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Abstract: The aim of this research was to identify the educational practices that elementary school teachers
use in working with immigrant children for linguistic and academic support purposes. Empirical data were
collected through interviews with twenty elementary school teachers. The interviews were analyzed using in-
ductive and deductive content analysis methods. The measures to create a favorable atmosphere in the class-
room and the psychological comfort of the child include practices to promote respect for different ethnicities,
developing intercultural communication skills. In the absence of institutionalized structures, teachers take the
initiative to adapt their teaching and instructional methods when working with immigrant children. The inclusion
of parents in the educational process can be used in all directions of the practices of teachers with immigrant
children. In the context of Tatarstan, the teaching of Russian as a foreign language is possible through the Ta-
tar language, which belongs to the Turkish language family. The native languages of most immigrants arriving
in Tatarstan also belong to the Turkish language family.
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Resumo: O objetivo da presente pesquisa foi identificar as praticas educativas que os professores do ensino
fundamental utilizam no trabalho com criangas imigrantes para fins linguisticos e de apoio académico. Os
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dados empiricos foram coletados por meio de entrevistas com vinte professores do ensino fundamental. As
entrevistas foram analisadas por meio de métodos de analise de conteudo indutiva e dedutiva. As medidas
para a criagdo de um clima favoravel na sala de aula e o conforto psicolégico da crianga incluem praticas
de promogao do respeito as diferentes etnias, desenvolvendo habilidades de comunicagao intercultural.
Na auséncia de estruturas institucionalizadas, os professores tomam a iniciativa de adaptar seus métodos
de ensino e instrugdo ao trabalhar com criangas imigrantes. A inclusdo dos pais no processo educacional
pode ser usada em todas as diregdes das praticas dos professores com criangas imigrantes. No contexto do
Tartaristdo, o ensino do russo como lingua estrangeira é possivel por meio da lingua tartara, que pertence a
familia das linguas turcas. As linguas nativas da maioria dos imigrantes que chegam ao Tartaristdo também
pertencem a familia das linguas turcas.

Palavras-chave: Praticas educacionais de professores. Filhos imigrantes. Apoio linguistico. Apoio académi-
co. Promogao de um clima favoravel.

Resumen: El objetivo de esta investigacion fue identificar las practicas educativas que utilizan los maestros
de primaria en el trabajo con niflos inmigrantes con fines de apoyo linglistico y académico. Los datos em-
piricos se recopilaron a través de entrevistas con veinte maestros de escuela primaria. Las entrevistas se
analizaron utilizando métodos de analisis de contenido inductivos y deductivos. Las medidas para crear un
ambiente favorable en el aula y el confort psicolégico del nifio incluyen practicas para promover el respeto a
las diferentes etnias, desarrollando habilidades de comunicacion intercultural. En ausencia de estructuras ins-
titucionalizadas, los maestros toman la iniciativa de adaptar sus métodos de ensefianza e instruccién cuando
trabajan con nifios inmigrantes. La inclusién de los padres en el proceso educativo se puede utilizar en todas
las direcciones de las practicas de los profesores con nifios inmigrantes. En el contexto de Tartaristan, la en-
sefianza del ruso como lengua extranjera es posible a través del idioma tartaro, que pertenece a la familia del
idioma turco. Las lenguas nativas de la mayoria de los inmigrantes que llegan a Tartaristan también pertene-
cen a la familia de las lenguas turcas.

Palabras claves: Practicas educativas de los professores. Nifios inmigrantes. Apoyo linguistico. Apoyo aca-
démico. Promocion de un clima favorable.

1 INTRODUCTION

Russia has one of the highest numbers of immigrants, although immigration is a re-
latively new phenomenon for the country. According to the Ministry of Internal Affairs (The
Ministry of internal Affairs 2018) the number of registeredimmigrants in Russia as of June
2018 is 6.993.602 people.

The largest migration flows are fromUzbekistan (3,446,849), Tajikistan (1,745,554),
China(1,437,891), Ukraine (1,319,051), Kyrgyzstan (620,417), Kazakhstan (502,420), Azer-
baijan (490,265) and Armenia (490,168).There is no statistical data regarding migrant chil-
dren in Russia. According to the Committee for Education (Dudko 2014), the percentage of
children of immigrants is higher in small schools (not more than 400 students), and there are
no more than 5% of them in big schools. In a significant number of Russian schools there
are no immigrant children (Alexandrov et al. 2012, 15).

