the migration research, the scholars often focus on the economic, political
or human rights aspects of the migration process, and leave the issues of belonging and
identity as peripheral facets. Though, belonging is one of the essential needs, apart from the
physiological and safety ones, of people (Maslow, 1970), which is particularly meaningful in
the context of transnational migration (Amadasi, 2014; Pustutka et al., 2016; Ralph &
Staeheli, 2011). That’s because the attachment ties tend to span (or even break) across the
borders and lead to the development of translocational (Anthias, 2007), and even
multilocational (Ghorashi, 2003) belongings because people can identify with multiple
groups, nations, and cultures, and establish ties with different places and communities (Davis
et al., 2018). Those attachment ties, however, can have different meanings and strengths,
varying from the weak to strong connections (Jones and Krzyzanowski, 2011). Though, both

of them are important in building one’s sense of belonging.
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Although a sense of belonging is mostly developed by the mechanism of the
cumulation of positive experiences (Jones & Krzyzanowski, 2011), it is not always possible.
In such a complex process, formal and informal barriers to inclusion, or so-called
‘thresholds’, are likely to cause exclusion (ibid) and lead to discrimination (Wodak, 2011).
Among the common thresholds are the barriers to acquiring residence status or citizenship
and being discriminated against because of coming from a specific background (e.g. country,
culture or religion) (ibid). In addition, migrants are likely to face language, cultural or racial
barriers (Ni Laoire et al., 2016) in constructing anchors in a new society/culture. The
infexclusion is also driven by the identity markers constructed in the society, the major of
which are language, race, religion, clothing and social class (Hout et al., 2014). Figure 5,
adopted from the concepts of Jones & Krzyzanowski, 2011 and Grzymata-Kaztowska (2015),
illustrates the weak and strong ties (anchors), distracted by various thresholds, link the
personal sense of belonging to the collective identities of the majority group in a destination

country.

Figure 5. Weak and Strong Attachments to the Collective Identity

COLLECTIVE IDENTITY

---------------------------------------------- THRESHOLDS

BELONGING

Source: Own elaboration based on the concept of weak and strong ties and thresholds (Jones & Krzyzanowski, 2011)
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Apart from the external markers, the fundamental issue in children’s belonging
formation is familiarity which ensures a feeling of safety and ontological security (Giddens,
1991), as well as reinforces children’s social development (James & Prout, 2015; Youniss,
1980). This sense of security depends on the migrant’s needs and contexts, and can vary from
the stability of a residence status (Jones & Krzyzanowski, 2011), family’s economic stability
(Sime, 2018) to ensuring peer acceptance and social inclusion (Holland, 2009; Tereshchenko
& Aratjo, 2011).

Understanding the complexity of the phenomenon of belonging requires looking at the
relational term of ‘identity’. The individual and collective identities (Bokszanski, 2005)
formation is primarily based on the associations with certain people, objects and places,
which ensure a feeling of attachment (belonging). Searching for the answer to the question of
‘Who am 1?” is an integrated part of the social development of the individuals. Though,
identity issues become particularly accentuated in the context of migration experiences and
transnational transitions (Pustutka & Trabka, 2019), due to the clash of the identity reference
points, such as nation, culture, society, geography, or even climate (Kempf & Hermann,
2014).

In case of the significant discrepancy between home and destination country contexts,
and the following non-straightforward transitions can lead to the appearance of the mix
(Rodriguez-Garcia, 2015), dual (Perez-Felkner, 2013) and liquid (Juszczyk-Rygatto, 2016)
children’s identities. The uncertainty of being here and/or there caused by the transborder
lives of migrant children (as illustrated by Slany and Strzemecka (2016) on the basis of
studying Polish children in Norway), resulted in developing bivalent and ambivalent national
identities. What’s more, multiple migration experiences in childhood are likely to cause the
appearance of chameleon identity (Choudhry, 2010), accompanied by hardships in ‘keeping

constant and integrate identity’ (Trabka, 2014, p. 100).
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The national identity anticipates the territorial identity (Madsen & van Naerssen,
2003) and sense of place attachment (Fog Olwig & Gullev, 2003), which are also
‘fundamental anchors of belonging’ (Castells, 2010, p. xxii). Migrants’ participation in
various local networks, such as non-government institutions, shops, religious institutions is
important in everyday life as they may provide the necessary information about housing,
employment and other needs (Grzymata-Kaztowska, 2018, Bryceson & Vuorela, 2002).
Moreover, within time, place dependence and discovering lead to the formation of place
identity (Trabka, 2019) and tightening the territorial bonds. For migrant children, the place
identity and attachment are fundamental in ensuring the feeling of place familiarity and
feeling safe, which reinforces the children’s agency in negotiating own independence and
autonomy in place discovering and spending time outside alone or with peers (Haikkola,
2011).

On that account, place attachment defines migrants’ feeling of place-belongingness, in
the meaning of being ‘at home’. It indicates that ‘home’ stands for migrants’ feeling
comfortable, secure and attached to a certain place over time. A young migrant may belong to
multiple physical and social places, such as household, peer groups, school, community, city
and nation in the host country, home country and cross-border communities (Antonsich, 2010;
Pawlak & Gozdziak, 2019). This multi-level attachment acknowledges that migrants’
belonging is a multi-scalar (Hout et al., 2014) and multi-sited concept. Antonsich (2010) also
stated that the sense of place-belongingness is framed by five factors: auto-biographical,
relational, cultural, economic, and legal. The auto-biographical factor relates to the children’s
experiences, background, relationships and memories. The relational factors, which refers to
the social ties which children establish in a new society, demonstrate the level of inclusion or
exclusion from a certain social group. Among the cultural factors, the ones that have a

prominent and direct influence on the sense of feeling ‘at home’, is language and familiar
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cultural norms. Economic factors indicate that migrants seek to provide ‘a safe and stable
material condition for the individual and her/his family’ (Antonsich, 2010, p. 10). While the
legal factors concern the legal stay and resident permits of the migrants in a host country. In
the case of migrant children, the last two factors are rather the matters of their
parents/families. Besides, when migrant children are integrated by parents and diasporic
communities and maintain strong roots in a country of origin, they never become fully
integrated with a society of a destination country, thus, the home country remains their ‘true
place of belonging’ (Fog Olwig, 2003, p. 219). On the contrary, when children are fully
integrated and socialized in their place of residence, they are likely to experience a shift of
national belonging.

The socio-spatial inclusions/exclusions refer to the other analytical dimension of
belonging, the politics of belonging (Antonsich, 2010; Huot et al., 2014; Yuval-Davis, 2006).
It indicates that a sense of belonging is formed through the relations with others and the level
of participation in society. Moreover, it is influenced by individual and collective practices
and one’s inclusion or exclusion from a place (Jones & Krzyzanowski, 2011).

An important thing in social inclusion is exercising own agency and active
participation in own transnational transitions (Pustutka & Trabka, 2019). The issue of
children’s agency in the migration studies, however, has been commonly underestimated, as
children are often perceived as a passive and vulnerable group (see also Lahdesmaéki et al.,
2016; Thompson et al., 2019; White et al., 2011). Some scholars (Clark, 2017; A. James,
2007; Mayall, 2000; Prout & James, 1997; Qvortrup et al., 2009), however, proved that
children are the competent social actors and actively create the social world (Punch, 2000).
Children can take an active part in the migration decision-making (White et al., 2011),
negotiate spatial autonomy (Fog Olwig & Gullev, 2003; Punch, 2000) and actively maintain

family and peer relationships (Huijsmans, 2011; Ni Laoire et al., 2008; Sime & Fox, 2015b;
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Thompson et al., 2019). Consequently, migrant children have a significant impact on the
processes of socialization. Moreover, children do not exercise the inherited sense of belonging
and identity, but rather actively construe and negotiate their formation.

To sum up, the transnational transitions (Pustutka & Trabka, 2019) and the formation
of a sense of belonging of migrant children are complex and burdensome processes that are
shaped by multiple socialization agents (Popyk et al., 2019) and various socio-spatial
inclusion/exclusion factors (Antonsich, 2010; Popyk, 2021a). The cross-border transitions of
migrant children are constructed not only by the macro level factors, including politics,
policy, or economy (Castells et al., 2009; De Haas, 2011; Gilmartin, 2008; Grabowska, 2014),
grounded in the home or destination countries, but also by multiple meso level aspects, such
as the role of community, neighbourhood or peers (Darmody & Smyth, 2017; Deslandes et
al., 2012; Popyk, 2021b; Ryan, 2011; Silbereisen & Titzmann, 2007; Strzemecka, 2015;
Werdahl, 2016), and multiple micro level elements, e.g. (Bryceson, 2019; Sime, 2018; Slany
et al., 2016; Sullivan, 2007). Besides, the nature of children’s transitions from one setting to
other conditions the formation of a sense of belonging and identity (Amadasi, 2014; Anthias,
2008; Gilmartin, 2008; Huot et al., 2014; Ni Laoire et al., 2008; Pawlak & Gozdziak, 2020;
Sime & Fox, 2015; Slany & Strzemecka, 2016; White et al., 2011; Wodak, 2011).

Conclusively, Introduction and the Literature Review part provided an overview of
major themes in migration and childhood, which cover the issues of children’s migration,
transnational childhood, transnational transitions and formation of a sense of belonging. This
chapters present the overseas studies on transnational childhood, as well as those concerning
Polish migrant children abroad and left behind by the migrant parents. It also points to the
significance of studying migrant children’s lives in a homogeneous society and diminishing
the vulnerability through providing children with a chance to give voices and be heard as the

active agents of socialization.
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PART Il. RESEARCH METHODOLOGY

At the heart of interviewing research
is an interest in other individuals’
stories because they are of worth.

(Seidman, 2006, p. 9)

In this part, I describe the process which led and organized researching the lives of young
migrants in Poland, with a focus on the children’s transnational transitions (Pustutka &
Trabka, 2019) and the process of formation of a sense of belonging affected by the migration
experience. Similarly to the entangled biographies of migrant children, this study faced
multiple impediments, both individual and force majeure (like the COVID-19 pandemic),
which ultimately shaped the study’s methodology.

This research project started with my personal interest in migrant children’s lives,
which is described in the prologue, and was followed by an endeavour to seek the answers on
the characteristics and paths of the children’s migration experience and the process of
belonging formation through conducting sociological research. Before preparing this study, |
took maximum rationale into account in order to compare the potential benefits and
significance of the research process and findings with the possible intrusion of the
participants’ and inclusion costs (Iphofen and Tolich, 2018).

The study of transnational transitions (Pustutka & Trabka, 2019), the socialization
process and the process of belonging formation of migrant children were based on the
qualitative research paradigm. The project resulted in 49 interviews in total: 20 interviews
with children, 19 interviews with their parents (because two of the young respondents were
siblings), and 10 interviews with the teachers. 47 out of 49 interviews were conducted online
due to the restrictions on doing the research involving people included in the University

SWPS Rector's Ordinance of March 18th 2020 No. 19/2020. This decree suspended face-to-
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face research with direct participation of people, advising for adopting and devising specific
solutions related to the prevention of COVID-19.

As the whole process of the scientific research involving humans, particularly
vulnerable groups, anticipates the careful ethical considerations, | begin the first chapter,
Research Design, of this part with the section of Qualitative Research Ethics and Ethical
Considerations in Qualitative Research Involving Children. The following section,
Multiplex Methodology, consists of four subsections. The first one. Qualitative Research
Paradigm, presents the advantages, hindrances and disadvantages of the qualitative research
methods choice. The second subsection, Interview Interviewing in Migration Studies, encloses
the benefits and costs of using interviews as a research tool in cross-cultural research.
Besides, this section also presents the conditions of conducting cross-cultural interviews with
children (Qualitative Research with Migrant Children) and the specificity of the research
conducted online (Online Qualitative Research with Children).

The third section of this part, Planning and Designing Qualitative Interviewing,
encloses the overview of Sampling and Recruitment Strategies and Qualitative Data Analysis
methods, techniques and tools.

The chapter ends with pointing and featuring no less important concerns in cross-
cultural research project (Cross-Cultural Research Considerations), namely the use of
language and transactions during the study and analysis (Language and Translation Issues in
Cross-Cultural Research), and the researcher' positionality (Researchers Positionality in
Child-Centred Cross-Cultural Research).

Chapter 2, Research Process, describes the preparation of the research (Qualitative
Research Paradigm and Context), including the stage of planning the research (Planning
CHILDTRAN Research Project) and completing the interview guide, (Interview Guide

Preparation and COVID-19 Pandemic Modification). Besides, this section also includes a
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description of the recruitment process (Recruitment Procedure). The following two sections
characterize the participants of the research (Participants’ Characteristics) and the process
of conducting interviews with all three groups of respondents (Children, Parents and
Teachers). The following part describes the process and ethical issues of conducting
interviews and Data Analysis approaches methods and techniques; and Ethical
Considerations in the CHILDTRAN Project.

Chapter 2, ends with two sections, which reveal the Ethical Considerations in
Practice and Cross-Cultural Research Consideration. The last includes the language and

positionality issues in CHILDTRAN project.
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CHAPTER I. RESEARCH DESIGN
Quialitative Research Ethics

Each research, which involves human beings, is required to account for ethical considerations.
Reflections on ethics should be present at every stage of the study, from planning the research
and choosing research methods, to disseminating the outcomes or introducing the implications
(Iphofen and Tolich, 2018; Morrow & Richards, 1996; Punch, 2002; Seidman, 2006).
Moreover, it is considered by the United Nations that every research should be conducted
with the respect (United Nations, 1990) to ‘the person, knowledge, democratic values, quality
of the research and academic freedom’. Additionally, each participant must be treated “fairly,
sensitively, with dignity [...] free from prejudice regardless age, gender, sexuality, race,
ethnicity, class, nationality, cultural identity, partnership status, faith, disability, political
belief or any other significant differences’ (BERA, 2018, p. 6). Hence, each research should
be value-free (Iphofen and Tolich, 2018). Moreover, the study must be conducted by a person,
who possesses the necessary knowledge and skills for it and acts in the interest of the
discipline (Polish Sociological Association, 2012).

The research with vulnerable groups, such as children, migrants, refugees, etc.,
requires special sensitivity and preparation (Christensen & Prout, 2002; Morrow & Richards,
1996; Seidman, 2006). The ethics of the study with children and adults should anticipate a
number of aspects. Morrow (2009) and Punch (2002) delineated the following issues of the
research with migrant children and adults:

1. Methods’ choice

2. Seeking the research ethics approval

3. Following participants rights

4. Participants’ consent/assent

5. Use of the third parties (e.g. translators).

6. Compensation or rewards
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7. Data storage and analysis
8. Reciprocity.

It is also worth adding to the list the ethical considerations of the researcher’s
positionality, subjectivity (Seidman, 2006), at every stage of the scientific study.

The following sections disclose the ethical and methodological issues of this research
(presented in Figure 6), including ethical considerations of the research with migrant children,
which constitute the ground for planning research with vulnerable groups; the research
methods and tools choice; child-centred approach scrutiny; considerations of the study

conducted online and cross-cultural research considerations.

Figure 6. CHILDTRAN Project’s Research Methodology

Individual
in-depth
interviews

Child-
centered

Online
research

Qualitative
approach

Source: Own elaboration

Ethical Considerations in Qualitative Research Involving Children
Migrant children are a group of particularly vulnerable respondents (Due et al., 2014; Fargas-

Malet et al., 2010; Graham et al., 2015; Macdonald, 2013; Thomas & O’Kane, 1998). Hence,
the researchers should show special sensitivity while preparing, conducting and analysing the
research. To prepare for the study, one may rely on the practices and the guidelines for

researching humans prepared by the United Nations (UN), British Sociological Association
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(BSA), British Educational Research Association (BERA), University College London
(UCL), Social Research Association (SRA), UNICEF Office of Research, National Children’s
Bureau Research Centre (NCBRC), or Polish Sociological Association (PSA). These
guidelines provide the researchers with the obligatory steps that should be taken before
planning and conducting the study involving human participants. Most of the guidelines,
approved by the ethics committees and sociological associations, are based on the set of moral
principles and rules for researching with human subjects, which are aimed to help researchers,
especially those early-career ones, to prepare and conduct the inquiry efficiently and
respectfully. Besides, the other purpose is to make researchers being aware of the potential
harm and risk during and after the study (Iphofen & Tolich, 2018; Morrow & Richards,

1996). This is particularly relevant to the children’s participation, which is strictly delineated
by the National Children’s Bureau and University College London. It stresses that children
may participate in research exclusively in case of a direct benefit and well-being.
Additionally, if their participation is required to be fundamental in answering the research
questions. The researcher should prepare the relevant techniques and tools, gain parents’
consent and child’s assent, and provide physical, emotional and psychological safety (Shaw et
al., 2011).

The research preparation guidelines (e.g. Graham et al., 2015; Morrow, 2009) provide
advice on the choice of the method, preparation for the research, inducing interview/
observation guide preparation, setting time and space conditions, acquiring informed
consent/assent, ethical issues of holding research with children and possible ways of
alleviating harm, researchers positionality and study reciprocity, as well as data storage and
analysis.

First of all, before arranging a study, which involves people not only as passive

objects but also as active subjects, the planned research should be approved by the relevant
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ethics committee. The application should comprise the information about the content, aim,
time, date, methods, potential risks and harms, way of storing the documentation and the
results, as well as the dissemination of the outcomes (Social Research Association, 2002,
Seidman 2006).

Another important issue of researching with schoolchildren is setting time and place.
School is often chosen as a neutral, but familiar territory. Though researchers may face
hindrance in researching school because of lack of support from educational institutions,
timetable collision, lack of a spare room for the researcher, difficulties in accessing parents
for acquiring the informed consent, or lowered confidentiality (Due et al., 2014; Fargas-Malet
etal., 2010; Greene & Hogan, 2011), Besides, the research cannot be held at school during its
closure, e.g. holidays, or lockdown, like it, happened during the COVID-19 pandemic spread.

An alternative common place for conducting the qualitative study with children is the
respondents’ homes, where children feel the most comfort by receiving guests, not being a
guest (Fargas-Malet et al., 2010; Slany & Strzemecka, 2016). Research at children’s homes,

however, might be more required for the researchers because

[Flamilies’ homes are heterogeneous spaces and that gaining access to, and researching
with, children in their homes may mean that researchers have to constantly negotiate their
ethical stance, particularly in relation to gatekeeping, gaining children’s informed
consent, paying children for their participation and ensuring their confidentiality.
(Bushin, 2007, p. 248)

Hence, the researcher should make a decision on temporal and special issues of
research taking into account both, the participants and researchers’, respect and comfort
(Iphofen & Tolich, 2018; Jawor et al. 2020).

The following significant aspect is getting voluntary informed consent, which is an

obligatory condition before starting the study. The consent should be written in a clear,

unambiguous and comprehensible way, additionally, translated if needed and explained
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orally. Moreover, each participant should provide it freely without any duress. One of the
parts of the consent should include information about the participant’s rights, by mentioning
which, the researcher can “minimalize the risks” (Seidman, 2006) of vulnerability and assure
the participant by informing about the right to stop the interview or withdraw for no reason at
any moment without any consequences (Morrow, 2009). The participants should be also
informed of the right of reviewing and withholding the interview materials (Seidman, 2006).
The refusal to participate, however, ‘cannot be prejudicial to the participant [especially] if the
researcher is researching in the classroom, students (and their parents)’ (Seidman, 2006, p. 65;
see also Graham et al., 2015; Lisek-Michalska, 2012; Shaw et al., 2011).

It is worth mentioning, that the consent form must be signed by both the respondents
and the researcher, provide a copy for each party (Seidman, 2006). The respondents should
have a glance at the signed document, which includes the contact details of the researcher
(British Educational Research Association [BERA], 2018; Lisek-Michalska, 2012). If the
research procedure includes children’s participation, the written approval is given by their
parents or official guardians. Children could provide an assent, which must be presented using
adjusted language (Seidman, 2006), in an oral form. It is advisable, though, to have a
recording of the child’s assent to participate (Fargas-Malet et al., 2010).

On that account, British Educational Research Association states that:

In the case of participants whose capacity, age or other vulnerable circumstance may limit

the extent to which they can be expected to understand or agree voluntarily to participate,

researchers should fully explore ways in which they can be supported to participate with

assent in the research (British Educational Research Association [BERA], 2018, p. 15).

Another point, which should be both stated in the consent form and followed
throughout the study, is participants’ right to privacy (Seidman, 2006) in the meaning of

‘take[ing] all reasonable precautions to avoid identification’ (British Educational Research

Page | 53



Association [BERA], 2018, p. 23). All the data from research should be kept out of access by
unauthorized people. The researcher should explain the way of storing and using the results,
as well as provide the list of people who may have access to the data before the participants
sign their consent. Each research should protect the interest of the participants. In case of
feeling a lack of anonymity, the interview may be stopped or postponed (see Shaw et al.,
2011).

Anonymity and confidentiality can be assured through various techniques, including
the use of pseudonyms (Macdonald, 2013), secure data storage (including the participants
right to access the personal data concerning him/her (General Data Protection Regulation
2016: 12) and social responsibility during the dissemination of the outcomes (Macdonald,
2013). The EU Regulation on the Personal Data Protection No 2016/679 informs that
‘personal data should be processed in a manner that ensures appropriate security and
confidentiality of the personal data, including for preventing unauthorized access to or use of
personal data and the equipment used for the processing’ (p. 8).

Additionally, it is important to inform the respondents about the possible feeling of
discomfort during or after an interview (Graham et al., 2015; Shaw et al., 2011). An
emotional discomfort ‘[depends] on the potential sensitivity of the topic of study’ (Seidman,
2006, p. 64) and needs to be present the procedure, which the researcher is going to use to
avoid, minimalize or eliminate the stress of the participants.

The research which involves humans should also be enclosed possible reciprocal
effects of the participation in the project. The participants should also be informed about
possible remuneration (Shaw et al., 2011). Though, financial compensation and paying
directly the participants can lead to an ethical dilemma. Thus, if there is any compensation
type for the interviewees, it should be stated in the informed consent (Seidman, 2006).

However, if the research does not assume any monetary payments, the researcher can stress
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the possible benefits for the respondents as ‘just being listened to” (Seidman, 2006, p. 69) can
become valuable.
If the research involves children, their participation should be rewarded. It is stated in

the Ethical Research Involving Children (2013) guidance that:

Research participants should be appropriately reimbursed for any expenses, compensated

for effort, time or lost income, and acknowledged for their contribution. Payment should

be avoided if it potentially pressures, coerces, bribes, persuades, controls, or causes

economic or social disadvantage (Graham et al. 2013: 87).

Wendler et al. (2002 in Morrow, 2009, p. 10) distinguished four types of rewards:
reimbursement, compensation, appreciation, and incentive. As the reward type is likely to
affect the participant’s consent and modify the collected data (Morrow, 2009), the researchers
should carefully choose the most suitable and cost-effective type taking into account the
cultural and societal context. That’s why, researching vulnerable groups, first of all, the
researcher should maintain proper cultural competence, and should be acquainted not only
with the participants’ histories but also with the ‘relevant laws and policies; values, norms,
customs, and traditions of participants and their communities; and the socio-political climate
as viewed from participants’ perspectives’ (Fassinger & Morrow, 2013, p. 71).

To sum up, research with migrant children has a particularly demanding process,
which requires taking into account multiple ethical issues of migrant families, young children,
cultural differences, societal norms and values, and the research context and researcher’s
professional personality.

Multiplex Methodology

Qualitative Research Paradigm

A significant part of the ethical considerations is a choice of methods. The appropriate

methods help to gain the necessary results and avoid causing harm to the respondents,
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especially if the participants are from sensitive or vulnerable groups (Graham et al., 2015;
Lisek-Michalska, 2012). The research methodology distinguishes two major types of
methods: qualitative and quantitative. While quantitative research helps to ‘generate
“shallow” but broad data’, qualitative helps to acquire “narrow” but reach data seen as “thick
descriptions™’ of social phenomena and individual lives from a subjective perspective of the
research participant (Braun & Clarke, 2013, p. 4).

As the aim of this research was to acquire a deep understanding of the paths and
characteristics of migrant children’s socialization and transnational transitions (Pustutka &
Trabka, 2019), I applied a qualitative method. In qualitative research, the participants share
valuable information, which cannot be accessed by using quantitative methods. Moreover, it
provides an ‘access to people’s subjective world and meanings, and to groups marginalized
(e.g. by their gender, sexuality, race/ethnicity/culture)’ (Braun & Clarke, 2013, p. 8).

Mathew Miles and Michaele Huberman (1994) pointed to the several strengths of

qualitative research, noting that, in general, all data are qualitative at some point (p. 9):

1. Qualitative research focuses on naturally occurring, ordinary events in natural
settings;

2. s based on a local groundedness, meaning that the object of research is a certain
phenomenon embedded in a particular context;

3. Qualitative research is featured by richness and holism of the data;

4. The data is collected over a sustained period, which describes a process, not a
single event;

5. The qualitative methodology provides the inherent flexibility of the research
techniques and tools

6. Italso studies and emphasises the meanings people set for places, events,

processes, structures and individuals (p. 10).
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7. The qualitative study, however, has its conceivable disadvantages, as it is not
deprived of subjectivity and can be treated as representative data (Kvale, 1994).
Moreover, qualitative analysis although provides the researchers with greater
freedom, tend to be more demanding in terms of processing the data collection and

analysis, because they ‘vary from one branch of qualitative research to another’

(Marvasti, 2004, p. 10).

It should be noted, though, that qualitative research does not only refer to the research
techniques choice, but also research ethics, data analysis techniques, which define a wider
qualitative framework or paradigm generating the qualitative thinking (Braun & Clarke,
2013). When these research elements intertwine with the ethical and methodological issues of
conducting a scientific study with vulnerable groups, like migrants and children, conducted in
a specific context (such as COVID-19 pandemic and following lockdown and distance
learning), it incorporates a multi-level research structure and creates a multiplex
methodology.

In a broader sense, qualitative research is used as an ‘umbrella’ term (Saldana, 2011)
for a variety of research approaches, genres and techniques, which depend on the research
questions and purposes, as well and the research context. Among the most common genres are
ethnography, grounded theory, phenomenology, case study, context analysis, mix-methods,
narrative inquiry, etc. (ibid).

For this study, I have chosen the narrative inquiry as a research genre to be able to
listen to migrant children’s and their parent’s life stories, affected by the migration
experience. Narrative inquiry ‘recrafts the often scattered, improvisational ways we tend to
share our accounts into well-plotted artistic forms that utilize conventions of fictional
literature to present not just a more ordered rendering of life but aesthetically rich one’

(Saldana, 2011, p. 12).
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To ensure ‘well-plotted artistic’ (ibid) stories, semi-structured interview technique can
be used because it helps to create a space where ‘[...] the interviewee is asked to tell a story,
produce a narrative of some sort regarding all or part of their own life-experience’ (Wengraf,
2001, p. 5). This technique allows the researcher, to collect the necessary data, and, at the
same time, gives freedom to the interviewees to share their stories and experiences. Irving
Seidman (2006) mentioned that telling stories is ‘a meaning-making experience [which] gives
access to the most complicated social and educational issues because social and educational
Issues are abstractions based on the concrete experience of people’ (p. 7). Thus, an
interviewee is perceived to be an expert of own life, who has the right to express oneself and
the interviewer must treat the respondents’ responses as ‘skilfully structured stories’
(Silverman, 2017, p. 102). Moreover, the biographic-narrative interviews can provide the
participants with the right to be heard and share their position in the story (Wengraf, 2001),
which supports the approach based on respecting human rights while participating in research
(Liebel, 2017).

To sum up, qualitative research is a fitting framework for gathering and analysing
qualitative data with a respect to multiple genres, approaches and techniques. A consequential
and accurate methodology planning help me to build the research design and not ‘get lost’ in

the methodology (Lather, 2007).

Qualitative Interviewing in Migration Studies

Growing migration trends in Europe for the last three decades (OECD, 2016), caused that
Europe faced the fastest growing migration flow (I0M, 2020). The increase of people
crossing the borders also led to the growth of interest in migration research (Yalaz & Zapata-
Barrero, 2018). Apart from the quantitative research tracking migration flows, plenty of
qualitative studies have been ‘devoted to migration-related issues in Europe’ (Zapata-Barrero

& Yalaz, 2018, p. 2).
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Ricard Zapata-Barrero and Evren Yalaz, who were the editors of the book ‘Qualitative
Research in Europe Migration Studies’, published in 2018, underlined the importance of

qualitative migration research. They argue that it is worth considering its potential because:

[It supports] producing rich, in-depth, and nuanced analysis; allowing for conceptual
refinements with higher validity; redefining the existing categories and generating new
hypotheses and even theoretical paradigms; exploring complex, conjunctural, multi-

faceted dimensions of the migration dynamics; and last but not least, being better tuned

for understanding the voices of social actors and immigrant groups, especially the ones

who lack means of participation and representation in mainstream society and politics. (p.

2-3)

A similar standpoint was expressed by Mack et al. (2005), who mentioned that
qualitative research is an effective way of getting ‘culturally specific and contextually rich
data’ (p. vi). Consequently, qualitative research techniques became an excellent tool for
studying the complex phenomenon of migration. It draws the attention of scholars, who study
migration through a transnational lens (Castells et al., 2009; de Haas et al., 2020; Faist, 2000;
Levitt & Jaworsky, 2007; Vertovec, 2007) and at the local level (e.g. Moskal & Sime, 2016;
Pustulka et al., 2016; Ryan & Sales, 2013; Wardahl, 2016).

Qualitative inquiry on different levels and from different perspectives vary across
Europe in migration studies, as well as the other fields, to a large extent depending on a
research context (Braun & Clarke, 2013; King, 2018). The researches from different countries
tend to study migration either from the perspective of immigration (Koscioétek, 2020; Moskal
& Sime, 2016; Ryan, 2018; Werdahl, 2016) or emigration (Radziwinowiczéwna et al., 2020;
Sadownik & Mikiewicz, 2016; Slany et al., 2016; Slany & Strzemecka, 2016).

The qualitative studies, however, have not been distributed equally between different

parts of Europe (Yalaz & Zapata-Barrero, 2018). The most qualitative research papers

(published in English) have been produced in the UK and Ireland, while the least — in Central
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and Eastern Europe (CEU) (ibid). This can be explained by giving a few reasons. First, CEU
countries have a relatively short emigration and immigration history. Second, much of the
qualitative papers are published in other than English languages (e.g. Jancewicz &
Solomonska, 2020; Pustutka et al., 2018; Slany 2008). Third, the migration studies used to
have less funding in CEU countries, than in the Western ones (Alderson, 2013).

Apart from the national, territorial or cultural contexts, Yalaz and Zapata-Barrero
(2018) analysed the migration research articles according to the research techniques.
Although qualitative study anticipates various techniques, the interview has been the most
popular research technique in the migration research in Europe presented in articles of the
leading migration studies journals! (ibid). Qualitative interviewing has also been among the
most common research techniques with migrant women and children (Darmody et al., 2014;
Karpinska & Dykstra, 2018; Pustulka et al., 2016; Sime, 2018; Slusarczyk etal., 2018;
Souralova, 2019). Besides, Feduyk and Zentai (2018) mentioned that interviewing has also
been the most common technique to reach migrants and refugees. These groups require
specific recruitment strategies and study planning in terms of time and space, as low-skilled
migrants usually are deprived of free time due to their labour conditions. Besides, interviews

help

[...] not only to access migrant populations (mostly women) working in the shadows of

private homes and closed care-institutions, but also, importantly, helps to untangle the

! The authors analysed the articles in multiple journals, including Journal of Ethnic and Migration
Studies, Ethnic and Racial Studies, Migration Studies, Comparative Migration Studies, Journal of
Migration History, International Migration, International Migration Review, Global Networks,

Identities, and Ethnicities.
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meaning and practice [..] that characterizes this job sector, one that is usually hidden from

the public gaze’ (ibid, p. 176).

Nonetheless, migrant women and children are still being underrepresented in the
migration studies, as several research papers on these issues accounted for 11 % and 13% of

the articles correspondingly (YYalaz and Zapata-Barrero, 2018).

Quialitative Research with Migrant Children

The research involving children reflects the way the researcher(s) perceive children and
childhood (Punch, 2002). For a long time, sociological research tended to normatively
concentrate on adults, seeing them as the ‘true’ members of society. With new voices, this
view has been contested as taking away the agency and subjectivity of children, whose social
lives were only observed through the prism of adults talking ‘about them’ rather than ‘with
them’ (Alderson, 2013; Prout & James, 1997). Children, similarly to women, have long been
unseeing and underrepresented in scientific studies (see also Abbott et al., 2005; Pustutka,
2014; Slany et al., 2011)

Nonetheless, every child, similarly to an adult, has a right to be heard and is adept to
do if the right method for the research is chosen. Children’s active involvement not only
reverses the paradigm of childhood but also shows respect for children’s rights, power and
agency (Liebel, 2017; Mayne et al., 2018; Smith, 2007). Alderson (2016) noted that ‘by
respecting children, childhood research may be more unbiased and inclusive than adult-
centric research’ (p. 200).

Modern sociologists have been recently drawing attention to the participatory or
child-centred methods in the research with children, as they allow to view young respondents
as active agents of their own life and experience. The participatory methods and research

strategies that are fair and ‘respectful of children’s views and opinions’ (Morrow and
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Richards 1996: 91) seem to be less harmful and more child-friendly (Clark, 2010; Fargas-
Malet et al., 2010; Morrow, 2009; Moskal & Sime, 2016).

The child-centred approach, however, made a further shift from the protective (i.e.
carefully talking to children) to participatory (i.e. make children co-creators of research, do
research ‘with them’) approaches. This framework increasingly guides the leading research
methods in the sociology of childhood (Liebel & Markowska-Manista, 2021; Punch, 2002).

As the name suggests, child-centred projects position children at the core of the
research, respecting their voices and opinions. Young children’s involvement in research
provides them with active participation, granting them the right to be heard and understood
appropriately (A. James, 2007; Mayne et al., 2018; Prout & James, 1997; Qvortrup et al.,
2009; Smith, 2007).

Gill Valentine (1997) pointed to the necessity of inclusion of children’s voices in the
research:

[B]y breaking away from thinking of children as incompetent, pre-social, less
knowledgeable, less able and so on geography can begin to move on from adding

children to the margins of the discipline towards recognizing younger people as
participants/contributors in the everyday world and to highlight their part in all our
geographies (p. 83).

Besides, Mayall (2000) noted that children’s participation enriches the research with

unique knowledge and help to comprehend the children’s world:

[Clhildren provide us with a unique, specific set of ‘takes’ on the social order, which both
help us to understand how it works, and provided pointers towards ways of improving
childhoods (p. 256).

Priscilla Alderson (2013, 2016) - after decades of studying children’s lives - pointed to

the necessity not only to include children in the studies but also to develop the philosophy and
research methodology of the studies with children, as the contemporary scholarship
demonstrates the undervalued role of children in the societies and research. Hence, she

pointed to the ways critical realism can help to resolve the ontological, epistemological and
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methodological contradictions in social research involving children. Firstly, the author
suggested that childhood research could benefit and adopt more from feminist research, as
both fields have alike history and methodology. Secondly, the research with a ‘focus on
children’ should rather promote children’s social inclusion than separation from the
mainstream in society.

Another approach of conducting research focusing on children called the ‘mosaic
approach’ was presented by Clark and Moss (2001; Clark, 2017). The authors also point to
the importance of involving children as the active agents to the study through implementing
the child-centred approach. In their book, Listening to Young Children: The Mosaic
Approach (2001), they present a complex methodology of combining several methods and
tools for conducting research with children, such as observation, interviewing, photo-
elicitation, children’s photographs, map making, drawings, and diaries. Besides, it allows
conducting cross-cultural research comprising a broad variety of the tools adjusted to the
specific group of the participants, considering their literacy skills, age and emotional state
during the process of social adjustment (see also Merriman & Guerin, 2006).

This approach also creates an opportunity for multiple modules: research with parents,
educators, individual or group interaction with children. Though, it is primarily aimed to
include the children’s perception of their own lives, interests, and concerns into the study
conducted with children and their families. Thus, children are seen as the agents and actors,
instead of the passive objects (A. James, 2007; Macdonald, 2013; Smith, 2007). This
approach also helps to listen actively to children as the experts, who reveal valuable
information about themselves and focus on children’s experience and feelings rather than
knowledge (Jorgenson & Sullivan, 2009; Thompson et al., 2019; White et al., 2011).

Apart from an observation and adult-centric interviews, as the traditional research

techniques in the study involving children, which perceive a child rather as a subject of the
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study, the new paradigm in childhood studies have actively used active children’s
participation by applying the following techniques: interview, visual tools (drawings,
mapping, photographing) (Clark, 2017; Jorgenson & Sullivan, 2009; Punch, 2002; Thomas &
O’Kane, 1998). An interview, as the most common one, provides children with a space for
sharing the information about their migration and sociocultural adjustment experiences
(Hyvonen et al., 2014; Morrow & Richards, 1996) by taking a role of partners, participants,
designers and creators rather than recipients of the adults’ opinion and position (Clark 2005).
To conclude, a growing awareness of children’s rights and agency (Liebel, 2017;
Zanatta, 2019) and changing paradigm of childhood studies (Alderson, 2016; Clark, 2017,
Mayne et al., 2018; Prout & James, 1997; Smith, 2007), reciprocally reinforce the role of
children in contemporary societies. It is particularly requirable in super-diverse societies

(Vertovec, 2007) and growing transnationalism (Faist, 2000; Levitt & Jaworsky, 2007).

Online Qualitative Research with Children

Participatory research techniques vary depending on the research group or research setting
(e.g. time and space). Though, the research with the vulnerable groups become even more
complex and challenging when both, the researcher and participants, are in an accustomed
situation caused by force majeure. The COVID-19 pandemic and following schools’ closure
can be considered as such.

Distance learning has become a challenge for children, parents, teachers, and
researchers (Bol, 2020; Brossard et al., 2020; Di Pietro et al., 2020; Merla et al., 2020). In
Poland, distance learning lasted from 12" March 2020 till the end of May 2021. As a
consequence, families and schools employed different strategies for continuing the learning
process (Gornik et al., 2020; Markowska-Manista & Zakrzewska-Olgdzka, 2020). While at
the same time missing the key role of school — proving space for social development

(Borkowski et al., 2021; Chaturvedi et al., 2021; Popyk, 2021a).
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The COVID-19 pandemic and introduced social distancing have also affected the
researcher studies, precluding direct contact with the participants or experiencing a substantial
decline of time, which has been devoted to own families (Myers et al., 2020). Pandemic has
particularly affected the early-career researchers, who faced difficulties in keeping in contact
with the supervisors, research institutions, ethics committees, and the participants (Liberati et
al., 2020).

Consequently, some of the research was postponed (e.g. research with children in the
CHILD-UP project), while others were forced to change the methodology and approaches.
Thus, the growth of online research during the pandemic can be observed (e.g. research
projects in the Youth Research Centre, SWPS University).

The research conducted online brings challenges because little information on the
online research procedure is designated within a particular discipline. That’s why the
researchers from various fields re-conceptualize the approaches (Hooley et al. 2012). Besides,
online qualitative research has its specificity in terms of methods choice, recruitment process,
conducting the study, and ethical considerations (Salmons, 2014).

The ethical consideration of online study challenges the ways and techniques of
approaching the participants, providing the informed consent/assent and the interviewing
itself. Thus, some researchers deliberately choose to use video or web conferencing for online
interviewing to be able to see the respondents’ non-verbal signs, such as facial expressions
and emotions. This facilitates the process of gaining informed consent/assent (James &
Busher, 2016; Salmons, 2014). Additionally, while having video interviewing, the research is
likely to have a greater chance to prevent or alleviate possible discomfort of the respondents
than during the audio interviews, as a researcher has greater chances to recognize the
participant’s emotions and emotional state while seeing the facial expressions (and body

language).
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James and Busher (2016) mentioned that level of establishing contact with the
participants online depend on their age, and, thus, digital skills level. It was noted that
younger people and children are more accessible than the older generation because they are
more familiar with various information and communication technologies.

Online interviewing is advantageous due to being time-saving and flexible, providing
more comfort to the respondents of staying at a familiar place, or being physically distant. On
the contrary, access problems, failing technology, time lags in online conversation and
distracted participants (ibid) are noted among its weaknesses.

While digital technology provides a variety of supportive qualitative techniques
(Salmons, 2014), e.g. drawing or photo-elicitation, the researchers might treat it as a quandary
as taking into account different access to ICTs and digital skills.

Among the other ethical challenges of the Internet, research is sensitive to context
(Eynon et al., 2009) while researching at a distance. This includes the disadvantages of being
physically away, which causes the different perceptions of online interviewing being a public
or private discussion. Besides, being physically apart, researchers are much more likely to
face difficulties of getting the signed informed consent returned to them (ibid).

The last, but not least issue of online interviewing is anonymity and data protection. A
traditional tool for voice(video) recording and saving during face-to-face interviews is a
Dictaphone. Though, while doing an online interview, it can be recorded directly in the
programming (e.g. Skype, Google Hangouts, Zoom Application, etc.) (Weller, 2015). On the
one hand, these applications and programmes provide free and easy access tools, while on the
other, expose to the possible data violence when data is saved online or in the Internet
Clouds/Drives.

To conclude, the increase of technology usage and digital skills, on the one hand,

facilitate the designing, conducting research; analysing data and disseminating the outcomes.

Page | 66



Whereas on the one, became a challenge to recruit the participants, establish contact with the

respondents, and data saving (James & Busher, 2016; Salmons, 2014).

Planning and Designing Qualitative Interviewing

Sampling and Recruitment

Unlike a quantitative study, qualitative research is not limited or defined in terms of the
sampling size or nature (Patton, 2002), because the information power (Malterud et al., 2016)
indicates that ‘the more information the sample holds, relevant for the actual study, the lower
amount of participants is needed’ (ibid, p. 1753). The actual sample size depends on the type
of study, research aims and questions, theoretical and methodological paradigms. The most
common size varied between 15 and 30 individual interviews (Braun & Clarke, 2013). An
important concept of the amount of data is saturation (Bowen, 2008), which indicate the point
when new data does not generate new knowledge.

Another issue of research sampling is strategies. There two main types of selecting
participants are random and purposeful. The first is more commonly chosen for quantitative
research, while the second one is for qualitative study (Braun & Clarke, 2013). Purposeful
sampling has different approaches, such as convenience sampling, snowballing or friendship
pyramiding, stratification or criterion sampling (Braun & Clarke, 2013; Patton, 2002). The
first, convenience sampling, is the most common in qualitative studies because it is timely and
convenient. The other one describes the process of accessing the contact to the following
participants through acquaintances or other participants. Stratification, however, points to
endeavouring to include opposite or different cases in terms of the variables. While, the last,
criterion sampling, is based on selecting participants which fulfil certain criteria (Patton,

2002).
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Sampling strategies are tightly connected to the relational issues between researchers
and participants. Seidman (2006) mentioned that early-career researchers often find the
research process unachievable if they get insufficient support from their supervisors or
institutions. As a consequence, they are likely to choose the “easy way” in respondents’
recruitment while reaching acquaintances, which is easier than convincing a stranger to spend
a few hours sharing their own experiences or thoughts. Thus, Seidman pointed to the
advantages and disadvantages of recruiting familiar people. For example, while interviewing
supervised people (e.g. a former school principal interviews teachers, etc.), a researcher
should ensure non-hierarchical relations both during recruiting and during interviews.
Otherwise, in that case, a researcher has to find other respondents (other schools) of similar
problems and characteristics. Similarly, in the case of interviewing friends or acquaintances,
research is likely to face ethical issues in recruiting and talking to them, as friends tend to
assume they understand each other, know the contest or problem. This is likely to lead to the
lack of clarity of the responses.

As a result, the recruitment process for a qualitative study requires significant support

and knowledge to provide a sustainable and ethically correct study, which will be rich in data.

Quialitative Data Analysis

Quialitative data analysis has multiple structures, as it includes various approaches, techniques
and tools for analysing data. First of all, there is a need to prepare the data for the later
analysis. Hence, once it is collected, video and audio materials require transcription (voice-to-
text). It is an important part of the analysis (Braun & Clarke, 2006; Clarke & Braun, 2016),
which facilitate the following stages of analysing the collected data. In order to prepare an
accurate transcription, the verbal utterance (such as um, uh, yeah, etc.) and other linguistic
faults should be removed. Another key issue is the anonymisation of the interviews as a part

of transcription (ibid).
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When the transcription is ready, further steps of creating codebooks and coding the
data take place (Braun & Clarke, 2013; Miles & Huberman, 1994). Miles and Huberman
(1994) defined codes as ‘tags or labels for assigning units of meaning to the descriptive or
inferential information compiled during a study’ (p. 56). Those labels can be different sources
and be either concept-driven or data-driven (Gibbs, 2018). Braun and Clarke (2013)
differentiated two types of coding: selective and complete. The first one is used for identifying
and searching for desirable codes. This at a point reduces the data to the necessary
information. The complete coding is based on a comprehensive analysis of the whole dataset.
Comparatively, Miles and Huberman (1994) distinguished three types of codes: descriptive,
interpretative and pattern (p. 57). The first one requires little interpretation and just sorting
the data into certain categories. Interpretative codes require greater attention and analysis of
rich and broad information. The pattern codes refer to categorizing and grouping the data of
the same theme or pattern.

The data analysis process depends on the approach researchers choose. Miles and
Huberman (1994) distinguished three approaches to qualitative data analysis: interpretivism,
social anthropology, and collaborative social research. The first one points to the importance
of interpreting the text (e.g. an interview transcript) which vary depending on the paradigm,
e.g. phenomenology or social interactionism. As such, phenomenologists are likely to
interpret the text through ‘’deep understanding”, an empathy or indwelling with the subject’
((Miles & Huberman, 1994, p. 8). While for social interactionists, the interpretation happens
through analysing a group of actions and interactions.

The second approach, social anthropology, is a common type in ethnographic studies,
where the researcher needs to observe and describe the researched phenomenon, with a little
pressure on the research instruments (audio, video, etc.). Besides, social anthropology is also

common in cross-cultural studies, based on researching socialization, parenting or kinship,
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during which researchers apply their conceptual framework to a study through testing it in the
field.

The last approach, defined by Miles and Huberman (1994), is collaborative social
research. It stresses the use of ‘action-related constructs, seen in a melioristic frame, and
intellectual ‘“emancipation” through unpacking taken-for-granted views and detecting
invisible but oppressive structure’ (p. 9).

To compare, Braun and Clarke (2013) distinguished three main analytic methods:
interpretative phenomenological analysis (IPA), thematic analysis (TA) and grounded theory
(GT). Besides, the authors identify the other three approaches, which can require expert skills
and knowledge. They are discursive psychology, conversation analysis, and narrative
analysis.

The authors stated, that thematic analysis is the most flexible and convenient method,
which can be applied in various social sciences. TA is based on ‘identifying, analysing, and
reporting patterns within data’ (Braun & Clarke, 2006, p. 6). This approach provides early-
career researchers with the basic assumption on analysis technique while leaving room for
individual modifications. The changes can be introduced as the approach is used in various
fields and research topics, as well as the length and richness of the data.

Besides, data analysis might be conducted according to other analysis models and
phases of research. As such, Miles and Huberman (1994) presented the following components
of the data analysis model: data reduction, data displays, and conclusion
drawing/verification.

The first stage, data reduction, takes place throughout the whole study, starting from
the preparation of the conceptual and methodological frameworks, lasting during collecting
data, and ending afterwards when researchers analyse and disseminate the outcomes. It is

based on a ‘process selecting, focusing, simplifying, and transforming the data’ (ibid, p. 10).
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The second flow of analysis is data display, which means ‘an organized, compressed
assembly of information that permits conclusion drawing and action’ (ibid, p.11). This stage
takes place during and after the data collection phases, and indicate the process of looking and
observing certain displays (either object, people or phenomenon) and analysing on that basis,
or, it is not sufficient for a study, seeking other displays.

The third stream is the conclusion drawing and verification, which is based on the
conclusive patterns, explanations or typisation of the findings. Besides, it includes data
verification if needed.

The data coding and analysis might be generated by using paper and pen or data
analysis programming, e.g. MaxQDA. The programmes can be used for a variety of activities,
including, coding, data linking, memoing, content analysis, theory building, graphic making,
or report writing (Weitzman, 2000). Besides, programme analysis supports researchers with
time-saving and consistency of the research work (ibid).

Conclusively, to be able to provide a compressive analysis of the collected data, one

should decide on the approach, techniques and tools for analysis.

Cross-Cultural Research Considerations

Apart from the above-mentioned ethical issues in researching children, the study with migrant
minors also requires some cross-cultural considerations, which to a certain extent shape the
process of gathering and analysing data. The first issue concerns the language use, a role of an
interpreter and translations both during interviewing and transcript translations (Fersch, 2013;
Filep, 2009; Halai, 2015; Inhetveen, 2012; Temple & Edwards, 2002; Van Nes et al., 2010).
The second matter concerns positionality of the researcher, which largely determines the
whole process of the qualitative study in a cross-cultural setting (Anthias, 2008; Carling et al.,
2014; Gaywood et al., 2020; M. Nowicka & Ryan, 2015; Pustulka et al., 2019). Each of these

issues is developed below.

Page | 71



Language and Translation Issues in Cross-Cultural Research

Doing qualitative cross-cultural research, one usually faces cultural and language issues, as
the empirical material of narrative interviewing is ‘verbal data’ (Inhetveen, 2012, p. 29),
while language is a tool through which ‘the subjects of inquiry in the social sciences can talk
and think’ (Seidman 2006, p. 8).

| agree with Bertaux, that ‘if giving a chance to talk freely, people appear to know a
lot about what is going on’ (Bertaux 1981: 39 in Seidman 2006: 8). Minding the fact that both
migrant children, and parents, are likely to have low foreign language knowledge (Garcia-
Sanchez & Nazimova, 2017; Portes & Rivas, 2011; Titzmann & Silbereisen, 2009), it is
highly important to provide them with a chance to express themselves and ‘symbolize their
experience’ (Seidman 2006: 8) through a native language. Besides, looking for the ‘correct
words’ and speaking the foreign language could distract the participants from narrating their

own stories. Seidman (2006) noted that:

The issue of finding the right word in English or any other language to represent the full

sense of the word the participants spoke in their native language is demanding and

requires a great deal of care (p. 104).

Language is not only a key to acquiring information but also important in
understanding the cultural and societal contexts of both home and destination countries. Filep
(2009) pointed to the significance of the researcher to be familiar with the cross-cultural
researched contexts and mentioned that a ‘broad cultural and societal knowledge is required
to understand and to later communicate the complex picture of culturally diverse localities
and societies’ (p. 59). Moreover, language carries various cultural codes, certain feelings and
values and is intricately connected to the social identity development of the speakers. Tajfel

and Turner (1986) in their social identity theory pointed that ‘language seems to be an
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especially salient dimension of separate identity’ (p.284). Similarly, Temple and Edwards

(2002) stated that:

[The] use of a particular language or form of language can be an important element of
identity, and aspects of identity, such as gender, ethnicity, religion, sexuality, as well as

moral status, are constructed and ascribed in the process of using language (p.3).

Thus, to be able to express their actual self-identity, migrant children and their parents

should have a chance in sharing their own experiences in their native language.

Translation of the Project Information and Consent Forms

Cross-cultural knowledge is also essential in the preparation of the research materials,
including the research leaflet, informed consent, and interview scripts assume scrupulous
work. The leaflet and consent form gives the first impression, which may influence the
potential respondents’ decision whether to take part or not. It is advised to present this
message in the native language of the potential respondents (Seidman, 2006) to avoid
ambiguous interpretation. While preparing the translation of the documents, the translator
should do a deliberate work (Birbili, 2015; Filep, 2009; Inhetveen, 2012), as ‘words depend
on their meaning on the circumstances of their production, who said them, when, and in a
relation to what” (Temple, 1997, p. 609).

The research with children requires particular care in language use. The consent
should be written concordant to the kids’ language and knowledge level. Besides, the
information must be free of jargon (Seidman, 2006) because ‘children may show a lack of
understanding of conventional metaphors frequently used by adults but equally they have a
capacity to invent their own metaphorical expressions’ (Greene and Hill, 2004, p. 10).

Morrow (2009) describes some examples of the translation fail during the research
project Young Lives. The problem concerned the words ‘project’, which in Vietnamese was
associated with ‘material and financial benefits, sometimes an instant remuneration’ (p. 9),
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and a ‘project’, which is often misinterpreted with ‘investigacion’ in Peru and may be
’confused with the word the police use for investigation’ (ibid). Thus, multicultural and
multilingual research requires ‘not only the language but also the ‘culture’ [knowledge] has to

be translated or “interpreted”” (Filep, 2009, p. 64).

The Role of an Interpreter in Cross-Cultural Interviewing

When the interviewing process involves an interpreter a ‘triple subjectivity’ (an interaction
between participants, researcher and interpreter) (Temple & Edwards, 2002, p. 6) comes to
matter. Simultaneous or consecutive interpretation also requires a cautious work, as the
interpreter may ‘mechanically arrange the information” (Temple, 1997, p. 610), which brings
to ‘the risk of an interpreter version [and] the risk of using “wrong” or “inappropriate”
expressions in a foreign language’ (Filep, 2009, p. 64), as well as to ‘the specific losses due to
the translation process’ (Inhetveen, 2012, p. 34).

During the research with Polish migrants in the UK, Bogusia Temple (1997) signified
the quandaries with translating the word “family” during the interviews, as to the migrants it
has “different emotional connotations’ (p. 611). She also mentioned that ‘[a] translator has a
view of [the] words from practical encounters of their own with the social world and they
translate with those encounters as benchmarks’ (ibid., p. 613). Because there are different
versions of translation, the interpreters could influence the data acquired during the

interviews.

