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Preface

This book has grown out of the collaborative teamwork of a group of psychologists from Great Britain, Azerbaijan, Georgia, Ukraine, Russia and Spain. The research, under the direction of Professor Martyn Barrett from the University of Surrey in Great Britain, was funded by INTAS, the International Association for the Promotion of Cooperation with Scientists from the New Independent States (NIS) of the former Soviet Union [1]. The financial support which was received enabled the research activities of leading science centres in four NIS countries to be coordinated and linked to the research activities of five other research teams based in Great Britain and Spain. The research investigated the development of religious, national and ethnolinguistic identity in children under contemporary political and social conditions. Research was conducted into three main problems: the processes of national, ethnolinguistic and religious self-categorization and subjective identification in Russian, Ukrainian, Georgian and Azeri children; the representations which Russian, Ukrainian, Georgian and Azeri children hold about their own national characteristics; and the development of Russian, Ukrainian, Georgian and Azeri children’s attitudes towards other nations. It was almost impossible to carry out research into these problems during the Soviet period of history for well-known political and ideological reasons. Therefore, the materials represented in this book have a pioneering character. The book contains some of the first results to emerge from the analysis of the huge amount of data which has been collected in the different countries and regions using a variety of advanced research methods and procedures. This work demands its own continuation, and we hope that this will occur. 

Now some words concerning the contents of the research reported in this book. The background to this research begins with Jean Piaget’s work. Together with his colleagues, Piaget was the first to study, in the first half of the XXth century, the development of children's ideas about countries and national groups [2]. Piaget investigated children’s knowledge of the national homeland, how children feel about their own nation, and their beliefs and feelings about other countries and the people who live in those countries. This line of research was subsequently continued by Jahoda [3], Tajfel [4] and Lambert & Klineberg [5]. The principal focus of their research remained on children’s geographical knowledge and children’s attitudes and feelings towards national groups. However, this initial line of research came to an end round about 1973, and little further work was conducted in the ensuing years.

In 1992, Martyn Barrett and his colleagues began to open up this area of research once more, examining children’s views of the people who live in other countries, children’s geographical knowledge of national territories, and children’s regional, national and supranational identifications [6]. Soon, this research activity became cross-cultural, with a Western European research project funded by the European Commission which investigated and compared the development of national identity in children and adolescents living in England, Scotland, Catalonia, Southern Spain and Italy [7]. 

The research grant which was subsequently received from INTAS enabled a second wave of cross-cultural data-collection to take place, this time in Russia, Ukraine, Georgia and Azerbaijan (and in the Basque Country). In this second wave of research, the initial results of which are reported in this book, some of the same research methods and measures were used that had previously been used in the Western European research project. Because similar measures were utilised, it is possible to make formal comparisons between the development of children living in the NIS and children living in Western Europe. However, the INTAS project extended beyond the previous project in two main ways. Firstly, because of the complexities concerning issues of national identity in NIS countries, it was decided at an early stage that this new project had to investigate not only the development of national identity but also the development of ethnolinguistic and religious identity, as these three strands of identity development are inextricably intertwined in the NIS. Secondly, it was decided that the purely quantitative approach which had been taken in the previous Western European project was too limiting, and failed to accord sufficient attention to the subjective construals, interpretations and meanings which children attach to their identities. As a result, it was also decided that this new project should complement the collection of quantitative data, which permits formal comparative analysis, with the collection of qualitative data which provides a greater insight into some of the subjective dynamics of national and ethnic identification in children. 

The present book is a description of some of the first results to emerge from this INTAS-funded research project. The NIS countries are represented here by four leading research centres in Psychology: Kharkov State University in Ukraine (the head of the Ukrainian research group: Valentina Pavlenko); Baku University in Azerbaijan (the head of Azerbaijan research group: Rauf Karakozov), the Georgian Institute of Psychology (the head of the Georgian research group: Giorgi Kipiani) and the Institute of Psychology of the Russian Academy of Sciences (the head of the Russian research group: Tatiana Riazanova) [8]. A noteworthy feature of the operations of the research network as a whole has been the positive nature of the interpersonal relationships and interactions which rapidly developed between all of the participants from the different research teams. Indeed, one of the legacies of this research project will be the long term international friendships which have been forged through the process of this research.

Now some preliminary words about the initial findings from the project which are reported in this book. It will certainly take many more months, if not years, to fully analyse and think through the implications of all of the data which have been collected in this project. It is also extremely difficult to assess, at the present time, the extent to which the findings obtained in this project can be generalised to an entire country. Researchers understand that Kharkov does not represent the whole of modern Ukraine, Tbilisi does not represent the whole of Georgia, and Baku does not represent the whole of Azerbaijan. Moscow, even together with Smolensk, does not reflect the situation across the whole of the huge country that is Russia. Within this context, it is appropriate to say a few words about the role of Smolensk in the present research. It is obvious that results obtained only in Moscow cannot be extrapolated across the entire country. For this reason, the Smolensk psychologist Lyudmila Grenkova-Dikevich was included in the research network, and she, together with her colleagues from the Smolensk Humanitarian University, collected the data from the children in their native city. But why was Smolensk chosen?

