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Abstract 

Trilinguaiism by Design? 

An Investigation bto the Educational Experience 

of Kurdish Children Schooled in Denmark 

Doctor of Philosophy 

2001 

Shelley Kathleen Taylor 

Department of Curriculum, Teaching and Leamhg 

Ontario Institute for Studies in Toronto of the 

University of Toronto 

This snidy involveci an ethnographic investigation of a bilingud program designed to 

irnprove the acadernic success and promote the seIfksteem of Turkish children in Denmark. 

Aithough üsted as Turkish nationalq a significant proportion of students enroUed in the 

prognun were of Kurdish background and spoke Kurdish as a &st language. Thus these 

children consti~ed a minonty within a minority and the program entailed a trilingual 

acpenence for them. 

The data for the study included extensive classoom obsewation and document 

analysis together with indepth ethnographic inte~ews with four educators who participated 

in the program. The program was also examiLled fiom the perspective of one femaie student 



who participated in the program. 

Although the educators who participated in the in-depth interviews expressed positive 

orientations towards both the program and the rninonty students, inconsistencies were 

obswved between these good intentions and the actions of these educators. These 

discrepancies were examined in tenns of constraÏnts ht ing educator agency and pressures 

exerted on these educaton as a result of the prevaiiing societal discourse that was highly 

negative towards immigrant populations. Although the program was viewed as relatively 

mccessful for participating students Uisofar as they acquired or maintained Turkish and 

performed well in Danish, for the Kurdish children l o s  of L 1 and Kurdish ethnolinguistic 

identity also resulted. This was not a case of 'trilingualism by design.' Rather, the chüdren's 

Kurdish identity and trilingualkm were veiled. Despite these findings and contradictory 

though it may seem, they gained an academic edge due to participation in the program. 

The investigation reinforces the centraüty of issues related to power and idemtity in 

educational reform for niinority language students. A focus on language done is insufficient 

to understand the patterns of achievement and plan efféave interventions. 
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(xAmER1 

Introduction 

In 1986, Christopher Candiin identifieci the need for ftrther information on classroom 

and school-based cases of bi- and multilingual educational p h c e ,  particularly information 

arising nom qualitative studies. Candlin (1 986) deemed qualitative studies best for gaining 

much needed "accounts of participants' reactions to the process of bilingual education, 

sensitive to the ethnic and social variation characteristic of the domain" (p. xi). Candlin linked 

the variation characteristic of bi-/multilingual education to politicai, social, ethnic and 

ideologicd pressures, and observed that bilingual education is tendentious and hught  with 

problems for policy-makers.' It is into this tendentious, critical area of language education that 

the present study Ws. 

This study deals with the educational expenence of two cohorts of Kurdish 

background chüdren schooled in Denmark, chiidren enrolled in a bilinguaVbicultural education 

program which did not reflect the fhct that they were Kurds (Le., neither theù home language 

nor culture were acknowleûged). These chiihn, bom in Denmark of Kurdish immigrant 

parents in the early 1980s. were enrolled in a Danish/Turkish medium, biüngual/biculturai 

education program on the outskirts of Copenhagen. No oversights occurred regardhg the 

language and culture of their Danish and Turkish background peers whose language and 

culture was not only acknowledged but, as wiii be discussed, their program was designeci 

around them. 

This partidar program was tendentious due not only to its bilingud nature, but also 

because its primary focus was on benefiting rninonty language child participants. That haif of 

the cMd participants were not nom tne target group anticipateci by program piamers (Le., 

Turks) but were, in hct, Kurdq did not add to public criticism as that detd was hidden How 

and why the Kurdish faaor was hidden, and whether public criticism would have heightened, 

had it been known, is the centrai probiem in this equation. As such, it is fiirther discussed in 

Indeed, b h g d  education is hught with problems not only for policy-makers, but also for 
participants in the educational structures which poiicy-makm plan: students, educators and, 
to a degree, parents. 



the findings. SufEce to say that the omission of the Kurdish children's true identity and their 

subsequent misclassification as Turks raises the even more tendentious Kurdish issue. Scholars 

who specialize in Middle Eastern issues contend that the Kurdish issue "looms as one of the 

largest threats to peace and stability in the Middle East for the coming decades" (Olson, 1996, 

back cover). Therefore, the present study provides an interesthg case for gainùig Candlin's 

"accounts of participants' reactions to the pro- of biigual education" (1986, p. xi). 

The purpose of the present study is threefold. The nrst intent is to contribute to 

theoretical undentandimg of childhood trilinguaiisrn by exarnining processes and variation 

characteristic of the present case study. The second is to add to the research literature on bi- 

fmultilingud education and on one aspect of the Kurdish issue: the education of Kurdish 

background children in Europe. The third is to relate research fkdings to current educational 

practices so as to inform practitioners of their bi-/multihguai students' needs: partidarly, but 

not only, their Kurdish students' needs. Induded in the present chapter are: (a) prelirninary 

background Uiformation and terrninology; @) the theoreticai fhxnework; (c) the problem and 

rewarch questions; (d) the theoretical implications of the study and its relationship to previous 

work; and (e) an outline of the stnicture of the thesis. 

1.1.1 Coercive and Collaborative Relations of Power 

To begin, Cummins' (1996) work on coercive and coliaborative relations of power 

sheds light on issues which seem unrelateci at first glance: (a) why many dominad group 

members view biünguai education prognvns that are intendecl for minorie language speakers 

as problematic; and @) why dominant group members in Turkey view Kurdish nationaüsm in 

Turkey and the Kurdish diaspora as problematic. Both cases involve dominant group memben 

Cummk' (1988) use of the ternis dominant and subodinated implies power as does 
Ogbu's in the ftdowiug clarificatim 

A population within . . . a [plural] society or nation is a mmOrity group not because it 
is d d y  d e r y  but because iî -pies a subordinate power position vis-à-vis 
another population withm the sam politicai boondary. (Ogbu, 1991, p. 383) 



adopting Us vs Them positions, and denial of subordinated group members' rights and needs. 

Curnmins (1996) labels Us vs Them positions as coercive relations of power, defined as: 

[The] exercise of power by a dominant group (or individual or country) to the 
detriment of a subordinated group (or individual or country). The assumption 
is that there is a fixai quantity of power that operates according to a zero-surn 
logic; in other words, the more power one group has the less is left for other 
groups. (p. 14) 

The relationship between coercive relations of power and dominant group attitudes towards 

bilingual education and Kurdish nationaüsm is as foIiows. 

In North America, not al1 büingual education initiatives are deemed tendentious. The 

two most common fonns of bilinguai education in North America are the Canadian French 

immersion mode1 and the Amencan compensatory bilingud education mode1 (Olson & Burns, 

1983). In comparing the "clients" of both programq Cummins (1 988) observes that most 

Canadian students in French immersion are dominant group members, and most American 

students receiving bilùiguai education are subordinated group memben enroileci in programs 

''designeci to remediate presumed deficiencies" (p. 14). He emphasizes that, although the same 

theoretical principle (the interdependence p~c ip l e  discussed in section 1.2.1) accounts for 

empincal hdhgs  supporting French immersion and compensatory bilingual education, 

findings routinely accepted and applied in Canada are not routinely accepted and applied in the 

United States (Cummins, 1988). To expiain this apparent discrepancy, Curnmins (1988) 

cornments: "Research and theory are wherently appiied to policy only in situations where 

there is a relatively high degree of consaisus in regard to both the societal and educational 

gods ofthe poiicy debates retadng to fangpage and edncation" @. 1 1). 

In situations of coercive relations of power, that consensus is misshg with regard to 

programs designed to bene& minority language -dents; thus, oversights occur. Given what 

amounts to power politics in policy-making, Cummins (1988) argues that issues of language 

and power Întersect, and influence the shape of educationd programs. This supports Candlin's 

(1986) observation that bilingual education programs can be h g h t  with politid, social, 

ethnic and ideological pressures. This is most ofien true when these programs are designed to 

meet subordinated group needs. 



French immersion programs, on the other hanci, were designed to meet a dominant 

group need: Anglo-Canadians viewed becoming officiaily bilinguai as in their better interests 

(Lambert & Tucker, 1972). Immersion programs, therefore, responded to dominant group 

"societal and educational goals" (Cummins, 1988) and fiourished as a result of p o w d  

lobbying (Olson & Burns, 1983). Non-official language programs in Canada do not respond to 

the dominant group's perceived needs, do not flourish, and continue to be a contentious issue 

(Cummins, 1988). This imbaiance reflects high societai consensus on the value of o f f i d  

(French/English) büingualism in Canada, low consensus on the d u e  of non-official 

büinguaiism, and is an issue which is revisited in Chapter 2 with regard to the Danish context. 

Though belief in the value of ody one fom of biiingualisrn is not supported in the 

research literature, it is pervasive and may be considered part of the dominant group's 

"cultural model."' Ogbu (1 99 1) defines cultural muciels as ‘Yak systems" which, though never 

The te~eafch &rature supports additive, not subtractive biiinguahn, m e s s  of wheuier pmgram 
participants in an additive program are dominant or subordinated group mernbers. SkUhiabb-Kangas 
and Phillipson (1995) f f i e  the t e m  additive and subtmctive bilinguaiisrn in t e m  of the following 
iangiiage 1ea-g situations: 

Fi3 mbtractive language leaming situations . . . the d e r  toague risks being forcibly 
replaceci by officiai, majority 1angm.p or not king Iearned fûiiy and . . . [in] additive 
language Ieaming situations . . . other languages are added to a person's linguistic 
repertoire, without any risk to mother tongues, wbich are allowed to develop fiiiiy. 
(Skutnabb-Kangas & Phillipscm, 1995, p. 102; see also Lambert, 1975) 

Examples ofprograms which leaà to addithe bhgualism are: French immersion for dominant group 
chiidren, two-way bihgual programs fOr domhanî ad subodinated group chiidren, and Me&t 
~ ~ p i o g m m s f O r s u  b m i k t e d  gmpehildres. nie latter two p ~ m s  an 
discussed next. 

Two-way bilingual programs mre e x p i  numbers of children who are dominant language- 
speakers (e.g., Angiophones in the US or Danes in Demnark) and subordinated tangu-rs 
(e.g., Latinados in the US or Turks in D d ) .  Bath groups of children are (ostensi'bty) monohg4 
at the outset W y ,  instruction is givai to both groups of children via the medium of the 
subordinaîed group ianguage. TZhis amOUDtS to mother tongue (LI) instruction fbr the subordinated 
group children (Le., language maintenance), and second langtiage (L2) instruction fbr the dominant 
group children (Le., immersion). Later, both gmups are h I d  in thw LI and L2. Thus, neither 
group experiences LI loss; ratfier, both groups beccme bilingual. Therefore, two-way programs 
consthte additive language iearning situations. (For furîber relateci discussion, see Lessow-Hurley, 
1996; Skuaiabb-Kangas, 2000). 

biliogual d u d o n  programs are aies m which L1 instruction continues throughout a 
M d ' s  schooLing (language mamteaance) ratber than behg phased out as soon as possible; the latter is 



right or wrong, "guide behavion and intapretations" (p. 7). In pradce, dominant group 

(mis)interpretations of bihgualism serve to limit innovative programming. Indeed, Cumrnins 

and Danesi (1 990) note an under-exploration of "biluigual education prograrns designeci to 

Mprove the academic achievernent of minority group students who tend to experience school 

fdure" (p. 100). They attribute this oversight to the fact that dominant group members do not 

think they can benefit fiom gains made by subordinated group members; hence, the wiii is not 

there to take initiative. Support for initiatives in this area is lacking because dominant goup 

members do not view power as coUaboratively constructed: "CoUaborative relations of power 

. . . operate on the assumption that power is not a k e d  pre-âetermined quantity but rather can 

be generated in interpersonal and intergroup relations . . . power is created in [a] relationship 

and shared among participants" (Cummins, 1996, p. 15). When viewed from this perspective, 

it becornes clear that subordinated group gains are ako dominant group gains. 

Cumrnins (1996) gives the example that both deminant and subordinated group 

members have certain "vesteci interests" (p. 222) in cornmon (e.g., in the fiinire of society). 

They have vested interests in schools which (fàii to) help students succeed, and in societies 

which repress part of the population beause both groups sufer fiom the strXe, civü umest 

and drained financial resources which result fiom those situations. Yet, WWms (1973) notes 

that coercive relations of power are highly prevalent due to the way dominant groups paceive 

their best interests: 

Pt] is a h c t  about the modes of domination that they select fiom and 
consequedy exclude the full range of human pctice. . . . It depends v e y  
much whether it is in an area in wtiich the dominant class and the dominant 
culture have an interest and a stake. Ifthe interest and the stake are explicit, 
many new practices will be reached for, and if possible inwrporated, or else 
extirpateci with extraordinary vigour. But in certain areas, there will be in 

chacteristic of transitionai (or earlyet) biliagual educaîion programs. In Cummins' (1997, p. 7) 
reyiew of the Ramirez Report (Ramirez, 1992), hr  example, he notes th& Spanish-speaking chiidren 
enroiied in iateexit programs P the U S .  received instruction exdusively in Spanish in kindergarteq 
'krith Engiïsh used fbr about one-third of the time in grades 1 and 2, haif the time in grade 3, and about 
sixty per cent ofthe tmie theTeafteT), wbmas Spmish-speakhg cttildren m e a r i y d  programs received 
Spanish mstnictiotl for uaôout one-third oftbe time in fondergarten and first gmk wîth a rapid phase- 
out tbereâfter." (For fiirttier reviews of various mxkls ofbiluigual education programs, see Skutnabb- 
Kangas, MM,l99O, 2000, and W& I997)- 



certain penods practices and meanings which are not reached for. There wili be 
areas of practice and meaning which, alrnost by dennition f?om its own ümited 
character . . . dominant culture is unable in any r d  terms to recognize. @. 12) 

This passage provides a good (coercive relations of power) explanation for why certain 

bilingual education initiatives are supporteci and prornoted, and the value of others is not 

recognized and they remain under-explord: Some prograrns are deemed within the realm of 

dominant group interests; programs outside of those interests may weII be deemeà tangentid, 

extraneous or lacking importance. 

Corson (1993) takes up this issue, noting that ahemate forms of knowleâge often "go 

unrecognized and remain without influaice" (p. 14). His term for recognizing dominant 

culture and knowledge, but not alternatives, is sanctionhg the 'legitimate' ( p. 7). Several 

related terms dari@ what is sanctioned as legitimate and what is not: culturai and linguistic 

capital, and cultural 'fields.' These terms derive f?om Bourdieu's work (see Bourdieu, 1977; 

Bourdieu [& Passeron], 1977, etc.), but are best understood as explahed by Corson (1993). 

1.1.2 Sanctioninn the 'Lepitirnate:' Cultural and Linmistic Capital. and Linnuistic 'Fields' 

In speaking of culture and laquage as capital, Conon (1993) refers to Bourdieu's 

metaphor of an economic system. In this system, an individual's resources, be they cultural or 

linguistic, have v@g market value in dinerent social systems. Cultural capital refers to 

"those culturafly esteerned advantages which people acquire as a part of their We expenences, 

theu peer group contacts, and their fhi ly backgrounds: such things as 'good taste,' 'style,' 

certain kmds of knowledge, abilities, and presentation of self" (Corson, 1993). Linguistic 

capital, on the other hand, refers to: 

the abiiity to utike appropriate n o m  for language use and to produce the right 
expressions at the right time for a paniailar 'linguistic market' . . . there are many 
Enguistic markets in which rare or high status fonns result in profit for the user, and 
where non-standard or low-status lan-e use is assigned a limitai value. (p. 10) 

Corson explains that children fkom subordinated groups may remain dent or withdraw if their 

language has a Iow 'market value.' 

A language may have a low market value if it is not the dominant group's mother 

tongue or ïft is a nonstandard variety of the dominant group's language (for a related 

discussion, see Telles, 1996). Corson comects &et values to cultural 'fields,' noting that 



Bourdieu considered the latter to be the more important of the two. That is, while market 

values are apt to flry ail languages and cultures are valued somewhere. The "here" depends 

on power relationships in effe* f?om cultural 'field' to cultural 'field:' 

[AU] groups possess cuitural capital and a linguistic capital of their own, but not 
necessdy the same form of capital that is recognwd and valued in education. By 
moWig fiom one cultural 'field' to another, power relationships change, as does 
cultural capital. (Corson, 1993, p. 15) 

Like the terms cultural/linguistic capital, the term linguistic 'fields' is very important when 

discussing the language of schooling and alternative educational prograrns. These tems are 

espeçially important when discussing the schooling of Kurdish children in Europe, as becurnes 

apparent in Chapter 4. 

1.1.3 Linscuicism 

That the language and culture of the Kurdish children in this study were overlooked, 

evm in a program designed to benefit subordinated group children, is highly significant. This 

oversight raises the issue of linguicism which @ce linguistic capital) is a useful term for 

analysing the role of language in schooling. Skutnabb-Kangas (2000) defines linguicism as: 

'Tdeologies, structures, and practices which are used to legitimate, e f f i a t e ,  regulate, and 

reproduce an unequal division of power and resources (both material and hateriai) between 

groups which are defineci on the basis of language" (p. 30). S kutnabb-Kangas and Philiipson 

(1995) explain the ünguicist process as the result of a hierarchization of Ianguages. The way a 

language hienvchy works is usuaiiy to the dethent of subordinated groups as, increasingiy, 

only certain languages are deemed fit to survive and worthy of economic support-usualîy 

dominant group languages: 

In a new social Darwinist dnss the argwnent is that the . . . cuitures and 
languages which are to swive and q a n d  wiii do so because they are more 
adapted to modern technokgka1 Wb, to maricet economies. . . . The hegemony 
of the dominant group then eirwes that the other . . . cuitures and languages 
are deprived of resources and a fair chance to &e. Central in this process 
are institutiody controiiable measufes such as education Somehow it aîways 
bims out to be majority languages and Rilhrres which are the fittest nirvivors. 
(P. 104) 

This is a clear example of a coercive relations of power approach to diverse languages and 



cultures. How this specincaily relates to Kurdish (a subordiiated group laquage in Denmark 

and Turkey) and, to a certain extent, to Turkish (a subordinated group language in Demark, 

but not Turkey) is discussed at length in Chapter 2. 

Against great odds (power irnbalances, negative folk beliefs), innovative bilingual 

education programs do exist. The present study is based on one such program. As already 

noted, Kurdish students were enrolled in the program-children of a rninority group equated, 

throughout much of this century, with powerlessness: 

The Kurds number at least 25 million, yet there is oniy modest information 
avaiiable about them. There is probably a larger literature available on Kuwait, 
a state with barely haifa million citizens. The reason is obvious: the Kurds 
inhabit a marginal zone between the power centres of the Mesopotamian plain 
and the Iranian and Anatolian plateaux. They remain margicdised 
geographicaiiy, poütically, and economically.' (McDowall, 1 996, p. xi) 

Thus, the Kurds too are prey to coercive relations of power. 

Robins (1996) argues that, even today, Kurdish issues are marginaliseci in Europe by 

the European Union (EU)'s largest countries @ritain, France, Gennany and Italy) despite the 

fict that significant numben of Kurdish immigrants have settled in those countries.' Robins 

cites %der interests" as the reason for these countries' oversight of Kurdish issues: 

The larger states, with their more extensive and cornplex relations with Turkey, 
have not allowed the Kurdish issue to dominate bilateral ties; official 
statements have always been balanced and the language used has been 
measured. Indeed, with the exception of Germany, the bigger players of the 
EU have largely been able to cocoon the Kurdish issue âom the process of 
policy-making. At the tevel of EU institutions, the big players have had a 
m o d e r a ~ g  eff- on the s d a  states. (p. 129) 

That is, b ig  players" can ovenide Kurd-fnendly/Turkey-Cfitical moves which "srnder states" 

4 

S e  Chapter 2 for fhther discussion of the Kurdish situation in the Kurdish homeland (especially 
Kurdistan m Tnrkey), as weU as in Eumpean couniries; SpeCiEicaiîy, Denmark- 

In Germany, for -le, there are apprmamateiy 2 million Turks of whom, it is estimateci, 450,000 
are Kurds (KU& Assail Consulate m Gemiany, 1995). 



make: and do so in the name of bilateral political and trade relations. S a ,  srnder players are 

not entirely without influence. 

Denmark is one of the smaller players which, as Robins (1996) notes, dong with the 

Ewopean Parüarnent, has repestediy criticized Twicey for its Kurdish policy. As a result, 

Turkey has placed Denmark and some other, smaller European Union countries on a "red 1i.d' 

@obins, 1996, p. l20).' In 1995, however, the European Parliament, deemed a smder player, 

did manage to put substantial presssure on Turkey during Turkey's bid to fînalize a Customs 

Union with the European Union In return for acceptance into the Union, the European 

Parliament gained concessions fkom Turkey in the (virtually synonymous) areas of human 

rights and Kurdish issues.' 

These concessions are proof that stndes forward can be made if the d l  to lght for 

them exists. A prerequisite for championhg a subordinated group's cause is for a dominant 

group to view absequent gains as their own; to view power as collaboratively manufactureci 

(and shand).The issue of the wül to promote subordinated group rights pertains to both foc5 

Robins (1 996) gives the fbllowing example of how "big piayers" can thwart "smailer players" in their 
lobby or other &rts to condemn Turkey's treatment of the Kurds and human rights record: When it 
was Greece's turn to hold the six-month Presidency of the EU Coucil of Miuisters, the big players, 
nemous that Greelc anîagonisms toward Turkey would sour EU relations with Turkey7 conducted a 
prewentative manoeuvre by establistiing regular trilaterai meetings at the senior levet between Bntain, 
France, Germany and Turkey. As Robins (1996, p. 125) notes: "the human rights situation and the 
Kurdish problem did not prevent the impIementation of such an initiative," and the meetings lapsed at 
the endaftheGreektermwhenEU daîbswithTur4ey wprewlonger intbebandsoftheGreek 
Presidency. 

hdeed, Turkey has gone so fàr as to ban certain Danish Members of Parliameat (MPs) h m  even 
enterkg the couirtry to cunduct observer missions. Those MPs are on a "black Iist" established and 
maintaineci by the Turkish state (MedoTV, 1997). That MPs fiom a red-listed amutry can also be 
bIack-listed is indicative of how hr Turkey will go to maintain its Kurdish poiicy abroad. 

h order to conince the European Pariiament to endorse Turkey's bid to gain membership in the 
Cnstoms Union, Turkey's coalition govemment, led by Tansu Ciller, took action in the areas kaclhg 
to an amendnient of Amcle 8 of the (mtorious) Anti-temr Law, the release h m  prison of two 
democfaticaily eIected Kurdish MPs, anci îhe steering h u g h  parliament of a democratizafion package 
(Robins, 1996, p. 128). 



of the present study: bi-/muitilinguaI education and the education of Kurdish children in 

Denmark, and raises the equaliy important issue of agency. 

1.1.5 Aaencv 

This concept is best understood in contrast to the age-old concept of detemiinism. 

WiIüams (1973, p. 4) discusses ties between determinism and idealist (especially theological) 

accounts of humanity and the world, and how Marx chailenged those views. Rather than 

seing determinism as a process of prefigured, predicted controls exerted by pre-existing 

extemal forces, Marx substituted the concept of determinhg factors. Wiiams suggests that 

Marx viewed determinhg factors as a process of setting limits and exerting pressures which 

determine, but do not dictate, social practice. In this view of determinism, even though 

subordinated groups expenence marginaüzation, denial of rights and needs, ill-will, and 

indifference, theù fate is not necessady sealed. 

Corson (1 993, p. 16) concun with Williams in waniing against the "bleak 

de$erminism" of some interpretations of ManOst theory. With regard to agency, Corson 

(1993) observes that %hile schools need to consider wider structural questions very wefiilly 

in order to decide equitable approaches, neither schools nor individuals are inevitably the 

willllig dupes ofpower forces that are outside their controi" (p. 14). Clearly, Corson's 

observations dEer fiom the old view of determinism which held that individuals were victirns 

of fate. 

Cummins (1996, p. 3) also argues against the old view on the grounds that historiai 

paxions of subordination may be challengeci as in the case of the European Parliament 

challengùig Turkey. People or entities willing to take up the cause of oppressed groups such 

as the Kwds, or of ducational programmes designeci for subordinated group children, can 

also gain important concessions. As Cumrnins (1996) forcefiiiiy observes, it is possible to 

resist Yhose elements within the societal power structure that are intolerant ofdifference and 

are motivateâ to m a x b k  individual profit at the expense of the cornmon good even though" 

(p. viii, as Cuxnmins (1996) admits "enormous pressures . . . constrict the options available" 

(p. vii. Cummins (1996) introduces the terms-educator role definitions and educational 

structures in his discussion of how individuais can resist power structures. 



1.1 -6 Educator Role Definitions. Educational Structures and Em~owerment 

C u d s  (1996) defines educator role definitions as  "the rnindset of expectations, 

assumptions and goals that e&ators bring to the task of educating culturally diverse 

students" (p. 1 8). By this, Cummins (1 996, p. 14 1) suggests that the way in which educaton 

defme th& roles (e-g., their mindset, assurnptions, acpectations and goals) in relation to 

culturaiiy diverse students and cornmunities influences students' educationai expenence. This 

relationship is fùrther discussed in section 1.2.3 in reference to Cummllis' (1 996) 

empowennent w e w o r k  

Another important aspect of individuals' ability to resist power structures applies to 

the structures of schooling. Curnmins (1 996) labels structures of schooiing educationai 

structures which he defines as W e  o r g h t i o n  of schooüng in a broad sense that includes 

policies, programs, cumculum, and assessrnent'' (p. 18). Educationai stmctures are also 

discussed at greater length in section 1.2.3. 

Cummllis (1996) defines the last term, empowerment, as "the collaborative mation of 

powe?' (p. 15). By this, he means power is generated between individuals, not bestowed on 

an individual by a benefactor. Additive relations of powep (Le., collaborative relations of 

power) promote empowerment. 

Centrai to C u h s '  view ofschooling are key concepts discussed thus far: (a) the 

wili to challenge dominant group oversights and power structures in wider soaety which 

affect the powerless; and @) agency: individuals' ability to challenge power structures and 

empower themselves. Both contribute to conditions of praaice in a particular educational 

setting- It is the goal of this dissertation to capture the conditions of practice at work in this 

educationai setting, be they a diaiectic dance between battles of d s  and power struggIes, or 

collaborative relations of power. The theoreticai fhnework which was operationaüzed to 

capture this dynamic interplay is descnied next. 

See Footnote #3 for a related discussion on additive or subtractive orientations (to laquage). 



1.2 Theoretical Framework 

Descriied in this section are two theoretid propositions which account for the 

dwelopment of büingual proficiency (and why billligua1 proficiency develops better in certain 

models of bi-/multilingual education than others), a theoretical framework and divergent 

perspectives on variation in b*ngual proficiency and school success. F*irst, Curnmins' (1 99 1, 

1996) Interdependence principle and his distinction between basic interpersonal 

communicative skills and cagnitiveacademic language proficiency are outlined. Second, 

Cummins' (1 996) empowennent fhmework ("Intervention for collaborative empowerment") 

is discussed. Finaily, bnef reviews of select aspects of Wong Fillmore's (1 99 1 -a) mode1 of 

language learning in social context, Leets and Giles' (1993) critique of contact theory, and 

0gbu7s (1978, 1992) work on variability in academic outcornes for minority students are 

presented. The relationship between these propositions is also discussed, as are their links to 

practice. Foilowing this, the problem and research questions are presented. Finaüy, the 

theoraical implications of the shidy are raised and its relationship to previous work in the 

areas of bi-lrnultilinguaüsm and the education of Kurdish background children in Europe is 

estab lished. 

1.2.1 Interdeomdence Princi~le 

The interdependence pMciple holds that: 

To the extent that instruction in Lx is effective in prornoting proficiency in Lx, transfer 
of this proficiency to Ly wül occur provided there is adequate exposure to Ly (either 
in school or environment) and adequate motivation to leam Ly. (Curnmins, 198 1 ; 
1984; 1986, p. 87) 

Cumrnins' (1986) orplanation for the p ~ c i p l e  is as follows: ''Experience with either language 

can promote development of the proficiency underlying both languages, given adequate 

motivation and exposure to both either in d o 0 1  or in the wider environment" (p. 82). 

Cummllis fùrther explains: "In other words, . . . the same theoretical principle . . . underlies 

immersion programmes for majority language -dents as well as bilingual programmes for 

mhonty language shidents* (p. 87). Thus, the interdependence principle supports Turkish- 

medium instruction for Turkish background children in Denmark as a viable way to learn 

Daiash; Spanish-medium instruction for Lahola children in the US to l e m  Engüsh, and 



French-medium instruction for Anglophone children in Canada to master English. 

To illustrate his point, Cu- presents CUP and SUP rnodels of bilinguai 

proficiency (acronyms for common underlying proficiency [CUP] and separate underlying 

proficiency [SUP]). Cummins (1 986, pp. 8 1-82) uses a bdoon metaphor to distinguish 

between SUP and CUP. The SUP mode1 represents wmrnon sense notions about how one 

aquires a second language. Intuitively, it seems logicai that more exposure to a language wiU 

result in better mastery of the language than ifone is exposed to the language somewhat less 

(maximum exposure hypothesis; Cummins, 1986, 1996). Metaphoncally, nom the SUP 

viewpoint, language proficiencies are viewed as separate phenornena; U e  blowing up two 

separate (ianguage) balloons in someone's head (Cummins, 1986, p. 8 1). When viewed fiom a 

CUP perspective, however, certain aspects of language are viewed as shared; like blowing up 

a single balloon in someone's head fkom two separate (language) valves (Cummins, 1986, p. 

82). 

As for the existence of empirical evidence one way or the other, Cummins (1986) 

notes that %ere is üttle to support the SUP mode1 . . . despite its intuitive appeal" (p. 82). In 

fact, less-is-more when certain circurnstances pertain (Cummins & Swain, 1986): 

Subord'ited group chifdren who receive less instruction in a dominant group language and 

more instruction in their mother tongue can master their second language better than if they 

are solely instructed in that language. 