Researchers Positionality in Child-Centred Cross-Cultural Research

Qualitative research is also greatly influenced by the positionality of the researchers.
Interviewing requires an ‘individually crafted’ relationship, that is ‘a reflection of
personalities of the participant and the interviewer and the ways they interact’ (Seidman,

2006, p. 95). To be able to conduct legitimate research, the researcher should set the relations
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with the participants based on trust and reliability. It is particularly important when involving
vulnerable groups (Morrow, 2009). The relations between the researcher and the participants
greatly rely on the social identities of both parties, which are affected by various determinants
(e.g. race, ethnicity, identity, gender, age, physical appearance, occupation, clothing style,
personal and working experiences, language skills) which qualify one to be an insider or
outsider (Carling et al., 2014; Due et al., 2014). These characteristics shape a qualitative
sensibility of a researcher, meaning “an orientation towards research — in terms of research
questions, and analysing data — that fits within qualitative paradigm” (Braun & Clarke, 2013,
p. 9). A qualitative sensibility is defined by the reflexivity of a researcher which is based on
the experience with the research topic (Creswell & Creswell, 2018). The researcher’s
sensibility requires certain skills and orientations, including ‘the ability to step outside the
cultural membership [and] the critical reflection on the research process and one’s role as the
researcher, including our carious insider and outsider positions’ (Braun & Clarke, 2013, p. 9).

What’s more, certain characteristics and experiences characterize researchers as an
insider or an outsider in a particular study. Multiple sources and examples showed the
advantages and challenges of insider/outsider positions (Anthias, 2008; Carling et al., 2014;
Chavez, 2015; M. Nowicka & Ryan, 2015), and proved that the researcher is able to
experience the shift and overlap of the roles at the different stages of the study (Carling et al.,
2014; Pustulka et al., 2019).

The positionality status of a researcher differs from the perspective of analysis. For
example, Carling et al. (2014) delineated five positions of a qualitative researcher in the
migration study, namely explicit third party, honorary insider, insider by proxy, hybrid
insider-outsider, and apparent insider. The first one, the explicit third party, points to the
explicit identity of research who belongs neither to the migrant group nor to the majority

community. The second type, honorary insider, points to the ethnic-national or kin
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connections with the researched group. The third one, insider by proxy, takes place when the
researcher is an immigrant, but from a different migration group. The fourth type, hybrid
positionality, prevails when research is both an insider and outsider, for example, being a part
of an older generation group than the researched one. The last kind of positionality, apparent
insider, defines the case when a researcher belongs to the same migration group as the
participants, but differs by type of migrant, age, gender, education or occupation status.

Another category of research positionality was brought by Pustulika et al. (2019). The
authors outlined four stages of insider positionality: apparent, trespassing, distanced, and
ambassadorial. The stage varies during different stages of the project - preparing, conducting,
analysing, and disseminating the results. An apparent insider (Pustutka et al., 2019) is a role
of a researcher, who shares ethnic and linguistic similarities with the participants.
Additionally, the interviewer has deep knowledge of the topic from the inside. The following
stage is trespassing (Pustulka et al., 2019), which defines the moment when ‘inquiring about
Issues that participants were not willing to talk about and revealing (not necessarily
intentionally) characteristics that differed us from interviewees’ (Pustufka et al. 2019, p. 9).

The next role, one can perform is a distanced insider (Pustulka et al., 2019), meaning
to be able ‘to look at the data from a distanced perspective, taking into account a broader
picture and scholarly knowledge’ (Pustutka et al. 2019, p. 13). The researcher's role does not
end with collecting the data but last long after it while analysing and disseminating the results.
Thus, being an ambassadorial insider (Pustulka et al., 2019) and representing the same ethnic
or social group during sharing the research outcomes force the researcher to become ‘torn yet
loyal and fair representative of the data and the researched community’ (Pustulka et al., 2019,
p. 14).

Negotiation of one’s positionality of being either the insider or outsider can lead to the

clash of perceiving the data, its analysis and the way of presenting. The advantages of being
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an insider greatly influence the knowledge of the topic, access to the respondents, the nuances
of reaching the respondents, conducting the interviews in a multicultural environment, and
maintaining the relations. The complications that appear during the study refer rather to the
researcher’s ability to process the information apart from personal experience, feelings, and
views. Nevertheless, despite perfuming an insider or outsider role, a researcher needs to

endeavour to conduct an unbiased study (Hammersley, 2018).
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CHAPTER Il. RESEARCH PROCESS

This research project is based on 49 qualitative interviews, which were conducted to seek the
answers to the set research questions, presented in Table 1, APPENDIX 1 which also includes
participants’ characteristics and methods.

This chapter presents the whole process of preparing to conduct the qualitative study
with migrant children, their parents and teachers. It also comprises information on the data
analysis process and ethical considerations in practice.

Qualitative Research Paradigm and Context

Braun and Clarke (2013) argued that the knowledge obtained by applying qualitative research
should not be evaluated without taking into account the data generation context, such as
interview setting, or broader socio-cultural and political contexts. In cross-cultural research,
this can be expanded to the contexts of two parties of the study, namely the participants’ and
the researcher’ socio-cultural settings. Besides, the context of the research should be taken
into account.

Hence, the CHILDTRAN project was based on three main context pillars, which are

presented in Figure 7.

Figure 7. Research Context of the CHILDTRAN Project

CHILDTRAN RESEARCH CONTEXT

Participants Research context Researcher
- Pre-migration context - Study context - Positionality
- Migration conditions - Sociocultural
- Post-migration context - Political context

Source: Own elaboration

The first pillar points to the necessity to study not only sociodemographic and

economic conditions of migrant children and their parents, but also the pre-migration and

Page | 78



post-migration contexts, which may include family composition and relations, working
(adults) or studying (children) circumstances, and social life. Moreover, a broader
understanding of the social, cultural and political contexts of the respondents’ country of
origin is required, as it is likely to condition the reason and process of their migration. In the
case of the teacher participants (who, in my study, were represented by various nationalities),
the context is also significant. Their viewpoint on migrant children’s transnational transitions
is conditioned by their personal and working migration experiences, and experience of
working with migrant children and families.

The second pillar demonstrates that qualitative research outcomes greatly depend on
the research context, namely settings of the interviews, broader sociocultural and political
conditions and events that happen at the time and place of conducting the study. As such, the
CHILDTRAN project process and outcomes were influenced by the specific political and
public discourse on the immigration policy affected by the refugee crisis in Europe (after
2015) and the inflow of Ukrainian immigrants (after 2014) in Poland. Besides, the COVID-19
pandemic and school closure have their imprint on the study and the outcomes, especially as it
shaped the change of the research tools and conditions (which are presented in the next
section).

The last pillar stresses the effect of the researchers’ positionality on the study. The
researcher’s personal, migration, life and working experiences precondition the position and
attitude in the study. This pillar is more broadly presented in the section ‘Multiple
positionalities in cross-cultural research’.

Apart from the context, the qualitative research paradigm anticipates the whole
process of research, including planning the research project, research guide preparation,
sampling and recruitment process, data gathering, data analysis and dissemination. Each stage

is described below.
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Planning CHILDTRAN Research Project
CHILDTRAN research project includes several core phases, which are presented in the figure

below. Figure 8 presents the zoomed schedule of the process of preparing the research tools,

gathering the data, the analysis and the dissemination processes.

Figure 8. Core Phases of CHILDTRAN Project: Schedule and Tasks (2019-2021)

2020 L

ept Oct Nov Dec Jan Feb Mar Apr May Jun Jul Aug Sept Oct Now Dec Jan Feb Mar Apr May Jun Jul Aug Sept
Literature Review
Research Guide Preparation

Pilot
Study
Research Tools

Review
Interviews

with
teachers
Interviews
with children
and parents

Comprehensive Analysis
Dissemination

Source: Own elaboration

The preparation of the research guide, which was based on the three years of literature
review and statistics analysis (migration and childhood). The literature review primarily
embraced the following fields: migration, childhood and methodological issues of conducting
qualitative cross-cultural research with vulnerable groups.

During the review of the migration studies literature, | expanded my knowledge on the
migration mechanisms and processes on micro, meso, and macro levels. The mechanisms of
migration around the world, in Europe and Poland, in particular, helped me to understand the
reasons, processes and consequences of immigration to Poland. A closer look was paid to the
family and minors’ migration processes.

The review of childhood study literature helped me to develop a deeper understanding
of children’s social, emotional, psychological, and educational development, particularly
during and under the effect of life-changing events, e.g. migration and consequential
transitions. Besides, endeavouring to understand children’s lives in different countries (mainly

Poland, Ukraine, and Turkey), cultures, communities and families, has brought valuable
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knowledge applied in studying transnational transitions (Pustutka & Trabka, 2019) and a
process of formation of a sense of belonging of migrant children in a specific temporal and
socio-special context (Schatzki, 2003).

Last, but not least, the major literature review field was about methodological issues.
A wide range of methodological concerns was taken into analysis. First of all, it referred to
the ethics of researching migration and migration affected experiences of children and
parents, as well as teachers, with a practical contact with migrant families. Besides,
scrutinizing methodology helped to develop a deep understanding of cross-cultural qualitative
research and online research. The following sections describe each pillar in detail.

To study how migrant children negotiate the sense of belonging and maintain the
process of socialization, | applied a tripartite perspective on the topic from three groups of
respondents: children, their parents and teachers. Hence, in March 2020, after gaining
approval from the Senate’s Ethics Committee for Empirical Research with Human
Participants at the University SWPS in Warsaw, | started the research. The application to the
ethics committee included the information about the project (the aim, the research questions, a
concept, methodology, way of analysis, storage and dissemination of the personal data and
research data), examples of consents and assents, and the examples of the research sampling
and recruitment processes, and research techniques and tools. Besides, it covered the
description of a possible feeling of discorporate appearance the means | would prevent and
alleviate them.

Initially, I planned to set the face-to-face interviews with two groups, children and
parents, based on the Mosaic approach (Clark & Moss, 2001), which assumed the
combination of various participatory and visual techniques. The study started on March 10th,
2020, and interviews, supported by a drawing, with a child and a parent took place in a cafe.

However, the spread of the COVID-19 virus caused the first lockdown in Spring-Summer
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2020. The personal meetings prohibition and immobility regime required searching for an
alternative way to convey the research or to postpone it for an indefinite time. Hence, |
decided to take a challenge and an opportunity (Fielding et al., 2017, Salmons, 2014) to
conduct a qualitative study with migrant children online. Despite being forced to waive
interactive techniques of children’s drawings and photo-elicitation, the interviews online
became a ‘trouvaille’ themselves. Being already acquainted with the use of digital technology
for distance learning and communication, children, parents and teachers found the online
interviewing familiar and enjoyable.

My decision of changing the methodology was followed by seeking the Ethics
Committee approval because all significant changes in the study should be reported and
approved.

Consequently, the rest of the interviews were held online. As the scholarship on doing
the qualitative research online, especially with the vulnerable groups, like children and
migrants, is limited (Fielding et al., 2008; Salmons, 2015) and the majority of children,
parents, teachers had just started learning to work with the online tools on a more profound
level, I decided to include a group of teachers to the study, which took place in May-June
2020. The expansion of the participants' groups had a twofold aim. First, the responses of
teachers, who are another major socialization agent, provided another perspective of
transnational transitions of migrant children in Poland, that added more data and aspects to
the outcomes’ analysis. Second, it constituted the ground for preparing and practising online
research with children and their parents.

Along with planning the research, | developed the Interview Guide, which enclosed
the process of interviewing the participants the closer look at the process of its preparation is

presented hereinafter.
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Interview Guide Preparation and COVID-19 Pandemic Modifications

My research guide included the description of the research tools; the process of sampling and
recruiting the participants; participants’ characteristics; the informed consent/assent forms;
the structure of semi-structured interviews with children, their parents and teachers. The
whole process of creating and adjusting the research guide was adjusted to the potential
participants’ cultural, gender, age and linguistic peculiarities.

The COVID-19 pandemic adjusted interview scripts with children and parents
consisted of three major parts, introduction, main part, and conclusions (see Annexes 1 and
2).

An introduction part was aimed to cover the organizational part, e.g. self-introduction
and pre-consent statement. The main part consisted of various blocks aimed to enclose the
three-side perspective: past, present and future (see also Jawor et al., 2020, p. 69). After the
general information of acquiring the informed consent/assent and presented brief socio-
demographic information (such as name, age, grade, school name, the first part of an
interview was introduced), the first block of questions was introduced. It covered questions
concerning the history of arriving in Poland, previous residence places, story on the home
country, or country of the previous residence, family, school, and community life. It was
particularly aimed to inquire the family and peer relations, ways of spending leisure time and
holidays, as well as of school activities. Some questions also concerned the description of the
migration circumstances and post-migration adaptation and socialization in Poland. Particular
attention was paid to the emotional, educational and social transitions of migrant children,
their socialization agents and socialization strategies.

The second block of this section was concentrated on describing children’s and
parents’ present lives in terms of education/work, social and family connections, friendships

and community activity. A bunch of questions referred to the child-teachers and parent-
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teacher relationships, and the role of school in their present lives. Parents were also asked
about their views on the actual role of school and teachers in supporting their children and
children’s skills and needs. Similarly to the previous part, I also asked the participants to
share their experiences of spending sport, leisure or holidays time. Besides, participants were
asked about their kinship relations across the borders and family visits. The second part of this
block was aimed to specify children’s and parents’ experiences and opinions on the pandemic
and distance learning in their schools.

The third block anticipated questions about the plans of children, parents and the
whole family. The plans allude to education, migration or life plans.

As the process of interviewing was developing within every single interview, some
additional questions were added to the interview script. For example, after four interviews
with parents and children, I added a question because it was raised by the parents’
respondents intuitively. It concerned the participants’ first impression of Poland and Polish
people and whether it changed over time.

The concluding part was designed to enable the participants to add any information
and to ask questions. The interviews ended with providing my contact details and thanking
the respondents for their participation.

The interviews with teachers were, generally, construed on the same structure as the
interviews with children and parents: introduction, main body, and conclusions (see Annexe
3). As the first and the second parts were the same, the middle one was deferred.

The main part of interviewing included the following blocks of topic/questions:

1. About me and school. It was aimed to get information about teaching experience, and
school’s approach towards migrant children, general arrangements on supporting migrant

children’s needs and desires.

Page | 84



2. Working with migrant children. Teachers were asked about their personal and school’s
experiences of working with/education migrant children, describe various socialization
types, peer relationships, and children’s standpoints of the school.

3. Contact with migrant families. | asked about the frequency, aim and means of
contacting migrant children’s parents, quandaries in maintaining relations, with a special
impact on language and cultural matters.

4. Distance learning. Teachers were asked to share their experience and knowledge on

teaching under the immobility regime, including their perceptions, children’s and parents’

standpoints.

5. Future of migrant children. | asked teachers about their opinions on the role of
different agents in building and supporting children’s needs and talents in terms of
preparing them for future studies and career choices. Besides, the issues of proposed
improvements to the school’s function were raised.

It is worth mentioning that although the interview guides were prepared, most of the

talks had a different structure as | tried to allow the participants to continue their narration the

way they saw it. For example, some children and parents preferred talking about their

experience, not in a time-sequential manner, but topic-related, as such in case of talking about

peer or kinship relations, they described their current relations and communication comparing

them to the premigration time. Consequently, prepared questions were raised in order the

participants did not cover them in their speech.

Recruitment Procedure

The research involving children is a demanding process, which requires not only extensive
knowledge on the subject but also approaching the channels of accessing potential
participants. Most of the studies (Darmody & Smyth, 2017; Ni Laoire et al., 2008; Slany &

Strzemecka, 2016) with the youngsters indicate the ‘multiple layers of gatekeeping’ (Bushin,
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2007, p. 239), which usually include school or the community institutions, parents/guardians
and children themselves.

For the recruiting process, | included four aspects delineated by Creswell and Creswell
(2018), the setting, the actors, the events, the process. The setting means the time and place of
the arranged interviews, while the actors are the interviewees. The event in my research is the
interview itself, whereas the process defines its preparation, run and post-interview notes and
possible further contact with the respondents.

| applied the purposive sampling, which helps to pick the information-rich (Patton
2002, p. 230) cases that ‘[illustrate] some feature or process in which we [the researchers] are
interested’ (Silverman, 2017, p. 269). The child-respondents groups included a number of 20
participants. The sample size in a qualitative study is of minor importance because ‘the
validity, meaningfulness, and insights generated from qualitative inquiry have more to do
with the information richness of the cases selected and the observational/analytical
capabilities of the researcher’ (Patton 2002, p. 245).

Child participants were selected by previously prepared criterion sampling (Patton,
2002, p. 238), which included the experience of the transnational transition, age 7-13
(indicative of the primary school age?), either gender, six-month minimal stay in Poland, lack
of knowledge of the Polish language before coming to Poland, having no relatives in Poland
before arrival, either school — private or state, either nationality/ethnicity and faith, either
social class. Additionally, migrant families had to reside in Warsaw or suburbs, as the aim of
the research was to study the socialization process of migrant children in the capital city (the

participant socio-demographic characteristics are presented in Table 2, APPENDIX 2).

2 Polish educational system consisted of 6 years (grades) of primary school, which were changed after

the Educational Reform in 2017, introducing 8 grades for the primary school.
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The recruitment of the first group of the participants, teachers, did not bring any
particular hardships, as I applied my contacts, reaching the former co-workers of the
international multicultural school. Though, looking for the potential participants among
migrant children and parents brought considerable predicaments and anxiety. Due to the
lockdown and prohibition to have personal meetings, | was forced to seek alternative
recruitment channels, as the schools, public places and ethnic community institutions were
closed. Moreover, according to the Personal Data Protection Regulations, | could not apply
my professional (a school teacher’s profile and email) to contact potential participants. Hence,
| adhibited my acquaintances to reach some Ukrainian families with schoolchildren in
Warsaw. Consequently, the first three families were invited to take part in the research.
Further, I applied snowballing sampling (Babbie, 2020) by getting contact with the potential
parents and children respondents from the teacher and parent interviewees. Besides, | asked
some of my acquaintances to share information about the project in their ethnic communities.

| used different means to contact the participants: telephone, e-mail and Messenger.
During the first talk, I informed about the research projects’ aim and procedure. Additionally,
I sent the information leaflet about the study in three languages: English, Polish and Turkish,
as “the consent form should be written in the language the participant can comprehend most
effectively” (Seidman 2006, p. 75). When parents and children were clear about the purpose
of the study, I asked for the children’s assent to take part. During the first personal contact
with the participants, | informed them about the weight of their participation in the study, still
stressed voluntary consent and asked parents not to put pressure on their children’s assent. If
both, an adult and a child stated their consent/assent, we set the date and time for the online
interview.

The setting arrangement requires the flexibility of the researcher, who mostly benefits

from the interview. Striving for equity in the study (Seidman 2006), | arranged the time of the
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meetings suitable for both parties. At the beginning of the study, | was planning to conduct
interviews with children and their parents at their homes, to provide a feeling of safety and
comfort (Bushin, 2007; Fargas-Malet et al., 2010). Another option for the respondents was to
meet in a public place, like a café (which was previously checked for an intimate
atmosphere). Nonetheless, due to the pandemic restrictions, most of the interviews took place
online.

Participants’ Characteristics

This study includes 20 child participants, and at least one parent per child was interviewed
(two siblings took part in the study), bringing a total number of interviews in the study to
N=39. The number of interviews with teachers is N=10.

The overview of the participants' characteristics is presented below and in the Table

included in APPENDIX 1 and are described below.

Children

For the selection procedure, | endeavoured to include various cases to study the problem from
different perspectives, such as typical case, extreme or deviant, critical, sensitive case,
convenience and maximum variation samples (Patton 1989 in Seidman 2006, p. 51). In the
beginning, it seemed that recruited participants showcased typical cases of migrant children,
who came to Poland a few years before interviewing and had overcome the peak of the
transnational transitions’ quandaries. I then implemented a stratified purposeful sampling
technique (Patton, 2002), which is less selective than maximum variation and more selective
than typical cases, to include the cases that are outside the major range (Seidman, 2006) and
to acquire the variations of the data. Expanding the sample groups let me evaluate if the
research problem was determined by ethnicity and age. Hence, children born in Romania and

Lithuania were invited to take part. I also asked three 13-year-old children to contribute to the
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study by their participation in order to compare the transnational transitions (Pustutka &
Trabka, 2019) and migration experience at different ages.

The major range in the study is defined by the racial/ethnicity status and the
participants’ age. A substantial part of the participants (n=18) was born in Ukraine and
Turkey, though, two children come from Lithuania and Romania (with a mother born in
Ukraine). Similarly, most of the children-participants were aged 8-12. The mean time spent in
Poland was 3 years. Thus, the median age of experiencing transnational transitions (Pustutka
& Trabka, 2019) while arriving in Poland is 8, varying from 6 to 11.

Describing the family composition, 19/20 of the families were full (with father and
mother being married). However, three of the child participants had their fathers residing in
another country (two fathers were working in Canada, one father lived in Turkey
permanently, and regularly met his child). The majority of children had on average one
sibling, though four families had three children, and two families — four children. All children
held transborder contact with relatives and grandparents. The communication varied due to
the differences in family relationships and reason of migration, as well as perturbed by the
COVID-19 mobility restriction (for more information see Popyk & Pustutka, 2021).

All children attended either state (n=12) or private (n=8) primary school. Though four
of those children from the state schools were primarily in the private multicultural school with
a prevailing number of Turkish and Middle East children included in this group. The school
itself was attended by children of more than twenty nationalities. Some of the children (n=4)
repeated the year due to their parents’ decision to catch up with the material or peers, as
children emigrated during the school year. Thus, for a considerable time were not able to
attend school, or be able to participate in the activities due to their low language

competencies.
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At the time of interviewing, all children spoke either English or Polish at the
communicative level. Hence, part of them insisted on talking in a foreign language. Nine
children felt comfortable speaking English, and one girl, who attended the public school,
preferred having an interview in Polish. The rest of the participants were keen on speaking
their native languages: Turkish (n=5), Ukrainian (n=3) and Russian (n=2). Two of the
participants, who arrived in Poland during their first year at school, expectedly revealed the
highest level of language acquisition. Moreover, they found communication in English as

comfortable as in their native language.

Parents

The recruitment of parent-respondents was driven by the recruitment of children. Thus, it was
also based on the maximum variation cases to present a wider picture of the transnational
transitions’ experiences of their children. The heterogeneous sampling represents the
participants with various ethnic backgrounds, working experience, job qualifications and
duties, gender, age and language. Heterogeneity was used to “construct a model to illuminate
the primary dimensions of and the factors” (Patton, 2002, p. 235) in evaluating the
transnational transitions of migrant children in Poland.

Most of the parent participants (n=16) were mothers, with an average age of 35 years
old. The three father participants were older, with an average age of 43. 15/19 mothers,
mostly Turkish, were staying at home, taking care of children and household, while four
mothers had permanent (n=2), or temporal (n=2) employment. Nevertheless, all participants
declared their families were having a regular income from different sources (employment or
self-employment). It is worth noting, that the majority of unemployed mothers had regular

jobs in their home countries prior to migration.
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The language of the interviews with parents also varied. The majority of the
participants preferred having an interview in their native language, Turkish (n=7), Ukrainian

(n=3), Russian (n=2). Seven participants felt comfortable talking in English.

Teachers

According to the prevailing share of women working as school teachers, the majority of the
respondents (n=8) were female. The participants originated from Poland (n=6), Turkey (n=2),
and Albania (n=2). The average time of them working with migrant children in Poland was 5
years. Two of the participants did not work with migrant children at the moment of
interviewing but had substantial previous experience.

This group also included a maximum variation sample. Participants were the teachers
at both early-stage and higher grades (4-6/7) of the primary school, teaching various subjects,
such as early childhood education, English, Polish, Maths, Science, Art. The mean age was 36
years old. All the participants were keen on sharing their experiences of working with migrant

children and their parents.

Conducting Interviews with Children, Parents and Teachers

All the interviews with teachers, parents and children were mostly scheduled according to the
participants' availability, as | dedicated three months to the interviews only, drawing from the
other major activities. Hence, | was available either time and day. As the talks were held
online, the time of the meetings varied from earlier moorings to the late evenings, as parents
and teachers preferred, and it did not collide either with their or mine professional or personal
matters.

All the meetings started with the description of the project’s aim and procedure, the
participants were provided with the necessary information on their rights to refuse to give

answers to any question and withdraw from the study without providing a reason and having
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no negative consequences. The adult participants were provided with an informed sheet and a
voluntarily consent form (see Annexes 4-8%), which they were asked to read and discuss if
necessary.

To facilitate the online interviewing and omit quandaries with the physical signing of
the consent forms, | decided for oral consent from adult and child participants, which was
given before starting recording the interview. The written consent form was sent to the
participants during the meeting online to be able to read carefully and ask any emerging
questions. To have the consent/assent proof, | asked the participants to repeat it after the
recording started.

Before recording, | asked the participants whether they prefer audio talk or video.
Most of the interviewees chose video conferencing as it facilitated the information transfer
(James & Busher, 2016; Salmons, 2014). All the video recordings were immediately
transformed into audio files and deleted right after the interviews ended, to exclude using the
visual image of the participants.

The average length of the interviews with teachers was 82 minutes, with the shortest
interview lasting 57 minutes, and the longest of 110 minutes. The teacher participants’
responses took a form of rather narrative than structured, as all of them were acquainted with
the topic of migrant children’s adaptation and socialization.

During the interviews with teachers, | asked about their experience in working with

migrant children in Poland. Teachers discussed some of the ‘example’ cases of socialization,

% All the information sheets on the project and informed consent were prepared in the required
language. Though, not all the interview languages have corresponded to written versions of the
documents, as the interviews were conducted online during which the researcher (and the

interpreter) presented the necessary information in oral form.
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and those cases that lead to psychological and emotional complications after the emigration
and change of the life and school settings. The teachers were also asked about the role of
different socialization agents (e.g. teachers, parents, siblings, peers, media, religion, relatives)
in transnational transitions. Teachers also reveal their viewpoint on the role of school in the
children’s aspirations and plan to make. The interviews were ended with reflections on
distance learning. Some teachers describe their experience in rather a generic way, while
others based their speech on specific examples and cases. Teachers were also keen on sharing
their observations of various changes at school after terminating my cooperation (which was
two and a half years before interviews), as well as their visions on distance learning.

Meeting with parents and children, I was trying to set the egalitarian communication
by rather leading a talk than an inquiry. I also shared some of my personal experiences
concerning migration and bringing up children in migration.

The average time of interviews with parents was 74 minutes, with the shortest
interview lasting 40 minutes, and the longest of 140 minutes. During the interviews, some
parents felt very keen on sharing their experiences from their home countries and other
countries of residence, as they felt a genuine interest in the topic of transnational migration.
Thus, those interviews lasted more than two hours. On the other hand, two of the interviews
with fathers were rather brief, while answering the interview questions. They explain their
terse responses with the limited time available and the upcoming family obligations.

The interviews started with asking about their history of coming to Poland. Depending
on the narration direction parents talked about their life in the home countries (and countries
of precious residence), children’s education, family composition and relations. I also
suggested parents describe their first week/ months/ year of living in Poland, paying more
attention to their children's experiences. Further, the respondents talked about the children’s

school and afterschool life, peers contact and leisure activities. The interviews ended with the
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questions on the parents’ perception of distance learning and future family plans, including
further education of their children.

The interviews with children were usually followed by interviews with their parents.
The talks with the young respondents lasted 45 minutes, whereas the shortest was 30 minutes
and the longest — 59 minutes. | asked parents to provide children with possible intimate space
for the time of the interviews, though to stay at the reach in case children need help or
support. One of the families decided to have the interview with a child first, then with a
parent, as it was more convenient for them. While talking with children, only one interview
was held in presence of the mother, who stayed in the same room due to the dwelling
limitations. This, in my opinion, slightly affected the child’s responses, who, generally, was
positive and happy about her migration experience.

The interviews with children started after giving their assent to participate in the
research project. During the meetings, | asked open questions about their experience, people,
things and places that have been important during their transnational transitions’ experience. |
first started asking about their story of coming to Poland, which was followed by describing
family and school life in their home countries and countries of the previous residence. Much
of the time we spend discussing children’s current peer relations in school and after school,
leisure activities and holidays. The interview included their perceptions on distance learning,
followed by the discussion of hardships migrant children face in education. I also asked about
the further education and life plans and aspirations they get from different socialization
agents.

All the meetings were ended by expressing my gratitude to the participants and
providing them with a contact to me. I asked parents if they could provide their address
details (or post-pick-up point details) to be able to send the compensation presents for

children. 18/19 parents agreed to give their home address, while one parent expressed his
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gratitude and mentioned that the present for them is that someone is interested in their lives
and seeks to support migrant children.

The role of an interpreter in interviewing migrant children and parents is also worth
attention (Filep, 2009; Temple & Edwards, 2002). In total, 14 interviews with parents and
children were held in a presence of a translator. All the participants were contended to having
a chance to express themselves in their native language. Those interviews, in comparison to
the ones conducted in the non-native language, were longer for two reasons. First, because the
interpreter translated the question to the participants, and their responses back to the Polish
language, it takes longer than the immediate answer. Second, participants were keen on
providing extensive speech once give a voice. Despite my initial concerns about prolonging
the interviews or boring the participants while waiting until the interpreter’s translation, all
the interviews were lively and active, and did not make an impression of interruptions. For
more on the role of interpreter see section ‘Cross-Cultural Research Considerations in
Practice’.

All the meetings with teachers, parents and children were held in a pleasant and
friendly atmosphere, with a different level of formality. Being aware of the ethical issues and
being acquitted with the topic of children’s migration experiences, | paid great attention to
avoiding the appearance of negative emotions connected with the migration experience and
adaption of migrant children (Graham et al., 2015; Shaw et al., 2011).

The interviews with children seemed to be enjoyable, as children found using digital
devices as a reward (James & Busher, 2016). Moreover, the young participants felt
comfortable as they could enjoy talking at any place, in any position. Some children were
walking around the home, some were laying on the sofa. This created a casual and laidback
atmosphere, which positively affected children, and convinced them to talk about their

experiences.
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Nevertheless, despite facilitated access and less time-consuming meeting, online
research with vulnerable groups required multiple efforts and has certain drawbacks.

First of all, aiming to fit the participant's availability, | had to conduct interviews out
of my regular working hours and days. Second, the internet instability and connection
problems (James & Busher, 2016) once caused an interruption of interviewing. Fortunately,
the contact was drawn back. Third, one of the interviews with children was not saved as the
Zoom application did not allow for saving two consequential recordings, required one at one
time. To preserve the data, right after the interview ended, | wrote a short report including
most of the issues covered by the participant. Nevertheless, | missed the data necessary for

presentation during data dissemination, thus, was not able to present the interview quotes.

Data Analysis
My research project takes on the children-centred Mosaic approach (Clark, 2017), which

helped me to conduct the qualitative study with three groups of respondents (children,
parents, and teachers). Hence, | applied different analysis techniques for the overall study, as
well as for the particular articles. For my study two models of collecting and interpreting data
were used: hypothetico-inductivist and hypothetico-deductivist (Wengraf, 2001). Knowing
the research field far before doing the study, | pre-analysed the data and looked for the
theories, which could explain the outcomes of the future inquiry. Thus, the research project |
started with a hypothetico-deductivist model, which anticipates considering “a body of prior
theory if only to decide which set and ‘collectable facts’ should be collected and generated”
(Wengraf 2001, p. 2).

As a result of the analysis work, | have published five articles answering the research
questions. Each published article includes a description of the analysis. The collected data
from the qualitative study has gone through meticulous transcription of recordings (voice-to-

text) (Braun & Clarke, 2013; Miles & Huberman, 1994) and was uploaded to the coding and
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analysis software MaxQDA. | created the code tree and provided coding of all interview
scripts. | applied both selective and complete coding of the data (Braun & Clarke, 2013)
Besides, the traditional technique of paper and pen was used to analyse the major themes for
the study (Clarke & Braun, 2016). Additionally, | have used the interview notes, completed
after each interview. These three sources of data (coded fragments, themes scripts,
interviewer’s notes) were used as a baseline for analysing the data (Witzman, 2000).

Apart from that, the frits article, which was published before the empirical data was
acquired, presents the analysis of cultural distinctions and educational curricular in Poland
and Ukraine. This work is based on the critical discourse analysis (Faiclough, 2013),

conducted using MaxQDA programming.

Ethics Considerations in the CHILDTRAN project

During this research project, | face some challenges during preparing, conducting and
analysing the data. These quandaries | divided into two parts, the general ethical issues and
those caused by the cross-cultural research nature. First, all the phases of the study required
some confidentiality and anonymity considerations, which anticipate data storage and data
presentation.

To store the data with restricted access to other people, | have used a personal laptop
and an external hard drive, which was provided by the funding institution of the National
Research Centre of Poland, under the research grant PRELUDIUM. Besides, | have changed
the names and deleted all personal information of the participants while doing the analysis
(Macdonald, 2013). The new pseudonyms were given each time | published the research
outcomes (e.g. articles, working papers, conference presentations, etc.) to exclude the
possibility to be recognized. I also shuffled the participant's data each time presenting an

overview of the participants, though keeping the participant's data united.
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The following ethical issue raised in the research was the participants’ possible feeling
of discomfort (Graham et al., 2015; Shaw et al., 2011). A considerable amount of attention
was paid not to generate a feeling of discomfort or stress in all the groups of participants. First
of all, I trying to positive dispose of the respondents by pointing to the importance of this
study, as well as assuring their confidentiality and anonymity. Besides, | applied the formal
procedure of contacting the respondents and followed all the formal requirements before
starting the interviews. This, | believed, generated a feeling of being a part of a research
project, not feeling as being under the evaluation because of one’s status. Moreover, each
question was prepared and asked with particular care and evaluation of the interview
atmosphere and mood of the participants. It is worth mentioning, that my cultural,
pedagogical and linguistic competencies and previous experience of working with migrant
children (Polish Sociological Association, 2012, points to the importance of adequate cultural
and scientific preparation and knowledge on the researched topic) became an asset in
conducting the research, as | had previously been acquainted with the cultural peculiarities of
the respondents from Ukraine, Romania, Lithuania and Turkey.

It is important to stress, that two of the mother respondents became very sensitive
while talking about the migration reasons and process, pointing to the arduous political,
economic and societal situation in Turkey, which caused them to refuge. Both women were
asked if they feel well and want to continue the discussed topic. After | got a positive answer,
I changed the manner of the questions in order to alleviate stress, but stay focused on the
topic, which was specifically important in understanding the migration experience of migrant
children.

Another important ethical issue enclosed in this research was a matter of
compensation for the participants (Shaw et al., 2011). To ensure every child was rewarded for

their participation, | used an appreciation compensation type (Wendler et al. 2002). Every
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child participant was given an appreciation gift (some school stationery) with a hand-made
acknowledgement certificate. Most of the presents were sent via post office as the interviews
were held online. After the parcels were delivered all the personal data concerning

participants’ addresses were deleted.

Cross-Cultural Research Considerations in the CHILDTRAN project

Language and Translation Issues in Practice

This study anticipated the representatives of multiple ethnic groups, with different native
languages and dialects, as well as foreign language knowledge. For this reason, the talks were
held in five languages, aimed to provide the participant with a chance to feel free and
comfortable during the recruitments process, and while interviewing (Seidman, 2006).

Due to my language competencies, | was able to research children, parents, and
teachers by using four languages, namely Polish, English, Ukrainian, Russian. The interviews
in Turkish were held in the presence of a qualified interpreter. The interviews were conducted
in the Polish as a native (N=6), Polish as a foreign (N=1), English as a foreign (N=18),
Ukrainian with dialects (N=6), Russian with dialects (N=4), Turkish with an interpreter
(N=14).

My research in a cross-cultural setting anticipated the following language issues:

1. Translation of the informed consent forms
2. Interview interpreting
3. Interview data translation.

Multilanguage consent forms. To provide parents, children and teachers with clear
research information, | have provided them with the information about the project and the
consent forms in three different languages: Polish, English, and Turkish (all of the adult

respondents were able to read and comprehend at least one of these languages). Additionally,
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great attention was paid to the language used in consent forms, based on excluding
sophisticated and exotic words, which could distract, confuse or discourage potential
participants. Besides, the consent was discussed with each of the respondents, including the
minors, to assure their unambiguous understanding.

Interview interpreting. Despite the language issues and technical matters of the
interpreters/translators’ work, it is significant to consider their influence on the atmosphere
and the respondents’ feeling of comfort during the interviews. Temple and Edwards (2002, p.
4) noted that “interpreters are also involved in producing identity borders for those whose
words they work with”. Thus, I paid particular attention while choosing the Turkish-
Polish/English interpreter for the project. | was looking for a person, who makes a nice
impression and has experience in communicating with children. The interpreter had also to be
flexible and open-minded. The selected translator had another trump, she had a long
experience in working and translating for Turkish ethnic groups and, what’s important, was
not a typical insider of that community. The lady herself is a migrant coming from Belarus,
who is interested in Turkish life and culture. These had a positive impact on the respondents,
who were impressed that someone else knows their language and culture and were not
hesitating to share their own experience and views due to the political situation and political
repressions in Turkey.

Apart from that, I came across the issues of using the word ‘family’ during
interviewing (Temple & Edwards, 2002), which, at the first sight seemed to be a single
meaning, but, as appeared, were perceived differently. The nuisance was during asking the
respondents: “Where does your family live?”. All the respondents from Turkey were trying to
make sure: “A small family or a big one?”. This is an example of a ‘technical translation’ and

an epistemological meaning of the word. To translate it properly, one should know that
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Turkish people are characterized by ‘big’ family units, who often share the household and
have tight relations with siblings, aunts, uncles and cousins.

Interview data translation. When the data was collected another challenge concerning
language use was tackled. This entailed ensuring the provision of accurate translations of the
interview extracts while disseminating the data. During the analysis, | have worked on the
interview transcripts in four languages: Polish English, Ukrainian and Russian. As the data
presented should go far beyond the sum of words (Temple, 1997) provided by the
interviewees, | endeavoured to transmit the given meaning as close as possible. For this, not
only the spoken words are important, but the overlap of the different lenses is required,
particularly language knowledge, cultural knowledge, context give, personal observation and
atmosphere during the interview (Inhetveen, 2012). Hence, the transaction and interpretation
of the data were done by me, based on interview transcripts and personal interview notes.
Each piece was also checked by the native English language speaker proof-reader, who
evaluated the accuracy of the chosen words.

The last, but still important, language issue of conducting the multilingual research is
the dissemination of the results in non-native languages (Ventola & Mauranen, 2011; Sionis,
1995). While conducting the study requires a communicative language level and high cultural
knowledge, the dissemination of the results requires a high level of scientific non-native
(English and Polish) language knowledge needed for producing texts which can fit
international highly-impacted journal requirements. Consequently, a substantial part of
preparing reports, articles and book chapters, on the study results, took on searching for
adequate and correct words. English language texts preparation involved multilinguistic shifts
between Ukrainian-Polish-English-Russian, with numerous checking of dictionaries,

glossaries and thesaurus.
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Multiple Positionalities in Cross-Cultural Research

Apart from the mentioned ethical considerations, this research encompasses the positionality
(Anthias, 2008; Braun & Clarke, 2013; Chavez, 2015; Seidman, 2006) shifts.

My personal, working and research experiences caused the changes of the subjectivity
status at different stages of the project. At first, being a migrant researcher with a Ukrainian
background and doing qualitative research with migrant children and their parents who
originated from Turkey, Romania and Lithuania in Poland, classified me as an insider by
proxy (Carling et al., 2014). Hence, representing other than the majority group, simplified the
recruitment and interviewing procedures because the respondents ‘were less reluctant to be
critical towards [host country’s] society’ (Carling et al. 2014, p. 50). Additionally, the parent
respondents from Turkey felt more trustful and confidential talking to other than Turkish
person, as they were uncertain of sharing their own experience and views because of an
insecure political situation in Turkey after the purge in 2016, which became the major reason
for emigration. On the one hand, the participants and I were ‘in the same boat’ of being
immigrants in Poland, and facing political and economic problems in our home countries
(Turkey and Ukraine). On the other, | managed to set distance by representing other
immigration groups and contexts, and, as a result, | took a trespassing insider status (Pustulka
et al., 2019), which points to the ‘characteristics that differed [me] from interviewees’ (ibid, p.
9).

At some point, my role as an interviewer was shifted to a hybrid insider-outsider
(Carling et al., 2014) position when meeting with the participants, particularly migrants from
Turkey, who rather considered me to be a representative of the majority group — Polish, due to
my physical appearance, language skills and long-time stay in Poland. This was one of the
markers that particularly distinguished “me” and “them”. Ukrainians and Poles, because of

the geographical locality, religion, cultural and language similarities, can be mixed up by the
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non-European citizens. The contradiction ‘us’ and ‘them’ is based on the following
categories: geography (European vs. the Middle East), ethnicities (Slavic vs. Turks), religion
(Catholics vs. Muslims).

The other role in the project | performed was an apparent insider (Carling et al., 2014)
while involving the countrymen from Ukraine in the study. The ethnonational characteristics
and common language defined me as an insider. Besides, bringing up a school-aged child (as
a guardian), who has also experienced transnational transitions (Pustutka & Trabka, 2019), at
the same age as the interviewees, helped me to stay with the interviewees “on the same side”
(see also Pustulka et al., 2019).

The position of insider research may also have negative input to the study because the
respondents are likely to believe that the interviewer intuitively knows the background or
understand ‘between words’ (Seidman, 2006). Consequently, some information was not
mentioned by the participants, because considered to be obvious for both of us. To keep a
distance during the research, | had to balance between conducting an official interview and a
friendly talk. For making an appointment | used my University e-mail address and followed
all the steps of the interviews: informing about the project, participants rights, setting the
interviews’ time and gaining the consent/accent while stressing the academic purpose, ethical
issues and confidentiality of the meeting. Despite a formal procedure, there might have been
pressure on the participants, especially children. At some point, I noticed their desire not to
reveal the information in order not to be judged (see also Pustulka et al. 2019).

Nevertheless, some interviewees could perceive me as an outsider because of the
differences in residence status and language skills (Carling et al., 2014; Chavez, 2015). All
the participants from Ukraine came to Poland 1-4 years before interviewing, as a part of the
recent migration inflow. | was viewed, however, by the respondents as the representative of

an older immigration wave. The stay length in Poland also affected the level of the Polish
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language knowledge difference. Moreover, some interviewees perceived me as an outsider
due to having my child being born in Poland. One of the respondents, who did not know |
have a school-aged son, mentioned:

Well, it was different for you. You have a child born here [in Poland]. She used to be here
and won’t struggle to adapt. (Mother of a 12-year-old boy from Ukraine)

An important role in negotiating the researcher’s positionality plays the hierarchical
relations with the respondents in case of interviewing acquaintances or previously supervised
people (Seidman, 2006). Consequently, to minimalize the possible feeling of hierarchy
because of my previous status of being an English teacher at school, which some of the child

respondents attended, | applied the following steps:

1. Paid much attention to my clothing, not to look like a typical teacher;

2. Asked rather open questions, to avoid ‘questioning’ and ‘testing’ like a teacher at
school,

3. Used simplified language, to avoid the participants feeling like they are being assessed
on their language skills;

4. Arranged the interviews with an interpreter, to make the interviewees feel comfortable
speaking their language;

5. Talked about my personal experience and family.

6. The aforementioned techniques helped me to create a pleasant and friendly
atmosphere, where the interviewees could disclose some private issues and
experiences. Though, during the research, I found that the participants took part in my

research because of various reasons, which | divided as follows (see Figure 8):
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Figure 9. CHILDTRAN Qualitative Interview Participation Reasons
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Source: Own elaboration.

« Support. Some of the parent respondents stated that they agreed to help me, as they
see their participation as important for me and my PhD studies.

» Exchange. Sharing similar transnational experiences, having similar viewpoints on
politics and science.

« Gratitude. Sharing gratefulness for researching and bringing up the issues related to
the respondents’ personal experience.

« Profit. Some parent participants agreed to have an interview in the Polish language to
be able to practice their language skills, thus, they misinterpreted the purpose of the study
and tried to get some contribution to their personal development (see also Morrow, 2009).
Whist, other participants perceive me as a bridge to the socialization fields and support in

integration.
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» Therapy. Some parents, despite stressing the research aim and process, expected me to
give a ‘recipe’ for managing the transnational transitions of their children. Thus, I
clarified my role and position in the study, to avoid “changing the interviewing
relationship into the therapeutic one” (Seidman, 2006, p. 107).

Generally speaking, in my study, though, | have not experienced greater discrepancies
between me and the participants’ perceptions and viewpoints, because of having a piece of
ample knowledge and understanding on the researched topic from my previous experience of
working with migrant children at the primary school. This also prepared me for any potential
ethical issues in cooperating with migrant families and helped me to negotiate between being

an insider and an outsider.
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PART I11. FINDINGS

The outcomes of the CHILDTRAN research project are presented in the following published
articles:

1. Popyk, A. (2021). Social capital and agency in the peer socialization strategies of
migrant children in Poland. Studia Migracyjne — Przeglqd Polonijny, Vol. 4(182), pp.
7-27. https://doi.org/10.4467/25444972SMPP.21.055.14808

2. Popyk, A. (2021). The impact of distance learning on the social practices of

schoolchildren during the COVID-19 pandemic: reconstructing values of migrant
children in Poland. European Societies, Vol. 23, Issue: supl, pp. 530-544.
https://doi.org/10.1080/14616696.2020.1831038

3. Popyk, A., Pustutka, P. (2021). Transnational communication between children and
grandparents during the COVID-19 lockdown: The case of migrant children in Poland.
Journal of Family Communication. Vol 21, Issue 3, pp. 223-237.
https://doi.org/10.1080/15267431.2021.1929994

4. Popyk, A., (2021). Home as a mixture of spaces during the COVID-19 pandemic: The

case of migrant families in Poland. Kultura i Spoteczenstwo. Vol. 3, pp. 27-45.
https://doi.org/10.35757/KiS.2021.65.3.2

5. Popyk A., Perkowska-Klejman A. (2019). Critical Analysis of the National Curricula
Through Hofstede’s 4-D Model, Society Register, Vol. 3 Issue 4, pp. 115-136.
https://doi.org/10.14746/sr.2019.3.4.07
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https://doi.org/10.35757/KiS.2021.65.3.2
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PART IV. CONCLUSIONS AND KEY CONTRIBUTIONS

Key Contributions

This publication-based thesis comprises five peer-reviewed articles that demonstrate the
cohesion and continuity of my empirical and theoretical work dedicated to the transnational
transitions of migrant children in Poland. Besides showcasing important outcomes about the
changing nature of socialization and its agents during the COVID-19 pandemic, this project
also indicates the developments | offer in terms of methodological approaches in childhood
studies and ethical engagement of researchers with vulnerable groups. These two pillars -
theoretical and methodological - are equally of note in relation to the contribution made by
this thesis in the fields of childhood studies, sociology of childhood, migration studies,
research ethics and practical guidelines for qualitative research reliant on the child-centred
approach.

The contribution of my research work to the sociology of childhood in migrancy is (1)
the use of the modern paradigm of childhood sociology that gives a voice to children (Clark,
2017; Moskal and Sime, 2016; White et al., 2011) and (2) inclusion the experiences of
migrant children from different countries and with different migration experience. The series
of publications present the transnational transitions (Pustutka and Trabka, 2019) of migrant
children in contemporary Poland, taking into account the rights and dignity of children from
the fragile contexts (Markowska-Manista, 2019). All publications (Articles 1-5) shed light on
the role of socialization agents (see Popyk et al., 2019) in the process of migration and the
formation of a sense of belonging.

The key findings of my research concern highlighting the role of children’s agency in
the processes of transnational transitions, adaptation and belonging formation. Agency - as
shown by my research - has been largely exercised by migrant children in Poland through

implementing different socialization techniques and tools.
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To answer the main research question on the characteristics and paths of transnational
transitions and the process of the formation of a sense of belonging of migrant children I, first,
present the answers to the additional research questions concerning the role of different
socialization agents and, particularly, the role of peers in the process of transnational
transitions and peer socialization strategies. Second, | illustrate different factors and variables
that shape the transitions of migrant children from one social, cultural, religious, school and
peer environment into another one, in Poland. Third, | present how migrant children negotiate
their sense of belonging in times of post-migration experiences which overlapped with the
COVID-19 pandemic.

The outcomes of this research demonstrate that children’s transnational transitions are
largely grounded in adjusting social practices (educational, social, everyday, cultural) and
negotiating values and views concerning the role of peers and school, which were exacerbated
by distance learning introduced in the result of COVID-19 schools’ closure. Besides, my
research works contribute the concepts on technology-mediated communication and
intergenerational transborder communication through illustrating the impact of the COVID-19
pandemic and the immobility regime on the cross-border communication of migrant children
residing in Poland with their grandparents living in the home countries (or the third
countries).

This thesis contributes to the sociology of childhood and the sociology of migrancy by
presenting the comparative analysis of the migration and education contexts of migrant
children (Article 1 and 5), delineating four of the peer socialization techniques of migrant
children (Article 1), the analysis and illustration of the change of social practices and values
of migrant children during the distance learning in Poland (Article 2 and 4), as well as

contribution to the knowledge on cross-border intergenerational communication (Article 3).
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In addition, the research contributes to the development of research methodology with
migrant children: first, through the use of a child-centred approach, presented from three
perspectives: children’s, parents and teachers, and supporting the role of children's agency in
the scientific research. Second, due to the ethnic, national and age diversity of young
respondents, along with the unified tools, the outcomes and conclusions can be adopted and
used to other groups of respondents and constitute the basis for further research with migrant
children. Third, the research contributes to the cross-cultural and multi-lingual research
methodology by presenting various ethical and methodological techniques, tools and
approaches for conducting participatory research with migrant children and adults. Fourth, the
use of ICT tools in the research indicates new areas of methodological tools that can be used
in the research conducted online interlaced with the multilingual research tools.

This publication-based thesis, supplemented by three scientific works based on the same
research project, clearly demonstrates the evolutional nature of the selected research area:
from the presented analysis of the existing literature on migrant children in Poland and around
the world (Popyk & Buler, 2018) and the analysis of the Polish and Ukrainian national
curricular in terms of cultural differences and the differences in the child-teacher relations
(Article 5), by demonstrating the main socialization agents (Popyk et al., 2019) and key
aspects shaping children’s transnational transitions (Popyk, 2021a); and by presenting the
process of changing children's social practices and values under the influence of migration
and distance learning (Article 2) to the development of a typology of cross-border
intergenerational communication of migrant children with their grandparents (Article 3) and a
typology of the peer socialization strategies for the acquisition of social capital by migrant
children in Poland (Article 1).

More detailed answers to the research questions can be found in Table 3.
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Conclusions

We live in the times when the public, political and scientific discourse is becoming more and
more advanced in discussing the effects of transnational migration, with researchers tackling
the implications of the growing super-diversity (de Haas et al., 2020; Faist, 2000; Grzymala-
Kazlowska & Phillimore, 2019; Vertovec, 2007), particularly exacerbated by the widening
inequality caused by the spread of COVID-19 in 2020-2021 (Cohen, 2020; Grasso et al.,
2021; Merla et al., 2020; Ullah et al., 2020). Simultaneously, comparatively little attention is
paid to the issues related to children in such superdiverse context, both in terms of childhood
studies (Alderson, 2019; Corsaro & Fingerson, 2006; Qvortrup et al., 2009), child migration
(Suarez-Orozco & Suarez-Orozco, 2001; Fog Olwig & Gullav, 2003; Orellana et al., 2001,
Pustuika et al., 2016), and children’s socialization process in a highly globalized world
(Garcia-Sanchez & Nazimova, 2017; Roer-Strier & Strier, 2006; Strzemecka, 2015).
However, these works mostly reveal the research conducted in the Western countries which
have faced massive migration inflows. The research in countries, like Poland, where family
immigration has been comparatively a new phenomenon, has still been at its initial stage,
mainly concentrating on the labour/economic migration themes (e.g., Andrejuk, 2019;
Kaczmarczyk, 2015).

Migrant children’s issues have been prominently featured when the scholars refer to the
growing educational disadvantages in the COVID-19 era, tracking effects of schools’ closure
on the already vulnerable foreign pupils (Abuhammad, 2020; Bol, 2020; Dabrowa, 2020;
Dietrich et al., 2020; Doyle, 2020). Yet, the discussed topics mainly cover the educational
process and offer a hypothesis of inequality on the rise, arguing this will put migrant children
in unfavourable positions on the labour market as adults. Hence, little attention is dedicated to
the transnational transitions (Pustutka & Trabka, 2019), which happen ‘here and now’ and

have immediate effects on the pathways of migrant children’s today. During educational,

Page | 111



transnational shifts, the socialization process towards the young migrants has been irrevocably
altered by the immobility regime and distance learning. This study is, therefore, crucial in
discerning the au courant effects of the pandemic on the lives of migrant children. In addition
beyond the COVID-19 context, the findings contribute to the research body on transnational
and everyday lives and practices, socialization strategies and the process of negotiating one’s
sense of belonging (see also Haikkola, 2011; Ni Laoire et al., 2016; Perez-Felkner, 2013;
Shubin & Lemke, 2020; Sime, 2018), offering a comprehensive typology of the peer
socialization strategies, the model of a change of children’s social practices and values
change, as well as presenting the transnational intergenerational communication modes
typology.

This study confirms that migrant children are emplaced in the transnational social fields
(Levitt & Jaworsky, 2007), which makes them perform different transnational family
practices (see Licoppe, 2004, Madianou, 2016). Those practices are not only directed towards
the nuclear family members but are also performed across the borders, in the transnational
field (see Bryceson & Vuorela, 2002). The outcomes of my research project support the
previous studies and illustrate that migrant children in Poland maintain regular transnational
communication with their relatives, particularly with grandparents. However, their
communication is to a large extent mediated by parents, who engage children in keeping
cross-border relations with their left-behind relatives.