Smolensk is located almost on the border of Byelorussia. It is one of the most western large regional centres in Russia. The regional specialists believe that the history of this ancient city can be traced back to the VI-IXth centuries. According to the chronicles, the city was huge and populated in the IXth century [9]. Smolensk is more ancient than Moscow, and it frequently had to solve "the problems of identification" in its history, so that it should be reflected in the representations of the people occupying it. There was a period in the ancient history of Smolensk when the city belonged to the Lithuanian princedom (1405-1514), and in the XVIIth century the city was captured by the Poles. The description of the Smolensk battle with the French when the city was practically destroyed is given in Tolstoy’s novel "War and Peace". And Smolensk became the place of key battles again in the XXth century, due to the Great Patriotic War (1941-45). More recently, Smolensk inhabitants have experienced a lot of troubles and misfortunes as a result of the national economic disorder in the last decade. And, of course, these will have influenced children's perceptions of the people and the whole state. In short, Smolensk, throughout the course of its history, has encapsulated many of the difficulties and problems associated with national and ethnic identification which face populations living in the NIS.

Indeed, in one sense, the results of our research, much of which was conducted in 1999, have themselves already become “history”, due to the dynamic and rapidly changing situation of the last several years in the NIS. For children living in Moscow, this period of time meant “the time before the explosions”. In September 1999, several terrorist bombs exploded, destroying apartment blocks in Moscow. Popular belief attributed these bombs to the activities of rebels from the Caucasus. Inevitably, these events will have had an effect on children's representations of people from these other countries. And it is likely that, as a consequence, the attitudes of Muscovites towards Caucasus peoples will differ from the attitudes of people who live in Smolensk. For this reason, we are publishing here the results of studies which were carried out in Smolensk and elsewhere, not merely in Moscow.

It so happened that a meeting of all the scientists working on the INTAS project was held in Moscow in September 1999. The opening of the meeting occurred on the third day after the last Moscow explosion. Martyn Barrett was asked “Was it terrible to fly to Moscow at such a time?”. The reply was “On the contrary, our place is precisely there where there are these difficulties linked to national problems”. The task of psychologists is to study these kinds of problems in order to help solve them. The Russian Parliament showed interest in the research. There was a session of the Round Table in April 2001. This session was devoted to the psychological and social problems of children, the problematic issues of migration, emigrants and compelled immigrants. Three participants of the present project (two from Russia and one from Azerbaijan) were invited to the State Duma. Our hope is that the presentations and discussions which were held at the Duma will make some small contribution to the resolution of the tensions and conflicts of this global region.

At the end of this Preface, we would like to cite some lines from the composition of one Moscow girl, Dasha Belousova. Dasha is eight years old, and she wrote a composition on the theme "If I were a wizard" in April 2001. This is a well-known psychological technique, when a child is asked to make a wish and to imagine being a wizard. In such cases, a small child usually reveals his or her most secret and important dreams. Dasha was not asked to express anything on national themes; she just shared that which really excited her in the world. She wrote: “Wizards are the people who have a magic wand. They can wave it and all their wishes and dreams come true. There are malicious and kind wizards. But if I were the magician, I would certainly be a kind one. I would do a lot for the world. For example, I would reconcile all republics, and they would start to live amicably, helping each other. I would turn all the malicious people into good and kind people.  At once there would be no wars, explosions and murders. Children in the Chechen Republic and all over our Earth would be happy, there would never be more wars in the Chechen Republic and on the whole planet. I wish that all people lived only in peace and consent.” 

We can say that all the researchers in this project have been extremely fortunate. We have been living at peace for the whole of these three years, and we have not only become acquainted with, but also become good friends of, each other. We have plunged into the remarkable international brotherhood of scientists where there cannot be any borders connected with nationality, and we hope that the results of our research work will help to usher in a performance of the dream of the eight-year-old magician from Moscow.
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Martyn Barrett, University of Surrey, UK 
The development of national identity: a conceptual analysis and somedata from Western European studies

This paper reports some of the findings from a programme of research into the development of national identity during childhood and adolescence. In this programme of research, we have been investigating how individuals’ beliefs and feelings about their own nation and national group develop during the first 15 years of life, and how a sense of belonging to that nation and national group emerges.

The subjective sense of national identity is a complex psychological structure which has many different cognitive and affective aspects. The cognitive aspects include: knowledge of the national group; categorisation of the self as a member of the national group; knowledge of the national territory; knowledge of the national emblems, customs, traditions, historical events and historical figures which symbolically represent the nation; beliefs about the typical characteristics of members of the national group; and beliefs about how similar the self is to the national type. Affective aspects include: the importance which is attributed to the national identity; an emotional attachment to the national homeland; a sense of belonging to the national community; feelings towards the people who make up the national group; and numerous social emotions such as national pride, national embarrassment and national shame. 

The acquisition of this complex system of knowledge, beliefs and feelings takes place over a period of many years spanning both childhood and adolescence. In our research, we have found that, contrary to the claims of early researchers in this field (e.g. Piaget & Weil, 1951; Jahoda, 1963), young children are able to talk about their membership of their own national group by 5 years of age. Using a variety of measures, we have discovered that the importance which is attributed to national identity increases between 5 and 11 years of age (Wilson & Barrett, 1996). In addition, the degree of identification with the national group also increases between these ages (Barrett, Whennell & Davey, 1999). 

Our studies (e.g. Barrett, Wilson & Lyons, 1999) have revealed that at 5 years of age, children often feel very positively about the people who belong to their own national group, and far less positively about foreigners. However, between 5 and 11 years of age, children’s descriptions of the people who belong to their own national group gradually become less positive, as they begin to ascribe more variability and more negative traits to the members of their own national group. By contrast, across this same age range, children’s descriptions of the people who belong to other national groups become more positive (Barrett & Short, 1992; Barrett, Wilson & Lyons, 1999). These findings suggest that children’s preference for their own national ingroup, and their prejudice against national outgroups, are at their strongest early in middle childhood, with the strength of these biases declining as children approach adolescence.