These psycho educational principles do not pertain indiscriminately, however. A major 

qualification which needs to be made is the additive büùigualism enrichment p ~ c i p l e  (refmed 

to in Footnote 3). It is important for childrrn to develop additive biiingualism (Lambert, 1975; 

Shitnabb-Kangas & Phülipson, 1995). That entails adding "a second language to their 

repertory of slous at no cost to the development of their nrst Ianguage." Thus, the less-is- 

more principle cannot be applied to d h d  Engüsh-medium Uisauction for subordinated 

group children (e-g., Latinola children in the US) as Wong F i o r e ' s  (199 1 -b) research 

strongly indicates that Engüsh generdy supplants these chüdren's mother tongue, r d t i n g  in 

subtractive bîliagualism. 

Wong-Fiore (1991-b) descr i i  subtractve biiguaüsm as "the erosion or loss of 



primary languages" (p. 323), and considers the phenornenon highly prevalent in the US 

context as "wuntless Amencan immigrant and native chiidren and adults @osel their ethnic 

languages in the process of becoming hguistically assimilateci into the English-speaking world 

of the school and society." She notes that "[féw] Amencan-bom children of immigrant parents 

are hUy proficient in the ethnic Ianguage, even ifit was the ody language they spoke when 

they nnt entered school. Once these children learn English, they tend not to maintain or to 

develop the language spoken at home, even ifit is the oniy one theû parents know" (p. 324). 

Though this process has bem ongoing for decades, she feels it has accelerated receatly. 

Whether the process occurs with Kurdish or Turkish background children in Denmark who 

receive Danish-medium instruction is reviewed in Chapter 2. 

1.2.2 Basic Intemersonal Communicative Skills and Cognitive-Academic Lanmia~e 

Proficiencv 

The t m s  Cummins (198 1) cnginally used to distinguish between two aspects of 

language prohciency were basic interpersonal communicative skiils aïd cognitive-academic 

Ianguage proficiency. The fist refers to more transparent, quantifiable aspects of language 

such as pronunciation, basic vocabulary, and grammr, those aspects of language which 

facilitate knowing, understanding and speaking another language. The second refers to l e s  

visible, less d y  measureà aspects of language (e.g., semantics and pragmatics), and includes 

the ability to analyse, synthesize and evaiuate in a second/third language (Cummins, 1992, p. 

17)- 

Though it  is risky to dichotornize baween the two constnias as that oversimplifies 

Te81ity (Cummins, 1992), it is us& to identify characteristics which differentiate between the 

two aspects of language proficiency so that educators wiU not misdiagnose a child's overd 

level of bilinguai proficimcy. MiscIassihcati*ons are wont to ocnir (set CummUis, 1984) due 

to the fkct that many children's basic interpersonai communicative skills develop more quickly 

than their cognitive-academic language proficiency sküls do (e-g., conversationai skills 

develop after approxhately 2 years ofresidence in another Ianguage community vs. an 

average of fie years to sevm years to attain grade average on cognitive-academic sküls. See 

C o k ,  1987,1989; Cummins, 1996). Therefore, educators unf8m*ar with these constnicts 



can gain misleadhg impressions of chüdren's overail academic proficiency and attribute 

academic weakness to poor cognition or academic aptitude rather than to the children's stage 

of second (or third) language learning. 

It is faV to say that, together, the above propositions constitute the most cornrnonly 

cited arguments for bi-/multilinguai education programming today (set Baker, 1993; Byram & 

Leman, l990;'" Collier & Ovando, 1985; Krashen & Biber, 1987; Lessow-Hurley, 1996; 

Skutnabb-Kangas, 1 995, ac.) espediy late-exit bilingual programs (see Ramirez, 1 992). 

They also fom the basis of arguments for imperfect, but reasonable alternatives.'* 

1.2.3.1 Background information. 

Key to understanding Cummins' (1996) empowerrnent framework is his observation 

that "human relationships are at the hart of schooling" (p. 1). By that, he suggests that, more 

than any d c u l a r  or instructional approach, the major determinant in school success (or lack 

thereof) is the interaction which takes place between teachers and students, and arnong 

students (Cummins, 1996, p. 18). Cummins refers to this level of direct interaction as micro- 

interaction. Students also expenence macro-interactions due to a trickle-down effect. Though 

indirect, these experiences are also powernil. 

Coercive relations of power at the macro level (macro-interactions) may play 

themselves out in micro-interactions. That is, many disempowe~g trends in the wider societal 

context filter d o m  into ducator attitudes and educational structures. An atample which 

Cummins (1996, p. iii & p. v) gives of this phenornemon is how an "escaiating societal 

discourse" which equatu büingualism with doors closing on students' h r e s  manages to 

mter down into classrooms. It does so when bilinguai education pro- are "demonized," 

10 

See articies by Danesi and by S n d  in Byram & Leman (1992) (Eds.). 

See the article by Artigd m Skutnabb-Kangas (1995) (Ed.). 

12 

Olu ahmathe *ch does not replicate7 but can capture m e  of the positive fèaîures of goai 
bilingual &cation pmgrams, is coutent-based instructim (see Chamd & O'Wey,  1994; C d ,  
1996; Richard-Amata & Snow, 1992). 



then cancelled. 

A second example is the powexlessness of the Kurds at the rnacro level @e., on the 

international stage), and the fact that the Kurdish chiîdren in this study were misclassifïed as 

Turks at the micro level and enroileci in a @anish/Turkish) "bS-lingualP'bi"-cultural program. 

The comection between coercive power relations at both macro and micro levels in the latter 

instance remains to be explored (see Chapter 2); however, both examples illustrate how 

"schools reflect the values and attitudes of the broader society that supports them" (Cummins, 

1996, p. 3). Thus, conditions of pradce may weU reflect and even reproduce aspects of the 

dominant group power stmcture. Still, the role of agency must not be underestimated. 

Communities, educators and students cm challenge negative attitudes (e-g., linguicism) which 

devalue subordinated group children' s cultures, languages and selves; t hey can challenge 

disempowering macro-interactions by orchestrating interactions which affimi subordinated 

children's worth. 

Cummins (1996) stresses that, whiîe it is important to respect psycho eaucationai 

principles of bilingualisrn and implement programs which support research hdings on 

bilinguai deveiopment, these phciples alone do "not address the fundamental causes of 

bhgual nidents' educational diculties" (p. 123) as those causes "are sociopolitical and 

sociohistorical in nature" (p. 123). Cummllis designeci his empowerment fiamework to 

capture the sociopolitical and sociohistorical conditions of process in educationai settings. A 

review of its components is as follows. 

1.2.3.2 Com~onents of the ernDowerment h e w o r k .  

The top haif of the fiamework is divided into three tiers (see Figure 1'3. The top tier 

represents macro-interactions. Coercive relations ofpower which occur at this level between 

dominant group institutions (e-g., schools, Faculties of Education) and subordinated group 

comrrmNties can have an impact on three areas: how commruiity group members view and 

feel about themselves (theu identity); how educaîots view community members and th& 

chüdren, and how education is structureci. At the second tier, coercive relations of power may 



Fimue 1. Coercive and collaborative relations of power manifésted in macro- and micro-iateractions 

COERCIVE AND COLLABORAT?VE RELATIONS OF POWER 

MANIFESTED IN MACRO-INTERACTIONS BETWEEN 

SUBORDINATED C O h M W W E S  AND DOMINANT GROüP MSTITUTIONS 

/ \ 

EDUCATOR ROLE DEFINITIONS ++ EDUCATIONAL STRUCTURES 

\ / 

MICRO-INTERACTIONS BETWEEN 

EDUCATORS AND STUDENTS 

forming an 

INTERPERSONAL SPACE 

within which 

knowledge is genenited 

and 

identities are negotiated 

EITHER 

REINFORCING COERCTVE RELATIONS OF POWER 

OR 

PROMOTING COLLABORATIVE RELATIONS OF POWER 

also uifluence how educaton define their roles vis-à-vis ediicstional structures (e.g., whaher 

they win endorse or resist structures, or simpiy acquiesce). Coercive relations of power may 

dso impact on how educational structures infiuence educators (Le., agency may be constricteci 

by stnictural impossibilities). nie bottom tier is the level where micro-interactions between 

educators and students occur. 

Cummins (2000) elaborates on the various positions educaton may take on 

educational structures depending on whether their personal orientations have predominantiy 



intercultural or assimilationkt leanings (see Figure 2'3. These orientations may fluctuate along 

the intercultural-assùnilationist contin~um'~ of each &cational structure: (a) incorporation of 

subordinated group students' language and culture (or reactionary, dominant group oriente- views of 

cultural and liaguistic capital); (b) coRUzIIIILiIy participation (or exclusion); (c) pedagugical orientation; 

and (d) SLSSeSSment p d c e s .  

Orientations to these four educational structures may be manifest 4 the following wayd6 

First, educators with highly additive orientations to subordinated group children's home culture and 

mother tongue are wont to view bilinguaybicultural programs fàvourably: as  a way for these chiidren 

to "add a second language and culturai m a t i o n  while rnainîainiug their prirnary language and 

cuibre" (Cummuis, 1996, p. 147). At the other end of the continuum, educators who hold strong 

assimilationist vim are wont to ex- subardinaid group cMdren to "Ieave their language and 

culture at the schooihouse door" (Cummins, 1996, p. 150). 

Second, educators with an intercdtural orientation to community participation tend to fàll 

along the collaborative end of the co11aborative-exclusionary continuum. Educators at the exdusionary 

end tend more to view subordinated group cornmdes as inferior and respousible for their own school 

Wure and poverty, perhaps due to (alleged) pcjorative group characteristics (Le., "bilingualism, 

parentai apaîhy, genetic inferiority, etc.," [Cummins, 1996, p. 53). These educators are unlikely to 

include community members in their classroom and p1amring activities as it is doubdul that educators 

who denigrate subordinated group commuoities would divest themselves of institutional power and 

share it with people they coasider infirior. Educators at the other end of the continuum tend to think in 

tems of how much they cm l e m  fiom -dents and th& commuNties, and how leaming such 

things can enhance instruction and the children's educational arperience." 

Third, the pedagogical continuum ranges âom transfomative pedagogy on the 

" See Cummins (2oOO), p. 4s. 

While this kind o f d i c b o s o ~  may appear to make Canmhires out of educators, it is necessary. As 
Candiin (1986) notes, bi-/rnd- &cation is tenddous. ThefefOre, both opponents and 
advocafes may hold exireme positions. 

l6 These aramples are dam h m  Cummins (1996, pp. 147-158). 
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See Wnik's (1997) chronicle of "Raiaey'sn evolutim dong the coilaborativ~c1usionary continuum. 



Fiaure 2, Intervention for couabdrative ernpowerment 

COERCNE RELATIONS OF POWER AMBIVALENTANSECURE OR 

POWER MANI]FESTED IN THE MACRO- + RESISTANT SUBORDINATED 
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intercultural end to "banking on the assimilationkt end, with progressive pedagogy fiilling 

midway between. Cummins (1996) descnies the main Werence between these orientations as 

'Yhe extent to which the teacher retains exclusive control over classroom interaction as 

opposed to sharing some of this control with students" (p. 1 52). The main characteristics of 

the three pedagogical approaches are: (a) for traditional pedagogy, the imparting of test- 

driven knowledge, and "tmths" to be ingesteci C'banked") and r d e d  verbatim; (b) for 

progressive pedagogy, personaiking knowledge to validate students' identities, collaborative 

generation of knowledge, and focus on the child rather than on social realities (or critiques); 

and (c) for transfomative pedagogy, focus on "the broader social implications of instmction" 

(Cumrninq lW6* p. 1 57), soci*al critique and self empowement. 

Fourth and last, with regard to assement, interculturally oneated educaton advocate 

for subordinated gmup students. Assimilation onented educators sanction the 'legitimate' 

(Le., they support dominant group power structures). The latter orientation applies to 

educators who assess subordinated group chiidren on cognitive measures and accept the test 

scores at face value before the children's cognitive-academic language proficiency has had the 

time to properiy develop, thereby invalidahg the test scons. Advocacy-oriented educators 

would argue against tracking subordDited group children into ümited fbture possi'bilities on 

the basis of such (imivald) assessment. This concludes discussion of the components of 

Curnmins' (2000, p. 45) empowement fhmework 

1 -2.3.3 Diveraent but related ~ersoectives. 

Select aspects of Skutnabb-Kangas (2000), Wong Fillmore (199 1-a), Leets and Giles 

(1 993) and Ogbu's (1 978, 1992) work on linguistic human rights, language acquisition, 

contact and academic success are presented here as they butîress both faas of Cummins' 

hnework: not only his psycho ducationai con- (e.g., theones of bilinguai proficiency), 

but also his socid wncans (Le-, sociohistoricai and sociopoliticai concerns). To begin, 

Slaitnabb-Kangas' ( 2 0 )  use ofthe concepts of A-team versus B-team mernbers parallels 

Cummùis' (1996) concept of Us versus Them (or mercive relations of power). To explain, 

Skutnaôb-Kangas (2000) characterizes people with al1 A-Tearn characteristics as middle-c1ass, 

white (male) majonty group mernben with high levels of fonnal education who reside in 



Western cities, and full B-Team members as working class and nird (femaie) rninority group 

membem, 'blaclg' 'red,' 'brown' or 'yellow,' who have Iittie formal education and live in 

underdedopeci countries. The power relationship between the two groups is coercive (see 

above) rather than collaborative. The assumptions on which these polar opposite power 

relations are based are refiected in whether principles of linguistic human nghts are respected 

or not. 

Skutnabb-Kangas identifies the following as necessaty conditions of linguistic human 

nghts at the level of the individual. An individual must be able to: (a) M y  leam, use in moa 

official situations (including schools) and identiti/ with her mother tongue(s)/Ll and have that 

identification accepted and respected by others; @) l e m  (one of) the official language(s) of 

the country of residence and thus become bilingual (or tniigual, as the case may be); (c) not 

have a change of Ll imposed (which includes knowledge of long-tenn consequences in the 

case of a voluntary language SM); and (d) pro& fiom the state education syaem, no rnatter 

what h a  LI is (Skutnabb-Kangas' 1998, p. 23). At present, many rninority individuals cannot 

&lIy leam th& L1 (eg ,  develop both oracy and literacy) or use their L1 in officiai settings 

such as schools. They cannot becorne baianced bilinguals with the help of the school (those 

who do, often succeed despite the school). Many cannot denve maximum benefit fiom state 

education. And many cannot control whether their L1 will remain a fuly known language that 

they can t r d e r  to their children ifthey so wish - they are forced to language shift. In short, 

they do not have iinguistic human nghts. One reason why the necessary conditions of 

linguistic human rights are not met is that minorities often have many characteristics of the B- 

Tearn whereas poiicy-makers oAen belong to the A-Team. This may make the application of 

mercive relations of power more iikeiy. 

A summary of proposais made by SkutnabbKangas about what basic educationd 

linguistic human rights should guarantee at an individual level is presented in Figure 3." 

Whether the linguistic human rights of the Kurdish children in my study were respected or not. 

1s 

This figure replicates the table developed by Skutnabb-Kangas' (2000) to represent a universai 
c0-t of iinguistic human nghts (see p. 502). 
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Fimire 3. What should a universai avenant of Linguistic Human Rights guarantee to 

individuah? 

A UNIVERSAL COVENANT OF LINGUISTIC HUMAN RIG)iTS 

SHOULD GUARANTEE AT AN I ' M D U A L  LEVEL, 

IN RELATION TO 

THE MOTHER TONGUE(S) 

that everybody has the right to 

identiîy with their mother tongue(s) and have this identification accepted and respected by 

others; 

Jeam the mother tongue(s) M y ,  orayl (when physiologically possible) and in writing. This 

presupposes that minorities are educateâ mainiy through the medium of their mother 

tongue(s), and within the state-financeci educationai system; 

use the mother tongue in most official situations (imcludiig schools). 

OTHER LANGUAGES 

that everybody whose mother tongue is not an official language in the countiy where dhe is 

resident, has the right to becorne biangual (or trilingual, if s/he has 2 mother tongues) in the 

mother tongue(s) and (one of) the official language(s) (according to her own choice). 

THE Rm,ATIONSHltP BETWEEN LANGUAGES 

that any change of  mother tongue is voluntary @clludes knowledge of long-term 

consequences), not imposed. 

PROFIT FROM EDUCATION 

that everybody has the right to profit fiom education, regardles ofwhat her mother tongue 

is. 



or to what degree they were partially respecte4 is discussed in Chapter 4 when 1 highlight the 

educational expenence of a young Kurdish girl enroiied in the Danishlïurkish 

biiingual/bicultural program. 

The second divergent, but related, perspective on the empowerment framework is 

Wong Fillmore's (1 99 1 -a) model of language learning in social cont ext. One purpose of her 

model is to account for learners' efforts (Le., motivation) to leam a second language. 

Language 1e-g issues which her mode1 focusses on include: Do learners seek out contact 

with the target language? Do they have social contact with competent speakers of the target 

language who are wiiiing to interact with them? Are they in a setting which promotes contact. 

The model also includes three processes: sciai, linguistic and cognitive processes. Wong 

FiIlmore defines these processes in the following way: Social processes refer to the steps 

which target Ianguage learners and speakers take to mate settings where communication is 

possible and nch; Enguistic processes refer to how target language speakers' assumptions lead 

them to speak to learners in certain ways (e-g., with or without modifjhg their speech); 

cognitive processes refer to analytical procedures and operations which go on in leamers' 

heads and lead to language acquisition. In two out of three of these processes, Wong F h o r e  

deals extensively with the role of 

The issue of contact arises with regard to social processes in the sense that language 

leamers seek out social interaction with native speakers of the target language to gain "input" 

and to have the chance to produce Uoutput."2D Impedimmts to social contact aise &om social 

constraints: target language speakers who are not willing to encourage learners with caretaker 

speech; indc ien t  exposure, and poor quality or meaningiess contact. 

The role of contact in linguistic processes is, in many ways,' the mirror image of how 

Contact is iess a Erctor m Wong Fiire's (1 99 1-a) cognitive processts. Her 6 fOcus in thai regard 
i s o n ~ t f ô r c e ~ a t w o r k i n f i r s t a n d d l a a g u a g e a o q u i s i t i o e  

s e  ''inpe research by Krasbeen (1980,1981), interaction research by Gass (1997), and CC~utput" 
research by Swah (1 985, 1995). 



contact arises in social processes. Wong F i i o n  (1991-a) remarks that linguistic contact is 

necessary Ui order for learners "to get . . . enough linguistic evidence to ailow them to 

discover how the language works and how people use it" (p. 54). Close, interpersonai contact 

is also needed for learners to get properly modiied, situationaliy anchored "input." 

In Wong F i o r e ' s  model, variation in second language proficiency results fkom how 

components of the mode1 are configured from one sening to the next. As noted, Wong 

Fllmore suggests that immigrant fiunilies are privileged in the opportunities they have to gain 

exposure to the target language; however, these opportunities are less available to adult famiy 

members fiom groups that are chronically unemployed such as the Kurds and Turks are in 

many parts of ~urope." Thus, for many Kurdish parents, social and linguistic contact with 

Danes is limited and the variation characteristic of this setting aiten predicted noms, as is 

discussed in hrther chapters. 

As a fitrther exampie, Wong Fillmore (1991 -a) observes that, while schools are poised 

to be ideal settings for subordinated group children to leam the target language, this is not a 

given because "even classrooms can dser  widely in the quality and quantity of input they 

provide learners"P (p. 64). That is, social contact may be shaped by negative variables such as 

native speaker reluctance to interact with language lmers. Again in this case, social variables 

are highly important. 

The first example with regard to the situation of Kurdish parents in Denmark relates to 

the level of macro-interactions (e.g., the ernployability of certain groups). The second example 

relates to micro-interactions. Thus, Wong Fîllmore's model of language leamhg in social 

context is usefbl in operationaiking Cummins' empowerment hmework. A sfight 

modification to Cummins' two h e w o r k s  which Wong F i o r e ' s  work on contact suggests 

may be hi t fu l  is ta add inter-student contact at both third tiers, dong with Cumrnins' (2000) 

'cmicro-intenictions between ducators and students" (pp. 43 & 45; see Figures 1 & 2). 

" Just Jeppesen (1995-a, p. 18) puts their tmemployment Rte at 40% in Denmark. 
a 

C d '  (1996, p. 3) observafion that schoois are neither static wr predetermined milieus supports 
Wong F'tllmore's (1991-a) opinion on the degm ofvariation which acists h m  se#ing to setting. 



Leets and Giles' (1993) work goes to the very hart of the matter and challenges the 

present formulation of the contact hypothesis which holds that "contact among individuals 

belonging to diffaent social categories wül result in improved relations among the groups" (p. 

160). Leets and Giles (1993) take exception to the supposition that mere contact promotes 

intercultural harmony. These researchers tested the hypothesis and found that tolerance does 

not stem fiom sirnply gaining knowledge of the 'other' through contact, but from quality 

contact. 

On a different note, Swain (198 1) reports that mere physical proximity is not enough 

to stimulate quaiity contact between two groups. She reported littie interaction between 

Anglophone and Francophone students residiig in bilingual communities when "interaction" is 

defined as shared out-of-school activities. Her findings suggest that little sustained contact 

occurs between the two groups and that there is, in fâct, a high degree of social segregation. 

As a result, the anglophone immersion students LMng in areas with a higher concentration of 

Francophobe do not necessarily outperfom anglophone immersion students with less contact 

to Francophobe on measures of French proficiency. 

Wong FiUmore's (1991-a, p. 53) work provides a final example of the inapplicabüity 

of the contact hypothesis. She insists on the need for quality contact in social processes and 

provides examples of how even 'ideal' laquage les-g settings can be marred by 

unfavourable situational conditions. Combhed, these findings support Leets and Giles' (1993) 

assertion that contact alone is insuflscient to promote ùiterethnic harmony. This 6nding is 

cornpared to characteristics ofthe r-ch snting and related find'mgs in later chapters (see 

also Chapter 2 for a review of the research Merature on contact). 

F i y ,  Ogbu (1978, 1992 & 1997) stresses that the attitudes which subordiiated 

gmup students b ~ g  to (third tier) interadions between peers and educators in educational 

settings arejust as important as are th& peas' and educators' attitudes towards them. He 

notes that "school success depends not ody on what schools and teachers do, but also on 

what -dents don (Ogbu, 1992, p. 6). He disagrees with overemphasking the role of the 

classroom environment and teacher attitudes, and under-ernphasizllig the meaning and vaiue 

of education that cornmdes instin in chiidren and that chüdren bring to school with them 



(Ogbu, 1992, p. 7). Relating Ogbu's cornrnents to Cummuls' fbmework. this suggests that 

the first tier arrow should go both ways, not unidirectionaiiy as it does at pressnt (see Figures 

1 & 2), since subordinated group members' attitudes also act on dominant group institutions 

such as schools. They may also impact on the second tier of the framework as resistant 

attitudes to education may infiuence educator role definitions and educational structures. 

Whether they do so in the present case remains to be seen in Chapter 4. 

Ogbu (1978, 1992) couches his discussion of reasons for variable school success 

among dinerent minority groups in terrns of three Serent  types of minorities: (a) 

autonomous minorhies such as the M O ~ O M  who reside in North Arnerica; (b) immigrant or 

voluntary minorities who left their homeland and (usually) moved to a developed country to 

better their own and their children's future andor economic prospects; and (c) caste iike or 

involuntary mhorities? Ogbu notes that caste Iike or invoiuntary rninonties may be colonized 

peoples (such as the Kurds in Turkey) or people who just feel as though they are colonized. 

Ogbu (1 992) further notes that Uivoluntary minorities " u s u ~  experience greater and more 

persistent difnculties with school learning'' (p. 8). 

Ogbu also distinguishes between ''prirnary cultural di£Eerencen which &sted before 

groups (e.g., host country dweilers and voluntary Mnority newcomers ) aune into contact 

with each other, and "secondary cultural ciifferences" which developed over tirne as a result of 

confrontational intergroup contact between, for example, colonizers and involuntary 

minorities. As noted, Ogbu suggests that primaxy cultural difEerences are less probletnatic in 

school satings. He explains that primary cuiturai diffefences did not emerge to maintain 

intergroup boundaries and are not neassarüy oppositionai, as are many secondary cultural 

differences. The latter may take on culturai üves of th& own, as it were, and ceuse extensive 

and persistent problems; they may becorne coping mechanimis in thes of oppressive 

conditions and may take on oppositional qualities (Ogbu, 1992, p. 10). 

Given the complex stances which subordinated group community members oui take 

Cummins (1997) wanis tbat the distinction which Ogbu malces between voIuntary and involmtary 
minorities is usefi& but less flm'ble and inclusive than it should be to accomt fbr variation in 
acdmic outcornes. 



on dominant group institutions such as education, Ogbu (1992) recomrnends ethnographie 

research which extends beyond micro (school-based) settings to the wider community to 

understand the intricacies of rninority group underachievemmt. He stresses that patterns of 

educational Mure can ody be reversed by CO-opting community members as "rninority 

chiidren do not succeed or fid only because of what schools do or do not do, but also because 

of what the community does" (p. 12). This certainly wamuits investigation into the top tier of 

Curnrnins' framework with its (sociopoliticaVsociohistorical) focus on rnacro-interactions 

between subordinated and dominant groups. 

1.3 Problem and Research Ouestions 

The fundamental problem in the present study is that one group of participants in a 

bilinguaVbicultural program was rnisclassified. Those participants did not gain entrance tu an 

innovative program from which t h 5  benefited by the nomd route; they got in "through the 

back doof' since their enrolment in the program was an error. The program was not designed 

with the Kurdish chiidren in mind. It was not a case of trilingualisrn by design. With that Ui 

rnind, the major research question is: How did these chüdren fare once they enroiied in the 

program? Related questions include: Did theV molment lead to a juxtaposition of power as a 

group traditiondy associated with powerlessness (McDowail, 1996) gained access to an 

innovaîive prognun with the potential of giving its Kurdish participants a (trilingual) linguistic 

edge? What role did maao-interactions play in this case? These questions remain to be 

answered, 

As noted, due to a classification error, Kurdish students gained access to an ear ly4t  

bilingual/biculhiral program. Though not as highly lauded as lateexit programs, e d y d  

programs are intended to increase subordiiated group participants' school success and 

development of c'bi"-hguaI proficiency (see Footnote 3; Cummïns, 1997; & Lessow-Hurley, 

1996). Thus, a traditionaüy powerless group gaineci access to a potentially empowering 

program- 

Eariy-exit programs are, however, theoretidy grounded on the supposition that 

childm receive at le& sorne instruction in thek mother tongue, thereby drawing on the 



interdependence prinàple. The situation in which the Kurdish children found themseives was 

unprecedented in that their mother tongü was not recognked, supported or developed. As 

the topic of similar omissions has not been broached thus far in theoretical discussions of 

biiingual education, it begs the research question: How does this situation relate to the psycho 

educational underpinnings of bilingual education and how does it inforni theory? 

Finally, these children were lefi alone to navigate a de facto trillligual experience in 

(theoretically and empirically) uncharted waters. Though p t d h g ,  the conundmm does not lie 

there. The biggest riddle revolves around why (and how) the Kurdish participants bendted 

f?om enrolrnent in the program: To what conditions of practice can that be attributed? To 

summarize, the research problem is to unravel conditions of practice in this setting to 

understand these children's accounts of their '%?'-lingual educational process, nascent 

trilingualism and their overail educational expenence. 

1.4 Theoretical Irn~iications of the Studv and its Relationship to Previous Work 

1.4.1 Theoretical Implications 

Beyond a simple investigation into cMdhood trilinguaiism, this study raises important 

questions about how far psycho educational theory can stretch. As such, this study holds 

implications for second language acquisition research. The study aiso tests Cummins' and 

Ogbu's theory that sociopoliticaVsociohistobî factors outweigh psycho educational factors, 

and that there is more to subordinated group chiidren's school success than language. 

Research hdings in this area will dso infonn second language acquisition research with 

regard to the role of social &ors in language leaming. 

1 -4.2 Relationshi~ to Previous Work in Refated Areas 

While much of this study is ground-breaking, it is also related (but dissimilar) to 

previous work on (a) language, power and identity, @) bi-/muItilingualism in North America 

and Europe, (c) the Kurds, and (d) issues in the schooling of Kurdish and Turkish chüdren in 

Europe. The research literature on these and related topics are discussed in Chapter 2. 



1.5 Structure of the Thesis 

In Chapta 2, I combine a literature review with an o v e ~ e w  of the context of the 

study, beginning with iiterature relating to identity issues. The literature reviewed is presented 

thematicdy. It narrows in scope until it focusses in on the lesser known topic of Kurdish 

chiidren schooled in Denmark. Background information is provided on related, but le- 

known, empincal work. Special emphasis is placed on the gensis of the innovative Danish 

bilinguaVbicultural program in which the Kurdish children were enroiied, and on related 

documents such as program evaluations. 

In Chapter 3 on methodology, discussion centres on what an ethnographic study 

entaüs and how the present ethnography was conducted (e.g., the research design and 

techniques used). The relationship between the theoraical propositions and research design is 

also discussed. Data collection techniques for this long-term, ethnographic case study included 

participant observation, i n t e ~ e w s  and document analysis. Finaiiy, the issue of how the 

research design dowed insights to be gainecf into conditions of practice and "participants' 

reactions to the process of bilingual education" (Candlin, 1986, p. xi) is discussed, as are data 

anaiysis procedures and validity. 

In Chapter 4, I pnsmt my findings and interpret my resuits. 1 present fïndings in the 

areas of educator role definitions, educational structures, the original misclassification error, 

and the human face of stnictural error. I then present tables which surnrnarize the results and 

serve as springboards for the discussion that foiiows. Topics of discussion include the 

relationship between the research findiigs on identity development and Cummllis' (2000) 

empowment framework, contradictions between the educaton' beliefs and behaviow, 

constraints on their potential for agency, and the answer to the nddle: How did the Kurdish 

children manage to fiire weU in a program not designed with them in mind, and which ignored 

and veiled their ethnoünguistic identity? The answer to the riddle becornes apparent whm 

programmatic advantages and disadvantages are wmpared. F ' i y ,  1 revisit methodological 

issues r a i d  in Chapter 3. 

In Chapter 5,1 present my conclusions after reviewing the results found in answer to 

the broad research questions presented in Chapter 1. I also discuss the limitations of the study, 



and present programmatic and other recommmdations, based on my findings and conclusions. 

Next, 1 comment on how the study informs theory and on h r e  research directions. Finally, 1 

conchide with a wanllng based on Ogbu's work on secondaty ailturd dserences. 