In accordance with the Russian legislation immigrant children are entitled to receive
education in any school in Russia. Chapter 1, Article 5 of the law “On Education in the Rus-
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sian Federation” (2013) states: “1. There is a guaranteed right to education for every person
in the Russian Federation. 2. The right to education in the Russian Federation is guaranteed
regardless of the sex, race, nationality, language, origin, property, social and official status,
place of residence, religion, beliefs, membership in public groups or any other circumstan-
ces”.According to the data of Russian Education Fund, however, about 80% of immigrant
children do not attend kindergartensdueto the issues with registration and shortage of pla-
ces. Also according to the same source, every third immigrant child does not have an access
to education, while in 2011 only every tenth child did not have that opportunity (Dudko 2014).
Although every child has a right to education,the right relates only to legal residents. Accor-
ding to the law, foreign children are allowed to attend educational institutions in Russia only
if they hold a residence permit (Zhukova 2015).

Presence of even a few immigrant children in school requires provision of special
conditions and special approaches to the learning process. The Russian studies on adapta-
tion of immigrant children highlight the fact that there are still no institutionalized practices of
inclusion and adaptation of immigrant children to a new educational environment and a new
culture (Alexandrov, et al. 2012; Zborovsky and Shuklina 2013). Therefore, teachers play
the key role in that process. They are responsible for language and sociocultural adaptation
of immigrant children. It is, therefore, of a crucial importance to examine how teachers work
in multicultural classes in Russia.

Teaching practice, or pedagogy, is known as the art of being a teacher, or a science of
teaching. It generally includes strategies, styles, context of instruction, and teachers’ actions
in the classroom (Herrera 2010).

Practices used for teaching immigrant children are closely related to the difficulties of
their adaptation to a new culture. Previous studies elaborate on difficulties which immigrant
children face in a new culture. The difficulties are related to learning a new language, a new
culture, coping with the immigration trauma, different school requirements and academic
standards (Vedder, Boekaerts, and Seegers 2005; Raviv et al. 1990; Birman 2002).

Educational practices used with immigrant children can be studied on the institutio-
nal, personal, and instructional levels (Richards, Brown, and Forde 2007). Institutional level
includes practices used at school. Personal level includes teachers’ actionsas of a culturally
responsive person. Instructional level includes teaching strategies and methods. While tea-
chers do not directly influence educational policies, they are proactively involved in the edu-
cational process with immigrant children on institutional, personal and instructional levels.

Christensen and Stanat (2007) single out the following types of language support
provided to migrant children in different countries: (1) immersion — immigrant students are
not provided with any language support and study in regular classes; (2) immersion with a
systematic support — immigrant students study in a regular class but they are provided with
a language support for a certain period of time; (3) immersion with a preparatory phase —
immigrant students attend preparation courses before joining a regular class; (4) transitional
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bilingual — immigrant children study in their native language before gradually moving to stu-
dy in the language of the host country; (5) maintenance bilingual — immigrant children are
learning in their native language.

Dumcius et al., (2012) identify the following models of educational support provided
in some European countries: (1) compensatory support, i.e. oral translation for parents,
teaching the host country language and teaching the native language for large groups of
migrants; (2) non-systematic support, according to which the state does not adopt any ru-
les regarding education of immigrant children. Fragmentary support can be initiated by the
school; (3) comprehensive support includes linguistic and academic support; (4) integrative
model when students continue to study their native languagethroughout the entire lear-
ning process. Additionally, a lot of attention is paid to intercultural education; (5) centralized
model suggests the use of linguistic,academic support, an intercultural component and a
developed grading system to be adopted at a state level. These support models differ from
each other not only in the focused responsibility zone (school/education system) but also in
the comprehensive character of the support. If the first model offers only language support
to immigrant children, the third model comprises linguistic and academic support. The four-
th model provides psychological and sociocultural support. The fifth model includes all the
types of educational support that immigrant children need. These support models also in-
fluence teachers’ instructions and actions. We will further examine the respective directions
of work.