In other studies, we have also investigated children’s knowledge of national emblems and their knowledge of national geographical territories (e.g. Barrett, 1996; Barrett & Farroni, 1996; Barrett & Whennell, 1998). For example, we have explored whether national geographical knowledge is related to the sense of national identity in children. Our studies here have revealed that national geographical knowledge increases significantly between 5 and 11 years of age, and that the amount of national geographical knowledge which children acquire is indeed positively correlated with their sense of national identity (Barrett & Whennell, 1998). 

Other findings have come from a cross-national programme of research which has been funded by the European Commission (Barrett, Lyons, Bennett, Vila, Giménez, Arcuri & de Rosa, 1997). This research was conducted in collaboration with colleagues in Scotland, Spain and Italy. Data were collected from 1,700 6-15-year-old children living in London and Dundee (UK), Girona and Málaga (Spain), and Padua and Rome (Italy). Thus, data were collected in two different capital cities (London and Rome), in two different provincial cities (Málaga and Padua), and in two different provincial cities in which there are prominent nationalist-separatist political movements (Scottish nationalism in Dundee and Catalan nationalism in Girona). Because the children lived in these different locations, one of the principal aims of the network was to try to describe the different patterns of development which are exhibited by children who are growing up in different socio-political contexts. Thus, by using a cross-cultural design, we were able to identify those aspects of development which remain constant irrespective of the child’s sociocultural context, and those aspects which vary as a function of context. 

We found that ingroup favouritism, especially in young children, is a widespread phenomenon, irrespective of culture. In addition, some of the general age trends identified in our other studies with 5-11-year-old children (for example, the changes in the importance which is ascribed to national identity, and the changes in the degree of identification with the national group) do occur in most groups of children. However, these general age trends are exhibited to a different extent by different groups of children, apparently as a function of the specific sociocultural context in which the children are growing up. Furthermore, these differences in the development of children living in different locations typically become more pronounced during adolescence. 

These findings have important theoretical implications. Previous theoretical explanations of children’s identity development have tended to be polarised. One the one hand, there have been cognitive-developmental theories (e.g. Piaget & Weil, 1951; Aboud, 1988). These theories have postulated that children’s identity development is driven by deeper, underlying cognitive-developmental changes. Thus, these theories posit that it is the changes which occur to the way in which the child is able to conceptualise and reason about the social world that drive the developmental changes to the child’s identity system. On the other hand, there have been socialisation theories (e.g. Spencer, 1988; Lloyd & Duveen, 1990; Emler, Ohana & Dickinson, 1990). These theories have instead postulated that the child’s identity development is driven by influences from the child’s social environment, especially parents, schooling and the mass media.

However, our findings indicate that both of these theoretical approaches are oversimplistic, with identity development being driven both by the changes which occur to the way in which the child is able to conceptualise the social world at different ages, and by social influences. We would argue that many of the changes which occur between 5 and 11 years of age are a consequence of the child’s increasing ability across this age range to conceptualise large-scale social groups, and the child’s increasing ability to understand that these large-scale social groups contain a wide mix of different types of people. These underlying cognitive changes drive the changes in the degree of identification with the national group, and the changes in the perceived variability of national groups. However, the way in which these cognitively-driven changes are expressed within any given child is modulated and affected by the specific sociocultural setting within which the child lives. It is for this reason that there are significant differences in the development of children who belong to different social groups on many different measures.

Thus, our findings suggest that the correct unit of analysis for understanding children’s development in this domain is not the child per se; nor is it the social environment per se. Instead, the correct unit of analysis is the child-plus-sociocultural-setting. In other words, we need to conceptualise the cognitively-developing child as being situated within a particular social niche, which itself changes continuously as the child grows older. 

The child’s social niche changes over time, firstly, as a function of the child’s own cognitive development: the child’s cognitive level and motivational state at any given moment in time determine the type of social information which the child actively seeks out in the environment. Secondly, the child’s social niche also changes over time as a function of the different social discourses and practices which are applied to the child at different ages by the various socialisation agents that are present within the child’s sociocultural setting. Thirdly, however, those socialisation agents can only exert their effects if the child’s cognitive system is sufficiently developed for the child to be able to attend to and assimilate that kind of influence. We would argue that it is only by thinking about children’s development in this more complex kind of way that it is possible to provide an empirically adequate explanation of the development of national identity in childhood and adolescence.

We are currently engaged in a second cross-national programme of research (Barrett, Bennett, Vila, Valencia, Giménez, Riazanova, Pavlenko, Kipiani & Karakazov, 1999), which is funded by INTAS. This second project is being conducted in collaboration with colleagues in Scotland, Spain, Russia, Ukraine, Georgia and Azerbaijan. In this new project, data are being collected from a further 2,500 6-15-year-old children living in the Basque Country (Spain), Moscow and Smolensk (Russia), Kharkov (Ukraine), Tbilisi (Georgia) and Baku (Azerbaijan). While our previous cross-national project focused entirely upon children’s sense of national identity, because of the complexities and specificities of the situations pertaining in the NIS, this second project is exploring not only national but also religious and ethnolinguistic identities in children. And in this new project, we are using qualitative as well as quantitative measures in order to explore the subjective meanings which the children ascribe to their national, ethnic and religious identities. The other papers in this book provide reports of some of the initial findings which are beginning to emerge from this new project.