CHAPTER2 

Literature Review and Context 

As will be M e r  discussed in Chapter 3, one of the principles of ethnographie 

research is that it is holistic in nature; that iq parts are descnied in relation to the whole 

(Watson-Gegeo, 1988). To gain a hoüstic view and meet the methodological requirements of 

my study, 1 related micro-parts to the marro-whole in which they took place. There were alsa 

theoretical requirements for adopting a holistic approach. As noted in Chapter 1, the 

theoretid h e w o r k  underpinning the study places great emphasis on the interaction 

between the micro- and macro-contexts in which schooling occurs. For exarnple, how 

educators view and deai with rninority students in micro- (studentfteacher) intaactions may 

confimi or challenge prevailing attitudes to minority groups in wider soaety (the macre 

context) (Cummins, 1996). Given the essential role played by contextual variables, it is 

necessary to present background details. This is done in this chapter. 

A secondary purpose to providing contextual details is to help the reader make sense 

of findings reported in Chapter 4 which require prerequisite information on lesser known, yet 

specific, topics such as: who the Kurds are; what the signincance of their coming fiom Turkey 

to Denrnark is for their children's educational experience; how these children are perceived by 

the Danes; what the national education scene is Wce in Denrnark, etc. Ample references are 

provided for readers interested in more detail on topics briefly presented in this chapter. 

Contextual details which are beyond the scope of the school itseif, Trileskolen, are 

provided first (Le., the macro-context), with school specific details following next (the micro- 

contstt). 

2.1 Select References on Identitv Issues 

2.1.1 Orientaiism 

Since the chüdren discussed in this study have a Middle Eastern hentage, suice they 

are Kurds an4 since as has already been noted, identity issues are sure to arise when dealing 

with Kurds, a Middle Eastern people associated with powerlessness, Said's (1978) work on 

"ûrientalism" it of relevance to this study. Said (1978) defines "Onentalism" as  a style of 



thought based upon an ontological and epistemological distinction between "the Orient" and 

(most ofthe time) %e Occident" (p. 2). This distinction harks back to Cummins' (1996) 

UdThem dichotomy and the distinction which Skutnabb-Kangas (2000) makes between A- 

and B-Team mernbers. In a study of Kurdish children schooled in Denrnaric, Orient/Occident 

or EsstlWest distinctions situate them as an "other" fiom an eastem culture presently residing 

in the West. This classification is not neutral as &&West distinctions invariably place the 

Eastemer in an inferior iight to the Westemer. Indeed, Said views Orientalism as a discourse 

with its own intemal consistency (i.e., a tradition of thought, Unagery and vocabulary; p. 5). 

However, the imagery associatecl with the "other" does not tend to be positive. 

Said (1978) mentions one negative stereotype which concems Kurds fiom Turkey: 

that of the "lusdiil" Turk (p. 8).' The issue of negative stereotypes about 'the Turks' is of 

great reievance to the present study. How this effkcts the Kurdish children is discussed at 

length in subsequent sections of this chapter, partiailarly with regard to the phenornenola 

descnieû next. 

2.1.2 Ascnied Identitv 

The Kurds in my study were ciassifieci as "Turks" for reasons explained later in this 

chapter. That is, they had an ascflied identity. Ibrahim (1999) defines an asmied identity as a 

discursive space in which a group or population is aiready imaginai, constnicted and treated 

as members ofthe imaghed group by dominant group members (p. 349). Ibrahim (1999) 

refers specincally to how Black youths of Afiican ongin are classified in a partïcular segment 

of North Amencan society; however, the phenornenon of rniscldcation which he desmies 

a h  pertains to t h e  Kurdish youths in my study.'. 

Said (1978) aiso notes that distinctions are smethes made between the ori@ ofdifkrent "Orientai" 
&ro9rps, with good/bad distinctions made on ttie basis of Iaaguage and race. Udbrtunaîely for the 
Krrrds in my studyr they fall into the 'bad' tategoy of fhoSe Who make such distinctions since they are 
living in the present, rather than in Classic times, and they are M u s h  @. 99). 

IbrahÎm (1999) giws an example o f h  miscIassifiCati011 aors may occur. "Oh, téey ail lodc Iike 
[XXJ to me." (p. 353) According to ib- tbat statem~ exemplifies the way White (raeist) 
dominant group members position the ''other" m everyday E. k g h  Ibrahim refèrs to 'BIacks' m his 
discussion of ascn'bed identity, ooe couidjust as easiiy substitute the term 'Turks' (or Cpe~RPr,' see 



Ibrahim (1 999) raises yet another identity issue: Since the youths in his study were 

subject to the phenornenon of adiied identity and were positioned as 'Blacks,' he questions 

where they saw themselves in the image society rdected on them, whom they would wish to 

became, and what identity they would eventudy choose. The sarne questions arke in rny 

shidy, as becomes apparent in Chapter 4. 

Fmaiiy, groups who are subject to labeiiing and given an ascribed identity, who are 

faced with racism and representations and must decide where they fit in, eventudy have to 

make identity choices. Ibrahim views these choices in ternis of agency or an individual's 

"room to maneuver [his or her] own desires and choices" (p. 353). Questions such as which 

ethnolinguistic identity wiil or do Kurdish youths choose and to what extent is the choice 

theirs to make are of great relwance to my study and are revkited in Chapters 4 and 5. 

2.2 Macro-context and Related Literature: Turkev and Denmark 

2.2.1 Minoritv Issues in Turkev: No Minorities? ! 

2.2.1.1 Kemalism. 

In a submission to m U L  Mdters7 a Turkish ünguist claims that "there are no 

sociological grounds to suggest that they [the Kurds] are a minority [in Turkey]" (Yagmur, 

1997, p. 18). In amal fact, Kurdologists consexvatively estimate that Kurds residing in 

Turkey account for l9-24% of the total population of that country (McDowall, 199 1; 

McDowall, 1992; Nezan, 1996; Yasin, 1995).' ûther than being an egregious error on the 

linguist's part to make such an assertion, this clah is also representative of a specificaiiy 

Turkish brand of ideology: Kemaiism. W e  Kemalism is generdy equated with such refonns 

in Turkcy as the importaîion of the Gregorian calendar, European dress and the Swiss Civil 

Code, it also entaiied the foflowing ideological components: It became state ideology that 

Turks beionged to the Aryan race which was viewed as superior, and that Kurds belonged to 

an inferior race; Tufks were viewed as "the most valiant and noble race on earthn and Kurds 

Chapter 4) and wialess the same sort of phenornenon and hear the same sort of statement. 



as "savage and backward" (Kendai, 1993, pp. 59-60); hence, the statu of the Kurds was the 

same under Kemalism as under Ottoman d e .  ' 
This is a texîbook case of what C u d s  (1996) tenns coercive relations of power as 

Kemalist discourse "involves a definitional process that legitimates the iderior or deviant 

status accordeci to the subordinated group . . . the dominant group defines the subordinated 

group as uberior . . . thereby automatically d e m g  itsdf as superior. . . ." (p. 14). That is, 

interactions between Turks and Kurds confine the space in which Kurds can develop when the 

Turks involved subscribe to a Kerdist way of thinking. 

Hassanpour (personal communication, September 26, 1996) comments that 

"Ya@nur's comments constitute a piece of da- a 'Yact," or evidence. For those familiar 

with the discourse and argumentation of Kemalists there is nothing new in it, and it hardiy 

deserves counter-arguments. It is in this sense that it should be used as yet another piece of 

data on the mindset, ideology and politics of Kemalism. It is familiar language for ail of those- 

-the Kurds t hernselves, human nghts groupq academics, journalists? lawyers, etc. -who have 

documented, analysed, exposed, and denounced Turkey's polis, and pradce of genocide, 

linguicide and ethnocide d u ~ g  the last seven decades. Yamur reiterates what the Turkish 

government offids and media have always said: The Kurds (if they tolerate to mention the 

name) are Turks. They are not a distinct or separate nation; they are not even a minority, they 

are Turks and mjoy aü the glory of being a citizen of the Turkish state." 

Based on the above, it is clear thai, in any study of the Kurdish people, enonnous 

issues of past and present social injustice wül ahse, as wiif identity issues which entail 

finguistic and dturai ioss, rm'srepresentation, ~scIassification, and ethnoihguistic vitality? 

The rwts of these issues cm be traceci to Kemalist ideology which has fomed the basis of 

state poiicy, history (or collective memory), and education in Turkey Nice the 1920s. 

Tbat is, for the Kurds, H é  under Kemalism was much the s a m  as under the Ottoman era as there still 
were no agrarian reforms, no schcmis, heavy state taxes, and the landtords and moneyienders stiü 
practised extortion (Kendaf, 1993, p. 61). 

Whereas others misclassfi and rni~represent the Kurds, Olson (1996, p. 85) notes that they, as a 
-le, "have possessed a sense of self; comrnunity a d  shared spaoe since medieval times at Ieast." 



2.2.1.2 The Kurdish "~roblem" in Turkev. 

Accordmg to Olson (1996). the Kurdish problem in Turkey refers to how to deal wit!! 

Kurdish nationaiism. A people without a state, there have been Kurdish uprisings since the 

establishment of the Turkish Republic, uprisings which the Turkish state has attempted to 

eradicate, dong with Kurdish nationaiism (Nigogosian, 1996, p. 3 9). Since the i 9804 the 

Kurdish nationalist movement, spearheaded by the PKK (Kurdistan Workers' Party) has 

fought, at times, for an independent state and, more recentiy, for autonomy with linguistic and 

cultural rights within Turkey. Skutnabb-Kangas and Bucak (1995, p. 348) see the Kurdish 

"problem" on a more basic, human rights level; they see it as  the Turkish state's reaaion to 

the Kurdish minority's refusai to assimilate and deny their Kurdish identity in return for 

recognition as Turkish citizens with equal rights. No matter how the problem is fiamed, it is 

clear that the Kurdish nationalist movement would be seen as highly problmiatic since 

Kemalist ideology (and chauvinism) denies the very existence of rninorities in Turkey, and 

since this ideology is reflected in legislation which foNds instruction in a language other than 

T~rkish.~ Reasons for this national conflict follow. 

2,2.1.3 A brief historv of the Kurds. 

The Kurds are amongst the oldest inhabitants of the Middle East and Kurdistan was 

part of ancient Mesopotamia (Skutnabb-Kangas & Bucak, 1995). Foîiowing the signing of the 

Treaty of Lausanne in 1923, Kurdistan-the homeland of the Kurdish niinority in Turkey-was 

dividecl betweai five countries: Turkey, Iran, Iraq, Syria and the former Soviet Union 

(Chdiand, 1993; Mauriès? 1967). It is estimated that, at the present the ,  there are between 

twenty-five and thhy d i ion  speakers ofKurdîsh, and that it is the fortieth Iargest language in 

the worid in tenns of speakers (Hassanpour, 2000). 

Kurds in Turkey have no linguistic human nghts. That is, they do not have "the right 

to iden@ with [Kurdish, their mother tongue or] to education and public services through the 

medium of [Kwdish]" (Sinitnabb-Kangas & Phülipson, 1995, p. 71). They auuiot identify 

The Turkish Coastitution states that "no 1 a . e  other than Turkish may be taught as a native 
language to &kens of Turkey in iostnrctional and educational institutions" (Constitution Article 42i9; 
~ e e  W b - K a n g a s  a d  Bu&, 1995, p. 355). 



with Kurdish; they do not receive Kurdish-medium education; they do not receive &ces in 

Kurdish; they cannot have a Kurdish nrst name, and there are laws prohiiiting them ftom 

developing a sense of Kurdish identity (Skutnabb-Karigas & Bucak, 1995; Skutnabb-Kangas 

Fi of all, you are not allowed to daim that your mother tongue is Kurdish. The third 
section of law No. 2932 telis you what your mother tongue is: 'The mother tongue of 
Turkish citizens is Turkish.' You are not allowed to speak Kurdish in public places. . . 
. If yoy in spite of ail this, speak Kurdish, you can be sentenceci to a maximum of 2 
years ofimprisonrnent accordhg to section 4 of the sarne law (Skutnabb-Kangas & 
Bucak, 1995, p. 347). 

Hassanpour (2000) confixms that Kurds can now speak Kurdish in private, but not in public 

places. He notes that to speak Kurdish in parfiament, to condud a Kurdish-medium political 

campa@, or to use Kurdish in education or broadcasting would be to commit a crime against 

the 'territorial integrity' of the Turkish state (p. 34). Hassanpour (20W) aiso observes that 

Kurdish is technically avaiiable in wtitten fom (i.e., in book and print journdisrn), but that it is 

still ülegal to write Kurdish (p. 35). StiIl, the Kurdish language has a rich legacy. It has been 

spoken for at lewt 3000 years and the oldest Kurdish literary text predates the Islamisation of 

Kurdistan (Skutnabb-Kangas & Bu* 1995). 

For decades, Turkey ha9 hcluded forced deportations in its effort to break down the 

Kurds' sense of identity, empty the border areas, and continue the Turkification process which 

included linguicide (ie., "prohibiting the use of m d i s h ]  in daQ intercourse or in schools, or 

the prhting and circulation of publications in wurdish]" [Capotorti, 1979, p. 37, as cited ni 

Skutnabb-Kangas & Bucak, 1995, p. 3601). Kurdish children were also sent to boarding 

school in attempts to isolate them fiom their families for the greater part of a year and make 

them forget their Kurdish (Skutnabb-Kangas, 2000, p. 336; Taylor, 2000). The practice of 

'sociaily enginee~g' and displacing Kurds continues on into this century as in the past. In 

1993, for acample, 392 Kurdish viliages were destroyed (Skutnabb-Kangas & Bucalg 1995, p. 

368). While Kurds foraMy moved into the interior of Turkey do not s<penence total Ianguage 

death, their Kurdish is dtered: 

The Kurdish language wmrnunity is divided and dispersed. Kurds are subjected to 
colonid d e  in four states, Turkey, Iran, Itaq a d  Syria Hundreds of thousands of 
Kurds have ban deported or more or less forced to move fkom Kurdistan to other 



parts of the occupying states or to other countnes. Thus it has been and is diEicult for 
the Kurds to dwelop their language in a way which is normal in closely-kt non- 
dispersed language comunities (Skutnabb-Kangas & Bucak, 1995, p. 35 1). 

Widespread lexical borowing is a side-effect of the Kurds having been displaceci during 

Turk%cation/linguicide carnpaigns and, as a result 'Xurdish vocabulary has . . . evolved in 

dBerent directions in diffèrent parts of Kurdistan" (Skutnabb-Kangas & Bucak, 1 995, p. 

352). A second s i d ~ f f i  is neither natural nor related to the fist; Kurds denied linguistic 

human rights (Le., Kurdish-medium instruction) become üliterate in their mother tongue. 

2.2.2 Muionty Issues in Denmark 

2.2.2.1 Fear of  the loss of 'Danish identitv" rdanskhedl. 

At first, the preoccupation with maintaining national identity and limiting numbers of 

refbgees and immigrants to a tolerable number which was growing among the Danish 

population was thought to be a refledon of national discornfort with the Maastria debate or 

the domain of Neo-Nazis; however, Sampson (1995) documents how minority issues have 

unsatled and permeated Danish consciousness in the past decade. and how mainstrearn 

political parties have picked up on anti-foreigner sentiment to capture the popular vote. He 

discusses the irony of the trend as follows: 

In a country with a workers party in power, where there are hundreds of thousands of 
unemployed, the Social Democratic congres' focus on the foreign workers and the 
few hundred M y  reunifïcations demonstrateci that foreigners, integration of 
foreignas and Danish dture are now p h m y  concerns in Danish public lifé. The 
threat to Danishness has becorne-to use a very overused temi-an object of discourse 
@p. 59-60). 

"Danishnesq" or what Kofoed (1994) ternis the "national idea",' may be undersiood 

as a group's belia-Ui this case, the Danes' belief-tbat there is a national consensus on who 

they are as a group ancf what characteristics they share (Kofoed, 1995, p. 15); it is beliefin a 

iuntary population, religion, language, culture and ethniw, it is a beiiefin monoculturaiim 

versus phdity .  Danishness" is also understood in opposition to what it is not, as is 

According to KofOed (1994), the term "natiDMe ide "[nationai ide4 rep- an amalgam of 
theoretid fie!& rang@ fiom nafionalism, to naîionai identity, to the nation state (p. 15). 



embodied by immigrants (e-g., Turks") who are not viewed as tme members of the irnaginary 

country.' 

To put the robustness of a Danish national idea to the test, Kofoed (1994) conduaed a 

major school-based study in which she asked minority children how they felt about not being 

part ofthe national idea, and in which she attempted to discover if the chiidren, by their 

presence, altered the national idea. As part of the study, Kofoed anaiysed old (1975) and new 

(1993) Danish school laws to see how Danjshness and plurality were represented in ~ h 0 0 h g  

in Denmark. In her document anaiysiq she found that plurality was marginaliseci at best; that 

qualities such as "democracy," and instilijng "Danish cuhural hentage" in children, ofien arose 

in descn'bing the mission of public schooling in Denmark, and that there was a blurrhg of 

whether "being Danish" meant being of Danish descent for several generations (which 

excluded ethnic rninority children) or residing on Danish territory (e.g., which included ethnic 

minority childrem born in Denmark). 

Results indicated that the ahnic mniority children did not fer1 included in the Danish 

national idea. In a teiiing intdew, when a boy of Pakistani descent was asked whether he 

was Pakistaai or Danish, he answatd: "It's hard to knovr" (p. 149). Kofoec17s explanation of 

his answer was that he was technically in Denmark and away fiom Pakistan, but was neither 

completely "in" Denmark nor "away" Born Pakistan: He was excluded f?om feeling part of 

It is worth noting that not ail Danes subscrii to the myth of a monocultural Denmark. Indeed, pet  

-a ~thewholenntinnirrthepoernC'CWS&"portioosofwbichare 
pre~e~lted bel- 

"closet Swedes" 
1s there anything as Danish as a potato? 
The potato sterns h m  South America. 
. . . TstfiereanyonemoreDanishtûantheDaaes? 
. . . a fèw thousad of these originai Danes succeeâed 
in reaching Sweden wbere they d e d  
under the dubions name Swedes. 
Here is the qpestim once again 
and think carefUy beforeyou answer: 
1s there anyone more Danish than the Danes? 
. , . The correct answer is: Yes! The Swedes! 

h m y  Andersen (1995, pp. 4749) 



Dam0sh society, was not seen as an indMdual, but was a s a i i  an identity based on what 

Danes constnred as 'Takistaniness," and was thedore made to feel Pakistani, even ifhe had 

never been to that country (p. 50). In short, he was used by Danish society, dong with other 

Yoreigners," as a measuring stick of what was and was not Danish to consolidate and 

propagate the rnyth of 'Danishness" and the national idea. On the flip side, "foreigners," 

Kofoed notes, ofken develop a reactionary feeling of group solidarity when fa& with the 

discrimination which majority group members mete out for not measuring up to sociaiiy 

constructeci Danishness @. 52). This tendency is noted and discussed in Chapter 4. 

In yet another interview, even the Head of the Union of Teachers of Multiluiguai 

Children noted that the ideological underpinning of 'Danishness" Uinuenced her Danish 

identity and that she transrnitted as "natumin certain ideologically based ideas to her students. 

She noted that it was hard to avoid transmitting Danish national ideology as "it's rd ly  

something that enters Uito [the pichire] in so many ways. . . . Yes, of course 1 operate on the 

bas& of my Danish4 (see Appendix A, Translation #1 [Tr- 11) (Kofoed, 1 994, p. 103). In this 

sense, the issue of Wanishness" is important when investigating educator role dennitions as it 

has the potential to shape educators' mindsets and so inmience their micro-interactions with 

children. 

Kofoed (1994, p. 49) also notes that sp-g Danish is viewed as an important aspect 

of ''Dmishness" and the national idea, and that it is an issue which arises constantly when 

dealing with the educational experimce of chüdren in a büùigual program. Whm interviewed 

by Kofoed, teachers and administraton stressed that minority chndren in Demark had to 

speak Dankh *because it was Demnark;"" dohg so was viewed as completely naturai, and 

not doing so was viewed as unnaturai. Again, the inclusive/exclusive aspect of this view 

becornes evident and is discussed in Chapter 4. 

The teacha intennewed discussed the importance ofminonty ctddren speaking Danish in class m the 
hIIowbg way ". . . vue speak Danisb because it's a Danish scI100l and we speak Danish with each 
de r .  Speaking ;mythinP other than Danish isn't a i X d  in school . . . ." (Kofoed, 1994, p. 102) ( 3 - 2 )  



V i  (2000) views the presence of non-Empean and south-eastern immigrant 

communities in Denmark even though Yhe immigrants do not scceed 5 per cent of the 

population," as one of three ainent perceiveci challenges to Danes' linguistic and national 

identities. '' 
2.2.2.2 Faces and numbers. 

Given the fear which "they" eticit in the Danish population, it is safe to ask who the 

foreigners are and how many there are of them. In fact, by North Amencan standards. there 

are not many Unmigrants in Denmark. In January 1995, only 3.8% of the Danish population 

were foreign citizens with permanent &dent pemiits (Just Jeppesen, 1995-a). In 1995, the 

rnajority of Denmarks 195,000 foreign citizens were fiom Turkey: 35,000 or 3û% of all 

foreign citizens from third world countries (Just Jeppesen, 1995-a, pp. 9-10). These figures 

were borne out in 1998 when Just Jeppesm reported that the majonty of non-Danish, one- 

year old chiidren were bom to families with Turkish citizenship residing in Denmark. The 

other largest immigrant nationaüties were citizens of ex-Yugoslavia and Pakistan, and the 

three major refbgee nationalities were &om Somalia, Sn Lanka and Iraq (Just Jeppesen, 1998, 

p. 155). 

In 1992,5.2% of ali schooi-aged children in Denmark were ethnic rninority children, a 

figure that had tripled in the previous decade (&om 1982- 1992). The figure had risen to 6% in 

1995, at which tirne it was forecast that 9% of al1 school-aged cliildren in Denmark would be 

ethnic rninority chiîdren by the year 2000 (Begeskov, 1995). The 1992 figure was stil less 

uian the European average. In 1995, Cummins reported that up to 1û?h of aü school-aged 

cMdren carne "tiom EimiIies that have a language andlor cuiturai background different fiom 

that of the majority of the country in which they üve" (p. 1) in the rest of Western Europe. It 

The otha perceived Wenges iedude: (a) the ideo1ogy of Nordism, and (b) the aicroachrnent of 
E@kh on many domams of Iife in the Nordic societies- With Rgard to the fbrmer, the p q 0 s . e  of 
N o d c  ideology is to create and maintain political and ailhtral linlcP and cwperation Wwezn ail 
Noniic Countnes. With regard to tbs latter, Engiish is perceivPl as exerting pressure on Nordic 
la~guager due to its apped as a modem, mternatid hguage. Angio-Amena nihue is also viewed 
as mirusive. There is gr3Wmg fèar tht Nordic laaguages may be repiaced, given EU Qvelopments m 
recent years. Tbe âebate which uafoded over the Maastricht Treaîy in 1992 and 1993 may be viewed . 

as a m o n  of& fèar- (For fitaha disaission, see Viker, 1990, pp. 110 & 127-29). 



is, however, also tnie that minority numbers are concentrated in certain areas in Denmark 

(Just Jeppesen, 1994; Moldenhawer, 1995). At GmmRsv~em school in inner Copenhagen, 

for example, 8 1% of the school-ageâ population were ethnic minority children in 1992 (Just 

Jeppesen, 1993, p. 18). At the time of my study in 1993-94, there were oniy 8-20 Danish 

chiidren lefl in the school. 

The children in Just Jeppesen's (1998) study came fkom the following parts of 

Denmark: more than half of the ethnic minority chiidren Lived in or around Copenhagen 

(58%); about a quarter of them lived on Jutland (23%) in places üke kborg and khus; 12% 

lived on Zealand, in larger provincial towns like Roslrilde and Helsingar (not in the Greata 

Copenhagen Ana). and on the sparsely inhabiteci islands of Bornholm and Lolland-Falster, 

Indy,  7% lived on Funen in toms such as Odense. Just Jeppesen (1998) notes that shce a 

private organization (Danish Refûgee Aid) decides on where refugees live, they are more 

evenly spread over the 275 municipaüties into which Denmark is divided (p. 160). 

Holmen and Jmgensen (1993-b) report that language-minority children account for 1 1  

to 25% of the school-aged population in nine municipalities in metropoiitan Copenhagen. 

B~sgeskov (1995) reports the foliowing range in numbers oflanguage-minority children in two 

municipalities in the greater Copenhagen region: in Ishaj, they account for 30.0% of a i l  

school-aged children; in Gentofte, they only account for 2.5% of the school-aged population. 

Just Jeppesen (1994) agrees that language-minority children outnumber ethnic Danish children 

in some parts of DK, but B e  Andersen and Schütt (1993). she attributes this situation t o  

economic and socio-cuiturd fàct~rs. '~ 

Tabfe I which foliows puts £àces to numbers. The reason for the fine separating 

Western versus Third Worid as Mixent categories of immigrants in this table is discussed in 

section 2.2.2.3. Whiie the numbers indicate that loss of Danishness is not likely on the basis of 

numbers of immigrants, the fear acists and the perception that immigrants are a threat remeins. 

Many Danes have succumbed to the image of growing numbers of "Turks" encroaching on 

Isbej is a reiativeiy poor municipaiity, and Gentofte a wedthy one. How eanomïc Wrs are reflected 
in where immigrants d e  is discussed in d o n  22.4-3. 



Table 1 

Immimt Children in the Danish Public Schaal Svstern CFimires as of Januaw 1991Y3 

Donor Number 

S candinavia 

EU 

North America 

Total 

Turkey 7,148 

Pakistan 2,9 15 

ex-Yugoslavia 1,911 

Lebanon 1,686 

Iran 1,3 11 

Vietnam 1,24 1 

Sri Lanka 966 

Morocco 878 

Total 18,056 

Danish culture and feel threatened '%om withinn (Sampson, 1995; Schierup, 1991). To 

illustrate this point, in a reMlt letter to the editor of Denmark's rnost prestigious newspaper 

(IMomdon), a concerneci citizen wrote that Danes shodd take control of thPr own country 

and "immigrants-foreign workers, refiigees, asylum seekers, people who came because of 

Eimüy rdcation, those who marrieci a Dane or were adopted etc.-and their descendants, 

with and without Danish citizenship, have to get out of Denmark" (Rohdmg, 1996). (Tr-3) 

Cl@, the munbers indicated in Table 1 do not warrant the perception expresseci by this 

Adapted f b m  Tosprogede b ~ m  i Don-k /BIingucrl chilciien in Lknmurk] by A. Holmen & J. N. 
3- (1993-b), p. 94. 



concemed citizen." StiU, cornmon belief holds that there are too many of "thern," and is 

pervasive. How it is expressed in educational structures is descriôed in Chapter 5 .  

2.2.2.3 The intemation debate. 

Kofoed (1994) explains how some aitegories of  immigrants are Mewed as immigrants 

and others are not: 

Citizens of other EU countries are not viewed a s  Unmigrants whereas people fkom 
Eastern Europe and Third Worid countries are considered immigrants according to 
national terminology. Like Poles, who came to Denmark in the begiming of this 
century and whose offkpring are no longer considered immigrants. There are other 
groups which the national idea separates now. (My translation fkom the original 
Danish, pp. 57-58) (Tr-4) 

This not only reflects the national belief in which groups can(not) becorne Danish, but it also 

reflects govemment policy as d e n  in the Minisiry of the Interior's (1990) Iniegration 

report. 

nie integrclton repoPl defines immigrants as  "foreigners who do not ;Grne fiom the 

Nordic countries, EU countries and North Amenca and who do not have political asylum here 

in the country, i.e., are not refbgees" (Ministry of the interior, 1990, II, p. 7) (Tr-5). 

Therefore, immigrants an categorized by country of ongin in Table 1,  with one category 

As C O W ~  (1998) notes, th overail number offoreign nationais micihg in Denmark is lower tban the 
European avetage: As of 1998, they oaiy represented 3.7% of the overall population of Denmark: 5.2 
million. (See section 4.2.1 fbr furtfier discussion of CoweII's fïndùlgs). 

More rrant figures, issued by Danmorb Stotistikbank (2001-b), the Danish eqyhdent of 
StatsCanada,sbowthe~win~~res~~ratesfMthe~wmberofT~residingh 
Dewiark: 

1980 14,086 1985 18,806 1990 27,929 
1995 34,967 2000 36,569 

This indicsitec; thaî the n u m h  climbed more during the peziod 1985-1990 than the other periods 
shown, but M r e  and after tha;t period, there was d y  a minor increase in the overd number of 
Twkish naDooaIs residiag in Denmark. 

The figures issued by DcmmarRs Statistikbunk (200 1-a) for Tu& nationals aged 0-4 is as 
fOIIows: 

1980 2,205 1985 2,733 1990 4,372 
1995 5,000 2000 3,926 

As for children a& 0-4, munbers again chbed most ktvwm the 1985-1990 period, but they fell 
su- betweeii in the 1995-2000 pexid  This is not indicative of a staggeringly high birth nite 
and, tberefore, is no cause fbr uaiarmn evea fDr aIarmiSfS such as the one reported by Robrberg (1996). 



deemed immigrants and one category deerned not real immigrants. 

The report goes on to state that immigrants should be able to participate in Danish 

society on par with Danes "on equal footing with Danesn lige fod med h k e r e ] )  

@dïnistry of the Interior. 1990, p. 8). This term becornes something of a Ieit motiv as it is used 

synonymously with the rationalitation behind distinguishing between immigrant groups: those 

perceived as being similar enough (culturaliy and linguistically) to Danes, or too diffierent fiom 

Danes to successhlly integrate hto Danish society. The report irnplicitly states that 

Unmigrants nom Scand ' iv ia ,  EU countries, and North America are s d a r  enough to Danes 

to successftlly integrate (and becorne Danes), so they need not be referred to as immigrants. 

Clearly, "immigrant" is a loaded term in the Danish context. 