The first and the most important direction is the study of a new culture which primarily
means learning a new language. Teaching a host country language as a second language
is the most successful strategy compared to the traditional methods used when teaching
native speakers (Zheleznyakova 2011; Kudryavtseva and Volkova 2013; Herrelland Jordan
2016; Levine, Lukens,and Smallwood 2013). A number of approaches can also be distin-
guished in teaching a second language. The first approach means teaching only the langua-
ge of the host country; that includes speaking, writing, team work and discussions (Gibbons
2015; Levine, Smallwood, and Haynes 2012). The second approach is bilingual according
to which a more effective practice is when students develop native language skills along
with a host country language skills (Sclafani 2017; Garsia 2016; Yalalov 2001; Canagarajah
2013, 14).

The second direction of teacher’s work is academic support which is directed at
reducing academic gaps. This is very important to immigrant children as they are behind at
school because they lack language knowledge (Moskal 2014). The lack exists not only in the
first but also in the second generation of immigrants (Christensen and Stanat 2007).

It is important to promote a relationship of trust in a class that includes immigrant
children so they could feel comfortable (Birman and Tran 2015). This means building good
communication and collaboration in a class (Gay 2002; Grant 2006).
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The most favorable environment for integration of immigrant children is multicultural
environment which is known as intercultural education in the European scientific literatu-
re (Polat and Barka 2012) and policultural education in the Russian scientific literature
(Gukalenko 2000). The essence of intercultural education is in teaching children mutual res-
pect and tolerance to other cultures (Jantaand Harte 2016; Richards 2007; Sclafani 2017).

2 FRAMEWORK

This research is based on Vygotsky’s sociocultural theory which considers learning
and development as culturally, historically, and socially mediated process (Vygotsky 1956).
The leading role in the child’s education and development belongs to the adult — the teacher.
According to the theory of multicultural education, the teacher should possess the knowled-
ge and practices in order to implement multicultural programs (Gorsky 2009). Multicultural
practices are defined as collaborative actions of teachers and students (Cuvitillo et al. 2017).

3 PURPOSE OF STUDY

The need for this study arose because of the lack of research about teachers’ expe-
rience in multicultural classes in Russia. Meanwhile, there is also the need for qualitative
descriptive studies which improve understanding of how school teachers solve problems
of integration of immigrant children (Sinkkonen and Kyttala 2014; Alismail 2016). Previous
quantitative study also showed that it is very difficult to identify without the use of qualitati-
ve methodology which methods teachers use to teach immigrant children (Gromova et al.
2019). The aim of the present research is to identify which educational practices elementary
school teachers use with immigrant children. Our study focuses on understanding of how
Russian educators solve problems of acculturation of immigrant children. The research isi-
nitiated to fill the gap in the literature devoted to the study of educational practices used by
teachers.

4 METHOD

This study used the descriptive and interpretive methodology (Hsiehand Shannon
2005; Creswell 2007; Graneheim and Lundman 2004).

5 SETTING AND PARTICIPANTS

Participants of the study were teachers from different cities of Tatarstan. Tatarstanis
a multiethnic and multiconfessional region in Central Russia. According to the 2010 cen-
sus, over 173 different nationalities live in the region, including 8 nationalities with more
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than 10.000 people (Tatars, Russians, Chuvash, Udmurts, Monrovians, Mari, Ukrainians
and Bashkir). The majority of the population is represented by Tatars (ethnic Muslims) and
Russians (ethnic Orthodox Christians). Tatarstan ranks sixth by the number of immigrants
in the Russian regions. The overall number of registered immigrants in Tatarstan is 126.360
people most of whom are immigrant laborers (36,631). There is no statistical data of im-
migrant children. During the research we asked teachers about the number of immigrant
children in their schools and classes.

20 elementary school teachers with experience of working with immigrant children
agreed to take part in the research. Some of them have attended career development cou-
rses (12 people) which are mandatory every five years for all teachers in Russia. Eight
teachers worked in schools with a large number of migrant children. We learnt about those
schools from our students who had internships there.

Table 1 - Demographic information about the participants

Age Experience Sex Place of residence
(average/range) (average/range) (female/male) (Kazan/other)
46,26/31-56 21,71/0,5-34 19/1 16/4

The majority of participants have worked in elementary schools for 0,5 to 33 years.
One teacher is male, the rest are female. Ten participants are ethnic Tatar, eight are Rus-
sian, one participant is Mordovian. One of the teachers has immigrant experience as an
immigrant from Kazakhstan. The majority of the teachers live and work in Kazan.