R.R.Karakozov, R.G.Kadirova
Socio-cultural and cognitive factors in Azeri children and adolescents' identity formation

The paper reports some results from research into the development of national, ethnolinguistic and religious identity in Azeri children and adolescents. This research  was supported by a grant received from the International Association for the Promotion of Cooperation with Scientists from the New Independent States of the Former Soviet Union (INTAS) (Open Call 1997 Project No. 1363). We are greatly indebted to our colleagues who have contributed to this research: Martyn Barrett, Evanthia Lyons, Mark Bennett, Ignasi Vila, Jose Valencia, Almudena Gimenez de la Peсa, Tatiana Riazanova, Valentina Pavlenko and Giorgi Kipiani.

There are different approaches to studying the problem of identity formation. Erikson was the first to analyse identity phenomena. According to the psychoanalytical approach, identity development is primarily construed as a process of personality transformations which have a constant and stage character and which are experienced by the members of the entire ethnic or cultural community. Though the problem of identity was initially developed in psychoanalysis, its further elaboration has been accomplished within the cognitive approach. We can differentiate "strong" and "weak" cognitive interpretations of identity formation.

According to the "strong" version, identity development is interpreted as a process determined solely by "inner" cognitive structures. One of the first cognitive  studies into national identity formation is the research of  Piaget. He studied the relationship between regional and national identity (Piaget & Weil, 1951). On the other hand, the phenomena of identity have also been a focus of research for social-psychological theories such as social identity theory (Tajfel, 1981) and self-categorization theory (Turner, 1987). Based on the cognitive approach, these theories consider identity phenomena to be the product of inner cognitive processing - categorisation processes which result in effects such as the accentuation of differences between the people who fall into different categories, the attenuation of differences between the people who fall within the same category, ingroup favouritism and outgroup denigration.

In contrast to the cognitive approach, the socio-cultural approach (Cole, Wertsch) provides another conceptual scheme for the analysis of identity formation. Within the framework of this approach, the development of a child's identity is considered to be a product of the influence of the social environment of the child, in particular, of parents, school and the mass media (Spencer, 1988; Lloyd & Duveen, 1990; Emler, Ohana & Dickinson, 1990; Cross, 1991; Sheets, 1999). National identity is considered to be a socio-culturally situated, semiotically mediated activity (Penuel & Wertsch, 1995). Another theory that also emphasises social influences in interpreting identity formation is social representations theory (Farr & Moscovici, 1984). The theory of social representations postulates that phenomena of social identity have their origins in the systems of shared representations (social representations) which are present in the child's social environment, rather than originating from the child's own cognitive system. 

In his turn, Barrett argues that both factors - "inner" cognitive structures and social environment - contribute to social identity formation. He suggests that the unit of analysis in developmental studies should be the "child-plus-sociocultural-setting" (Barrett, 2000). 

In the context of the above considerations, we can consider some results obtained in our research into national identity development among Azeri children and adolescents (6, 9, 12 and 15 years of age) receiving their education on Azeri and Russian languages. The main study was conducted during the period from September 1999 to June 2000. The sample in the study consisted of 510 children who were individually interviewed and tested. The sample included: 122 6-year-old children, 122 9-year-old children, 131 12-year-old children, and 135 15-year-old children. 256 children were male, and 254 female; 241children were being educated in schools using the Russian language, and 269 children in schools using the Azeri language. Our study utilised a number of different methods, including card sorting tasks, adjective assigning tasks, and semi-formal interviewing. Using these methods, we measured various components of identity formation, including the relative importance of national identity, the degree of identification with the national group, the representations of the people who belong to the national ingroup and to national outgroups, and the perceived variability amongst the members of the national ingroup and outgroups. 

Here, we report just one aspect of the findings from the research, focusing upon the role of the language of education in national identity formation. Table 1 reports data broken down according to the language which was used for education.

Table1: The role of language in national identity formation

	Identity
	Mean Rank
	One Way ANOVA Test

	Religious Identity (Muslim)

Azeri language education

Russianlanguage education
	6.78

10.94
	F=46.5

P<.0001

	Religious Identity (Believer)

Azeri language education

Russianlanguage education
	14.07

9.99


	F= 45.957

P<.0001

	Azeri (Ethnic) Identity

Azeri language education

Russian language education
	5.44

5.79
	F=.476

Not significant

	National Identity (Citizen of Azerbaijan)

Azeri language education Russian language education


	6.77

9.01
	F=14.503

P<.0001

	Regional (Baku) Identity

Azeri language education

Russian language education
	8.85

8.09
	F=1.649

Not significant

	Caucasian Identity

Azeri language education

Russian language education
	15.97

15.65


	F=.629

Not significant



	Asian Identity

Azeri language education

Russian language education


	16.63

17.28


	F=.476

Not significant 

	European Identity

Azeri language education

Russian language education
	16.83

17.06
	F=.681

Not significant

	NIS Identity

Azeri language education

Russian language education
	16.83

17.06
	F=.247

Not significant

	Age Identity

Azeri language education

Russian language education
	14.75

14.61
	F=.639

Not significant

	Gender Identity

Azeri language education

Russian language education
	11.47

11.41
	F=.739

Not significant


Statistical analysis reveals that the two language education groups differed on national and religious identity (see Table 1), the degree of identification with the national group (chi square = 8.247; p<.05); affective relation to the national group (chi square = 15.03; p<.05); and the positivity attributed to the national group (chi square = 27.75; p<.01).
Some conclusions: The fact that the languge of education plays such a significant role in national and religious identity formation is difficult to interpret within the framework of the "strong" cognitive theory. In the context of the "weak" cognitive theory, it could be interpreted as the product of an interaction between the child's inner cognitive structures and different types of social settings. If we look at the socio-cultural background, we can note the following points. 1. Demographic and social aspects of language users: the majority of students who are educated in Azeri are from families who came to Baku from rural areas, while the majority of students who are educated in the Russian language are from urban families. 2. Most of the students using the Russian language of education are bilinguals. They prefer to communicate with parents and peers in Azeri. So, it is possible to argue that different languages of education provide the students with different "channels" (and content) of information. 