Onenberg and W~dding (1 993) analyse the Integrafion report fkom the perspective of 

its impiications for the Danish public school system. They comment on the view that 

integration is helped or hindered by a group's perceived cultural closeness to Danishness, a 

view they categorize as 'cculhiraüsm" or "new racism": 'When culture is made out, like this. 

to be the only characteristic of social groups and when, as is the case here, there is, at the 

same t h e ,  taik of making a hiemchy of cultures, the sociological term used is 'new racism.' " 

(p. 128) (TA) 

Schierup (199 1) con- with Offenberg and Wddïng on the topic of new racism, and 

notes the growing European trend to recunstnict Orientalkt stereotypes" and present Muslim 

communities in Europe as a fiffh cohunn. He also notes the growing ideological trend towards 

cuituraüSng the 'problematic' rather than problematising structural constraints (e.g., those 

which serve l o  reproduce a repressed labour force arnong the young descendants of foreign 

immigrants," Schierup, 1991, p. 7).16 

The orientation outlùied and practices rccommaided in the report which impact on 

school-aged, ethnic rninority children include the foliowîng: (a) Rather than starting fiom wbat 

'' S e  Sad (1978). 

16 

For a more extensive discussioa of the Integration r e m  h m  the perspective of cuhalîsm and new 
racism, see Schierup (1993). 



the individual child knows, one of the principles of Danish education (Ministry of Education, 

19901'), the report starts with ways to supplant what the child has (minority language and 

culture) with what the chüd does not h o w  or has not yet msstered (Danish Ianguage and 

culture); @) It views the main diailty in whether Vmngrants integrate or not as not 

speaking Danishl' and, as a nsult, encourages young children to leam Danish as soon as 

possible (e.g., in daywe settings, in clubs aAa school, etc.),lg and dismedits the value of 

mother tongue instruction, instructional time seen as tirne lost in the effort to Iearn ~ a n i s h . ~  

As OBenberg and Widding (1993) note: "Knowledge of the Danish language is thus perceiveci 

as a m e 9  to succcssful Uitegration" (p. 129) Fr-8); (c) Similarly, it recommends avoiding 

high concentrations of ethnic minonty children for whom Danikh is a second language by 

adopting quota systems and spreading them out (e.g., over other classrooms, other schools or 

other school districts). Desegregation is seen as exptditing the leamhg of Danish by sheer 

contact with large numbers of native speakers; and (d) Fimaily, so that ethnic minority children 

are on equal footing with Danish children, language support teachers are oîiiy supposed to 

The Danish pedagugicai tradition "is bas& on taking an individuai's situation as the starting point" 
(Minisûy of Education, 1990, p. 23). (Tr-7) 

This is a simplistic view of a cornplex topic which igwres the work of major mearchers such as that 
which is teviewed in Chapter 1, work which pments factors in minority language children's 
acackmic eXpenences, success in acquiring an L2, etc. The fOUowing are ignoreci in the view that aii that 
is requined for immigrants to %tegirate+I and meet success in Danish Society is to 'speak Danish,' as if 
were so easy: Cummins' (1989, 1996) ern-ent framewodc, Skutnabb-Kangas and Philiipson's 
(1 995) work on linguicism, Woag Fillmore's (1 99 1 4  mode1 of ]an-e Iearning in social 
LaLF and Giles' (1993) critique of contact theory, and Ogbu's (1978,1992) work on variability m 
academic outcornes fbr minority students. 

The view that minority cbildren are lacking (Le., a deficit view of their cuiture a d  language), and that 
they shouid start leanring Danish by age tbree is also dected in ttbe proposal to change the foiKiesAoIe 
Iaw which was issued by the Danish govemment years later, in 1995196 (see reiated discussion in 
section 2.2.4, and Miaistry of Eciucation, Denmark, 1995196). 

For discussiolls of the theoreticai weaiaiess of this, ami similar, (time-off-task) arguments, see 
Curnmins (1989,1996), and Cum- and Swain (1986); see particuhiy Cumrnins' (198 1) bguistic 
mterdepeiidence p ~ c i p l e  (disclissed m Chapter 1) which t ime-of f -k  arguments with the 
les-isniore hiypothesis. 



work with them ifabsolutely necessary after Grade 2 (Le., ifthey continue getting "help," it is 

construed as them having an advantage over Danish childm rather than being on equal 

footing with them). This t h e  limitation in mother tongue instruction is in contradiction to the 

former EEC recommendation that immigrant children receive mother tongue instruction 

(European CommUnities, 1977). 

As was noted with regard to Kernalism, the tact taken in the Integmtion r e m  semis 

also to fd within what Cummins (1996) terms coercive relations as the tone ofthe report 

suggests that ethnic minonty children are lacking (Danish language and culture) in cornpaison 

to their dominant group counterparts; that mino* chüdren are inferior (see Cummins, 1996, 

p. 14). See Offenberg and Widding (1993, p. 13 1) for fùrther discussion of the implications of 

the tone and recommendations in the report. How recommendations made in the Integrution 

reporr are reflected in my study is outüned in the next section and discussed in Chapter 4. 

2.2.3 Educational Issues in Denmark 

Discussed first are teaching philosophy, class ske, and pupil age difEerences (i.e., 

dierences between Demark and Canada). Disaisseci next are cohort particulanties, 

&du detaiis, assesment and educational expectations. Finaily, the school day and 

acadernic calendar are disaisseci. As noted above, Danish pedagogicai philosophy has 

historically stressed starting with what the individual child knows. Also noted above, the 

p ~ c i p l e  of democracy is very important in Danish education. As a resuh, one hour per week 

(called "the class ho& ~asse t imen~  is reserved to discussing and debathg classroom 

issues, and to corning to a consensus over how to r m h e  issues. 

nie PksRoie. corresponds to ptimary and lower seconâary education, and the 

'gymnasium' comesponds to upper secondary education. Class soies in both *hshtions are 

smaller than th& North Ameriaui counterparts: There were 10.4 pupils per teacher at the 

f o ~ b i e  Ievel in 1992-93 (Le., Gr. 1-9 or 10, ages 7-16 or 17), and 8.2 students per teacher 

at the upper-secondas, school (gvmmn'um) level (Grades 11-13 or ages 17-19).~' Students 

are a year older than theu North American counterparts at evay grade lwel a s  they begin 

Endergarten at age 6, not 5 (e.g., they are 11 in Gr. 5, not 10 as in Canada). Students do not 

2' For nirther relatcd mfi,rmatiog see M i n h q  of Edncation, Demnark (1996-a). 



"fail" grades, but are autornaticaiiy passed nom one fonn to the next "irrespective of yearly 

attainment" (hhistry of Education, 1 W 6 b ,  p. 1). 

Students begin public school in a particular cohort and stay with that cohort and those 

teachers al1 the way up the system (e.g., their Gr. 1 Math teacher also teaches them Math in 

Gr. 10, and theù classroom peers in SK are also theû peers upon graduation-they do not get 

new teachers and classrnates every September as is customary in North Amena). Staying 

with the same peers is referred to as the comprehaisive concept, and staying with the same 

teacher is refend to as the class teacher system. The rationale behind adopting these systerns 

is peers will have many shared experiences, and teachers will know the students and their 

home backgrounds very well, can act as counseIIor, and home-school contact wül be 

maximiteci (Ministry of Education, 1996-b). 

Cumcular topics taught at the folRsKoIe leve1 include: Danish; math; music; physical 

education; art or textile design, wood/metaIwork and home ecanomics; science (biology and 

physics/chemistry later on); "Christian studies" @ltur], onenteering [geography/history], and 

foreign languages. As regards foreign language instmction, EngIish is introduced first. It used 

to be introduced in Grade 5, but a project piloted for the Ministry of Education in 1994/95 

("eariy English") introduced Engiish in Grade 4, a change which was accepted by 1996.= 

Other foreign languages taught at the fokskole include German, which begins in Gr. 7, and a 

third foreign language (French or Spanish) in Gr. 8. 

In Denmark there is no formal testing in public schooi, either in class or system wide, 

but there are regularly schedded parent-tacher UlteMews in which oral reports are made on 

the chitdren's a c a d d c  and socid progress. Shidents do have to pass an 'exit exam' 

[ajgang~prm] to eam a high school diplorna at the end of their nhe compulsory years of 

Itkidc~thischangea~somuchpaTentalcoacern,with~ate~overwhether 
introdnt5.q Eqglish a year early wodd negativeIy influence the hloprnent dDanish children's 
mdbet toogue cornpetence, when the value of d e r  tongue instruction fbr minonty Ianguage childm 
is commody sco£téd at (see Just Jeppesen, 1995-a fOr discussion of the Wer belief)- 



public schoohg, Born between the ages of 7 and 16.= The implications of this assessrnent 

tooi for minonty -dents are disaisseci in the next seaion as are their fiiture expectations. As 

for ethnie Danish students, once they pass the exam and graduate, either at the end of Gr. 9 or 

10 (an optional year), the vast majonty of them go on to take an 'in-semice or occupational 

training' [ e ~ e n î k h n e k ]  and becorne sküled labourers (Just Jeppesen, 1995-a; ûttosen, 

1992). 

At the school in which 1 conductecl my study, the school day went Rom 8 am. to 1:40 

p.m. or fiom 8:45 a.m. to 2:35 p.m. Ethnic minority children generaiiy either had the early 

moming or later aftemoon add-on class for mother tongue instruction or extra Danish 

instniction. While children in Denmark spend less time at school than their Canadian 

counterparts on an average school day, they have less tirne off for sumer  hoüdays (i.e., 6 v. 

10 weeks), with the new school year rmrnmenchg in eariy August. Beginning the school 

year in August leads to fiction between Turks and Canes, as is discussed in sraion 2.2.4.3. 

2.2.4 Minority Educational Issues in Dewnark 

2.2.4.1 Assessrnent of minontv students and fùture emectations. 

When speaking of immigrants in Demark, the term "second generation immigrantsn 

refers to children of migrant labourers who came to Denmark prior to 1973 when there was 

an immigration halt (Just Jeppeseq 1993, p. 17):' children presently in the school system. The 

educational and job expectations for second generation immigrant children, particularly ones 

with Turkish citizenship (i.e., Turks and Kurds), are Iower than for their Danish counterparts. 

Just Jeppesen (1995-a) places partial blarne on the exit exam for this discrepancy. She notes 

that the majority of fbrcign citians who are employed are rmsWed workers who team much 

Since the thne of my wdy, the Ministry of &cation has impIernd  ttK new Schml Act. Included m 
the Act are uregular internai assessment[s] throughout the *le span of h l  Iifé, and [ne4 written 
statements" wtiich give more dccails on tlie pupils' academic progress. Also, in 1996/97, a mandatory, 
interdisciplinary assigmneat became part of thefiiUtesKoIe graduation requirement (Ministry of 
Educatiog 19%-b, p. 5). 



less than Danes and foreign citizens fiom ScandUiavia, the EU countries and North America 

(the A-list). One reason for second generation Turlàsh immigrants being unskilled (hence, 

lower paid), is that they do not have sufncient Danish language competency to pass the exit 

exam and gain the Danjsh high school graduation certifiate. Just Jeppesen (1995-a) notes that 

this is tme of second generation immigrant children bom in Denmark and those who came 

part way through th& schooüng, though more so for those not bom in Denmark. Statistically: 

1/4 of young [2nd] generation immigrants denve their incornes through unemployment 
or social security benefits. This appiies to only about 1/8 of young Danes of the same 
age- 
Unemployment rates among the various ethnic minorities diffn. Immigrants fkom 
Turkey . . . have the highest unemployrnent rates, more than 40 per cent. 

Among young [2nd] generation immigrants, the unemployed rates also diier. 
The majority of the young [2nd] generation immigrants corne fiom Turkey, and they 
d o  not mwsge as weii as [other] young immigrants . . . ; young people fiom Turkey 
have les proficiency in Ddsh, less schoohg and are more iikely to be unemployed. 
(Just Jeppesen, 1995-a, p. 18) 

Given the above statistics, in ûttosen's (1992) words "it wül be sorne tirne before young 

immigrants can be sai*d to manage on quai footing with a majority of young Danes" (p. 28) 

(Tr-9). The issue ofCCequal footing" is taken up again in the next section. 

As it is language diïculties whkh often impedes second generation immigrants from 

gracîuating, gohg on to employrnent related training, and eaxning a better IMng, some Danes 

have rai-sed the issue of the fàimess of requiring these youths to pass the same Danish 

language exam as ethnic Danes; however, 0th- have argueci that an altemate, Danish as a 

second language test would be sea as watered do- second-dass, and invalid, just as Danish 

as a second lmguage is viewed by many as Panish-as-a-second- class-language' [ ~ k - s o m -  

dt -rangs-qmg] (Just Jeppesen, 1993, p. 53)? The issue of Danish as a second language 

is disaissed fbrther in section 2.2.4.3. As wiîh so many issues regard'uig minorities in 

Holnien and Jorgensen (1993-a) note thaî laquages are also categorized m Denmark. Danish as a 
second ianguage is stigmathed m cornparisoli to 'real' Danish (=Dani& as a mother toque), and 
immigrant laiigoages are also caîe@A (ie, rmk~daed): Laiigusees @en by 'non-immigrant' 
immigrants (hm Scandinavia, EU c o d e s  and North Amenca) are ûeemed more valid and worth 
presembg tban those -ken by 'immigrants' (Le, h m  lhird World couutcies). T'bis is an arampk of 
the process of linguiciSm d e s c n i  by ShîmbbKangas and Phillipon (1995). 



Denmark, again the issue of language competency arises in this instance. 

2.2.4.2 The eauaiitv orinciple and vieWin0 L1 instruction as extra. not wuai. 

"The equality principle" [lighe&&ologien] is best understood as the goal of qua1 

treatment for aii. As noteci in the Integraïion reporr, cocomm belief holds that ethnic rninority 

children must be on 'equai footing' with th& Danish p a n  to integrate. This beiief aiso holds 

that providing mother tongue instniction to ethnic mhonty children means giving them 

something extra, something more than th& Danish pers receive; hence, mother tongue 

instruction goes aga& the equality pMaple of equal treatment for all." 

Research, however, does not support the view that the praaice of treating dominant 

and subordiiated group students ''the m e "  provides both groups with equai access to 

resources and equitable instruction (Biggs & Edwardq 1991; Noar, 1974); rather, adopting 

this tact is often associated with assUnilationist educational policies. In practice, the "equality 

principle" or, "treating them aü the same," often translates into minimal provision of the sorts 

of culturally responsive measures which minority language chüdren need to gain second 

language proficiency and integrate into Society (Andersen, 1992; Granum, 1990n). This view 

is dso reflected in affirmative action initiatives since "formai equality cm operate to entrench 

a d  inequality and be discriminatory in effect" (WiiIkie, 1990, p. 72).* 

It is also ders&ndabb haw w "specialn masures are provideci to minority laquage children wtien 
their motbet tongue is viewexi as probletnatic, and its maintairaice is viewed as even more problematic 
(Andersen, 1992; Martin-Joes, 1989; Ruiz, 1988). 

A manber ofthe Ministry of Education stresses that adhrmce to the equaüty principle very much 
influences the view, and limits culturaiIy rspocisivt pradices, of m e  educators: She notes that white 
some teachers condut home visits and try to adapt curricular matenais to meet the needs of etimic 
nmiority children, O- dûse on the grwids that tbcse chiidren and tbeic parents shouid not receive 
any special treaanent (Granun, 1990, p. 90). 



Biggs and Edwards (1991) note that the p d c e  of "treating them ali the samen may 

lead dominant group educators to ignore minority discourses and focm stereotypical or ill- 

fomed classifications." Furthemore, Biggs and Edwards (1991) suggest that practices which 

are based on the assumption that equal treatment leads to equitable instruction may ''work to 

the detriment of minority children in the classroom" (p. 161). To explain, these authon 

suggest that when otherwise sensitive. aware educators operate under the assumption that the 

"equality principle" is the basis of culturally responsive practice, they may not question 

(umnscious) stereotypes or ill-informeci views of ethnic or linguistic minority children (Biggs 

and Edwards, 1 99 1, pp. t 74-75). The aptness of this suggestion in the case of my study 

becomes apparent in section 2.2.5. Also, given the statistics regarding future expectations for 

second generation immigrants versus ethnic Ddsh childrq it is apparent that ''treating them 

al i  the same" does not have the desired "same" results for both groups of children. 

2.2.4.3 Children-as-~roblem lanmia~e-as-~roblem and Danish-as-a-second-Immia~e. 

As noted earlier, fear of the loss of Danishness through growing numbers of 

"foreigners" (Le., ones fiom the T k d  World even ifgCthey" were bom in Denmark) is growing 

in Denmark, and politicians are taking measures to deal with the "problem." These measures 

include: tightening up family reunification laws and laws conceming landed immigrants 

( p r i m e  Turks) who wish to marry someone fiom their homeland to Mt who can ga in to 

Denmark even more than the 1973 immigration aop; a one-the offer to pay older ù n m i p t s  

$4000 to return perrnanently home to their homeland, and various measures/cquirements to 

increase the leamhg of Danish? Viewing immigrants as "problems" is one orientation to 

dmasity, a view which hotds that the immigrants thernseives are probiems, as are their 

rhildren; hence, the preoccupation with growing nwnbers of these chiidren in the national 

of the chiidsen: "in order to give the children a justifiable echicationn (p. 3). (Tr-1 O) 

S e  k ie fsen (1992), M~~~~II -JoIEs  (1989) and Martin-Jones and Saxena (1 995) fôr discussion of 
this issue. 

There are niany articles cm these topics in the April 1994 issue of EnSica (e-g., see articles by 
Quraishy, and GImp). 



school system. 

Ways in which rninority chüdren (particulariy, Muslims) are often portrayed as 

problematic include: (a) gaimng parental permission for the chiidren to take swimming lessons 

or participate in ovemight school activities; @) wearing reügious head gear (e.g., scarves); and 

(c) returning Iate nom su- hdidays (i.e., Turlcish children oAm retum fiom summer 

holiday in Turkey in September, a few weeks a e r  school starts in Denmark in early August) 

(Engelbrecht, Iversen & Engel, 1990, 199 1). Kofoed (1 994) notes how different schools target 

dierent issues (e.g., Muslim girls participating in swVnming lessons) and really attempt to 

drive the point of the activity's importance home 4 t h  rninority parents. Generalfy, however, 

she notes that the view of immigrant children as "problem" crystalizes around the language 

issue. 

Minority languages are viewed as problematic, and chüd bilingualism as more 

problematic stül. Kofoed explains the comection between 'language' and 'problem' in tems of 

saliency and power. She views language as both 'a difEerence which makes a ciifference' (Le., 

one which affects an individual's ability to navigate social circumstances, and is a marker which 

separatu in- and out-group members), and a symbol of power (linguistic capital) which ebbs 

and flows depending on which ailturai field the language is used in (see related discussion in 

Chapta l)." Ruiz (1 988) and Skutnabb-Kangas (1 996) distinguish between various 

orientations to language, including laquage-as-problem. 

The three orientations include languag-problem, language-as-resource, and 

1angua.ge-a.s-right. The first is based on the assumption that a mother tongue (an LI) which 

diffas fbm the donmmnt societal hgaage is a probiem or handicap to be overcome. The 

second orientation posits that a common underiying proficiency exists between languages 

known by a bilingual person (see Chapter 1). Adherents of this mode1 of büingual proficiency 

endorse LI maintenance as a cognitive tool which enhances second language leaniing. 

Language-as-right, the third orientation, places language rights in the larger context of human 

and educational nghts, and makes the ünkage between language-planning, and social and 

educational planning8 At pre~etlt, the orientation which p d s  in Denmark is language-as- 

31 Sec Bourdieu (1977), Bourdieu [Bt Passeron] (1977), and Corson (1993). 



probiem. Just Jeppesen (1995-a) notes that vehement debate arises on which mode1 of 

education is best suited to teach Danish to second generation immigrant chiidren and hasten 

their integration. One popular strategy which reflects remmrnendations made in the Integration 

report is that of 'dispershg DSL students' [qrerbiig], a strategy discusseû in the next seaion. 

Just Jeppesen (1995-a) fùrther notes that the very idea of Danish as a second language 

@SL) is novel and that, as a field, it is in its infancy @. 52): As of 1994, new "cumailum 

guidetinesy' [imepfmer] were underway for L1 instmction, but were unheard of for DSL @p. 

21 & 52). In 1995, a DSL "teaching guiden [wjlehing] was produced for the first thne but, as 

of 2000, no curriculum guidelines had been produced (A Holmen, personal 

communication; August 6,2000). Holmen (personal communication, September 2 1, 1993) 

notes that it would be unheard of for a folkeskofe to not have a physics or German teacher, but 

in a school with a high minority population, it is not unusual to have no DSL or L1 teacher. 

She explains that this occun because DSL "does not rediy exist" except, perhaps, in individual 

classrooms (Ethnograph; Lines 478.489). 

Jmgensen (personal communication, September 2 1, 1993) in the same, joint interview 

conduaed in Engüsh with HoImen, clarifies the assertion that DSL 'does not exist? He 

explains that it does sOst for the authorities (i.e., the Ministry of Education and the largest 

school boards in Denmark), and that they have clear, though tacit, policies in place; however, 

their premise is that "Danish as a second language iq and cm never be anything but, 

cornpensatory teaching for chiidren of people who do not have the proper sense to teacher 

theu kids proper Danish" (Ethnograph; Lines 54 1 -S6O)." Therefore, the trend is for policies to 

dornipfay DSL so d that it appears to irot even exist. Hohnen (personal communication, 

September 21, 1993) notes that discussion has not rached a level where people talk about 

DSL and math, as they do in Norway, or of vocabulary development in DSL and geography, 

hîstory, and biology (Lines 741-750). She also wonciers why DSL for children has reantly 

Ail inte~ewee information is provided in Appadix B. 

TIis seemùigly contradictory, 'no policy' policy relates to the poiicy of nondécisiun later discussed in 
section 2.2.5.2 . 



been constructed as controversial, whüe DSL for adults has not, and why the very field of 

second language teaching is under scrutiny and fire in Denmark, when it is a legitimate field of 

stuciy elsewhere, such as in North America: 

Danish-as9-second-language has suddenly becorne controversial, and it has never been 
controversial before. ûfwurse we have mentioned severai times that it doesn't exist, 
there is something wrong with this, we should sort of become aware of that, that you 
can't just say Danish and have kids with Danish as mother tongue and Danish-as-a- 
second-language next to each other without sort of knowing what to do with that. You 
know. it must have implications for the teaching. And that we need al1 these sorts of 
developments of diierent h d s .  But suddedy the very idea of Danish-as-a-second- 
language has become controversial. 

And they clah that this is sornething that they have invented at hrerhejsskolen 
[the Royal Danish School of Education], which 1 think is extremely ftnny because of 
these four, five, six thousand people in North America working the second language 
acquisition. You know, imagine then, they ask people at IrererhejskoIen what they 
should call that field? You know that's strange, isn't it? That this is sornething which 
has been invented here. But in this very, very provincial discussion about Danish-as-a- 
second-language, it has been redefined into Danish-as-p-"second-ratem-lmgurige. . . . 
And 1 think that another thing which is interestkg, at lest for me, because I am 
working with both adults and adult education and kids at the sarne tirne, is that it is not 
controversid at dl in aduh classes. There is no problem there. Of course it's a second 
Ianguage (Ethnograph; Lims 1 198- 12%). 

Holmen's description of how a field such as second language leaming cm be marginalised to 

the point of being invisible supports Kofoed's (1994) assertion that language is a symbol of 

power. One manifestation of power is the power of definitions In the Danish case, not or@ is 

DSL defined as infior, it is also defined as non-exi~tent.~ This is a majority group power 

How is it that the viewpoints descriid by HoImen have arisen in a country known for 

its expertise in teaching foreign languages? The anmer has partiy to do with language 

tolerztnce. Professor Robert Phülipson (personai cornunication, May 28, 1994) explains the 

disaepancy in t e m  of unease with Dm*& spoken as a second language. While it is common 

for anglophones to hear different varieties of English by speakers of EngIish-as-a-second- 

This parafleis Kemalist ideology in Turkey f i c h  mvisr'bibs KUfdiSh and posits thai Kurds are 
Tiiiks who bave fôrgotten their mother tongue, and that Kurdish is not a lmguage in its own ri& but 
is just a dialed of Farsi (see Hassanpour., 1992 & 2000, fbr reiated discussion). 



language or -dialect as weli as by Texans, Newfow~dfanders, New Zealanders, etc., until 

recaitiy it has been unusual for Danes to hear Danish spoken with an accent. W~th the 

exception of Greenlanders, the foreign workers who came to Denmark in the 1960q and their 

offspring, there are few speakers of Danish-as-a-second-1mguage. Danish is not the widely 

spoken language thaî English is, for orample. A h ,  given who does speak DSL (e.g., 

Greenlanders and immigrants) and Danes' teaction to those speakers, DSL carries negative 

connotations to Danes (see Hohen & Jergensen, 1 993-a)." This view, which may be 

described as hguicism, is particularly cornmon among Danes whose orientation to minority 

languages is language-as-problem. 

2.2.4.4 Desearenation: thinninn out "the ~roblem." 

While the official Iine is that dispershg DSL students, or desegregation, is the best way 

for minority children to leam Dam-sh and integrate," there is more to the issue. Certain 

municipal politicians are afhid of ghettoes springing up: 

Ifthe concentration of foreigners in a distria gets too big, 1 think you have to try to 
spread them. Because studies on ghettoes in big cith in other countries seem scarey, 
there's ofien criminality, many social problans, and "upstandiig c ibns"  donPt dare 
venture into ghettoes because they're fici of being robbed or mugged. No, 1 prefer a 
homogeneous society with no ghettoes. They're more humane and better to Live in. 
(Just Jeppesen, 1993, p. 43) ÇTr-11) 

Wce-mindeci politicians would like to control not oniy how many minority language children 

are in a school, but how many of their famüies are in the politicians' municipalities. Yet, the 

problem of "overpopulation" of minorities in partjcular areas is not the minonties' " f a ~ l t . " ~  

The issue of how to i n c m  intercultural toleranex ihquentiy arises in Denmark (see Just Jeppesen, 
1993, p. 10). 

Just Jeppesen (1995-a) notes tbat dispershg shidents is die latest w o n  method practised m 
Denmark, the aim ofwhich is "to reduce the high concentration of bilinguai pupiis in a féw schooIs and 
to obtain a more equitabie distri'bution betwear the schoois in a municipality" (p. 15). 

It is true that Turks and Kitrds prefér to live in close pn#àmiq. to one another, and that somefimeS 
resuits in high ethnic mbrity populations as in the s c h d  descri i  above (Garvcmkwej Schoor), it is 
also tme that these poups must settle wherever they can to a certain extent (Andersen & Schtitt, 1993). . . *  Dtscnmmation in housing in Demark has been addresd on Danish television, and is a problem 



Just Jeppesen (1 993) notes that desegregation methods suggested (and hplemented) 

include: (a) bussing (such as is done in the municipalities of Albertslund, Brimdby, and Athus); 

(b) grouping students in small ethnic groups at diierent schools; and (c) placing reception 

classes in schools with few DSL kids in the hope that the children wiii stay in those schools 

once they have Ieft the reception clesses, even ifthey are not the children's neighbourhood 

schools (p. 42). Holmen and Jargensen (personal communication, September 2 1, 1993) 

recummend developing appropriate language policies and aimcular documents or guidelines 

rather than hiding the problem which they do not view as the children, but as pedagogy which 

does not meet theif needs. 

ûften, schools with many WC minority cMdren Iose their ethnic Danish population as 

their parents choose "white fiight." Desegregation is viewed by some as a means of avoidiig 

both (a) the perception that the minority population of a school is high-that it is a 'black 

school' in a 'ghetto' area, and @) dominant group parents taking 'füght.' and withdrawing 

their children fiom schools with high concentrations of rninority children (Just Jeppesen, 1995- 

a, p. 1 1). These topics anse in my UiteMew with the Principal of Trilesbien in Chapta 5 .  

2.2.4.5 Poticv initiatives and Dronram models in a decentralized mstem. 

Education in D m a r k  is decentralized. Cuniculum content is decided upon at the local 

level. In the 1990s, even more autonomy was passed d o m  from the Ministry of Education to 

'the school steering committee' [skoiebest~relsen] ?O strengthen the infiuence of parents and 

mentiy tic)ded by the "Danish DocMKntation and Ach.ice Cenier fbr Racial Discrimination" on an 
oqoing basis @am-Morkmea, 1993). In p d c e ,  bbseüiing wherever they can" translates into 
minorities somaimes living m rundown areas which are only vacant because they are unacceptable by 
dominant group staadards (Hunctt, 1994); hence, Danish children may be under-represented in schoois 
m those n e i ~ r h o o d s  (Fïmsted, 1994). In the pasS housing complexes aIso m i t e c i  minorities iato 
apartments which were bisger than Danish families cared to rent (Andersen & Schistî, 1993). In the 
199& those same houhg complexes began to express ConCern over the high 'mf~reigan population and 
"mMority problernn in their area. 

In the eady 1990s, some municipaiities a h  c o m p W  about uneven collcentmtiotls of 
minorities fiom municipdity to municipality. (See Jarlner, 1993; Sverrild, 1993 and Valgreen-Voigt, 
1993 regardmg the Summer '93 houhg dehie in Hviche municipaiity). The trend was fbr 
minorities to have betccr lu& finding aCCOITIIM)[lation in pourer municipalities than in wealthier ones; a 
the trend d e d e d  in the divergent staîktics cited fbr the municipaiities of IshBj and Gentofte discussed 
in sedion 22.22. 
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pupils in the day-to-day running of their schooi" (Ministry of Education, 1996-b, p. 2). These 

cornmittees are made up of the principal, five to seven parents ofstudents attending the school 

in question, two teachers and two pupiis f?om the school. Just Jeppesm (1995-a) notes that 

minority parents can be on the cornmittee and that was the case of one parent member in my 

mdy. 

Though decentraüzed, trends do exkt with regard to policy initiatives and program 

models. These initiatives are decided upon in a bottom-up manner at the local school level. 

Reasons for this, dong with the decmtralized system, are the Danish traditions of democracy 

and "methodologicai fieedom" [metdjFihedJ. Jargensen (personai communication, September 

21, 1993) demied the latter as extending beyond educators' fieedom to select the 

methodology they wish to incorporate in theù teaching: "It's not only methodology. It's also a 

&dom of choice of materials. Freedom of choice of subject areas, under the headüne of the 

national curriculum which is stated in very broad ternis7' (Ethnograph; Lines 864-869). He also 

States that "metodfnhed" ovemiles any school policy (Ethnograph; Lines 852-53); therefore, 

poiicy-making in Denmark is marked not only by the decentral,ied nature of the school system, 

but also by the issue of 'cmetodfnhed." 