Besides, this research highlights the role of parents as the main socialization agents
(Handel, 1988) in children’s transitions from one country to another. Apart from engaging
and mediating family communication and relationships across the borders, parents become the
most important people to support children’s socialization and education processes. The key
assets of parents migrating to Poland from either Ukraine or Turkey (as the two main ethnic

groups) were their social, economic and cultural capitals (Bourdieu, 1986; Putnam, 2000).
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Additionally, the emotional capital (particularly of mothers) was of prime importance in
supporting children’s migration experiences, the socialization process and affecting the
formation of a sense of belonging. The emotional support of mothers was also fundamental
during the COVID-19 lockdown and distance learning.

In terms of transnational intergenerational communication, parents were mostly present
in the mediated communication mode. However, three other elaborated types of transnational
intergenerational communication, namely emotional, symbolic, and discontinuous (Popyk &
Pustutka, 2021), also indicate the role of parents, particularly mothers, in maintaining cross-
border communication. Moreover, children’s relationships with grandparents to a large extent
depended on the type of relationships between their parents and grandparents, and the ability
to induce the communication.

In terms of specific findings, | have argued that very important changes in transborder
family communication took place during the COVID-19 lockdown. By comparing the
communication modes before and during COVID-19, | have demonstrated how family
communication between migrant children and their parents was being mediated by the
technology (Caughlin & Sharabi, 2013), and greatly modified under the 2020 lockdown. The
findings illustrate that, on the one hand, the immobility regime enabled yearly family
meetings, which had previously taken place during summer vacations, while on the other
hand, it increased the anxiety level of being worried for the loved ones when the coronavirus
was particularly seen as a threat to the elders (World Health Organization (WHO), 2020). The
analysis showed that due to the inability to perform previously established communication
modes, migrant children faced a decreasing level of communication frequency and quality,
and, thus, their relationships with their grandparents loosened and reshaped transnational
grandchildhoods (Souralova, 2019). This was particularly notable among those children, who

relied on emotional and symbolic communication, which is grounded in direct contact and

Page | 113



presence (Popyk & Pustutka, 2021). The third communication mode, mediated, has been
strengthened and intensified by the use of polymedia (Madianou, 2016). It has also been
demonstrated that discontinuous communication mode has become more common among the
participating migrant families during the lockdown than before. The inability to maintain
regular communication and provide personal care and support resulted in distancing between
the migrant children in Poland and their grandparents living abroad (see also Baldassar et al.,
2014; Slany & Strzemecka, 2016; White et al., 2011).

Apart from showcasing the transnational intergenerational communication, this research
also demonstrates that migrant children actively maintain cross-border communication
practices with peers, both relatives (e.g. cousins) and friends, who live in home countries or
third countries (Popyk, 2021Db). This research has shown that peers became the second main
socialization agent (Handel, 1988). As being a group with whom children spend most of their
time during school and often in their after-school or leisure activities, peers mainly
contributed to creating the environment in which migrant children were either welcomed,
marginalized or unseen. All groups of respondents (children, parents and teachers) noted that
migrant children experienced rather smooth and comparatively fast post-migration adaptation
when they felt welcomed by the class or managed to establish close friendships, either
intraethnic or interethnic. The feeling of acceptance (or not) was also significant in the
formation of a sense of group belonging, place belonging, or even cultural and national
belonging.

While analysing the peer socialization strategies within the studied cases, | have
discovered that migrant children tend to actively construe peer relations on distance with their
cousins (see also Haikkola, 2011). These relationships are usually based on the emotional
bonds and memories of spending time together prior to the child’s emigration, as presented in

the spiritual peer socialization strategy (Popyk, 2021b). Besides, the interests-based
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socialization strategy (ibid) goes beyond direct contact with friends and colleagues. When the
interests are grounded in using the Internet, it allows children to spend time together while
playing games or engaging in other activities online while being physically distant, even
separated by borders.

Apart from the spiritual and interests-based peer socialization strategies of migrant
children in Poland, I pointed out two additional socialization strategies: prospect-based and
mixed. The first one, prospect-based, shows how migrant children enrich the bridging social
capital (Putnam, 2000) and establish contact with the peers from local (native) peer groups.
Within this category, children also build a bridge to a new society and culture for the other
members of their families, who rarely have contact with the natives (see also Sime & Fox,
2015b; Slany & Strzemecka, 2016). One of the important issues in the prospect-based
socialization strategy is the aim to get access to the new society. This goal is often intended
by the parents (see also Sime & Fox, 2015) and bolstered by the future plans to bind family
and prospective trajectories with Poland.

The last peer socialization strategy, mixed, showcases that the socialization process is not
linear and clear (Gabi, 2013), but rather complex and multidirectional. For this reason,
children adopt various strategies to buttress the transnational transitions (Pustutka & Trabka,
2019) at different socialization stages and across distinct social fields (Levitt & Jaworsky,
2007). When analysing the socialization strategies, much attention was paid to children’s
agency (James & Prout, 2015) and the ability to reinforce the socialization process through
negotiating the relationships not only with peers but also with adults (e.g., parents) in order to
ensure the contact with friends. In my study, this was particularly notable when children
negotiated time and space for meeting/contacting their friends with their parents.

Apart from parents and peers, the important role in transnational transition (Pustutka

Trabka, 2019) of migrant children in Poland played by teachers (see also Bulandra et al.,
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2019; Januszewska, 2015). It should be noted, that most of the children and parents
participants positively assessed the level of support from teachers both in private and state
schools. Though, the cases of poor contact with teachers, and even discrimination were also
noted by children and parents.

The role of a teacher was particularly highlighted in times of distance learning. When
children and parents were bewildered by the new learning mode, teachers from the private
school were the ones who managed to sufficiently organize the learning process. Moreover,
the private school teachers were supporting children’s learning in terms of providing adjusted
learning materials and assignments. During the first lockdown, in 2020, children from the
state schools, however, were mostly deprived of the necessary support and guidelines from
the teachers, who themselves were at the stage of acquiring digital access and skills. As a
result, migrant children and their parents were left with few instructions and provided
knowledge. This led to the reaffirmation of the role of teachers in children’s education.
Migrant children admitted that teachers were the key sources of knowledge because parents
had little competence to provide it.

Besides these three main socialization agents (family, peers, and teachers), the outcomes
of the conducted research revealed that the other two socialization agents, namely religion and
media, pointed by Gerald Handel (1988) as the major ones, played a supplementary role in the
transnational transitions (Pustutka & Trabka, 2019) of migrant children in Poland. Along with
the other factors, which shape the socialization process and formation of a sense of belonging,
such as ethnicity/nationality, language, (previous) migration experience, gender, and agency,
religion and media became rather a context than the main socialization agents (see Table 3 for
the socialization agents and factors detailed description).

The role of religion was primarily noted among the respondents from Turkey, the

majority of whom were Muslim. The outcomes of this research illustrate that the Muslim
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religion provides an important socialization space for migrant children from Turkey, who
attended religious education either in the private school or during the out of school religious
meeting usually taking place in the Mosque during the weekends. There, learning Quran was
interlaced with establishing peer contacts (see also Sherkat, 2003) and the possibility to share
own experiences, interests and emotions in the native language. Though, despite attending the
Polish state schools, where the majority of children were Christian, Muslim children faced
less predicament due to the religious differences in the state school than in the private
international one. First, in both types of school children were able to choose ethics lessons
instead of the Christian religion ones. Moreover, the private school offered Muslim religion
lessons, where many child participants went to. The clash of nationalities, ethnicities and
religions in the private school, however, resulted in the contradictions and mutual teasing
between Muslim and non-Muslim children. Most of these disagreements were based on the
religious outlook and food choices (e.g., Halal food). Children attending the state school were
more discrete in their religious preferences, which could be among the reasons for facing
fewer quandaries.

This study also demonstrates the important role of media in children’s socialization
process, and, more importantly, in the process of formation of a sense of belonging. Although
the role of media of often seen in the migration studies as a source of the xenophobic
treatments (see Gawnor,2016; Jawor, 2020), the participants in my research did not reveal the
direct influence of the image of migrants in Polish or international media. Media was rather
seen as a virtual space for peer interactions and contacts, e.g., playing online games, sharing
various media content, or using various ICTs for communication. Nevertheless, media also
became another space and mean for either inclusion or exclusion of migrant children through

creating closed groups for online communication.
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Along with religion, migrant children’s socialization process was also largely determined
by their ethnicity, which first of all affected the peer group compositions. Migrant children
from Turkey were more likely to make close friendships with other Turkish children (or
Turkish speaking children) than the rest of the ethnic groups. On the contrary, migrant
children from Ukraine did not disclose any particular intentions to prioritize other Ukrainians
among their friends. Instead, they rather sought to enrich the bridging social capital (Putnam,
2000) applying prospect-based socialization strategies (Popyk, 2021b), and seeking friends
among the natives. Ethnicity, however, became an important factor in the formation of an
ethnic and non-ethnic group belonging.

Ethnicity/nationality has also become one of the main reasons for peer bullying and
exclusion for children from Ukraine. Children at school were often treated through the lens of
the stereotypes and opinions present among adults. Most of those negative connotations
referred to evaluating Ukrainian migrants in Poland through the prism of the Ukrainian state
politics, labour migration, or historical and cultural contradictions between Poland and
Ukraine (see Koval et al., 2021). Children from Turkey, however, experienced teasing at
school mostly due to their district differences in physical appearance. Though, it should be
noted that Turkish children participating in the research expressed emotional distress because
of observing their mothers and older siblings facing predicaments due to their religious and
ethnic closing (mothers and older sisters wearing hijab in public) and being associated with
Muslim terrorists (older brothers) (see also Shams, 2020).

Another key factor in shaping transnational transitions (Pustutka & Trabka, 2019) of
migrant children in Poland is language. To be able to become a part of the residing country’s
society, particularly one of a homogeneous nature like Poland, one should get acquainted with
the local norms and values (see Jones and Krzyzanowski, 2011). This is primarily possible

through learning the local language. Similarly to other studies on migrant children’s
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adaptation (Moskal & Sime, 2016; Ni Laoire et al., 2008; Slany & Strzemecka, 2016; Suarez-
Orozco & Suarez-Orozco, 2001; Wardahl, 2016; White et al., 2011), this study (Popyk
2021a, 2021b, 2021c) demonstrates that language becomes the main tool in building social
and cultural capital (Bourdieu, 1986; Putnam, 2000). Language is also the key navigational
tool for successful transnational transitions (Pustutka & Trabka, 2019) and an important
socialization factor in building bonding social capital (Putnam, 2000), particularly visible - in
my study - among migrant children from Turkey. The demanding migration experience of
many Turkish families, caused by the political persecution after the purge in 2016, induced
fear and uncertainty among migrant children. Hence, being able to speak own language not
only contributed to negotiating own national and ethnic identity (Garcia-Sanchez, 2014;
Meinhof & Galasinski, 2005; Peers, 2019) through participating in ethnic peer groups (see
also Titzmann, 2014) but also provided an element of familiarity. The latter translated to the
sense of stability and security, which is particularly necessary while being in a new unfamiliar
environment. It should be also noted, however, that language issues also became a ‘threshold’
(Jones & Krzyzanowski, 2011) in the transnational transitions (Pustutka & Trabka, 2019) of
some migrant children because of a few reasons. First, both Ukrainian and Turkish children
faced a sort of exclusion at school while being bullied due to their insufficient Polish
language skills or having a prominent accent. Second, children with poor language skills
could not sufficiently participate in the learning activities at school, or deal with homework
because of having little educational support from parents and teachers. As a result, such kind
of exclusion intensified the desire to participate in monolinguist groups and impeded
belonging to the mainstream group. Third, when children were a part of different peer groups,
e.g., at school and in the neighbourhood, they could benefit from participating in different

language groups and practising their language skills.
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For some migrant children, the prohibition to communicate in the native language at
school (which was viewed as the best way to learn the local language) was perceived as an
impediment to the socialization process. Children and parents reported that the first months,
or even the first year, of attending a new school in Poland had been apprehensive for children
deprived of expressing themselves in their native language. For this reason, some of the child
respondents and their parents perceived distance learning as a relief: they did not have to get
stressed because of not being able to perform well at school, and could benefit from learning
from home, enjoying parents/siblings’ help or support of using the Internet for translation,
learning and preparation of the assignments.

The study also revealed some gender and age differences in experiencing transnational
transitions by migrant children in Poland (see Popyk, 2021a). The outcomes illustrated that
the children, both boys and girls, at a younger age (7-10 years old) went through the migration
and socialization processes with lower emotional and psychological costs than the older
children. This happened for a few reasons. First, at a younger age, children still perceive their
parents to be the most important socialization agents (Corsaro & Eder, 1990; Handel, 1988).
Thus, the emigration together with their parents was experienced as the family unity and in
terms of family safety and security. The older children, however, had closer relationships with
peers and friends, whom they had to leave in the home country. As a result, a feeling of
separation and loss were present until children made new friendships in Poland. Second, the
socialization process in the destination country was perceived as smoother for the younger
children because of the nature of friendship, which is often play-based and is led by a desire
to have many/new friends. Besides, peer curiosity became a reason to get to know other
children. For the older children, however, the socialization process was rather arduous as
migrant children had to fit the already formed peer groups through negotiation of their own

values and interests. Moreover, the research indicates the apparent gender differences in the
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group of older children. It has been shown that boys face more difficulties in making friends,
as they often have to prove that they fit the selected peer group. What’s more, boys at the age
of 12-13 tend to be quite competitive and demonstrate their superiority through physical
aggression. Girls, on the contrary, are seen as more courteous, thus, it was easier for them to
join a peer group and make friends. Nonetheless, entering a social group does not always
ensure full contentment and satisfaction. This study demonstrates that girls’ friendships were
less stable and durable than boys’ ones. As a result, those boys who managed to make
friendships expressed higher friendship satisfaction and fewer breaks up. For the girls,
though, changing friends was more common. Notwithstanding, some mix gender friendships
were also present among the children. Though, they were more prevalent among the younger
groups of children.

Another important aspect, which had a considerable impact on the transnational
transitions and the process of formation of a sense of belonging of migrant children was the
migration experience (also see Popyk, 2021a). Migration experiences are viewed here in a
few forms, namely the migration reason, process, and length; and the previous migration
experience. All three groups of respondents acknowledged that both economic and political
persecution emigration reasons were hard and demanding. Those children who knew about
the families’ intentions to emigrate to Poland, had some time to prepare in terms of becoming
aware of the decision, learning some Polish language and getting acquainted with the cultural
and historical context. This could be perceived as a facilitating factor in transnational
transitions. This study, however, shows that knowing the destination place has little effect on
the later socialization process. The environment (school, neighbourhood) and agents (parents,
peers and teachers) were decisive in experiencing these transitions.

Political refugeeing itself is a burdensome and worrisome process, which has serious

consequences in later life (Hjern et al., 1988, Fazel & Stein, 2002). My research, however,
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illustrates, that those children who were brought to Poland due to the political persecution of
their families in Turkey, were not aware enough of the emigration process. Many children
realized they will not go back to their home country after a few weeks/months of living in
Poland. For those children, the safety and security of the family were perceived as a priority,
while Poland was seen as a non-life-threatening place. This was among the main reasons to
minimize the home sicking and longing.

Among the other facilitating aspects for the socialization process of migrant children is
their previous migration experience. It is proved (Popyk 2021a, 2021b) that those children
who had lived (or at least visited) in other places before coming to Poland, expressed a higher
level of preparation to enter a new social-cultural context. This, however, was not the case for
those children who were forced to live in different countries before coming to Poland due to
the travel documents and permissions policy and process. The multiple transitions usually
resulted in significant emotional and psychological losses, which negatively affected
children’s socialization and adaptation when arriving in Poland.

The last, but not least factor, which shapes the socialization process of migrant children
participating in this research is the agency (see also Alderson, 2016; Clark, 2017; A. James,
2007; Mayall, 2000; Prout & James, 1997; Qvortrup et al., 2009; Thompson et al., 2019).
This study goes in line with the previous research (e.g., Ni Laoire et al., 2008; Sime & Fox,
2015; Strzemecka, 2915; White et al., 2011) and proves that migrant children in Poland from
both major ethnic groups (Ukrainian and Turkish) were taking the major steps in building the
links and contacts in a new culture and society through establishing relations at school and
neighbourhood. Apart from being the translators and assistants for their parents at different
institutions in Poland, as children were the ones who often knew the Polish language the best,

migrant children also demonstrated a high level of self-determination in negotiating their
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social roles and autonomy. This became significant in the process of formation of a sense of a
group and place belonging.

Migrant children’s transnational transitions (Pustutka & Trabka, 2019) and the process of
formation of a sense of belonging have been greatly shaped by the COVID-19 pandemic and
school’s closure. Being cut off from their Polish peers and teachers, most of the children who
had had poor peer contact, found themselves disjoined from school as the main site of
socialization. Despite feeling joy and contentment of being able to use the Internet and
devices for learning purposes, children’s ease was soon replaced with the concerns and
anxiety linked to neither being able to perform well at school nor have the capacity to enjoy
peer contacts and their direct support. This led to the significant transformation of children’s
social, everyday, and educational practices, as well as to the reconsideration of the values of
school, teachers, peers and home (Popyk, 2021c). The schools’ closure reconfirmed that the
school serves as the major socialization space and the main place for migrant children’s direct
contact with teachers and peers representing the cultural setting.

Besides, the COVID-19 pandemic required the revaluation and reconsideration of the
notion of ‘home’ in migrant families (Popyk, 2021d). While school is viewed as the main
bridge between migrant children (and often their families) and society, it is often perceived as
foreign and unknown. On the contrary, home is associated with something intimate and
familiar. The feeling of familiarity contributes to the sense of ontological security (Giddens,
1991; Sime, 2018) among children, particularly for those who have undergone significant
changes in the living context. The lockdown caused the saturation of the space, in which
migrant families face one of the two delineated space mixtures, homogeneous and
heterogeneous (Popyk, 2021d). The first one indicates the absolute space solvation (see
Sarnowska et al., 2020), which illustrated the inability to separate home and school in terms

of time and space. The second type presents a heterogeneous mode and points to the space
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mixture in which intimate and school/work-life remain separated despite being performed in
one place.

To recapitulate, this publication-based thesis demonstrates that the transnational
transitions (Pusutka & Trabka, 2019) and the process of formation of a sense of belonging
among migrant children in Poland are complex and multiplex. They are not only shaped by
different socialization agents but are also established on multiple levels (micro, meso, and
macro) (Popyk et al., 2019). The presented analysis demonstrates the migrant children’s
socialization process and the process of formation of a sense of belonging before and during
the COVID-19 pandemic and contributes to developing theoretical, methodological and

empirical knowledge in childhood and migration studies.

Page | 124



REFERENCES
Abbott, P., Wallace, C., & Tyler, M. (2005). An introduction to sociology: Feminist

perspectives (3rd ed.). Routledge. https://doi.org/10.4324/9780203489949

Abuhammad, S. (2020). Barriers to distance learning during the COVID-19 outbreak: A
qualitative review from parents’ perspective. Heliyon, 6, 11.
https://doi.org/10.1016/j.heliyon.2020.e05482

Aitchison, C. C., Hopkins, P. E., & Kwan, M. P. (2008). Geographies of Muslim Identities:
Diaspora, Gender and Belonging. Ashgate Publishing Ltd.

Alderson, P. (2013). Childhoods Real and Imagined. Volume 1: An Introduction to Critical
Realism and Childhood Studies (1st ed.). Routledge.

Alderson, P. (2016). The philosophy of critical realism and childhood studies. Global Studies
of Childhood, 6(2), 199-210. https://doi.org/10.1177/2043610616647640

Alrashidi, A., & Alanezi, N. (2020). Religious Socialization, Education, and the Perceptions
of Heaven among First-Grade Muslim Children in Kuwait. Religious Education, 115(5),
466-479. https://doi.org/10.1080/00344087.2020.1816250

Amadasi, S. (2014). Beyond belonging. How migrant children actively construct their cultural
identities in the interaction. Interdisciplinary Journal of Family Studies, 19(1), 136-152.

Andrejuk, K., (2017). Przedsigbiorcy ukrainscy w Polsce. Struktura i sprawstwo w procesie
osiedlenia. Warsaw: IFiS PAN.

Anthias, F. (2007). Ethnic ties: Social capital and the question of mobilisability. Sociological
Review, 55(4), 788-805. https://doi.org/10.1111/j.1467-954X.2007.00752.x

Anthias, F. (2008). Thinking through the lens of translocational positionality: an
intersectionality frame for understanding identity and belonging. Translocations:

Migration and Social Change, 4(1), 5-20.

Page | 125



Antonsich, M. (2010). Searching for belonging - An analytical framework. Geography
Compass, 4(6), 644-659. https://doi.org/10.1111/j.1749-8198.2009.00317.x

Babbie, E. (2020). The Practice of Social Research (15th ed.). Cengage.
https://doi.org/10.2307/1318620

Baldassar, L., Kilkey, M., Merla, L., & Wilding, R. (2014). Transnational Families. The Wiley
Blackwell Companion to the Sociology of Families, 155-175.
https://doi.org/10.1002/9781118374085.ch8

Barglowski, K., & Pustulka, P. (2018). Tightening early childcare choices-gender and social
class inequalities among Polish mothers in Germany and the UK. Comparative
Migration Studies, 6(36), 1-16. https://doi.org/10.1186/s40878-018-0102-6

Barker, J., Weller, S. (2003) Is it fun?' Developing children centered research methods.
International Journal of Sociology and Social Policy 23, (1/2), 33-58.

Bauman, Z. (2000). Liquid modernity. Polity Press.

Belsky, J., & Pensky, E. (1988). Marital change across the transition to parenthood. Marriage
& Family Review, 12(3-4), 133-156.

BERA (2011). Ethical Guidelines for Educational Research. Retrieved March 07, 2018, from
https://www.bera.ac.uk/researchers-resources/publications/ethical-guidelines-for-
educational-research-2011

Bhabha, J. (2014). Moving Children: Lacunae in Contemporary Human Rights Protections for
Migrant Children and Adolescents. Revue Européenne Des Migrations Internationales,
30(1), 35-57. https://doi.org/10.4000/remi.6747

Bialek K., Dang Thu H., Grabowska E., Halik T., Ngo Van T. (2009). Edukacja dzieci i
miodziezy wietnamskiej w Polsce. A practical mini guide. Warsaw: Fundacja Sztuki
Arteria.

Birbili, M. (2015). Translating from one language to another. Social Research Update, 31.

Page | 126



Blachnicka-Ciacek, D., Trabka, A., Budginaite-Mackine, 1., Parutis, V., & Pustulka, P.
(2021). Do I deserve to belong? Migrants’ perspectives on the debate of deservingness
and belonging. Journal of Ethnic and Migration Studies, 47, 17, 3805-3821.
https://doi.org/10.1080/1369183X.2021.1932444

Bteszynska, K. (2010). Dzieci obcokrajowcow w polskich placowkach oswiatowych —
perspektywa szkoly. Warsaw: Osrodek Rozwoju Edukacji.

Bokszanski, Z. (2005). Collective Identities. Publisher: PWN.

Bol, T. (2020). Inequality in homeschooling during the Corona crisis in the Netherlands. First
results from the LISS Panel. https://doi.org/10.31235/0sf.io/hf32q

Borkowski, A., Santiago, J., Correa, O., Bundy, D. A. P., Burbano, C., Hayashi, C., Lloyd-
Evans, E., Neitzel, J., & Reuge, N. (2021). COVID-19: Missing More Than a
Classroom The impact of school closures on children’s nutrition. UNICEF Office of
Research — Innocenti, January, 1-30.

Bourdieu, P. (1986). The Forms of Capital. In J. G. Richardson (Ed.), Handbook of Theory
and Research for the Sociology of Education. New York: Greenwood Press.

Bowen, G. A. (2008). Naturalistic inquiry and the saturation concept: a research note.

Qualitative Research, 8(1), 137-152. https://doi.org/10.1177/1468794107085301

Brandhorst, R., Baldassar, L., & Wilding, R. (2020). Introduction to the Special Issue:
“Transnational Family Care ‘On Hold’? Intergenerational Relationships and Obligations
in the Context of Immobility Regimes”. Journal of Intergenerational Relationships, 18,
3, 261-280).

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research
in Psychology. https://doi.org/10.1191/1478088706qp0630a

Braun, V., & Clarke, V. (2013). Successful Qualitative Research: A Practical Guide for

Beginners. SAGE Publications Ltd.

Page | 127


https://doi.org/10.1177/1468794107085301

British Educational Research Association [BERA] (2018) Ethical Guidelines for Educational
Research, Fourth Edition, London. https://www.bera.ac.uk/researchers-
resources/publications/ethicalguidelines-for-educational-research-2018

Brossard, M., Cardoso, M., Kamei, A., Mishra, S., Mizunoya, S., & Reuge, N. (2020).
Parental Engagement in Children’s Learning. 1-6. https://www.unicef-
irc.org/publications/pdf/IRB 2020-09 CL.pdf

Brostrom, S. ( 2005) Children’s perspectives on their childhood experiences, in J. Einarsdottir
and J. Wagner (eds) Nordic Childhoods and Early Education: Philosophy, Research,
Policy and Practice in Denmark, Finland, Iceland, Norway, and Sweden, pp. 223-256.
Retrieved from https://www.researchgate.net. Accessed 06.02.2018.

Bryceson, D. F., & Vuorela, U. (2002). Transnational Families in the 21 st Century. In D. F.
Bryceson & U. Vuorela (Eds.), The Transnational Family: New European Frontiers
and Global Networks (pp. 3-30). New York: Berg.

Bulandra, A., Kosciotek, J., & Majcher-Legawiec, U. (2019). Educational Community And
School Systems: Poland. Migrant Children And Communities In A Transforming
Europe. Koper: Znanstveno-raziskovalno sredis¢e Koper.

Bushin, N. (2007). Interviewing with children in their homes: Putting ethical principles into
practice and developing flexible techniques. Children’s Geographies, 5(3), 235-251.
https://doi.org/10.1080/14733280701445796

Bygnes, S., & Erdal, M. B. (2017). Liquid migration, grounded lives: considerations about
future mobility and settlement among Polish and Spanish migrants in Norway. Journal
of Ethnic and Migration Studies, 43, 1, 102-118.
https://doi.org/10.1080/1369183X.2016.1211004

Campani, G. (2001). Migrants and Media: the Italian Case. In (Eds.) King R., Woods N.

Media and Migration. Constructions of Mobility and Difference. Routledge.

Page | 128



Cappello, M. (2005) Photo interviews: eliciting data through conversations with children.
Field Methods, 17, 170-182.

Carling, J., Erdal, M. B., & Ezzati, R. (2014). Beyond the insider—outsider divide in migration
research. Migration Studies, 2(1), 36-54. https://doi.org/10.1093/migration/mnt022

Castells, M. (2010). The Power of Identity. The Information Age: Economy, Society and
Culture (2nd ed.). Blackwell Publishing Ltd. https://doi.org/10.2307/2654791

Castells, S., De Haas, H., & Miller, M. J. (2009). The Age of Migration. Palgrave Macmillan.

Caughlin, J. P., & Sharabi, L. L. (2013). A communicative interdependence perspective of
close relationships: The connections between mediated and unmediated interactions
matter. Journal of Communication, 63(5), 873-893. https://doi.org/10.1111/jcom.12046

Chaturvedi, K., Vishwakarma, D. K., & Singh, N. (2021). COVID-19 and its impact on
education, social life and mental health of students: A survey. Children and Youth
Services Review, 121, 105866. https://doi.org/10.1016/j.childyouth.2020.105866

Chavez, C. (2015). Conceptualizing from the Inside: Advantages, Complications, and
Demands on Insider Positionality. The Qualitative Report, 13(3), 474-494.
https://doi.org/10.46743/2160-3715/2008.1589

Choudhry, S. (2010). Multifaceted identity of interethnic young people: Chameleon identities.
Routledge. https://doi.org/10.1177/0094306111419111i

Christensen, P., & Prout, A. (2002). Working with ethical symmetry in social research with
children. Childhood, 9(4), 477—-497. https://doi.org/10.1177/0907568202009004007

Clark, A. (2005). Ways of seeing: using the Mosaic approach to listen to young children's
perspectives. In: (Eds.) Clark, Alison; Kjerholt, Anne Trine and Moss, Peter. Beyond
listening: Children's Perspectives on Early Childhood Services. Bristol: Policy Press,

pp. 29-49.

Page | 129



Clark, A. (2017). Listening to Young Children: A Guide to Understanding and Using the
Mosaic Approach. Expanded Third Edition. Foreword: Moss, P. Philadelphia: Jessica
Kingsley Publisher, London.

Clark, A. and Moss, P. (2001) Listening to young children: The Mosaic approach, London:
National Children’s Bureau for the Joseph Rowntree Foundation.

Cohen, J. H. (2020). Editorial: Modeling Migration, Insecurity and COVID-19. Migration
Letters, 17(3), 405-409. https://doi.org/10.33182/ml.v17i3.986

Coiro, J., Knobel, M., Lankshear, C., & Leu, D. J. (Eds.). (2014). Handbook of research on
new literacies. Routledge.

Coleman, J. S. (1974). Youth: Transition to adulthood. NASSP Bulletin, 58(385), 4-11.

Corsaro, W. A., & Fingerson, L. (2006). Development and Socialization in Childhood. In J.
Delamater (Ed.), Handbook of social psychology (pp. 125-155). Springer.
https://doi.org/10.1007/0-387-36921-X_6

Creswell, J. W., & Creswell, J. D. (2018). Research design : qualitative, quantitative, and
mixed methods approaches. SAGE.

Crul, M., & Schneider, J. (2010). Comparative integration context theory: Participation and
belonging in new diverse European cities. Ethnic and Racial Studies, 33(7), 1249-1268.
https://doi.org/10.1080/01419871003624068

Cuervo, H., & Wyn, J. (2017). A Longitudinal Analysis of Belonging: Temporal,
Performative and Relational Practices by Young People in Rural Australia. Young,
25(3), 219-234. https://doi.org/10.1177/1103308816669463

Czerniejewska, 1. (2014). Public or international? Migrating students in two types of schools

of Poznan, Studia Migracyjne - Przeglgd Polonijny, 40, 3(153), 243-258.

Page | 130



Dabrowa, E. (2020). Sytuacja (edukacyjna) dzieci z doswiadczeniem migracyjnym w czasie
Kryzysu zwigzanego z pandemig COVID-19. Kultura i Edukacja, 129(3), 59-75.
https://doi.org/10.15804/kie.2020.03.04

Danby, S. and Farrell, A. (2004) Accounting for young children's competence in educational
research: New perspectives on research ethics, The Australian Educational Researcher
31(3), 35-50.

Darmody, M., & Smyth, E. (2017). Out-of-school social activities among immigrant-origin
children living in Ireland. Economic and Social Review, 48(4), 419-439.

Darmody, M., Byrne, D., & McGinnity, F. (2014). Cumulative disadvantage? Educational
careers of migrant students in Irish secondary schools. Race Ethnicity and Education,
17(1), 129-151. https://doi.org/10.1080/13613324.2012.674021

Darmody, M., McGinnity, F., & Kingston, G. (2016). The Experiences of Migrant Children in
Ireland. In J. Williams, E. Nixon, E. Smyth, & D. Watson (Eds.), Cherishing All the
Children Equally? Ireland 100 Years on from the Easter Rising (pp. 175-193). Oak
Tree Press.

Davis, K. E., Ghorashi, H., & Smets, P. (Eds.) (2018). Contested Belonging: Spaces,
Practices, Biographies. Emerald Publishing. https://doi.org/10.1108/9781787432062

de Haas, H., Castles, S., & Miller, M. J. (2020). The Age of Migration. International
Population Movements in the Modern World (6th ed.). Red Globe Press.

Deslandes, R., Trudeau, F., Rivard, M.-C., Lemoyne, J., & Joyal, F. (2012). Role of family,
school, peers and community in the adaptation process of young immigrants.
International Journal about Parents in Education, 6(1), 1-14.

Devine, D. (2009). Mobilising capitals? Migrant children’s negotiation of their everyday lives
in school. British Journal of Sociology of Education, 30(5), 521-535.

https://doi.org/10.1080/01425690903101023

Page | 131



Di Pietro, G., Biagi, F., Costa, P., Karpinski, Z., & Mazza, J. (2020). The Likely Impact of
COVID-19 on Education: Reflections based on the Existing Literature and Recent
International Datasets. In Publications Office of the European Union, Luxembourg:
Vol. EUR 30275 (Issue JRC121071). https://doi.org/10.2760/126686

Dietrich, H., Patzina, A., & Lerche, A. (2020). Social inequality in the homeschooling efforts
of German high school students during a school closing period. European Societies, 23,
supl, 348-369. https://doi.org/10.1080/14616696.2020.1826556

Doyle, O. (2020). COVID-19 Exacerbating Educational Inequalities. Public Policy.le,
Evidence for Policy. UCD, 1-10.

Due, C., Riggs, D. W. and Augoustinos, M. (2014) Research with children of migrant and
refugee backgrounds: A review of child-centred research methods, Child Indicators
Research, 7, 1, 209-227.

Einarsdottir, J. ( 2005) Playschool in pictures: children’s photographs as a research method.
Early Childhood Development and Care, 175(6), 523-41.

Engzell, P., Frey, A., & Verhagen, M. (2021). Learning loss due to school closures during the
COVID-19 pandemic. PNAS.

Eynon, R., Schroeder, R., & Fry, J. (2009). New techniques in online research: Challenges for
research ethics. Twenty-First Century Society, 4(2), 187-199.
https://doi.org/10.1080/17450140903000308

Fairclough, N. (2013). Critical discourse analysis: The critical study of language. Routledge.

Faist, T. (2000). Transnationalization in international migration: implications for the study of
citizenship and culture. Ethnic and Racial Studies, 23, 189-222.

Falicov, C. J. (2005). Emotional transnationalism and family identities. Family Process,

44(4), 399-406. https://doi.org/10.1111/j.1545-5300.2005.00068.x

Page | 132



Fargas-Malet, M., McSherry, D., Larkin, E. and Robinson, C. (2010) Research with children:
Methodological issues and innovative techniques. Journal of Early Childhood
Research, 8, 175-192.

Farrell, A. ed. (2005). Ethical research with children. Berkshire: Open University Press.

Fassinger, R. E., and Morrow, S. L. (2013). Toward best practices in quantitative, qualitative,
and mixed-method research: A social justice perspective. Journal for Social Action in
Counseling and Psychology, 5, 69-83.

Fassman, H., Reeger, U. (2009) “Old” Immigration countries in Europe. In: Europe: the
continent of immigrants Trends, structures and policy implications. IDEA Working
Papers. Retrieved from

Fazel, M., Stein, A. (2002). The mental health of refugee children. Archives of Disease in
Childhood, 87, 366-370.

Ferguson, P. D., & Fraser, B. J. (1998). Changes in learning environment during the transition
from primary to secondary school. Learning Environments Research, 1(3), 369-383.

Fersch, B. (2013). Meaning: lost, found or ‘made’ in translation? A hermeneutical approach
to cross-language interview research. Qualitative Studies, 4(2), 86—99.
https://doi.org/10.7146/qs.v4i2.8859

Fielding, N. G., Lee, R. M., & Blank, G. (Eds.). (2008). The SAGE handbook of online
research methods. Sage.

Filep, B. (2009). Interview and translation strategies: Coping with multilingual settings and
data. Social Geography, 4(1), 59-70. https://doi.org/10.5194/sg-4-59-2009

Fletcher, A. J. (2017). Applying critical realism in qualitative research: methodology meets
method. International Journal of Social Research Methodology, 20(2), 181-194.

https://doi.org/10.1080/13645579.2016.1144401

Page | 133



Fog Olwig, K., & Gullev, E. (Eds.). (2003). Children’s places : cross-cultural perspectives
(1st ed.). Routledge.

Franzke, A. S., Bechmann, A., Zimmer, M., Ess, C. M., & Association of Internet
Researchers. (2020). Internet Research : Ethical Guidelines 3.0 Association of Internet
Researchers. https://aoir.org/reports/ethics3.pdf

Garcia-Sanchez, 1. M. (2014). Language and Muslim immigrant childhoods: The politics of
belonging. John Wiley & Sons.

Garcia-Sanchez, 1., & Nazimova, K. (2017). Language Socialization and Immigration in
Europe. Language Socialization, 1-16. https://doi.org/10.1007/978-3-319-02327-4_30-
2

Gardner, K. (2012). Transnational migration and the study of children: An introduction.
Journal of Ethnic and Migration Studies, 38(6), 889-912.

Gardner, K., Mand, K. (2012). ‘My away is here’: place, emplacement and mobility amongst
British Bengali children. Journal of Ethnic and Migration Studies, 38(6), 969-986.

Gaywood, D., Bertram, T., & Pascal, C. (2020). Involving refugee children in research:
emerging ethical and positioning issues. European Early Childhood Education
Research Journal, 28(1), 149-162. https://doi.org/10.1080/1350293X.2020.1707369

Ghorashi, H. (2003). Multiple Identities between continuity and change The narratives of
Iranian women in Exile. Focaal — European Journal of Anthropology, 42, 63-75.

Giddens, A. (1991). Modernity and self-identity. Stanford University Press.

Giddens, A. (2012). Introduction to Sociology. 6th ed., Norton, New York.

Gilmartin, M. (2008). Migration, identity and belonging. Geography Compass, 2(6), 1837—
1852. https://doi.org/10.1111/j.1749-8198.2008.00162.x

Glowacka-Grajper, M. (2006). Dobry Gosc. Stosunek Nauczycieli Szkot Podstawowych do

Dzieci Romskich i Wietnamskich. ProLog.

Page | 134



Gornik, B., Dezan, L., Sedmak, M., & Medari¢, Z. (2020). Distance learning in the time of the
COVID-19 pandemic and the reproduction of social inequality in the case of migrant
children. Druzboslovne Razprave, 36(94-95), 149-168.
https://doi.org/10.19233/ASHS.2020.40

Grabowska, 1. (2014). Spoteczno-ekonomiczne efekty migracji miedzynarodowych Polakow:
kariery zawodowe i kapitat ludzki. In L. Zotadek (Ed.), Migracje i polityka migracyjna
(4 (40), 81-104). Studia BAS. Biuro Analiz Sejmowych.

Graham, A., Powell, M. A., & Taylor, N. (2015). Ethical Research Involving Children:
Encouraging Reflexive Engagement in Research with Children and Young People.
Children and Society, 29(5), 331-343. https://doi.org/10.1111/chs0.12089

Grasso, M., Klicperova-Baker, M., Koos, S., Kosyakova, Y., Petrillo, A., & Vlase, I. (2021).
The impact of the coronavirus crisis on European societies. What have we learnt and
where do we go from here? Introduction to the COVID volume. European Societies, 23,
supl, 2-32. https://doi.org/10.1080/14616696.2020.1869283

Greene, S., & Hill, M. (2005). Researching children’s experience: Methods and
methodological issues. In S. Greene & D. Hogan (EdSs.), Researching children’s
experience. London: Sage Publications. Print ISBN: 9-7807-6197-1030; eBook ISBN:
9-7818-4920-9823

Grzymata-Kaztowska, A. (2013). Zarys Koncepcji Spotecznego Zakotwiczenia Inne
Spojrzenie Na Tozsamo$¢, Adaptacje I Integracje Imigrantéw / an Outline of the
Concept of Social Anchoring: a Different Approach To Immigrant Identity, Adaptation,
and Integration. Kultura i Spoleczenstwo, 45-60(3). https://doi.org/10.2478/kultura-

2013-0022

Page | 135



Grzymata-Kaztowska, A. (2018). Capturing the flexibility of adaptation and settlement:
anchoring in a mobile society. Mobilities, 13(5), 632-646.
https://doi.org/10.1080/17450101.2017.1421023

Grzymata-Kaztowska, A. and Grzymata-Moszczynska, H. (2014) The anguish of repatriation:
immigration to Poland and integration of Polish descendants from Kazakhstan. East
European Politics and Societies and Cultures, 28(3), 593-613.

Grzymata-Kaztowska, A., & Brzozowska, A. (2017). From Drifting to Anchoring. Capturing
the Experience of Ukrainian Migrants in Poland. Central and Eastern European
Migration Review, 6(2), 103—-122. https://doi.org/10.17467/ceemr.2017.04

Grzymala-Kazlowska, A., & Phillimore, J. (2019). Superdiversity and Its Relevance for
Central and Eastern European Migration Studies. The Case of Polish Migrants in the
UK. Central and Eastern European Migration Review, 8(2), 39-59.
https://doi.org/10.17467/ceemr.2019.16

Grzymata-Kazlowska, A., Lodzinski, S., (2008). Znaczenie problematyki polityki integracji
dla Polski. In: (Ed.,) Lodzinski, S. et al. Problemy integracji imigrantow: koncepcje,
badania, polityki. Studia Migracyjne, pp. 18-23.Wydaw. Uniwersytetu Warszawskiego.

Grzymala-Moszczynska, H., & Trabka, A. (2014). From children of migrants to migrant
children. Studia Migracyjne — Przeglgd Polonijny, 3(2005), 5-16.

Grzymata-Moszczynska, H., Grzymata-Moszczynska, J., Durlik, J., & Szydtowska, P. (2015).
(Nie)tatwe powroty do domu? Funkcjonowanie dzieci i mtodziezy powracajqcych z
emigracji. Warszawa: Fundacja Centrum im. prof. Bronistawa Geremka.

Haikkola, L. (2011). Making connections: Second-generation children and the transnational
field of relations. Journal of Ethnic and Migration Studies, 37(8), 1201-1217.

https://doi.org/10.1080/1369183X.2011.590925

Page | 136



Halai, N. (2015). Making Use of Bilingual Interview Data: Some Experiences from the Field.
The Qualitative Report, 12(3), 344-355. https://doi.org/10.46743/2160-3715/2007.1621

Handel, G. (1988). Revising Socialization Theory. American Sociological Review.

Hennessy, E. (1999). Children as service evaluators. Child Psychology and Psychiatry
Review, 4(4), 153-161.

Hjern, A., Angel, B., & Jeppson, O. (1998). Political violence, family stress and mental health
of refugee children in exile. Scandinavian Journal of Social Medicine, 26(1), 18-25.
https://doi.org/10.1177/14034948980260010701

Holland, J. (2009). Young Young people and social capital Uses and abuses? Nordic Journal
of Youth Research, 17(4), 331-350. https://doi.org/10.1177/110330880901700401

Hughes, C. (2011). Social understanding and social lives: From toddlerhood through to the
transition to school. Psychology Press.

Huijsmans, R. (2011). Child migration and questions of agency. Development and Change,
42(5), 1307-1321. https://doi.org/10.1111/j.1467-7660.2011.01729.x

Huot, S., Dodson, B., & Rudman, D. L. (2014). Negotiating belonging following migration:
Exploring the relationship between place and identity in Francophone minority
communities. Canadian Geographer, 58(3), 329-340.
https://doi.org/10.1111/cag.12067

Hyvonen, P., Kronqvist, E.-L., Jarveld, S., Maitti, E., Mykkénen, A., & Kurki, K. (2014).
Interactive and Child-Centred Research Methods for Investigating Efficacious Agency
of Children. Varhaiskasvatuksen Tiedelehti Journal of Early Childhood Education
Research, 3(1), 82-107.

Iglicka K. (2016). Chechen's Lesson. Challenges of Integrating Refugee Children in a Transit
Country: A Polish Case Study, Central and Eastern European Migration Review, 6, 23-

140.

Page | 137



Inhetveen, K. (2012). Translation Challenges: Qualitative Interviewing in a Multi-Lingual
Field. Qualitative Sociology Review, VI11(2), 28-45.

International Committee of the Red Cross, International Rescue Commission, Save the
Children, UNICEF, United Nations High Commissioner for Refugees, and World
Vision. Inter-Agency Guiding Principles on Unaccompanied and Separated Children.
Jan 2004, 2004. [April 18, 2016]. http://www.refworld.org/docid/4113abc14.html.

IOM, (2019). Retrieved from
https://migrationdataportal.org/?i=stock_abs_&t=2010&cm49=616 Aug. 1st, 2021.

IOM, https://worldmigrationreport.iom.int/wmr-2020-interactive/

IOM, n.d. Aug. 25th, 2021 https://www.iom.int/key-migration-terms#Migrant

Jain, O., Gupta, M., Satam, S., & Panda, S. (2020). Has the COVID-19 pandemic affected the
susceptibility to cyberbullying in India? Computers in Human Behavior Reports, 2.
https://doi.org/10.1016/j.chbr.2020.100029

James, A. (2007). Giving Voice to Children’s Voices: Practices and Problems, Pitfalls and
Potentials. American Anthropologist, 109, 2.

James, A., & Prout, A. (2015). A new paradigm for the sociology of childhood? Provenance,
promise and problems. In: Constructing and Reconstructing Childhood: Contemporary
Issues in the Sociological Study of Childhood: Classic Edition (1st ed.). London:
Routledge. https://doi.org/10.4324/9781315745008

James, N. and Busher, H (2016) Online Interviews, D.Silverman (eds) Qualitative Research,
London, Sage Publications

Jancewicz, B., Salomonska, J. (2020). Migracje wielokrotne w Europie: polscy migranci w
Wielkiej Brytanii, Holandii, Irlandii i Niemczech. Studia Migracyjne — Przeglgd

Polonijny, XLVI(2 (176)), 7-29.

Page | 138



Januszewska, E., & Markowska-Manista, U. (2017). Dziecko" inne" kulturowo w Polsce: z
badan nad edukacjq szkolng. Wydawnictwo Akademii Pedagogiki Specjalne;j.

Jawor, A., Markowska-Manista, U., & Pietrusinska, M. (2020). Konkultura: Wymiary
uczestnictwa w kulturze mtodych imigrantow z Ukrainy w Polsce. Wydawnictwo
Naukowe Scholar.

Jones, P., & Krzyzanowski, M. (2011). Identity, belonging and migration: Beyond
constructing ‘others’. In G. Delanty, R. Wodak, & P. Jones (Eds.), Identity, Belonging
and Migration (pp. 38-53). Liverpool University Press.
https://doi.org/10.5949/UP0O9781846314537.003

Jorgensen, J. N., Karrebaek, M. S., Madsen, L. M., Mgller, J. S. (2015) Polylanguaging in
Superdiversity, In: (Eds.) Arnaut, K. et al. Language and Superdiversity. Routledge.

Jorgenson, J., & Sullivan, T. (2009). Accessing children’s perspectives through participatory
photo interviews. Forum Qualitative Sozialforschung, 11(1).
https://doi.org/10.17169/fqs-11.1.447

Juszczyk-Rygatto, J. (2016). Ptynna tozsamos¢ czy tozsamosci wielorakie mtodziezy? Studia
Paedagogica Ignatiana, 19(4), 119. https://doi.org/10.12775/spi.2016.4.007

Kaczmarczyk, P. (2015). Burden or Relief? Fiscal Impacts of Recent Ukrainian Migration to
Poland. In IZA Discussion Paper (Discussion Paper Series, Issue 8779).

Karpinska, K., & Dykstra, P. A. (2018). Families of Poles in the Netherlands (FPN) Survey,
questionnaire, wave 1. 324211. https://doi.org/doi.org/10.17026/dans-xze-g5bh

Kempf, W., & Hermann, E. (2014). Uncertain Futures of Belonging. Belonging in Oceania:
Movement, place-making and multiple identifications, In: Elfriede Hermann, Toon van
Meijl and Wolfgang Kempf (eds.), Belonging in Oceania: Movement, Place-Making

and Multiple ldentifications. Oxford: Berghahn.

Page | 139



Komito, L. (2011). Social media and migration: Virtual community 2.0. Journal of the
American Society for Information Science and Technology, 62(6), 1075-1086.
https://doi.org/10.1002/asi.21517

Kosciodtek, J. (2020). Children with Migration Backgrounds in Polish Schools — Problems and
Challenges. Annales, Series Historia Naturalis, 30(4), 601-612.
https://doi.org/10.19233/ASHS.2020.40

Koval, N., Vaicitinas, L., Reichardt, 1. (2021). Polancy i Ukraincy w codziennych kontaktach.
Raport. Fundacja im. Friedricha Eberta w Polsce i Ukrainie.

Kusio, U. (2013). Ktopoty z wielokulturowoscia, czyli aktualno$¢ schematu ,,my-oni”,
Annales Universitatis Mariae Curie-Skfodowska Lublin-Polonica, 38, 7-25.

Kvale, S. (1994). Ten standard Objections to Qualitative Research Interviews. Journal of
Phenomenological Psychology, 25(2), 147-173.

Kyratzis, A., & Cook-Gumperz, J. (2008). Language Socialization and Gendered Practices in
Childhood. Encyclopedia of Language and Education, 8, 2716-2728.
https://doi.org/10.1007/978-0-387-30424-3_203

Lahdesmaki, T., Saresma, T., Hiltunen, K., Jantti, S., Saiaskilahti, N., Vallius, A., &
Ahvenjarvi, K. (2016). Fluidity and flexibility of “belonging”: Uses of the concept in
contemporary research. Acta Sociologica, 59(3), 233-247.
https://doi.org/10.1177/0001699316633099

Lather, P. (2007). Getting Lost: Feminist Efforts Toward a Double(d) Science. New York:
State University of New York.

Lee, N (2001) Childhood and society: growing up in an age of uncertainty. Buckingham:

Open University Press.

Page | 140



Lesinska, M. (2019). Nietatwe zwiqgzki — relacje polityczne miedzy panstwem pochodzenia a
diasporq. Polska i polska diaspora w okresie przetomu 1989 roku i pozniej. Warsaw
University Press. https://doi.org/10.31338/uw.9788323536864

Levitt, P., & Jaworsky, N. (2007). Transnational migration studies: Past developments and
future trends. Annual Review of Sociology, 33, 129-156.
https://doi.org/10.1146/annurev.soc.33.040406.131816

Levitt, P., & Schiller, N. (2004). Conceptualizing Simultaneity: A Transnational Social Field
Perspective on Society. International Migration Review, 38(3), 1002-1039.
https://doi.org/10.1111/j.1747-7379.2004.th00227.x

Liberati, A., Altman, D., Tetzlaff, J., Mulrow, C., Gotzsche, P., Loannidis, J., Clarke, M.,
Devereaux, P., Kleijnen, J., & Moher, D. (2020). Hoe Early-Career Researchers are
Navigating the COVID-10 Pandemic. Molecula Plant, 13, 1229-1230.

Licoppe, C. (2004). ‘Connected’ presence: The emergence of a new repertoire for managing
social relationships in a changing communication technoscape. Environment and
Planning D: Society and Space, 22(1), 135-156. https://doi.org/10.1068/d323t

Liebel, M. (2017). Children without childhood? Against the postcolonial capture of
childhoods in the global south. In Cooper, H., Camic, P. M., Long, D. L., Panter, A. T.,
Rindskopf, D., Sher, K. J. (Eds.), Children out of place and human rights (Vol. 15, pp.
79-97). Springer International Publishing. https://doi.org/10.1007/978-3-319-33251-
2.6

Liebel, M., & Markowska-Manista, U. (2021). Presentacion. Cuestiones éticas y
epistemologicas en la investigacion con nifios. Sociedad e Infancias, 5, 1-4.
https://doi.org/10.5209/s0ci.74230

Lisek-Michalska, J. (2012). Etyczne Aspekty Badan Fokusowych z Udziatem Dzieci i

Mtodziezy. Acta Universitatis Lodziensis. Folia Sociologica, 42, 33-61.

Page | 141



Macdonald, A. (2013). Researching with young children: Considering issues of ethics and
engagement. Contemporary Issues in Early Childhood, 14(3), 255-269.
https://doi.org/10.2304/ciec.2013.14.3.255

Mack, N., Woodsong, C., MacQueen, K. M., Guest, G., & Namey, E. (2005). Qualitative
Research Mehtods: A Data Collector’s Field Guide. Family Health International
Family.

Madianou, M. (2016). Ambient co-presence: Transnational family practices in polymedia
environments. Global Networks, 16(2), 183-201. https://doi.org/10.1111/glob.12105

Madsen, K. D., & van Naerssen, T. (2003). Migration, identity, and belonging. Journal of
Borderlands Studies, 18(1), 61-75. https://doi.org/10.1080/08865655.2003.9695602

Mahar, A. L., Cobigo, V., & Stuart, H. (2013). Conceptualizing belonging. Disability and
Rehabilitation, 35(12), 1026-1032. https://doi.org/10.3109/09638288.2012.717584

Malterud, K., Siersma, V. D., & Guassora, A. D. (2016). Sample Size in Qualitative Interview
Studies: Guided by Information Power. Qualitative Health Research, 26(13), 1753—
1760. https://doi.org/10.1177/1049732315617444

Margetts, K. (2005). Children’s adjustment to the first year of schooling: Indicators of
hyperactivity, internalising and externalising behaviours. International Journal of
Transitions in Childhood, 1, 36-44.

Markowska-Manista, U. (2016). “Invisible” and “unheard” children in fragile contexts —
reflections from field research among the Ba’Aka in the Central African Republic.
Issues in Early Education, 4(35), 39-50.

Markowska-Manista, U. (2019). The ethical dilemmas of research with children from the
countries of the Global South. Whose participation? Polish Journal of Educational

Studies, 71(1), 51-65. https://doi.org/10.2478/poljes-2018-0005

Page | 142



Markowska-Manista, U., & Zakrzewska-Oledzka, D. (2020). Family With Children in Times
of Pandemic — What, Where, How? Dilemmas of Adult-Imposed Prohibitions and
Orders. Society Register, 4(3), 89-110. https://doi.org/10.14746/sr.2020.4.3.05

Marquardt, M. F. (2005). From shame to confidence: gender, religious conversion, and civic
engagement of Mexicans in the U.S. South. Latin Am. Perspectives, 32, 27-56.

Martes, A. M., Braga, C. & Rodriguez, C. (2002). Church membership, social capital, and
entrepreneurship in Brazilian communities in the U.S. Ethnic Entrepreneurship:
Structure and Process, ed. CH Stiles, CS Galbraith, (pp. 169-99). Oxford: Elsevier
Science.