6 DATA COLLECTION AND ANALYSIS

Interview was used as a method for the empirical data collection. One-on-one in-
terviews were conducted with the teachers who attended professional development cour-
ses. We also arranged interviewswith some teachers in their schools. During the interview
we asked whether they have an experience of working with immigrant children.If they had
such an experience we continued the interview. Participants gave their consents to be in-
terviewed. Participants were informed that the conversation was recorded. They were also
informed that no personal information (first name, last name, current occupation) would not
be disclosed.

The participants were not informed about the purpose of the research in order to
avoid socially desirable responses. Teachers usually think that the quality of their work is
controlled; therefore they normally tend to think of teaching experiences that they do not
even practice. The interview was prefaced with a researcher’s statement: “We highly value
your practical experience. It is very important to know the opinion of an experienced teacher
about the difficulties you encounter when working with immigrant children. Please tell us
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about your experience of working with immigrant children”.When teachers stated the coun-
tries the children arrived from and difficulties that they faced, we asked them about the ways
they solved the problems and the ways they worked with the children. During interviews the
teachers were allowed to express themselves freely, however, as a researcher | kept in mind
questions which | wanted to receive answers for. If the teacher did nottalk about a certain
topic, | asked specific questions from the list. For example,language learning question: “how
do you help the student with learning the language”; question about immigrant children’s
school problems: “which problems in school do they face most often?”

The teachers willingly talked about children they work with, how they work with them
and what difficulties they experience. Interviewslasted from 45 to 90 minutes.

The interviews were subsequently transcribed. The transcripts were read several ti-
mes in order to get a general assumption about participants’ feelings and perceptions. Every
transcript had certain practice-related phrases or statements highlighted with color marker.

The data has been analyzed inductively and deductively. The deductive approach
was based on the classification of practices suggested by Dumcius et al. (2012). They su-
ggest distinguishing four categories of educational support for immigrant children: linguis-
tic support, academic support, parental inclusion and intercultural education and positive
school climate. We decided not to use “parental inclusion” as a separate category because
during the coding process we realized that working with parents pursues different purposes.
All other directions of teachers’ work with immigrant children are related to the accultura-
tion problems that they experience. Inclusion of parents in the educational process can
be used for different directions of teachers’ work, for example, language and academic
support. Through inductive approach we found out that these directions contain different
methods that teachers use in their work (inductive categories). Table 2 shows the frequency
of phrases in the respondents’ answers about the directions of their work. The frequency of
inductive categories is specified in the parentheses in the text.

|. Language support. In 75 quotes the teachers talked about measures for teaching
the Russian language and improvement of language skills. Only in one interview the tea-
cher mentioned that the school organizes special Russian courses for immigrant children.
In other cases teachers reported that language support is provided individually andas ad-
ditional help. In this example, the teacher provides language support during the after-class
activities. Interview 16:

We stayed after the class. | explained what she didn’t understand in words and using
gestures. During the after-classactivities we repeated everything we learned in class,
in every subject. | explained all the topics again. We wrote dictations, keywords,
small essays. Sometimes parents hire a tutor for additional classes. Interview 14:
But the tutor is concerned with the main (Russian) language; they mostly tryto iden-
tify theknowledge gap and work on it. They read the tasks; try to understand what
the student didn’t get.
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One teacher said that such an approach is effective. Interview 16: “And this kind of
individual work had the results”.Some teachers, however, also mentioned that children learn
the language faster through daily communication and TV than they do in school. Interview 6:

| had one who didn’t know the language. Spent a whole year in pre-school, we both
struggled; he didn’t know anything at all. His brother sat with him, explained and
showed; he cried. And during the summer, just in three months, he learned to talk.
He spent the whole summer on the street with kids and after that he started talking.
He understood what we talked about.

As for the content of additional classes, teachers mostly say that they work with im-
migrant children on study materials orally and in writing. Students read, retell, and learn rhy-
mes by heart. Work on literary texts includes explaining meaning of unknown words, picking
synonyms for words, especially proverbs and sayings so that the child would not just read,
but also understand what he is reading./Interview 12: Wework on texts during after-class
hours, reading. We ask them to retell in order to develop the speech... We write dictations
because it helps to remember”. Interview 15: “| had to explain some words, mostly when
we worked on vocabulary. Sometimes | have to explain Russian proverbs and sayings, of
course, this is during individual work”. Interview 14: “Right now we are working only on dia-
logues, so he could communicate and express his ideas.