Kofoed (1994) d e s m i  how the Ministry of Education was carefil to cal1 the 1984 

curricular document produced by a cornmittee stnick by the Ministry and in accordance with 

the Public School Law of 1975 on the teaching Danish a "guide" [vejlecihing], not a "mandated 

curriculum'' [leseplm]: "Emphasis is placed on the faa that it is only a gui&, and that in this 

sense it is not limiting with regard to teachers' methodological fkeedom (p. 94)= (Tr-12). The 

tnnd in the t9%0s was to have biihguaYbicdW éxperimenfs, nit  as the national mood 

shifted and apprehension about immigrants grew, the trend in the 1990s was to spiiî 

groups as part of the broader practice of 'dispershg minority students' [spredhind. 

Holmen @exsonal cotnmmicatian; August 6,2000) notes that there are hree levels to cunicular 
guides, each with a d Z k r e ~ f  staîus: a sta~enient of parpose (fonnbi) which bares obligations f9r 
rnunicipaiities and kachers to f O f l 6 ~ ~ ,  an atoichment (faptiaggehe) d c h  wtlines areas ofknddge 
and campetence which must be mciuded m course content and, fkdy, a guide (vejlehing) which 
provides pcactical tips on rneihodoiogy, but which is only advice, not obtigatory. The guide in question 
was of the latter sort. 



the argument u n d m g  both approaches was to k i h t e  integration. 

Jmgensen (1991, 1992) notes there are pros and cons to a decentralized educational 

system, especially where minority education is concerneci. On the one hand, he views the 

politically motivateci requirement to disperse chiidren as setting research into büingual 

education in Denmark back ten to fifteen years but, on the other hand, low profile programs 

can stiil exist in a decentraiized system. This lads  to  other educators hearing the positive 

results of biiinguabiailtural programs, even in the 1990s, as long as politicians do not h d  out 

about the pro gram^.^^ 

Given the value placed on democracy in Demark, policy-making mua be consensual 

and, as consensus is not eady reached on hotly debated issues such as minority education, 

there are few related school poücies. For exemple, there were neither top-down nor bottom- 

up, anti-racist policies in the school in which my study was based. That this was the case was 

viewed as n a t d  by every in te~ewee whom I questioned on the topic-fiom Ministry 

representatives, to rninority lsnguage researchers involved in teacher education, t O minority 

representatives in govanment, to the school administrator, and to key educators at the school. 

This is a key issue in the study, and it is disaisseû at length in Chapter 4. 

As noted then, policy initiatives are vexy broad and include "pre&ing." Most often, 

educationd initiatives are IabeUed "a<perVnents." niey are short terni projects which corne up 

for evaiuation after a given period of tirne. The trend În the 1980s was to have 

billligual/bicultural experirnents. These took place in three municipalities. One ofthe three is 

d e s c n i  at length in section 2.3.2. In the 1990s, focus and Ministry monies were placed on 

providmg extra resources for teaching Danish to young chitdren (at the preschoot and eady 

primary l e ~ e l ) . ~  More Uiformation can be gauied on these "experirnents" in evaluations and 

reviews done by Breuning (1989). Bugge and Jmgensen (1995). Engelbrecht, lversen & Engel 

Jergaisen expresses these opinions in an interview printed in EngeIbrecbt, Iversen and Engel (1 99 1, 
1992). 
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The focus on teaching Danish to minority children as yoimg as possl'ble, even three? is evident in the 
Integrution report of 1990, and in tk New trollceshie iaw of 1994. 



(1 99OD 1 & 1 99 1/92). EngeIbrecht, Jensen and Engel (1 989/9O), Helkigr (1 987), 

Moldenhawer and Clausen (1993), Sahf and Skjelmose (1983), and Arhs skolevœsen [the 

b u s  Board of Education] (1993). Those of relevance to my study are discussed in section 

2.3 -2. 

As may be ocpeaed, the issue of which program mode1 is best suiteci for schoohg 

minority language children is highly contentious and how a municipality organizes schooling 

minority language children depends on numbers, willingness to earmark funds for those 

children, and g e n d  attitudes towards them, but the following are among the most prevalent 

integration models and "methodsn: (a) socially engineering the number of minority language 

children per whort includii ifthe numba of children outnumbers the quota for minority 

language speakers in a given whort, spreading them out (to another classroom, or school, or 

school district)-options include placing one minority chüd per whort of Danish ciiildren, 

making cohorts with even number of Danish and rninority chiidren, and following a "quota- 

system" in placing minority children in cohorts (e-g., 1/4 or 113 of a group may be rninority 

language children);*' (b) creating multiiingud reception classes for the fkst year a rninority 

child is in the Danish school system (e.g., mkkg Turk'sh, Kurdish, Pakistani and Somali 

children), or creating linguistidy homogeneous absorption groups (e.g., separathg chiidren 

by language and creating a Kurdish-speaking cohort, a separate Turkish-speaking cohort, etc.); 

(c) assigning language support teachers to a cohort for several hours a week, or givùig them 

mother tongue teaching assignments inside or outside school; and (d) providïng instruction in 

'Danish-as-a-second-lmguage' [ e w u  Ciiptsk] (Just Jeppesen, 1 995-a, p. 1 5). A major t m d  in 

the 1990s was to disperse students in smaü ethnic groups ( d e d  quotas), commonly referred 

to as u.spte&ng" (Just Jeppesen, 1995-a, p. 15). 

This was done in Tnllskoien, prior to the implernentation of the bilingual/biCUiturai 

experimemt HeWier (1987) outlines the models which preceded the bilingual prograrn as 

Again, it shouid be noted that tbis is a simplistic solution to the a m p l i d  process of leamhg a 
secondlanguageasmerelyplacingchildrenmtfKsamese#ing~mtassurethatdommantlanguage 
children wili interaa with mimrity language cbildren enough fbr the Iatter to aspire their second 
iaoguage, as is noted m Wong Fillmore's (1991-a) modei of ianguage Ieamhgin social CO- Thaî 
is, there is nothmg to say that "quality" social contact d occur (see Leets and Giles, 1993). 



foUowss: MUiority language children were grouped in reception classes accord'ig to age groups 

and nation* (Le., Kurds and Turks were lumped together, but separate from Pakistani 

childten). After they were mainstreamed or 'integrated' (ii both senses of the term: 

mainstreaming, but mainly social Uitegration), they received some 'language support hours' 

[stortetimer] in a 'language chic'  from a Danish teacher. When they were 'integrated' into 

'regular' D a ~ s h  cla~sroom,~ it was done on the basis of 'the 2 rule' 12-regelen]; that is, a 

quota-system was implemented whereby there could be a nwcimum of two minority Ianguage 

children per class~oorn @p. 1-2). HeUEiar (1987) notes that 'dispersing' minority language 

children who would have broken 'the 2 nile' [i.e., the practice of "sprecihing"] to other 

classrooms or schools was considered "the best way to achieve integration" (p. 2) (Tr-13). 

Later, reception Endergarten classes were added, and children were again placed 

according to nationality. Around that tirne (i.e., the late 1970dearIy 1980s), Turkish and 

Pakistani language support teachers were aiso ernployed. Also, the Kindergarten teachers 

beüeved that the rninonty language children were not as ready for schoohg as  Danish children 

were, and recornmended that the former be placed in Reception Gr. 1 classes at the end of 

Reception Kindergarten class, so that they had longer to catch up to Danish children's school 

readiness. Integration took place mid-way through Gr. 1 or Gr. 2 at the latest, and in following 

with the 2-nile (Heikiier, 1987, pp. 2-3). 

Helkiaer (1987) adds th&, once out of their ethnic grouping and in the mainstreamed 

situation, the minority language children felt alone and inadequate. Integration ocmeci on the 

physical Iwel (i.e., Danish and minority children were grouped together), but not on the socio- 

psychofo@cat tevet. Fnrthermore, the academic support whkh minority ianguage children 

received f?om Danish teachers in the language cihic was inadequate, and the children were not 

adiievùig academic success. The lmguage chic was seen es a bandaid solution, and the feeling 
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Skutnabb-Kangas bas o h  criticired the use of& word ''regular" before tbe word E@sh (in the 
North American conîext), or Danish Cm tbe Danish contexî) as the cormotation is that instruction in the 
language of the cormtry is mR)3al (bence, =iegular") and instruction in a minority child's L1 is 
uspecial." She argues tbat L 1 instruction for a niinority Ianguage chiid is no more special tban J%ghh 
instruction fbr aa Anglophone child, or Danish insbudion for a Danish L1 chiId, etc. fl. Skutnabb- 
Kangas, personal communication, many dates in 1993 & 1994). See a h  Skub3abbKaDgas (1984). 



was that a new program mode1 was in order @p. 3-4). It was at that time that the Du er ingen 

report SUffkceâ, a report which is discussed extensively in section 2.3.1.1. 

2.2.5 Kurds in Denmark: 'Miriorities in a minoritv' 

2.2.5.1 Veilina Kurdish iden* flanmiasze and culture]. 

In section 2.2.4.2, Biggs and Edwards (1991) argue that dominant group educaton' 

practice of treating al1 mlliority and rnajority children "the same" can lead these educators to 

form stereotypical or iîi-fomed classifications of minority chiidren. ui the study which they 

disais,  they found that many educators made simptistic, "whitelnon-white" classifications 

(e.g., the educators nfmed to ali Sikh and Hindu children as 'Takistanis"). CMdren Erom 

culturally diverse backgrounds are also erroneously seen as "the sarne" in Denmark, and their 

cultural and linguistic backgrounds get overlooked or misclassified. Specificaîîy, this occurs 

with Kurdish chiidren. 

Just Jeppesen (1995-a) notes that, traditionaüy, municipaiities were obliged to provide 

mother tongue or national language instniction to Mnority language ctiildren in Grades 1-9 if: 

(a) their parents so wished; (b) at least 12 children in the sarne municipality had the same 

mother tongue or national language; and (c) a qualifieci teacher was available. The wording of 

this requirement changed in the new foikesbk law of 1994, however, with the word 'can' 

[km] replacing the words 'must' [sw and 'had ought to' [burdé] in desmiing how school 

boards can or must provide mother tongue instruction (Danigsh Parliament, 1995, 1996, p. 1)? 

Further blurring of the issue ocairs in whetha instruction is indeed in the child's LI or the 

language of their country of citizenship. 

h the case of die Kurâs, the "nationaî tanguege" is de- as the official language of 

the country of origin (Le., Turkish rather than Kurdish) (Just Jeppesen, 1995-4 p. 16). There is 

no public outcry on this issue for s e v d  reasons. F i  Danes view di M u s h  immigrants with 

equai antipathy (Just Jeppesen, 1995-a, p. 23). Seconci, "Turkish" immigrants in Denmark 

Wordiag in the Mimstry of Eàucatds earlier proclornation [ 'bekdtgmeke 'J of November 20, 
1984ItatcdthatdCipaiitiieomist['s~I~pmvideLl instniction,givcnthaîtbereqnirementsnoteû 
in d o n  23.5 wert met The wo- cbauged to cadhaâ ou@ to [ ' h h u r d e  1 m the New 
Folkesbile Law which was adoptcd m J m e  1993, and went ened in August 1994 (Jusî Jeppe~eq 
1993, p. 20). 



retain their Turkish citizenship. Kurdish cNdren are r e g i s t d  as Turkish nationals in officiai 

status Lists. As a resuît, many Danish officiais Mew di children with Turkish passports as 

"Turksn-just as the British educators in the Biges and Edwards (1 99 1) study discussed above 

classifieci ail chiidren fiom Pakistan as 'Takistanis." Third and Iast, Table 1 shows that statistics 

compileci on minority language students discuss their cwntries of origin, not their 

ethnohgwktic background. Thus, the issue has not been r a i d  as problematic and it is possible 

that Danish educators may cornpletely ignore Kurdish children's 'minority in a minority' status. 

It is ironic that the identity of Kurds who are, to some extent, Turkey's "hidden" 

minority should remain vded in Denmark, but the issue of their identity in Europe is double- 

edged. On the one hand, many Europeans do not distinguish between Turks and Kurds, since 

both groups corne f?om Turkey. Therefore, the discrimination meted out to both groups (of 

"Turks") in areas such as jobs, houshg etc., is the same." Kofoed (1994) notes thaî, on the 

one hanci, shared experiences of disrrimination fiom majority group members wi lead to group 

solidarity which could lead some Kurds to téel more lcinship with Turks in Europe than in 

Turkey (p. 52). On the other han& Kurds out of Turkey are f?ee to explore their cuitural and 

linguistic heritage to an extent not possiile in Turkey. On a related note, Leggewie (1996) 

notes the foliowing twist to the scemrio: Kurds residing in Germany are not acceptesi by the 

Germaru so Kurds cannot integrate into Gaman sociw, however, for the f h t  the, they are 

&ee to explore their cultural and linguistic hentage (Le., their 'Xurdishness"). Thus, despite the 

Wilkie(L990)mh;ueasof-andt8edkM~eactioa in Denniatk: 
In Denmark, a wmber of e r s  combine to e&ctiveIy b W  pohcy and decision makers to the 
need fbr affinnative action programs. F i  tkre is the stmngiy held belief tbat formai legai 
equaity is a d c i e n t  guarantee ofequaiity in reality- Second, there is a very real lack of raw 
data concerning the camdkions of etbnic minorities and their experiences in cornparison wiîh 
those ofDanes. Howtver, wôaî information e x k ,  fbr example, cotlcerning relative 
unemplayment rates, strongiy indicates îhaî ethic &dies receive Iess favourable treatment. 
Tb.üd, tbxe is M e  deîaiied research and adysïs and no ongomg monitoring of the 
experiences of echnic nkrities in Danish society. It is not helpfitl that there is M e  officiai 
recogdon of the aastence ofethnic mnioriîies- Fourth, tbere is hast no COL1SUItation with 
ethnic groups at senior poky aiad & c k h  m .  levels. 

While these fàctors ambine to camdage the reality of ethnic COmrrmPities' 
experiences in Danish socieîy and to mask aay need fbr afnrmative action on their behalt: they 
aiso operate to emtmxh mequality and discrimination (p. 76). 



thnist to integrate foreignas which &sts in Gennany, Iüce Denmark, in Gennany many 

"Turks" become Kurdq not Germans. 

Clearly, issues of ethnolinguistic identity for second generation Kurdish children 

residing in Denmark are cornplex. They are firthet discussed in Chapter 4. 

2.2.5.2 The mlitics behind veilinn Kurdish identitv. 

The possibiiities presented in the previous section 4 t h  regard to how Kurdish identity 

was veiled deal witb relatively straight-forwatâ, classification errors due to incompetent 

bureaucracy and over-generalizations ofwho is a 'Tu*' W e  these sorts of errors are not 

insidious, they are damaging, &en the numbers: It is estimated that between 60 and 70% of ail 

"Turks" residiig in Denmark are Kurds (Skutnabb-Kangas, 198 1, p. 276), and that halfa 

million Kurds live in Europe (Hassanpour, 1995). As in Turkey, Kurdish identity has largely 

been hidden in Europe which hides theu püght nom public scrutiny. 

StiiI, another-possiily more insidious-reason for Kurdish identity being veiled in 

Denmark arists; namely, that Kurâish identity was hidden in cornpliance with Turkey's Kurdish 

poiicy. That is, Denmark may not have wished to compücate trade relations with a NATO aiiy. 

It is certain that the Turkish Ernbassy ex- pressure on what should be interna1 afiWs in 

Denmark (e-g., education) where Turkish nationals residing in Denmark are concemed 

(Hassanpour, 2000). What is unknown is the extent to which Denmark complies with requests 

made by Turkish Ernbassy officiais. 

On this note, minority researcher Christian Horst @ersonai communiatio~ June 1, 

1994) States that ever since there have been Turks in Denmark, Turkish ambassadors have b e n  

ache ~II 'promothg TnrkXsh culture,' and in unbenating Kurds and the Kurdish language.'' He 

reports that the Turkish Embassy informeci Danish rnunicipaiity officiais that Turkey would 

view teaching Kurdish as hostüity against Turkey. Horst fbds that Turkey's hold over Danish 

municipaiities is linked to its links with Dhsh Pariiament and its desire to preserve fiendly 

relations with Turkey. Horst notes that when questioned, Danish poiiticians and civil Servants 

" W p o u r  (2000) supports Horst's assertion. 



deny the link, but their actions respect Turkey's domestic Kurdish policy." 

Furthemore, Horst reports fkquentiy hearing about Turkish Embassy officials 

indireztly thratenhg Kurdish parents. For example, an official can 'suggest' that it might be 

dangerous for relatives in Turkey ifparemts become poüticaüy 'active' by signing their children 

up for Kurdish lmguage instruction in D d  This constitutes a threat. Horst feels that it is 

less comrnon for Turkish Embasy officials to make direct threats now that Danish govemment 

officiais are aware of them and have got involved, but feels that hàirect threats are still made 

with regard to Kurdish language instruction in different municipaiities. He notes that, as a 

result, many Kurds in Demark keep a low profile (Ethnograph; Lines 367-421). 

Horst attriiutes the extent to which Twkey is able to interfere in intemal domestic 

affâirs such as education to two phenornena: (a) He feels limiting Kurdish L 1 instruction suits 

the Danish pubüc as they are not interested in supporting LI instruction any more than 

absolutely necessary-therefore, he feels that there is a consensus between what the Danish 

public and the Turkish Ambassador want with regard to Kurdish children receivhg L1 

education in Denmark' and @) Süenchg can be achieved by underplaying certain issues-the 

poücy of nondecision. Horst notes that it is a political decision to ignore an issue (e-g., 

Turkey's meddiing in education issues in Denmark). As addressing certain issues can open a 

can of w o m ,  govenunents sometimes do not address them or underplay them, especially if 

they feel there an linle gains to be made by tackling them (Ethnograph; Lines 425-452). 

Horst feels that, on the one hand, Western governments sa Little reason to support the 

Kurds and aid in the creation of a fie state-an oü-rich, Kurdish power-house-and lose their 

diy (and tanding strip) in the Middle Easg Tmkey. Such a stance is not viewed as bemg of 

bene& to them. On the other hand, adopting a humanitarian stance and condemning Turkey's 

poor treatment of the Kurds is a usefisl bargainhg chip and way ofcontroIling Turkey's bid to 

enter the EU (Ethnograph; Lines 86-1 54). 

Horst attriibutes the West's silence on these issues as due. in part, to their policy of non- 

decision, in part to their policy of connict management, and in part to an obstruction of which 

Hassanpour, Skutnabb-Kangas. a d  Chyet (1996) note h t ,  in Germany, the fèderal governmeat 
appamntiy has an even stronger "poiicy ofappeasbg the Turkish sîaîe" (p. 374). 



issues get taken up such as Chomsky descniies with regard to the West's under coverage of 

events in East Timor. The following extract fiom a book by Skutnabb-Kangas (1984) 

substantiates Horst's claims about Turkey's meddling in Denmark's a r s  where Kurdish 

language instruction is involved and about the Danish government's policy of non-decision on 

the matter 

We were given money by The Nordic Cultural Foundation to organize a course in 
Kurdish for Kurdish teachers fiom d over Scandinavia, a course which would teach 
them to write Kurdish. . . . The Turkish Embassy in Copenhagen tried to prevent the 
course by pointing out that the participants were sti l l  Turkish citizens and were thus not 
entitled to break Turkish law, whatever country they wen in, and in Turkish law 
Kurdish is a forbidden language. . . . CT]he Danish lawyer acting for the course 
organizer . . . wrote a imer to the Danish Ministry of Foreign Affairs, asking the 
Ministry to take an action so that the m e  type of incident where a foreign embassy 
interferes with cultural activities which are perfectly legal in Denmark would not re- 
occur. We still haven't even had a reply fiom the Ministry. . . (Skutnabb-Kangas, 
1981, pp. 279-80). 

This aflhir led Skutnabb-Kangas to question "which country's legal and educational system is 

It is very interesting to note the discrepancy between tacit acceptance of a 'Third 

World' country's meddling in Danish internal aftkin, and the low esteem in which nationals of 

that same country are generally held. It seerns unbalanced that the Danish government should 

ignore a major event such as officials fiom another counhy threatening people residing within 

the Danish state, yet overreact when children start school late: Skutnabb-Kangas (2000) 

reports that Danish MPs and poIiticians have threatened to withhold welfare cheques *om 

parents whose children came back from Turkey a&r summ haliRay was already over in 

Darmarlg and further threatened not to allow the late-comers to register for the following 

academic year @. 341):' This imbalance (or double standard) Ieads one to question what 

Danish policies are on the issue of Turkish intervention in Danish etfairs when Kurds are 

involved, and to view Horst's analysis of the situation as astute. The least which might be said 

on the topic is that many fktors must be taken into account when assessing the Kurds' 

Wexe one to be cynical, one d d  suggest that no discrepancy exists because, in wse, it was 
"onif Kurds wha were imro1V8d; therefbre, bow they were treated did not rrmtter. 



potmtial to develop a sense of Kurdish identity even outside of Turkey. 

2.2.5.3 Educational Un~lications of veiünn Kurdish identity 

Most accounts of Kurdish chüdrrn in the Danish public school system deal with 

Kurdish children attendhg Turkish "L 1" classes (&amo@~, 1990; Aytirnur, 1998). While the 

accounts are -en by Kurdish educators who are trilingual and able to comrnunicate with the 

Kurdish ~hildren,~ they are accounts of Turkish classes. An exception is Kerim and Kirilocak's 

(1993) detailed description of the educational experience of a young Kurdish boy misclassineci 

as a "Turk," The account descnies how the chiid was rnisassessed due to the classification 

error. 

The child's Danish Kindergarten teacher felt that he had 'behaviour problerns' because 

the child misbehavd even when spokm to by a Turkish-speaking, language support teacher. 

Whm Kialocak, a Kwdish-speaking educator, met the boy, he quickly diagnoseci the problem: 

The boy was Kurdish and simply did not know Turkish. Therefore, he could not urderstand 

instructions given in his ' 2 1  ," Turkish, and continueci to act out because he did not undersiand 

any Ianguage spoken in the classroom-either Danish or Turkish When spoken to in Kurdish, 

the boy's behaviour changed entirely, as did his Danish teacher's assessment of him. Thus, a 

serious misdiagnosis (and treatrnent) could have b a n  made, one which would have negatively 

influenceci his school experience and could have had long-tenn negative repercussions. 

Repennrssions of veiling Kurdish identity are disaissed at Iength in Chapter 4. 

2.3 Micro-Cont ext and Ref ated Literature: Tnlleskolm 

2.3.1 The BhmraVBidturaf Program 

D i d  in this section are: program inception and impiementation issues, and how 

Kurdish identity was masked. When 1 began my study, the fàct that not all of the "Turkish" 

chiidren were Turks was not initially clear. In fàct, hatf of the were Kurds, and 

Kurdish was their mother tongue-not Turkish. This indicates some of the paradoxes and 

contradictions whkh amse in my study once the gravity of the "minority in a mhoritf' 
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Hassanpour, SkuînabbKangas and Chyet (19%) CO& that Kurdish is used by language support 
teachers m some Danish elementary school settiogs (p. 374)- 



situation became clear. 

A brief examination of program inceptioa and irnplementation is necessary to 

understand the problem of masking Kurdish identity. This examination foUows in the next two 

sections. 

2.3.1.1 hm incmtion, 

Using measures of low seIf-esteem and academic Mure as a coroUary, Kurdish and 

Turkish children are arnong the language minority children who are the hardest hit by a ceiling- 

eff- in education and on the job market, and by a rank-ordering of groups by perceived high 

or low status in Denmark (Hohen and Jergensen, 1993-a; Moldenhawer, 1995; Sahl & 

Skjelmose, 1983; Schierup, 1993). These hdings led to the design of an innovative, 

educational intervention in a few Danish municipalities in the 1980s: a bSnguaVbiculturai 

program. The classification problem was an unknown at the t h e  of program incepdon. The 

htent of the program was to fitcilitate "Turkishn chiidren's acquisition of Danish. The "rninonty 

in a minority" factor was an unforesan complication. Program planners did not count on the 

presence ofKurdish-speaking children; neither did they plan on exposun to two non-native 

languages as a means to hcilitate the aquisition of Danish. Rather, the bilinguaübiculhiraî 

program was designed as an achial second language program (Moldenhawer & Clausen, 1993; 

Sahl & Skjelmose, 1983). 

In 1983, two psychologists pubtished an influentid report on the psychological weii- 

being and adaptation of Turkish shidents schooled in Denmark. The shidy focusseci on 39 

chîldren of Turkish nationality, aged 1 1-1 7. The enaiing repo* entitled Du er hgen [Ym me 

nuBodp~, saessed that the practice of mainsîreaming mail groups o f  language mtiority 

children (the 2 de )  into classrooms with primariiy ethnïc Danish children resuited in the 

muiarity childrai feeling isolated, hstrated, mgst, and despair, and developing a poor self- 

concept. Since they were in settings where no provision was made for their limited linguistic 

cornpetence in Danish, they félt incompetent. A h ,  the n o m  they eXpenenCBd at home and at 

school were very different. The childm did not feei accepteci by eîther their Danîsh peers or 

teachers, and were made to féd ashamed of their cuiturai backgrounds. While many "Turkish" 

children were bom Ui D d  and only hew of Turkey as 'fiction' (not first band), they were 



always represented as ifthey had just anived and were archetypes of the country. Worse stiU, 

many teachers drew on Turkey as an example just to show how underdeveloped and primitive 

it was in cornparison to civilized Denmark (HeIkiax, 1987; Sahi & Skjelmose, 1983). The 

overail hdings of the report were dismal and bleak. 

The psycholopias noted that the mino* children bdieved they were what thar 

surroundings made t h  out to be (Le., iacicing, deféctive, etc.). That is, they believed in their " 

rnirror image" [spejibilledet]. Sahl and Skjelmose found that the chüdren's sense of identity 

was tied to their educational experience and how they were reflected [in 'spejZbiZIe&t'] or 

represented in their surroundings. As a nsult of the children's beliefin the negative image of 

themselves which reflected back to them in their present setting, many were undergohg 

identity crises." The children believed that the negative represmtations of them aawately 

reflected who they were; hence, the title Ym me nobut&! 

Recornmendations which came out of the report inchdeci: (a) to create an educational 

setting in which minority language children's background was refiected so they could recognite 

themselves in it, avoid feehgs of homehchool conflict, feel 'seaue' [trygge], and feel that 

they were as valuable and worthy of respect as  their majonty group peers; (b) to instiU 

intercultural understanding in participants so they could cooperate with members of other 

ahnic groups in the ftture; and (c) to develop the minority chüdren's cognitive capacity in 

their mother tongue so that it could be used as a tool for L2 leaming, and to teach them Danish 

well mou& for them to be successfiil in school and society. Heikiaer (1987) notes that both 

groups had lots of prejudices against each other, that racist conflicts ofien arose at school, and 

ttrat they ne&& to tearn each other's n o m  and vahm and gain empathy for each other @. 6). 

What was needed was quaiity contacf in Leets and Giîes' (1993) ternis (see section 1.2.3). 

F i ,  the n d  for rnulticulturat education became evident, a necsssry component of which 

was to view Danish nom criticaüy, not just as the means and shiffofassUnilation (HeIkiaer, 

1987, p. 6). 

On a practid Ievei, a M e r  rewmendation made in the report was to group 
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See Hetmar (199 1, p. 127-28) for detaifed discussion of the Du er ingen report and the subsequent 
design ofthe bilingrraybiculniral program. 



minority language children together in classroom settings rathm than to place one lone minority 

child per whort to avoid the chiid feeling isolateci. The report suggested that Turks have a 

group personality and ninction better in pairs or srnail groups than individualiy. niat the 

boiguai/biculturd program feanired half Turkish and haif ethnic Danish children was in partial 

response to this recommendation to group minority children togaher. Many of these 

recommendations were incorporated in the design of the program, as is discussed next. 

At the t h e  of program inception, it wss befieved that: (a) the pro- would féahue 

mixed cohorts (i.e., cohorts which included equal n u m b  of language minority and majonty 

children); @) the minority children would all be speakers of the same mother tongue (LI); (c) 

initial literacy instruction would be through the medium of the LI; (d) two ünguistic role 

models-one, a native speaker of Danish and, the other, a native speaker of Turkish and, more 

genedy; and (e) extra resources would be poured Uuo the classroom, there would be more 

cooperative work with parents than usual, pedagogical materials wodd be developed. 

One assurnption underlying the program was that Turkish-medium instruction would be 

phased out, and Danish-medium instruction would be phased in graduaiiy, as the Turkish 

chüdren becarne more profident in Danish. In this sense, program goals at t h e  of inception 

were in keeping with goals of transitional biiinguai education programs elsewhere. ui the 

United States, for example, ". . . the primary language pl] is used for instructional support 

until students have reached satisfàctory levels of English proficiency. . . . Shidents are expected 

to move out of a transitionai program when they are capable ofiùnctioning in an English-oniy 

clasproom" (Lessow-Hurley, 1996, p. 12). This was c l d y  the case in the bilingual/biculturai 

program, the statai goal of which was 30 make the chikiren büingual so that they cm use both 

languages and so that, eventually, more weight can be placed on Danish as the language of 

instruction" (Engelbrecht, Jaisen & Engel 1989,1990) (Tr-14) 

Shce the program goals were ùi line wîth those of comparable programs, the m o r  

which mudcüed the theoretid underpinnings of the program did not ocair at this stage of 

progmmbg. The question of whetha it arose in the implementation phase is examineci next. 

An assignment e m  took place: Kurdish chüdren whose L1 was Kurdish were 



misclassified as Turks and Msplaced in a Turkish T l "  program. Since my study began a 

decade later, the source of the mur cannot be confimeci and my mforrnants provided 

contradictory explanations; however, it cm iikely be attniuted to the children's official status 

as Turkish nationals. One Kurdish inte~ewee, AtiUa (personal communication, September 2 1, 

1993) suggested that the püght of Kurds h g  in Turkey had not corne to the fore in the 

Danish media in the 1980s, d u ~ g  the program inception and implementation phases. As noted 

in the previous section, Danish officiais probably operateci on the basis of the Kurdish 

children's citizenship (Turkish) since they had no other fhcts or statistics to go on, and 

registered them as such in the biiingual/biailtural program. 