Marvasti, A. B. (2004). Qualitative Research in Sociology. SAGE Publications.

Maslow, A. H. (1970). Motivation and Personality (2nd ed.). New York: Harper & Row.

Mayall, B. (2000). The sociology of childhood in relation to children’s rights. The problem-
why and how to re-think childhood Why re-think childhood? The International Journal
of Children’s Rights, 8, 243-259.

Mayne, F., Rennie, L., & Howitt, C. (2018). Rights, power and agency in early childhood
research design: Developing a rights-based research ethics and participation planning
framework. Australasian Journal of Early Childhood, 43(3), 4-15.
https://doi.org/10.23965/AJEC.43.3.01

Meinhof, U. H., & Galasinski, D. (2005). The language of belonging. In The Language of
Belonging (pp. 13-49). Palgrave Macmillan, London.

Melia, M. (2004). Transatlantic Dialogue on Integration of Immigrant Children and
Adolescents. International Migration, 42(4), 123-139. https://doi.org/10.1111/j.0020-

7985.2004.00298.x

Page | 143



Merla, L., Kilkey, M., & Baldassar, L. (2020). Introduction to the Special Issue
“Transnational care: Families confronting borders”. Journal of Family Research, 32(3),
393-414. https://doi.org/10.20377/jfr-420

Merriman, B., & Guerin, S. (2006). Using children’s drawings as data in child-centred
research. Irish Journal of Psychology, 27(1-2), 48-57.
https://doi.org/10.1080/03033910.2006.10446227

Migration Statistics. (2021) Retrieved from
https://migracje.gov.pl/en/statistics/scope/poland/type/statuses/view/charts/year/2010/ye
ar2/2020/, Jan. 4th, 2021

Miles, M. B., & Huberman, M. A. (1994). Qualitative Data Analysis (2nd ed.). SAGE
Publications.

Moguérou, L., & Santelli, E. (2015). The educational supports of parents and siblings in
immigrant families. Comp, 3(11). https://doi.org/10.1186/s40878-015-0012-9

Morrow, V. (2001) Using qualitative methods to elicit young people's perspectives on their
environments Some ideas for community health initiatives. Health Education Research,
16, 255-268.

Morrow, V. (2009). The Ethics of Social Research with Children and Families in Young
Lives: Practical Experiences. Childhood Poverty, 53.
https://doi.org/10.1057/9780230362796.0010

Morrow, V., & Richards, M. (1996). The ethics of social research with children: An
overview. Children and Society, 10(2), 90-105. https://doi.org/10.1111/j.1099-
0860.1996.tb00461.x

Moskal, M. (2010) Visual methods in researching migrant children's experiences of

belonging, Migration Letters, 7 (1), 17-32.

Page | 144



Moskal, M., & Sime, D. (2016). Polish Migrant Children’s Transcultural Lives and
Transnational Language Use. Central and Eastern European Migration Review, 5(1),
35-48. https://doi.org/10.17467/ceemr.2016.09

Myers, K. R., Tham, W. Y., Yin, Y., Cohodes, N., Thursby, J. G., Thurshby, M. C., Schiffer,
P., Walsh, J. T., Lakhani, K. R., & Wang, D. (2020). Unequal effects of the COVID-19
pandemic on scientists. Nature Human Behaviour, 4(9), 880—883.
https://doi.org/10.1038/s41562-020-0921-y

Neale, J., Tompkins, C., & Strang, J. (2017). Qualitative exploration of relationships between
peers in residential addiction treatment. Health & Social Care In The Community,
26(1), e39-e46. https://doi.org/10.1111/hsc.12472

Nelsen, H. M., & Rizvi, A. (1984). Gender and Religious Socialization: Comparisons from
Pakistan and the United States. Journal of Comparative Family Studies, 15(2), 281
290. https://doi.org/10.1177/017084068800900203

Ni Laoire, C., Bushin, N., Carpena-Méndez, F., & White, A. (2008). Negotiating belonging:
migrant children and youth in Ireland. Marie Curie Migrant Children Project Working
Paper.

Ni Laoire, C., Carpena-Méndez, F., Tyrrell, N., & While, A. (2016). Childhood and
Migration in Europe: Portraits of Mobility, Identity and Belonging in Contemporary
Ireland. Routledge.

Nikolova, M., & Graham, C. (2014). In transit: The well-being of migrants from transition
and post-transition countries. 1ZA Discussion Papers, 8520.
https://doi.org/10.1016/j.jeb0.2015.02.003

Niven, P., & Grant, C. (2012). PhDs by publications: An ‘easy way out’? Teaching in Higher

Education, 17(1), 105-111. https://doi.org/10.1080/13562517.2012.640086

Page | 145



Noonan, R. J., Boddy, L. M. & Fairclough, S. J. (2016). Write, draw, show, and tell: A child-
centred dual methodology to explore perceptions of out-of-school physical activity.
BMC Public Health, 16(1), 1-19.

Nowicka E. (2014). Adaptation and Cultural Contact. Immigrant Children in Warsaw High
Schools. Studia Migracyjne — Przeglgd Polonijny, 40(3), 219-242.

Nowicka, E., & Pote¢, W. (2005). Sukces w szkole czy wbrew szkole. dzieci romskie i
wietnamskie w oczach nauczycieli polskich. Etnografia Polska, 49(1-2), 31-56.

Nowicka, M., & Ryan, L. (2015). Beyond insiders and outsiders in migration research:
Rejecting a priori commonalities. Introduction to the FQS thematic section on
‘researcher, migrant, woman: Methodological implications of multiple positionalities in
migration studies’. Forum Qualitative Sozialforschung, 16(2).
https://doi.org/10.17169/fqs-16.2.2342

Obradovi¢, J., Tirado-Strayer, N., & Leu, J. (2013). The Importance of Family and Friend
Relationships for the Mental Health of Asian Immigrant Young Adults and Their
Nonimmigrant Peers. Research in Human Development, 10(2), 163-183.
https://doi.org/10.1080/15427609.2013.786559

OECD (2016). Immigration Inflow, 1990-2016. https://data.oecd.org/migration/permanent-
immigrant-inflows.htm

OHCHR (1990). Convention on the Rights of the Child. Retrieved March 07, 2018, from
http://www.ohchr.org/Documents/ProfessionalInterest/crc.pdf

Okolski, M. (2009). Transition from emigration to immigration: is it a destiny of modern
European countries? In: Europe: the continent of immigrants Trends, structures and
policy implications. IDEA Working Papers.

Okolski, M. (Ed.). (2012). European Immigrations. Trends, Structures and Policy

Implications. Amsterdam University Press.

Page | 146



Okolski, M., & Wach, D. (2020). Immigration and integration policies in the absence of
immigrants: A case study of Poland. In Relations between Immigration and Integration
Policies in Europe (pp. 146-172). Routledge.

Orellana, M. F., Thorne, B., Chee, A., & Lam, W. S. E. (2001). Transnational childhoods:
The participation of children in processes of family migration. Social Problems, 48(4),
572-591. https://doi.org/10.1525/sp.2001.48.4.572

Patton, M. Q. (2014). Qualitative research & evaluation methods: Integrating theory and
practice. Sage publications.

Patton, M. Qu. (2002). Qualitative Research and Evaluation Methods (3rd.). SAGE
Publications. https://doi.org/10.1177/1035719X0300300213

Pawlak, M., & Gozdziak, E. M. (2019). Multiple belongings: transnational mobility, social
class, and gendered identities among Polish migrants in Norway. Social Identities,
26(1), 77-91. https://doi.org/10.1080/13504630.2019.1677458

Peacock, S. (2017). The PhD by Publication. International Journal of Doctoral Studies, 12,
123-135. https://doi.org/10.28945/3781

Perez-Felkner, L. (2013). Socialization in Childhood and Adolescence. In J. DeLamater & A.
Ward (Eds.), Handbook of Social Psychology (2nd ed., pp. 119-149). Springer
Publishing. https://doi.org/10.1007/978-94-007-6772-0_5

Polish Sociological Association (2012) Kodeks Etyki Socjologa, Retrieved March 07, 2018,
from http://pts.org.pl/

Popyk A., & Perkowska-Klejman A. (2019). Critical Analysis of the National Curricula
Through Hofstede’s 4-D Model, Society Register, VVol. 3 Issue 4, pp. 115-136.

https://doi.org/10.14746/sr.2019.3.4.07

Page | 147


https://doi.org/10.14746/sr.2019.3.4.07

Popyk, A. (2021a). CHILDTRAN: Transnational Transitions and Formation of Sense of
Belonging of Migrant Children in Poland. 3/2021 Warsaw: University SWPS — Youth
Research Centre. ISSN: 2543-5213 httm//doi.org//10.23809/13.

Popyk, A. (2021b). Social capital and agency in the peer socialization strategies of migrant
children in Poland. Studia Migracyjne - Przeglad Polonijny, 4(2021).

https://doi.org/10.4467/25444972SMPP.21.055.14808

Popyk, A. (2021c). The impact of distance learning on the social practices of schoolchildren
during the COVID-19 pandemic: reconstructing values of migrant children in Poland.
European Societies, 23(supl), 530-544.

https://doi.org/10.1080/14616696.2020.1831038

Popyk, A., (2021d). Home as a mixture of spaces during the COVID-19 pandemic: The case
of migrant families in Poland. Kultura i Spoteczenstwo. 3(2021).

https://doi.org/10.35757/KiS.2021.65.3.2

Popyk, A., & Buler, M. (2018). Transnarodowe dziecinstwo : dzieci -imigranci we
wspolczesnej Polsce — przeglad literatury. In P. Szymczyk & M. Maciag (Eds.),
Spoleczne i gospodarcze skutki migracji: analiza wybranych aspektow (pp. 34—49).
Wydawnictwo Naukowe TYGEL.

Popyk, A., & Pustuika, P. (2021). Transnational communication between children and
grandparents during the COVID- 19 lockdown: The case of migrant children in Poland.
Journal of Family Communication, 21(3), 223-237.

https://doi.org/https://doi.org/10.1080/15267431.2021.1929994

Popyk, A., Pustutka, P., & Trabka, A. (2019). Theorizing Belonging of Migrant Children and
Youth at a Meso-Level. Studia Migracyjne - Przeglgd Polonijny, 171(1), 235-255.

https://doi.orq/10.4467/25444972smpp.19.011.10261

Page | 148


https://doi.org/10.4467/25444972SMPP.21.055.14808
https://doi.org/10.1080/14616696.2020.1831038
https://doi.org/10.35757/KiS.2021.65.3.2
https://doi.org/https:/doi.org/10.1080/15267431.2021.1929994
https://doi.org/10.4467/25444972smpp.19.011.10261

Portes, A., & Rivas, A. (2011). The adaptation of migrant children. Future Child, 21(1), 219-

46. https://doi.org/10.1353/foc.2011.0004

Prout, A., & James, A. (1997). A new paradigm for the sociology of childhood? Provenance,
promise and problems. In A. James & A. Prout (Eds.), Constructing and Reconstructing
Childhood: Contemporary Issues in the Sociological Study of Childhood (2nd ed.).
Routledge.

Pszczotkowska, D., Lesinska, M. (2021). One step forward, two steps back in political
integration: why are Polish candidates not making progress in Irish local elections?,
Irish Political Studies, 1-22. https://doi.org/10.1080/07907184.2021.1929186

Punch, S. (2000) “Children's Strategies for Creating Playspaces: Negotiating Independence in
Rural Bolivia’, in Holloway, S. and Valentine, G. (eds) Children’s Geographies:
Living, Playing, Learning and Transforming Everyday Worlds (pp. 48-62.). Routledge,
London.

Punch, S. (2002). Research with Children: The Same or Different from Research with Adults?
Childhood, 9(3), 321-340. https://doi.org/10.1177/0907568202009003005

Pustutka, P. (2014). Polish Mothers on the Move Gendering Migratory Experiences. (PhD
Thesis) Bangor University.

Pustutka, P. (2015). Virtual Transnationalism: Polish Migrant Families and New
Technologies. Studia Migracyjne - Przeglgd Polonijny, 3(157), 99-122.

Pustulka, P., & Sarnowska, J. (2021). Educational choices of Polish youth in an
intergenerational perspective. Journal of Education and Work, 34(4), 414-428,
https://doi.org/10.1080/13639080.2021.1943332

Pustulka, P., & Trabka, A. (2019). New Directions in Researching Migration of Children and
Youth. Studia Migracyjne - Przeglqd Polonijny, 171, 1, 11-21.

https://doi.org/10.4467/25444972smpp.19.012.10270

Page | 149


https://doi.org/10.1353/foc.2011.0004

Pustulka, P., Bell, J., & Trabka, A. (2019). Questionable Insiders: Changing Positionalities of
Interviewers throughout Stages of Migration Research. Field Methods, 31(3), 241-259.
https://doi.org/10.1177/1525822X19839368

Pustutka, P., Sarnowska, J., & Grabowska, 1. (2018). Grupy Rowiesnicze (Peer Groups) a
Decyzje Migracyjne. Rocznik Lubuski, 4(1), 277-330.

Pustutka, P., Slusarczyk, M., & Strzemecka, S. (2016). Polish Children in Norway: Between
National Discourses of Belonging and Everyday Experiences of Life Abroad. In Z.
Millei & R. Imre (Eds.), Childhood and Nation. Critical Cultural Studies of Childhood
(pp. 207—-227). Palgrave Macmillan.
https://doi.org/https://doi.org/10.1057/9781137477835 11

Putnam, R. D. (2000). Bowling Alone: The Collapse and Revival of American Community.
Simon and Schuster Paperbacks.

Qvortrup, J., Corsaro, W. A., & Honig, M. S. (2009). The Palgrave Handbook of Childhood
Studies. New York: Palgrave Macmillan.

Radziwinowiczéwna, A., Kloc-Nowak, W., & Rosinska, A. (2020). View of Envisaging post-
Brexit immobility Polish migrants’ care intentions concerning their elderly parents.
Journal of Family Research, 32(3), 473-494.

Ralph, D., & Staeheli, L. A. (2011). Home and migration: Mobilities, belongings and
identities. Geography Compass, 5(7), 517-530. https://doi.org/10.1111/j.1749-
8198.2011.00434.x

Ramji, H. (2007). Dynamics of religion and gender amongst young British Muslims.
Sociology, 41(6), 1171-1189. https://doi.org/10.1177/0038038507084832

Reynolds, T. (2007). Friendship networks, social capital and ethnic identity: Researching the
perspectives of Caribbean young people in Britain. Journal of Youth Studies, 10(4),

383-398. https://doi.org/10.1080/13676260701381192

Page | 150



Ryan, L. (2011). Migrants’ social networks and weak ties: Accessing resources and
constructing relationships post-migration. Sociological Review, 59(4), 707-724.
https://doi.org/10.1111/j.1467-954X.2011.02030.x

Ryan, L. (2018). Differentiated embedding: Polish migrants in London negotiating belonging
over time. Journal of Ethnic and Migration Studies, 44, 2, 233-251.
https://doi.org/10.1080/1369183X.2017.1341710

Ryan, L., & Sales, R. (2013). Family Migration: The Role of Children and Education in
Family Decision-Making Strategies of Polish Migrants in London. International
Migration, 51(2), 90-103. https://doi.org/10.1111/j.1468-2435.2010.00652.x

Sadownik, A. R., & Mikiewicz, P. (2016). Polish Immigrant Children in the UK: Catholic
Education and Other Aspects of ‘Migration Luck’. Universal Journal of Educational
Research, 4(8), 1863-1873. https://doi.org/10.13189/ujer.2016.040816

Saldana, J. (2011). Fundamentals of Qualitative Research. Oxford University Press.

Salmons, J. (2014). Qualitative online interviews: Strategies, design, and skills. Sage
Publications.

Sarnowska, J., Winogrodzka, D., & Pustuika, P. (2018). The changing meanings of work
among university-educated young adults from a temporal perspective. Przeglgd
Socjologiczny, 67(3), 111-134. https://doi.org/10.26485/ps/2018/67.3/5

Searle, W., & Ward, C. (1990). The prediction of psychological and sociocultural adjustment
during cross-cultural transitions. International Journal of Intercultural Relations, 14,
449-464.

Seidman, 1. (2006). Review of Interviewing as Qualitative Research: A Guide for Researchers
in Education and the Social Sciences (3rd ed.). Teachers College Press: Columbia

University. https://doi.org/10.1037/032390

Page | 151



Shams, T. (2020). Here, There, and Elsewhere: The Making of Immigrant Identities in a
Globalized World. Stanford University Press.

Shaw, C., Brady, L., & Davey, C. (2011). Guidelines for Research with Children and Young
People. National Children’s Bureau Research Centre.

Sherkat, D. (2003). Religious Socialization. In M. Dillon (Ed.), Handbook of the Sociology of
Religion (pp. 151-163). Cambridge: Cambridge University Press.
doi:10.1017/CB09780511807961.012

Shubin, S., & Lemke, M. (2020). Children displaced across borders: charting new directions
for research from interdisciplinary perspectives. Children’s Geographies, 18(5), 505—
515. https://doi.org/10.1080/14733285.2020.1781061

Silbereisen, R. K., & Titzmann, P. F. (2007). Peers among immigrants - Some comments on
'Have we missed something?'. In R. C. M. E. Engels, M. Kerr, & H. Stattin (Eds.),
Friends, lovers and groups: Key relationships in adolescence (pp. 155-166). New York,
NY US: John Wiley & Sons Ltd.

Silverman, D. (2017). Doing Qualitative Research (5th ed.). SAGE.

Sime, D. (2018). Belonging and ontological security among Eastern European migrant parents
and their children. Central and Eastern European Migration Review, 7(1), 35-53.
https://doi.org/10.17467/ceemr.2018.05

Sime, D., & Fox, R. (2015). Migrant Children, Social Capital and Access to Services Post-
Migration: Transitions, Negotiations and Complex Agencies. Children and Society,
29(6), 524-534. https://doi.org/10.1111/chs0.12092

Sime, D., & Fox, R. (2015a). Home abroad: Eastern European children’s family and peer
relationships after migration. Childhood, 22(3), 377-393.

https://doi.org/10.1177/0907568214543199

Page | 152



Sionis, C. (1995). Communication strategies in the writing of scientific research articles by
non-native users of English. English for Specific Purposes, 14(2), 99-113.

Slany, K., & Pustulka, P. (2016). Children, Parents and Institutions in the Mobility Maze.
Central and Eastern European Migration Review, 5(1), 5-12.
https://doi.org/10.17467/ceemr.2016.13

Slany, K., ed. (2008). Migracje kobiet: perspektywa wielowymiarowa. Wydawnictwo
Uniwersytetu Jagiellonskiego.

Slany, K., Slusarczyk, M., & Pustutka, P. (2016). Polskie rodziny transnarodowe: dzieci,
rodzice, instytucje i wiezi z krajem. Komitet Badan nad Migracjami PAN.

Slany, K., Struzik, J., & Wojnicka, K. (2011). Gender w Polskim Spoleczenstwie [Gender in
the Polish Society]. NOMOS.

Slusarczyk, M., & Pustulka, P. (2016). Norwegian schooling in the eyes of Polish parents:
From contestations to embracing the system. Central and Eastern European Migration
Review, 5(1), 49-69.

Slusarczyk, M., Pustutka, P., & Struzik, J. (Eds.) (2018). Contemporary Migrant Families:
Actors and Issues. Cambridge Scholars Publishing.

Smith, A. B. (2007). Children and young people’s participation rights in education.
International Journal of Children’s Rights, 15(1), 147-164.
https://doi.org/10.1163/092755607X181739

Social Research Association (2002) Ethical Guidelines. Retrieved February 2, 2018, from
http://the-sra.org.uk/wp-content/uploads/SRA-Ethics-guidelines-2002.pdf.

Souralova, A. (2019). Transnational grandchildhood: negotiating intergenerational
grandchild—grandparent ties across borders. Journal of Ethnic and Migration Studies,

45(13), 2447-2467. https://doi.org/10.1080/1369183X.2018.1443392

Page | 153



Statista (2021). Immigration to Poland from 2000 to 2020.
https://www.statista.com/statistics/957100/poland-immigration/. Accessed Aug 10th,
2021.

Stonequist, E. V. (2012b) Asymilacja i podawanie si¢ za cztonka innej grupy [w:] Kaja
Kazmierska, (Ed.) Metoda biograficzna w socjologii (pp. 91-103). Krakéw: Nomos.

Strzemecka, S. (2015). School Integration in the Eyes of Migrant Children. Based on the
Polish Migration to Norway. Przeglqgd Socjologiczny, 64(1), 81-101.

Suarez-Orozco, C., & Suarez-Orozco, M. M. (2001). Children of Immigration. MA: Harvard
University Press.

Suarez-Orozco, C., Marks, A. K., & Abo-Zena, M. M. (2015). Introduction: Unique and
shared experiences of immigrant-origin children and youth. In C. Suarez-Orozco, M. M.
Abo-Zena, & A. K. Marks (Eds.), Transitions: The Development of Children of
Immigrants (pp. 1-26). New York University Press.

Supreme Audit Office. (2020). Ktrzalcenie dzieci cudzoziemcow i powracajgcych do kraju.
Retrieved from https://www.nik.gov.pl/aktualnosci/ksztalcenie-dzieci-cudzoziemcow-i-
powracajacych-do-kraju.html, Aug. 1st, 2021.

Szelewa, D. (2010). Integracja a Polityka Edukacyjna (Integration and Education Policy),
Centre for International Relations Report, Warsaw.

Temple, B. (1997). Watch your tongue: Issues in translation and cross-cultural research.
Sociology, 31( 3), 607—618. https://doi.org/10.1177/0038038597031003016

Temple, B., & Edwards, R. (2002). Interpreters/Translators and Cross-Language Research:
Reflexivity and Border Crossings. International Journal of Qualitative Methods, 1(2),

1-12. https://doi.org/10.1177/160940690200100201

Page | 154



Tereshchenko, A., & Araujo, H. C. (2011). Stories of Belonging: Ukrainian Immigrant
Children’s Experiences of Portugal. Global Studies of Childhood, 1(2), 129-139.
https://doi.org/10.2304/gsch.2011.1.2.129

The National Academy of Sciences of the USA.
https://www.ncbi.nlm.nih.gov/books/NBK373330/#

The World Bank Data. (2021) Population Aged 0-14,
https://data.worldbank.org/indicator/SP.POP.0014.TO.ZS

Thomas, N., & O’Kane, C. (1998). The ethics of participatory research with children.
Children and Society, 12(5), 336—348. https://doi.org/10.1111/].1099-
0860.1998.th00090.x

Thompson, A., Torres, R. M., Swanson, K., Blue, S. A., & Hernandez, O.M. H. (2019). Re-
conceptualising agency in migrant children from Central America and Mexico. Journal
of Ethnic and Migration Studies, 45(2), 235-252.
https://doi.org/10.1080/1369183X.2017.1404258

Titzmann, P. F., & Silbereisen, R. K. (2009). Friendship Homophily Among Ethnic German
Immigrants: A Longitudinal Comparison Between Recent and More Experienced
Immigrant Adolescents. Journal of Family Psychology, 23(3), 301-310.
https://doi.org/10.1037/a0015493

Torovska, J. (2016). Sytuacja edukacyjna dzieci imigrantéw w Polsce: raport Eurydice a
refleksje na marginesie spotkania poswigconego aktualnej sytuacji uchodzcow w
Krakowie i Polsce: wybrane aspekty, Prace Naukowe Akademii im. Jana Dlugosza w
Czestochowie: Pedagogika, 25, 461-476.

Trabka, A. (2014). Being Chameleon: the Influence of Multiple Migration in Childhood on

Identity Construction. Studia Migracyjne - Przeglad Polonijny, 40(3(153)), 87-106.

Page | 155



Trabka, A. (2019). From functional bonds to place identity: Place attachment of Polish
migrants living in London and Oslo. Journal of Environmental Psychology, 62, 67—73.
https://doi.org/10.1016/j.jenvp.2019.02.010

Trabka, A., & Pustutka, P. (2020). Bees & butterflies: Polish migrants’ social anchoring,
mobility and risks post-Brexit. Journal of Ethnic and Migration Studies, 46(13), 2664—
2681. https://doi.org/10.1080/1369183X.2020.1711721

Ullah, A. A., Nawaz, F., & Chattoraj, D. (2020). Locked Up Under Lockdown the COVID-19
Pandemic and the Migrant Population. SSRN Electronic Journal.
https://doi.org/10.2139/ssrn.3631707

UN DESA (1998). Recommendations on statistics of International Migration. Revision 1.
Available at https://unstats.un.org/unsd/publication/SeriesM/SeriesM_58rev1E.pdf.
Accessed August 25th, 2021.

UNESCO (United Nations Educational, Scientific and Cultural Organization). Glossary.
(2016). Available at http://www.unesco.org/new/en/social-and-human-
sciences/themes/internationalmigration/glossary/asylum-seeker

UNICEF Data, (2021). Child Migration. https://data.unicef.org/topic/child-migration-and-
displacement/migration/

United Nations. Department of Economic and Social Affairs, (2021). International Migration
2020 Highlights. https://www.un.org/en/desa/international-migration-2020-highlights

University College London (n.d.). Guidance Note 1: Research Involving Children. Retrieved
March 7, 2018, from https://ethics.grad.ucl.ac.uk/forms/guidancel.pdf

Valentine, G. (1997). ‘Oh yes I can.” ‘oh no you can’t’: Children and parents’ understandings
of kids’ competence to negotiate public space safely. Antipode, 29(1), 65-89.

https://doi.org/10.1111/1467-8330.00035

Page | 156



Van Nes, F., Abma, T., Jonsson, H., & Deeg, D. (2010). Language differences in qualitative
research: is meaning lost in translation? European Journal of Ageing, 7(4), 313-316.
https://doi.org/10.1007/s10433-010-0168-y

Vandell, D. L. (2000). Parents, Peer Groups, and Other Socializing Influences. Developmental
Psychology, 36(6), 699—710. https://doi.org/10.1037/0012-1649.36.6.699

Ventola, E., & Mauranen, A. (2011). Non-native writing and native revising of scientific
articles. In Functional and systemic linguistics (pp. 457-492). De Gruyter Mouton.

Vertovec, S. (1999). Migration and social cohesion. Edward Elgar Pub.

Vertovec, S. (2007). Super-diversity and its implications. Ethnic and Racial Studies, 30(6),
1024-1054. https://doi.org/10.1080/01419870701599465

Werdahl, R. (2016). The Invisible Immigrant Child in the Norwegian Classroom: Losing
Sight of Polish Children’s Immigrant Status Through Unarticulated Differences and
Behind Good Intentions. Central and Eastern European Migration Review, 5(1), 93—
108. https://doi.org/10.17467/ceemr.2016.01

Warburton, S. & Hatzipanagos, S. (eds.) Digital identities and social media. 1GI Global,
United Kingdom

Ward, C., Kennedy, A. (1999). The measurement of sociocultural adaptation. International
Journal of Intercultural Relations, 23(4), 659-677.

Waters, M. C. & Jimenez, T.R. (2005). Assessing immigrant assimilation: New empirical and
theoretical challenges. Annual Review of Sociology, 31, 105-125.

Weitzman, E. A. (2000). Software and qualitative research. In N. K. Denzin and Y. S. Lincoln
(Eds.) Handbook of qualitative research, 2nd ed. (pp. 803-820). London: Sage

Weller, S. (2015). Using internet video calls in qualitative longitudinal interviews. Methods,

20(6), 613-625.

Page | 157



Wengraf, T. (2001). Qualitative Research Interviewing: Biographic Narrative and Semi-
Structured Methods. CA: Sage. https://doi.org/10.1002/hrdq.1054

White, A., Grabowska, 1., Kaczmarczyk, P. &Slany, K. (2018). The Impact of Migration on
Poland: EU Mobility and Social Change. UCL Press.

White, A., Ni Laoire, C., Tyrrell, N., & Carpena-Méndez, F. (2011). Children’s roles in
transnational migration. Journal of Ethnic and Migration Studies, 37(8), 1159-1170.
https://doi.org/10.1080/1369183X.2011.590635

Winther, D. K., Twesigye, R., Zlamal, R., Saeed, M., Smahel, D., Stoilova, M., Livingstone,
S., & Innocenti, U. O. of R. (2020). Digital Connectivity During COVID-19: Access to
vital information for every child. Papers.
https://ideas.repec.org/p/ucf/inores/inores1099.html

WMA (1964). The World Medical Association-WMA Declaration of Helsinki — Ethical
Principles for Medical Research Involving Human Subjects. Retrieved March 07, 2018,
from https://www.wma.net/policies-post/wma-declaration-of-helsinki-ethical-
principles-for-medical-research-involving-human-subjects/

Wodak, R. (2011). ‘Us’ and ‘them’: Inclusion and exclusion — discrimination via discourse. In
G. Delanty, R. Wodak, & P. Jones (Eds.), Identity, Belonging and Migration (pp. 54—
77). Liverpool University Press. https://doi.org/10.5949/UP09781846314537.004

World Health Organization (WHO) (2020) Parenting in the Time of COVID-19.
https://www.who.int/emergencies/diseases/novel-coronavirus-2019/advice-for-
public/healthy-parenting.

Yalaz , E., Zapata-Barrero, R. (2018), Mapping the Qualitative Migration Research in Europe:
An Exploratory Analysis, In: Zapata-Barrero R., Yalaz E. (eds) Qualitative Research in
European Migration Studies. IMISCOE Research Series. Springer, Cham.

https://doi.org/10.1007/978-3-319-76861-8_2

Page | 158



Youniss, J. (1980). Parents and Peers in Social Development: A Sullivan-Piaget Perspective.
University of Chicago Press.

Yuval-Davis, N. (2006). Belonging and the politics of belonging. Patterns of Prejudice,
40(3), 197-214. https://doi.org/10.1080/00313220600769331

Zanatta, F. (2019). ‘Children out of Place’ and Human Rights. In memory of Judith Ennew.
Children’s Geographies, 17(4), 487-488.
https://doi.org/10.1080/14733285.2018.1487107

Zapata-Barrero, R., & Yalaz, E. (2018). Introduction: Preparing the Way for Qualitative
Research in Migration Studies. In IMISCOE Research Series (pp. 1-8). Springer Open.
https://doi.org/10.1007/978-3-319-76861-8 1

Zuccotti, C. V., Ganzeboom, H. B. G., & Guveli, A. (2017). Has Migration Been Beneficial
for Migrants and Their Children?: Comparing Social Mobility of Turks in Western
Europe, Turks in Turkey, and Western European Natives. International Migration
Review, 51(1), 97-126. https://doi.org/10.1111/imre.12219

Zuccotti, C. V., Ganzeboom, H. B. G., & Guveli, A. (2017). Has Migration Been Beneficial
for Migrants and Their Children?: Comparing Social Mobility of Turks in Western
Europe, Turks in Turkey, and Western European Natives. International Migration
Review, 51(1), 97-126. https://doi.org/10.1111/imre.12219

Zuccotti, C. V., Ganzeboom, H. B. G., & Guveli, A. (2017). Has Migration Been Beneficial
for Migrants and Their Children?: Comparing Social Mobility of Turks in Western
Europe, Turks in Turkey, and Western European Natives. International Migration

Review, 51(1), 97-126. https://doi.org/10.1111/imre.12219

Page | 159


https://doi.org/10.1111/imre.12219

APPENDIX 1.

Table 1. CHILDTRAN Project Research Questions, Personal Characteristics and Methods

transitions and multi-
scalar belonging of
the migrant children
in Poland?

interpersonal skills;
language;

culture and religion;
media use;
community
significance;

place of residence;
social capital; parents
social capital

b

Research Questions | Personal Method Techniques Tools

Characteristics
1. How do migrant age; Qualitative | Semi-structured | Interview
children in Poland sex; interviews with
experience agency, children, parents
transnational interpersonal skills; and teachers
transitions? ethnicity;

reason and process of

migration;

language;

home country culture

and religion;

place of residence;

previous migration

experience;

previous migration

experience of parents;

type of school,

social, cultural and

emotional capitals.
2. What/who are the | age; Qualitative | Semi-structured | Interview
main socialization gender; interviews with
agents in the language; children, parents
transnational culture and religion; and teachers
transitions and multi- | media use;
scalar belonging of | ethnic community
the migrant children | participation;
in Poland? discrimination

country’s community

and neighbourhood
3. What is the role of | age; Quialitative | Semi-structured | Interview
the peers in the gender; interviews with
transnational agency; children, parents

and teachers
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APPENDIX 2

Table 2. Socio-Demographic Characteristics of Child Participants

1 » | Country Language Previous Timein | Type

No |Pseudonym*| Gender | Age of origin pf _ residence? Poland |of
interview (years) |school
1 Adam Boy 12/6 |Romania |EN 1 6 private
2 David Boy 10/8 |Turkey |TR/PL 1 2 public
3 Edward Boy 12/11 |Ukraine |RU 0 1 public
4  |Amy Girl 13/9 |Turkey |TR/PL 0 4 private
5 Molly Girl 9/6 | Turkey EN 1 3 public
6 |Amir Boy 13/11 | Turkey EN 3 2 private
7 Al Boy 12/8 |Turkey |EN 0 4 public
8 |Amel Boy 12/8 | Turkey EN 2 4 private
9 Oleg Boy 13/11 |Ukraine |RU 0 2 public
10 |Zoya Girl 10/8 |Turkey |TR/PL 1 3 private
11 |lIvo Boy 11/9 | Turkey EN 0 2 public
12 |Linda Girl 12/8 |Turkey |TR/PL 0 4 public
13 | Mehmet Boy 11/9 | Turkey EN 0 2 private
14 |Inga Girl 12/11 | Ukraine |UA 0 1 public
15 |Sarah Girl 11/7 |Lithuania |EN 0 4 private

! Note, that in order to provide anonymity, the pseudonyms were changed in each publication, while

preserving the relevant data.

2 The second number indicate the age of arriving to Poland

¥ Number of countries of previous residence
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16 |Alina Girl 12/8 |Ukraine |UA private
17 | Matthew Boy 11/9 |Turkey |TR/PL public
18 |[Nina Girl 12/8 |Turkey |EN public
19 |Sonia Girl 13/10 | Turkey | TR/PL public
20 |Lena Girl 12/10 |Ukraine |UA private
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APPENDIX 3

Table 3. Answers to the Research Questions

Research
Questions

Answers (findings)

R.Q. 1.: How do
migrant children
in Poland
experience
transnational
transitions?

The analysis and outcomes of this research go in line with some of the
previous studies dedicated to migrant children, offering complementary
knowledge on the Polish context and contributing proposals on specific
themes. Generally, the empirical material demonstrates that the process
of transnational transitions and the formation of a sense of belonging
are socially complex and even perplexing, as they are shaped by various
direct and indirect factors, which have been divided here into the
following groups: attributes and demographic variables (age, gender,
agency, family patterns and communication, religion, family
socioeconomic status, and social capital); migration experience and
context (migration reasons, aims and process; previous migration
experience of children and their parents); home country’s and receiving
county’s social, cultural and educational contexts. Migrant children
experience transnational transitions in Poland in the setting shaped by
socialization agents, predominantly peers who create norms in the
spaces relevant for the formation of a sense of belonging. Moreover,
transnational transitions of migrant children in Poland are connected to
the ways their family members - both parents and other relatives in the
transnational spaces - support their transitions from one social and
cultural context into another. Besides, school (mainly class teachers)
contributes to the process of entering a new social group. Teachers act
as the links to the learning system in Poland, but also to the peer groups.

R.Q. lad.:
What/who  are
the main
socialization
agents in the
transnational
transitions and
multi-scalar

belonging of the
migrant children
in Poland?

Socialization actors can be categorized in two ways: spatial, i.e. those
in the country of origin (or third country) and those in the country of
residence, but also they can be viewed through the prism of their level
of action as micro, meso and macro agents.

Among the most important socialization agents which interlace between
the three main levels of socialization (micro, meso and macro) are
family (parents and other significant relatives), peers, and school (class
teachers, subject teachers and the administration staff).

Famil

Parents are pivotal in supporting children’s migration experiences, the
socialization process and educational transitions. The resources
(capitals) ensure comprehensive material and emotional assistance
when children face challenges related to being betwixt and between
cultures, schools, peer groups and kin influences.

Page | 163




Parents’ social capital, namely the acquaintances in Poland, were
decisive for the families from Turkey and Ukraine to choose Poland as
the residence country. Besides, previous contacts helped most of the
parents to get employment in Poland and, in the case f the Turkish
children, sign children to the private international school. The economic
capital, either brought to Poland or acquired as a result of employment,
allowed for sustaining all/most of the family members living in Poland
and choosing the private school for those who could effort and those
who perceived it as the bolster for transnational transitions or a
springboard for further achievements. The cultural capital of parents
was also the main asset, as most of the parents revealed sufficient
knowledge necessary to support their children’s education, particularly
for the younger children (7-10 years old). Even though, parents were
often less acquainted with the social and cultural norms in Poland, less
familiar with the education system and requirements, and had lower
Polish (and sometimes English) language skills than their children. they
were the ones who took the decisions of migrating to Poland, choosing
the place of residence and schools.

Parents’ support was particularly notable in times of COVID-19
pandemic and distance learning. Parents tried to ensure access and skills
necessary for online learning. Besides, they were the ones who took care
of children's social lives and entertainment in times of immobility
regime.

Additionally, personal and cross-border (mediated by parents and
technology-mediated) communication with grandparents living in a
country other than Poland plays an important role in the process of
migrant children’s socialization. The study was conducted during the
COVID-19 pandemic lockdown, so it was observed that the long-term
absence of spatial mobility adversely affected communication between
children and grandparents and contributed to the development of a
discontinuous model of intergenerational communication.

Peers:

Peers from both countries (home and destination) play an important role
in the transnational traditions and the formation of a sense of belonging
(see also below: answer to question R.Q. 2ad).

Teachers:

Another important category of socialization actors is teachers
(especially class teachers) and school staff. A difference was noticed in
the context of the age in the perception of the role of teachers in the
transnational traditions of migrant children in Poland: the role of the
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teacher/educator among younger children is greater than in the case of
older children. This is mainly due to the fact that in grades 1-3, the class
teacher is responsible for teaching the majority of the subjects. This
means that children spend more time with one adult who, firstly, has the
ability to observe children and interfere in peer relationships, and,
secondly, becomes a trusted person for children aged 7-9, when it is still
a person adult is an authority. During the first years of school, children
not only learn the material but also are taught how to build social skills
and maintain contact with peers. In the older grades (4-8, 4-7 in this
research) of the primary school in Poland, the main focus is put on the
learning outcomes, and comparatively less time is dedicated to the
socialization issues, as having only one hour or the teachers’ guidelines
lesson (where the class teacher meets with the whole class). For these
reasons, migrant children who joined the school in grades 4-6 are more
likely than the younger children to face challenges in establishing
contact with peers and with teachers. Rare contact with the class teacher
and the subject teachers also results in a low level of trust and
familiarity, and, thus, a sense of security.

The teachers' role was also significant during the schools’ closure. They
were responsible for organizing the learning process and providing
needed emotional support in times of insecurity. The outcomes indicate
that the first COVID-19 lockdown left teachers, parents and children
with little knowledge and resources of supporting migrant children
transnational transitions, managing social and leisure time.

R.Q. 2ad.: What
is the role of the
peers in  the
transnational
transitions
multi-scalar
belonging of the
migrant children
in Poland?

and

This study with migrant children in Poland shows that peers, especially
acquaintances and friends, play one of the most important roles in the
process of transnational transitions and the formation of a sense of
belonging.

It should be noted that good friendships were the main determinant of
the successful socialization and integration of migrant children in
Poland, as those children who felt welcomed and acknowledged
revealed a higher level of emotional satisfaction from being in a new
social and cultural context. Moreover, those children having good peer
contact could benefit from support in completing the learning tasks and
learning new countries norms and rules faster. The study also reveals
that the older children (11-13 years old) had more freedom to negotiate
their peer relations as there were able to contact and meet their friends
out of home and school without parents. Besides, peers, both from the
same and different ethnic groups, have a crucial role in negotiating own
identity and building a sense of belonging through either sharing the
same cultural and social values and experiences, or learning the
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new/other ones, and, thus, searching for the answers of “Who am I?” and
‘Where do I belong to?’

What’s more, the outcomes of the research demonstrates that peers are
the key channels of practising/learning the language, which is not only
used for sharing own thoughts, emotions and experiences but also
contributes to children learning process and educational outcomes, as
peers become both cultural and learning assistants for the newcomers.
The research shows that migrant children, who took part in this research
project, apply different socialization techniques, which are tightly
linked to children’s interests and hobbies, e.g., computer games, sports,
which provide valuable space and occasions for communication and
building relationships with peers. The following peer socialization
strategies were delineated in this research:

1. spiritual;

2. interest-based,;

3. prospect-based;

4. mixed.

The last but not least, those children who spend more out of lessons time
with their peers, e.g., in the common room (after the lessons) or in the
school bus, revealed a higher level of peer socialization and more
advanced social contacts and satisfaction.
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Annexe 1.

Interview Sheet (interviews with parents in English)

GENERAL INFORMATION
Time:
e 0k. 60-90 min

Steps:

1. Inform about the aim, procedure and outcomes usage of the research
Dear Parent,
Thank you for your interest in the research!
This research project is conducted by Mgr. Anzhela Popyk, a PhD student at the University SWPS in
Warsaw. The main aim of the research, entitled “The Role of Socialization Agents in Transnational
Transitions and Formation of Sense of Belonging Among Migrant Children in Poland”, is to study
migrant children’s experience during the change of a country of living, school and environment.
Participation in the interview is absolutely voluntary. You have all the right to withdraw from it at any
moment without giving any reason and without any negative consequences.

During the interview, you will be able to ask any questions and refuse to give an answer to any
question if you consider it inappropriate.

When you state your consent to participate in the research, we will start the interview, which will last
about 1,5 hours. We will talk about your and your family’s experience in migration to Poland/other
countries, if applicable. We also will talk about your life before your arrival in Poland and your
children’s experience living and studying here.

The information is anonymous and confidential.

2. Read and ask for the consent
3. Atfter atalk fill in the notes

Part A. Before Poland

v 1 would like to talk about your family
How long have you lived in Poland? What is the story of your migration here?
Did you come with your family? Who is in your family?
Could you tell me about the country of the previous residence? Is it your home
country?
Was your wife/husband born in the same country? Where were your children born?
How long have you lived in a country of the previous residence (only if they lived
somewhere else)? With whom?
What language do you speak at home?
Did your children go to school in home country? Other countries? What grade?
Did they like school? What did they say about school? About classmates? Teachers?
What subject was their favourite?

ANRNRN

ISR

ASRNENEN
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Did they have friends at school? Out of school? How often did they meet? Who they
were (nationalities, relatives, age)?

What kind of relations did they have with the teachers in the home country?

Did your children go to kindergarten in home country? How long? What type of
kindergarten, private or public? Did they like it?

Do children keep in contact with an old friend? How often do they get in contact?
Meet?

Part B. Migrate

NN N NN

SRV NENENE NN

ANER NI NI

Whose decision was to move out? When?

When did you inform kids? Did you discuss it with the children? Other relatives?
What was children’s first reaction? Why?

What was the reaction of your relatives? Why?

Did you know anyone in Poland before you came here?

Did you come directly to Warsaw?

How did you feel in Poland in the first weeks? How did your children feel? What did
they say?

How do you find living in Poland now?

What was the most surprising thing in Poland? Positive/negative?

Did children go to school right after moving to Poland? What school? Why?

Did your children like school? What did they say about it? Classmates? Teachers?
What subjects did they like? Which ones didn’t? why?

Has anything changed? How it is at school?

Did your children tell about their friends and relations with their classmates? Who
were their friends?

Was there anyone that they didn’t really like? Why?

What children didn’t like about the school/class?

Has anything changed? What relations do children have with their classmates?

Do children go to the extra activity classes/clubs? Which ones? Did they choose
them?

Part C. Free time/relatives

ASRNENEN

ANAN

Now | would like to ask you about your free time. How do you spend it?

Do you stay at home? What do you do?

How often do you go out/ visit friends?

How do you spend the holidays? At home? With family or friends? Going back to
the home country?

How often do you contact relatives and friends from the home country?

How much time do children spend with relatives/grandpas when you lived in a home
country? What did they like to do?

Who helps your children to learn your traditions? Family/relatives? How do you
teach your traditions?
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v How do your children spend their free time? Do they have friends out of school?
Who they are?
v How did you use to spend your time living in your home country?

Part E. Pandemic
e How do you like distance learning?
e How do children like staying at home while learning?
e What pluses and minuses do you see of distant learning?

Part D. Future plans
v Where do you see your family in 5 years? Why?
would you like to live in Poland? Why?
What about your children? Where do you think they will live when growing up?
What do you think they will be/do when growing up?
Where will they go to the Uni? What specialization? Why? Whose choice?

ASRNENRN

End of the interview

Thank the respondents. Remind that if they have any questions they can contact me or you
anytime.

Fill in the notes
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Annexe 2.

Interview Sheet (interviews with children in Polish)

Czas:
e 30-45 min.
Etapy badania.

1. Poinformowanie o celach, przebiegu projektu. Mozliwosci wycofania si¢ i przerwania
wywiadu.
2. Uzyskanie zgody na udziat w projekcie od rodzica/cow

Uzyskanie zgody na udziat w projekcie od dziecka
4. Badanie z dzieckiem — scenariusz

w

Blok A. Szkola/nauka i koledzy/kolezanki
Przyktadowe pytania:

v

v

Czy mozesz opowiedzie¢ mi o swojej szkole? Do ktorej klasy chodzisz? Czy to jest Twoja
pierwsza szkota w Polsce? Kto wybrat te szkote?

Czy pamigtasz, kiedy si¢ dowiedziale$/as, ze przeprowadzacie si¢ do Polski? Czy
rozmawiate$/as o tym z rodzicami? Jak wtedy si¢ czules/as?

Czy mowites/a$ w jezyku polskim lub angielskim kiedy przyjechates/as do Polski?

Czy znale$/as kogo$ z twojej szkoty przed przyjazdem do Polski? jesli tak: gdzie
poznala$/es ta osobe? jak dlugo si¢ znacie?

Czy miatas$ kolegdw w Warszawie? czy to sa osoby, ktorych poznatas przed przyjazdem do
Polski? Gdzie mieszkali? Jak czesto si¢ widzieli$cie si¢? Jak spedzite$/ a§ z nimi czas?
Jak pamigtasz swoj pierwszy dzien/tydzien w szkole? Czy pamigtasz kogo najpierw
poznate$/as? Kiedy to byto? Jakie miale§/a§ wrazenie po pierwszym tygodniu? Czy
poznatas kolegdéw z klasy/ szkoty?

Kto odbiera Ci¢ ze szkoty? Kiedy (tuz po zaj¢ciach)?

Czy przed wyjazdem chodzite$/as do szkoty kraju ...? Jak wspominasz poczatek tej szkoty
1 t¢ szkote? Jak wspominasz zmiang szkoty?

Czy obecna szkota si¢ r6zni od Twojej poprzedniej szkoty? Czym? Liczba uczniéw w
klasie? Zasady w szkole? Relacjami z kolegami/nauczycielami?

Jak sie czules w szkole w kraju X? A jak sie czujesz sie teraz w szkole X w Polsce? Czy od
poczatku tak sie czules w tej szkole? Kto sprawil, ze wlasnie tak sie czules? Jak
zachowywali sie Twoi nauczyciele gdy przyjechales? a jak jest teraz? Kogo na poczatku
polubiles w Polsce i dlaczego? A czy sa jakies osoby za ktorymi nie przepadasz? Albo
ktorych nie lubiles wczesniej? Co do tego doprowadzilo?

Lubisz swoich nauczycieli? Kogo najbardziej lubisz? Jacy oni sg?

A znajomi w szkole — fajni sg? Lubisz ich? Dlaczego/Dlaczego nie? Czy sg jakie$ inne
dzieci z Twojego kraju w klasie? Czy mozesz mi powiedzie¢ wigcej o Twoich
kolegach/kolezankach? Skad oni s3? Jak czesto spedzasz czas z kolegami/ rowiesnikami?
Co lubisz robi¢ razem?
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v Czy chodzisz na jakie$ zajecia pozalekcyjne [dodatkowe]? Jesli tak to co Ci si¢ tam
najbardziej podoba? Lubisz swoich nauczycieli? Jacy s3?

v’ Ktorego jezyka najczeSciej uzywasz w rozmowie z kolegami?

v' Czy wychodzisz si¢ pobawi¢ na podworko? Jak czesto? Z kim tam sie bawisz?

v' Czy odwiedzasz jakie$ imprezy organizowane w miescie/dzielnicy/osiedlu? Z kim
wychodzisz? Co tam lubisz robi¢?

v" Opowiedz prosze o swojej poprzedniej szkole (w Kraju pochodznienia lub pobytu).
Pytania si¢ powielaja w zalezno$ci od liczby szkot uczeszczanych przez dziecko.

Blok B. Rodzina i czas wolny

v' Czy méglby$/moglabys opowiedzie¢ o swojej rodzinie? Z kim tu przyjechatas/e$? Z kim
mieszkasz?

Czy masz rodzing w swoim kraju? Kogo? Jak czgsto si¢ kontaktujecie?

Czy masz rodzing w innych krajach?

W jakim jezyku méwicie w domu? Z dalsza rodzing?

Ogladasz telewizj¢? Lubisz ogladac telewizj¢? Czy masz ulubiony program? Jaki? W
jakim jezyku? Z kim ogladasz telewizj¢?

A co lubisz robi¢ w weekendy [sobote, niedzielg]? Zostajesz w domu czy gdzie$
wychodzisz? Jesli tak to gdzie? Z kim? Jak czesto? Uprawiasz jakie$ sporty? Gdzie?
Dlaczego? Z kim? Jak czgsto? Lubisz to robic¢? Jesli nie to co bys chcial/a robi¢?

ASRNENEN

\

v Mogg zapytaé co robites/las w ostatni weekend? Co$ ze swoja rodzing? Kto chciat to
robi¢? -> Rodzice? Ty? A moze kto$ inny?

v Opowiesz mi jak spedzasz $wigta? Jedziesz gdzie$ wtedy? Jesli tak to gdzie? -> Z kim?
Jak czgsto jezdzisz do kraju pochodzenia? Kogo tam odwiedzasz? Lubisz dostawaé
prezenty? Co lubisz dostawac? Co chciatby$/chciataby$ dosta¢? Dlaczego? Od kogo?

v' A jak spedzasz wakacje? Co robisz? Jedziesz gdzies? Jesli tak to gdzie? Z kim? -> Jak
czesto? [Co roku/czesciej/rzadziej]?

v’ Jak spedzasz czas kiedy jestes w domu? Uzywasz komputera czasami? A Internetu? Po
co? Jakie strony lubisz? W jakim jezyku?

Blok C. Pandemia

v" Jak Ci si¢ podoba nauka w trybie dalnym?

v' Jakie widzisz plusy i minusy takiej nauki?

v Czy potrzymujesz kontakt z kolegami? Jak czesto si¢ spotykacie/zdwaniacie si¢?

Blok D. Przyszlos¢

v' Za X lat skonczysz szkote, do ktorej chodzisz teraz. Czy wiesz juz do jakiej szkoty
chcialbys p6j$¢ pdzniej?

v" Kim chcesz by¢, gdy dorosniesz? Dlaczego? Jak myslisz co musisz zrobi¢, zeby zosta¢ X?

Czy rozmawiales$/a$ o swoich planach/marzeniach z rodzicami? Co oni o tym my$la?

v Kim sg Twoi rodzice? Co robig? Czy ich zajecia Cie¢ ciekawig? Dlaczego?

<\
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Annexe 3.

10.

11.

12.

Interview sheet (interviews with teachers in Polish)

INFORMACJE OGOLNE
Czas trwania wywiadu:
e 60-90 min

Jezyk badania:
e Wywiad bedzie prowadzony w jezyku angielskim, polskim, ukrainskim lub rosyjskim,
a takze tureckim w obecnos$ci kwalifikowanego ttumacza.

Etapy badania.

1. Poinformowanie o celach, przebiegu projektu. Mozliwosci wycofania si¢ 1 przerwania
wywiadu.

2. Uzyskanie zgody na udziat w projekcie

Rozmowa

4. Wypehienie notatek

w

Blok A. O szkole

Chciatabym porozmawia¢ o P. Pracy. Jak dtugo P. Pracuje w ... szkole?

Czy moglby/taby P. Opowiedzie¢ o swoich obowigzkach w szkole? Czego P. Uczy? Jakie
klasy? lle godzin ma z kazda klasg tygodniowo?

Jaka jest historia pracy z migrantami? Dlaczego wybratas?

Jak liczne sg klasy? Skad pochodzi wigkszo$¢ dzieci? Czy sg dzieci z kraju P. Pochodzenia
(jesli inny niz polski).

W jakim jezyku P. Mowi z dzie¢mi na zajeciach? Na przerwach/po zajeciach z dzie¢mi/z
kolegami? W jakim jezyku mowig dzieci?

Jaki jest proces zakwalifikowania dziecka do szkoty? Czy s3 jakie§ wymagania? (wiem, ze
w mojej szkole nie ma, nawet z zerowym poziomem jezykowym dzieci sg przyjmowane)
Jak wyglada nauka dzieci w szkole? Czy klasy sa podzielone? Jak (chodzi tu o podziat
jezykowy czy poziom wiedzy dzieci)?

Jak dlugo dzieci pozostaja w szkole? Ile maja lekcji? Czy maja czas wolny? Jak dlugie sa
przerwy? Czy jest swietlica?

Jak wyglada nauka dzieci, ktére dopiero dotaczyly do klasy? czy jest oferowane jakie$
wsparcie jezykowe, kulturowe, pedagogiczne, psychologiczne? Czy szkota oferuje zajecia
wyréwnawcze? Czy jest asystent kulturowy? Jesli tak, to jakich kultur. Jesli nie, to kto
pomaga w trudnych sytuacjach? (czesto nauczyciele, ktore pochodza z tego samego kraju).
Czy szkota posiada przewodnik po postegpowaniu i nauczaniu dzieci, ktore dopiero si¢
dotaczyty do szkoty?