Among communicative language training techniques teachers most often singled out
communication with peers and teachers. Many teachers pointed out that children learnt the
language faster through communication and games. Their vocabulary enlarges because
they learn new words and repeat after their peers. Hence, many educators try to create con-
ditions for children to communicate more: after-school activities, school camps, additional
classes, stage plays, and social clubs. Interview 14: “| organize group work so that they cou-
Id talk more and help each other.Then, a preschool camp... to communicate with children
and teachers”.

Teachers also ask other immigrant children to help those who struggle with the lan-
guage (10). Interview 8: “The kids who more or less understand Russian try to translate.
They explain through gestures, pictures, put it in simpler words”.

Meanwhile, the Tatar language knowledge helps to communicate with and explain
to immigrant children with the poor knowledge of Russian. The Tatar language belongs to
the Turkic language family, so it is similar to the native languages of children from Uzbekis-
tan, Kyrgyzstan, Kazakhstan and Azerbaijan. Interview 19: “They can communicate through
the Tatar language. The Tatar language teachers communicate easier with them, they also
translate what we don’t understand. The Turkic languages are similar”. Interview 5: “Tatars
and other pupils compare similar words in the classroom, it’s interesting. There are similar
words in the Kazakh and Uzbek languages.” Interview 17: “No, they’re the same Russian
language teachers but they’re ethnic Tatars and know Tatar well. And it’s simpler for them
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to communicate with these students because they speak mostly Turkic languages. So, tea-
ching Russian through Tatar’.

Only one school providesimmigrant children with the Russian language courses. In
other cases, many teachers believe such courses should exist but they do not specify what
should be taught, which teaching methods should be used. Interview 15: “More focus on the
Russian language. They won't learn the material without knowing Russian. Of course, we
have the after-school class (Russian) but it’s for all. We need a special one for these chil-
dren”.Only one teacher mentioned which teaching method would be the most appropriate
which is teaching the language as foreign.

Teachers relate children’s poor language skills mostly to low language skills of their
parents. We, therefore, identified practices that involve parents. In one interview the teacher
said that parents came to classes to learn the language. Interview 5: “But the child’s mom
brought a translator with her and learned in the back of the class”. In other cases, teachers
recommended the Russian language courses to parents. Interview 12: “Maybe teach pa-
rents, maybe after-class courses for parents, so parents can attend them with kids”. Tea-
chers talked about the need to work with parents, explaining to parents that they needed to
convince children of the necessity to learn the language. Interview 4: “And | think that if an
immigrant comes to school, we shouldn’t take them to classaccording to the age, maybe to
a younger class, but you have to explain this to parents”. Interview 12: “| don’t even know.
Knowing the language to explain to the child. Talking to parents that it’'s necessary to study,
that they also should put in some effort”.

Il. Academic support implies the measures that help in improving or supporting chil-
dren’s academic performance. As with the language support, teachers approach children
individually, or parents hire tutors (30). Interview 3: “We explain itto someone individually.
| can’t do it when the whole class is present”. Interview 12: “But some girls now have tu-
tors, twice a week, they do homework with them”. Interview 4: “Yes, additional explanation
after classes, but sometimes they stay in the after-school clubs. They study there”.Extra
explainingtakes place during after-classactivities, after classes, during holidays. Interview
19: “We do homework with them during the after-classhours, | help them. Next day it’s likes-
tarting from a scratch. As our psychologist said, “don’t be lazy”. And it goes on and on day
after day”. Interview 18: “When | don’t have a preschool camp, | invite them during summer
and winter holidays for 2-3 hours”.

During the class teachers explain the material in a simplified way, through visual aids,
examples, actions or repeat the same material one more time if need be (4). Interview 9:
“While explaining the topic | used graphics because childrenremember things better visually.
They won'’t understand everything orally. If, let’s say, it’s related to math. One time a child di-
dn’t know the multiplication table. We did operations with numbers... All children understand
numbers; they’re the same in all languages. So | used graphics. Interview 11: “I pulled out
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my wallet and the coins, we added like that. They understood with coins, on the blackboard
— no way’. Interview 8: “I have to explain it on fingers and with pictures”.