Another explanation for the Kurdish children's misplacement may be the LI 

instructional requirements and limitations set out in the Cound of the European Communities 

(CEC) (1977) Directiw on the edcit ion of the chiidben of migrant wurkers (see section 

2.2.5). Interpretations of the directive varied nom informant to informant, wirh some believing 

that L1 instruction was decided on the b a ~ s  of "national" langusges spoken in the country of 

ongin, and others beîieving it only applied to instruction in "officiai" languages. Stiii 0th- 

beiieved that Demark was tacitly respecting Turkish language poticy by not offhg LI 

Uistniction in Kurdish as, in Turkey, Kurdish is a national language, not an official language or 

a medium of instruction, and instruction in Kurdish would be against Turkish law: ''No 

language other than Turkish may be taught as a native language to citizens of Turkey in 

instructional and educational institutions" (Constitution, Article 4219; see Skutnabb-Kangas & 

Bucak, 1995, p. 355). 

Somezhllrg Just Jeppesen (1993) d e s  suggests that authon'ties were awan of the 

problem and assigned both Kurdish and Turkish chüdren to "Turkish" groups nonetheiess: rii 

practice one ha3 had to place Kurdish and Turkish-speaktog children together with Danish- 

speaking chddren" (Just Jeppesen, 1993, p. 38) (Tr-15). She also notes the later role of 

Kurdish human rights groups in Denmark for promoting L1 instruction for Kurds and bringing 

the issue of Kurdish versus Turkish LI instruction to the attention of ducators (Just Jeppesen, 

1993, p. 48). Whatever the cause, classification and placement erron occurred during the 

program implementation phase. 



As is noted in Chapter 1, had the Kurdish children's ethnoiinguistic backgrounds not 

been overlooked, the bilinguavbiculhiral program wouid have been a theoreticaüy sound, 

transitional bilinguai ducation prognun. The effect of the hidden "minority in a rninority" 

aspect of the program was, however, ta mask Kurdish identity and muddy the theoreticai bases 

of the program. How this was done is disaisseci in Chapter 4. 

2.3.1.3 Proaram characteristics. 

Inspired by the recommendations of the Du et ingm report and modelied aAer eariier 

transitional biiinguaihicultural programs in Nonvay, the mandate of the transitional program at 

TrileskoZen was, as noteâ, to increase ail participants' seEesteem and exposure to diversity, to 

faditate the rninority language students' integration into Danish society without destroying 

their identity and ~e~esteem,  and to support the minority chüdren in their development of high 

levels of L2 proficiency. Features of the program, which began in 1986, Uicluded: (a) mixed 

cohorts of language minority and majority chiidren to assure that each group enjoy qua1 

stahis; (b) initiai lÏteracy instruction through the medium of a national language (Le., Danish or 

Turkish), a language assumeci to be aiready known by the chiidren-therefore, Turkish 

language instruction is part of the cumcuIum for language minority chüdren; (c) the presence 

of two teachers, one a native speaker ofDanish and the other a native speaker of Turkish, at ail 

times initidy though the role and presaice of the Turkish tacher graduaUy decreases; (d) a 

gradua1 Uicrease in the t h e  aiiotted to Danish-meûium *lIlStNction for language minority 

children; and (e) majority language chiidren ne- leam Turkish as a subject nor abjects in 

Turkish (Andersen, 1992; Moldenhawer, 1995; Sahl & Skjelrnose, 1983). 

Stight Merences in program design existeci in the various schooI disüicts which were 

becoming involved in bilingvavbicultural programmllig. For example, amounts of instruction in 

the LI as subject and as medium of instruction in the fh t  schoof years of the program varieci 

h m  rnunicipaiity to municipality (e.g., there was mostly Danish-medium instruction fiom eariy 

on in Hvidovre, and mostly LI medium instruction in Turlcish in me-TaaStNp) (Just 

Jeppesen, 1993, p. 38). Regardes of these Werences, the aims of the program were for the 

Turkish clddren to develop high seif-esteem and L2 proficiency, and for the Danish chüdren to 

develop interethic tolerance (Sahl & SicjeIrnose, 1983). 



Pedagogical characteristics of the program uiduded theme-based teaching, and work 

on expanding the "zones of proximal ddopment'' of both minority and majonty leamen. To 

explain, the "zone of proximal developrnent" refers to Vygotsky's (1978) theory of learning in 

social context. Vygotsb's theory focusses on the zone of proximal development, or the 

interface between what a leamer can do alone as compared to under the guidance of a more 

expert "othei' (Curnmins, 1996). This approach builds on a student's prior knowledge when 

presmting new idonnation (a practice which was highiy recornmended in the Du er ingen 

report); it entails extending a student's m e n t  level of linguistic or conceptuai knowledge to a 

higher level of difnculty, to a level just beyond what an individual can accomplish unassisteci. 

Vygotsky (1978) recomrnends that support be provided in the sense of a more expefi "othef' 

who cm guide the leamer. Vygotsky's goal of valorising and capitalising on a leamer's pnor 

knowledge, thus ensuring high quality contact, was often met in the bilinguaübicultural 

program, as is disaissed in Chapter 4. 

By way of background howledge which will become usefiil in the next chapter, it is 

important to understand what kind of programming minority language children not enroileci in 

the biiinguaübiailtural program received in 'paraliel groups' [PmulIeIgruppet]. Designers of 

this instructional mode1 recornmended that at least three minority language chiidren of the same 

ethnic group, and a language support teacher, be attached to each cohort. They also 

recornmaided that a multicultural focus be inwrporated hto content teaching as this program 

was also designeci der the findings of the Du er ingen report were released, and including 

minority language children's background knowledge had been found to be very important. The 

total m b e r  of houn which a tanguage support teacher was attached to a cohort varied in 

accordance wZth the number of language rriinority children as the teachers were aliotted two 

teaching hours per child. The language chic was responsiible for introducing DSL and for 

helping to teach the children to read in DanisLw As no tirne was set aside for the Danish and 

Turkish teachers involved with these cohoxts to conduct joint lesson planning, and mother 

tongue instruction was not part of the obligatory curridum, there was no comection between 
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See Taylor (1997-b) for an empiricai account of the extent to which these féaaires were incfuded in the 
paraIiei group observed in the study. 



what was taught in Danish and Turkish. Extra instruction in Danish-as-a-second-language was 

oniy given from grade 3 up, and t was done on a withdrawid basis in the language clinic 

(EngeIbrecht, Jensen & Engei, 1989, 1990, p. 4). Therefore, this program never had the 

mandate to be a Danish-w-a-second-language ciass as did the biii.nguai/bicultud program. The 

two options were consequently quite different. 

2.3.1.4 Prosuam evaluation. 

The following sumarizes four program evaluation reports made of bilinguavbicuiturai 

programs conairrentiy conducttd in two municipatities (EngeIbrecht, Iversen & Engei, 1990, 

1991 & i 99 1. 1992; Engelbrecht, Jensen & Engel, 1989, 1990, and Moldenhawer & Clausen, 

1993). Also included are comments on a canfidential final report by the author of the report. 

Not included in this section is a report made by Helkiar (1987) which descri'bes the process of 

d g  up a proposai to design a biünguaî/biailtud program, and the progrsm proposai. It 

does not constitute a program evaluation as the program did not exkt yet, and as such is not 

usefui l this section; however, it does contain much usehl background knowledge and has 

therefore been extensively referred to in previous d o n s  of this chapter." 

The first report, by EngeIbrecht, Jensen, and Engel (1 989, 1990), deals with Danish 

instruction in the bilinguallbicultural program (i.e., the "Turkish" children's linguistic 

competence in ~anish?. The purpose of the report was to see ifthe students were benefiting 

from the curriculum. There were three research questions: (a) What thernes are usad for 

instruction? (b) How does diMdiig the Danish class into two language groups work? and (c) 

How does the Danish class work out when the two cohorts are together? The only m u r e  

us& was a test of Danîsh competence as the authon stated that they were unable to find a test 

of Turkish competence. Therefore, minority language chiidren's "L1" competence could not be 

used as a yardstick to masure their "L2" competence. 

See, for exampk, sections 2.2.4.5,2.3.1, and 2.3.1.1 nK &ce to H e b  (1987). 
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No mention is made of KUfdiSh chitdren in this report. They are subsumed under the categories: 
Turks," 'Turkish children," etc. 



The report begins with a usefiil description of how Danish instruction is structurecLn In 

answer to the first question regarding themes of instruction, the foliowing themes were used in 

both Danish and Turkish in grades 1 to 4 during the yeas of the report: my clessroom, school, 

housing, pets, trafnc, work, seasonq Denmark and Turkey, fàby tales, reading comics, ads, 

theatre, etc. (p. 10). Examples are given of how the cornrnon theme "fa* talesn is developed 

during the following lessons: mother tongue instruction in Turkish, Danish-as-a-second- 

language, and Danish lessons with both groups present; idormation is given on both language 

and content taught. In answer to the second question regarding the logistics of dividing the two 

language gmups for Danish instruction, very concrete examples of specific language activities 

are given and describeci, and the instructional goais listed. As for how the lesson works out 

when both groups of children and both teachers are present, the report desmies instances 

when the whole cohort is kept together and the language of instruction is Dmish, and when the 

two groups are separateci and content is explained in both languages. Information on the 

Danish language test is not includeà in my version of the report. 

Results of the study indicate that the Turkish students' linguistic cornpetence in Danish 

n 

Engeibrecht, Jesisen,  & Engel (1989,1990) describe tfie organization of Danish instruction in the 
bilinguaYbicultud program as foilows: 

In a bicultural class, there is a Turkish teacher in ail classes in grades 1 and 2. in grades 3,4, 
and 5, there is a Turkish teacher in Danish, math, 'onenteering,' and the class hour. The 
backgromid to thk is tbat the Turkish children first have to learn to read and wnte in their own 
ianguage, Tudi&. In the cornmon periods, the children are split up into two language groups, 
one Danish and oue Turkish group, when new material has to be gone through. This happens 
t o a s s u r e t b a t e v ~ ,  ~ t h e D a n i s t , a m C T t r r k i s b ~ c r u , ~ t h e ~ o f  
the matenal to be leasneci, That places a heavy burden on the Danish auci Turida teachers to 
planaodooordinatetheVteachingso~duruigcwmnonperiods,when~twogrwips of 
children are together, they can build on a common background. . . . TherefOre, a weekly 
co- hour is set aside fer the classroom teacher and the Twkish chssmom teacher- 

The Turkish chlldren in a bicu1aimt c i a s m m  have four hours extra Danish-as*- 
second-language iasüuction per weeic h m  grade 1 to 5. These hours are borrowed h m  the 
fOur ho- of mother tongue instruction the children muid otherwise have had outside the 
reguIar school day. M o k  tongue instruction is given during spiit up periods, and are 
obligatory insîruaion while the Damsh Mdren have Danish. During Danish-as+seamd- 
languagec~,theDanish~ercanworkonpnMdhgliaguisticaüyresponsive 
instruction at the levei of the Turkish chiidrai's tinguistic devetopmenf and they can go fbrther 
withthemesto betaug&tmconm~whours,firexample. Furthennote, inthoseciaSses,téereis 
ais0 more systematic Danish instruction, (p. 4). Ur-16) 



is much lower than that ofthei. native language peers (p. 25). The authon caution that these 

children stili need mother tongue instniction. Daiiish-as-a-second-language, and teachers 

f d a r  with both Danish and Turkish to know what probierns the Mnonty language children 

wiil encounter whm leaming Danish. They aiso caution that the bilinguaVbicultural program 

does not, by itsetf, work miracles and that extra resources are stdi needed (e.g., specid 

education, a reading clinic, etc.). They note that the problems encountered in trying to 

'integrate' the two groups are immense, and discuss the difficulties enwuntered when trying to 

"create a cormnon set of nom7'(p. 25) (Tr-17). Finally, they note an ail too common problem 

in bhgual education: the shortage of qualifieci, bilingual teachers. 

The second report, by Engelbrecht, Iversen, and Engel (1990, 199 1)' focusses on social 

integration-causes of strife and success. Disnissed are sources of cultural codiict, particularly 

home/school problems, and difnculties the minority language children have understanding 

content instruction, usuaiiy by grade 4 or 5. First, they note that horne/schocl conflicts usually 

arise because of the following: (a) 'camp schools' [lefiskoler]-they require students to sleep 

away nom home which is deemed problematic by "Turkish" parents concemed with mords; 

(b) 'di trips' [hyneturej-this is also an activity requiring ovemight stays away fkom home; 

(c) 'cohort parties' [kkmef&er]-minonty parents are often concemed about th& children 

accidentally eating pork in food prepared by Danish parents; (d) swimming-wearing bathing 

suas is viewed as too immodest by some minority parents; (e) physicai education-some 

minority parents object to the obligatory shower which folows gyrn class for reasons of 

rn~desty-~ and (9 iong summer holidays in Turkey-problems &se because school begins in 

August in Daunark, and in September in Turkey, and parents fiom Turkey prefer to stay in 

Turkey for summer holidays for what they view as the whole holiday, rather then return eady 

for when school srarts in Denmak Danish eduaiton become quite upset about the above 

practices? Fidings of the report hdicate that thae are fewer confiicts in these areas because, 

To expiain, Danish educabrs view odght trips as u h l  fbr building community ammg 
cIassmates, and d d o p b g  m chifdren; they see gym and swimmùig as promoting heakhy 
lifésty1es; they equate issues of h o u r  and of modesty with Islam, *ch they view as repressive and 
a they dislike Turkishn childm missing schod time as they view them as wademically weak 
already, without f k i h g  tÙrîher behirsd fiom tune misJed 



due to the program, there is closer homehhool contact than is the nom and, as a result, 

parents place more confidence in the school and educators there. The report also suggests that 

the pro-active work done by the Danish and Turkish teachers is another reason why there is 

less conflict (p. s).'' 
On the second point conceming hority chiîdren encountering difficuity when faced 

with content area instniction in Danish, usuaiiy in the junior grades, the report suggests by 

incorporating an experiential focus into instruction, educators in the bilingual/bicuitud 

program have avoided the usual diculty. They recornrnend that an experiential component 

continue to be injecteci into instruction even in the higher grades. 

To conclude, they rciterate what was said in the previous report; narnely, that the 

rninority language chiidren's hguistic cornpetence in Danish was still not on par with that of 

th& Danish peers, and that both mother tongue instruction and instruction in Danish-as-a- 

second-language needed to be continued. They noted that, compared to minority language 

children in other pmgmms, the ones in the bilinguai/bicuItural programs were at an advantage 

in that they stayed involved, dared to ask questions when they did not understand, did not give 

up when they had to express thmiselves in Danish, and were more visible than their minority 

counterparts in other prognuns (p. 25). 

Arnong other topics inciuded in the report were English instruction, and the behaviour 

of Turkish boys. Et- the report suggests that Kurdish students outperfom Turkish students 

in English, and further suggests that this may be because Kurdish is an Indo-European 

language and Turkish is not (7171 is a Turkic language) and, thus, English is easier for Kurds to 

team than for Turks (p. 17). Second, a very negstive portrayai of Turkish boys is given by an 

anonymous educator in the biiinguaybicultural program @p. 18- 19). 
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They Ddl parents that, by law, aU chüdren must participa& in swimming lessons and in physicai 
&cation; then are no religious dispensations. With regard to the cumpuIsory nature of these 
adivities, A m  Granum of the Ministry of Education is m agreement (personai comrrrrmication; 
September 23,1993). TherefOre, dr pmadive part of this issue P wamiug iriMority paream that tbey 
must canpiy. This stance smns coatradidory m Light of the muiticuiturai mission of tk prograsn Sad 
tbe staial goal of taking b t h  groups ofchildren's cultural backgrounds into consideration. To me, it 
seems akin to t e h g  the minority grog  parents that their beliefk and vaiues are badmds. 



The section is misleadingiy entitled A c l w o o m  teacher 's ipen'ence with work in a 

bictllturul clharoom over fiw yems and the problem ùiot c m  mise with the boys (Tr- 1 8). 

What is misleadmg about it is that it does not refer to aii of the boys in the cohort, but only to 

the Turkish ones. The wording is strong and, right nom the nrst sentence, "the boys" are 

presented as "rowdy, with no powen of concentration, not independent and Kresponsible with 

regard to their own education" (p. 18) (Tr-19). Theu teacher blames this on their coming home 

late at night; not being accountable for their own actions, especiaiiy since their fathers are so 

beaten by the system (Le., unernployed; treated disrespectfUUy since they m o t  conduct their 

afEaUs in proper Danish) that they stay away from home so as not to be bothered by problem 

children when they are not up to deahmg with additional problems; not knowing how to set 

limits because their fàthers are not offen home, and they lack a positive male d e  mode1 

anyway, given their fithas' dismal situations; not behaving responsibly, especiaiiy if there are 

rnmieû sibüngs in the home, not just the mother, and they do not participate in household 

chores, etc. The teacher suggests that wMe this kind of behaviour is acceptable in a Turkish 

village where all of the men share the same characteristics and they wül eventually have to tow 

the h e  that is acpected of thern socially, it is rot acceptable in Denmark; there, the 

expectations are quite dXerent. Students must be sell-controiied, able to see the consequences 

of th& actions, and think before they act. The teacher concludes with discussing social and 

academic problmis which arise because 'Turkish" boys are "rowdy, with no powers of 

concentration, not independent and irresponsible with regard to their own educatioqn and the 

role of working with the fathers to solve these problerns. The importance of this representation 

of T ~ s h  boys becornes apparent in Chapter 4. 

The third report, by EngeIbrecht, Ive- & Engel (1991, 1992), was written &er the 

biIinguaVbicultura1 pmgrarn was canceüed They examineci whether the program achieved the 

goals set out in the Du er mgen report since the pmgrarn was modelied afker recommendaîions 

made by Sahi and Skjehose, authon of the latter repart. Thedore, mainiy questions dealing 

with feelings and identity were asked. The nsearch questions for this final report were: (a) 

How were the 'Turkish" members of the cohort getting dong with th& Danish peers; @) How 

did the "Turkish" chiidren exprience their educational aperience; and (c) What sort of 



acpaience did the '4Turkish" and Danish chiidren have with each other? With regard to the 

final question, the researchm wanted to h o w  if the Danish children were less racist than th& 

predecessors (e.g., those desaiied in the Du er ingen report). The researchers noted that they 

could not investigate the real question (i.e., how weli the Turkish" children had integrated into 

Danish society because of the program) because the program had not been dowed to run its 

course; the cohort was disbanded before the nine years of compulsory public school education 

were completed. 

The measure which the researchers used ta d u a t e  student attitudes and feelings, etc. 

was the "Student self-repo*" a questionnaire produced by Danish Psychological Publishen. 

The questionnaire was written in Danish. Sample items were: I can follow lessons weii; I'm 

usudy happy. Students ticked an answer in one of thm columns: "yes" va], "no" [neil, 

"don't how" [ved Me]. Pindings of the study indicated that both groups of students were 

happy and thnving in the program. 

Specifically, the two cohorts in my study fand as follows: 84% of the older cohort 

gave positive answers Cfjs), and 76% of the younger cohort gave positive answers. When the 

children gave negative answers, they tended to be in the foiiowing areas: Girls were unhappy 

with th& appeanince, and boys were unhappy with their ski11 at sports. The researchers noted 

that ali chiIdren, tiom both groups, gave positive answers to the following item: "The other 

kids want to play with mem@. 14) (Tr-20). Therefore, the hdings indicated that the "Turlàsh" 

members of the whort were gening dong wel with their Danish pers and having a positive 

educational experience, and the uTurki~h" and Danish chiidren were having a positive 

srperiena being m the same cohort. 

Generai resuits were dso reporte& These included the foifowing: (a) The "Turkish" 

students' seIfancept was much more nuanced than the fidings of the Dsr er ingen report 

indicated; (b) Both groups appeared to be thriving in the school setting; (c) AU of the 

children's seIfancept was less tied ta cuiture than to age, gmder, and M y  ciraunstances; 

(ci) There were still students with low self-esteem, but they were Danes as ofien as "Turks;" 

and (e) There w a e  also chüdren who were doing poorly who should perhaps have been in a 

diirent program (p. 16). 



Combined, these reports do not s e m i  to indicate a program in trouble; a program that 

should be cancelîed. Why did that happen? The school board wmmissioned a report which was 

not published, but on the basis of which the program was cancelled. The author of that report 

informeci me that she was asked to write a report on negative aspects of the program, and that 

the program was cancelled on the basis of her repon. She was dismayed by this turn of events 

as it was her impression that the program was working very weU. She felt deceiveci and 

manipulated because she had followed instructions, and if she had been asked to note the 

positive aspects of the program, they would have outweighed the negatives. She said that, in 

her position as civil semant, she was not at liberty to speak out, but was required to support 

party poticy (e.g., decisions made by the municipal government); however, she felt that the 

time had corne to speak out which was why she was telling me about how her confidentid 

report was manipulated (Anne-Mette, personal communication; September 1, 1 993). Clearly, 

this was a case of structurai sabotage. 

The last report to be discussed in this section deals with the 5nal evaluation of a sister 

program conducteci h a Merent municipatity. The authon of this report were Moldenhawer 

and Clausen (1993). It is divided into two sections. The first deals with problematic or unclear 

aspects of the program, and the second deals with the program participants' academic success 

and linguistic cornpetence. Challenges discussed in the first part include: ethnicity and 

integration, minority languqe teachers' roles in the integration work, multicultural teaching 

and the role of culture in tmc*ning. Stressed is the complexity of dealing with issues such as 

culture, ethnicity, and integration, much les to find solutions to related problems. Also 

stnssed is the nia that the problems and solutions Van& p a  class, not only because of the 

diversity of instructional goals and techniques due to 'rnetoâfiihed,' but also due to the 

Uidividuals involveci. S a ,  the resemhers note that certain findings are generalizable, three of 

which they disaiss at length. 

F i  the goal of 'integration' was not me$, either h m  an academic or a social 

perspective. The researchers recoinmaid that mllrority language children should not be placed 

m p u p s  bigger than f i e  per cohort so they wiJî intmct with Danes in Danish. These 

researchers (who do not ignore the Kurdish dement in the pro- they speak in ternis of 



'Panesn and "TurksKurds") note that the weight of integration should not lie solely on the 

shoulders of Mnority group members. They note that Danes mua stop viewing "integration" in 

tenns of 'Yoreigners" adophg Danish norms; y* they also note that this is a strong tendency, 

one which pmeates society and has inmienceci educator expectations of minority language 

children. They also note that no special measuns can force these children to learn more or 

better Danish. What they need to give thern the courage and will to acquire Danish are better 

relations with their teachers, more academic success, and greater acceptance by Danish 

sîudenîs. 

Second, they noted that inchiding a multiailtural teaching perspective and making 

minority language students feei equal in value to majonty group pers at that point in t h e  was 

k e  swimming up-strm. They suggested that structural elements of a typical Danish 

jolkesko2e were working against them. They also suggested that educaton needed ta know 

how to make their minority students feel equally vahieci. As noted in Biggs and Edwards 

(1991), dominant group educaton oflen do not notice when they are not treating children 

equally and, comrersely, though minority group educaton oAm do (see Sayers, 1991) but, as is 

disaissed next, th& vo ie  is ofien not heard. 

The third point d d s  with the goal of hiring minority language teacher. treating thern 

"on equal footing" Ipci lige f4 with Danish teachers, and using them as an important reswrce 

in the integration work (p. 1 10). The authon note that rather than being treated equaily, 

minority teachers an ofien relegateâ to the role of teaching assistants. They note that these 

teachers almost have to be twice as good as Danish teachers to be taken seriously as content 

teachers. On the otha hana they note that mon quaiîficatîon than king a native speaker of a 

language (e.g., Turicish or Kurdish) is requirrd to be a teacher. rninonty or not. These 

researchers nnal point is that creating a muitidnual school involves more than watering down 

cuiture to play dom diflierence; they recommend allowing linguistic and cultuml Werences to 

corne to the fore, and contri'bute to h g  the agenda for school structures; however, they do 

not expect that this wili happai in Denmark any t h e  soon (p. 1 11). 

The second part of the report discusses how eighty children fkom Kindergarten to Gr. 8 

were testeci to evaiuate their academic success anci linguistic cornpetence. Mesures used 



included: a sentenereteU ta&; a cloze test, and a math test. The first task was based on 

Epstein's sentence-reteU ta& but translated into Danish and Turkish.' The cloze task was 

standardned and grade appropriate. It was a 400-word te*. Every seventh word was deleteci. 

Chiidren bad to replace fifty-five words in aU. The math test was designeà by individual 

classrooms teachers, and was based on concepts taught the previous month. It did not include 

problem-solving, oniy computationai skills @p. 123-1 27). 

The authon report twelve fmdings, based on the test scores. Some are selfievident 

(e.g., Danish shidents read Danish better than minority language -dents), and are not 

reporteci here. Findings which are the most relevant to the present study include: (a) The best 

minonty language students in the higha grades (e-g., Gr. 5 and up) did as well as their Dankh 

peers in the sentence-retd task; (ô) Many Kurdish -dents do better in Danish than Turkish 

students; (c) Turkish students do better in Turkish than Kurdish students; (d) Turkish students 

are not g m d y  Illiguistically under stimulated or we9k; (e) Though most Danish students 

read Danish quite wefl, very few read only relatively weil, and a smaii group has difnculty 

reading; the majority of rninority language students have just average reading skills in Danish, 

and many are very weak in reading Danish; and ( f )  The results do not indicate that Danes do 

better in math than the minority language children-in 3 out of 8 cohorts, the minority language 

chiidren are stronger in math then their Danish peers and, in the other 5, the Danish children 

are stmnger in math than their rninority language peers (p. 138). 

The results reported in both parts ofthis report suggest that, like its sista program, this 

bilinguaybicultural program was e f f i  in teaching Danish-as-a-second language and subject 

contmt, as rtc~nrmcnded in the Du er lngm report. niey do not suggest that this was the 

pendhate prognun to be copied fZthniUy, but suggest that many vaIuabIe lessons cm be 

drawn Born it and inwrporated into fiihire attempts at designing culturally responsive models 

of schooiing. Ironically, this report was dso pubüshed aAer the program was cancelled. 

% 

The incomplete refinnce fDt this transMofl of Epstein's test is: Beyer [no initial -1, & Laatofk, 1. 
(1992). Epsteim sm'ningsspænCh.ic2detest til &mg for tosprogede elever [Epstein's sentence-rail test 
fbr use with bilingual pupils]. bus: NordgdA mtenkdef. speciaiparkrgogiskfirlag ~ordghd's 
mkrid, Speciat phgogical publisbers]. (Danrk og tyrk'sk wrsioner @Ianish and Turkish versions]). 



2.3.1.5 Promm demise and the role of 'atheoretical' ~oticv-makina. 

A few years into the program, municipal politicians cancekd it because they did not 

feel that it was meeting its mandate ( Engebrecht, Iversen & Engel, 1991; Moldenhawer & 

CIausg 1993). Local politicians felt that the language minority children who participateci in 

the prograrn did not gain sufncient [amount unspecified] L2 proficiency, or sufficiently 

integrate into Danish society, for the program to continue. Two points should be noted with 

regard to program canceliation: Fikit, the criteria for prograrn canceilation was unclear and, 

second, educaton hvolved in the program did not feel that the program failed to meet its 

mandate and did not support its canceiiation (Taylor. 1997-a). They felt that the main problem 

was that the program objectives did not match (Social Democrat) party objectives: 

Legitimizing a minority language by including it in the curriculum was itTecondab!e with the 

belief that bihgual children wodd integrate fiister if taught only in Danish, not in their mother 

tongue (JUS Jeppesen, 1995-a, p. 16). Indeed, local politicians lata declareci that Danish could 

not be a second language for children in Denmark, and that Danish was dl children's first 

language? Thus, the observation can be made that ideology preded over both theory and 

empirica! evidence in this instance of decision-6g. 

Daunark is not unusual in operating this way. For corroboration of the fact that this 

manner of decision-rnaking is common where minority ianguage education is concemed, one 

has only to think back to Cummins' (1988) description of the atheoretical nature of policy- 

rnaking on educational language issues which is mentioned in Chapter 1 whereby research and 

theory are onty "appüed to poücy . . . in situations where there is a relatively high degree of 

u m c n s d  on issues oftangnage and &cation @. 11). An educator attached to the program, 

Bodü (personai communication, Septernber 16, 1993), poignantly illustrated the process of 

atheoretrid decision-rnaking in ha description of the rationaie behind canceliing the program. 

Bodü authored two reports on the b i l ingmihicui~ program, both of which were 

financed by the Ministry of Education, aithough the program was sponsored by the 

municipaky. She feit that, afk r  di the Municipality had imrested m the program, the local 

This was the message sent m a maw, h m  Trifie Municipahy's Board of Cu)hut ('KuItureI 
forvylltmng'] on Decembber 13,1993. See Appendix C. 



poMcians did not Iisten to a thing written in the reports. To explain, Bodil gave the foUowing 

example: Two politicians Eom the municipaüly attended a teacher's federation conference on 

immigrant children. It becarne apparent during the conference that neither politician was 

M a r  with the reports even though they were the educationai affairs representatives of their 

parties and wen in charge of the education of immigrant education at the level of the municipal 

teacher's union. These were not theoretically infomed experts. The educator's summary of the 

situation was: 

And that says something about the level of information and that it has absolutely 
nothing to do with knowledge or investigations or objectivity with this question [about 
minority education]. Decisions are made on the basis of some feelings or opinions; they 
don? pay any attention at aii to things they start up. (Ethnograph; Lines 281-290) (Tr- 
21) 

When questioned as to why the reports were commissioned in the nrst place, if they were just 

ignored, Bodil replieci: T o u  have to do that in dernocratic Denmark. You have to question 

people, or get investigations under way or do things, don? you? It ail has to be based on 

objectivÏty" (Ethnograph; Lines 3 54-3 5 8) (Tr-22). This ülustrates factors ot her t han grounded 

research which can infiuence decision-making and, in tum, shape minority children's 

educationai experimce. 

As for program evolution, Bodil explains how the muniapality requesteâ a study on 

teaching mùiority language children to decide what program model to implement after the 

demise of the biguaVbicuitural program. The-evaiuation was done in October 1991. 