Czy P. Prowadzi dodatkowe lekcje/ wyrownawcze, kluby? Jakie? Dla kogo? Ilu dzieci
chodzi na te zajecia? Czy te zajgcia sg zalecane dla dzieci czy wolnego wyboru?

Jaki P. stosuje system oceniania? Czy on si¢ rdzni od sposobu oceniania dzieci, ktore
dopiero si¢ dotaczyty do szkoty?
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Blok B. O dzieciach

1.

ok~ wnN

10.
11.
12.

13.

14.

15.

16.

17.

18.

Na podstawie P. obserwacji jakie trudnosci dzieci przezywaja po dotaczeniu si¢ do szkoty?
Jak dtugo zwykle to trwa? Dlaczego?

Jak sam/a P. wspiera dzieci w sytuacji pojawienia si¢ trudnosci?

Kto jeszcze i jak je wspiera/pomaga w tym czasie?

Po czym poznaje Pan/i, ze dzieci przeszty lub nie przeszlty adaptacji?

Jesli adaptacja trwa dluzej niz zwykle (ponad rok zaktadam), jakie szkota oferuje
dodatkowe wsparcie?

Gdzie dzieci szukaja pomocy? Jakiej? Z kim si¢ kontaktuja (koledzy, nauczyciele,
wychowawca pedagog)? Czy to si¢ zmienia jako§ w czasie od momentu dotaczenia do
szkoty?

Jaka jest rola rodzicoOw/rodziny/rodzenstwa w procesie adaptacji dzieci w nowej szkole?
Jaki rodzice maja stosunek do takiej sytuacji? Jaka jest ich postawa?

Czy jest r6znica pomigdzy dzie¢mi ktdre maja rodzenstwo 1 nie?

Jaki stosunek maja nauczyciele/rowiesnicy w procesie adaptacji dzieci migrantdéw w nowej
szkole?

Z pozycji dziecka kto jest wazniejszy? Czy to si¢ zmienia z czasem?

Rola media/religii?

Czy dzieci dzielg si¢ z P. Swoimi przezyciami? W jakich okoliczno$ciach przychodza do
Pani/a? Z jakimi problemami przychodza? O czym opowiadaja? W jaki sposob P. reaguje?
radzi/interweniuje/ (kontaktuje si¢ z rodzicami/ angazuje w aktywnos$ci/rozmawia z innymi
dzie¢mi)?

Czy dzieci opowiadaja o swoim kraju? Rodzinie? Poprzedniej szkole? W jakich
okolicznosciach? Czy s3 o to proszone? W jakich okoliczno$ciach? Jakie budzi to reakcje
innych dzieci?

Czy w szkole sa zaje¢cia/nauka o wielokulturowosci? Jakie? Co jest poruszane na takich
zajeciach? Jaka jest postawa nauczycieli w szkole wobec wielokulturowosci/ réznorodnosci
kulturowej? Jak nauczyciele wprowadzaja wiedze o innych narodowosciach i kulturach?
Czy w szkole pojawialy si¢ problemy pomiedzy: 1) dzie¢mi lub 2) dzie¢mi i nauczycielami,
3) nauczycielami a rodzicami na tle kulturowym? Jakie? Prosze podac jakie$ przyktady.
Dlaczego P. zdaniem takie problemy wystapily? Jak byly rozwigzywane?

Ile czasu wolnego dzieci maja w szkole ciggu dnia? Czym si¢ zajmuja? czego dzieci nie
mogg robi¢ w szkole w czasie wolnym?

Jak dzieci tworza grupy? W jakiej konfiguracji (pte¢, narodowos¢, inne widoczne 1 mniej
widoczne roznice spoteczne/ kulturowe)? Jak to si¢ odbywa podczas zadan w klasie? A co
dzieje si¢ na przerwach? Z P. wiedzy, czy te kontakty sa potem przektadane na zycie
pozaszkolne?

Jak ocenia P. wsparcie, ktore szkota oferuje dzieciom? Co mozna byloby zrobié¢ inaczej/
lepiej? Na jakie bariery szkota natrafia w pomocy dzieciom? Jakie widziat(a)bym Pan/i/
wprowadzit(a)by Pan/i rozwigzania, gdyby mial/a Pan/i taka mozliwo$¢? Co szkole pomaga
we wsparciu dzieci?
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Blok C. Kontakt z rodzicami

1. CzyP. Ma dobry kontakt z rodzicami?

2. W jaki sposob P. Kontaktuje si¢ z rodzicami? Jak czesto? Jak to wyglada w przypadku
rodzicéw nowych dzieci?

3. Jakim jezykiem P. Si¢ postuguje w rozmowie? Jak P. Sobie radzi jesli rodzice nie mowig
w tych jezykach?

4. W jakich sprawach rodzice kontaktujg si¢ z Panem/ Panig?

Blok D. Pandemia

1. Jak wyglada nauka w czasie kwarantanny?

2. Jaka jest postawa szkoty/dzieci/ rodzicow?

3. Jakie sg wady i zalety takiej nauki jesli chodzi o socjalizacje dzieci?

Blok E. Przyszlos¢

1. Jaka jest rola szkoty w rozwoju indywidualnych zdolno$ci ucznia/uczennicy? Jaka jest
efektywnos¢ szkoty, jesli chodzi o rozw¢j indywidualny dzieci?

2. Czy dzieci dzielg si¢ z P. Planami/pomystami na przyszto$¢? Czy sa one zwigzane z
pozostaniem w Polsce czy nie?

3. Kto jest dzisiaj wazny dla dzieci? Jakie osoby? Jakie instytucje? Dlaczego?
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Annexe 4.

Invitation to Participate in Research (in English)

Dear Parents,
Hope you are doing well in these times!

I’m writing to invite you to participate in the interview, which is a part of my PhD thesis,
entitled “Role of the Socialization Agents in Transnational Transitions and Formation of
Sense of Belonging in Migrant Children in Poland”, which I’'m writing at the University
SWPS. During the talk, I would like to talk about your child’s experience living in a home
country and Poland, his/her relations with friends and teachers.

The project is approved by the University ethical committee. It’s is anonymous and
confidential; no personal data will be revealed. The talk lasts about an hour with a parent and
an hour with a child. Time and date to agree, | will fit your schedule.

The interview will be held in one of the languages: Polish, English, Ukrainian, Russian or any
other language with a professional interpreter (who also is obliged to respect confidentiality
and anonymity based on the non-disclosure agreement).

I Will be incredibly grateful for your response.

More information about the project I can send if necessary.

Best regards,
Angelika Popyk
angelikapopyk@gmail.com
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Invitation to Participate in Research (in Turkish)

Sevgili Ebeveynler,
Umarim bu giinlerde iyisinizdir!

SWPS Universitesinde yazdigim doktora tezimin bir parcasi olan, “Polonya’da Uluslararasi
Gegcisler ve Gocmen Cocuklarda Aidiyet Duygusu Olusturmada Sosyallestirme
Unsurlariin Rolii” baglikli réportaja sizi katilmaya davet etmek i¢in yaziyorum. Konusma
boyunca ¢ocugunuzun memleketinizde ve Polonya'da gec¢irdigi deneyimler hakkinda
konusmak istiyorum.

Proje, Universite etik kurulu tarafindan onaylanmistir. Anonim ve gizlidir; higbir kisisel bilgi
aciklanmaz. Konusma, ebeveyn ve ¢ocukla yaklasik birer saat siirecektir. Sayet onaylarsaniz,
miilakatin tarihini ve saatini sizin programiniza gore diizenleyecegim.

Roportaj, Lehge, ingilizce, Ukraynaca, Rusga veya profesyonel terciimanli basak herhangi bir
dilde (ayrica gizlilik s6zlesmesine dayanarak gizlilige ve anonimlik durumuna saygi
gostermekte yiikiimlii olan) olabilir.

Sayet kabul ederseniz, cok minnettar kalirim!

Proje hakkinda daha fazla bilgi verebilirim.

Saygilarimla,

Angelika Popyk
angelikapopyk@gmail.com
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Annexe 5.

Informed Consent for Child’s Participation in the Research (in Polish)
SWIADOMA ZGODA RODZICA NA UDZIAL DZIECKA W BADANIU
(Jezyk Polski)

Projekt badawczy:
“Rola Aktorow Socjalizacyjnych w Procesie Transnarodowych Tranzycji i
Formowania Poczucia Przynaleznos$ci Dzieci-Migrantow w Polsce”

Informacja dla rodzica osoby badanej:

Szanowni Rodzice,

Dzigkuje za zainteresowanie moim badaniem.

° Niniejsze badanie prowadzone sg w ramach projektu badawczego prowadzonego przez
Mgr. Anzhele Popyk, studentke socjologii z Uniwersytetu SWPS w Warszawie. Opiekunem
naukowym jest Prof. Dr. Izabela Grabowska, opiekunem pomocniczym - dr. Paula Pustuika.

° Zanim zdecyduje si¢ Pan/Pani wzia¢ udziat w badaniu, prosze o zapoznanie si¢ z
informacjami zawartymi w tym dokumencie. Dzigki temu poznaja Panstwo cel badania oraz
zdobeda informacje o jego faktycznym przebiegu.

Cel badania:

Glownym celem projektu, zatytutowanym ,,Rola Aktoréw Socjalizacyjnych w Przejsciach
Transnarodowych i Formowaniu Poczucia Przynalezno$ci Dzieci Migrantow w Polsce” jest
zbadanie, co dzieje si¢, gdy dzieci przybywajace do Polski z roznych krajow rozpoczynajg nauke
w szkole 1 zaczynaja budowaé poczucie przynaleznosci i uczucie przywigzania w nowym kraju.
W szczeg6lnosci projekt analizuje gldwne $ciezki i cechy tego, co nazywa si¢ ,,przejsciami
ponadnarodowymi” i oznacza przechodzenie z domu do szkoty w obcym, bi/wielokulturowym
otoczeniu. Proces ten przyczynia si¢ do ksztattowania poczucia przynalezno$ci wsrdd dzieci
migrantow w Polsce. W ramach projektu zostanie zbadane, ktére osoby 1 instytucje (,,aktorzy
socjalizacji”’) odgrywaja role w tych procesach.

Czy musze¢ wyrazi¢ zgode¢ na udzial dziecka w badaniu?

Uczestnictwo w wywiadzie jest dobrowolne. Moze Pan/Pani lub Panstwa dziecko wycofac sig z
udziatu w badaniu w dowolnej chwili bez podania zadnych powodoéw oraz narazenia na
jakiekolwiek negatywne konsekwencje.

Jesli wyraza Pan/Pani zgodg¢ na udziat dziecka w badaniu, to poprosze o wypelnienie zgody na
udziat 1 umoéwimy si¢ na wywiad z dzieckiem.

Podczas wywiadu Panskie dziecko bedzie mogto odméwi¢ odpowiedzi na jakiekolwiek pytanie,
ktére uzna za niewlasciwe.

Co stanie si¢, gdy wyraze¢ zgode na udzial w badaniu?

Jesli zgodzi si¢ Pan/Pani na uczestnictwo dziecka w badaniu to uméwimy si¢ na dogodny termin
przeprowadzenia wywiadu z dzieckiem.

Na poczatku wywiadu uczestnik badania bedzie poinformowany/a o cele 1 przebieg wywiadu.

Page | 177



Dziecko réwniez bedzie poproszone o zgode na udzial, nagranie (audio) wywiadu oraz na
wykorzystanie rysunkéw i zdje¢ w celach naukowo-dydaktycznych. Wylacznie pozytywna zgoda
dziecka bedzie rejestrowana za pomocg dyktafonu.

Podczas wywiadu, istnieje mozliwo$¢ odczucia dyskomfortu przez dziecko, zwigzanego z
odpowiedzig na niektére pytania dotyczace przyjazdu dziecka do Polski. W takim przypadku
osoba prowadzaca badanie jest zobowigzana do usunigcia lub ztagodzenia stresu poprzez zmiang
pytania, pomini¢cie podobnych pytan lub/oraz robienie przerw, propozycje gry, rozmowy na inny
temat, zakonczenie wywiadu i rozmowa z dzieckiem bez nagrania, zaproszenie rodzicow.

Czy informacje, ktore dziecko udzieli w trakcie wywiadu beda poufne?

Tak, wszystkie zebrane informacje beda poufne i bezpiecznie przechowywane. Wylacznie
badaczka bedzie miata dostep do dokumentacji wywiadu i danych osobowych, ktore zostang
rozdzielone w celu uniemozliwienia zidentyfikowania uczestnikow badania.

Badaczka jest zobowigzana do przestrzegania standardow etycznych oraz do ochrony poufnosci
danych.

Materialy wywiadu moga by¢ uzywane w publikacjach/konferencjach itp. wytacznie w formie
zanonimizowane;j.

Proszg zaznaczy¢ TAK lub NIE:

Niniejszym os$wiadczam, ze przeczytatlem/lam (zaznajomilem/tam) si¢ z D
informacj¢ dla osoby badanej, ze zwrdceniem uwagi na cel, procedurg i Tak
spodziewane  korzyéci z uczestnictwa w  projekcie  badawczym | [_] Nie
“Rola Aktorow Socjalizacyjnych w Procesie Transnarodowych Tranzycji i
Formowania Poczucia Przynaleznosci Dzieci-Migrantow w Polsce”
Otrzymatem/am zadowalajace odpowiedzi na wszystkie zadane przeze mnie D
pytania i rozumiem wszystkie przekazane mi informacje dotyczace tego Tak
badania naukowego. d  Nie
Zostatem/am poinformowany/a, ze udziat dziecka w badaniu naukowym jest N
absolutnie dobrowolny, rowniez o tym, ze dziecko moze wycofac si¢ z udziatu Tak
w tym badaniu naukowym w dowolnym momencie, bez podania przyczyn, a d  Nie
jego decyzja nie pociggnie za sobg zadnych konsekwencji
Zostatem/am poinformowany/a o mozliwosci odczucia dyskomfortu przez I:I
dziecko zwigzanego z odpowiedzig na niektore pytania dotyczace przyjazdu do Tak
Polski 1 nie
Zostalem/am poinformowany o nagraniu wywiadu za pomocg dyktafonu D
Tak
l:l Nie
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Zostalem/am poinformowany/a, ze jesli w trakcie trwania badania naukowego D
dziecko bgdzie miato jakie$ pytania lub watpliwosci, moze si¢ z nimi zwracac Tak
do 0so6b wskazanych w informac;ji. | Nie
Zostatem/am poinformowany/a o zachowaniu poufno$ci i anonimowosci D
danych osobowych dotyczacych mojego dziecka Tak
J Nie
1. Z wlasnej 1 nieprzymuszonej woli zgadzam si¢ na uczestnictwo mojego dziecka w

badaniu naukowym. “Rola Aktoréw Socjalizacyjnych w Procesie Transnarodowych
Tranzycji i Formowania Poczucia Przynaleznosci Dzieci-Migrantéw w Polsce” | wiem, Ze
w kazdej chwili moje dziecko i ja mozemy si¢ wycofa¢ z powodow, ktorych nie musimy
podawac i bez narazenia si¢ na jakiekolwiek konsekwencje

(Podpis)
2. Wyrazam zgode na przetwarzanie danych osobowych moich i dziecka, lecz wylgcznie
w celach zwigzanych z badaniem naukowym “Reola Aktoréow Socjalizacyjnych w Procesie
Transnarodowych Tranzycjii Formowania Poczucia Przynaleznosci Dzieci-Migrantow w
Polsce”.

(Podpis)
3. Rozumiem i jednoczes$nie wyrazam zgode na uzycie przeprowadzonego wywiadu z
dzieckiem, jako danych w projekcie badawczym. Uzyskane informacje moga by¢ rowniez (w
formie anonimowej) uzyte podczas konferencji, sympozjoéw, a takze w publikacjach
naukowych i innych oraz dla celéw dydaktycznych.

(Podpis)
4. Wyrazam zgode na rejestracj¢ gltosu dziecka podczas wywiadu “Rola Aktorow
Socjalizacyjnych w Procesie Transnarodowych Tranzycji i Formowania Poczucia
Przynaleznosci Dzieci-Migrantow w Polsce”.

(Podpis)

5. Zgadzam si¢ na udzial mojego dziecka w wywiadzie w terminie wczes$niej ustalonym
z osobg prowadzgcg badanie.

Imi¢ 1 Nazwisko rodzica/opiekuna prawnego badanego Data Podpis
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Annexe 6.

Informed Consent for Adult’s Participation in the Research

(English Version for Parent)
The research project:
“The Role of Socialization Agents in Transnational Transitions and Formation of Sense of

Belonging Among Migrant Children in Poland”

Information for the respondent:

Dear Parent,

Thank you for your interest in the research!

° This research project is conducted by Mgr. Anzhela Popyk, a PhD student at the University SWPS
in Warsaw. The supervisor of the project is Prof. Dr. Izabela Grabowska, and Dr. Paula Pustutka.

° You are asked to read the following information before you agree to participate in the research.
Hereinafter, you will find the information about the aim and the procedure of the research.

The aim of the research:
The main aim of the research, entitled “The Role of Socialization Agents in Transnational Transitions and

Formation of Sense of Belonging Among Migrant Children in Poland”, is to study migrant children’s
experience during the change of a country of living, school and environment. The research is also aimed to
study the “transitions” (changes), experiencing during studying in a foreign country, which may have an
impact on the formation of a sense of belonging and attachment among children. During the research, |
will study what role the socialization agents (parents, teachers, peers, communities, media) have on
mentioned processes.

Why was | asked to participate in the project?

You were asked to participate in the research project because of the fact that you are a parent of a child
(children), who experienced the change of environment caused by the migration experience.

Should I consent to my participation?

Participation in the interview is absolutely voluntary. You have all the right to withdraw from it at any
moment without giving any reason and without any negative consequences.

If you agree to participate in the project, you will be asked to state your consent before the interview. The
consent will be recorded and saved with no access to the third person.

During the interview, you will be able to ask any questions and refuse to give an answer to any question if
you consider it inappropriate

What will happen when | state my consent?
You will be asked to say your consent aloud and it will be recorded.

If you state your consent to participate in the research, we will start the interview, which will last about 1,5
hours. We will talk about your and your family’s experience in migration to Poland/other countries, if
applicable. We also will talk about your life before your arrival in Poland and your children’s experience

Page | 180



living and studying here.

The researcher is obliged to avoid any situation that may lead to making the participant feel any discomfort
during the interview.

Will the information that | share be kept anonymous?

Yes, all the information is anonymous and confidential. The researcher is the only person, who will have
access to it. All the consents will be kept separately from the interview transcripts. The results of the
research will be used in an anonymous form.

In order to avoid any misunderstanding and discomfort, the interpreter will participate in the
interview. The interpreter is obliged not to share any information or reveal personal data
concerning the research project. The interpreter signs a statement under penalty of criminal liability
due to the GDPR and Research Ethics Law.

The outcomes of the research will be used for scientific and didactic purposes only (publications, lectures,
conferences).

Tick YES or NO:
I, hereby, state that | have read and understood the information for the participants, aim, D
procedure and outcomes analysis and dissemination of the research project entitled “The Yes
Role of Socialization Agents in Transnational Transitions and Formation of Sense D No
of Belonging Among Migrant Children in Poland”.
I was answered all my questions and understand the given information. D
Yes
D No
I was informed that the participation is voluntary and | am able to withdraw without D
giving any reason and it will lead to no consequences. Yes
N
I was informed about the probability of feeling discomfort during the interview. l:l
Yes
l:l No
I was informed about the recording of the interview. D
Yes
N
I was informed that in case of any questions during or after the interview | can ask the l:l
researcher. Yes
l:l No
I was informed that my personal data and information will be kept anonymous and D
confidential. Yes
D No
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1. | voluntarily consent to participate in the research, entitled “The Role of Socialization Agents
in Transnational Transitions and Formation of Sense of Belonging Among Migrant Children in
Poland”.

(Signature)

2. | consent to process my personal data, although only for the scientific purposes related to the
project “The Role of Socialization Agents in Transnational Transitions and Formation of Sense of
Belonging Among Migrant Children in Poland”.

(Signature)

3. | consent to use the outcomes of the interview for the academic, scientific, and didactic
purposes

4. I consent to the recording of the interview

Name and Surname Date (Signature)

Thank you for your participation!

Information about the researcher:
Name and Surname: Anzhela Popyk
e-mail: apopyk@st.swps.edu.pl

tel. +48535343631

SIgNAtUre: ..o
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Do uzytku wewnetrznego:
Notes:

Dane osoby odpowiedzialnej za przebieg badan:

Imie i Nazwisko: ..Anzhela Popyk..........

Kontakt: e-mail: apopyk@st.swps.edu.pl, ...........

tel. +48535343631 .voviviiiii

Podpis prowadzacego badanie: ..........ccevevevveiieniieniine e
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Informed Consent for Adult’s Participation in the Research (in Turkish)
ARASTIRMAYA KATILIM KABUL FORMU
(Veli)

Aragtirma projesi:
“Polonya’da Uluslararasi Gecisler ve Gocmen Cocuklarda Aidiyet Duygusu Olusturmada
Sosyallestirme Unsurlarimin Rolii”
Katihmer i¢in bilgiler:

Sevgili Veli,
Bu arastirmaya gosterdiginiz ilgi i¢in tesekkiir ediyorum!

° Bu Arastirma projesi, Varsova’da SWPS Universitesinde PhD 6grencisi olan Anzhela Popyk
tarafindan yiiriitiilmektedir. Bu projenin gézetmenleri Prof. Dr. [zabela Grabowska ve Dr. Paula
Pustutka’dir.

° Bu arastirmaya katilmay1 kabul etmeden 6nce asagidaki bilgileri okumaniz rica olunur. Daha
sonra, asagida bu aragtirmanin amaci ve prosediirii hakkinda bilgiler bulacaksiniz.

Bu arastirmanin amaci:
“Polonya’da Uluslararasi Gecisler ve Gocmen Cocuklarda Aidiyet Duygusu Olusturmada

Sosyallestirme Unsurlarimin Rolii” seklinde adlandirilan bu arastirmanin temel amaci, gogmen
cocuklariin yagadiklar {ilkeyi, okulu ve ¢evreyi degistirmesiyle edindikleri deneyimlerini incelemektir.
Bu arastirma ayn1 zamanda ulusasir1 “gecisleri” (degisimleri) ve yabanci bir iilkede egitim goriirken
cocuklar arasinda aidiyet ve baglilik duygusunun olusumu iizerinde etkili olan faktorleri incelemeyi
amaglamaktadir. Arastirma boyunca, sosyallestirme unsurlarinin (ebeveynler, 6gretmenler, akranlar, cevre,
medya) belirtilen siirecler {izerindeki roliinii inceleyecegim.

Ben neden bu projeye katilmaya davet edildim?

Bu projeye katilmaya davet edildiniz ¢iinkii siz, gd¢iin neden oldugu ¢evre degisikligini yasayan
¢ocuk/cocuklarin velisisiniz.

Katihmimi onaylamam m gerekiyor?

Bu miilakata katilim kesinlikle goniilliiliik esasina dayanmaktadir. Herhangi bir sebep gostermeden ve
herhangi bir olumsuz sonug vermeden her an bu miilakattan ¢ekilme hakkina sahipsiniz.

Eger bu projeye katilmay1 kabul ederseniz, roportajdan 6nce sizden rizanizi belirtmeniz istenecektir ve bu
higbir sekilde tiglincii kisilerle paylasilmadan kaydedilip muhafaza edilecektir.

Roportaj sirasinda herhangi bir soru sorabilirsiniz ve uygun goérmediginiz herhangi bir soruyu cevaplamay1
reddedebilirsiniz.

Onayladigimi belirttigim zaman ne olur?
Sizden onaymiz1 yiiksek sesle sdylemeniz istenecek ve sesiniz kaydedilecektir

Eger arastirmaya katilim onayimizi ifade ederseniz, yaklasik 1.5 saat siirecek miilakata baslayacagiz. Sizin
ve ailenizin Polonya veya varsa baska iilkeler hakkindaki deneyimlerinizden bahssedecegiz. Aym
zamanda, Polonya’ya gelmeden Onceki sizin yasantiniz ile ¢ocuklarinizin Polonya’daki yasantilari ve
egitimleri hakkinda konusacagiz.
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Aragtirmaci, goriisme sirasinda katilimeinin herhangi bir rahatsizlik hissetmesine neden olabilecek
durumlardan kaginmakla yiikiimliidiir.

Paylastigim bilgiler isimsiz bir sekilde tutulacak mi?

Evet, biitiin bilgiler isimsiz ve giivenli bir sekilde olacaktir. Bu bilgilere sadece arastirmaci kisi erisebilir.
Biitiin onay dokiimanlar1 miilakat belgelerinden ayr1 tutulacaktir. Arastirmanin sonuglari isimsiz bir formda
kullanilacaktir.

Herhangi bir yanhs anlasilma ve rahatsizliktan kacinmak icin goriismeye terciiman da katilacaktir.
Terciiman, arastirma projesi ile ilgili herhangi bir bilgi paylasmamak veya Kisisel verileri
aciklamamakla yiikiimliidiir. Terciiman, GDPR ve Arastirma Etigi Kanunu kapsaminda cezai
sorumluluk beyanimi imzalar.

Aragtirmanin sonuglar1 sadece bilimsel ve didaktik amaglar i¢in kullanilacaktir (yayinlar, dersler,
konferanslar).

EVET yada HAYIR’1 isaretleyiniz:

Isbu belge ile, “Polonya’da Uluslararasi Gegisler ve Gocmen Cocuklarda Aidiyet D
Duygusu Olusturmada Sosyallestirme Unsurlarimin Rolii” Evet
konulu arastirma projesinin katilimcilari, hedefi, sonug analizleri ve gizliligiyle alakal D Havir
bilgileri okudugumu ve analdigimi belirtiyorum. Y
Tiim sorularima cevap verildi ve verilen bilgileri anladim. D
Evet
D Hayir
Bu ¢alismaya katilimin goniilliiliik esasina dayandigi, herhangi bir gerekce D
gostermeden geri cekilebilecegim ve bunun hi¢bir sonuca yol agmayacagi konusunda Evet
bilgilendirildim D Hayir
Gorligme sirasinda rahatsizlik hissetme ihtimalim hakkinda bilgilendirildim D
Evet
D Hayir
Miilakatin sesinin kaydedilecegi hakkinda bilgilendirildim. D
Evet
D Hayir
Miilakat oncesi veya sonrasinda herhangi bir sorum olursa sayet arastirmaciya D
sorabilecegim hakkinda bilgilendirildim. Evet
D Hayir
Benim kigisel verilerimin ve bilgilerimin isimsiz bir sekilde kaydedilecegi ve bu D
bunlarin gizli tutulacagi konusunda bilgilendirildim. Evet
D Hayir
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1. “Polonya’da Uluslararasi Gegisler ve Go¢men Cocuklarda Aidiyet Duygusu
Olusturmada Sosyallestirme Unsurlarinin Rolii” adli arastirmaya goniillii olarak
katildigimi onayliyorum

2. Kigisel verilerimin yalnizca “Polonya’da Uluslararas1 Gegisler ve Gocmen Cocuklarda
Aidiyet Duygusu Olusturmada Sosyallestirme Unsurlarimin Rolii” adli proje ile ilgili
bilimsel amaglar i¢in kullanilmasina izin veriyorum

(Imza)
3. Roportaj sonuglarini akademik, bilimsel ve didaktik amaglar i¢in kullanilmasini kabul
ediyorum
................................ ([mza)
4. Roportajin kaydedilmesini kabul ediyorum
................................ (]mza)

Ad ve Soyad Tarih (Imza)

Katildiginiz i¢in tesekkiir ediyorum!

Arastirmaci hakkinda bilgi:

Ad1 ve Soyadi: Anzhela Popyk
e-mail: apopyk@st.swps.edu.pl
tel. +48535343631

IMZa: oo,
Do uzytku wewngtrznego:
Notes:
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Dane osoby odpowiedzialnej za przebieg badan:

Imi¢ i Nazwisko: ..Anzhela PopykK..........

Kontakt: e-mail: apopyk@st.swps.edu.pl, ...........

tel. +48535343631 .ovoviviiiiiiie

Podpis prowadzacego badanie: ...........ccccceeveerienienienenieeenns
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Annexe 7.

Informed Consent for Teachers Participation in the Research (in Polish)
SWIADOMA ZGODA OSOBY BADANEJ NA UDZIAL W BADANIU
(Nauczyciel)

Projekt badawczy:
“Rola Aktorow Socjalizacyjnych w Procesie Transnarodowych
Tranzycji i Formowania Poczucia Przynalezno$ci Dzieci-Migrantow w
Polsce”

Informacja dla osoby badanej:

° Niniejsze badania prowadzone sa w ramach projektu badawczego prowadzonego przez
Mgr. Anzhelg Popyk, studentke socjologii na Uniwersytecie SWPS w Warszawie. Opiekunem
naukowym jest Prof. Dr. Izabela Grabowska, opiekunem pomocniczym - dr. Paula Pustufka.

° Zanim zdecyduje si¢ Pan/Pani wzig¢ udziat w badaniu, prosze¢ o zapoznanie si¢ z
informacjami zawartymi w tym dokumencie. Dzigki temu poznaja Panstwo cel badania oraz
zdobeda informacje o jego faktycznym przebiegu.

Cel badania:

Gléwnym celem projektu, zatytulowanym ,,Rola Aktoréw Socjalizacyjnych w Przejsciach
Transnarodowych i Formowaniu Poczucia Przynaleznosci Dzieci Migrantdéw w Polsce” jest
zbadanie, co dzieje si¢, gdy dzieci przybywajace do Polski z réznych krajow rozpoczynaja nauke
w szkole 1 zaczynaja budowac poczucie przynaleznosci i uczucie przywigzania w nowym kraju.
W szczegolnosci projekt analizuje gldwne $ciezki 1 cechy tego, co nazywa si¢ ,,przejsciami
ponadnarodowymi” 1 oznacza przechodzenie z domu do szkoty w obcym, bi/wielokulturowym
otoczeniu. Proces ten przyczynia si¢ do ksztaltowania poczucia przynaleznosci wsrdd dzieci
migrantow w Polsce. W ramach projektu zostanie zbadane, ktore osoby 1 instytucje (,,aktorzy
socjalizacji”’) odgrywaja rolg w tych procesach.

Dlaczego zostalem/lam poproszona o udzial w badaniu?

Zostal/a Pan/i poproszony/a o udzial w badaniu z racji na fakt, ze pracuje Pan/i z dzie¢mi, ktore
doswiadczyly/do$wiadczaja zmiany Srodowiska w zwiazku ze zmiang kraju zamieszkania.

Czy musze¢ wyrazi¢ zgode na udzial w badaniu?

Uczestnictwo w wywiadzie jest dobrowolne. Moze Pan/Pani wycofa¢ si¢ z udziatu w badaniu w
dowolnej chwili bez podania zadnych powoddw oraz narazenia na jakiekolwiek negatywne
konsekwencje.

Jesli zdecyduje Pan/Pani, ze chce wzig¢ udziat w badaniu, poprosz¢ o podpisanie formularza
wyrazenia zgody.
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Podczas wywiadu bedzie Pan/Pani mégl/mogla odmowi¢ odpowiedzi na jakiekolwiek pytanie,
ktore uzna Pan/Pani za niewlasciwe.

Co stanie si¢, gdy wyraze zgode na udzial w badaniu?

Jesli zgodzi sie Pan/Pani na uczestnictwo w badaniu to rozpoczniemy wywiad, ktory bedzie trwat
ok. 60 minut. Skupimy si¢ na roli szkoty w tranzycjach transnarodowych dzieci migrantow.
Szczegdlnie porozmawiamy, o udziale Pana/i w procesach socjalizacji i formowania
przynalezno$ci dzieci migrantoéw w Polsce.

Zostanie Pan/Pani poproszony/a o zgod¢ na nagrywanie rozmowy za pomocg dyktafonu/skype’u.

Czy informacje, ktore udziel¢ w trakcie wywiadu beda poufne?

Tak, wszystkie zebrane informacje beda poufne i bezpiecznie przechowywane. Wylacznie
badaczka bedzie miata dostep do dokumentacji wywiadu i Panskich danych osobowych, ktore
zostang rozdzielone w celu uniemozliwienia zidentyfikowania Panstwa.

Badaczka jest zobowigzana do przestrzegania standardow etycznych oraz do ochrony poufnosci
danych.

Materialy wywiadu moga by¢ uzywane w publikacjach/konferencjach itp. wytacznie w formie
zanonimizowanej.

Prosze zaznaczy¢ TAK lub NIE:

Niniejszym o$wiadczam, ze przeczytatem/tam (zaznajomitem/tam) si¢ z informacje dla D
osoby badanej, ze zwrdceniem uwagi na cel, procedure i spodziewane korzysci z Tak
uczestnictwa w projekcie badawczym | ] e
“Rola Aktorow Socjalizacyjnych w Procesie Transnarodowych Tranzycji i
Formowania Poczucia Przynaleznosci Dzieci-Migrantow w Polsce”
Otrzymatem/am zadowalajace odpowiedzi na wszystkie zadane przeze mnie pytania i D
rozumiem wszystkie przekazane mi informacje dotyczace tego badania naukowego. Tak
l:l Nie
Zostatem/am poinformowany/a, ze udziat w badaniu naukowym jest absolutnie D
dobrowolny i moge wycofa¢ si¢ z udziatu w tym badaniu naukowym w dowolnym Tak
momencie, bez podania przyczyn, a moja decyzja nie pociggnie za sobg zadnych D Nie
konsekwencji
Zostalem/am poinformowany/a o mozliwo$ci odczucia dyskomfortu zwigzanego z D
odpowiedzig na niektore pytania dotyczace przyjazdu dzieci do Polski Tak
D Nie
Zostatem/am poinformowany o nagraniu wywiadu za pomocg dyktafonu/skype D
Tak
l:l Nie
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Zostatem/am poinformowany/a, ze jesli w trakcie trwania badania naukowego bede D
mial/a jakie$ pytania lub watpliwosci, moge si¢ z nimi zwracac¢ do 0s6b wskazanych w Tak
informacji. |:| Nie
Zostalem/am poinformowany/a o zachowaniu poufnosci i anonimowosci danych D
osobowych Tak
D Nie
1. Dobrowolnie wyrazam zgode na udzial w badaniu naukowym. “Rola Aktoréw

Socjalizacyjnych w Procesie Transnarodowych Tranzycji i Formowania Poczucia
Przynaleznos$ci Dzieci-Migrantow w Polsce”.

(Podpis)

2. Wyrazam zgode na przetwarzanie danych mnie dotyczacych, lecz wylqgcznie w celach
zwigzanych z badaniem naukowym “Reola Aktoréw Socjalizacyjnych w Procesie
Transnarodowych Tranzycji i Formowania Poczucia Przynaleznosci Dzieci-Migrantow w
Polsce”.

3. Rozumiem i jednoczes$nie wyrazam zgode¢ na uzycie przeprowadzonego wywiadu,
jako danych w projekcie badawczym. Uzyskane informacje moga by¢ réwniez (w formie
anonimowej) uzyte podczas konferencji, sympozjow, a takze w publikacjach naukowych i
innych oraz dla celéw dydaktycznych.

4, Wyrazam zgodg na rejestracje glosu podczas wywiadu “Rola Aktorow
Socjalizacyjnych w Procesie Transnarodowych Tranzycji i Formowania Poczucia
Przynaleznosci Dzieci-Migrantow w Polsce”

oooooooooooooooooooooooooooooooooooooooo

Nazwisko i1 imi¢ badanego Data Podpis
Dzi¢kuje¢ bardzo za pomoc w realizacji badania!

Do uzytku wewnetrznego:
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Dane osoby odpowiedzialnej za przebieg badan:

Imie¢ i Nazwisko: ..Anzhela Popyk..........

Kontakt: e-mail: apopyk@st.swps.edu.pl, ...........

tel. 48535343631 .oooviniiiiii

Podpis prowadzacego badanie: ..........cccceeeeeeeniieniiiniieniieieeee
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Abstract: The transnational transitions of migrant children are complex, mobility-affected processes
during which they mediate between various social fields. Their attachment to these fields is often
determined by different socialization agents, among which great attention should be paid to peers
and friends. Peers not only introduce a new culture and society to migrant children but also affect
the young migrants’ motivation, formation of identity, and group socialization. This study adopts
the theory of social capital and agency, defined by Putnam, to explore migrant children’s peer so-
cialization strategies. It draws on qualitative research with migrant children in Poland aged 8-13,
their parents, and their teachers, and is based on a child-centered approach. The findings pres-
ent three main ways in which migrant children exercise their own agency to build social capital by
maintaining ethnic/non-ethnic ties in the receiving country. The age, gender, and ethnic differences
that appear in the application of peer socialization strategies are also revealed.

Keywords: peers, socialization, transnational transitions, migrant children, social capital

Introduction

Transnational migrant families (Bryceson & Vuorela 2002) have been the subject of
multiple studies within the social sciences over the last few decades, and this grow-
ing interest is linked to the increasing number of migrants globally (Grabowska 2014;
Castells et al. 2009; Okalski 2012). Within the last 19 years, the number of inter-
national migrants increased by 51 million to reach 272 million in 2019. The same
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trend was also observed among children aged 0-19, the share of which grew to
14% (United Nations, Department of Economic and Social Affairs 2019). This grow-
ing number of international migrants has, in turn, led to the formation of super-
diverse societies (Vertovec 2007).

The scholarship on transnational families, however, has often ignored the issues
of migrant children, who have long been perceived as the “luggage” brought along
with their parents (Orellana 2009). Nevertheless, over the last few decades, children’s
issues have become central to studies that have taken an interpretative approach
(Corsaro & Eder 1990; Qvortrup et al. 2009), which was adopted by migration studies
and turned into the child-centered approach (Ni Laoire et al. 2010; White et al. 2011).
Thus, young children and adolescents have begun to be seen as active agents (James
& Prout 2015, Wyness 2015) of the migration process who have a great impact on
their transnational transitions (Pustutka & Trgbka 2019).

To demonstrate youngsters' active participation in migration and adaptation pro-
cesses, contemporary scholars have investigated how migrant children negotiate their
relationships with family members (Holland et al. 2007), relatives (Slany & Strzemecka
2016), teachers (Deslandes et al. 2012), and peers (Holland 2009; Reynolds 2007)
within transnational spaces, namely “here,” “there” (Slany & Slusarczyk 2015), and
across borders (Popyk et al. 2019). A bulk of work has also been dedicated to the topic
of building social capital (Bourdieu 1986; Putnam 2000) and language socialization
(Garcia-Sanchez & Nazimova 2017; Duff & May 2017) at school (Strzemecka 2015;
Devine 2014) or in other socialization spaces (Sime & Fox 2015).

The research on migrant children in the Polish discourse has mostly investigat-
ed the transnational transitions (Pustutka & Trabka 2019) of Polish migrant families
abroad (Slany & Strzemecka 2016) and few studies have engaged with the processes
of adaptation and socialization of immigrant children in Poland (see Popyk & Buler
2018) despite the increasing number of immigrant children in Polish schools. The
Supreme Audit Office of Poland (2020) reported that an unprecedented number of
more than 51,000 foreign-born children attended Polish schools in the 2019/2020
academic year. Some scholars have hitherto undertaken research to explore how the
Ministry of Education, schools, educators, and pedagogues are coping with the grow-
ing number of migrant children (Bteszynska 2010). Some works have also referred
to migrants’ integrational practices and the educational challenges faced by the
children of Polish repatriates from Eastern Europe and Asia (Grzymata-Moszczynska
et al. 2015) and of other groups of migrants, for example, Vietnamese children,
Roma children (Gtowacka-Grajper 2006), and Chechen children in Poland (Nowicka
2014). Nevertheless, very limited attention has been paid to the socialization process
of migrant children and the ways in which they build social capital and maintain
relations with their peers.

The present study aims to analyze migrant children’s socialization strategies,
as viewed through the theoretical lens of two types of social capital, bonding and
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bridging, developed by Putnam (2000). The analysis draws on qualitative research
with migrant children aged 8-13 (n=20), their parents (n=19), and teachers (n=10).
The following research questions were posed: First, what are the peer socialization
strategies of migrant children in Poland? Second, what are the roles of age, gender,
and ethnicity in the socialization strategies of migrant children in Poland? Third, what
is the role of bonding/bridging social capital in the socialization strategies of migrant
children in Poland?

This study contributes to the current research on migrancy and childhood by
arguing that migrant children are active agents in the socialization process who
deliberately choose certain ways and means to establish relationships with peers
within the transnational field. Three main peer socialization strategies are presented
that confirm that children are active agents in creating their relationships with peers
and negotiating their own autonomy with adults. The study also illustrates the age,
gender, and ethnic differences at play in maintaining peer relations.

The value of children’s agency

As a response to the growing cross-border movement, significant sociological research
has been devoted not only to the conceptualization of transnational familyhood
(Bryceson & Vuorela 2002) but also transnational childhood (Orellana et al. 2001).
The contemporary understanding of children “on the move” often relies on perceiv-
ing children as active agents who "affect and are affected by society and culture”
(Corsaro & Fingerson 2006: 125): In other words, contemporary studies on childhood
have switched from the deterministic model of socialization, which perceives children
as passive agents of society, who should be controlled and trained, to the construc-
tivist model, which sees children as active agents (Corsaro 2017; Ensor & Gozdziak
2010) in the “construction and determination of their own social lives, the lives
of those around them and the societies in which they live” (James & Prout 2015: 8).

Children’s agency, however, has to be seen not simply as autonomous but as
“emerging from social relationships” and “embedded in their daily lives,” which helps
to “contract a variety of environmental factors that impinge on their lives” (Wyn-
ess 2015: 14, 24-25). Thus, agency is an instrument for children to negotiate their
relationships within family, school, and friendships. Consequently, agency is shaped
by adult—child and child—child relationships: while school expects them to submit,
children tend to be more powerful in family relationships and feel more freedom with
their peers (Wyness 2015).

Peer and friend relationships have been seen as part of children’s social capital,
where agency has also been central to the theory (Bourdieu 1986). Social capital,
as one of the three capitals—the other two being economic and cultural—is distin-
guished as the “aggregate of the actual or potential resources which are linked to
possession of a durable network of more or less institutionalized relationships of
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mutual acquaintance and recognition” (Bourdieu 1986). Putnam (2000) further de-
veloped the theory of social capital and distinguished its two forms, namely bridging
(inclusive) and bonding (exclusive). The bonding form of capital is “inward looking
and tend[s] to reinforce exclusive identities and homogeneous groups ... includ[ing]
ethnic fraternal organizations” that can create “strong in-group loyalty” and “strong
out-group antagonism” (Putnam 2000: 22-23). Meanwhile, bridging social capi-
tal is “outward looking and encompass|es] people across diverse social cleavages,”
and is better for “linkage to external assets and for information diffusion” (Putnam
2000: 22). Weller (2010: 874) further mentioned that social capital “is not an ‘object’
but rather a set of interactions and relationships based on trust and reciprocity that
have the potential to be transformative.”

Thus, peer and friend relationships become significant sources of migrant chil-
dren’s social capital, which can be seen as the “resources individuals access through
social interactions and relationships, the extent to which these interactions help mi-
grants access resources seems key to examining their social lives” (Sime & Fox 2015:
525). Moreover, the “negotiation of friendships is an important way in which social
inclusion and exclusion are lived out in daily life. For migrant children, who may
have experienced considerable disruption in their personal and family relationships,
friendship can be a particularly fraught and intense experience,” however, “[it] may
be perceived [a] more important issue today” (European Commission 2007: 25, 72).
As such, this study evaluates the role of children’s agency in building bridging and
bonding social capital (Putnam 2000).

Migrant children’s peer socialization

Children are highly prone to face hardship in the socialization process, no matter their
origin, length of stay, type of residence, economic status, or networks. Those with
a migration background are even more likely to become vulnerable because they are
more likely to experience the “exclusionary practices” (European Commission 2007: 24)
that are realized through bullying and discrimination of different categories, such as
for their distinct appearance, race, ethnicity, language, culture, habits, or simply their
country of origin (Gardner & Mand 2012). Consequently, this leads to the formation
of social homophily (Silbereisen & Titzmann 2007).

Migrant children’s socialization processes in the host country are shaped by both
the host and home country contexts (Levitt & Jaworsky 2007; Suérez-Orozco, Marks,
& Abo-Zena 2015) and the impact of multiple agents which can be placed on the
three levels of macro, meso, and micro (Popyk et al. 2019). While the discourse on
macro and micro-level socialization agents has been somewhat covered by researchers
and public institutions in Poland (see Popyk & Buler 2018), the mezzo level—namely,
the role of peers, friends, out-of-school activities, and neighborhoods—has been
largely omitted. Nevertheless, it has been proved by multiple studies that peers and
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friends undoubtedly have a crucial impact on migrant children’s adaptation in a new
country (Slany et al. 2016; Slany & Strzemecka 2016; Silbereisen & Titzmann 2008;
Weller 2010; Vandell 2000).

Peer groups create an essential context in which children try to understand who
they are (Devine 2009), as well as the conception of “cooperative socialization” where
“self and other are equally agents and recipients” (Youniss 1980: 7-8). Peers also im-
pact the formation of a child’s identity and sense of belonging through the negotia-
tion of relations with others (Slany & Pustutka 2016; Popyk et al. 2019). It should also
be noted that peers are important agents of gender identity (Strzemecka 2017) and
ethnic identity because “friendship relationships most closely matched the values as-
sociated with social capital, such as trust, reciprocity, emotional support, community
and identity” (Reynolds 2007: 384).

Friendship does not simply support migrant children’s adaptation in a new country
(Deslandes et al. 2012) but also helps to lower their levels of depression (Obradovi¢,
Tirado-Strayer, & Leu 2013), make them feel happier, and render them more mo-
tivated to go to school (Vandell 2000). Previous studies have shown that migrant
children use different ways to negotiate peer and friend relationships; for example,
those children who share similar, often traumatic, migration experiences or face ra-
cial discrimination and social exclusion are more likely to join the same ethnic group
(Reynolds, 2007). Strong ties with an ethnic community can also provide children
with a “safety zone” where they can build their ethnic identities (Holland 2009: 343).
On the other hand, ethnic homophily (Titzmann 2014) can become a “constraint”
(Holland 2009: 232) during socialization in a new society, and ready-formed ethnic
groups can become obstacles for new members to join. Thus, lonely children tend to
reiterate their anger and sufferings on others, while other children tend to be silent
so as not to bring up other issues (European Commission, 2007).

Among the major obstacles to building bridging social capital, researchers have
noted foreign language competency (Strzemecka 2015; Duff & May 2017; Moskal
& Sime 2017) and limited access to socialization spaces at school and after classroom
hours, such as leisure activities or clubs, which have been observed to be the most
efficient means of socialization (European Commission 2007). Moreover, some chil-
dren have limited access to the communication channels needed to create contacts
with peers. Such means of communication enable children to plan their free time
and to organize social activities with friends (Wyness 2015). These activities typically
take place in local spaces; the neighborhood is thus not only a place for spatial ori-
entation but also for engaging in different cultural and social activities (Sime & Fox
2015; Perez-Felkner 2013) outside of parents’ control (Weller 2010; Reynolds 2007).
Further, digital devices became the key communication method during the COVID-19
pandemic lockdown, when personal meetings and leaving the house were restricted.
Consequently, those children who had limited technical support and were locked
at home found themselves isolated from their peers and friends (see Popyk, 2021).

11
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Methodology

This paper is based on a qualitative study that employed a child-centered approach
and followed the relevant research guidelines with children (Clark 2004). The partici-
patory research methods in the research with children allow for the viewing of young
respondents as active agents of their own lives and experiences (Hyvonen et al. 2014).
The research strategies, which anticipate active listening to children, are “respectful
of children’s views and opinions” (Morrow & Richards 1996: 91) and seem to be less
harmful and more child-friendly (Fargas-Malet et al. 2010).

Two principal aims of the interviews were to investigate socialization agents’ role,
namely, family, school, peers, religion, and media in transnational transitions (Pustutka
& Trabka 2019) and examine the formation of migrant children’s sense of belonging
in Poland. The study included three groups of respondents: migrant children (n=20),
their parents (n=19), and teachers (n=10). The research with children is central in
this study, while the interviews with parents and teachers aimed to acquire socio-
demographic information about the children. The study included 10 girls and 10 boys;
their mean age was 12 years old. The major ethnic groups were Turkish (n=13) and
Ukrainian (n=5)2. The recruitment process was based on approaching the respondents
through the researcher’s contacts (n=6) and was followed by the snowball sampling
technique. Participants’ main inclusion criteria were that they had no previous contact
with Polish culture or language, attended school in at least two countries, and were
aged 8—13. There were no gender, ethnicity, or length of stay specifications.

We conducted semi-structured interviews that lasted 40—45 min with the chil-
dren and 60—90 min with the adults. The study gained approval from the appropriate
ethics committee. This application included information about the project (the aim,
the research questions, concept, methodology, methods of analysis, and storage and
dissemination of the personal data and research data), an example of consent and
assent forms, interview scripts, and examples of the research tools.

Due to the COVID-19 pandemic lockdown and restrictions on face-to-face re-
search, the interviews were conducted online, using the Zoom application, which
allowed us to save the data directly to an external hard drive increasing our ability to
ensure the confidentiality of personal data. It should be noted that the ethics com-
mittee approved all changes to the research.

The participants were informed about the aim, procedure, their rights to with-
draw, outcomes usage, and dissemination before the interviews, which were held
separately, and they gave their voluntary consent (adults) and assent (children). The
consent forms were given to the participants in one of the selected languages (Polish,
Ukrainian, Russian, English, or Turkish) to provide the participants with precise infor-
mation. After the participants provided consent, the researcher started the interview

2 See Table 1 for participant names and demographic information.
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Table 1

Overview of the respondents’ (children) socio-demographic characteristics

No Pseudo- Gender Courftr_y L:: ?nutae?-e Age | Grade | in E:raend T‘c,)‘;e
nym of origin view (yrs) school
1 | Olga Girl Ukraine UA 12 6 4 | private
2 | Igor Boy Ukraine RU 13 8 2 | public
3 | Antony Boy Ukraine RU 12 6 1 | public
4 | Michele Boy Romania EN 12 6 6 | private
5 | Katie Girl Turkey EN 9 4 3 | public
6 | Anna Girl Turkey TR/PL 13 7 4 | private
7 | Ali Boy Turkey EN 12 6 4 | public
8 | Emel Boy Turkey EN 12 6 4 | private
9 | Zeliha Girl Turkey TR/PL 10 5 3 | private
10 | Ismail Boy Turkey EN 11 5 2 | public
11 | Rabia Girl Turkey TR/PL 12 6 4 | public
12 | Omer Boy Turkey EN 11 5 2 | private
13 | Sadik Boy Turkey EN 13 7 2 | private
14 | Liliana Girl Lithuania EN 11 5 4 | private
15 | Mehmet | Boy Turkey TR/PL 11 3 2 | public
16 | Duran Boy Turkey TR/PL 10 3 2 | public
17 | Serife Girl Turkey EN 12 6 3 | public
18 | Meryem Girl Turkey TR/PL 13 6 3 | public
19 | Yulia Girl Ukraine UA 9 3 2 | public
20 | Natalia Girl Ukraine UA 12 6 1 | public

Source: Author’s own study.

with a parent first, followed by the interview with the child. The interviews were held
in one of the languages listed above. For Turkish, the questions and answers were
translated by a qualified interpreter.

In order to understand the socialization strategies of migrant children, each inter-
view addressed the following topics: peer relations and friendships in the migrant’s
home country, as well as how they changed after the migration; the first moments
of socialization in the host country (questions: How do you remember your first
day at the new school? Who was the first person you talked to?); and socialization
agents and locations in Poland (questions included: What do you do in your free time
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during school hours—such as during breaks, common room, and after-lesson activi-
ties? Where and with whom do you like spending your free time? Do you know anyone
from your neighborhood? How often do you meet your friends? Who are they?).

The data analysis was performed as following: meticulous transcription of re-
cordings (voice-to-text), developing and applying codes to all material, identifying
common themes, patterns, and relationships concerning the created codes, and
summarizing the data (Saldana 2016). The material was analyzed through thematic
analysis (Braun & Clarke 2006).

Findings
Friendship facilitates the socialization process

The present study supported the findings of existing research (Corsaro 2006; Moskal
& Sime 2017; Silbereisen & Titzmann 2007), proving that peer relations and friend-
ship are significant socialization agents of migrant children. All the children and par-
ent respondents noted that sufficient peer relations, an amiable atmosphere in the
class, and close friendships were beneficial for transnational transitions, especially at
the beginning of the adaptation period.

Antony, who arrived in Poland less than a year ago, shared his concerns regarding
not having “real friends” in Poland and being bullied for being Ukrainian. Moreover,
his communication was limited to only those peers who were eager to improve their
Russian language skills (Antony is fluent in Russian).

R: Where do you feel better, here or in Ukraine?

A: | felt better there because | had many friends. Not peers, but friends. | do not really
have friends here, just some acquaintances ... | do not really think of it. Maybe sometimes.
It does not really bother me. Whatever will be, will be.

R: If you had friends like your brother does, would it change the situation?
A: Totally. I would not start making videos. | would go out all the time. | would probably
give up school. | think so. Because they [friends] would call me to go out, and | want to
go. It would change totally. (Antony, UA, 12 years old/ 1 in PL)

All the children and parent respondents also mentioned that well-established peer
relations in a host country are likely to smooth the transnational transitions of migrant
children. The following statement from Iryna, the mother of the sixth-grader who
came to Poland four years ago, reiterated the significance of peers in the socialization
process of migrant children. Iryna stresses the negative role of bonding social capital
(Putnam 2000) when children make friends, as it prevents newcomers from joining
existing homophilic (Titzmann 2014) peer groups. The ethnic groups, which was
a common phenomenon in the private school, require sharing a common language,
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cultural/societal norms, skin color, race, or what participants referred to as “blood.”
Hence, newcomers that do not share any of these characteristics cannot be accepted
into such a peer group. Moreover, even when multiple ethnic groups exist in a school,
some newcomers may not fit into any of them and will experience loneliness. Thus,
after three years of attending a private international school in Warsaw, Iryna and
her daughter decided she would change schools due to unfavorable peer relations.