However, in order to explain the "processing" work which is conducted on the received information by the "internal" cognitive structures, other conceptual schemes may be considered, for example, the sociocultural approach which treats language as a cultural tool (or "instrument" in the terminology of Vygotsky). The postulate that mental processes are mediated by cultural tools (i.e. language in the present case) leads to the following consequences: first, the necessity to take into account changes in the forms of mental processes which are caused by changes in used toolkits; second, understanding the advantages and the limitations which are imposed on our mental life by those cultural tools which are at our disposal (Wertsch, 1997). In other words, should we consider the different patterns of identification found in the present study to be a consequence of differential access to information or access to different sorts of information that are provided by different languages? Or should we instead think about different forms of perception, thinking, and understanding leading to different forms of identity? In order to resolve this issue, further analysis and research is required.

Giorgi Kipiani 
Ethnic Identification in the Structure of Personal Identifications and Sociocultural Conditions of Development
This article reports an investigation of ethnic majority Georgian and ethnic minority Armenian (nearly 15% of the Tbilisi population) children, studying in Georgian and Russian language schools in Tbilisi, the capital of Georgia, the former Soviet Republic. The sample consisted of 810 children. 281 were Georgians studying in Georgian schools, 265 were Georgians studying in Russian schools, and 261 were Armenians studying in Russian language schools. There were at least 30 boys and 30 girls at each of the ages of 6, 9, 12 and 15 years in each group. The children completed several identity tasks. First, the subjective importance of age, sex, religious, ethnic, regional, national and supranational (such as Caucasian, Slav, European and etc.) identities were measured using a relative subjective importance task (Barrett, 1997). In addition, the degree of identification with the ethnic group, affect towards the ethnic ingroup, ethnic identity preferences in cases of double and triple identifications, ethnic public collective self-esteem and ethnic pride were measured in each child individually.  

For 6 year old children, identification as a believer in God is the most important identity in all groups. The second most important identification is "Christian" for Georgians in Georgian schools, ethnicity for Armenians, and local identity (Tbilisian) for Georgians in Russian language schools. Beginning at 9 years of age, identification as a Christian becomes salient for all children. With age, the importance of the identification "Christian" decreases in Russian schools, but in Georgian schools it remains important. 

6 and 9 year old children (both Georgians and Armenians) in Russian schools often choose the second ethnic identity card "Russian", even if they are not from mixed families. In older children, the degree of ethnic identification with the ingroup becomes higher with age in Armenians than in Georgians studying in Russian schools. Georgians in Russian schools more often select the identifications of "Little bit Russian" and "Little bit Georgian" than Armenians. In Russian schools overall, a decrease in the importance of ethnic identity can be traced, whereas in Georgian schools ethnic identity retains its high importance. In Russian schools, sex (boy in the case of Armenians and girl in the case of Georgians) becomes more important than ethnic identity. Generally, in Russian schools, sex, age and local identities gain more overall importance than in Georgian schools.

Supranational identities appear mainly in 12 year old children. 63% of 12-15 year old children think that they are Caucasians, 40% think that they are Europeans, 9% Asians and 13%  treat themselves as citizens of NIS. The "Caucasian" identity is more important for Armenians and Georgians in Georgian  schools, "European" identity for Georgians in Russian schools, and citizenship of NIS for Russian schools.

In Russian schools, Georgians and Armenians express a lower ethnic pride than in Georgian schools. Georgians in Russian schools exhibit lower scores in feeling as a member of ethnic ingroup and national pride than Armenians. 

Generally, in Russian schools, the indicators of public collective self-esteem are lower than in Georgian schools. Between Georgians and Armenians in Russian schools, there are more similarities in ethnic self-perception and consciousness than between Georgians in Russian and in Georgian schools; only one parameter from four measurements of public collective self-esteem indicates that 15 year old Armenians have a higher score than Georgians in Russian schools.

6 and 9 year old Georgians in Russian schools have less liking of their ethnic group than Armenians in Russian schools and Georgians in Georgian schools. Generally, for all children with age, the image of the ethnic group becomes more critical.

The results indicate that, in the case of Georgians, students at Russian schools often develop a bi-ethnic identity, while Armenians develop a more salient mono-ethnic Armenian  identity, even though they live in a Georgian (foreign language) environment, study in Russian (also a foreign language) schools, and use their native language far less than Georgians. So we can conclude that development of ethnic identifications or ethnic preferences of ethnic majority and minority children depends more on the sociocultural conditions of the children than on their ethnic background. 

Pavlenko V., Kryazh I., Ivanova O., Barrett M.
Age characteristics of social identifications and ethno-national beliefs in Ukraine

The main objectives of the research described in this article are the following:

1. To examine the age dynamics of the regional, ethno-national and supranational levels of identification in children and adolescents living in Ukraine.
2.  To study the age characteristics of the choice of ethno-national ingroup by children and adolescents living in Ukraine.