Committee membem hcluded Bodii, the tacher repnsentative, other teacher representatives, 

the princÎpaI, -*Mette (the 'consuîtant for chiidren who are speakers of a foreign language' 

[Femm~roge&eI~tKoltsuIent]). eady childhood educators from the Kindergarten, and the 

vicapresident ofthe teachers' union. The cornmittee made two recornrnendations. One 

program model fel within the financiai limitations of the minicîpality with regard to schooüng. 

The Mwiicipality chose the other mode1 because it had l es  of a bilinguai focus. Even after the 

bilingufiidtural program had been cancelled, the cornmittee had tned to inject the positive 

aspects of the program into pst-program educational structures (e.g., cooperative work with 

parents; LI instnidon), but signed and noted that no matter what new r-ch project came 



up, hohring teachers, the cornmittee or whoever was commissioned to do the research: 'What 

it's ail about is, they ask us to do a piece of work, but before we even begin, they know very 

weU themseb what they'll end up doing. No rnatter what we say, they're going to do what 

they want; right?" (Ethnograph; Lhes 342-348) (Tr-23) The cornmittee's goal of maintahg 

an LI component was at odds with the municipality's goal of eliminating that component. 

Indeed, Bodü daims that no matter what reason the municipality gave for cancelling the 

bilinguavbicultural program, the real c m  of the matter was the L1 cornponent to the program 

which meant that the municipaüty was not towing party lines; a Social Democratic 

mmicipahy, the politics of the büinguallbicultural program did not reflect the focus taken by 

'Christiansborg' (Le., the Social Democratic sinUig in power at Chnstianborg, the 

government); t did not reflect the tact taken in the educationd cornponent ofthe Integrdon 

report. Bodii explains that a generai change in Danish society occurred during the 1980s and 

when thm the cornmittee first recornmended the bilingual/bicultural program, local politicians 

basically told them to go ahead ifthey were '%urning'' to try it. Unfortunately, a year and a half 

later, the local Social Democrats realired that the program model adopted was exactly opposite 

to what the national party (at Chnstiansborg) wantedaL%at it was absolutely not the policy 

they had at Christiansborg" (Tr-24) so local Social Demoaatic politicians in the county began 

to strongiy oppose the program because 'Christiansborg' was absolutely not in favour of "such 

an inclusive view of integration" (Tr-25). Bodil had the distinct impression that the local t o m  

council was "banged into place'' (Tr-26) and made to tow the party line. She based her opinion 

on the fact that, since that the,  the city council has pushed harder and harder for an 

'assidation poficy' [uss&miIàîionspoIÏtik3 (Ehograph; Lines 363-384). To summarize, 

Bodil's observations cleariy support Curnmins' (1988) view that more is Uivolved in poiicy- 

making than theory and research; indeeâ, quite often, it is atheoretical in nature. 

It was after the program was fonnally canceiîed that 1 started my participant 

o b m t i o n  at the school. Thaefore, Chapter 4 presents the pst-program configuration of the 

b*aguaI/bidtural program. 



2.3.2 Lomstics and Locale 

2.3.2.1 L~@stics. 

The foliowing is the principal @ersonal communication, September 2 1 *, 1993) of 

Trilesskolen's description d the school district, the make-up of the student population, etc. : 

There are 13 schools in the district, ten of which are big, and a total of 5000 students overall. 

Tnleskolen is one of the big schools with 550 pupüs end 61 teachers. The tacher-pupil ratio 

at the school is 1 :9, but the school is also a centre for Special Education which makes same 

classes very small and skews the teacher-pupil ratio a bit (e.g., some classes have only 3 or 4 

students). The principal noted thet a more normal teacher/pupil ratio in Denmark was 20-22 

pupils per class. He also noted that some classes had up to 28 pupils, and that the 

bilingual/bidtural classes had as féw as 10-13 pupils. 

The principal dso noted that about 200/. of the district's 5000 children were minonty 

language ~hddren .~~  As for T~lZeskoIen, he estimated that a quarts to a third of the 

schooichildren were rninority language speakers. He added that the figures were rihg at the 

school and in the distic% overall due to housing patterns. Refugees were being moved in, and 

more and more immipnints were moving into the local apartment complexes. 

The principal noted a large, nearby school where there had recently been problems 

which were reported on in the press: That fiill, two Kindergarten classes had started up that 

"only" had four ahnic Danish chiidren; all of the other chüdrm enrolled were minority 

language children. The principal noted that the Danish parents had 'taken fiight' and enrolled 

their children elsewhere. He also express& his fear that the sarne thing might happen at his 

And that means that those parents who shodd have haâ children in those classes, they 
have moved them to some other schools. That iq they wouldn't accept that it becorne 
completely fonign-lmguage-speeking classes, and in a way that means a fiight fiom 
that school, and we are vezy navous about that hen, you know, that at the same time 
people wül maybe move the chüdren away fhm here bezause there are too many 

S t  

It is mteresting to note that over a year span, h m  Helkiaer's (1987) report in 1987 to 1993, the 
percedage of foreign studezrts m the rmtnicipai scbooi system had risen fbn 7.5% to 20%. There were 
less students m the system m 1987 (i.e., 5,9&1) than m 1993 (i.e., 5000). The figures mdicak that the 
pacedage of mmOrity language chiidren enterhg the schooi systm is Iarger than tbt of ethnic Danes. 



Unmigrant childrm or refùgees o v d .  (Ethnograph; Lines 10- 1 12) (Tr-27) 

Indeed, that happened in one of the whorts which 1 was foilowing. 

ûver the course of sumer 1993, four sets of parents had withdrawn their chiidren 

f?om the older, Gr. 6 cohort. That meant that the numôer of children left in the former 

bilinguai/bicuhrai cohort fell fiom 16 to 12 baweai Phases 2 and 3. When school started in 

August, there wen  4 Danes and 8 '"ïurkrq" 4 ofwhom were Turks and 4 of whom were 

Kurds. Between Phases 3 and 4 (ail during the 1993/94 academic year), a Kurdish girl moved 

because of a f d y  feud, and two Danish childrai were placed in the cohort-chiidren deerned 

behaviour problems. That lefi7 ''Turks'' and 6 Danes. 

As for the other cohort entering Gr. 5 after surnmer holiday, one Danish and one 

Turkish child were no longer in the program when school starteci again. Both had moved to 

better housing areas. That meant that the number of children left in the former 

biiinguallbiculturaî cohort feu from 1 5 to 13 between Phases 2 and 3. When school started in 

Augwt, there were 7 Danes and 6 "Turks," 4 ofwhom were Turks and 2 of whom were 

Kurds. In the 1993194 academic year, two Danish chiIdnn lefl the program, one because of 

upward mobility and one because of program dissatisfkction, and one Turkish boy lefl out of 

sheer loneliness (Le., he was the only Turkish boy Ui the cohort and had no fliends). That left 5 

Danes and 5 "Turks: wen though one student categorized as Danish was Iranian, and led to 

trouble as is d i s a i d  in Chapter 4. 

Student attrition had to do with some program dissatisfitction, mainly on the part of 

Danes, and some cases of upward mobi i :  the housing cornplex around Tnlleskolen was 

considemi e ghettq a plplaee to laive as soon as one Eonnct the means. 

2.3.2.2 Locale: The housinn com~lex around Trilleshlen. 

In the Iate 1980s when the bilingualhicdtud program began, Helkiaer (1987) 

descn'bed the municipality in which the schwl is located as follows: the overall population of 

the municipality is 43,800 with a minority population of 2,420 foreign citizens, haif of whom 

an fkom Turkey. That figure represeuts Knle more than 5% of the overall population, but is 

coosidered a high immigrant population. û f p t  interest is the fkt that Helkiaa (1987) tfmiks 

to add the percentage of Kurds represented in the Turkish figure. and of even greater interest 



that she eshates that a third to a haif of the "Turkish" population are Kurds (p. 1). 

As for where the minority chiltiren üve, Helkiaer (1987) notes that there is a mix of 

private houses, townhouses, and public housing projects in the small town where Trileskolen 

is located. She notes that the Turks live in two public houhg areas at either end of the 

municipality, and that is where the two schools which housed bilingual/bicuitural programs are 

located. She descniies the apartments where the children live as concrete structures with large 

enough apartments to accommodate large fimdies; having high rents, and a hi& turnover rate 

of Danish occupants. This is because the cornplex just wss not a nice place to live. iust 

Jeppesen (1993) notes that rninority language students often end up living near Danes with 

social problems (p. 49." That was certainly m e  of the neighbourhood around Tnllebolen 

where the minority language chiidren lived. 

Miles (1989) notes that racisrn offen surfaces in lower incorne neighbourhoods where 

'integration' tends to play itseifout more in the sense that minoxity and majority group 

members live side by side to a greater extent than in wealthier neighbourhoods. That is 

unfortunate, given the finding that people who do not feel good about themselves and their 

lives tend to be less tolerant of diierence (Ziegler, 1980). This proved tnie of the Trille area 

housing cornplex. Chüdren fiom the school noted that alcohoiic Danes urged their German 

shepherd dogs to attack the Turkish children who tended to be atiaid of dogs anyway, and that 

it was serious as the dogs would indeed bite the children sometimes (see Chapter 4 & 

Participant Observation Notes, Phase III, p. 67). 

The consultant, A~eMet te  (personal communication, September 1, 1993), stressed 

that "nonnafu Danes did not h e  in thst housing comptq only dom-and-out ones. She 

considers the Danes living there as dysfiinctiod; 'tabere' [losers] of all sons: h g  addicts, 

the permanentiy unernployed, single mothers, Danes with mental problems, prostitutes. She 

does not view the Turks living there as dysfùnctionaf, just poor. Anne-Mette does, however, 

feel that the Turks there can becone dysfiinctional for stress related factors: the racism to 

By that is meant impoverished etements of SOM*. Thaî is one area of discussion in *ch one does 
not get a H. C. Anderseri/fairy tale view of Demnark. (See Blum & Porsager, 1987 for related 
discossion). 



which they are subjected and the siddkcts ofcacisrn (no jobs, no respect, loss of authority in 

the M y ) .  Overaii, she féels that Turkish fhdies are still more or less intact and fiinaional. 

This consultant feels that the Turks are exposed to such bad examples of Danish 

society, that they cihg to their traditions Mce amulets to ward off the contamination and 

perversion of Western suciety. Furthemore, she f d s  this Ieads to the fossilization of the 

languoge they spoke before arriva1 in Dema& the mords and religious beîiefs they had before 

corning, and the phenornenon that Turks in Denmark sometimes becorne 'more Turkish than 

the Turks.' She feels that Turks in the area are outof-step with life in Turkey in the 1990q that 

by entrenching themselves in fossilized culture they have missed out on nomal societal 

evolution. Indeed, Düan, a Kurdish student's mother (personal communication, September 6, 

1993) codirms this to some extent when she notes that she did not Wear a kerchief in Turkqr, 

but does in Denmark to wdonn to the "Turkish code" in the housing complex, and that she 

wore a bathing suit back home, but that would be toc fiowned on (by the "Turkish" 

community) in Denmark. 

The younger cohort's math and Dani& teachers, Preben end mbeke (personai 

communication, August 30, 1993)' noted that it is better to iive in "Vesterbro," considend the 

inner city Copenhagen slum, than in the 'slum' around Tdleskolen, because at lest in 

Vesterbro there had been a Danish presence for decades (inot centuries) and that there di 

was a strong tradition of Danish families h g  in the area, poor but fiinaional families. The 

houshg cornplex around TdIesKoIen was, on the other hanci, relativety new with no history of 

long-term Danish residents. In that sense, immigrants in Vesterbro were better off as they had 

WerDanishmodekaroundthcm. 

Vibeke Eequently descnied the sorts of social problems which occurred in the Trille 

houshg complex in the conteid ofdiscussing the home lives of students in her cohort. Five 

such cases are SUmmanzeci here. The first three mvofve Danish boys, beginning with Frederik 

whose step-fàther was an alcohoüc. Frederik's mother was going to kick her husband out of 

the house at around the tirne a new baby was bom, but then changed her mhd. They ended up 

buying a house together which mesnt that Frederik was going to move and would have to 

change schools (which he did during Phase III). 



The second case involves Reben, a Danish boy whose mother left home and whose 

father is an alcoholic. There is something odd in Preben's interaction with his father. When his 

father came in to show their Husky dog to the cfass, he and Preben never made eye contact and 

Preben seemed very defensive, though it may have been a mixture of feat and anger. This 

leaves one to wonda ifthis is a case of famüy violence. The third case involves a young Danish 

boy, Peder. He has a very bad case of diabetes and needs to take insulin injections twice daily. 

Vibeke aiso discussed the cases of two Kurdish girls in her cohort. Diiek's father had a 

break-down when his wife, also a Kurd, left with another man, leaving Dilek's father with two 

young chiidren. Vibeke aiso noted that tliings are getting better as he recently remamieci and 

had another child, and babies are a source of pride in Turkish and Kurdish families. The second 

case she desmid involved Düan's M y .  They had been h a h g  grave dificulties since her 

father was deporteci Born Denmark back to Turkey. He and his brothers had been involved in a 

murder case, protecting the farnily's honour. DiJan's mother had to deal with the local 

community's score for not 'filfihg her role' and following her husband bsck to Turkey, 

however, she chose to stay in Denmark so her chilâren could have a betîer friture. 

These cases put a face to the slum depiction given the housing cornplex around 

Trilleskden. 

2.3.3 Educator Assinnments and Duties before and fier Pro- Cancellation 

The role of the Danish instnictors involved in the biîinguavbidtural program was to be 

the classroom teacher 0.e.' the person responnile for the cohort), to provide a linguistic and 

cultural made1 to the minority language child~n, to develop pedagogical materials, to oversee 

the social imegration afboth minor@ and m s l j e  hguage chifdren, to estabîish bmer than 

average contact with both groups of parents to trouble-shoot and maintain good relations, to 

aisure that the chiidren learn enough contentmatter, enough Danj&, and enough about how 

to successfuly iritegrate into Danish society and, if possible, to ensun that the chiidren leam to 

Iüre Danes, Denmark and Danish ways (Kelkïax, 1987; EngeIbrecht, Jensen, and Engel, 1989, 

1990; Engeibmht, Iversen, and Engel, 1990, 1991 & 1991, 1992). 

When the büinguaimidtd program was operation& the role of the language support 



teachers was to participate in cooperative lesson planning with their Danish teaching partner," 

to help students acquire language and content by explainhg concepts in their LI, to give the 

students a sense o f s d t y ,  to be an authority figure the children d d  identity with, and to 

serve as a cultural bridge between students, teachers and parents (Helkiær, 1987, p. 8). They 

were also involved in developing pedagogical matenal. 

These descriptions do not dier much f?om Just Jeppesen's (1993) surnmary of the 

roles of both groups of teachers: to help develop rninority language children's seKestemi; to 

promote contact with their parents; to promote academic success arnong these chilchen, and to 

foster the development of tolerance and positive attitudes in both majority and rninority 

language children @p. 10 & 29). 

Helkiær (1 987) outlines how much the language support teacher was assigneci to the 

biiinguaYbicultural program in the program proposal: 

From Kindergarten und Gr. 2, the Danish teacher and the language support teacher are 
with the cohort for aü subjects. The language support teacher's hours are decreased 
d e r  Gr. 2, and the Danish teacher is sornetimes alone with the cohort. Huwever, there 
continue to be two teachers in the foiiowing subjects: 
Gr. 3 Class hour, Danish, math, onenteering (history and gwgraphy) 
Gr. 4-5 Class hour, Danish, math, orienteering (history and geography) 
Gr. 6-10 Class hour, orientering, physics + two extra hours spent in either math 

or Danish, depending on the need 
From this point on, it is possible that chiltiren with particular dficulties can get help at 
the language clinic and, for Grades 6-10, for DSL instruction. (Helkkr, 1987, p. 11). 

Mer the program was cancelied, language support teachers were assigneci teachg hours to 

primary school cohorts on an ho@ basis (Le., four hours per every DSL cMd in the cohort). 

In tiiis new rok, tanpige srrpport teachers dicf not participate in Iesson planning, but 

could largely fili the rest of th& e8tfier roles, t?specidy as a cultural bridge when translating 

between groups at parent meetings. They were also &en an L1 itinerant teaching assîgnment. 

The Turkish teachers interviewed enjoyed this part of their assignment, but the Kurdish 

teachers acknowledged that the L1 teachmg assignment was neariy impossible linguistidy, 

given the disparity of levels of the children's knowledge of Turkish (Le., Turkish children were 

The to which the minonty and major@ hgmge teachers were equal partuers in lessoli 
preparatim is questiooable. (See Iergensen, 199 1,1992, and Chapter 5). 



native speakers, but Kurdish chüdren were sometimes rank beginners)." 

Both groups enjoyed the group solidarity portion of their L1 teaching jobs. This issue is 

mis& with regard to educator role dennitions in Chapter 4. 

See, fbr example, Aytimur (1998), & AtiUa @asoÜal communication, September 2 1, 1993). 
Difficulties enooumtered by Kurd*h teacbns who provided Turkkh %ln instruction arc nirtber 
discusJed in Chapta 4 m cornparison to Soqgul's -cal praaices. 



CHAPTER3 

Methodology 

There is a longstanding history of qualitative research methodology in Denmark.' My 

study, an ethnography, is no exception. The qualitative foais has, however, led to gaps in the 

research iïterature on minority language issues which quantitative studies could Iielp a. 
Indeed, Just Jeppesen, Senior Reseatcher at the Danish National Tnstitute of Social Research, 

fkequentiy raises the issue of the naed for large sale (country-wide), quantitative studies in 

Denmark, snidies which would address issues nich as what mhonty language parents think 

about the medium of instruction their chilchen are schooled in (e.g., L1 or L2-medium 

instruction), and what models of instruction they r d y  want (see Just Jeppesen, 1993, pp. 10, 

37 & 47). Ways in which a quantitative component to my research methodology would have 

informed the present study are disaisseci in Chapts 4, and again in Chapta 5 with regard to 

lines of fiiture research. 

instead, 1 opted for an ethnography. That choice begs two immediate questions: What 

does such an approach entail, and why did 1 adopt it? Both are discussed next. Also discussed 

are: why 1 adopted a longitudinal study, the relationship between my focus on educator role 

definitions, educationai structures and the methodology chosen; rny sarnpiing; data coilection 

and analysis, vaüdity;' g e n d i i l i t y  of results, and ethical cunsiderations. 

3.1 MethodoIoPical A~proach: Ethnomphic Research 

3.1.1 What Eoqj~Ethnanraphv Entaü? 

The fclsxing outiines a definition ofethnography, principles of ethnographie 

As Yin (1984 p. 45) notes, reliability reférs to çonduCCmg the same case over again, not on repiicating 
r e d i s  in anather study. It would be irnpossi'ble to conduct my study & either in Denmark or 
eisewhere, &en its uniqueness and aspects of timing (Le., it evolved m a specifïc period of social 
relations in Denm;uk). 'Ihus, 1 d y  discuss validity with regard to my study as useable comllaries of 
reliability do wt apply. 



research, conventions associ*ated with d o u s  ethnographic genres, and a ratiode for why I 

choose to be eclectic in genre selection. 

3.1.1. t Definition. 

To begh, Watson-Gegeo (1988) descn'bes ethnopphy as W e  study of people's 

behavior in naturdy ocauring, ongoing settings, with a f m s  on the cultural interpretation of 

behavior" (p. 576). She describes the goal of ethnography as providing descriptive and 

interpretive-explanatory accounts of what people do and why, of the outcomes of what they 

do, and of how they understand these outcomes. She also outlines four principles of 

ethnographic research. 

3.1.1.2 Principles. 

The first principle is that ethnographic research focusses on the behaviour of a poup 

rather than on individuals. Second, it is holistic (Le., parts are descnied in relation to the 

whole). For example, the researcher begins by describing the microcontact, then goes on to 

relate that context to iarger, mon macro, contexts. 'ïhird, ethnographic data cuiiection is 

based on a theoretical Eiamework. As such, attention is directai to some aspects of a 

situation, certain r-ch questions, and what is sipmficant, but that does not Mt the scope 

of inqujr as each situation must be understood on its own tems. FinaiIy, ethnographic 

research is comparative: That is, having fht buiit a theoq of the setting under study, the 

ethnographer generaiizes fiom that sening or situation to others. (This is fiirther disaisseci in 

section 3.7 with regard to gmerailizabiiity of results.) 

3.1.1 -3 Genres assd conventions, 

In Van Maanen's (1988) review of Werent approaches to ethnographic research, he 

i d d e s  three main tnnds: realist, confessional and impressionistic accounts. He dso brie@ 

touches on critical ethnographic work (see Andason, 1989, for a mon detded accuunt of the 

latta). 

3.1.1.4 R d s t  accounts. 

Van Maanen (1989) suggests that d s t  8ccounts were the rnainstay of North 

Amexican ethnograpôic work untii tecent years, and ikts four conventions which mark the 

genre: eXpmential authority, typid forms, the native's point of view, and interpretive 



omnipotence. The nrsf experiential authority, is noteworthy for the abserice of first-person 

narratives, omitted to reinforce reader belief in the author's objectivity: "[Tlhe diary is effaceci 

fiom the account. The body of the etlrnography reads as staternents about the people studied 

rather than what the ethnographer saw or heard (or thought) about the people studied" (Van 

Maanen, 1 988, p. 48). Reader belief În research objectivity also encompasses belief in the 

author's scholarship and authority due to tirne spent in the field. 

The second convention regards fom. Detds regarding categones and institutions are 

provided, not anecdotes, and generalizations overshadow parti&. nie third convention, 

the native's point of view, refers to sprinkling a text with authentic quotations which represent 

the native's-rather than the ethnographer's-point of view. Findy, interpretive omnipotence 

refers to "the final word" on interpreting (and representing) native culture Iying in an 

ethnographer's hands. 

Van Maanen's main aiticism of realist ethnographies is directed at the cznvention of 

experientid authority. He argues that researchers can never actnict their own beliefi, 

interpretations and theoretical biases âom how they record and present data, no matter how 

objective and authoritative their accounts seem. 

3.1 .1.5 Confessional accounts. 

The second identified trend h ethnographic research is the confessionai account. 

Characteristics of confessionai accounts whieh distinguish them from reaiist accounts' are 

what Van Maanen considers "personalized styles" and "self-absorbed mandates" (Van 

Maanen, 1988, p. 73). That is, confessional accotmts reflect personalired (vs. distant, 

"objective") authority, the fieldworker's own point of Mew, and naturahess. Personal 

authority is reflected in use of the fkst person in confessional accounts which accompany 

r d s t  accounts (by way of explanation of constmints and triais encountered in the field, etc.). 

The second convention, personai points of view, surfaces in the form ofautobiographicai 

asides scplaining the researcher's evolution fiom outsider to insider, while emphasizing that 

Van Maanen (1988) suggests that European schoofs of thougbt (e.g., Hammeenley & Atkinson, 1983) 
have strmgiy influenceci ethnographic writiag and resulted in researchers includmg coIiféssional 
accounts m what may stin be predominantly reatist ethnographie work. 



the researcher was not duped by her informants and did not romanticize the setting: 'The 

attitude conveyed is one of tacking back and fozth between an insider's passionate perspective 

and an outsider's dispassionate one" (Van Maanen, 1988, p. 77): Fuaüy, the third 

convention, naturahess, refers to researchers' bdancing act of having erred, but stiu managing 

to make valid obsemtions and interpretations: That iq researchers stress that, though they 

intrude on cultures, they do not disturb them to the point of making research accounts 

unrepresentative; though they tap local expert sources, they aiso experience a great deal of the 

culture at first-hand and, though they commit g a f k  and social blunders, they d o  not misread 

cultures to the point of invalidating research accounts. 

Van Maanen (1988) lauds conf~iond accounts for how interpretations and 

representations of culture are deait with in thm: 

No longer is the social worid . . . to be taken for granted as out there full of neutrai, 
objective, observable faas. Nor are native points ofview to be considered plums 
hanging fiom trees, needing only to be phicked by fieidworkers and passed on to 
consuners. Rather, social facts, including native points of view, are human 
fiibncations, themsdves open to social inquiry as to their origins. (p. 93) 

The issue of how to deal with interpretations and representations is, as the reader wili see, a 

remnent theme in this dissertation. 

Van Maanen views the way in which interpretations and representations of culture are 

dealt with in confessionai accounts as a double-edged sword, and directs the foiiowing 

cnticisrn at confessional ethnographic approaches: Along with the intense (seff-) exanënation 

which is chanicteristic of confessional accounts cornes the danger of ethnographic paraiysis. 

anything for féar of misinterpreting or m*srepresenhg the target culture. This issue is also 

This convention underlies th approach to one etbnographic researdi technique, namely tbat of 
particrpant-observatioa advocated by Spradley (1 980). He enmmges researchers to: 

maintain a dual purpose . . . se& to participate and to watch yourseif and others at the same 
time. Make yourseff expticitiy aware of thmgs that otbers take fbr granted . . . take mentaI 
pilcatres with a wWIde+u@e Iens, 1odcing b e y d  your immediate fOcus of acciMty . , . 
experience the fêeiiug ofbeing both an Msider and au outsider s i tnWusIy .  . . . in 
introspection to more funy imdastaad yom experiences . . . keep a record of what you see and 
expience. (p. 58) 



revisited in the body of the dissertation. 

Van Maanen views the third trend, impressionist accounts, as a sub-genre of both 

r d s t  and confessional accounts: Impressionist accounts are an attempt to bring together the 

knower (desmieci in confessional accounts) and the known (descnbed in realist accaunts). 

Impressionist ethnographie work is characterized by vibrant, Unaginative, first-person stories. 

Conventions include: textual identity, fhgmented knowledge, chanicterization and dmatic 

conirol. 

Textual identity refers to chmnologicai re tehg of events without analyticai asides. 

Readers are Ieft to interpret events as they wiii, without the author interrupting the flow of the 

narrative which is presumed to be transparent. Fragmented knowledge refers to presenting 

events without the author's usual threading together of the significance of individual events. 

Reders are Ieft to make sense of an incoherent whole in much the sarne way as the researcher 

experienced the events before having the advantage of hind-sight. Charactehtion includes 

both how the researcher is portrayed as shdhe cames to understand the setting studied, and 

who key individuais are in the setting. nie latter are not portrayed en masse (e-g., Turks do X 

. . .), but rather as individuals with motives, backgrounds and personal stories (Ali did X 

because . . .). Fïnally, dramatic control refers to holding an audience's attention by writing 

with verve. Van Maanen (1988, p. 105) s r n a r i z e s  the standards by which impressioiiistic 

work is judged as: interest (does the story attract?), coherence (does it hang together?), and 

fidefity (does it s m  true?). 

3-1.1 .? Criticai ethnoaraahv. 

Fmally, criticai ethnography is discussed only veq bnefiy. Van Maanen (1988) 

describes this work as "saategicslly situated to shed light on larger sociai, politicai, symbolic, 

or economic issues" (p. 127) and notes that, where critical ethnographies diverge Eom their 

prendmts is, indeed, in the accent put on the politicai, -al and economic sumundings of 

the group represented. Thus, critical ethnographies draw on the principle descriied at the 

outset by Watson-Gegeo (1988) that ethnographies are holistic (Le., IUiks must be made 

between micro and macrowntexts). 



3.1-1.8 Rationale for eclecticisrn. 

W1th regard to the question of which ethnographic genre 1 adopted, the answer is: aii 

of them. 1 adopted an eclectic approach and drew on aspects of rralist, confkssional, 

impressionist and criticai ethnographies at different stages of this dissertation. Realist 

ethnography underpins the majority of the foflowing chapters. Confessionai ethnographic 

issues mise in Chapta 4, although the issue of representation and interpretation is 

odpresent throughout. Similarly, the hpressionist convention of not deaiing 6 t h  the group 

en masse, but as individuais with motives, backgrounds and persona stones, is aident 

throughout my work. Finab, my linking of micro and macro issues stems ffom the theoretical 

h e w o r k  underpinning the study; hence, conventions of critical ethnography are unavoidable 

in my study. 

3.1.2 Whv Did 1 Adont an Ethnopraphic Research A~proach? 

Van Maanen (1 988) notes that, in ethnographic research, "accident and happenstance 

shapes fieldworkers' studies as much as planning or foresight:" 

In i ts  broadest, most convmtionai sense, fieldwork demands the fûU-tirne involvement 
of a researcha over a laigthy period of tirne (typically unspecified) and consists 
mostly of ongoing interaction with the human targets of study on their home ground. . 
. . mhe research is . . . virtually always transfonning as the fieldworker cornes to 
reg& an initialfy strange and unfimiljar place and people in increasingiy fàmiliar and 
confident ways. (p. 2) 

1 was already involveù in an informal "ethnography of Denrnark" before 1 came to 

choose it as  a formal research topic: I was fiving in Denmark and involved in a construction of 

understanding of Danish society and minority issues when 1 "discoveredn the school in which 1 

wodd conduct my ethnography. Thenfore, 1 was aiready in a relatively "strange and 

unfamiliar At first, 1 was supposed to stay for six of the nine months my scholarship 

c o v d  and retum to Canada to wmplete the ethnographic study 1 was in involved in there. 



When 1 realized the nchness of the research potential of a Danish school to which 1 had 

access, 1 decided to focus my dissertation research on the Danish context. I immediately saw 

that the intn'cacies of the school would only be understandable should 1 conduct a lengthy 

study there;6 however, 1 did not h o w  the extent to which "accident and happenstance" wouid 

shape my study. Certain details in the research sethg lay weIi beneath the surface and some 

social facts, hcluding native points of view were, ifnot human fabrications, misrepresentative 

of certain situations. These facts and details oniy came to iight after conducting a long-tem 

study, the need for which is discussed next. 

3.2 Lonnitudinal Research 

Woods (1996) emphasizes the need to conduct longitudinal ethnographic research and, 

in fàct, distinguishes between outsider and insider news which corne fkom having ken  in a 

sating for long or short periods of time. He associates longitudinal work with insider views, 

and outsider views with short term work (sometimes refefred to as ethnography [biitzkrieg]; 

see Watson-Gegeo, 1988). Woods (1996, p. 17) characterizes outsider views as formai views 

which shed light on sufice events, and insider views as finctionaUy oriented views wliich got 

to the deep structure of events (e.g., how they tiinction and their connedon to participants' 

godq assurnptions, intentions and beliefk). Wxth regard to classroom studies, Woods (1996, p. 