She always suffered from not having friends. She has no friends at all... When we came
[to Poland], and she went to school, she had some [friends]. She always tried to find
a friend. She constantly fell in and out of friendships. The first six months were very dif-
ficult, it was not “sweet” for her. She constantly had issues and questions...for example,
once when she came from school she said “Mom, the whole class does not talk to me”...
Maybe | don't have to say this, but it is clear, she is ambitious, and can “pull the blanket
to herself.” But if they [classmates] have been in the school for a long time, and they
are from one country, they “are of the same blood,” and, anyway, they “magnetize.” It
seems to me, that those who are consanguineous, they make own group and do not ac-
cept others. It's difficult ... They make ethnic groups. | have always said that it does not
matter what skin color or blood you have. But they are children, they “attract by blood.”
She couldn’t get anywhere [none of the groups]. It was hard for her. When we changed
her school, she did not want to change, but she also did not want to stay in the other
one. Again, the first six months were so hard. It is still difficult... in the previous school
she joined in the second grade, but here she came in the sixth... so, she said “Mom, that
was one of the best decisions we made in our life”, most of all because she made friends
here. That's the most important. Not the school, but the fact that she has friends, who
accept her, she is happy. That's very important (Iryna, UA, Olga’s mother).

Bonding social capital (Putnam, 2000) was, however, noted by the teacher re-
spondents as an important socialization factor for migrant children:

There are many settlements with children from Vietnam. They live close to each other in
apartment blocks, and even if they do not go to the same school, they often meet in the
yard. Their parents [meet each other] because they come from the same country. When
the parents meet, the children also start to make contacts, talk, and play together. | think
it is very good because those children who have been in Poland for a longer time can
positively impact those children who have just arrived. [They] can help them to learn the
language and adapt. (Teacher 1, private school)

Apart from the common ethnicity in the peer groups, all the respondent groups
(children, parents, and teachers) also underlined that children’s age is an important
factor in the peer socialization process. The experiences of Igor (13 years old/UA),
Olga (12 years old/UA), and Liliana (11 years old/LT) indicate that making friends is less
stressful and complicated at a younger age (8-10 years old) because of the nature of
the friendship, which is based on playing together; whereas friendship at later ages
(11-13 years old) often requires the sharing of common interests, values, and views.
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Igor's mother, Michalina, mentioned that peers have a greater impact on children
when they enter adolescence and may become levers of influence on their future
life choices:

R: What role do peers play in your son’s life?

M: Before, | did not see any changes. He just had some friends with whom he talked
and spent time. Now [that] he is reaching adolescence, his friends play a more important
role. He trusts them more, trusts what they say. For example, when we start talking about
future studies, he believes what his friends say and wants to go to the same school that
his friends have chosen. At the current moment, friends are the most important to him.
(Michalina, UA, Igor’s mother)

Liliana, a fifth-grader, also noted the more complicated nature of friendship when
children get older. Consequently, she had been struggling to establish good peer
relations:

L: At the beginning, it was quite easy because it was just the first year and you could just,
you know, merge into different groups. | have always just been there. It's just nothing.
I think in the third grade, | was in the group. But then, half of the girls left the school,
and the others just went to other groups.

R: Do you think that friendship was not that serious when you were younger?
That’s why it was easier to make friends?

L: Yeah, | think so. (Liliana, LT, 11 years old/4 in PL)

One of the teachers further mentioned that peer socialization is not merely influ-
enced by age but also according to gender differences. She noted that girls gener-
ally find it easier to become part of a peer group at any age, while boys in the older
grades (6-8) tend to exclude newcomers from their peer group, underlining their
own position and significance in a form of “rivalry for the territory.” Though, female
friendships tend to be more fleeting than those of males, who are more likely to build
durable and stable relationships. The study, however, shows that despite the fact that
girls are more likely than boys to create friendships and quickly accept others into
their peer groups, these peer interactions greatly depend on personality issues (as
shown in the case of Olga), and the friend-making process can be demanding and
troublesome for both boys and girls.

I think, that in the grades 6-8, peers have the greatest impact on the newcomer'’s adapta-
tion at school. When it comes to the girls, | noticed that when there is a new girl coming
to the class, other girls always want to take care of her. But, when there is a new boy
Joining the class, other boys test to what extent he wants to rule the class. | do not say
they do it intentionally, but it looks like a competition for territory. It is not visible in the
younger grades, but rather in grades 6-8. This is a significant difference between boys
and girls in the upper grades. Because in the younger grades, | noticed, when a new boy
Joins the class, everybody wants him on their own team, everyone wants to play with him.
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And sometimes, they even argue for that new boy to play with them. However, when
it comes to the girls, despite the age difference they want to take care of someone new...
In our school, boys take the territory and do not want to share it. (Teacher 2, private school)

Peer socialization strategies

Apart from the age, gender, and ethnic composition of the peer groups, the study’s
results indicated that migrant children and their parents use different peer socializa-
tion strategies that vary according to their own purposes and needs and are shaped
by different factors, including interests, religion, family composition, kin relationships,
etc., as well as previous migration experiences, current needs, and future plans. The
apparent socialization strategies comprise:

* Spiritual

* Interest-based

* Prospect-based

* Mixed

The distinguished strategies comply with the notions of bonding and bridging
social capital (Putnam, 2000). Figure 1 illustrates the extent of the use of social capital
and network creation means in each socialization strategy, with a description of each
type provided hereinafter.

The spiritual socialization strategy

Spiritual socialization characterizes the way that migrant children and their parents
fulfill a spiritual need for shared experience, where place and time remain as a con-
text. The key aim of this strategy is to build bonding social capital (Putnam 2000)
that satisfies the spiritual and emotional needs created by the migration experience.
This social capital provides children with the emotional closeness and satisfaction of
peer contact; thus, spiritual socialization anticipates children getting along with peers
from the same ethnic group because such group members are more likely to share
a common language, culture, values, needs, and experiences than members of dif-
ferent ethnic groups (Titzmann 2014).

The case of Ali, a 12-year-old boy from Turkey, demonstrated that friendship re-
quires sharing common ground and communication, and, thus, culture and language
are critical. Ali's mother shared her concerns about her son not being able to make
friends during the first year of adaptation in Poland; forbidden to speak Turkish at
school, Ali suffered from a lack of friends or the possibility to express himself:

R: Did your son tell you about his peers or friends at school?
B: At the beginning, ...my son was very shy. And when he got to know that there are
some Turkish children, at first, he was glad that he would actually be able to communicate
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with them. We, on the contrary, got scared because it could be a hindrance to learning
English. But it was quickly decided at school that children could only speak English, so the
Turkish children did not even speak Turkish with each other. ...Friendship...is something
complicated, and it needs some basic communication, some kind of emotional sharing,
and so on. My son did not know the language, [and] he had a very big problem with
friends. And to be honest, he hasn‘t had any friends or acquaintances for a long time. We
even tried to talk to the families at parents’ meetings and suggest that maybe our chil-
dren could be friends, [that] maybe we would meet after school one day. But somehow
nothing came of it. After some time, we met the family of one of the Turkish students in
our neighborhood. We were very happy when we found out that they live close, and my
son became friends with them very quickly. They also started going to school together
on the school bus and just hanging out, and it was very important to him. It was like his
first good friend. | think the country itself is not that important at this age. Rather, it was
important whom he could play with. This is what he is looking for as a child. When he
found a friend to play with, things got much better. (Beyza, TR, Ali’s mother)

Most of the respondents who were born in Turkey stated that they used to attend
the basketball training organized by their parents, the prime aim of which was to
make a space for socialization and communication within the ethnic group. The “entry
ticket” to the group was being fluent in the Turkish language and cultural/religious
norms and values. Thus, the sporting event was a context for migrant children to
satisfy their spiritual needs. In this way, the children had a chance to strengthen their
previously established relationships and make new ones within the same ethnic com-
munity while spending time actively and strengthening their bonding social capital:

R: What do you like doing in your free time?
S: | play basketball. | meet my friends, and | play with my brother and sister.

B: Who are your friends?
O: Some Turkish girls. (Serife, TR, 13 years old/3 in PL)

The interest-based socialization strategy

The interest-based peer socialization strategy comprises socialization based on cre-
ating and maintaining relationships with peers that share common interests and
hobbies. The findings indicated that interest-based socialization is not limited to the
ethnic composition of groups. Rather, nowadays, children’s interests are connected
through the use of digital devices and the Internet, which enables digital socializa-
tion at a distance with both new and old friends.

Igor, a 13-year-old boy from Ukraine, revealed that his hobby of playing computer
games was the key socialization factor for him in Poland: After finding this common
interest with his Polish peers, he managed to establish relationships far beyond his
primary interests. Moreover, the interest strategy transformed into spiritual, emotion-
al support, and prospect-based socialization though language, culture, and special
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socialization, along with relationship development. Igor described his socialization
in a new school as follows:

R: How do you remember your first day at school?

I: Just did my schoolwork, answered the teachers” questions, and went home. | did not get
to know people on the first day. | wanted to get used to learning the language and so on.
R: Do you remember when you first started talking to someone?

I: It was the IT lesson, when | was on the social network. My friend noticed that I'm in-
terested in the same computer game as he is. He started talking to me. This [is how] we
started communicating. Well, he was my first friend in Poland.

R: Do you still share the same interests?

I: We do not talk about the games that often now. We prefer going out, riding bikes.
We are still friends. | also have another friend. We meet together, play computer games
online, talk. But more often we just meet outside, in real life. ...Those are my friends from
school. But | have other friends, also.

R: Who are they?

I: | have an extra basketball lesson. | need to go to another [city] district. There | have
Just basic relationships. There, people are not communicative. But | have another friend,
who is a friend of my friend. Generally, we have a big group, and we often meet outside.
R: Are they from the same city district?

I Some of them are from mine, others are not.

R: How often do you meet?

I: Before quarantine, we met almost every day.

R: What do usually do together?

I: It’s different. Either we meet and just talk. Or we go to another district or the city center.
(Igor, UA, 13 years old/2 in PL)

Additionally, digital interest-based socialization is likely to support long-distance
friendships; thus, interest-based socialization indicates that peers’ social lives can
often be maintained transnationally, across borders (Popyk et al. 2019).

Interest-based socialization through digital devices being used as a means of com-
munication across borders was exemplified by Michele, a 12-year-old boy, who men-
tioned that he maintains communication with an old friend by playing games online:

R: You said you play some computer games. With whom do you play?
M: I had a friend from America, and he went back to America. Sometimes we play games
on the computer. (Michele, RO, 12 years old/6 in PL)

The prospect-based socialization strategy

In the prospect-based peer socialization strategy, children take steps to establish con-
tact and maintain relationships with peers to gain certain benefits, for example, learn
the foreign language or culture and be introduced to the host society. This type of
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socialization leads to relationships with members of other ethnic groups, often the
representatives of a host society. Thus, bridging social capital (Putnam, 2000) is key
for this socialization type. The prospect-based strategy also requires children’s per-
sonal efficiency to negotiate the relationships, which do not necessarily fulfill their
spiritual needs.

This peer socialization strategy was presented in the case of Ali, a sixth grader
from Turkey who suffered from the lack of opportunity to talk in his native language
and the inability to express himself. Despite being at school with quite a number of
Turkish children, students were not allowed to speak their native language so that they
could learn English and Polish faster. Consequently, the case of Ali presents a unique
situation in which a migrant child was keen to establish friendships through the
spiritual strategy and obtain psychological support through the adaptation process,
but was unable to due to the external requirements of the school and parents who
want their children to assimilate. Thus, Ali had to use the prospect-based socialization
strategy while establishing relationships with his peers:

R: With whom did you like to spend free time?

A: | wanted to spend time with my Turkish friends, but | had to learn English more, that's
why spend my time with people whom I did not know and who know English, or who
can help me. (Ali, 12 years old/ 4 in PL)

Another case, that of Mehmet and Duran, also indicated that the prospect-based
socialization strategy is often based on parents’ decisions regarding the socialization
conditions for their children—for example, limiting their communication only to the
native language, confining them to contact with peers from the same ethnic group,
and so on. Thus, children become the active agents of own socialization though
within the limits set by their parents or institutions.

These two brothers, Mehmet and Duran, were enrolled in parallel classes to limit
their communication and enhance their adaptation to the host culture and society.

R: What grade are you in?

D: Third.

R: So, are you in the same class as your brother?

D: No, different.

R: Different? But the same grade?

D: My brother is in class 3B, I'm in 3C.

R: | see. Why are you in different classes?

D: | sometimes argue with my brother. And also [so we dont] speak Turkish, [our] parents
decided to sign us up for different classes. (Duran, TR, 10 years old/2 in PL)

Nevertheless, despite attempts to strengthen the adaptation process through the
prospect-based strategy, migrant children turned to satisfy their spiritual needs by
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maintaining relationships with those who share common values and views, regard-
less of these peers’ ethnicity and origins, thus building both bonding and bridging
social capital (Putnam 2000). For example, Duran mentioned that his best friends
were Turkish, but he also had a good friend from Poland:

R: What do you like doing in your free time?

D: I like to talk to my friends after lessons. | also have a good friend from a different class,
[who [] meet on breaks. | like to meet my friends the most.

R: Who are your friends?

D: Both of my best friends are Turkish. But, as | said, | have a friend from a different class,
he is Polish, and likes Turks a lot. That's why he treats us well. We also like him. (Duran)

Mixed socialization strategy

The results also indicated that migrant children do not use just one peer socialization
strategy, which can be changed along the socialization process, but are also likely to
apply different strategies at the same time. Firstly, children search for the appropri-
ate means of socialization with different peer groups in various contexts. The case
of Olga, a 12-year-old girl from Ukraine, depicted how children negotiate their peer
relationships while aiming to fulfill their spiritual needs, share their interests, and re-
inforce their educational achievements.

Olga described how multiple changes in her family and her parents’ employment
led to numerous changes of setting. She attended three different kindergartens,
two schools in her home country, and two schools in Poland. Olga was aware of
her problems in maintaining long-term relationships with peers; thus, when joining
a new school, she set herself the task of making a friend:

R: What kind of peer relationships did you have in your previous school?

O: It was very difficult to find out, but the class just didn’t like me.

R: What about your new school?

O: At the beginning of the year, when | came, there was a girl in the class, she is Polish.
And when | saw her, | set myself a task: | want to be her best friend because she’s a copy
of me, [she] just looks a little different. And she also likes to do TikTok, that's all. She also
studies English. She goes to extra English lessons. At first, it was...not very good, but now
it is very good, and we are best friends. I'm very happy. (Olga, UA, 12 years old/4 in PL).

Further, Olga’s mother mentioned that her daughter had created relationship
ties with peers regardless of their ethnicity or age. Thus, Olga had friends who were
Polish, Ukrainian, German, and Vietnamese. She also shared her hobby of drawing
with the other children online.

For example, here at school, she [Olga] communicates with girls who are Polish, she also
goes to the Ukrainian [weekend] school, [where] there are Ukrainian girls. Now she thinks,
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“Oh, maybe I'll meet friends from the previous school...” Well, she does not choose those
[friends] or those [nationalities]. She loves everyone...She has friends whom she has never
seen. She makes...drawings, and she found girls with the same interests.

R: On the Internet?

Yes. They are from different countries. Sometimes they chat. What | like is that she prac-
tices her English. They even organize some teleconferences and discuss things. They call
each other, and she says, “Mom, do not disturb me, | have a teleconference.” (Iryna, UA,
Olga’s mother)

To summarize, the results indicate that migrant children become active agents
in the process of peer socialization, in which they take different strategies. To fulfill
their own needs and interests, children also tend to apply different techniques to
maintain contact with the same or different peer groups. It was also noted that mi-
grant children from neighboring countries, namely Ukraine, Lithuania, and Romania
(Michele’s mother is Ukrainian), were more likely to build bridging social capital with
children from other ethnic groups, including Polish children. Migrant children from
Turkey, in contrast, were more likely to remain in their ethnic groups, at least at the
beginning of the socialization process, due to their lack of foreign language skills,
cultural differences, and parents’ methods of building social capital.

Discussion

This study analyzed the socialization strategies of migrant children in Poland through
the lens of two types of social capital, bonding and bridging, proposed by Putnam
(2000). The research outcomes indicate that migrant children tend to use various ways
to build and maintain relationships with peers and friends in the host country, the most
common of which can be classified as spiritual, interest, prospect, and mixed strategies.

Due to the differences between the Polish and Turkish languages and cultures,
migrant children from Turkey demonstrated a high necessity for emotional support
during the transnational transitions (Pustutka & Tragbka 2019). On the contrary, those
children who did not experience hardship in language socialization (Moskal & Sime
2017; Titzmann & Silbereisen 2009) were able to socialize in a shorter time, and, thus,
were more likely to concentrate on building their bridging social capital (Putnam 2000).
It was also shown that some parents impose certain socialization strategies upon their
children (e.g. Mehmet and Duran), which are aimed at speeding up socialization and
improving the child’s societal knowledge. Consequently, migrant children are drawn
from their “ethnic bubble” and establish a prospect-based socialization strategy.

This study also demonstrates that the most favorable socialization strategy was
the interest strategy, which tends to fulfill children’s emotional needs and help them
develop the necessary social skills for adapting in a new country. Moreover, the
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interest-based socialization strategy enables children to build and develop their own
skills and hobbies and favors transnational transitions (Pustutka & Trabka 2019).

The outcomes, however, demonstrate that children become active agents in
negotiating their relationships with adults and peers through combining different
strategies, though the preference for a strategy depends on the variables, such as
age, gender, and ethnicity. Hence, primary school migrant children (aged 8-10) are
more flexible in maintaining peer and friend relationships than older migrant children
(aged 11-13). This further confirms that friendship becomes more important during
adolescence (Titzmann 2014), while younger children depend, to a greater extent,
on their parents’ and teachers’ decisions (Deslandes et al. 2012; Perez-Felkner 2013;
Strzemecka 2015). Older children are also more likely to possess their own digital
device, and, thus, have more opportunities to establish contacts with peers through
these media or by arranging to go out and socialize without being under their par-
ents’ control (Reynolds 2007).

However, it should be noted that while friendships can support children’s motiva-
tion to attend school, they can also prevent them from better educational achieve-
ments as children tend to want to spend more time socializing than learning, as
noted by Antony, who has been struggling with not having friends in his host country.

Overall, the study confirms that migrant children use different strategies for the
socialization process and the formation of their peer cultures (Corsaro & Eder 1990;
Devine 2009; Holland et al. 2007; James 2007). The children’s agency is key in ne-
gotiating peer relationships when children are left alone after being “displaced” by
their parents—all the respondents stressed that the decision to migrate was made
by the parents, bringing their children along with them to another country (Orellana
2009). Importantly, the study also represents research that adopts the child-centered
approach, including active listening (Clark 2004) to children, to guarantee their rights
to be heard and represented.

To summarize, the outcomes of this study demonstrate that, despite having no
influence on their parents’ decision to move to Poland, migrant children shape their
own socialization processes by implementing one or more friendship-making strate-
gies. By defining their own needs and possibilities, children use different strategies to
establish and maintain peer relations in their home and host countries, or elsewhere,
as well as across borders. As such, often perplexing peer relations (Corsaro & Eder
1990) become even more entangled due to the clash of different cultures, languages,
experiences, and values.

Some limitations of this study should be noted. The research sample comprised
20 migrant children from different backgrounds and migration contexts. Despite
a wide range of ages, genders, ethnicities, social and cultural capitals, and socializa-
tion contexts (both private and public schools) in the sample, the study only features
a few representatives for all the mentioned groups. Thus, future studies should ad-
dress the socialization strategies of migrant children in Poland at a greater scale.
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ABSTRACT

In response to the COVID-19 pandemic, the Polish government decided to shut
down all public and private institutions, including schools, from 12 March 2020.
Since then, 4.58 million students from 24,000 schools have remained in their
homes and practiced distance learning. Distance learning has greatly affected
children’s social practices, including domestic, everyday, specialist, and
cultural practices. This paper applies social practice theory, rooted in
Schatzki’'s ontological theory of practices, and Shove, Pantzar, and Watson'’s
structure of social practices to study the changes to migrant primary school
children’s social practices during distance learning in Poland. The data are
derived from a subsample of a larger qualitative study of the transnational
transition processes of migrant children in Poland. This paper investigates
how the COVID-19 lockdown and distance learning have prompted migrant
primary school children to reflect on the transformation of traditional social
practices and the value of school.
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Introduction

The COVID-19 pandemic has had substantial repercussions in almost
every sphere of human life, including its ‘social, cultural, political, edu-
cational, psychological, and interpersonal’ aspects (Markowska-Manista
and Zakrzewska-Oledzka 2020: 93). Many scholars, scientists, and ana-
lysts have been conducting studies of the pandemic’s influence on
various fields, including migration (Sirkeci and Yucesahin 2020), edu-
cation (Ministertwo Edukacji Narodowej 2020; OECD 2020; UNESCO
2020), and families (Darmody 2020; WHO 2020). Studies with young
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people and children reveal the impact on the learning/teaching process,
children’s well-being, and how families function during times of chaos
and disorganization caused by restrictions and limitations (Mar-
kowska-Manista and Zakrzewska-Oledzka 2020).

On 12 March 2020, the Polish government introduced restrictions
aimed at diminishing the prevalence of COVID-19, a temporary shut-
down of educational and cultural institutions (Kancelaria Prezesa Rady
Ministrow 2020). There were further limitations on the movement of
minors and changes in the workplace. Parks were closed, shopping was
limited, and employees of public and private institutions had to work
remotely. All these changes were put into effect on April 1 by the
Polish Ministry of Interior and Administration (Serwis Rzeczypospolitej
Polskiej 2020).

Consequently, changes in how institutions functioned have required
modifications to common and long-established social practices, because
‘the traditional daily routines, habits and patterns and the old tools
that worked up to this moment are failing to function in the new situ-
ation’ (Markowska- Manista and Zakrzewska-Oledzka 2020: 93). Social
practices are repetitive actions that emphasize the reproduction of tra-
ditional meanings, previously established skills, and certain tools and
technologies (Spurling et al. 2013), and thus these practices make
history (Kemmis et al. 2014).

Welch (2016) mentions different types of practices, that is, specialist
practices (going to work or school), cultural practices (socializing
outside the home; visiting cultural sites; attending church or community
meetings), everyday practices (daily routines, driving, or walking), and
domestic practices (running a household to raising a family). These
types of social practices reflect children’s practices in the following
way: specialist (learning), cultural (maintaining interpersonal skills and
social contacts), everyday (daily routines), and domestic (relationships
with parents and siblings).

This paper is based on the theory of social practices derived from
Schatzki’s (1996, 2005) ontological theory of practices as spatio-temporal
entities. Besides, it employs the structure of social practices proposed by
Shove et al. (2012), which consists of three integrated elements (material,
competence, and meaning) to study the changes to children’s learning
practices, social relationships, and the change in daily routines during
the COVID-19 outbreak. Additionally, it shows how the newly acquired
practices affect children’s values and attitudes toward school as an edu-
cational and social institution. I argue that a change in one of the
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elements of the structure of social practices, namely the material, induces
a transformation in the other two elements, competence and meaning, as
discussed in detail below.

This paper contributes to the studies on the impact of COVID-19 on
children’s values’ transformation. I focus on how specialist, cultural, and
everyday social practices change during the schools’ shutdown. Addition-
ally, I demonstrate how distance learning shapes children’s attitudes
toward the role of the school as a learning and socializing space.

Social practices framework within educational studies

Social practices theory has a long history and a broad application in a
variety of fields, including daily life (Shove et al. 2012), education
(Kemmis et al. 2014), and learning (Alkemeyer and Burschmann 2017;
Lave and Wenger 1991). The roots of the theory of social practices lie
in Bourdieu’s (1977: 82) concept of habitus, described as a ‘product of
history, [that] produces individual and collective practices’. The theory
of social practices has been broadly employed by Theodore Schatzki
(1996, 2005), who sees these practices as repetitive doings, happening
at certain space-time arrangements (Schatzki 2003), through which
one improves their abilities and skills.

When the practices become common for all the groups, they are called
collective practices (Welch 2016). Children’s collective practices are
shaped by their daily routines and group activities organized at edu-
cational institutions.

Kemmis et al. (2014) distinguished three arrangements of social practices
(cultural- discursive, material-economic, and social-political), which exist
in sequential dimensions (semantic space, physical space-time, and social
space). In such space structures, athome and in school the three dimensions
overlap. Both home and school are spaces where children share their activi-
ties, knowledge, and feelings with family and classmates. They also consti-
tute the physical space and time that construe the systems where the
educational practices are shared and reproduced (Schatzki 2005) and also
became vital social spaces to establish and maintain relationships.

The contemporary school system has not changed greatly since the
mid-nineteenth century. Children acquire their learning practices
through a long history of memories and interactions that are based on
previously produced social patterns (Kemmis et al. 2014). Therefore,
school is not merely an institution that provides instruction regarding
the transition of knowledge and skills between generations, but also a
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space where school participants from various positions interact while
jointly performing practices (Alkemeyer and Burschmann 2017).

For many children, especially those who have experienced a transition
from one school, place of residence, or even from one country to another,
the school often becomes the only place to establish and maintain their
social lives. It is also the only place to learn and share educational prac-
tices, as many parents are unable to adequately support their children for
a variety of reasons (being new themselves to the local language and
school culture, their adaptations, feeling overwhelmed by their employ-
ment or legalization status, etc.). Moreover, peers and school become
important socialization agents (Popyk et al. 2019) and anchors in a
host country not only for migrant children but also for their parents
(Grzymala-Kaztowska 2018). Because of the COVID-19 outbreak and
schools being shut, spaces were swapped and they stopped serving
their traditional functions. The school has temporarily stopped being a
place that construes new experiences based on old/traditional ones
(Bourdieu 1990). Consequently, the home became the space where chil-
dren, parents, and teachers performed their practices. Thus, distance
learning resulted in a substitution (Spurling et al. 2013) of not only
specialist practices — attending school, studying at school, methods of
learning, etc. — but also cultural, domestic, and everyday practices.

Regarding the ways to change the education system, Kemmis et al.
(2014: 3) claimed:

Education and schooling cannot be other than what they were yesterday and
what they are today unless there are some significant transformations of the
practices that reproduce schooling as we know it.

Thus, the traditional education system was automatically transformed
because of the changes to the practices and learning/teaching modes
from traditional models to distance learning. A study detailing the
impact of the COVID-19 lockdown on families with children in
Poland (Markowska- Manista and Zakrzewska-Oledzka 2020: 90) noted:

Adults’ and children’s lives have moved online to an even greater degree, lost
their rhythm of traditional preschool, school, and professional functioning.
Suddenly, we have been pulled out of our daily rituals and responsibilities
and held back in place.

To disclose the impact of distance learning on the transformation of prac-
tices and the consequences of this transformation, I applied Shove et al.’s
(2012) concept of the structure of social practices.
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Their concept, which is based on studies of science and technology,
consists of the following three elements (mentioned above): material
(‘things, technology, tangible physical entities’), competence (‘skills and
know-how’), and meaning (‘symbolic meanings, ideas and aspirations’)
(Shove et al. 2012: 14). The material element discloses the learning/teach-
ing mode at schools; competencies are the skills every actor in the learn-
ing/teaching process must acquire to adapt to the material element;
meaning signifies the actors’ values and attitudes toward their relation-
ships since ‘learning [is] embedded in social (power) relations” (Alke-
meyer and Burschmann 2017: 14).

Shove et al. (2012) state that different correlations between the three
elements of the social practices can occur within three different scenarios:
before the links are made (proto-practices) when they are made (prac-
tices), and after they are broken (ex-practices). Proto-practices existed
before implementing distance learning and, thus, there were no links
yet between the elements. In the second scenario, the current process
of social practices performed during distance learning illustrates a full
integration of the three elements. In the final scenario, however, there
are no links between the elements. Concretely, this represents the tem-
porary interruption of traditional education and demonstrates what
will happen to the social practices of distance learning once the school
shutdown ends and children return to school. My analysis portrays
how the practices are invented or disappear when the links are established
and broken between the elements of the specialist, cultural, and everyday
practices that migrant children have performed during distance learning
in Poland.

Migrant children in Poland

An unprecedented number of 44,000 foreign-born children attended
Polish schools in the 2018/2019 academic year (Ministerstwo Edukacji
Narodowej, 2019). Although this might be a novel phenomenon in the
country, media, politicians, and scholars worldwide have drawn attention
to the issue of migrant children for the last few decades because the visi-
bility of migrant children is linked to the growing number of migrants
globally (Miller and Castles 2009; Okdlski 2012).

In the context of global mass-mobility, Poland as a country of origin
has remained a host to a homogeneous nation. According to the
Migration Data Portal in 2019, the share of international migrants in
Poland was 1.9%. The United Nations informs that, in 2019, the
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number of immigrants in Poland reached 656,000, and about 14% were
under 19 years of age. This means that migrant adults arrived in
Poland together with their children and the young population becomes
more and more visible.

Previous studies investigated how schools cope with the changing situ-
ation (Grzymata-Kazlowska et al. 2008). However, limited data are avail-
able on transnational transitions (Pustulka and Trabka 2019) of migrant
children, especially those arriving from Ukraine, which constitutes the
major ethnic minority group in Poland (Urzad do Spraw Cudzoziemcow
2020"), and Turkey, which constitutes a small share of the immigrants in
Poland but is worth paying attention to given the cultural and religious
differences between Turkish and Polish cultures (Andrejuk 2019).
These two groups of migrant children, Ukrainian and Turkish, were
given major attention in the present research.

Migration experiences greatly influence the specialist (educational)
and cultural (interpersonal) practices of migrant children in a host
country. The post-migration adaptation depends on numerous aspects,
among which school and family contexts (Rumbaut 2005). The school
is a key, and often the only, space for migrant children’s language and
culture adaptation, as well as for maintaining peer relations, which
influence children’s well-being and motivation to go to school (Vandell
2000). Consequently, the COVID-19 shutdown brought another tran-
sition to migrant children’s lives and formation of practices, as presented
below.

Methods and materials

The study of the transformation of children’s social practices is based on
the subsample of a larger qualitative study of the transnational transition
process for migrant children in Poland, which consists of 49 interviews
with children aged 7-13 (N = 20), their parents (N=19), and teachers
(N=10).> This paper presents the outcomes of the interviews with 19
primary school children, with a migration background (the first interview
took place before the lockdown and was held face-to- face) (see Table 1).
In part, the interviews aimed to study the impact of distance learning on
children’s transnational transitions, learning processes, and maintenance
of relationships with peers during the school shutdown. Purposeful

"Data on some immigrants in Poland holding a legal status, 1 January 2020.
The research was conducted in five languages, Polish, English, Ukrainian, Russian, and Turkish. All quo-
tations were translated by the author.
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Table 1. Overview of the respondents’ socio-demographic characteristics.

Country of  Language of Time in Type of
No Pseudonym Gender origin interview Age Grade Poland (yrs) school
1 Igor Boy Ukraine RU 13 8 2 public
2 Antony Boy Ukraine RU 12 6 1 public
3 Michele Boy Romania EN 12 6 6 private
4 Katie Girl Turkey EN 9 4 3 public
5 Anna Girl Turkey TR/PL 13 7 4 private
6 Al Boy Turkey EN 12 6 4 public
7  Emel Boy Turkey EN 12 6 4 private
8  Zeliha Girl Turkey TR/PL 10 5 3 private
9  Ismail Boy Turkey EN 1 5 2 public
10  Rabia Girl Turkey TR/PL 12 6 4 public
11 Omer Boy Turkey EN 1 5 2 private
12 Sadik Boy Turkey EN 13 7 2 private
13 Liliana Girl Lithuania EN 1 5 4 private
14 Mehmet Boy Turkey TR/PL 11 3 2 public
15  Duran Boy Turkey TR/PL 10 3 2 public
16  Serife Girl Turkey EN 12 6 3 public
17 Meryem Girl Turkey TR/PL 13 6 3 public
18  Yulia Girl Ukraine UA 9 3 2 public
19 Natalia Girl Ukraine UA 12 6 1 public

sampling was used in the study, whereas the channels of recruitment
involved the researcher’s contacts and snowball sampling technique.
The study adopts the child-centered approach (Merriman and Guerin
2006) and active listening to children (Clark and Moss 2001), wherein
the interviews with parents and teachers aimed to set the socio-demo-
graphic background of immigrant children. The research was conducted
in June and July 2020 using Zoom for communicating and recording. All
data and materials were directly saved onto an external hard drive
accessed only by the researcher. The interviews were held in different
languages, that is, English, Polish, Ukrainian, Russian, and Turkish
(with the presence of a qualified interpreter), to provide the respondents
with comfort and the opportunity to express themselves in a native/com-
prehensive language.

The research follows all the requirements and guidelines on research
including children and was approved by the appropriate ethics commit-
tee. All study participants gave informed voluntary consent, which was
presented in the participants’ native language to avoid ambiguous
interpretations. The consent form contained information regarding
anonymity, the confidentiality of the interviews, aims and procedure of
the research, the methods of storing and analyzing the data and using
personal data, disseminating the outcomes, as well as the possible dis-
comfort occurrence and the ways the researcher would avoid, minima-
lize, or eliminate this possibility.
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The analysis of the data followed these steps: meticulous transcription
of recordings (voice- to-text), developing and applying codes to all
material, identifying themes, patterns, and relationships concerning the
created codes, summarizing the data (Saldana 2009). The information
was analyzed through thematic analysis (Braun and Clarke 2006).

Findings

The outcomes of the interviews with immigrant children proved the
paramount role of the school as both a learning and a socializing insti-
tution. The significance of school was highlighted during the COVID-
19 lockdown and online learning. Among the issues of distance learning
experienced by immigrant children, the following prevailed:

(1) Learning issues
(a) specialist practices (going to school, mode of learning)
(b) everyday practices (daily routine, schedule)

(2) Social life issues
(a) cultural practices (social contact, visiting cultural places)

The children emphasized that online education had been fairly unsuc-
cessful because of the learning issues related to the disturbances caused to
their specialist practices. All respondents stated that they found it difficult
to understand the school material while sitting in front of screens. Thus,
as the method of learning changed, children had to master new learning
practices. Acquiring new skills involved another challenge for the
migrant children, who were in the process of getting acquainted with
the new norms and rules of educational practices in a host country:

First, I thought having classes online would be good, but I don’t like online
classes very much, and I don’t learn things like this. I missed two months of
online lessons ... Teachers are trying to do their best, but some of the teachers
don’t give clear information, and it is quite hard to learn like this. (Anna, TR,
13 yrs. old/4 yrs. In-country)

For example, eye contact. Looking directly at the teacher is very important; it is
very helpful. But it’s because of this pandemic that learning is hard. (Katie, TR,
9 yrs. old/3 yrs. In-country)

Moreover, after the schools’ shutdown, children were overwhelmed with
work, because teachers used the strategy of sending most of the infor-
mation as homework to save time familiarizing themselves with online
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tools. For the newcomers, homework took lots of time and effort, as they
had to translate the material to their native language, learn it and do the
tasks with the help of parents or siblings, and translate it back to Polish.
Thus, migrant children had to develop their learning skills, as their edu-
cational practices relied on individual work and parents’ support - this
effect was compounded during the shutdown:

At first, they were sending too much homework. They were sending us lots of
documents. Finish this. Watch this. Do this. Finish this. (Yulia, UA, 9 yrs. old/
2 yrs. In-country)

Teachers are giving too much homework. They're saying do this because we
need to get grades. (Anna, TR, 12 yrs. old/4 yrs. In-country)

Our extra Polish teacher was giving us so much homework. (Sadik, Tr, 13 yrs.
old/2 yrs. In- country)

Overloaded with lectures and information, children appeared to have
gaps in their knowledge, as some parents could not provide any
support. As a result, the new specialist practices led to frustration and
demotivation for some migrant children:

If we do not have online lessons, we have offline lessons. The teacher can’t
explain things to you well because they usually have another lesson with some-
body else. So, it’s just really frustrating. (Liliana, LT, 11 yrs. old/4 yrs. In-
country)

Nevertheless, two of the student respondents, who had difficulties with
comprehending the material at school and were shy to reach a teacher or
classmate for help, found distance learning advantageous. At homeschool-
ing, they had more time to check the material on the Internet or consult the
adults. Their new learning practices had a positive impact on their psycho-
logical well-being and a positive perception of distance education:

In online lessons, we don’t learn so much, but they are less stressful, normal
school is more stressful, but I had better grades. (Emel, TR, 12 yrs. old/4
yrs. In-country)

Frankly speaking, it is easier for me, because if I don’t know anything, I can
check the Internet. When I was at school it was hard to understand the
material. At home, I can use the translator and check it out. (Meryem, TR,
13 yrs. old/3 yrs. In-country)

In a new learning mode, children intertwined their educational and
everyday practices with cultural practices, and communication with
family members or friends, during ‘school time’. All of the young
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participants stated that distance learning positively altered their everyday
practices as daily routines and schedules were transformed. Thus, the
home became a united spatio-temporal entity for performing children’s
school and home duties:

The good part is that I can stay home and do whatever I want. (Michele, Ro, 12
yrs. old/6 yrs. In-country)

We are at home and in breaks, I can just go and talk with my family, but at
school when I want to go home, I can’t. Also, when I want to eat during the
lesson, I can’t. (Emel, TR, 12 yrs. old/4 yrs. In-country)

Another challenge of the shutdown concerned the reduced personal meet-
ings, which, consequently, influenced children’s social lives, transferring
them to the virtual world or making them feel lonely at home. The lack
of personal contact with peers led to a change in children’s communication
practices with both positive (e.g. fast and frequent contact) and negative
consequences (e.g. increase of cyberbullying, social exclusion). Virtual
communication disturbs the social lives of those who have poor access
to information and communication technologies, as well for those
whose only source of interaction with peers was the school. Hence,
during the shutdown, migrant children valuated school more than before:

It’s kind of boring because I cannot go outside and socialize. I want to meet my
friends, not through a computer but actually meet them. (Michele, RO, 12 yrs.
old/6 yrs. In-country)

I had never liked this school, but now, when we stay at home, I started missing
it. I had never thought that I would miss school. (Natalia, UA, 12 yrs. old/1 yr.
In-country)

My phone broke. That’s why I can’t contact anybody. I am waiting for [it to be]
repair[ed] (Ali, TR, 12 yrs. old/4 yrs. In-country)

Further, the COVID-19 lockdown suspended the social lives of 15 out of the 19
respondents, as school and community members’ meetings (popular among
the Turkish families) have been the only socialization spaces out of school.
The community meeting is an important space not only to cultivate the cul-
tural practices of migrant children but also to support each other during the
transnational transitions (Pustutka and Trabka 2019).

Discussion and conclusions

The COVID-19 outbreak and school shutdown undoubtedly had an
impact on the social practices of school-aged children. Specialist practices
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were modified by changes to the learning mode and the performance of
everyday practices. Moreover, cultural practices moved online, with posi-
tive and negative effects. In terms of the structure of social practices, two
elements — material (learning mode) and competence (skills to learn
through distance) — were reshaped and new between-element links
were established. This, consequently, required adjustments to the third
element, meaning, (attitude toward school as a learning/teaching and
socializing space).

Shove et al. (2012) demonstrated a change in the practice and modifi-
cation of the links between the practice elements through the example of
automobiles replacing horse-drawn carriages: changes to the material
element rendered old practices redundant; thus, drivers and mechanics
had to acquire new competencies.

This linkage of the elements to of the social practice structure demon-
strates that traditional school practices have temporally become ex-prac-
tices because the links between the elements were broken. Additionally,
they were substituted by the new educational, everyday, and communi-
cation practices of children.

Hence, I argue that children who acquired new skills and competences
at learning, communicating, managing social relations, and performing
everyday practices during the shutdown gave a new meaning to their
current educational practices and interpersonal skills. Moreover, home-
schooling migrant children stressed the importance of school and face-
to-face social life.

Some migrant children realized after the shutdown that personal con-
tacts with teachers and peers lay the ground for a successful learning
process. Moreover, during the lockdown, immigrant children gave
greater value to the school as a socialization space, where they establish
and maintain their social contacts, which often are the only acquain-
tances in a host country.

Additionally, the schoolchildren’s collective practices (Kemmis et al.
2014) have been substituted by the separate practices of each child, who
had to individually manage the new learning process. Hence, collective
educational practices have temporarily become ex-practices (Shove et al.
2012). Thus, children’s new individual specialist (learning on distance)
and cultural (maintaining social relationships on distance) practices are
in the second scenario of the social practice structure (Shove et al. 2012).

Furthermore, the spatio-temporal entities (Schatzki 2005) have
changed because of the social practices of schoolchildren and the new
arrangements and shift in the three dimensions (semantic space, physical
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space-time, and social space of shared doing and relations) (Kemmis
et al. 2014).

To summarize, this study analyzed the changes to the social practices
resulted from COVID- 19, particularly the shutdown of public and
private institutions. I demonstrated how the links between elements of
these practices were established and maintained. Additionally, I disclosed
how distance learning shaped students’ values and attitudes toward
school and social life. Further research is needed to gain more insights
into how different social practices acquired by children, parents, and tea-
chers will develop and be shaped in the future, especially after schools are
open and in session again.

Some limitations of the study should be noted. First, the research was
conducted using qualitative methods with a group of migrant children in
Poland, which does not constitute a representative group of Polish chil-
dren. However, the study’s outcomes were consistent with the findings of
Markowska-Manista and Zakrzewska-Oledzka (2020) on the impact of
COVID-19 on families in Poland. Second, qualitative research with chil-
dren using online interview techniques is not yet popular among
researchers in Poland. Nonetheless, the study was conducted three
months after distance learning started; thus, the children were well-
acquainted with the online tools.
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ABSTRACT ARTICLE HISTORY
Transnational intergenerational communication between migrant children Received 21 April 2021
and their grandparents depends on family relationships and the specific Revised 29 April 2021
migration context, but also shifts in response to emerging factors, such as Accepted 11 May 2021
the current COVID-19 crisis. The goal of this study is to offer an agile typology

of communication between migrant children in Poland and their grand-

parents in other countries. It points to two types of family communication

practices, namely direct (face-to-face) and technology-mediated communi-

cation (TMC). Drawing on data from a qualitative study of immigrant children

(n =19) and parents (n = 18) conducted during the lockdown and associated

travel restrictions caused by the pandemic, the study offers a typology of

emotional, symbolic, mediated, and discontinuous modes of intergenera-

tional family communications. It also indicates that cessation of direct con-

tact during an “immobility regime” reduces the scope of intergenerational

communication in transnational families.

Introduction

Intergenerational communication in transnational families is known to rely heavily on information
and communication technologies (ICTs) as a means of maintaining a sense of collective kinship or
familyhood (Bryceson & Vuorela, 2002) across borders. While at first the advances offered by
technologies were often said to alleviate the burdens of separation, many scholars underlined that
virtual co-presence could not replace the physical experience of being together (Rainie & Wellman,
2012). The debate about the line between physical and digital experiences has been revived by the
COVID-19 pandemic and the ensuing lockdowns. However, the restrictions have had particular
implications for migrant families, in which bonds depend on the mixture and tacit rules of distance
communication and direct contact as a means of reinforcing the sense of belonging and affection
achieved through face-to-face communication (Baldassar, 2007; Bacigalupe & Lambe, 2011). In this
article, we investigate the implications of the COVID-19 pandemic mobility restrictions on this
particular type of geographically distant intergenerational bond, looking specifically at the experiences
of migrant schoolchildren in Poland.

The aim of this paper is to gauge the effect of the pandemic on the “transnational intergenerational
arch” (Slany & Strzemecka, 2016, p. 276), which typifies the relations between migrant children and
their grandparents “back home.” Drawing on studies of transnational family practices, we focus on
two aspects of intergenerational communication, namely technology-mediated communication
(Barakji et al., 2019; Pustulka, 2015) and face-to-face communication (Baldassar, 2007). In doing so,
we analyze qualitative data from 37 interviews with immigrant children in Poland, demonstrating,
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first, the pre-pandemic context of how they related to their grandparents (and in some cases other
family members) through communications and visits. Second, we shed light on the impact of the
cessation of family visits due to the COVID-19 pandemic, investigating the interdependency between
technology-mediated and direct communication in migrant families. Third, we provide practical
recommendations for intergenerational communication in the era of global (im)mobility.

Besides this introduction, the paper consists of three main parts. The first section gives an overview
of the direct and indirect settings of transnational, intergenerational, family communication practices.
It moves on to examining grandparent-grandchild ties during separation, and offers contextual
information on migrant children in Poland and (im)mobility regimes. The second section outlines
the data and methods used in the study. The third section presents the results, which are organized in
four proposed modes of grandparent-grandchild communication, drawing on Souralovd’s (2019)
dimensions of grandchildhood and taking into account the implications of the COVID-19 pandemic.
Examination of the symbolic, emotional, mediated, and discontinuous transnational communication
modes constitutes the basis for the discussion, recommendations, and conclusions put forward in this

paper.

Home visits and ICT Use in intergenerational communication of migrant families

Gjokaj et al. (2013) underline that “families are becoming more dispersed” (p. 284) worldwide, living
across several countries and continents. Therefore, as defined in foundational work by Bryceson and
Vuorela (2002), transnational family members “live some or most of the time separated from each
other, yet hold together and create something that can be seen as a feeling of collective welfare and
unity, namely ‘familyhood’, even across national borders” (p. 3). The interplay of proximity (affinity/
emotional closeness) and distance (physical/geographical separation) necessitates new transnational
family practices. These focus primarily on maintaining, creating, and managing relationships, and are
largely assisted by what Vertovec (2004) aptly called the social glue of transnational kinship networks,
namely taking advantage of cheap calls and cheap flights for communications and home visits,
respectively.

It is through communications that “family relationships are established and maintained, attach-
ment and intimacy are created, children are socialized, gender roles and expectations are formed,
decisions are made, problems and conflicts are resolved, social support is provided, and the physical
and mental well-being of others are affected” (Caughlin et al., 2011, p. 683). In the large body of work
on transnational families, studies on the relationships between family members across borders are
prevalent; they refer directly to the role of face-to-face (FtF) communication during home visits (e.g.,
Baldassar, 2007), as well as to technology-mediated communication reliant on various information
and communication technologies (ICTs) (e.g., Bacigalupe & Lambe, 2011; Barakji et al., 2019).

According to the communicative interdependence perspective proposed by Caughlin and Sharabi
(2013), people in close relationships do not “communicate exclusively through any particular mode
[e.g., technology-mediated communication or face-to-face]” (p. 876), but rather create amalgams of
channels and media. As two sides of the same coin, direct (face-to-face) and indirect (mediated by
ICTs) family communications are interdependent enactments of transnational families. Unlike
families who live in spatial proximity, members of transnational families are likely to face mode
segmentation and difficulty transitioning between the two communication modes, which can lead to
the disintegration of communication and negatively affect family closeness and satisfaction (Caughlin
& Sharabi, 2013).

Migrants’ use of polymedia (Madianou & Miller, 2013), that is, a wide range of different channels,
has become the usual way of maintaining family networks (Baldassar, 2007), providing care across
borders (Licoppe, 2004), and cultivating intimate social relations (Bacigalupe & Lambe, 2011). Thus,
the crucial spheres of family practices are reliant on the quality and frequency of communications at
a distance, with the promise of extensive virtual contact being a safeguard of continued emotional
interdependency (Rooyackers et al., 2016) and a sense of familyhood (Bryceson & Vuorela, 2002).
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Besides, technology-mediated communication can “alleviate some of the challenges of communicating
across distance by providing instantaneous and real-time contact” (Brandhorst et al., 2020, p. 266).

Despite ICTs, scholars consistently portray face-to-face communication as “the more intimate
mode” (Caughlin & Sharabi, 2013, p. 880), which remains vital in making sure that family members
“are really ok” (Baldassar, 2007, p. 394). As we have argued elsewhere (Pustutka, 2015), just because
virtual tools are available does not mean that everyone uses them intensively, because of barriers
ranging from insufficient technological skills to a lack of willingness to maintain ties. Moreover, virtual
co-presence deals more with routinized family practices, while actually being together in a shared
physical space is needed for the process of displaying family bonds during rituals and special events
(e.g., weddings, childbirths, birthdays, and crises (Baldassar, 2007).

Research indicates that the “integration” of different means of communication in family relation-
ships leads to high communicative interdependence, and is “positively associated with relational
closeness and relational satisfaction” (Caughlin & Sharabi, 2013, pp. 880-881). This study examines
migrant children’s transnational, technology-mediated intergenerational communication in the con-
text of the COVID-19 pandemic and its “immobilizing regime of migration” (Merla et al., 2020,
p- 393), which removes the chance of face-to-face communications, and in which such integration is
not possible.

Migrant child-grandparent communication

Most of the research on transnational families and their communication focuses on relationships
between members of two juxtaposed generations. This entails examining either issues around transna-
tional parenting (Goulbourne & Chamberlain, 2001) or the relations between adult migrants and their
aging parents (Rooyackers et al., 2016). Emerging studies on intergenerational transnational ties
between grandchildren and grandparents focus on two major issues. First, they deal with issues related
to the direct, physical care that evokes close emotional bonds within otherwise transnational grand-
parenting (Da, 2003). This may entail children being left in their grandparents’ care during home
visits, or the mobility of flying grandmothers (Goulbourne & Chamberlain, 2001) who step in to
provide caregiving in the destination countries. Second, they gauge the impact of grandparents on
migrant children’s identity formation and sense of belonging, especially in the context of intergenera-
tional transmission of the values, traditions, and culture of the origin country (Slany & Strzemecka,
2016).

Through both types of transnational family practices - those realized through face-to-face and
those realized through technology-mediated communication - grandparents can become active agents
of migrant children’s socialization (Da, 2003; Popyk et al., 2019) and create a “by proxy” (Baldassar,
2008) co-presence, as they may symbolize objects, places, and people from the home country. Notably,
both emotional propinquity and identity work can be realized in the virtual sphere (Slany &
Strzemecka, 2016). To date, research in this realm has concentrated mostly on the frequency of
different media usage (Holladay & Seipke, 2007), and grandparents’ involvement in cultural exchange
as a basis for teaching migrant children about their heritage and ensuring continued use of the home-
country language (Forghani et al., 2013).

It should be underlined that most of the aforementioned studies feature adults. That is, they present
the views of grandparents or migrant parents. It is only recently that Souralovéa (2019) has proposed
the notion of “transnational grandchildhood, “which is understood as “the meaning and practices of
intergenerational transnational ties with grandparents and the reproduction and maintenance of those
ties across borders” (p. 2). Three dimensions need to be included in analyzing transnational grand-
childhood, namely the symbolic, emotional, and normative components of bonds enacted within
transnational communications and visits.

The symbolic dimension describes child-grandparent relationships based on “the symbolism of
primordial ties - blood, genes, and commonalities given by the biology of kinship” (Souralova, 2019,
p. 13). The emotional dimension characterizes intergenerational relationships grounded in
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communication supported by frequent personal contact. This type of intergenerational relationship
hinges upon “supportive communication” of an affective and caring kind (Caughlin et al., 2011,
p. 689). Lastly, the third, normative dimension of child-grandparent relations is shaped by commu-
nication driven by family obligations and cultural norms of the family of origin as a biological
structure (Fitzpatrick, 2006). This type is often mediated by parents, and anticipates a limited emo-
tional aspect, instead emphasizing children’s duty to maintain contact.

Migration to Poland in the context of the “immobility regime” in 2020

After decades of being primarily a sending country and a homogenous nation, Poland started
admitting more migrants in the 21% century, with the immigrant population reaching 656,000 in
2019. About 14% of immigrants are those aged 19 and under (The Office for Foreigners, 2019). Thus,
immigrant children have recently become a prevalent subject in the Polish media and political
discourse, with 52,000 foreign-born children attending Polish schools in the 2019/2020
academic year (The Ministry of National Education of Poland, 2019). It is only this year that the
Ministry plans on collecting nationality data, but it has been observed that foreign pupils mostly come
from the Ukraine, China and Vietnam. Other nationalities, including Turkish and Indian, are also on
the rise.

Regardless of their ethnic background, children experience a transfer of family values and traditions
that focus on respecting and caring for older family members, including parents and grandparents.
Since transnationalism is no longer a single-generational affair (Reisenauer, 2015), migrant children
tend to be transnationally active in communications and visits, as agents building and maintaining
family ties beyond borders, especially when it comes to grandparents (Slany & Strzemecka, 2016;
Souralova, 2019). However, during the COVID-19 pandemic, members of transnational families have
faced significant changes in their cross-border communication due to border closures and limited
mobility.

In response to the spread of coronavirus, most countries decided to tighten immigration regimes
(International Organization for Migration [IOM], 2012) and, as Ullah et al. (2020), “there is no doubt
that the COVID-19 is an amplifier of existing vulnerabilities of the migrant population around the
world” (p. 8). In Poland, the pandemic resulted in the national borders closing for nonresidents on
March 15, 2020. After a period of relaxed restrictions in July (a lifting of the 14-day quarantine
obligation for EU travelers), visitors from beyond Europe continued to face difficulties linked to seeing
relatives, not least because of the increased cost and unreliability of air travel. At the time of writing
(March 2021), we are facing the prospect of renewed restrictions, which means transnational families
living (spatially and politically) far apart must often postpone visits indefinitely. So far, migrant
families residing in Poland have experienced an “immobilizing regime of migration” (Merla et al.,
2020, p. 393) for ten months.