3. To examine the age specificities of the ethno-national beliefs structure according to the ingroup of the individual concerned.

480 children living in Kharkov took part in the research. The sample consisted of four groups of 6, 9, 12, 15 years old children, with 120 individuals in each group. The youngest age group consisted of children attending kindergartens, and the remaining three groups consisted of schoolchildren from the corresponding grades of state public schools. The analysis of the data led to the following conclusions:

1. The formation of the territorial and ethno-national identification system in children and adolescents from Ukraine starts from an identification with the regional level community of the city. Later, the system is enhanced with different kinds of identifications at the national level, first ethnic and national, and slightly later citizenship. Finally, identification with supranational level communities enter the system. In fact, this sequence precisely mirrors the order of the socio-territorial communities in terms of their magnitude and their level of concreteness-abstractness. Age dynamics move from the most narrow and concrete group of the set (the city community) towards the broadest and most abstract supranational groups of Slavs and Europeans. Within the framework of the research, it is difficult to ascertain whether this pattern of development of the identity system is universal, but its discovery draws attention to the broader issue of the relationship between the child’s identity formation and cognitive development.

2. The choice of ethno-national community as an ingroup is usually complete by 12 years of age, and it is the key characteristic of this age group. By this age (and starting at 6 years of age), regional identity is virtually formed whereas the process of the supranational identity formation is only just beginning. However, in all age groups, 15% of children avoid this type of identification, which is not connected to the difficulty of the objective ethno-national self-determination and is not replaced with the development of citizenship identity. 

3. A distinctive age dynamic can be traced in the choice of ethno-national group as an ingroup. It moves from possible bi-ethnic identification (both "Ukrainian" and "Russian") in the younger age groups towards a strict and unambiguous identification (either "Ukrainian" or "Russian") in the older age groups. Only children from mono-ethnic Russian families give relative preference to the ethnic group of Russian as an ingroup. In all other cases, the children tend to choose as an ingroup the ethnic group of Ukrainian. 
4. With the increase in age, the cognitive complexity of children’s ethnic beliefs increases. This is explained by several interrelated factors: the development of the cognitive structures themselves, the broadening of the experience of inter-ethnic interaction, the expansion of knowledge about different ethnic groups, the development of ethnic self-consciousness, and the reflection of ethnic beliefs. The increase in the cognitive complexity of ethnic beliefs can be seen (1) in the expansion of the number of dimensions making up the semantic space and (2) in the increasing complexity of the factors describing this space (which include a larger number of separate scales of personal features, creating a more complicated combination which provides a greater explanatory power). 
5. Ethno-national beliefs are related to the individual’s own ingroup. These beliefs concern the two major ethnic populations in the region, Ukrainians and Russians. The nature of this relationship changes with age: in the three younger groups, there is a tendency to oppose one’s own ingroup to the alternative ethnic group, and this tendency increases with age. But in the beliefs of the oldest schoolchildren, both ethnic groups, Ukrainians and Russians, are viewed as close regardless of ingroup. The avoidance of ethnic identification is related to a higher subjective estimation of the outgroup of Americans.

6. The basic opposition which forms the foundation of the system of ethnic beliefs may be described as “insider-outsider”. This opposition may vary depending on the context in which it is realized. In the ethnic beliefs of 6 year old children, the dichotomy “insider-outsider” is revealed mainly through the opposition “good-bad”. 9 year old children tend to combine two contexts: “good-bad” (“approved-blamed”, “accepted-rejected”) and “friendly-hostile”. For the 12 year old children, the opposition “friendly-hostile” becomes determining, but also at this age children start to use a further criterion to evaluate ethnic groups, namely beliefs about the level of economic and socio-cultural development of the country where the ethnic group lives. This criterion forms an opposition which can be characterized as “civilized-backward” which is independent to the opposition “insider-outsider” because of the prevalence of the cognitive component in the former and the emotional attitude in the latter. The opposition “civilized-backward” opens the way for a more objective estimation. The usage of this objective estimation allows the child to determine the place of the ethnic ingroup in the broad ethnic space. We can assume that this problem is being solved within the framework of the more common opposition “we-they”, which becomes dominant in the system of ethnic beliefs only at adolescence because of the ethnic and national identity and with the development of ethnic self-consciousness. 

M.Volovikova, T.Ryazanova, L.Grenkova-Dikevich
The specificities of religious identification in contemporary Russia: an analysis of answers given by children from Smolemsk
In contemporary Russia, psychological problems of religious identification are, on the one hand, complicated and, on the other hand, poorly studied. Most probably the same situation applies in other states of the former USSR. For a long time, the problems connected with religion could not be included in open and free discussion. In the first years after the revolution of 1917, the population of Russia soon became aware that “religious identification” could deprive them not only of health and freedom, but of life as well. The total number of victims of religious convictions during that time was so great that the final death-toll and the names of lost people is unclear even now. Thus, in the course of seventy years, people could die, could be arrested, or could lose their job or position because of their religious views. It is clear that, in such circumstances, the natural transmission of religious traditions from generation to generation, from parents to children was complicated. In school, and at the pioneer camp, boys and girls had to identify themselves as “atheists”.