Two teachers said that additional classes and tasks are not necessary. Interview 2:
“There is no need to give them additional tasks”. Interview 6: “It is pointless to keep them
after classes”.

In some cases teachers manage to explain only with the help of a mediator. A me-
diator is normally a peer, either an immigrant or non-immigrant, as children use more sim-
ple language (5). Interview 9: “I asked other children to explain. Try to explain it. Children
understand each other better. They talk differently, not using smart phrases like us. Asked
classmates to explain on their own.” Interview 6: “I try to put well-performing and poorly per-
forming students in pairs, because children can explain to each other better.” Interview 19:
“When children got older, in third - fourth grades | started using the help of assistants. Assis-
tants arewell-performing classmates. And well-performing immigrant children also became
assistants, they helped too”.

Teachers engage parents to improve students’ achievements (11). Teachers explain
parentsimportance of studying; they explain learning material to parents so they can explain
it to their children. Interview 10: “If | call him, he comes and | explain. Dad would often make
a brief visitafter the work”. Interview 16: “And then | gave advice to the parents on how to
work with children at home. | called them every day and explained everything. What we do
at lessons, what we do after classes and what should be improved at home”. Interview 9:
“I talked about the importance of education at the teacher-parent meeting”.Children do ho-
mework with parents. At the same time some parents often are not able to help their children
with homework because of poor language skills, low education level.

Teachers also try to use an individual approach with children and adapt tasks accor-
ding to the child’s abilities. (5) Interview 18: “I almost never give them tricky tasks as ho-
mework, except maybe the simplest ones. It would be better at least if they could cope with
the basic part of the curriculum. Simplified homework... For example, if Russians retell the
whole text, | give them only a part of it”. Interview 2: “If I'm asking to recite a poem, | do not
ask them on that day. | know it will be difficult for them”.

Teachers also try to give immigrant students better marks (8) if they see the benefit in
doing so. Interview 18: “But | also tried to give better marks to motivate the child. | used to
give B’s for a dictation, even if there were 40 mistakes. | invented my own mark, pointed out
typical mistakes and grouped them”.

Usually teachers do it to encourage and inspire children (7). Interview 3: “But we
make some excuses for them, of course. It’'s a must. If we give someone a C for that number
of mistakes, we can give a B here. It's an encouragement”.Sometimes teachers just give C
regardless of children’s effort and improvement (1). Interview 4: “Yeah, just giving C’s. For
Math, Tatar, English they deserve it but Russian — no.”
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[ll. Measures for promoting a favorable climate, the child’s psychological comfort in
the classroom.

Measures include teaching respect toward different ethnicities and developing skills
of cross-cultural communication. These practices may sometimes coincide. For example,
one teacher reported that she initiated a special club where children of different ethnicities
can communicate. The teacher invites children of different nationalities, including immigran-
ts in order to form a positive intercultural climate. Interview 5: “Our school has a social club
called “Friendly Family”. It's my personal initiative. The social organization (out of school)
provides additional money. Children of different nationalities join the club. We get together
once a month or once a week. We discuss world news, or we have kids who come up with
something in their language and tell us. We try to attract kids who don’t talk well, too”. Then,
there are practices for promoting a positive socio-psychological climate in class which are
not related to the questions of cultural diversity (4) Interview 14: “I put children in contact so
they could talk more and help each other”. Interview 19: “And we give tasks. For example,
we give out notebooks, collect notebooks. It may be a small task but it’s still communication.
| do everything to get them involved”.

In order to teach children respect toward different ethnicities and create a culture of
international communication, schoolsorganize national celebrations (5). Immigrant children
recite poems, dance their national dances, sing national songs, and serve national dishes
at such festivals. Interview 19: “Four times a year we organizea festival of different peoples
where immigrant children represent their countries. Such events improve attitudes toward
them. They wear their national costumes, read and sing in their languages, shownational
dances”. Interview 5: “I held an annual festival called “Me, you, he and she are a friendly
family”. We prepared it duringa year.l invited a Tajik boy who he told a poem, and a Tajik girl
who danced in a long dress. There was an Uzbek girl and a boy. They performedanAzerbai-
Janian dance. There were national dishes of all sorts. A Georgian girl performed a Georgian
dance, it was very melodic. We served the food and let everyone try”.