The purpose and procedure of migration, legal status, and place of residence for transnational
family members are now bound by this “immobility regime” (Turner, 2007), which will clearly have
a bearing on family communications (Caughlin et al, 2011; Senyiirekli & Detzner, 2008).
Transnational and intergenerational care have been “put on hold” (Brandhorst et al., 2020) because
the pandemic travel restrictions prevent family meetings.

The pandemic movement restrictions have also exacerbated the “mobility gap” (Shamir, 2005 in
Brandhorst et al., 2020) among those in unfavorable positions due to political or other circumstances,
often making travel to/from home countries impossible. This particularly applies to non-EU migrants
unable to travel during lockdown." For these families, the “temporality in an immobility regime”
(Brandhorst et al., 2020) translates into the “withholding” of intergenerational care (Sakti, 2020), or to
the “silencing and sieving” (Sampaio, 2020, p. 281) of some information from family members so as
not to upset them. Thus, COVID-19 has significantly altered family communication across borders.
Virtual communications have become the only means of sharing information, care, and support
(Baldassar, 2008).
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Hence, this paper aims to answer the following questions:

RQI: How do the COVID-19 pandemic lockdown and travel restrictions affect intergenerational
communication between migrant children in Poland and their grandparents living in the home (or
other) state?RQ2: What were the main modes of intergenerational communication between children
and their grandparents before and during the pandemic lockdown?

Method

The analyses presented in this paper are based on interviews with migrant children and their parents
conducted as part of a qualitative study on the migration experience and transnational transitions of
immigrant children living in Poland. The study included 37 semi-structured interviews: 20 with
children (ages 7-13), and 19 with their parents. We adopted the child-centered approach and active
listening to children technique (Clark & Moss, 2001), wherein the interviews with parents served as
supplementary background material. Specific details and procedures used during the research are
discussed next.

Before the start of the data collection, the study was approved by the ethics committee at the
implementing institution. A combination of convenience and purposeful sampling was used to recruit
participants. The channels for finding interviewees were the researcher’s contacts® and the snowball
sampling technique, wherein participants recommended members of their networks willing to take
part in the study (n = 14). The recruitment process began by looking for immigrant children who were
between 7 and 13 years old, then contacting their parents to inform them about the research project.
All of the parent participants gave informed, voluntary consent for their own and their children’s
participation. Child participants gave oral confirmation, first to their parents and then at the start of
the interview, that they wanted to take part. The consent forms approved by the Ethics Committee
were translated and presented to the participants in their native languages to avoid ambiguous
interpretations. These were supplemented with information regarding the anonymity, confidentiality,
aims and procedure of the research, as well as the methods of storing, analyzing, and disseminating the
data (including personal data).

The research was conducted in five languages — Polish, English, Ukrainian, Russian, and Turkish -
as noted in Table 1. While Author 1/the lead researcher is fluent in the first four, a qualified interpreter
accompanied them to the interviews conducted in Turkish. Interviews with children were preceded by
interviews with their parents, and were held separately.

The interviews were conducted online between June and July 2020. The mean age of child
participants was 12, with the mean time they had lived in Poland amounting to three years (see
Table 1 for the participants’ characteristics). All data and material were directly saved onto an external
hard drive accessible only to the lead researcher, who had the necessary experience and training to
avoid, minimalize, or eliminate participants’ discomfort.

The main topics covered in the interviews were: migration decisions and experience, family and
school life in the home country; peer relations in home and host countries; family and school life in the
host country; reflections on distanced learning during the COVID-19 pandemic; and family life across
borders during the pandemic.

To study grandchild-grandparent communication models, the following subjects were analyzed:
family life before and after the migration experience (questions: How often do/did you use to contact
your grandparents/relatives living back in Turkey [or other country of residence]? How often do/did
you meet? When was the last time you met your grandparents [relatives]? What do/did you like doing
together?); frequency of virtual communication with grandparents (questions: How often do you talk
to your grandparents? Do you contact them directly or through your parents?); and plans for future
communication (question: What do you plan to do this [2020] summer?).

The data analysis followed the standard steps for qualitative analysis under the interpretivist
paradigm (Miles & Huberman, 1994). After meticulous transcription of recordings (voice-to-text),
the authors began a data reduction phase. It included developing and applying codes to all material;
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identifying themes, patterns, and relationships concerning the created codes; and summarizing the data
with vignettes (Miles & Huberman, 1994). At the stage of creating data displays, thematically ordered
approaches (based around the question topics listed above) and conceptually ordered approaches were
used. Cross-case comparisons followed, resulting in the verification and extension of the typology
through multi-level extraction and cross-checks, and finally to the emergence of four ideal types from
a series of single cases (Gerhardt, 1991). The revision reflected the spirit of thematic analyses proposed
by Wengraf, who argued that even having a general sense of certain (pure) types does not preclude new
cases from causing multi-branching and the construction of a revised tacit typology (Wengraf, 2001).

Findings

Transnational intergenerational communication between immigrant children and their grandparents
relies on two key methods: face-to-face and technology-mediated communication. Both are inter-
linked to frequency (many or few visits/online exchanges) and the meaning of contacts, ranging from
perfunctory to emotionally deep and significant. In relation to RQ2, the analysis of migrant children
and their grandparents before and during the COVID-19 pandemic allowed us to distinguish four
types of cross-border communication modes, namely emotional, symbolic, mediated, and discontin-
uous modes, which we proposed could account for the specificity of ICT use and types of mobility
experiences (see Table 1). Both the frequency and meaning of communication were understood
subjectively and analyzed on the basis of the interview accounts elicited from children and parents.
A description of the grandchild-grandparent communication modes before and during the pandemic
is presented in Table 2.

Emotional mode

The young participants operating in the emotional communication mode reported frequent and
regular technology-mediated communication with their grandparents, as well as engagements in
bilateral family visits despite living in Poland. The emotional communication across the borders
was reciprocal, and often a result of close intergenerational relationships established before leaving the
home country.

An example of such a migration setting was seen in the family of Emine, a 13-year-old from Turkey
who had lived in Poland for four years. Before migration, she had been accustomed to spending
weekends and holidays with her grandparents. For the past two years, Emine had been separated from
her father, who lived in Canada, while she resided in Poland with her mother and two younger
siblings. To alleviate the burdens of separation, both Emine and her mother declared emotional
support from relatives a necessity. Beyond relying on technology-mediated communication, which
her mother facilitated, Emine reported that her relatives from Turkey had previously come to Poland
every three to four months. From Emine’s narrative, it can be said that regular visits “inspire[d] an
increase in transnational communication both before and immediately following [contact]”
(Baldassar, 2007, p. 405). Due to the COVID-19 pandemic, the family had not been able to arrange
the usual meetings with their relatives. Emine stated:

My grandparents came to Poland in February [2020] to see us, and my other grandmother and grandfather came
here once . ... My cousins and my uncle wanted to come here, but now, because of the coronavirus, they cannot
(Emine, 13 years old, 4 years in PL).

In this case, the frequent direct contact was intertwined with intensive use of polymedia in everyday
communication, supporting emotional interdependence (Rooyackers et al., 2016). However, relation-
ships remained stronger on the maternal side of the family, as these grandparents could visit Emine
and her siblings. Similarly, for Ebru, another 13-year-old girl from Turkey, direct communication had
been the base for emotional propinquity, acting as “fuel” for the preexisting bonds:
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[Living in Turkey] I liked to spend time with my grandmother, father’s mom ... I visited them every weekend.
She was doing everything I wanted. We visited a lot of new places together ... My grandmother (now) lives in
Germany, so we meet often ... Now we cannot go there because of the virus. When the lockdown is over, we will
go to Germany (Ebru, 13 years old, 3 years in PL).

The girl communicated with her grandmother while awaiting a chance to meet. This communication
was largely seen as important from the perspective of transnational “familyhood” by her mother,
whose narrative is included here for contextual reasons:

We tell the girls that . . . we need to take care of [their grandparents]. It is important to call them every day, even if
you have nothing to say. You still need to remember and call, ask them how they are doing, remind them that we
care for them (Ebru’s mother).

Even if some young participants do not own personal electronic devices, thus having somewhat
restricted access to ICTs, their parents may promote more “traditional” media, like daily phone
calls. It is noticeable, however, that if emotional grandchildhood has been initiated before migration,
its transnational realization is similarly important and, even during the COVID-19 pandemic,
technology-mediated communication helps to maintain the contact and bonds. The emotional
mode clearly demonstrates what Slany and Strzemecka (2016) call a “transnational intergenerational
arch,” serving here as a communicative bridge between young migrants and their grandparents across
the borders.

Symbolic mode

The symbolic mode characterizes immigrant child-grandparent relationships established and main-
tained through physical co-presence (Baldassar, 2008). This is especially observed in families who have
left their home countries for other than political reasons, and thus are able to enjoy both regular visits
to their homeland, especially over the longer summer holidays, as well as visits of relatives to Poland.
Within the symbolic mode, ongoing direct contact with grandparents can be established, and therefore
the transnational family does not experience a “mobility gap” (Shamir, 2005, p. 200). In other words,
the opportunity for frequent personal co-presence is safeguarded, and this largely alleviates the need
for intensive virtual communication. Thus, children develop close intergenerational relationships
during face-to-face communication, and do not need to use ICTs to maintain communication. In
our study, this could be seen in the cases of Igor, a 13-year-old boy from Ukraine, and Nikolas, a 12-
year-old boy from Romania, who both used to visit their paternal grandparents before the lockdown,
stayed with them for a couple of months during summer holidays, or enjoyed grandparents coming to
their place of residence in Poland. Their communicative distance, however, was limited to sending
occasional greetings, making the technology-mediated communication a bridging tool between face-to
-face meetings (Baldassar, 2008).

Well, he is at the age when I ask him: “Do you want to talk? - No, I am busy!” In general, they talk on the holidays,
birthdays. When they meet in person, they speak a lot ... When he was small, they preferred to play some games,
now they enjoy just talking (Nikolas’s mother).

In the same vein, two siblings from Turkey, Cevdet and David, were also able to benefit from seeing
grandparents living in neighboring Germany every two to three months before lockdown. Growing up
in their home country, the boys spent a lot of time with their small village community. Their
relationships shifted due to migration, but Cevdet described his contentment at the prospect of seeing
his grandparents:

We came to live in Poland because my grandfather had problems in Turkey. [My grandparents] could not stay in
Poland and went to live in Germany, we stayed here. Of course, I miss Turkey and it was hard to get used to
Poland, but when the holidays start, we will go to Germany to visit our grandparents. I'm very happy about that
(Cevdet, 11 years old, two years in PL).
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Cevdet noted that visiting relatives was regular and unproblematic. Consequently, children faced
communication “mode segmentation” (Caughlin & Sharabi, 2013), preferring face-to-face over tech-
nology-mediated communication. Nevertheless, the boys had temporarily been unable to go to
Germany because of their residence permit expiring during the COVID-19-related shutdown of
institutions. Similarly, their grandparents had not been able to come to Poland due to anxieties
about exposure to the virus at their age. Thus, Cevdet and David had experienced great changes in
their usual, face-to-face communication with their grandparents, which had been substituted by the
occasional use of virtual space. The boys were clearly disappointed and felt powerless in their
predicament. Cevdet described his regret about the missing component of visits as a transnational
family practice:

We do not go anywhere now because of the lockdown. Even if the borders are reopened, we will have to stay in
quarantine. My uncle [who lives in Poland] wanted to go to Germany, but cannot due to the pandemic. My mother
also wants to go there, but cannot because she will have to be quarantined (Cevdet, 11 years old, two years in PL).

The COVID-19 lockdown, with the ensuing travel restrictions, institutional/legal challenges, and
quarantine requirements has disrupted the face-to-face family communications preferred by some
kinship networks, thus impeding the sense of “familyhood” and intergenerational relationships.

Mediated mode

Transnational families maintaining intergenerational relations through the extensive use of ICTs
evoke a new mode of mediated communication, resulting in a new type of bond between grandparents
and grandchildren. They experience ritualized, regular, and obligatorily reinforced virtual co-presence
(Nedelcu & Wyss, 2016) as a holistic channel of their familyhood forged through everyday commu-
nicative practices. This was the case in the family of Enes, a 13-year-old boy from Turkey, who had not
seen his grandparents for three years:

We talk online, also on WhatsApp. We usually communicate with our grandfathers, grandmothers, also with our
great-grandmother and aunts. We are all waiting to be together again (Enes, 13 years old, two years in PL).

The boy and his parents relied on ICTs, as they had no other way of meeting their relatives. The family
had migrated to Pakistan when he was nine, and then moved to Poland two years later. Despite this
long separation, Enes’ mother mentioned that she had taught her children to contact their relatives
regularly in order to keep the family ties strong. Still, after such a long time, the mediated mode leans
toward symbolism in terms of the communications being used as a way of adhering to the family
norms of the “old country.” This could be seen from the narrative of Enes’ mother, who said that calls
are needed, so as “not to have regrets after they [their relatives] pass away.”

The pandemic introduced a further “mobility gap” (Shamir, 2005), and sense of precarity for the
family, which then had trouble with paperwork and questions about how and when (if ever) a family
visit could be organized. Enes’ mother mentioned that family visits had had to be canceled due to their
residence permits being put “on hold” during the lockdown:

Last summer I went on a course, that’s why we couldn’t go to Turkey. And now this summer our residence time is
finished, but because of this virus problem, processing (sites) are closed, we are waiting again, we don’t know if we
can have a residence card again or not. It just takes time, I think. Maybe this summer we won’t be able to go again.
Also maybe the virus will be a problem (Enes’ mother).

However, the mediated mode is usually used by families declaring high motivation and significant skills in
ICT usage (see also Pustutka, 2015). In these cases, children and grandparents master different commu-
nication tools to provide frequent and regular contact for sharing special and everyday life experiences.

For Adil, an 11-year-old boy from Turkey with experience living in four different countries, using
ICTs for mediated contacts with his grandparents was the only option. The boy had lived in Turkey for
only three years before moving to Indonesia. When he was 8, he moved with his family to Germany,
arriving in Poland a year later. Adil had not been to Turkey for five years, and had not seen his
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grandparents since the family was in Indonesia, a very long time ago. Still, Adil contacted his relatives
online and, most importantly, his mother maintained an omnipresent co-presence (Nedelcu & Wyss,
2016) for the whole family:

We contact them [grandparents] a lot by phone. My grandfather learned how to use WhatsApp, and he just calls
us with the video call, and we talk to him. We basically talk a lot. It happens every two to three days, maybe
sometimes every week. It changes, but we’re getting along pretty well with them (Adil’s sister translating her
mother’s interview).

The family highlighted the intensive use of communication tools for intergenerational communica-
tion. Adil himself said:

We haven’t met our uncles, our grandma, grandfathers for four or five years. But we contact them by phone.
Mostly it is my parents, but, sometimes, me and my sister contact them too (Adil, 11 years old, two years in PL).

In response to the question about whom he missed most, Adil said he favored no specific relative and
mentioned, “Grandma, grandpa, uncles, aunts, they’re all equal” (Adil), indicating that his transna-
tional family bonds were quite diffuse and encompassed a wider sense of kinship rather than
a personal affinity with a particular relative/grandparent. This was also the case with Asya, who was
quite ambivalent in her relations with relatives, vaguely answering the question about missing her
relatives as follows: “I do not know. Probably most of them [relatives]” (Asya, 12 years old, four in
Poland). From the collected accounts, it can be argued that the rituals of virtual proximity, in the case
of migrant children in Poland, do not seem to offer psychological connectedness to those who are
physically apart (see Barakji et al., 2019).

Discontinuous mode

Going one step further from the above, as many as six children in the study seemed to have broken
communication channels, both in terms of direct conversation and stories during family visits, as well
as with regard to ICT-enabled communications. Turkish immigrant families in Poland highlight the
burdens of emigration, especially in relation to political prosecution, during which political instability
caused limited or monitored technology-mediated communication (Karraker, 2015).

As a result of traumatic experiences and general disillusionment with their country of origin, some
migrant families choose to limit family communication as a transnational practice. This was the case
with Aysel and Amin, whose families had to escape Turkey through the Balkan countries. After eight
months, these migrant children’s families obtained visas and came to Poland. The context of political
migration meant that Aysel’s parents did not inform their relatives about the decision to leave, while
Amin’s parents rarely contact family members due to perceived risks related to political agendas.

There was a clearly discontinuous vision of intergenerational relationships. Despite minimal
indirect and no direct communication with her grandparents in the last four years, Aysel reminisced
about warm relationships with relatives — including more than 25 cousins - whom she remembered
from Turkey. Aysel’s father described the last family meeting in the following way:

The last meeting [more than four years ago] we didn’t explain to all family we are going abroad, so some of them
also do not know the real situation. They’re told we are living in another city in Turkey . .. So, now we speak and
connect on the Internet with my brothers. That’s all. And also with my mother, I can speak, sometimes. But with
parents, and most of relatives we don’t have any connection now (Aysel’s father).

Due to the generational misalignment in ICT usage, migrant children rarely have direct contact with
grandparents, though some of them maintain technology-mediated communication with cousins.

All my family lives in Turkey. We seldom contact them. Sometimes, I talk to my cousins, but I am shy, and we do
not really communicate (Aysel, 12 years old, three years in PL).

Amin reported ambivalent relationships with his grandfather, and his grandmother had passed away.
The boy had no close family ties while living in Turkey: the family met once a year, usually during
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summer holidays. The long geographical distance, and limited direct and virtual contacts, had resulted
in very strained communication:

I have a grandpa. My grandma died ... . They live in another city in Turkey. I went to them during the summer
holidays ... I have not been to Turkey since we started to live here. My grandparents came here once (Amin, 12
years old, four years in PL).

The years of separation usually end up in “key moments” (Baldassar, 2008) of long-awaited meetings.
Amin’s mother indeed indicated that there was supposed to have been a possibility of a reunification
between grandchild and grandfather, which had been abandoned due to the pandemic. The boy said:

[My grandfather] was planning to come this summer. But he cannot because of the virus. Maybe next year (Amin,
12 years old, 4 years in PL).

Consequently, family communication between Amin and his grandparents was never established and
had a very low likelihood of being introduced. The pandemic has extended the period in which there
were no direct options of meeting, making the relationship somewhat perfunctory, based on an
incidental sense of duty, transnational family norms, and parental efforts, rather than on the emotional
need to stay in touch and exchange information or stories.

Discussion

The findings of our study broaden and nuance our understandings of family communication
(Caughlin & Sharabi, 2013) as a transnational family practice (Bryceson & Vuorela, 2002; Pustutka,
2015). While showcasing two types of face-to-face and technology-mediated communication modes
between geographically separated immigrant children in Poland and their grandparents, we account
for the importance of family face-to-face communication in the context of transnational migration.
Our contribution looks specifically at realizations of a relational, “transnational intergenerational
arch” between grandchildren and grandparents across the borders (Popyk et al.,, 2019; Slany &
Strzemecka, 2016). The COVID-19 pandemic lockdown and travel restrictions have affected inter-
generational communication between migrant children in Poland and their grandparents living
elsewhere (RQ1), and the new setting for the “immobility regime” (Turner, 2007) are likely to warrant
a transition to technology-mediated communication, while eliminating the chance for face-to-face
communication within transnational kinship (see also Baldassar, 2008). Moving on to the main modes
of intergenerational communication between children and their grandparents before and during the
pandemic lockdown (RQ2), we argue that the “communicative interdependence” (Caughlin &
Sharabi, 2013), which could formerly be realized via “integration of TMC [technology-mediated]
and FtF [face-to-face] communication” (Caughlin & Sharabi, 2013, p. 880), is nowadays no longer
possible due to the “immobilizing regimes of migration” (Merla et al., 2020, p. 393). Thus, the
members of transnational families face communication “mode segmentation” (Caughlin & Sharabi,
2013). Based on our analyses, we propose a new matrix of communication mode transitions, and their
effects on intergenerational relationships in times of restricted cross-border movement. The proposed
intergenerational communication modes draw on the dimensions of “grandchildhood” (Souralova,
2019), namely the emotional and symbolic. The research does not include the normative dimension
delineated by Souralové (2019), as it applies to intergenerational relationships solely based on com-
munication with grandparents that is perceived as an obligation and cultural norm. We found this
mode was not “associated with relational closeness and relational satisfaction” (Caughlin & Sharabi,
2013, p. 881). Thus, this type of communication was not seen in the present study.

Our data predictably showed that migrant children who, before the pandemic mobility restrictions,
had established an emotional communication mode (which anticipates extensive use of polymedia
intertwined with relatives visiting each other often (see Madianou & Miller, 2013) had experienced
a transition to technology-mediated communication during the pandemic. Consequently, emotional
intergenerational communication appeared to remain similar to the pre-pandemic mediated mode,
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greatly relying on technology-mediated communication. Five of the nineteen interviewed children still
maintained close and emotional connections with their grandparents, thus indicating that the dis-
ruptive intergenerational effects of migration have not been exacerbated by the pandemic lockdown.

Next, in the symbolic mode, wherein face-to-face communication is the key form of intimate
communication (Caughlin & Sharabi, 2013), including practical support as well as sharing knowledge
and experience beyond words (Baldassar, 2007), we can observe the biggest challenges in the form of
relationships weakening. In the case of “difficulty transitioning” (Caughlin & Sharabi, 2013, p. 880)
between the communication modes, especially from face-to-face to technology-mediated communi-
cation, intergenerational communication is likely to shift from the symbolic to the discontinuous
mode. Our study indicated that the symbolic communication mode was most common among the
migrant children partaking in the study (N = 6). The data support the assertion that symbolic
communication can be enacted successfully only when the regularity of personal meetings is not
threatened by extended geographical distances and mobility restrictions. Consequently, during the
pandemic lockdown, migrant children experience family care being “put on hold” (Brandhorst et al.,
2020) or, in the case of prolonged absence of face-to-face communication, eventually withheld (Sakti,
2020).

Partially mirroring the broader landscape of reasons behind recent migration to Poland and beyond
(Reisenauer, 2015), five of the interviewees reported the intensive use of polymedia (Madianou &
Miller, 2013) for creating a virtual co-presence (Baldassar, 2008). They used ICT's directly or indirectly
(through parents), confirming that these means have become a major “asset in helping them maintain
a sense of family across sustained geographic distance” (Senyiirekli & Detzner, 2008, p. 465).

Grandchildren and grandparents greatly rely on virtual connectedness, in which “the boundaries
between absence and presence eventually get blurred” (Licoppe, 2004, p. 136). On the other hand, not
all migrant families have ICT capabilities, as these can be limited by a lack of skills, diminished
determination to stay in touch (Popyk et al., 2019) or political pressures which result in them leaving
the country of origin in a hectic manner or fearing persecution. However, by favoring one commu-
nication mode, namely technology-mediated communication, to another, face-to-face, members of
transnational families tend to experience “low communicative interdependence” (Caughlin & Sharabi,
2013, p. 880) and consequently withdraw from practical family care (Baldassar, 2008; Sakti, 2020).

Finally, we propose a discontinuous communication mode to describe the situation of children who
only occasionally benefit from intergenerational family communication when living apart from their
grandparents (Bacigalupe & Lambe, 2011). Discontinuous intergenerational communication is limited
to infrequent contacts through ICTs, mediated by parents who employ “silencing” as a form of care
practice (Sampaio, 2020). This is done to protect and avoid upsetting parents living far away with their
migration burdens. Besides ICT contacts, children have experience of occasional face-to-face com-
munication before the onset of pandemic mobility restrictions. As a consequence, the discontinuous
communication mode indicates that, during the lockdown, migrant children’s lives can be devoid of
any form of intergenerational communication.

More broadly, the study emphasizes the influence of multiple factors — from migration circum-
stances to cultural norms and age (see Da, 2003) - on the shape of intergenerational bonds maintained
through communication. Crucially, the study demonstrates that immigrant children’s relationships
with their relatives are largely regulated by the communication mode of their parents. We posit that
younger immigrant children are likely to experience shifts in communication modes, from emotional
to mediated, and from symbolic to discontinuous, due to the mobility restrictions caused by the
COVID-19 pandemic. Furthermore, on the topic of gender and age differences in establishing
intergenerational communication and relationships, the analysis suggests that girls are more likely
to maintain emotional supportive communication (Caughlin et al., 2011), especially through the use of
ICTs (see also Table 1) and more frequent initiation of technology-mediated communication with
their grandparents. Boys, however, are more likely to maintain close intergenerational relations
through face-to-face communication. Besides, older children (those aged 12-13 years) are more likely
to state that their intergenerational communication is associated with relational closeness and
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satisfaction (Caughlin & Sharabi, 2013). However, each communication mode can be present in the
intergenerational relationships across borders, with various genders, ages, and origins represented
under the types found for specific interviewees and presented in Table 1.

The cessation of family visits due to the global pandemic has only accentuated the weakening of
emotional ties and diminishing of intergenerational communication when physical co-presence is
infeasible (Baldassar, 2008). Deprived of direct family communication, migrant children have become
more likely to experience diffused and disarrayed family practices, possibly resulting in reduced
propensity for future direct communication and support (Baldassar, 2008). Drawing on the results
of the study, we therefore propose following the practical implications and recommendations, which
can be applied to facilitate transborder communication between members of transnational families.

Practical implications and recommendations

We live in the “global era” wherein mass mobility characterizes the experiences of many children. For
too many of them, international migration signifies difficulty in forging intergenerational bonds, even
though these are especially crucial in the socialization processes, whether for creating a sense of
belonging, or shaping children’s identities (see also Popyk et al., 2019). The study underlines that the
COVID-19 spread has further increased the challenges of transnational family communication between
migrant children and their grandparents residing elsewhere. As a result, family practices and relations
suffer, with children often being vulnerable to emotional costs (Senyiirekli & Detzner, 2008).

The practical implications of this study encompass several systemic levels, from macro (policy), to
meso (educational institutions and practitioners), and micro (migrant families). On the first plane, we
suggest that obligatory quarantine requirements should take into consideration psychological well-
being stemming from intergenerational bonds and support. Following the practices adopted, for
instance, in Italy and Croatia, more countries should acknowledge the needs of migrant families by
permitting quarantine in shared households, subject to the usage of protective measures. Moving to
practitioners, we believe it is important for educational programs to foster transnational intergenera-
tional practices, for instance, by proposing activities that children can complete together with their
family members at a distance via ICTs. Increasing the scope and frequency of indirect family
communication can alleviate some of the larger costs of the COVID-19 pandemic that immigrant
children face (see also Popyk, 2020). Finally, a clear recommendation should be issued for migrant
families, be it through institutional channels or through (social) media campaigns, underlining the
importance of maintaining transnational and family bonds as a means of widening the web of social
support provisions available to immigrant children within transnational grandchildhood.

Notes

1. During the first pandemic lockdown in Poland in spring and summer, the Offices for Foreigners were closed, and
later provided limited services. As a consequence, a number of migrants were “put on hold” (Brandhorst et al.,
2020) in terms of getting their residence documents. They could neither leave Poland until their residence cards
were issued, nor provide visiting privileges through visas for their relatives, therefore preventing family visits
from those without EU nationality/permits.

2. The researcher (the first author) had five years’ experience working as a teacher of migrant children. For three
years before the research project, the researcher had not had any direct contact with the participants. The
researcher took great care to avoid putting any pressure on potential participants. The researcher’s previous
working and life experience, however, was an important factor in approaching such a vulnerable group of
children and adults with migration experience, especially those who had faced violence and political persecution
in their home countries. Thus, the researcher was aware of the discussed issues.

3. Nikolas had established a rather discontinuous communication mode with his maternal grandparents, who lived
in Ukraine and they rarely communicated (either through face-to-face or technology-mediated communication).
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Appendix A

Table 1. Overview of respondents’ characteristics.

Pseudonym/
gender Time in
Communication  (G-girl, B- Poland Country  Language®  Reason for  Frequency of Frequency of
modes boy) Age (yrs)! of origin®  of interview  migration  direct contacts®  virtual contacts
Emotional Emine/G 13 4 TR EN Political Yearly Every day
Ebru/G 13 3 TR TR Political ~ Few times ayear Every 2-3 days
Antony/B 12 1 UA UA/RU Economic Yearly Every 2-3 days
Natalia/G 12 1 UA UA Economic Yearly Every 2-3 days
Lena/G 11 4 LT EN Other Few times ayear Every 2-3 days
Symbolic Emre/B 1 2 TR EN Economic A year ago Weekly
Nikolas/B> 12 6 RO EN Other Few times a year Weekly
Cevdet/B® 11 2 TR TR Political ~ Few times a year Weekly
David/B 10 2 TR TR Political ~ Few times a year Weekly
Igor/B 13 3 UA UA/RU Economic  Few times a year Weekly
Yulia/G 9 2 UA UA Economic  Few timesayear Every 2-3 days
(mediated)’
Mediated Alice/G 9 3 TR EN Political Yearly Every 2-3 days
(mediated)
Emir/B 12 4 TR EN Other Yearly Every 2-3 days
Adil/B 11 2 TR EN Political 4 years ago Every 2-3 days
(mediated)
Asya/G 12 4 TR PL Economic 4 years ago Every 2-3 days
Enes/B 13 2 TR EN Economic 3 years ago Every 2-3 days
Discontinuous Amin/B 12 4 TR EN Political 4 years ago Weekly
Fatma/G 10 3 TR TR Political Once a year Weekly
Aysel/G 12 3 TR EN Political 3 years ago Rarely

"Time spent in Poland at the time of the interview

2Countries of origin: TR — Turkey, UA - Ukraine, RO- Romania, LT - Lithuania, PL — Polish, EN - English, RU — Russian

3Languages of the interviews: TR — Turkish (with the Polish interpreter), UA — Ukrainian, PL — Polish, EN — English, RU — Russian

“Frequency (of direct and virtual contacts) refers to grandparent-grandchild communications

SNikolas used to have a symbolic form of communication with his paternal grandparents and discontinuous communication with
maternal grandparents.

SCevdet and David are siblings

’Communication is mediated by parents

Appendix B
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Table 2. Intergenerational communication modes before and during the COVID-19 “immobility regime” using the technology-
mediated communication (TMC) and face-to-face communication (FtF).

Communication
modes

Before the COVID-19 immobility regime

During the COVID-19
immobility regime

Emotional (]
[ )
°
Symbolic (]
°
[ )
Mediated L]

Discontinuous .

Extensive TMC

Regular FtF communication

High relational closeness and satisfaction
Limited TMC

Regular FtF communication
Strong/Moderate relational closeness and
relational satisfaction

Extensive TMC

(often mediated by parents)
Occasional FtF communication
Moderate relational  closeness
satisfaction

Limited TMC

Limited FtF communication

Weak relational closeness and satisfaction

and

Limited FtF communication, increased TMC

Longing and emotional costs

Diminution of practical support

Limited communication (TMC and FtF)

Significant emotional costs and worsening of symbolic
relationships

Weakening relational closeness through the unavailability
of practical support provisions

Frequent (direct and mediated) TMC

Limited FtF communication

Weakening relational closeness due to the limited FtF
communication

Limited TMC

Limited FtF communication

No direct/practical support
Weakening relational closeness




Warszawa, dnia 26.10.2021

Dr hab. Paulina Pustutka
c/o Instytut Nauk Spotecznych Uniwersytetu SWPS
Chodakowska 19/31 Warszawa

ppustulka@swps.edu.pl

Rada naukowa Instytutu Nauk Spotecznych

SWPS Uniwersytetu Humanistycznospotecznego

Oswiadczenie o wspétautorstwie

Niniejszym oswiadczam, ze mdj udziat w pracy Popyk, A., Pustutka, P. (2021). Transnational
communication between children and grandparents during the COVID-19 lockdown: The case of
migrant children in Poland. Journal of Family Communication. Vol 21, Issue 3, pp. 223-237.
https://doi.org/10.1080/15267431.2021.1929994 polegat na przygotowaniu czesci przegladu
literatury dotyczacych transnarodowosci - w tym transnarodowych rodzin i transnarodowego
dziecinstwa, relacji rodzinnych, kontekstu Polski, jak rowniez opisaniu strategii analitycznych w czesci
metodologicznych. Dokonatam catos$ciowej rewizji interpretacji wynikow oraz wspottworzytam
dyskusje oraz podsumowanie artykutu. Wraz ze wspdtautorky poprawiatam tekst po recenzjach i
korektach. Méj udziat w powstanie pracy oceniam na 40%.


mailto:ppustulka@swps.edu.pl

doi: 10.35757/KiS.2021.65.3.2

KULTURA POLSKA AKADEMIA NAUK ISSN 0023-5172
. KOMITET SOCJOLOGII 2300-195x
INSTYTUT STUDIOW POLITYCZNYCH -

SPOLECZENSTWO oo o’

A R TTOCULE S A N D E S S A Y S

ANZHELA POPYK
Institute of Social Sciences, SWPS University

HOME AS A MIXTURE OF SPACES DURING THE COVID-19
PANDEMIC: THE CASE OF MIGRANT FAMILIES IN POLAND

INTRODUCTION

As a consequence of the restrictions introduced by the Polish
government to prevent the spread of the coronavirus, many spheres of
people’s lives have been subjected to significant changes. From mid-
-March to the end of June 2020 families and schools were testing a new
mode of education. While the schools and teachers, who were forced
to work from home, were trying to manage the teaching tools, children
and parents experienced a kind of “self-education” due to the amount
of materials and homework sent (Popyk 2021). Consequently, parents
implemented different techniques for coping with school commitments
(Parczewska 2020).

Meanwhile, adults started working remotely from home due to the
country’s overall lockdown. The home thereby became a place in which
all family members were confined, performing various tasks. As a result,
since March 2020, the home has lost its primary purpose and character
as an intimate, private place (Allan and Crow 1989; Dorey 1985) where

Correspondence address: angelikapopyk@gmail.com; ORCID: 0000-0003-4627-3517

1 The second wave of the lockdown and distance education was announced in
October 2020.
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a family can relax and “escape” from work or school (Moore 1984). From
being restricted to a mixture of special relationships (Massey 1994), the
home has become a place for the diffusion of various spaces, such as those
for work, school, sport, entertainment, and socialising.

For migrant children and their parents, distance learning has become
not only a context of growing learning gaps (Darmody et al. 2014; Engzell
et al. 2021; Janta and Harte 2016; You et al. 2020), but also social
disadvantages (Gornik et al. 2020). Lacking support from relatives and
grandparents (Popyk and Pustutka 2021) and being particularly vulnerable
due to the working and living conditions (Guadagno 2020) in times of
the immobility regime (Merla et al. 2020), migrant families have found
themselves “stuck” (Ullah et al. 2020, p. 4) far from the homeland.

This paper investigates how migrant families in Poland have
experienced the COVID-19 lockdown, particularly the school shutdown.
The study adopts the theory of social diffusion (Dodd and Winthrop 1953)
and the concept of social solvation (Sarnowska et al. 2020) to demonstrate
the diffusion of spaces and the formation of a special social unit located
within the home.

This work demonstrates the ways migrant families in Poland have
assessed and accessed distance education. Moreover, it presents how the
diffusion of spaces has changed families’ schedules, domestic practices,
and routines. The analysis draws on a qualitative study of migrant children
(n=19) and parents (n = 18) that was conducted during the lockdown in
the spring and summer of 2020.

This paper adheres to the following structure: to begin with, it presents
the concept of “home” and its meaning for family life. Secondly, “school”
as a social unit is characterised, highlighting the role of school in migrant
families’ process of adaptation and socialisation. There is then a brief
description of the theory of social diffusion and the concept of social
solvation, followed by the methodology. Finally, the section of findings
and conclusions is followed by the hypothetical viewpoint on how home,
as a place and space, might look once the lockdown is over.

“HOME” AND “SCHOOL’ AS SPECIFIC SPACES

“Home” has been seen as a multidimensional concept perceived
through various psychological and social approaches, including privacy,
identity, familiarity, gender, social class and status, and age or tenure
(Easthope 2004; Mallet 2004; Somerville 1997). Although the notion
of “home” is often understood as a physical house or dwelling, the
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embodiment of family, or one’s city or country (as birthplace) of origin
(Collins Dictionary, n.d.), it can also mean a “congenial environment”
and “the social unit formed by a family living together” (Merriam-Webster
Dictionary). Hence, as a “fusion” of the “physical unit of the house” and
the “social unit of the household” (Saunders and Williams 1988, p. 83),
home is a space where the relationships between family members and
other social units are established and reproduced (Giddens 1984). Gilman
(1980) mentioned that a single household becomes a home when “family
are in it. When family are out of it, it is only a house” (p. 80). Moreover,
Pawliszyn (2016) noted that a home belongs to people, while people
belong to their home. He said that a home is our “own property, and
meantime [we] are its, without [us] it ceases to exist, and somehow [we
do] too” (p. 135).

Some scholars have pointed out that home is not only a place and
space for maintaining social relationships (Somerville 1997) or dwelling
(Doulas 1991), but also for shaping one’s identity (Massey 1992; Rapport
and Dawson 1998) and sense of belonging (Gurney 1990). Different
ethnic identities are built in different households (Saunders 1989),
which are “invested with diverse cultural meanings that differ within
and between households and across cultural and social settings” (Mallet
2004). Thus, the identities of migrant children may differ greatly from
those of natives.

The concept of “home” is also associated with familiarity (Somerville
1997) and comfort (Dorey 1985), in the meaning of both physical place
and space where family members can relax (Moore 1984) and “take
refuge” from work/school or the outside world, setting the boundaries
between public and private (Mallet 2004). The private dwelling with
“access restricted to family members” (Allan and Crow 1989, p. 3)
constitutes a safe and secure space unless there is a risk of home violence
(Goldsack 1999). The sense of security within a home has been formed
throughout history (Duda 2017), from the physical preserving of one’s
possessions in ancient times, to changes in the significance of home
caused by globalisation and migration processes today (Rapport and
Dawson 1998).

As a social unit, home can be seen as a “kinship system” (Saunders
and Williams 1988, p. 82) that encompasses the household structure
maintained by a “routine of practices” and “repetitions of habitual social
interactions” (Rapport and Dawson 1998, p. 27). The domestic relations
within a household tend to have a special meaning based on gender and
age (Mallet 2004). Accordingly, the household can be associated with “a
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women’s place” (Roberts 1985), as, in the past, it appeared to be more
significant for women than men because of the former spending more
time there and having more home duties (Allan and Crow 1989). Earlier
studies underline the prominent role of women/mothers in household
formation (Hunt, 1989; Madigan et al., 1990) and carrying out family
practices (Morgan, 2011) by indicating a “cult of domesticity” (Hall 1979)
and women'’s roles in “everyday domestic practices” (Somerville 1997,
p. 228).

For children, home is the “first universe” (Bachelard 1969 in Mallet
2004, p. 74), where they dwell and are nurtured after birth or during
childhood (Mallet 2004). However, the “domestication” of children can
be realised by familiarising them with the world “through relationships
with members of their immediate family [. . .] and contacts of their wider
family, neighbours (especially other children), and key adults, such as
teachers” (Somerville 1997, p. 236). Thus, home is a place where young
family members experience their “primary socialisation” and get prepared
for their “secondary socialisation”, which takes place in other structural
units, namely at school and in the neighbourhood (Nowicka 2014).

Another structural unit, namely school, also plays an important role
in children’s lives. Similarly to home, a school can be viewed both as
a physical place, where children spend a significant amount of time, and as
a social unit characterised by certain roles and structures (Jensen 1954).
School not only provides children with knowledge but also introduces
them to the social world by providing an example of social structures,
norms, and regulations, as well as certain values, beliefs, and practices
(Slany et al. 2016; Slusarczyk and Pustutka 2016), which may differ from
those at home. Besides, school is an important socialisation agent (Popyk
et al. 2019) not only for children but often for the whole family. That is
why school is particularly important for migrant children, who are likely
to perceive it as the main source of adaptation to and inclusion in a new
society (Moskal and Sime 2016; Slany and Pustutka 2016; Slusarczyk et
al. 2018).

For migrant children, home and school can become contradictory
units, as the home is associated with “own”, “familiar”, and “intimate”,
while school is seen as “new”, “foreign”, and “strange”. Besides,
traditional practices, values, and beliefs at home and school tend to differ
when these structures are formed under different cultural and social
circumstances. Moreover, the successful socialisation and education of
children requires the interaction of the social units of both home and
school (Sime and Fox 2015).
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For migrant families, school is not only a place for acquiring knowledge
but also a bridge to the residence country’s society (Reynolds 2007; Strze-
mecka 2015). Moreover, for some migrant children and parents school is
the only means of enriching cultural and social capital (Barglowski 2019;
Crosnoe and Ansari 2015; Devine 2009). Consequently, migrant children
and their parents experienced a strong deficit of educational and social
support during the schools’ shutdown (Popyk 2021).

SOCIAL DIFFUSION/SOLVATION OF PRACTICES WITHIN THE HOME

This study is rooted in the dimensional theory of social diffusion designed
by Dodd and Winthrop (1953) and the concept of social solvation proposed
by Sarnowska et al. (2020). The theory of social diffusion investigates the
way “novel behaviour, once it occurs in at least one person, diffuses
through a given population, particularly when its chief means of spread
is by person-to-person interaction” (Dodd and Winthrop 1953, p. 180).
Therefore, this paper aims to present how new practices, schedules,
norms, and rules brought home by migrant children from school diffuse
through the whole family and home setting in the time of distance
learning.

The concept of social solvation, however, demonstrates how legal
regulations and policies imposed by the state dissolve in the social
substance, causing “differentiated micro-rational strategies of working
parents” (Sarnowska et al. 2020, p. 135). By way of explanation, social
solvation shows to what extent state policies influence and modify
parents’ existing strategies, especially in a weak society, which tends to
be subject to changes. Accordingly, this paper addresses how and to what
extent school practices, schedules, and norms are dissolved in the home
life of migrant children in Poland in times of distance education.

THE HOME DURING THE COVID-19 PANDEMIC

As the pandemic spread, the Polish government decided to close
schools on 12 March 2020 in order to lower the prevalence of COVID-19
(Kancelaria Prezesa Rady Ministréw [Chancellery of the Prime Minister of
Poland], 2020). As a consequence, 4.5 million schoolchildren, 52,000 of
whom were declared migrant children (Najwyzsza Izba Kontroli [Supreme
Audit Office] 2020), stayed at home, practising distance education.

Previous studies indicate that during the spring lockdown the process
of distance education did not run as expected, and did not provide children
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with the necessary educational skills and knowledge, but caused a certain
degree of chaos (Nalaskowski 2020). In Poland, distance learning tended
to take the form of home schooling, during which children and parents
were given materials (included in the school curriculum) as homework.
Thus, the whole learning process was conducted and monitored by
children and parents, which increased studying time (Parczewska 2020).
Additionally, the new form of learning resulted in significant change to
children’s everyday, domestic, specialist, and cultural practices. Moreover,
such changes in practices are likely to cause changes in migrant children’s
values and their perception of school and teachers. During the distance
learning, some families experienced a blurring of boundaries between
lesson time and home time; breaks and free time were spent at home,
simultaneously with regular after-school or weekend activities, having
meals, playing with siblings, doing the housework, and so on (see
Popyk 2021).

Besides, the closure of schools and distance learning highlighted
immigrant children’s disadvantaged position in several ways. First of all,
migrant parents tend to have fewer social and cultural resources than
the parents of native-born children, who make use of processes that are
essential for supporting migrant children’s education and socialization
(Caarls et al. 2021; OECD 2020). Secondly, migrant families are more
deprived of the emotional and practical support of grandparents and
other relatives due to the mobility restrictions caused by the pandemic
(Popyk and Pustutka 2021). Thirdly, migrant parents are more prone to
the growing unemployment during the lockdown (OECD 2020), which is
likely to lead to their families having a less stable emotional and material
situation causing double precariousness (IOM 2021).

At the time of writing (June 2021), education in Poland remains
switched to distance learning, as the result of a second wave of the virus’s
spread in October 2020. Consequently, the home has become a place of
schooling, working, and (in most cases) socialising processes.

METHODOLOGY

The study of the transformation of the institution of home, its
structure, and its practices is based on a subsample of a larger qualitative
study into the transnational transitions of migrant children in Poland,
conducted during the spring lockdown (see Popyk 2021; Popyk and
Pusutka 2021). The analysis embraces 19 interviews with children, with
amean age of 12, and 18 interviews with their parents (the first interviews
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with children and their parents were held before the quarantine). In part,
the qualitative study aimed to investigate the impact of distance learning
on migrant children, and thus on their families.

Methods and recruitment procedure

The research was based on the child-centred approach implemented
through active listening to children (Clark and Moss 2001), and the
interviews were conducted online using the Zoom application for
communicating and recording. This allowed data to be saved directly to an
external hard drive accessible to the researcher only, which in turn enabled
the security and confidentiality of the data and personal information of the
respondents.

Purposeful sampling was implemented in the study, wherein the
respondents were contacted through personal channels and encouraged
to recruit others through the snowball sampling process. The interviews
were conducted in Ukrainian, Russian, English, Polish, and Turkish (in
the presence of a qualified interpreter), and I translated all the quotations
into English myself.

The study met all the requirements for research on vulnerable groups,
such as migrants and children, and was approved by the appropriate ethics
committee. All the participants were given voluntary informed consent
forms in one of the five languages mentioned above, which aimed to
provide each participant with unambiguous information regarding the
study’s aim, its procedure, personal data processing, how the findings
would be used, and its dissemination.

Respondent profile

The research project included migrant families from Ukraine (n = 4),
Turkey (n=12), Lithuania (n=1), and Romania (n=1). 16 of the
19 children lived with their parents and siblings in Warsaw. The fathers of
three of the child respondents were temporarily residing in their home
country due to family and economic reasons. In all families, the adult
respondents stated that the father was the main or the only working
person in their family. Hence, fourteen mothers stayed at home doing
housework and childcare, while three had part-time jobs. Most of the
mothers in the study claimed to have had a permanent job back in their
home country. The mean number of children in the families was two
(varying from one to four). Most of the interviews with the parents
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were held in their native languages for two reasons: first, to provide the
participants with the opportunity to tell their stories in comfort, and,
secondly, because of the parents’ poor command of Polish and English.

Data analysis

The data were analysed by taking the following steps: (1) meticulous
transcription of the recordings (voice-to-text) and analysis of memos
drawn up during the interviews and immediately afterwards, and (2) the
development and application of codes (Saldana 2009) that identified
the topics of distance learning and migrant families’ lives during the
lockdown.

FINDINGS

The analysis of this study points to changes in the traditional image of
“home” in migrant families as a private and intimate place that constitutes
one of the social units within a greater societal structure (Allan and Crow
1989). The findings demonstrate that, during the schools’ closure and
remote learning, there was a social diffusion of spaces. Social solvation
of school practices in the home setting was brought about through the
following:

1. A mixture of school and home schedules

2. Modification of family members’ domestic practices

3. Saturation with other activities (e.g. sports activities, entertain-
ment, socialisation).

Schedule chaos: Time and space confusion

One of the most common elements the respondents mentioned as
demonstrating how distance learning had changed family life was the
change in family schedules. Parents expressed their positive and negative
perceptions of the impact of remote education. Among the benefits, the
respondents noted the reduced time of travelling to and from school,
which was considered a waste of time. Drawbacks, on the other hand,
were the transformation of familiar, long-established family routines that
formed the household structure (Rapport and Dawson 1998) and the
requirement of considerable effort and time to establish a new one.
A mother of two primary-school children shared her thoughts on the new
daily practices:
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It is a less tiring process since they [the children] can attend learning
without having to leave home, without having to wake up much earlier
than normal. Because when they were attending school, we used to wake
up at 6:30 or 7:00 am to have breakfast, and then there is a traffic jam. But
now he [my son] is able to wake up later. For example, he wakes at 8:20
for a lesson that starts at 8:25. And during that time he can also have his
breakfast. (Damaris, mother of a fifth-grader from Turkey)

The majority of parents also mentioned that their children confused
their lesson time and free time, which points to the unusualness of having
lessons at home and spending most of the time at home. Consequently,
children did not distinguish between school and home time, or the
boundaries between learning and resting places. Amina and Laura,
mothers of a third-grader and a sixth-grader, described place and time
confusion as follows:

Children treat learning as their vacation time. Only when they sit in front
of the screens, they understand that it’s lesson time. Between and after
lessons, the children feel like they’re on holiday. Besides, the whole time
they’re at home there’s all the housework taking place, like cleaning,
cooking, dishwashing, eating, and so on; and the child is constantly lost
between studying and such household matters. Which is bad for their
concentration. Children do not realise that this is homework that should
be done for tomorrow, that this should be regular studying. They do not
understand what online learning should be like when they start school at
eight a.m. and leave at 3 p.m. They should be completely focused on their
studies from eight to three. (Amina, mother of a third-grader from Turkey)

Distance learning cannot be compared to traditional education when
children go to school. First of all, I mean their ability to concentrate.
Children easily lose attention and are not able to follow the lesson.
Consequently, they cannot keep up with all the material. (Laura, mother
of a sixth-grader from Turkey)

The end of work-life balance

Apart from children, who cannot separate learning and leisure time
while having online lessons at home, the respondents also mentioned that
home had become saturated not only with school life, but also with work.
While students and parents have had to manage their studying time on
one side of the screen, teachers have been forced to maintain a work-life
balance on its other side.

I can say it was three hard months for both children and teachers. Children
lose their attention during online lessons. They cannot concentrate.

35
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Meanwhile, teachers have their own families at home and have to
conduct lessons while maintaining their own household and own children.
(Barbara, mother of a sixth-grader from Ukraine)

In addition, because of school life taking place at home, some
respondents also noted that, during the lockdown, parents were forced
to reshape their working practices to adapt to their children’s mode of
learning. Working parents had to stay at home, monitoring and supporting
their children’s education while simultaneously carrying out their job
duties. Thus, the diffusion of family, school, and work lives has brought
about a certain degree of inconvenience and hardship. Maya, the mother
of a fifth-grader, describes her home during the lockdown:

At first, it was a problem, because I only have one computer and a tablet or
phone is not suitable for online lessons. During his lessons I was waiting at
the salon, on the sofa until 2 p.m. I watched lots of films during that time.
It was a bit of a lazy time for me. I get bored because everybody’s calling
me and asking me send an email, it’s not comfortable for me to write on
my phone; I am not using my phone for email or work. I always postpone
my work to the evening, after he [my son] goes to sleep because, after his
lessons, I can’t start my job. I must sit or eat something or spend time
with him. At first, it was really difficult. (Maya, mother of a fifth-grader
from Turkey)

Those parents who used to do some housework or infant care during
the day have had to reshape their previous practices, in order to monitor
their children’s education and support them, since school support during
the schools’ shutdown was insufficient for migrant children, while private
tutors were unable to visit families” homes to assist children in their
education (Popyk 2021).

I control the learning process by myself via Microsoft Teams. I enter and
check homework and monitor my daughter completing it. Because children
cannot understand or manage the material by themselves. As for me,
I value the time when children were going to school. (Ana, mother of
a third-grader from Ukraine)

New models of daily family life during the lockdown also required
a rearranging of the physical space within the dwelling. Those residing
in larger homes were able to enjoy personal, intimate places for studying,
working, or leisure. Meanwhile, for many parents, the sofa, kitchen, or
bathroom became temporary “waiting areas” while children were having
online learning.

Before we moved to this apartment, my son had to do his homework in
the salon next to me, and I prefer not to listen to his teachers as it’s
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uncomfortable for them and me to hear them shouting [laughs]. But now
he has his own room, and I have a room of my own, and we have a common
salon and kitchen. He begins his lessons at eight o’clock, and I try to do
some of his homework with him afterwards. ‘Do it next to me, I’ll watch
you,’ I say. (Ezra, mother of a fifth-grader from Turkey)

Energy excess and socialisation deficit

The concentration of school and work in a single household has
also revealed some parenting issues connected with teaching and raising
children, as well as ensuring entertainment and social life, which, in the
case of migrant children, mostly took place at school (Gornik et al. 2020).

First of all, children’s social life is important, because when they stay at
home for a long time they get used to spending time alone, and they get
lonely. This also affects the families, who are confused and don’t know how
to support their children, how to contribute to or help develop their social
skills. So I think it would be a big loss if it [the lockdown] stays as it is
now. (Sofia, mother of a fifth-grader from Lithuania)

The school shutdown was a particularly desperate time for those
migrant children who had just arrived in Poland, joined a new school, or
had not yet established peer contacts before the lockdown. Such children
were anxious about feeling socially marginalized while having little or
no peer contacts during distance learning. Emre, a 12-year-old boy from
Turkey, who had switched from private to public school just before the
quarantine started, shared his concerns of being socially excluded because
of neither having friends at the new school nor keeping in touch with those
from the previous one:

... I don’t know where anybody is, I have no contact with them [friends
from the previous school], that’s why I cannot meet with anybody. Just
a few Turkish people ... I have my friends’ phone numbers, but they don’t
respond. (Emre, 12-year-old boy, 4 years in Poland)

Moreover, during the lockdown, children and other family members
were deprived of outdoor social and sports activities. Consequently, the
home became a place for exercise, sport, or simply working off the
accumulated energy. But extensive physical activities at home might
disturb other family members’ privacy and intimate atmosphere. One of
the father respondents noted:

Children do not have a place to burn off their energy, because they have
too much of it. Then they start causing problems for the parents at home.
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Likewise, spouses begin to quarrel with each other and somehow get on
each other’s nerves. So families suffer a lot, simply because they have
nowhere to work off that excess energy. (Omar, father of a fifth-grader
from Turkey)

Finally, the findings of the study reveal that some parents experienced
difficulties because of the changes caused in their lives by the schools’
shutdown and distance learning . Fourteen of the eighteen parents
informed that they used to do home duties before the lockdown, which
included domestic duties, infant care and shopping. Moreover, for some
Muslim immigrant families shopping in a multicultural mall was the only
entertainment, as mothers expressed fear and uncertainty of going outside
while wearing a hijab. During the distance education their homes have
changed their original purpose and function, and become a place saturated
by studying, working, and sport and entertainment activities.