In a situation in which people are persecuted for their belief, it is hard to understand how any religious principles were preserved. However, the analysis of diaries, biographical material and memoirs shows that beliefs were preserved in two main ways. The first way involved the transmission of religious views within the family; the second way involved traditional popular culture. The latter may undergo changes to its outer level, but its underlying base preserves archetypal images which express the people’s spirit, through the rhythms of labour and holidays, sayings, proverbs, lullabies and fairy-tales. However, the views on religion held by contemporary Russian children have not previously been studied in any detail.

We carried out a quantitative analysis of answers produced by children in Smolensk. These children answered only questions concerning religion; these questions were selected from the interview of the main investigation. First of all, the child had to chose cards in order to assess his/her self-identification (2.1); then he/she answered the following questions: (5.9) “What religion does your mother profess...?”; (5.10) “What religion does your father profess…?”; (5.11) “What do you believe in…? ”; (5.12) “Do you pray at home...?”; (5.13). “Do you go to church?”… Analyzing the obtained material, we took into account the sequence of answers in order to understand what sense the word “believer” has for a child. Answers such as “I am Christian” or “I believe in God, orthodox Christian” were accepted as indicating an absolute awareness of oneself as a believer in God. In other cases (“I believe in everything”, “I believe”, etc.), we compared these answers with the cards the child had chosen earlier (2.1) and with all his/her spontaneous statements.

The main findings were the following: among contemporary Russian children (judging from the Smolensk data), there were surprisingly many believers: 67,2% among 15-year-old children, 75% among 12-year-old ones, 51,7% among the 9-year-old and 33,3% among the 6-year-old. As far as the 6-year-old children were concerned, the majority of them – 95% –  “just believe”. They believe “in mum”, “in gnomes”, “in fairy-tales, that they exist somewhere”, “in magic”. This group of children most often interpreted the word “belief” like “trust” (“I trust my mum and God”). The broadened meaning of the word “belief” was also apparent in the answers of the 9-year-old children (“I believe in lucky chance”, “... in hope”, “... in the truth”, “... in omens”). Sometimes, it was hard for the 12-year-old children to take in the word “religion” (“I believe in God rather than profess religion”). By the time they are 15 years old, adolescents are able to answer questions connected with belief and religion consciously. Some of their answers display moments of reflection (“sometimes I believe and sometimes not, but in general I am Christian”, “I believe in God but don’t know religion”, “I don’t know, I haven’t decided yet”, “I am partly a believer, there is some higher power”, “I don’t know, most probably Christian – from time to time”). Only 15-year-old adolescents used the word “atheist” to characterize their religious identification (in two cases, although the word “non-believer” was mentioned in five cases). Thus, children are thinking over the questions connected with religion. Just as it is common for 6-year-old children simply to believe (in any sense of this word), for older children (especially for 15-year-old ones) the process of religious self-identification becomes conscious.

If both parents believed in God, then the child typically said that he/she was a believer. There were some cases where the child considered his/her parents to be non-believers, while he/she believed in God. This situation was observed among 6-year-old children – 6,7% , among the 9-year-olds – 5%, among the 12-year-olds – 3,2%, and among the 15-year-olds – 4,9%. In children’s statements (especially those of 6-year-old children), one further person was sometimes mentioned, the grandmother, even though there were no specific questions about her. Six-year-old children mentioned their grandmothers five times. In response to question 5.12 “Do you pray at home?” children answered: “No, only Granny does”, “Granny does, but we don’t”. Nine-year-old and 12-year-old children mentioned their grandmothers more rarely, 15-year-olds didn’t write or say anything about her. It is in the traditions of Russian culture (and in the culture of most peoples in Russia) that grandmothers and grandfathers take part in children’s upbringing. According to biographic and autobiographic material in their reminiscences, many Russian people hold their grandmother in grateful remembrance for her teaching them the principles of belief.

In the course of the investigation, it was found that more children said that they went to church than professed belief in God. A positive response to the question about going to church was given by 83,6% among the 15-year-old, 86,7% among the 12-year-olds, 73,3% among the 9-year-olds, and 70% among the 6-year-olds. There were some cases when all the members of the family were named as non-believers by a child, but they went to church or did it sometimes (6,6% among the 15-year-olds, 8,3% among the 12-year-olds, 15% among the 9-year-olds). The reason for this may be found in the following explanations given by a child: “go there on church holidays and without any particular purpose”, “... only on great holidays”, “...on holidays”. Traditionally, the holiday rhythms of the church year form the basis of Russian popular culture. These have not disappeared from the representations of contemporary people: Easter and Christmas were remembered throughout all the years of persecution. One could see streams of people moving to the cemeteries in the suburbs. At the beginning of the 1990s, when temples began to open for services, some part of this stream turned to the church service of Holiday itself. In other words, the connection between the people and the church has never been broken entirely. It is another question whether the years of persecution harmed the integrity of this connection. This is the reason why the self-identification of parents and of their children is so complicated.

Conclusions. In contemporary Russia (to judge from the Smolensk data), over a half of the children in each age group consider themselves to be believers. Six-year-old children understand the word “belief” in the sense of “trust”. It may be supposed that children of preschool age are sensitive to belief (i.e. it is more common for them to believe than not to believe). By 15 years old adolescents are able to decide questions of religious self-identification (positively or negatively), although there are examples of earlier self-identification. Religious views are transmitted in the family, which in Russia may be broadened by the presence of grandmothers, grandfathers and other relatives. The culture of holidays supports the religious principles of the nation.

It is necessary to continue this investigation using other methods (e.g. the clinical interview method, the method of free stories, etc.), and in the meantime to regard the present findings as a pilot study.