Parents are also involved in the process ofintercultural dialogue. For example, one
teacher mentioned that parents of native and immigrant children taught children differentcui-
sines, traditions and customs. Interview 5: “We visited a Russian family during the Easter,
painted eggs and recorded it in on a camera. They told us about the origins of that holiday.
Once an Azerbaijanian mom came and taught how to make cookies. She brought the dough
and explained how it’s served”.

In two interviews teachers talked about the help that ethnic Diasporas in Kazan provide
when children learn about different people’s cultures; they also help to solve conflicts. Interview
5: “They have Sunday schools (in the Home of Ethnic’s Friendship)”. They gather there, many
attend it. We have relationships with them and they always invite me with children. | can take
any class and go there. Uzbeks, Ukrainians, Azerbaijanis. They perform at festivals, organize
workshops and open classes. Sometimes they visit us, too.” Interview 17: “Our school works
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together with the House of Ethnic’s Friendship. We know each other and work with leaders of
all Diasporas. Together we solve conflicts that could arise with some children’s parents”.

Teachers hold talks with entire classes as well as with immigrant (4.) They usually
talk to the entire class to prevent discrimination against immigrant children. Interview 3: “We
have no reproaches. | never allow to bully kids of different ethnicities”. Interview 20: “A boy,
Gabil, he’s slightly darker than other kids... He was insulted. Researcher: “What did you do
with this?” Teacher: | discussed itduring the class meetings. | had very few kids. It is conve-
nient. It was the Tatar language class. All children are explained that they should help and
support each other. Interview 8: “Of course, we tell children to support each other, so other
children could help him, make friends, communicate. So he could help you, so you can col-
laborate. And children are trying to support. | let them know that they should support him”.
Teachers explain the principles of mutual respect and intercultural communication. Interview
19: “It’s all different for everyone. From the very first grade | explain children and their paren-
ts that we all should live in friendship and agreement regardless of what nationality you are. |
support tolerance and encourage our kids; | explain how hard it can be for migrant children”.

Teachers hold individual talks with immigrant children because of their aggressive
behavior (2). Teachers explain them that they should be friendlier. Interview 19: “I explain to
them that they shouldn’t get upset. Of course, it’s difficult’. Interview 14: “It's necessary to
tune them inemotionally so that they would work and show respect”. The need for talks is
also caused by conflicts. In one of the interviews the teacher said that she talked not only to
students but also to parents in order to solve a conflict between children. Interview 13: “Well,
we talked, solved these conflicts. | called the parents, talked to dads and boys. We talked so
they could feel comfortable in the classroom, change their opinions somehow. The dads sat
against each other, Azerbaijanian and Tatar. | told them that if we can’t find common grounds
now, it would be impossible for the kids to study together”.

Only in one interview a teacher mentioned the help provided by aschool psycholo-
gist when a child experienced problems communicating with other children. Interview 16:
“‘Well, we have a psychologist. She came up in the first class when one girl had problems
with other children... She worked with her individually”.Often teachers pointed out that there
were no specialists who could help them in schools. Interview 6: “There should be a school
psychologist. Specialists should be in a school’.

7 DISCUSSION AND CONCLUSION

Most of the time teachers in Russia have to use additional individual work with immi-
grant children to teach them language and help them to improve their performance. On the
one hand, teachers choose this way in countries without centralized models of transitional
practices (Gorpas 2011). On the other hand, it is considered a very effective way for the child’s
development (Ferlisand Xu 2016; Birmanand Tran 2015). During additional classes teachers
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usually explain content of lessons one more time or work with texts, i.e. reading, retelling, com-
posing dialogues without using special methods for teaching Russian as a foreign language.
This is despite the fact that there are special instructions for teaching Russian as a second
language developed by Russian educators (Levine, Lukens, andSmallwood 2013; Herrell and
Jordan 2016; Kalenkova 2007; Kudryavtseva and Volkova 2013; Sineva O.V.,, Sineva V.S.,and
Kakorina 2016, Yalalov 2015). Teachers believe in the necessity of the Russian language cou-
rses, but only few of them are aware of the methods of teaching Russian as a foreign language
(Gorpas 2011). Some teachers admit that they need to learn about teaching methods, special
books, and guidelines for teaching immigrant children. This presents a challenge for teacher
training institutions around the world, especially today, given the growing diversity.