CONCLUSIONS AND DISCUSSION

In these times of school closure, the new learning mode has not only
affected children’s everyday, domestic, educational, and cultural practices
(Popyk 2021) but has also caused changes in other family members’
schedules and previously established practices. Besides, homeschooling
has led to changes in the division of spaces within the family dwelling.
Moreover, the home has changed its primary purpose from being an
intimate place where family members can relax (Moore 1984) that is
separate from the outside world (Allan and Crow 1989). During the
lockdown, the home has become a conflux of different places and spaces,
such as those for school, work, socialisation, sport, and entertainment.

The current study shows that despite the changes to the home,
resulting from the process of globalisation and making the gender
positions in the household more equal (Rapport and Dawson 1989),
the pandemic lockdown has caused a reversion of “domestication”
(Somerville 1997) of women and children in migrant families. During
the school shutdown, mothers stayed at home monitoring and supporting
their children’s education. Moreover, migrant children became more
domesticated through constant familiarisation with household activities
and domestic practices, as school and home lives became diffused.

As a consequence of the lockdown, “school time” diffused in the home,
causing a “perpetual confusion” of spaces and time. Migrant children were
unable to distinguish between their lesson and leisure times, while their
parents organised the family day around completing children’s school
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duties, including online lessons and homework. Migrant children tend to
require parents’ or siblings’ support in doing schoolwork due to a low level
of language and cultural knowledge (Popyk 2021). As a result, migrant
families’ lives became merged with school life to a significant degree.

Besides, the study indicates that, for migrant families, the home has
temporarily stopped being an intimate and private place (Allan and Crow
1989; Mallet 2004) for the family members, because parents have had
to rearrange their household duties and free time to fit their children’s
schedules. Moreover, due to the pandemic chaos (Nalaskowski 2020) in
the educational process, migrant families have been forced to fully include
school in their home life, adapting to school schedules and practices (Slany
et al. 2016; Slusarczyk and Pustutka 2016).

What’s more, during the spring lockdown the home was imbued
with another function, “secondary socialisation” (Nowicka 2014), because
children had limited access to other socialisation spaces. Furthermore,
migrant families’ adaptation to the host society, which was often primarily
realised through school (Slany and Pustutka 2016; Slusarczyk et al. 2018),
was interrupted, which led to the social marginalisation of certain migrant
children who had previously established only poor contacts and relations
with their peers.

This paper demonstrates the diffusion of various spaces for home,
school, work, and entertainment during the pandemic lockdown. In
addition, the study illustrates the process of social solvation (Sarnowska
et al. 2020) of these spaces through perceiving school (also work, sport,
and entertainment places) as a solute and home as a solvent. Thus, the
solvent mixture of “home” depends on the “physical” state and “chemical”
characteristics of both elements: home and school. Consequently, “liquid”
domestic and family practices are more likely to be diffused with school
practices than the “solid” family practices. To reword, the less rooted and
set family practices are in migrant families, the more likely they are to be
subjected to the changes brought about by the host country’s practices,
introduced by the schools.

THE POST-PANDEMIC WORLD

This paper demonstrates how school, as a social institution, with its
practices, norms and regulations, became dissolved in another institution,
namely home. The changes that distance education has brought to migrant
families’ homes indicate that migrant families have a high tendency to be
affected by changes introduced by the social units of the host country. The
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level of social solvation of spaces in migrant families’ homes depends on
the significance of school as an educational and socialisation institution
not only for migrant children but also for their parents.

Hence, distance education, which has already lasted five months,
has caused substantial changes in household functioning, namely the
formation of new studying and childcare practices, assigning additional
tasks and obligations to parents, and the division of the dwelling into
some kind of studying, working, and resting spaces. As a result, both
parents and children may experience long-lasting difficulties and obstacles
in maintaining intimate family relationships.

As a result of the solvation process, two types of mixture can be
formed: homogeneous and heterogeneous. Similarly, when the school
element is “‘dissolved” in the “home”, one of two possible mixtures
can be formed. In the first, school and home constitute a plain mixture
that cannot be separated once distance education is over. In the second,
school and home are mixed, but the components of the mixture are visible
and can later be separated. However, the mixture components can leave
stains or flavours on each other. In other words, when the lockdown is
over, children will go back to traditional education and parents to their
customary work and domestic practices, yet families are likely to preserve
certain practices, norms, or habits acquired during the remote education
(for example they may continue to rely on digital devices and media,
expect children to be more autonomous, value intimacy, and be more
effective in working under unexpected conditions). Besides, schools are
also likely to adopt certain new approaches developed during the distance
learning (e.g. the digitalisation of education, expecting children to be
more self-reliant and autonomous in the learning process, and expecting
children to have better problem-solving skills).
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HOME AS A MIXTURE OF SPACES DURING THE COVID-19 PANDEMIC:
THE CASE OF MIGRANT FAMILIES IN POLAND

Anzhela Popyk
(SWPS University)

Abstract

The spread of the coronavirus has led to significant modifications in the
majority of social and private institutions. For most families, home is now the
location of many activities that are usually kept separate, such as work, school,
entertainment, and socialising. Migrant families, for whom the school was the
primary place for socialising, were forced to “host” school at home. As a result,
migrant families’ homes have been reconstructed from a private household and
intimate dwelling place into a mixture of spaces. This paper applies the theory
of social diffusion developed by Dodd and Winthrop, and the concept of social
solvation designed by Sarnowska et al., to study the diffusion of places at the time
of lockdown. The data are derived from a qualitative study of migrant families in
Poland during the school shutdown. This study investigates how the mixture of
various places within the home has affected the lives of family members.

key words: home, social diffusion, diffusion of spaces, migrant family, COVID-19

DOM JAKO MIESZANKA PRZESTRZENI PODCZAS PANDEMII COVID-19:
PRZYPADEK RODZIN IMIGRANTOW W POLSCE

Anzhela Popyk
(Uniwersytet SWPS)

Abstrakt

Pandemia COVID-19 spowodowala znaczace zmiany w funkcjonowaniu za-
réwno instytucji spotecznych, jak i prywatnych. Dla wiekszosci rodzin dom stat sie
przestrzenig wykonywania réznych aktywnosci, takich jak praca, nauka, rozryw-
ka czy zycie towarzyskie, ktére jeszcze przed pandemig byly realizowane osobno.
Rodziny imigranckie, dla ktérych szkota byta przede wszystkim miejscem socja-
lizacji i1 Zrédiem kontaktu z nowym spoteczenistwem, byly zmuszone przenieé¢
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ja do swoich domdéw. W zwiazku z tym dom rodziny imigranckiej przeksztalcit
sie z prywatnego gospodarstwa i intymnego miejsca w ,,mieszaning przestrzeni”.
W artykule zastosowano teorie dyfuzji spotecznej opracowang przez Dodda i Win-
thropa oraz koncepcje spotecznej solwatacji opracowana przez Sarnowskg i kole-
gbow do zbadania dyfuzji przestrzeni w czasie trwania lockdownu spowodowanego
rozprzestrzenianiem si¢ pandemii COVID-19. Dane pochodza z jako$ciowego ba-
dania rodzin imigrantéw w Polsce przeprowadzonego podczas zamkniecia szkét
w roku 2020. Celem badania jest analiza sposobu, w jaki mieszanina réznych prze-
strzeni w domach migrantéw wptyneta na zycie cztonkéw ich rodzin. W wyniku
analizy wyodrgbniono dwa rodzaje mieszanin przestrzennych o réznej wielkosci
i znaczeniu dla cztonkéw rodzin imigrantéw: jednorodne i niejednorodne.

stowa kluczowe: dom, dyfuzja spoleczna, dyfuzja przestrzeni, rodzina imigrantéw,
COVID-19
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ABSTRACT: National curricula are documents describing the knowledge, skills and
social competences that students should acquire at the appropriate stages of educa-
tion. In our article, we assume that these documents have the power to buttress the
existing status quo or to change reality. Generally speaking, they are an attempt at
transforming selected areas of culture in a deliberate, planned, and systemic manner.
This paper, by means of Hofstede’s 4-D model of cultural differences among soci-
eties (viz power distance, uncertainty avoidance, individualism versus collectivism,
masculinity versus femininity), is aimed at studying the way Polish and Ukrainian na-
tional curricula define the educational processes and Teacher-Student relations, in
order to reveal the correlation between the cultural differences and learning/teaching
process in Poland and Ukraine. A critical discourse analysis of the two state curricula
has been done to interpret their contents.
KEYWORDS: educational process, teacher-student relations, cultural dimensions, dis-
course analyses, core curriculum
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INTRODUCTION

Education is the basis of the intellectual, spiritual, physical and cultural development
of an individual, their successful socialization, economic well-being, key to the devel-
opment of a society, united by shared values and culture, and the state (Ukraine, Law
“On Education” 2017).

The plot of the world-famous Houellebecq (2016) novel Submission (French: Soumis-
sion) takes place in a fictitious space and presents a vision of the future, but selected
elements of the reality contained therein could happen. It is 2022. The Muslim Broth-
erhood wins the elections. The winning party is particularly interested in that area of
state apparatus which is education. Controlling this ministry, controlling schools and
colleges and dictating the content of the national curriculum allows for the rapid im-
plementation of major social changes.

Education is an integrative part of the development of every child in the major-
ity of countries. Primary and secondary education are compulsory till the age of 18
in both Poland and Ukraine (Ukraine, Law “On Education” 2017, Art. 12, Poland, The
Law on School 2016, Art. 31). Education is the “state priority that provides innovative,
socio-economic and cultural development of society” (Ukraine, Law “On Education”
2017, Art. 5). The central requirements concerning the education process in a country
is determined by law at a national level, whilst the specific conditions of learning and
teaching are presented in other regulations. In Ukraine, the educational process is
defined by the Decree “The State Standards for Primary Education” (2011) and “The
State Standards for Basic and Complete Secondary Education” (2011); in Poland its
defined by the Regulation of the Minister of National Education of Poland of 14 Feb-
ruary 2017 on the core curriculum for pre-school education and the core curriculum
for general education in primary schools.

One of the key purposes of students’ learning is to educate and carry the nation-
al, historical and cultural values of the country (Ukraine, Law “On Education” 2017,
Art. 54. Poland, The Law on School 2016). On the other hand, the learning and teach-
ing processes are determined by the existing values of society, and ecological factors
(Hofstede 2001) such as historical background, geographical position of the country,
ethnic composition, etc. The organization of the learning and teaching processes is
greatly influenced by cultural differences. Geert Hofstede, a Dutch social psychologist,
conducted studies on modern cultures and defined four primary cultural dimensions,
which despite much criticism (e.g.: Baskervilleon 2013, Jones 2007, Boski 2010, Strelau
and Doliniski 2008) provide a comprehensive and widely applied models of the cultural
differences in different parts of the world. Moreover, he described the role of cultural
differences in learning and teaching process, which is pertinent to this article. In his
work, Hofstede refers to some perplexities that may arise when teacher and students
come from various cultural backgrounds (Hofstede 1986). The indicators of the four
cultural dimensions (The Power Distance, the Uncertainty Avoidance, Individualism
versus Collectivism Dimension, Masculinity versus Femininity Dimension) for Teach-
er-Student interactions are used for the analysis of the national curricula in order to
study the way Polish and Ukrainian educational laws define the learning and teaching
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processes and Teacher-Student relations. Additionally, the goal of this article is to
study the correlation between the national curricula and Polish and Ukrainian cultural
differences in their teaching and learning processes, as well as their management and
organization styles.

To provide a comprehensive analysis, four valid documents were studied - the Reg-
ulation of the Minister of National Education of Poland of 14 February 2017 on the
core curriculum for pre-school education and the core curriculum for general educa-
tion in primary schools, and three Ukrainian documents that regulate the educational
process in the primary and secondary schools, The State Standard of Primary Educa-
tion in Ukraine, Decree from November 23rd, 2011, The State Standard of Basic and
General Secondary Education in Ukraine, Decree from April 20th, 2011, The Concept
of the “New Ukrainian School”.

CULTURAL DIMENSIONS

Learning and teaching processes, including teacher-student relations are determined
by various factors, such as the role and social status of teachers, management and
the organizational styles of schools, cultural differences, etc. Culture and values play
an essential role in the functioning of the T-S dyad (Hofstede G., Hofstede G. J. and
Minkov 2010). Many scientists (Myers and Tan 2002, Gutterman 2016, Kluckhohn and
Strodbeck 1961, Hall 1976, Trompenaars 1993 in Wackowski and Blyznyuk 2017) tried
to define factors that would allow cultural characteristics to be identified.

Hofstede defines culture as a “collective programming of the mind that distinguish-
es the members of one group of categories of people from another” where mind is
“feeling, thinking and acting with consequences for beliefs, attitudes and skills” (Hof-
stede 2001: 9). Culture determines the uniqueness of a certain collectivity in the same
way values and personality characterize an individual.

Differences and similarities between the cultures depend on the historical back-
ground and experience of a society. Hofstede points out several mechanisms, present-
ed in Figure 1, that let a group preserve their own culture for following generations.

Figure 1. The “Onion Diagram”: Manifestation of Culture at Different Levels of Depth

Source: Hofstede (2001).
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The value systems that are shared by most of the population are at the center of
the diagram. They, on the one hand, are rooted in the certain ecological factors, such
as geography, history, demography, technology, etc., while on the other, specify the
structure and functioning of the institutions, e.g. family patterns and educational sys-
tems, religion, etc., in a society. The established institutions support and reinforce the
social norms and values of its community. Moreover, they rarely change or influence
the norms within a relatively close society.

The outer layer of the diagram represents symbols, characterized by words, ges-
ture and pictures that carry some meaning recognized in the culture. The following
mechanism represents real or imaginary heroes who are prized and followed in the
group. The final one is rituals, that is the activities needed to achieve goals and these
are essential for individuals to be part of the culture. Practices, which connect all the
mechanisms, are visible to outsiders and have considerable meaning to the insiders of
the culture (Hofstede 2001).

These mechanisms and practices are necessary for preserving a society’s history
and identity, as well as to passing the culture on to posterity. Hofstede (1986) analyzes
cultures through four primary dimensions: power distance, uncertainty avoidance, in-
dividual versus collectivist cultures, femininity versus masculinity. Power distance
characterizes the level of the inequality which less powerful individuals tolerate and
consider its normality. Uncertainty Avoidance characterizes the extent to which
people from one culture are made nervous because of an unpredicted, unstructured
or unclear situation that requires other that traditional solutions. Individualist cul-
tures assume that a person minds own (and his/her immediate family) interests and
matters, while in the collectivist cultures a person belongs to the integrated groups
and protects their interests. Masculinity and femininity within a culture defines the
social roles attributed to men and women. The masculine cultures strive to set a clear
distinction between man, being ambitious, competitive, big and strong, and woman,
being small and weak (Hofstede 1986).

These dimensions were brought up after the study conducted in more than 50 coun-
tries in 3 regions, the main aim of which was to gauge the impact of the differences in
national culture and management. The researchers used a survey (Values Survey Mod-
ule) to run the study (Hofstede 1980). As some Central European countries didn’t take
part in the main research, Kolman et al. (2003) conducted the supplementary one in-
cluding the Czech Republic, Hungary, Poland and Slovakia. The Netherlands was sur-
veyed to conduct a comparison. As Ukraine was not surveyed in the primary research,
the scores were estimated comparing Ukraine to the rest of the European participating
countries. Prykarpatska (2008) provided the estimated scores of the cultural dimen-
sions in Ukraine basing on the comparison of the cultural dimensions ranking list for
European nations composed by Mikutowski-Pomorski (Mikutowski-Pomorski 2006 in
Prykarpatska 2008) [The results can be seen in the Appendix 1]. The scores are largely
corresponding to the ones published on the webpage https://www.hofstede-insights.
com/. The scores are rarely updated because the dimensions of the culture are chang-
ing very slowly, from generation to generation (Hofstede 2019).

As aresult of the following studies Hofstede (Hofstede G., Hofstede G. J. and Minkov
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2010) added two more dimensions Long-Short Term Orientation, which defines the
plans for future, and Indulgence- Restraint, that shows “the extent to which people
try to control their desires and impulses, based on the way they were raised” (Hofstede
Insights 2019).

Four primary dimensions, viz Power Distance, Individualism versus Collectivism,
Femininity versus Masculinity and Uncertainty Avoidance, which Hofstede refer to the
learning and teaching processes, are used in this paper and make the background for
the critical discourse analysis of the national documents in Poland and Ukraine.

THE IMPACT OF CULTURAL DIFFERENCE ON EDUCATIONAL PROCESS IN PO-
LAND AND UKRAINE

This article analyzes the characteristics of the educational process defined by the na-
tional curricula through the Hofstede’s 4-D model of cultural dimensions. The two
countries were chosen for their numerous similarities: Poland and Ukraine are neigh-
boring states with a common border of 535 km; both countries were influenced by
the communist regime (Poland till 1989, Ukraine till 1991); the end of the communist
regime caused many social, cultural, economic, educational changes in both states.
Moreover, the Education expenditure GDP in Poland and Ukraine in recent years has
been similar with 5,0% [1] and 5,1% [2] respectively. Despite the geographical and his-
torical similarities, Polish and Ukrainian cultures differ a lot. The figure bellow pres-
ents the results of the survey of cultural differences in Poland and Ukraine presented
by the Hofstede Institute.

Figure 2. Cultural Differences (in %) Between Poland (blue colour) and Ukraine (violet colour) (estimat-
ed) by Hofstede Insights 2019

93 99
92 %
68
40 bl
38
I I 14

Power Individualism Masculinity Uncertainty Long Term Indulgence
Distance Avoidance Orientation

Source: Self-generated, based on Hofstede 2019.



120 SOCIETY REGISTER 2019 /VOL. 3.,NO. 4

According to the survey results, Poland revealed a relatively large Power Distance
in comparison to Western Countries, though the lowest indicator among the four Cen-
tral European countries. At a score of 62 in Kolman’s et al. (2003) and 68 in Hofstede
Insights, Poland is a hierarchical country. It indicates that “[Polish] people accept a
hierarchical order in which everybody has a place, and which needs no further justifi-
cation” (Hofstede Insights 2019). Poles used to have good relations with their superi-
ors, who tended to have an autocratic management style (Kolman 2003). Poland still
maintains authoritative, less democratic and participative, business relations than the
Western European countries (Odrowgz-Coates 2017).

Ukraine scored 92 on this dimension. Its historical background of the XX centu-
ry strongly influenced the centralization of power and authorities, where the power
holders put great emphasis on social status and national symbols (Hofstede Insights
2019). Corruption Percentage Index (CPI) is among the indicators of Power Distance.
In 2016, the Index for Ukraine was 131 and 29 for Poland (maximum 176). CPI in a way
explains the 92 and 62 Power Distance Dimension scores in the Ukraine and Poland
(Wackowski and Blyznyuk 2017, Woldan 2009). Large Power Distance, hierarchical or-
der and autocratic attitude may increase the fear and lack of trust among employees
(Baranowski and Odrowgz-Coates 2018; Odrowgz-Coates 2017). The hierarchical po-
sition of teachers at school also cause fear and distrust among pupils. The table below
presents the indicators of the level of Power Distance in educational institutions.

Table 1. Differences in Teacher/Student Interactions related to The Power Distance Dimension (Hofst-
ede 1986: 313)

SMALL POWER DISTANCE SOCIETIES

LARGE POWER DISTANCE SOCIETIES

- knowledge can be obtained from any compe-
tence person or source

- student-centered education
- the teacher respects the students’ independence

- the teacher gives students the chance to start a
conversation

- students can contradict the teacher

- teachers are treated equally outside the school
- parents support students’ side

- young teachers are more liked by the students

- the teacher expects students to find their own
paths

- teacher is the only reliable source of knowl-
edge and a “guru” to the students

- teacher-centered education

- the teacher is the one who set the paths and
starts communication

- the teacher is not publicly criticized
- Students speak when the teacher invites

- the learning effectiveness depends on the
teachers’ excellence

- parents rather support the teachers’ side

- students show the teacher respect outside
school

- older teachers are more respected than young
ones

- students expect teacher to outline the paths

Source: Self-generated, based on Hofstede 1986.
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On the Individualism dimension Poland scored 60. This means that Poland is av-
erage among the Central European countries, but more collectivistic than Western
European countries, though much more individualistic than Asian countries. Ukraine,
on the contrary, scored 25 on this dimension, that demonstrates the influence of be-
ing a part of the Soviet Union for quite a long time. The main postulate of the USSR
was to create the community and perceive an individual as an integrative part of it
(Wackowski and Blyznyuk 2017, Hofstede Insights 2019). In the collectivist countries,
employees are more likely to cooperate than to work individually. Additionally, rela-
tions in business are very important and must be built carefully. Poland, however, has
a unique culture with a high level of PD and high level of IDV, that requires lots of skill
in managing the companies where “the manager is advised to establish a second “lev-
el” of communication, having personal contact with everybody in the structure, giving
the impression that “everybody is important” in the organization, although unequal”
(Hofstede Insight 2019).

In terms of school Individualism-Collectivism, these cultures are illustrated in the
learning programs and materials, which are developed to educate and raise some val-
ues, and perceive students either as an individual or a part of the group. The table
below shows level indicators of Individualism and Collectivism in educational insti-
tutions.

Poland has a highly masculine culture with a score of 64, where business is driven
by competition, achievement and success. In masculine cultures the main motivation
for employees is a desire to be the best and admired (Kolman et al. 2003, Hofstede
Insight 2019). Whereas, according to the study, Ukraine is rather a feminine country
with a masculine score of 27. Feminine culture is characterized by modest behavior,
great care for others and the importance of relations (Wackowski and Blyznyuk 2017).

A low score at a masculine might be related to the large Power Distance in Ukraine,
where the superiors show their dominant behavior, whilst is not appreciated among
the peers (Hofstede Insights 2019). This dimension illustrates the way the school spec-
ifies the reward and punishment systems, along with the purpose of the education.
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Table 2. Differences in Teacher/Student and Student/Student Interaction Related to the Individualism

versus Collectivism Dimension (Hofstede 1986: 312)

INDIVIDUALIST SOCIETIES

COLLECTIVIST SOCIETIES

- positive association in society with what-
ever is “new”

- one is never too old to learn; “permanent
education”

- students expect to learn how to learn

- individual students will speak up in class
in response to a general invitation by the
teacher

- individuals will speak up in large groups

- subgroupings in class vary from one situa-

tion to the next based on universals criteria
(e.g. the task “at hand”

- confrontation in learning situations can be
salutary: conflicts can be brought into the
open

- face-consciousness is weak

- education is a way of improving one’s eco-
nomic worth and self-respect based on abil-
ity and competence

- diploma certificates only have symbolic
value

- acquiring competence is more important
than acquiring certificates

- teachers are expected to be strictly impar-
tial

- positive association in society with whatever is
rooted in tradition’

- the young should learn; adults cannot accept stu-
dent role

- students expect to learn how to do

- individual students will only speak up in class when
called upon personally by the teacher

- individuals will only speak up in small groups

- large classes split socially into smaller, cohesive
subgroups based on particularist criteria (e.g. ethnic
affiliation)

- neither the teacher nor any student should ever be
made to lose face

- education is a way of gaining prestige in one’s social
environment and of joining a higher status group (“a
ticket to a ride”)

- diploma certificates are important and displayed on
walls

- acquiring certificates, even through illegal means
(cheating, corruption) is more important than acquir-
ing competence

- teachers are expected to give preferential treatment

to some students (e.g. based on ethnic affiliation or
on recommendation by an influential person)

Source: Self-generated, based on Hofstede 1986.

The table 3 displays the indicators of the Feminine and Masculine types of running
the educational institutions.

Poland scored 93 at the Uncertainty Avoidance (UA) dimension, which is relatively
high, while Ukraine 95 respectively. A high Uncertainty Avoidance indicates rigid be-
liefs and practices, where citizens are against sudden and unexpected change, have a
strong attachment to established rules and norms and used to plan the nearest future
(Hofstede Insight 2019). A high level of Uncertainty Avoidance is also characterized
by the rigid hierarchical management structure and conservative rules and procedures
in business relations (Wackowski and Blyznyuk 2017). A UA level directly outlines the
management style and structure of the institutions, for example schools. It also de-
termines the learning programs and the approach to teaching styles. The table below
presents the indicators of Uncertainty Avoidance typical for educational institutions.
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Table 3. Differences in Teacher/Student and Student/Student Interaction Related to the Masculinity
versus Femininity Dimension (Hofstede 1986: 315)

FEMININE SOCIETIES

MASCULINE SOCIETIES

- teachers use average student as the norm

- system rewards students’ social adaptation
- students admire friendliness in teachers

- corporal punishment severely rejected

- male students may choose traditionally femi-
nine academic subjects

- students choose academic subjects in view of
intrinsic interest

- teachers use best students as the norm
- system rewards students’ academic performance
- students admire brilliance in teachers

- corporal punishment occasionally considered
salutary

- male students avoid traditionally feminine aca-
demic subjects

- students choose academic subjects in view of
career opportunities

Source: Self-generated, based on Hofstede 1986.

Table 4. Differences in teacher/student interactions related to the uncertainty avoidance dimension

(Hofstede 1986: 314)

WEAK UNCERTAINTY AVOIDANCE
SOCIETIES

STRONG UNCERTAINTY AVOIDANCE
SOCIETIES

- students feel comfortable in unstructured
learning situations: vague objectives, broad
assignments, no timetables

- teachers are allowed to say “I don’t know”
- a good teacher uses plain language

- students are rewarded for innovative ap-
proaches to problem solving

- teachers are expected to suppress emotions
(as are students)

- teachers interpret intellectual disagreement
as a stimulating exercise

- teachers seek parents’ ideas

- students feel comfortable in structured learning
situations: precise objectives, detailed assignments,
strict timetables

- teachers are expected to have all the answers
- a good teacher uses academic language

- students are rewarded for accuracy in problem
solving

- teachers are allowed to behave emotionally (as are
students)

- teachers interpret intellectual disagreement as
personal disloyalty

- teachers consider themselves experts who cannot
learn anything from lay parents-and parents agree

Source: Self-generated, based on Hofstede 1986.
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The aforementioned cultural differences with the indicators listed state the basis
for the analysis of the national curricula of Poland and Ukraine.

RESEARCH DESIGN

The purpose of our article was to show whether and to what extent the individual in-
dicators of the cultural dimensions described by Hofstede are “reflected” in Polish and
Ukrainian laws which define the learning and teaching processes, and teacher-student
relations. The legal documents we have analyzed function as national curricula. Let’s
remember that the additional goal of this article is to study the correlation between
the national curricula and the cultural differences of Polish and Ukrainian cultures
in teaching and learning processes, as well as their management and organizational
styles.

In Polish education law, the applicable teaching content and skills that must be
included in the curriculum are presented in the Regulation of the Minister of Nation-
al Education of 14 February 2017 which contains the core curriculum for pre-school
education and the core curriculum for general education in primary schools. This is
the main document that organizes the learning process in Polish schools. There is no
exact equivalent of the Polish core curriculum in Ukraine, but there are other national
documents regulating the learning and teaching process. They are: The State Standard
of Primary Education in Ukraine, Decree from November 23rd, 2011, The State Stan-
dard of Basic and General Secondary Education in Ukraine, Decree from April 20th,
2011, and The Concept of the “New Ukrainian School” from 2018. All three documents
are currently in force and regulate the educational process in primary and secondary
schools in Ukraine. The concept of the “New Ukrainian School” has been implemented
since the 2017/2018 school year, firstly for the first graders, and is expected to super-
sede the other two Decrees by 2021. The listed documents in their original languages
- Polish and Ukrainian - were the subject of our analysis. We chose critical discourse
analysis as the research method. We remained aware that there are two approaches
to discourse analysis popularized among researchers from around the world: the so-
called French concept of discourse (Foucault, Habermas, Ducrot) and the Anglo-Saxon
concept of discourse (van Dijk). According to the French school, linguistic layers of the
text are the primary subject of analysis. According to the Anglo-Saxon school, dis-
course analysis falls within the socio-cultural current and its purpose is to recognize
the social and political structure, as well as to identify current social problems that are
reflected in the discourse (Grzymata-Kaztowska 2004).

Critical discourse analysis has now grown into one of the most popular interdis-
ciplinary research perspectives. It covers a rich and diverse range of methods and
positions (Ostrowicka 2014), and, for several reasons, proved to be the suitable for
our studies. First, we treat national curricula as specific statements on education that
are communicatory in character yet contain elements of persuasion (Sliwerski 2009).
Secondly, specific indicators of cultural dimensions which appear in national curric-
ula are an expression of what from the outset is considered important in educational
reality. (Generally speaking, “the creators of national curricula have decided what is
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important”). It can also be assumed as that the contents of national curricula are con-
veyors of belief systems and values, and even of presumed visions of a certain social
order. The belief system and values in question have been analyzed by us using Hof-
stede’s cultural dimensions: power distance, uncertainty avoidance, individual versus
collectivist cultures, femininity versus masculinity. We want to discover how visions
from national curricula coincide with reality. Thirdly, we want to show the manip-
ulative role of national curricula. The documents which we will analyse oblige — at
least formally - Polish and Ukrainian teachers and students to understand learning
and teaching, and the organization of these processes in accordance with national
curricula. Critical discourse analysis will allow us to take a “new” look at the analyzed
documents. We will see which elements of Hofstede’s cultural analysis are particularly
strengthened and which are not found in the analyzed documents. Fourthly, we as-
sume that as researchers we are not axiologically neutral. Each of us will analyze doc-
uments from our country of origin. We realize that we are representatives of different
cultures and identify with different Hofstede’s dimension indicators. As reflective re-
searchers, however, we are aware of this and try to make it an asset, not a disadvantage
(Bourdieu and Wacquant 2004; Giddens 1993)

Most often, critical discourse analysis consists of three stages. These are: 1) anal-
ysis of the text that is the subject of the research, 2) analysis of discursive social pro-
cesses involving the analysis of the reception and interpretation of text by people,
3) research on the impact of discourse, i.e. reflecting on discourse as a key factor in
the construction of social life (Dartowicz 2016). We will briefly touch on the first two
stages because of the limited volume of our text. Given the objectives of our article, we
focus primarily on the third stage.

RESULTS OF RESEARCH - NATIONAL CURRICULA SEEN THROUGH THE HOF-
STEDE’S 4-D MODEL OF CULTURAL DIMENSIONS

Most definitions of culture contain a material and a spiritual aspect. Culture is defined
by Hofstede at al. (2010) as a collective mind programming that distinguishes mem-
bers of one group or category from members of another. National cultures are defined
as collective mind programming resulting from growing up in a particular country.
Culture contains specific dimensions (described as Hofstede’s 4-D model) that are
subject to observation and measurement.

Let’s look at the contents of core curricula through the prism of Power Distance.
In both Ukrainian and Polish core curricula there is a clear advantage to small power
distance. One of the indicators of this dimension is societies-knowledge can be obtained
from any competence person or source. The ability to independently search for infor-
mation, critically evaluate it and form independent judgments is emphasized. For ex-
ample: a student is to: “critically analyze and use information from various sources”
(Regulation of the Minister 2017: 12), “formulate judgments on selected social prob-
lems of the modern world” (Regulation of the Minister 2017: 109); “student’s ability
to use information and communication technologies and other means for performing
personal and socially important tasks” (The State Standard of Primary Education in
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Ukraine 2011: 2). However, we did not notice a single entry affirming that the Teacher
is the only reliable source of knowledge and a “guru” for the students. Polish and Ukrainian
national curricula entries support student-centered education. A personalistic con-
cept of education manifests itself, for example, in the “ability to express one’s own
expectations and social needs” (Regulation of the Minister ...: 32), “encouraging stu-
dents to self-assess their own work” (Regulation of the Minister 2017: 81). “The most
nurturing teaching methods are those that mobilize the student, enabling him to build
knowledge by himself” (Regulation of the Minister 2017: 129). In Ukraine: “there isn’t
any administrative control that limits pedagogical creativity, children’s active par-
ticipation in the educational process, interests and experience-oriented education”
(The State Standard of Primary Education in Ukraine 2011: 18). Students are to have
the opportunity to experiment, work with projects, their cognitive activity is to be
stimulated (Regulation of the Minister 2017: 150). Education —applied to the subject
of preparation for family life — concerns the ability to adopt an integral vision of an
individual as well as the choice and implementation of values serving personal devel-
opment (Regulation of the Minister ...: 197). Despite the general attitude towards stu-
dent-centered education, there are manifestations of teacher-centered education in the
Polish national core curriculum. These are noticeable at the education planning level
- those responsible for this sphere are the teachers, who ‘by organizing classes plan
the education process (Regulation of the Minister 2017: 54). However, teachers are not
the ones who set the paths and start communication. On the contrary, in both national
core curricula we find many regulations supporting respecting students’ independence
by teachers. Let’s give some examples. Teachers are obliged to: “support the student
in identifying his own predispositions and determining the path of further education”
(Regulation of the Minister 2017: 11), “encouraging <students> to organized and con-
scious self-education based on the ability to prepare their own workshop (Regulation
of the Minister 2017: 11).

Ukrainian curriculum states: ,distributed leadership (productivity, making a choice
and responsibility for it)”; also “[the educational institution] needs to ensure free-
dom and children’s rights in all aspects,, (The State Standard of Primary Education in
Ukraine 2011: 17,19).

Education, therefore, has as its task: “to awaken and develop a student’s reflexivity
and axiological sensitivity and to nurture an attitude of respect, openness, coopera-
tion and responsibility” (Regulation of the Minister 2017: 30). Whilst in the Ukrainian
curriculum “[teachers] need to make the educational environment as a bright element
of childhood” and “[a teacher] needs to take into account the individual abilities and
skills of every pupil” (The State Standard of Primary Education in Ukraine 2011: 18,
19). Polish and Ukrainian national core curricula contain many records proving that
a teacher allows students to start a conversation and choose a path. However, there is
no record that a teacher cannot be publicly criticized, and that student can only speak
when the teacher invites them to. We discovered indications of giving the students the
opportunity to choose their own education path and the unfettered voice in the following
narratives: “encouraging organized and conscious self-education based on the skill
of preparing their own workshop” (Regulation of the Minister 2017: 11), “the student
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attains the need and the skill of independent, reflective, logical, critical and creative
thinking “(Regulation of the Minister 2017: 33),” the student... agrees with or disputes
other people’s opinions, substantively justifying his own opinion (Regulation of the
Minister 2017: 68), “the student 1) recognizes his/her own needs and the needs of
others; 2) plans further education, taking into account his/her skills and interests;
... 4) presents his/her own rights and obligations “(Regulation of the Minister 2017:
104). Additionally, Ukrainian documents inform of ,,ensuring the possibility to make
choices and independent decisions while realizing their consequences” (Bibik 2018:
45); “provide time and opportunities for critical thinking; appreciate this, allowing
children to think freely” (Bibik 2018: 62).

Some of the indicators listed by Hofstede on both the small and large power dis-
tance were not identified by us in the Polish and Ukrainian national core curricula.
These were indicators that the parents were either for or against the teacher and re-
lated to the importance of the teacher’s age - neither are young teachers more liked by
the students, nor are older teachers more respected than the young ones.

Our analyses of the Polish and Ukrainian core curriculum from a small-large power
distance perspective in the context of research on national cultures allow us to draw
some conclusions. Firstly, the hierarchical nature of Polish society is reflected in the
Polish core curriculum to a negligible (practically imperceptible) degree. Similarly —
though not so clearly — it is presented in the Ukrainian core curriculum, with great-
er attention to child-centered education with respect to children’s rights, voice and
choice. Secondly, teachers and children are treated as partners. “[The educational
process] is realized by the joint participation of teachers and students, teachers and
parents, which involves understanding, shared interests and aspirations for the per-
sonal development of students” (Bibik 2018: 17). Moreover, the partnership princi-
pals are defined as: “respect, goodwill and positive attitude, trust, dialog, cooperation,
shared leadership (pro-activeness), and social partnership (equality of parties, volun-
tary commitment, and an obligation to fulfill agreements) (Bibik 2018:17).

Let’s remember that Polish culture, according to Hofstede research, is characterized
by a fairly high degree of individualism and the Ukrainian culture is more collective.
Is this result reflected in the core curricula we analyzed and if so, to what degree?
What do the Polish and Ukrainian core curricula say about interpersonal relations;
social networks; sources of identification - “I”, “we”?

The authors of the Polish core curriculum repeatedly refer to social collectivism
and try to show the importance of tradition. Specific and easily identifiable examples
are: ‘Education and upbringing in a primary school are conducive to developing civic,
patriotic and social attitudes of students.” The school’s task is to strengthen the sense
of national identity, attachment to national history and traditions” (Regulation of the
Minister 2017: 14). “ In the implemented didactic and educational process, the school
undertakes activities related to places important for national memory, forms of com-
memorating figures and events from the past, the most important national holidays
and state symbols” (Regulation of the Minister 2017: 15), “The awakening of a sense
of love for the homeland through respect and attachment to the tradition and history
of one’s nation and its achievements, culture and mother tongue is shaped during the
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implementation of the history subject” (Regulation of the Minister 2017: 22), “The
teacher’s task ... is above all ... to develop a sense of national identity and respect for
tradition” (Regulation of the Minister 2017: 70) and many others. A similar position
is taken by the Ukrainian educational system, noting that it’s important “to be able to
cooperate with various partners in groups and pairs, play different roles and functions
within a group” (The State Standard of Primary Education in Ukraine 2011: 2).

In the light of the analyzed documents, positive association in society with whatever
is “new” is also noticeable, but to a lesser extent than traditionalism, Contents of the
core curriculum relating to modernity are limited to the “technical” side of educa-
tion and relate to the latest technologies, e.g. “The student ... distinguishes between
modern forms of messaging (e.g. e-mail, SMS) and uses them properly, observing the
rules of language etiquette” (Regulation of the Minister 2017: 64), “Programming and
solving problems using a computer and other digital devices: arranging and program-
ming algorithms, organizing, searching and sharing information, using computer ap-
plications” (Regulation of the Minister 2017: 175). Meanwhile similar content can be
found in the Ukrainian curriculum: “[pupil can] search the necessary information us-
ing search engines and expert systems, including the Internet” (The State Standard of
Primary Education in Ukraine 2011: 13). At one point of the core curriculum, we no-
ticed a provision about permanent education, namely: “The student plans further ed-
ucation, taking into account his own interests, abilities and skills as well as advice of
other people and the situation on the labor market” (Regulation of the Minister 2017:
105). In the Ukrainian curriculum, lifelong learning makes up one of the key skills of
the pupils: “there should be provided the possibility for individual development of pu-
pils, who will be able to self-realize and participate in the life of a democratic, social,
legislative and civil society of the today’s diverse world with a help of the gained skills
and knowledge” (The State Standard of Primary Education in Ukraine 2011: 8).

An indicator of Hofstede’s collectivism is the following category — students expect to
learn how to do, and of individualism the following category — students expect to learn
how to learn. Both are clearly displayed in the Polish core curriculum and it is difficult
to discern which is the more predominant. Clearly the authors of the core considered
both categories equally important. The following fragments may be taken as indica-
tors of learn how to do: “To understand the essence of life science, practical knowledge
is also indispensable” (Regulation of the Minister 2017: 25), “Therefore, they should
learn the basic methods of IT so that they can use them in the future in practical
situations in various fields” (Regulation of the Minister 2017: 27), “The student at-
tains ... the ability to ask questions, perceive problems, collect information needed
to solve them, plan and organize the activity, as well as solve problems” (Regulation
of the Minister 2017: 33 ), “It is necessary to implement the content of teaching in
such a way that students understand the usefulness of individual issues in the every-
day life of a human being — a member of individual social groups and communities
(Regulation of the Minister 2017: 109). The how to learn category was noticed by us
in the following - selected — fragments of the Polish core curriculum: “Even the best
school will not teach everything. However, it will provide tools to expand knowledge
independently, while maintaining the necessary criticism and ensuring the reliability
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of the communication” (Regulation of the Minister 2017: 22), “The student ... uses
acquired skills to solve problems and explore the world, taking care of (their) own
development and creating individual learning strategies” (Regulation of the Minister
2017: 36), “Developing skills of independent information access, selection, synthesis
and evaluation. Developing habits of systematic learning and of organizing acquired
knowledge and deepening it” (Regulation of the Minister 2017: 60). The Ukrainian
educational program also tends to teach pupils how to learn: “[pupil] has an ability to
learn - prove their own opinion and shared thoughts” (Bibik 2018: 17).

In the Polish core curriculum, we found an entry indicating collectivism, indicat-
ed by individual students will only speak up in class when called upon personally by the
teacher. This entry read: “The student ... listens and waits his turn, controls the urge
to speak suddenly (Regulation of the Minister 2017: 34).

The Polish core curriculum contains individual entries which we have identified as
manifestations of individualism, but which are difficult to relate directly to indicators
distinguished by Hofstede, e.g. “The project method assumes a significant indepen-
dence and responsibility of participants, which creates conditions for students to in-
dividually manage the learning process” (Regulation of the Minister 2017: 14) or “The
school and individual teachers undertake actions aimed at individualized support for
the development of each student, according to his needs and abilities” (Regulation of
the Minister 2017: 13).

Ukraine is defined as a collectivist country, whereas the New Ukrainian School,
which provides the foundation for a new Standard of the Primary and Secondary Ed-
ucation, presents proof of both dimensions - individualism and collectivism. It’s said
that it’s important, on the one hand, to “build skills of collective work and cooper-
ation” (The State Standard of Primary Education in Ukraine 2011: 2), while on the
other, “[develop] critical thinking: pupils learn to question, doubt and assess opin-
ions, which are different or similar to theirs” (Bibik 2018: 49). The new program also
promotes teachers’ impartial treatment, noting: “fairness and impartial treatment ...
a teacher and children perceive the contribution of every child equally, with kindness
and respect regardless of their abilities, social background or gender” (Bibik 2018: 49).

Another dimension of Hofstede’s 4-D model of cultural differences among soci-
eties is determined by masculinity at one extreme and femininity at the other. In
fact, we didn’t find any references to masculinity in either of the core curricula. The
exception is the provision in the Polish core, testifying that students admire brilliance
in teachers, which reads: “The student: listens carefully to the teacher’s statements ...
shows respect to the speaking person” (Regulation of the Minister 2017: 34). There are
references to femininity in the Polish and Ukrainian cores, but in trace amounts. Ex-
amples from the Polish core curriculum are: the school ensuring safe conditions and a
friendly learning atmosphere (Regulation of the Minister 2017: 11) and “introducing
students to the world of values, including dedication, cooperation, solidarity and al-
truism” (Regulation of the Minister 2017: 11).

The Ukrainian curriculum stresses the necessity of taking into account the abil-
ities and skills of every child: “...refusal to focus on the educational achievements
of the average student and compulsory consideration of the interests of each child”
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(Bibik 2018: 19). The new Ukrainian Standard of Education is based on the following
principals that qualify the country to the feminine dimension group: “Recognizing
that every child is talented. Ensuring equal access to education, prohibiting all forms
of discrimination. Separation of children based on pre-selection at individual, group
and institutional levels will not be allowed” (Bibik 2018: 22). Moreover, the curricu-
lum prohibits psychological or corporal punishment by stating “Security. Creating an
atmosphere of trust and mutual respect. Making the school a safe place where there is
no violence and harassment” (Bibik 2018:23). Additionally, the core curriculum gives
advice to the teachers about how to choose and realize the topic of the lessons, taking
into the account every child’s interests. It is said that “Additional training sessions for
assistants may be held throughout the year, depending on the needs and interests of
the assistants ...Make a list of tasks for each assistant, including their interests in the
skills and needs of the teacher” (Bibik 2018: 112).

The categories of femininity and masculinity are associated with consent or lack
of it to show concern for others, friendly or competitive relationships; valuing or not
material success and progress, and clearly divided into male and female roles. Both
countries promote the feminine approach to the learning and teaching processes,
highlighting the importance of perceiving each child as an individual with their own
needs, ideas, and opinions; free of violence and corporal punishment at school.

Societies with weak uncertainty avoidance have few rights and principles. If ex-
isting regulations are often unobserved, they should be changed. These societies are
tolerant and friendly to young people. Societies with strong uncertainty avoidance
abide by many detailed laws and principles. Conservatism, law, order and a hostile at-
titude to young people dominate. It is easy to conclude that these societies are intoler-
ant and marked by religious, ideological and political fundamentalism. The discovery
of manifestations of both week uncertainty avoidance societies and strong uncertainty
avoidance societies in national core curricula was a major research challenge.

In the Polish national core curriculum, there is relatively little content that can be
related to the analyzed dimension, and if it is present then it is rather on the week and
not strong avoidance societies’ side. Interestingly, according to Hofstede, the fact that
teachers are allowed to behave emotionally (as are the students) is an indicator of strong
uncertainty avoidance. References to the emotional aspect of education and upbring-
ing are revealed in the selected quoted narratives: “The school’s tasks include ... un-
derstanding of emotions, own feelings and those of others, conducive to maintaining
mental, physical and social health” (Regulation of the Minister 2017: 18), “Emotion-
ality is an important factor shaping the development of the student and determining
the perception of themselves, other people and the world” (Regulation of the Minis-
ter 2017: 21), “The student achieves ... the ability to realize the feelings experienced
by other people while trying to understand why they occur, as well as differentiating
forms of their expression depending on age” (Regulation of the Minister 2017: 32)
“The student uses the names of emotions and feelings to describe his own experiences
and the experiences of other people in the context of various moral experiences; uses
these concepts to characterize the experiences, actions and attitudes of the characters
in novels, stories, films, theater performances and computer games” (Regulation of
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the Minister 2017: 203). A closer look at the fragments concerning feelings and the ex-
pression of emotions, recorded in the Polish core curriculum raises some doubts as to
the assignment of these descriptions to the category of the strong avoidance societies.
In social practice, the free expression of emotions is after all an expression of toler-
ance and friendship in interpersonal contacts, i.e. it is equivalent to less avoidance so-
cieties. Undoubtedly, this very dimension, i.e. of less avoidance societies - is reinforced
by the indicators of the category: students are rewarded for innovative approaches to
problem solving written in the Polish national curriculum. Examples: “General edu-
cation in primary school aims to: ... 4) develop competences such as creativity, in-
novation and entrepreneurship; 5) develop the skills of critical and logical thinking,
reasoning, arguing and inferring” (Regulation of the Minister 2017: 11), “The most
important skills developed as part of a general education in a primary school are:
... 4) creative problem solving in various fields with the conscious use of methods
and tools derived from computer science” (Regulation of the Minister 2017: 12), “The
subject of physics is above all an opportunity to constructively verify students’ views
and a time in which to build the foundations of scientific thinking - asking questions
and looking for structured answers” (Regulation of the Minister 2017: 159). The Pol-
ish core curriculum contains individual entries that can be indirectly referred to the
category — teachers interpret intellectual disagreement as a stimulating exercise. These
read as follows: “Teachers ... should aim for students to shape within themselves an
attitude of dialogue, the ability to listen to others and understand their views (Regu-
lation of the Minister 2017: 29-30). We also have an indirect reference to the category
— teachers seek parents’ ideas. “Raising a younger generation is the task of the family
and the school, which in its activities must take into account the will of the parents”
(Regulation of the Minister 2017: 15). The same category also appears in the descrip-
tion of the subject of preparation for family life — “The school’s tasks in the field of
preparation for family life include in particular: supporting the educational role of the
family “(Regulation of the Minister 2017: 201). The Polish core of the programs does
not contain a single record stating that teachers interpret intellectual disagreement as
personal disloyalty nor that teachers consider themselves experts who cannot learn any-
thing from lay parents — and parents agree.

In the comparison, Ukrainian curriculum promotes the ideas of open-minded teach-
ing styles, that give more freedom and accounts for everyone’s needs. The school day
is planned, and the lessons are conducted based on chosen topics, as the curriculum
points out all the topics that should be covered at the primary and secondary school.
The new core curriculum, however, suggests a more flexible approach towards lesson
plans. It is mentioned that “the educational tasks and time for their [primary pupils]
implementation depend on the individual characteristics of the students ... training
should be organized through activities, by means of play both in the classroom and
beyond” (Bibik 2018: 20, Nychkalo 2017), what’s more “It is recommended that 20% of
the planned study time must be reserved to enable students to meet their educational
needs, balance their achievements, develop transversal skills, etc.” (Bibik 2018:25).
It is also mentioned that teachers are allowed to say “I don’t know, that characteriz-
es the weak uncertainty avoidance cultures, “[teachers] should be honest and admit
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their mistakes” (Bibik 2018: 45). In the category students are rewarded for innovative
approaches to problem solving, the national curriculum of Ukraine says that “a cre-
ative self-expression ... critical thinking and creative thinking” (The State Standard of
Primary Education in Ukraine 2011: 3, 8) is appreciated. In order to prove that teach-
ers interpret intellectual disagreement as a stimulating exercise, the core curriculum of
Ukraine highlights that “A child may not agree with the ideas of others, then these is-
sues are considered in the process of free discussion. Various ideas are listened to and
discussed because there is mutual trust among children” (Bibik 2018: 49). And finally,
the new Ukrainian program advises teachers to seek parents’ ideas and support in edu-
cational process. It is mentioned that “Teachers invite parents and other family mem-
bers to join the learning process ... Teachers regularly interact with parents and other
family members to increase support for children in their learning” (Bibik 2018:110).

Attempting to summarize the weak - strong uncertainty avoidance dimension, we
note that in the attitude of the Polish program the weak uncertainty avoidance dimen-
sion category is reinforced. Let us note, however, that the documents analyzed were
quite poor in describing the behavior and attitudes of students and teachers that could
directly refer to this dimension. However, based on what we have, we can say that the
most important Polish documents regulating the processes of education and upbring-
ing support student innovation — and therefore they support the young. They allow
those who are subject to education to express their feelings freely and - to a limited
extent — allow students disagreement understood as a stimulating exercise.

Ukrainian educational standard, with a high score of the strong uncertainty avoid-
ance of the culture, almost completely organizes the learning process with a little
share of self-study time. Though, it points to the necessity of teacher-parent coop-
eration and anticipates that teacher should admit own mistakes if there are so. The
mentioned issues prove the new orientation the Ukrainian schools.

CONCLUSIONS

This article introduced the critical discourse analysis the Polish and Ukrainian nation-
al curricula through the prism of four cultural dimensions defined by Geert Hofstede.
It was aimed to study the way both national standards of education define teacher-stu-
dent relations and support/contradict the data of the cultural dimensions presented
by the Hofstede Institute.

Although close geographical position and cultural and language similarities, Po-
land and Ukraine have divergent history, including the history of education and core
curricula, and refer to different cultural dimensions. According to the data, Polish cul-
ture is more individualistic and masculine than Ukrainian one. Though, has a less
power distance and similar uncertainty avoidance.

National curricula bare reciprocal objectives, on the one hand, to present and cher-
ish the national culture and values, while on the other, to delineate the teaching/
learning process with the high standards and contemporary orientation of education.
Poland and Ukraine have very different paths of educational programs and institu-
tions, that are determined by the time of becoming independent. Poland became a



ANZHELA POPYK & ANNA PERKOWSKA-KLEJMAN 133

sovereign country in 1918 and began to implement the unification of the second-
ary education and compulsory education in 1919 through the first educational pro-
grammes, published in 1918-1922. Since then, Polish national educational programs
have come through many reforms and changes (Osinski 2010).

Meanwhile, Ukrainian educational standards were determined by the USSR poli-
cies for seventy years. The first independent Ukrainian law on education was passed
in 1992, while the first concept of the national standard of education was adopted in
1996. The national curriculum of Ukraine had been developing till 2018, when the
concept of New Ukrainian School, that supports contemporary educational standards
of many European countries and Children’s Rights, was legislated.

The history of the national curricula greatly affected the orientation of the edu-
cation processes in both countries. Polish curriculum with its larger history presents
greater attention to the student-centered education, that tend to provide space for
individual work and development, while at the same time, respect and support pupil’s
rights and views.

Ukrainian recently adopted educational standards of a “New Ukrainian School” pro-
motes child-oriented teaching/learning process to a greater extent than the previous
ones. It stresses the necessity to provide time and space for self-study and self-eval-
uation of the students. Moreover, similarly to the Polish core curriculum, the new
educational law of Ukraine reorganizes the learning process in the primary school.
Education during the first three years lets pupils educate at own pace and does not
anticipate any grades but description evaluation of the students’ progress. This ap-
proach provides no pressure but motivation for the pupils.

Poland with its individual culture stresses individualism in the learning process
of the pupils with cultivating skills of cooperation and ability to work in a group. Al-
though Ukraine is an example of a collectivist culture, it promotes very similar ap-
proach towards the individual work and cooperation of the pupils of the primary and
secondary schools.

Both Ukrainian and Polish curricula assume rather feminine approach to the teach-
ing/learning process, despite the different result of the culture statistics from the Hof-
stede’s study. Similarly, the two curricula foresee the low uncertainty avoidance of the
educational process, that contradicts the results of the culture studies.

The aim of this article was to evaluate at what degree the national core curricula
of Ukraine and Poland go with or contradict the indicators of the four cultural dimen-
sions by Geert Hofstede. As a result, we can state that in the most cases the orienta-
tion of the national educational documents do not reinforce and prove the results of
the cultural studies.

We would like to stress that the presented analysis concerns the study of the na-
tional documents, but not the factual situation of the teacher/learning process and
teacher-student relations in Polish and Ukrainian school. In order to verify whether
the actual educational process in the schools uphold the orientation of the core cur-
ricula, a distinct study should be provided.
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NOTES

[1] Monitor edukacji i ksztatcenia. Retrieved September 20,2019 (https://ec.europa.eu/
education/sites/education/files/document-library-docs/et-monitor-report-2018-po-
land_pl.pdf).

[2] Ukraine-Government Education Expenditure. Retrieved September 20, 2019

(https://countryeconomy.com/government/expenditure/education/ukraine).
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Appendix 1.

Table 1. Value Dimensions for Ukraine (estimated by Prykarpatska)

Dimensions Ukraine
Individualism ~ 38
Power Distance ~96
Masculinity ~40
Uncertainty Avoidance ~93

Source: Prykarpatska 2008.
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