Margarita Volovikova, Оlga Кuznetzova 
Representations about Europe and Europeans of Children and Adolescents Who Live in Moscow region and in Stanitsa Veshenskaya (on the Don river)


This article reports the results of research into the representations of Europe and Europeans held by children and adolescents who live in different regions of Russia. 172 schoolchildren aged from 8 to 16 years old drew “the map of Europe” and a “European”. In addition, they were asked to mark on their map: 1) the place where they live (the place of their home); 2) the places and the countries which they have visited; 3) the country and the place where the European lives. They were also asked what language the European speaks. The first drawing task was based on the following work: Axia G., Bremner J.G., Deluca P. and Andreasen G. (1998). Children drawing Europe: The effects of nationality, age and teaching. (British Journal of Developmental Psychology, 16, 423-437). 


The drawings of the European were analysed using the principles of projective drawing methods. The children could use coloured pencils. The sample consisted of 20 young Cossacks aged from 10 to 15 who live in stanitsa Veshenskaya on the Don, and 152 Russian children aged from 8 to 16 who live close to Moscow in the settlements of Chernogolovka and Kupavna. 

In their cognitive aspects, the concept of “Europe” correlates with the concept of “European” as a whole to its parts, in other words the countries which are situated in Europe with the people who live there. The main cross-cultural investigation studied children’s representations of their own country, their nation, other nations and the international communities children attribute to themselves (e.g. Europeans, Slavs, etc.). The goal of the present study was to see how these general concepts are reflected in the children’s imaginative sphere. Geographically, Russia is situated in Europe and Asia simultaneously, and it does not have the usual water boundaries which divide other parts of the world. How does this fact affect children’s representations? And where is Europe for Russian children? Do they include in Europe their own settlement, the European part of Russia, or the whole of Russia? What European countries do they know? And what view of the world do Russian children have? 


The children’s maps of Europe contained the following: the countries that a child was able to mark; other countries and regions of his/her own country which he/she has visited; the location of the country and the place where the child lives in relation to the boundaries of Europe; the place where the European lives according to the child’s opinion; some attributes connected with the cognitive difficulties of the given task for the child (the separate portrayal of Europe; the “island” location of different countries and cities, for example, island France, island Greece, etc.; the scheme of local surroundings; a drawing instead of a map, etc.). The drawing of the European was judged on a scale running from 1 to 5 (like school marks). The gender of the drawn European was compared with the gender of the child (usually the girls drew a woman while the boys drew a man).

The analysis of the maps of Europe drawn by the children showed that the collective portrayal of Europe includes all European countries (and the countries of some other continents). The main difficulty for the younger children was in dividing Europe from Eurasia. The drawings of the 8-year-old children revealed similar characteristics as the drawings of children of the same age from Western Europe: they portrayed cities, “Europe”, or the scheme of local surroundings more frequently. The results gained by analyzing the maps of Europe drawn by children of other ages (except 8-year-old ones) are given below in the table.
	The main European countries drawn by  children from the Moscow region
	The main European countries drawn by  children from stanitsa Veshenskaya

	Great Britain 52,3%
	Great Britain 45%

	France 49,5%

Germany 49,5%
	France 40%

Germany 35%

	Italy 46,8
	Ukraine35%

	Spain 41,3%

Ukraine 36,7%
	Belarus30%

Russia30%

	Finland 30,3%

Sweden 28,4%

Russia 28,4%
	Finland 25%

Sweden 20%

Italy 20%

	Portugal 26,6%

and others 
	Lithuania 20%




According to this table (in the Russian version of this paper, more detail is provided), it can be seen that the children from both regions know Great Britain, France and Germany best of all. In other words, those countries which are distant geographically, but which are close in cultural-historical aspect, are the best known.


Below is another table which contains the results of the analysis of the drawings of the “European” (again, in the Russian version of this paper, more details are supplied; some of the most characteristic drawings of a European are presented with our comments in English).

	The results of the analysis
	The answers and drawings made by  children from the Moscow region
	The answers and  drawings made by children from stanitsa Veshenskaya

	Country

where the European 

lives
	Russia – 27,6%

Great Britain – 14,5%

“Europe” – 8,6%

France – 7,9%

Asia countries – 7,2%

Spain – 5,3%

and others 
	Russia – 35%

Great Britain – 15%

“Europe” – 15%

France -- 5%

Germany – 10%

Ukraine – 10%

and others

	Language which the European speaks
	English – 30,3%

Russian – 26,3%

European – 10,5%

Spanish – 4,6%

German – 3,3%

Italian – 2,6%

and others
	English – 35%

Russian – 30%

German – 10%

French – 5%

European – 5%

Ukranian – 5%

and others


The Cossack children produced fewer drawings of the European revealing problems.

The European speaks mainly in English (Russian gained second place). Most often, the European  lives in Russia (with GB being in second place, with the other places being distributed across almost all the countries of the whole of Europe).

Conclusions. Russian children, both from the Moscow region and Cossacks from the Don’s stanitsa, have similar representations of Europe and Europeans. This finding can be explained by reference to the mutual cultural context which these children share. The most popular European country was Great Britain, the country which is the most geographically distant from Russia. The same is true for the English language. Russian gained second place. The European lives mostly in Russia, i.e. Russia in children’s opinions is not only a geographical but also a socio-cultural part of Europe. Travel experience is beneficial for children in contributing to their geographical representations (children draw the places and the countries which they have visited more precisely).