An individual approach toward a child can be observed when teachers give immigrant chil-
dren easier assignments and tasks. Teachers try to support children’s tiniest achievements by
giving them more accessible tasks considering their abilities. Previous studies have also provided
the data about the importance of the entrance diagnostics, monitoring of the child’s progress(Ferlis
and Xu 2016; Moskal 2014). On the one hand, some researchers consider such practices as low
expectations which lead to low performance (Brown and Medway 2007; Diamond et al. 2004; Bro-
phy 2000). On the other hand, immigrant children cannot cope with difficult tasks because of poor
language skills. Our research has also shown the necessity to develop and implement measures
for the entrance diagnostic. These assessment tools are needed to determine the level of students’
knowledge and skills when they enter the school.Students’ achievements and academic progress
should be monitored at the state level in order to avoid grade inflation and manage teachers’ low
expectations. Thus, it presents an additional problem for school teachers.

The role of the mediator between newly arrived immigrant children and their parents
is played by children and teachers who know the Tatar language. This finding correlates
with the results of previous studies which consider teaching a new language with the su-
pport of the native language as one of most effective strategies for the language adaptation.
While the Tatar language is not native to many immigrant children it is close to the native
language of many Turkic peoples who move to Russia and Tatarstan. Without formal lan-
guage support teachers rely on assistants (Moskal 2014), mentors (Jantaand Harte 2016;
Heckman 2008), or translators who are normally other immigrant children (Moskal 2014;
Jantaand Harte2016). The teaching practice that implies organization of communication
between peers and teachers helps to prevent segregation and avoid poor language envi-
ronment (Moskal 2014, Sinkkonenand Kyttala 2014; Jantaand Harte, 2016). In our study
teachers reported asking peers not just to help organize language environment but also to
explain lesson material because children talk to each other in plain language. This method
is an important part of the cooperative learning and translanguating (Garsia 2016; Kagan,
S. and Kagan, S. 1994). However, it is hard to detect in interviews whether teachers use
this measure intentionally or are forced to do so out of tiredness and helplessness as all the
support provided to migrant children stems out teachers’ personal initiative.
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When we talk about ways of promoting positive climate in the classroom and psycho-
logical comfort for children, two directions can be singled out from the interviews. The first is
creating environment for communication among children. The second is promoting respect for
cultural diversity and cross-cultural communication (Banks 2004; Karuppiahand Berthelsen
2011; Robles, and Ostertag 1997). Although ethnocultural approaches are criticized as “tou-
ristic” toward different cultures (Derman-Sparks and Force 1989, 57), nonetheless, all children
benefit from learning more about their own and other cultures (Richards, Brown, and Forde
2007; llinskaya 2008; LebedevaandTatarko 2009, Belyankova 2014). The experience of hol-
ding discussions with immigrant children and other students in order to reduce tensions, solve
conflicts and encourage collaboration with parents is described in the literature. In addition to
previous studies, it was found that the use of the potential of ethnic Diasporas is a good prac-
tice for acculturation of immigrant children and solving conflicts with their parents.

Without centralized support, teachers have to take the initiative when working with immi-
grant children. Although the data was analyzed using the deductive method, we also established
that the ways teaching practices described in the literature are implemented have much more
variations. The inductive analysis allowed us to confirm that the practice of parental inclusion can
be used in all kinds of practices: academic and language support, promotion of a positive climate
in the classroom. In the context of Tatarstan it is possible to teach the Russian language as a
foreign language by means of the Tatar language which is close to the Turkic peoples.

8 LIMITATION

This study employed the qualitative method. Thus, the main limitation was the au-
thor’s interpretation of the results and authors’ subjective vision of teachers’ and immigrant
children’s problems. In this research, we also relied on teachers’ opinions and stories about
their work. Although the interview content quite reliably described their experience, percep-
tions and feelings, the research could benefit if observation of teachers’ practice is used.
Theperspective of this research is identification of the factors affecting the use of practices,
including relations between practices and teachers’ attitudes.
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