15) notes that the deep structure of a classoom setting is only visible to researchen fàmiiiar 

with classroom culture; hence, longihidinai reseafch is preferable in compücateâ classroom 

settings such as the ones in which 1 conducted my research. 

If1 had not conducted a longitudinal ethnographic study, 1 would have missed many 

details needed for me to construct an understanding of events.' Thus, 1 not only adopted an 

See Chapter 2 which deah with coutcxtual details fw information on the various pmgrams o p e d n g  
in tbat schaol* 

7 

One aample d i d  in Chapter 4, is how speaking to one mfbmiant (Na* at a later point in my 
study provided me with crucial backgmd mrOrniatio11 on a main informant (Soogftl). This discowry 
led me to question the validity of certam insider views and to uncover more of the hidden (and 
misrepresented) part of my stue the Kurdish m r .  



ethnographic approach, but a longitudinal one, to constnict a solid understanding of rny 

participants (e.g., their own interpretations and agendas); that is: 

the context that the teacher and leamers bring to bear in tems of their knowledge, 
assumptions and underiying beüefk, and th& perceptions about how classroom events 
play a role in accompiishing (or failing to accomplish) the teaching and the learning. 
(Woods, 1996, p. 16) 

Had 1 oniy conduded a short-term study and gain& an outsider view of the study, 1 rnight 

have corne away with a partial view or misrepresentation of events.' 

A fiirther advantage to longitudinal shidies is longer time spent in a patticular field 

permits researchers to grasp the history ofa situation, a history which brings sense to 

seerningiy incaherent events. Coherence cornes fiom grasping the bigger picture by identifying 

recurring patterns in a classroom over time, knowing how the patterns evolved, and biowing 

how the patterns finction in accomplishing the teachingfleaming which occurs in the 

classroom (see section 3.6, and Woods, 1996, p. l6).' 

3.3 Connectinn Theonr and Meuiadolo~y 

The purpose of this section is to relate the themeticai ftamework ?O the research 

methodology. I argue that an ethnographic approach was best suited to capture the nuances of 

a study h e d  on Cummins' (1996) empowerment Mework  and, specifidy, to capture the 

research problem: How to unravel conditions of practice to understand the ducational 

experience of Kurdish chiidren in this setting? 1 ünk theory and methodology by reviewing 

previousiy identifieci tenets of the theoretical fiamework and principles of ethnographies, then 

explah how an ethnography (rather than otha reseach approaches) was best suited to 

deveîop the theoretid fhnework and provide an answer to the research problem. 

Ideed, m Andersen's (1992) study, she never cites the fact that many of the "Turkish" children sbe 
descr i i  are, in facS Kurds though she is describing one of the cohorts of my study. 

Thaî is not to say th& there are not also advadages ta outsider views, or that insider views are 
hfMble (see F-ote 7 fbr an example of the fàiiiîbility of insider views). For example, kachers may 
misjudge classmom bappenings or ngt see discrepancies betwew their stated beiief5 (e.g., their d e  
ddi&ions) and their behaviour 'Zhis is fiuther discussed m Chapter 4. 



3.3.1 Tenets of the Theoretical Framework 

To begin, the main tenets of the theoreticai h e w o r k  were agency and individuals' 

individuai will and potential ab* to challenge educational structures, defined as policies, 

programs, curriculum and assessment (Cumminrr, 1996, p. 18). Individual wili and the 

potential to challenge educationai stmctures were related to educator role definitions, dehed 

as individual educaton' mindsets, assumptions, expectations and goals with regard ta minority 

laquage children (Cummins, 1996, p. 18). The interplay of educator role definitions and 

educaîional structures was examineci at two lwels: micro and macro contexts. The focus in 

the microcontext was on direct, teacher-student interaction which occurred in the classroom 

or larger school d g .  The focw in the macrocontext was on conditions in broader society 

(e-g., sociopolitical and sociohistorid contexts). 'O 

Ogbu (1992) suggests that an ethnographie approach is best poised to capture the 

breadth of study needed to look beyond micro to maao circumstances to understand minority 

group underachievement. Why? To understand thiq it is necessary to tum back to the 

principles of ethnography outheci by Watson-Gegeu (1988) earlier in this chapter. 

3.3.2 Ethnoaraohic Princ i~ lq  

The four principles identifieci by Watson-Gegeo (1988) were: group focuq holistic 

ovaview, theoreticaily based data collection, and comparative purpose. While other research 

approaches may inchde a group focus and yield theoreticaiiy based data collection, 

ethnographies are privileged fonns of research for holistic, comparative studies. As is 

descriied next, the principle of h o ü a  describeci by Watson-Gegeo meshes well with the 

m ï ~ / m a m o  connedon which Ogbu argues is necessary to understand minority Ianguage 

students' s c h d  experience, and which Lies at the heart of Cummins' theoretical h e w o r k .  

Also explaineci next is why data-rich ethnographies are best suited to meet the joint purposes 

of providing points of compa&m and umavelling the conditions of practice such as referred 

to by Candlin (1986). 



3.3 -3 com~arabilitv 

Watson-Gegeo (1988) d e s a i  the movement fiom understanding tacher-student 

interaction which cornes fkom conducting an ethnographie study to analysis of this interaction 

as being: 

embedded in a series of comentric ~ g s  of inaeasingiy larger (more "macro") 
contexts. If we move from the miaocontext of the interaction outward, these rings 
might include other interactions during the lesson, the lesson taken as a whole, the 
classroom with its characteristics and constraints, the school, the distria . . . , and the 
society. (p. 577) 

To provide a focus such as this, a descriptive overview of the broader social context is 

necessary. The topic of describing contextual factors brings us to the issue of comparability. 

While contacts of schoolimg and social context are clearly unique and, by definition, 

incomparable, they must be desmied to understand conditions of practice fkom setting to 

sening. The thick description characteristic of ethnographies is a boon to a study in which 

contextual factors must be thoroughly documented so that conditions of practice are weli 

understood. Once setting-specific factors are understood, readers may proceed to a higher 

level of analysis: that of the comparability of nictors in the sating describecl to settings 4 t h  

which readers are more familiar. While Watson-Gegeo (1988, p. 581) recognizes that "direct 

cornparison of the details of two or more settings is usuaiiy not possible," she also observes 

that "cornparison is possible at a more abstract level." This observation is further discussed in 

section 3.7.1 discuss my sampling next. 

3.4 samm 

Included in this section are how I selected my population and cohorts (teachen and 

students), how 1 established my time-üne, and how I selected key inforrnants and documents. 

3.4-1 Po~ulation and Cohorts 

3.4.1.1 Po~ulation, 

While on sdiolarship in Denmark, 1 was enroUed in four courses at the Univers@ of 

Copenhagen and Roskilde University Center. At the University of Copenhagen, I was in the 

Department ofMïnority Studies; at Roskilde, I was in Language and Culture. One of the 



courses in which 1 was enroileci at the University of Copenhagen was a second language 

teaching methods course taught by Dr. Holmen. A component of the course was to observe 

second language teaching (narnely, Danish as a second language DSL]) in various settings 

around Copenhagen. 1 observed an adult (continuing education) DSL class, and DSL in a 

public school d g .  

TrilessRolen,'' the public school that 1 obsewed, offered a wealth of DSL settings. On 

my fïrst visit, conducted to complete Dr. Holrnen's assignrnent, 1 obsened two cohorts which 

had participateci in a pilot biiinguaybiailtural (DanishlTurkish) educational program and a 

reception class, and spoke to the school consultant-cum-civil s e w a d 2  1 chose Trileskolen as 

the school population 1 wished to work with, in part, because of the opemess of the educaton 

1 met and th& enthusiastic response to my proposal to conduct a long-tenn study there but, 

mainly, because it fatured a bilingual education program designed to improve the ducational 

experience of mino* language cNdren. That focus made the program not only novel and 

innovative for Denmark, but for most western countries. As noted in the Introduction, 

whether the 6cclients" of a bilùtgual program are minonty or majonty group members is strong 

indication of whether the program wül be viewed as tendentious. Trillesbien fel into the 

'etendentious" category as one of the expticit goals of the bilinguaVbicultural program offered 

there was (as noted) to hprove rninority language students' educational expenences. I3 

Since the program was cded a "Danish/Turkish" bilinguaVbicuitural program, 1 

assumed that iadividuais involved in the program were Danish- and Turkish-speaking chîidren, 

Trilesbien is wt the reai name ofthe W h  public school where I conductecl my participant- 
o ~ o n  Neither are tbe aames of teachen, students, parents or other inforrnants whom 1 mention 
their d names uniess the mfOrmants were cawcted with the govemment (e-g-, Ministry of 
Educaîion) or des who knew that I d d  cite t&em by name. 

In Demark, schoo14ased w m  in charge ofmMarity Iaoguage children are also civil servants 
with offices and offiœ hom m the local municÏpai governent building. Their other duties include 
paying home visits to di fioreign citizms who move into the rnmîcipaiity to explain school practices 
and direct them to mtegration authorities and offices. 

* See the Du er ingen [Ym are noboày] report m r i d  in Chapter 2. 



eâucaton and parents. 1 was interesteci in this make-up of participants because so much of the 

minority literature 1 was reaâing and hearing about in my other courses at the University of 

Copenhagen dealt with Turks, a group with whom 1 was quite unfamiljar since I came from 

Canada where Turks do not have a strong presence. 1 had also done a fair amount of reading 

about issues related to the Turkish minority in the rest of Europe. Therefore, 1 was very 

pleased to work with Turks as a target population at Trilesskien, and to have gained easy 

entry to that ~chool.'~ 

3 $4.1.2 Cohorts. 

1 focussed on two main cohorts, the same ones as 1 observeci on my initial visit. At that 

time (Phase 1 of my study), there were five biiinguaUbicultural cohorts: the oldest group was 

in Gr. 7 and the youngest was in Gr. 3. The groups I obsenred were in Grades 4 and 5.1 

intended to begin observing the Gr. 6 cohort, but decided to focus on just two and supplement 

those observations with additional observations to gain an overview of the school. 

Included in my additional obsavstions were: (a) shadowing students nom my two 

main cohorts when they attended mainstream classes not included in the bilinguaVbiculturai 

program (i.e., where they had teachas other than the two main educators, one Danish and one 

Turkish, attached to the c h ) ;  (b) shadowing students nom my two main cohorts when they 

attended Turkish "mother tongue" lessons and English lessons; (c) shadowing the Turkish 

teachers on their othex assignments (namely, language support and Tufish "mother tongue" 

teaching especiaüy the language support which Songiil provided for a Gr. 2 whon formeci 

after the bilinguaUbidtuA program was cancelled and for a Speciai Education cohort); (d) 

shadowing the Danish teachers on their other assignments; (e) following the progress of 

students in the reception class 1 viewed on my first visit; (f) observing an older cohort of 

children in a reception class; Cg) observing the progress of a Kindergarten cohort formed afker 

the b*ngual/biailtural program was canceIIed; (h) shadowing a Kurdish tacher on his 

language support and Turkish "rnother tongue" asSigment; and (i) shadowing an English 

- - 

14 

That is, Dr. Hoben arrangeci my initial visit, and the Dar.Ùsh and Turkish educators and Danish 
condant at the school ofîèred me carte blanche m the way of rehtrn visits and a long-tem study. 



teacher who taught the Gr. 7 büingual/bicuitural cohort. These additional obsentations ranged 

fiorn one-tirne to a maximum of five-the shots. 

I also observed: a school governance meeting when the topic was language issues 

relating to minority language children; beginning of the year 'Meet the Teache?' evenings; 

studmt get-together evenings, and a pst-"trip to Turkef evening after 1 travelled to Turkey 

for a week as a chapemne for the olda cohort. 1 dso conducted a day of classroom visits in a 

sister büinguallbidtd school in a Werent municipality, inte~ewed the principal and 

consultant for minority language chüdren there, and shadowed another Kurdish teacher in that 

other municipality for a day while he taught Turkish "mother tongue" classes and conducted 

bilinguai support duties. Fmaliy, 1 also observed public school reception classes and a 

mandatory adult DSL class for refùgees offered by the Integration Department in Copenhagen 

and in a diierent province (Odense on the island of Fünen), and interviewed minority 

language educators and consultants in both locations. This was in addition to informa1 

i n t e ~ e w s  which 1 conduaed with my fonner Danish host family and fnends, most of whorn 

were invohred in various levels of the Danish public school system. 

3.4.2 Time-line 

My f ie  phase, three year the-line included an initial school visit in Match, 1993 

(Phase I), weekly foliow-up visits to the school kom May to the end of term in June, 1993 

(Phase II), school obmt ions  four days a week fiom August-October, 1993 (Phase m), 

school observations fkom late April to June, 1994, d u ~ g  which time 1 participated in a week- 

long school trip to Turkey (Phase IV), and finai school observations over a two week period 

in August-September, 1994 (Phase V). Thus, rny observations spanned three academic years: 

Match-June, 1993 (Year I), August, 1993-June, 1994 (Year II), and August-September 1994 

(Year III). During those thra years, the olda cohort moved Born Gr. 5 to 7 and the younger 

cohort moved fiom Gr. 4 to 6. 

This extendeci the-iine aiIowed me to view student attrition first-hand, an attrition 

rate which was dativeiy high (for reasons explained in Chapter 4). In the older cohort, ttiere 

were 14 students in Gr. 5, but ody 12 by Gr.7 even though two Danish students (iabeiied 

"behaviour problems") had beai transferred in to bolster the cohort's numbers in the interim. 



In the younger whort, there were 12 students in Gr. 4 and 9 by the time they reached Gr. 6 

(see expianation of student attrition in Chapter 2). 

The way my t i m e h e  was established also had to do with what Van Maanen (1 988) 

desmies as "accident and happenstance" (p. 2) which shape fieldworkers' studies as much as 

planning or foresight. 1 was already in Denmark on scholarship when 1 "discovered" my 

school site in Phase 1 (March 1993). My scholarship spanned Phases I and III, but my 

observations were interrupted by the six-week long Danish m e r  hotiday period (mid-June 

to the md of My). Whiie it had always been my intention to retum to Denmark to conduct 

Phase N foUow-up reseatch in the sphg of 1994 since 1 was eager to accompany the older 

cohort on their trip to Turkey, 1 did not anticipate conductùlg additional research when 1 left 

Denmark at the end of Year Ii, at the beglluiing of sumrner holidays. However, a proposal 

which I submitted to give a paper at a conference held at Chnstiansborg Palace in 

Copenhagen was accepted. As a resuit, 1 retumed to Denmark in August lQQ4 to present the 

paper. The conference was held a few days ater the commencement of a new school year 

(Year III) which aiiowed me to conduct a final phase of school observations and conduct 

intemiews Cui Phase V). Though unanticipated, Phase V was beneficial in hvo ways. Fust, it 

aliowed me to see yet more changes in cohort sires (e.g., attrition), teaching assignments, and 

the o v d  cümate of teaching minority language children in Denmark. Second, it dlowed me 

to conduct final member-checking activities (see section 3.6.2.2). 

3.4.3 Kev Wonnant and Document Selection 

3 .4.3.1 Kew informants. 

1 had four main key infamants: the two Danish and two Turkish teadiers attached to 

my two main cohorts. Other key informants (formeriy) attached to Trillesrkolh included: 

Merete, the mïnonty language consuitarit; Ali, a mde Kurdïsh refugee who had fonneriy 

tau@ in the bilinguavbidtural program, and Arif. a male Kurdish refùgee hirrd in Year Il to 

teach TdÙsh "mother tongue" classes and work as a büingual support teacher. Another key 

informant involved in public schwl education, but not employed at TnllsKoIen, was Atiüa 

He was another male K d s h  refitgee who taught Turkish " m o k  tongue" classes and 

worked as a bilingual support teacher in a different municipaiity. He had also taught in the 



sister bilinguaihicultural program in that municipahy until their program was canceiied as 

weii. 

Other informants whom 1 intervieweci were: Danish, Turkish and Kurdish children in 

my two main cohorts and several oftheir parents;" other Danish and Kurdish ducators at 

TnlleskoIen, hcluding the principal;16 Nayifand Atiua in their additional capacity as members 

of two dEerent Kurdish political organizations; (the aforernentioned) consultants in other 

dtipai it ies  and provinces; a representative fiom the Ministry of  ducati ion;" seven Danish 

professon actively involveci in minority (language) issues in   en mark;" a Pakistani journaüst 

who was a member of the Immigrant Advisory Group to the Minister of the Interior, and a 

1 s 

Danish, Turkish and Kurdish cillldren d o m  1 in te~ewed in Phase W e a r  II includeG: HaDan. 
Ugurtan, Leif, Dorthe and Jonaa h m  Gr. 6, and Frederik, Farhid, Mehmet, Elmas and DiJan fhm Gr. 
5. Danish, Tutkish and Kurdish parents whom I intemiewed included the following Gr. 6 parents and 
M y  mernbers: Jonna's motber, Hasan's fàther, B.llayamin's mother, Ugurtan's Mer; Zeki's older 
sister, and the Miowing Gr. 5 parents: Düan and Peder's mottiers. Parent interviews followed the 
Interview Protocol whea conducted in Phase II (Le., they were more open interviews), but did not d e n  
conducted in Phase III (i.e., they IOcussed more specificatly on Kurdish issues). Phase If parent 
interviews included J~onna' mother, Hasan's Mer, and Dilm and Peder's mothers. Phase ïil parent 
interviews included: Biinyamin's mather, Ugurtan's mer, Zeki's older sister, and Dilan's mother 
(again). 

Educators at TrillesRolen whose interviews 1 taped and which, therefore, foIIowed the Interview 
Pmtocol (see Appaidac D) induckt the Principal; my four kqr i n f o m t s  in the two 
b h g u a y b i c u W  cohorts 1 fDiid-Bodil, Scmgüi, Vibeke and Emine; Cem, a Kurdish 
Kindergsrisea upcPctogog" [eariy child care Uistnrctor]; Lissi, a Danish teacher of English to the older 
cohort aad a chrssro<an teadserfor tbe oMcst biîinpthiculniral cohort, and the consuitant, Anne- 
Mette. Ttiese interviews wew conducteci in Phase II. Taped inteMevus of educators at the sister 
bilinguamiculairal school included: Atilla, a Kurd who taught Twkish motber tongue classes; the 
consuloint, and the pnlncipal. These mtenriews were OQIlCfUcîed in Phases II and III. ûther educators 
interviewed during Phase II at Tnlleskulen, but dose interviews 1 did not tape (and which did net 
fobw the Interview Pratoco9 inch&& Birtbe, a Danish Kindergarten teacher, kif: a Kurdish 
)aiiguage supporVïurkish "mod# tongue* teaeher, he, a Danish Gr. 2 teacher, and &nue, a Danish 
teacher of Emsh to the pilot group of the bilinguavbicuitural program. 

These kluded Tove Skutnabb-Kaagas, Robert Phillipson, Anne Holmen, Jmgen G'ibei, Jens 
Normann Jergen~en, Helen Krag and Christian Horst 



Pakistani professor who was also employed as a jounialist with Danish national televi~ion.'~ 

3.4-3.2 Document seleetion. 

1 conducted extensive doaunent d y s i s .  Many of the poücy documents which 1 

analysed (e.g., fiom the Ministry of Education, the Ministry of the Interior or the Danish 

Otna of Civil Rights) were reviewed or ahided to in Chapter 2. Other documents analysed 

included: research documents written by Danish experts on minority (îanguage) issues; reports 

on the bilingual/biculhual program which either refierred to the program at TriIIeskolen or to 

the sister program in the other municipaiity-these nidudeci reports written by some of the 

teacher participants in my study; pedagogical materials written by some of the teacher 

participants in my study; Nayifand Arifs course papers on the education of Kurdish children 

in the Danish public school system; curricular documents and matenais; sarnples of chüdren's 

work; notices sent home to parents; weekiy information sheets distnbuted at TWZesRoIen, etc. 

3,s Data Collection and Analvsis 

Included in my study were three data collection techniques: partiQpant-observation, 

inteniews and document andysis. Who and w b t  1 included in my sampling have alteady been 

discussed above (see section 3.4). An explmation of how 1 anaiysed the data gaineci fiom my 

participantobservation, intaviews and document analysis foiiows a brief explmation of how 1 

implanented these techniques. 

3.5.1 Data Collection 

3.5.1.1 Partici~ant-obsemation, 

Spradiey (ï980) iïsts f i e  chetenCstics ofparticipantsbservation which distinguish it 

from ordinary o b m t i o n :  (a) its dual purpose (one watches and participates); @) a 

researcher's arplicit swareness of ongoing o b m t i o n s ;  (c) the situation is viewed with a 

wideangie lem that looks beyond the immediate fms; (d) a dual (iiider-outsider) 

perspective (refér back to section 3.1.1 for Van Maanen's disaission of this topic); and (e) a 



record is kept ofwhat is seai and apaiaiced (se Footmte 4). My own participant- 

observation included ail £ive of these charactdstics. 

Ways in which 1 participatecl whüe obsewing were by chaperoning the older cohort of 

childrai on th& trip to Turkey in Phase II, attending special events held at the school in the 

evening over Phases 1 to RI, and supe~sing students when Danish educators were done with 

a cohort and netdeci to speak to a student on an individual basis outside of class (Phases 1- 

ID). 1 was not requested to teach formal lessuns, but was asked to CO-teach or interact with 

the Engiish tacher as a language mode1 for briefperiods during the halfdozen or so times I 

conduaed participant observation in each of my two main cohorts' English lessons. 

3.5.1.2 Ethnoqli ic  and in-deoth. ~henomeno~onical inte~ews.  

The vast majority of the interviews I conducted were ethnographie ones (Spradley, 

1979). 1 asked holistic questions while making descriptive observations, particularly in Phase 

1. My hoüstic questions became more focussed at the end of Phase II when 1 followed an 

interview protocol to gain an understanding of educator, student and parent views of 

language, ducator role dennitions and educational structures (see Appendix D for the 

interview protocoi). In the latter part ofPhase II and throughout Phase X I I ,  my questions 

focussed increasingiy on the Kurdish factor in the bilinguaybiçultural program as I tried to 

corroborate difZerent versions of the history of the program and unmask its Kurdish 

dimension, 

In a few instances, 1 also conducted in-depth (though informai) phenomenological 

interviews. Van Mmen (1988) loosely defines phmomenological inte~ews as intetviews 

with the foiiowing characteristics: (a) the ünes ber~een abject and object are oAen blurred; 

@) the relationship between the knowa and the hown is viewed as problematised; and (c) 

they de@ absoiutes as multiple interpretations may be made of the interview data and the 

resuitant ethnographies are open to controversy and debate. The informal nature of these 

intexviews may be explained by th& nature and ongin: For the most part, they just 

riappened" and more closeiy resernbled disdosures than interviews. For that reamq they 

were not taped and the participants did not se me keep a record of what they said in writing. 

They were, however, arnong the most poignant of al my intenriews and, aithough 1 did not 



record them verbatim, 1 still nmember them vividiy because they were so soirownil that they 

were etched in my memory. With one exception, they al1 involved minority language 

educators: Son@, Emllie, Arifand AtülalD The one exception to this rule was a femaie 

Kurdish parent @ilan's motha). 

In aiI cases involving educators, the Uiformants were ves, enthusiastic about my study 

and wanted me to relate their views and expenences in a manner which could be heard by the 

Danish public and, hopefiiily, change (then) m e n t  educatiod structures and positively 

idluence the educationd experience of minority language children, particularly ones labelid 

'Turks". In keeping with phenomenologicai inteMews, these educators related their life 

history, contemporary history and interpretation of experiences to me. 

Woods (1996) disaisses the advantages of phenomenological interviews in which 

informants express beliefs (veiled) in "stories" wtiich they choose to disclose. The main 

For example, Songiii d e s c n i  k r  -ence fleeing Turkey fbllowing the 1980 military coup. Her 
husband was a CommUILiSf Party -ber, and escaped before her. She was obligeci to leave her 6 
rnonthdd Qughter with her motber because she would have fodced swpicious ifshe wefc leaving the 
country with a baby and the officiais would have checked her tecords more closely. She àescn'bes the 
choking h r  she fèit as the airport officiai checked hundreds of hand-written pages to sec if h a  name 
was on a "most wanted" Iist, (There were no cornputer generated Lists back in 1980.) She had to change 
planes in V i a  For the whole fiight between rstanbui and Vienna she was terrified that the 
authorities would nid her name and rend her badc on a flight to Istanbul. To be caught meant 
imprisoament and poss~ible death (see Taylor quoted m SkutnabIKangas, 2000.) 

It was two years befare she was rainited with ber daughter. By then, the chiid had m e  to 
think of her grandmother as her mOthetmOthet When Son@ le& her mother's home to bring the toddler back 
to Deamark, the child screamed as thou& she was being tom away fhm her mther- Sarigiil noted the 
homue motions tbat hcicienî made ba fèei anci how hanl it was to get hm child to bond with her, a 
vimialstran~,whaitheygotbacktoDewiark. 

A "disciosure" made by Arif. wbik difkent, was no less poignant and heartbreaking. It 
s p i c s  votumes on the phenornena ofucoIonized consciousness." Tbough he bad a Danish teachbg 
œrtifïcate, he expiained why he did wt k l  he d d  ever be a classroom teacl~r: He did not have any 
tiesitations~uthisDanish,hejustEkthat~wasnotgoode~~~~&He~~thathewasnotasgood 
as Damsh educators because they had experïenccd more eariching childhoods than him. Sinœ he had 
rcad about chiid devetopment and pedagogy, h ièit he biew what sort of emichllig experimces 
chiidren needed and fèlt th he had not had theru, whereas his Danish coileagues did. Thedore, he did 
natféeigoodenou&tobeaclassroom~cmparwithDanes. Onecanoniyimaginehowsecoad 
gaieration immigrant children féel about themsetves if an aduh, male Kurd Who graduated as an 
engiwer befbre fîeeing to Denmarit and ga9iiag refigee sbihis there bad so interiorid Danish 
Society's view of him (a 'T"') as Mferior. . . . 



advantage which he cites is that beiîds expressed in this manner are more LikeIy to be 

authentic ( r d :  valid) than ones articulated in respollse to abstract, less contexfualized 

questions. Certainîy the pain expressed was reai and it was for that reasun that those "stories" 

remain dched in my rnind. 

3.5.1.3 Documents. 

Ym (1989) cautions tbat, when andysing documents, their contents must be taken 

with a grain of salt for rnany (e.g., govemment documents) may reflect a party line and are not 

neutral. Corson (1990) fùrther cautions that an absence of documentation on a subject is also 

significant. In the uise of my study, the fàct that the Ministry of Education was just beginning, 

in Phase II, to develop policy guidelines on mother tongue instruction, and had not yet struck 

a cornmittee to work on DSL guidelines was noteworthy. This absence of poiicy was evm 

more striking in Light ofthe massive amount of coverage DSL children were receiving in the 

press, in the research literature, etc. at that tirne. As is discussed in Chapter 2, focus was 

placed on ''the problem" with DSL children, and how to get nd o f  the problem (e.g., by 

bussing them to schools whae they would be less numemus; hence, the problem would be 

less visiiible) rather than on meeting their educationd needs-by developing appropriate 

language policies and aimai las documents or guidelines. 

3.5.2 Data Analysis 

Analyshg data ailled in qualitative studies has been refmed to as an attractive 

nuisance by Miles (1 979), and Hopkins, Bollington and Hewat (1 989) suggest that the 

problem with quaiitative data anaîysis is that guidelines on data analysis are scarce and 

disputeci. Ropkùis, BoIIington and Hewett (1989) do, however, provide some broad 

guidelines for data analysis; namely: (a) anticipate the shidy 6.e.. develop a research question 

and study design); @) immerse oneseifin the data to discover modifications or refhements 

that can be made to the theoretical h e w o r k  on the bask of data d e d ,  wdeâ and reduced; 

(c) validate identifid themes; (d) interpret the data; and (e) write a final report. Woods (1996) 

provides the foliowhg guidelines which appiy more specindy to ethnographie studies: (a) 

examine expiicit statements; @) be wary of explint statements--treat them as hypotheses to be 

(dis)proved, baseû on subsequent evidence (events); (c) note recdng themes which may be 



indicators of underlying beiiefs; (d) examine the dynamic substance of (mer changing) beliefs 

and the relationship between beliâs; and (e) keeq revisiting the data to gain better 

understanding of it and increase the validity of the study. 1 conducted my data analysis with 

both H o p h  et al. (1989) and Woods' (1996) recomrnendations in mind. 

Thougb I originally planned to use the data andysis software caîled "The Ethnograph," 

it proved unsuitable for handiiig the scope of school-based events which I targeted. My focus 

on events and relationships was best handeci by manual coding of data as becomes clear in 

Chapter 4, with regard to the various (Preben, Ali, etc.) "&airs." 1 did pMt out rny interview 

data ushg the Euinagraph fonnatting, however, as t gave me a usefil mmer  of h e -  

nwnbering by which to reference interview citations, dates, etc. 

3.6 Validi~ 

Woods (1996) compares learners' and educators' perspectives on the same classroom: 

"There are different sets of criteria and dinerent types of validity (theoreticai and personal) 

related to each perspectiven (p. 14). He notes how learners may view their educational 

experîences as succesail, based on th& own coroilaries, regardless of how others view them, 

and how educators may view th& teaching as successfii, independent of outside evaiuators' 

and students' views. Given that leamers and educators may weil judge success by different 

aiteria, Woods urges researchas to adopt a multi-fàceted approach to data collection as, 

while leamers' and educators' views may be in opposition, neithex are inherently wrong. 

This again raises the issue of interpretation and representation, and ways of evaluating 

whether a resean:her's t . e  on a situation is valid. The vaiïdity of both data coUection and 

d y s i s  are disaisseci in this section, begmning with data collection. 

3.6.1 Vafiditv and Data CoUection 

Two ways of achieviag validity in data collection are by including saturation and 

triangulatior 

3.6.1.1 Saturation 

There are at least four ways of ensuring saturation (dso refmed to as mernber- 

checking). The first generaUy k l v e s  cross-checking two or more iaformants' views or 



versions of events (Woods, 1996). As becornes clear m Chapta 4, dflerent factions o f  my 

Sonnants held widely divergent views on common topics. Generaliy, minorïty language 

informants' self-representations and interpretations ofgroup actions dBered from 

representations of them and interpretations of their actions made by dominant group 

inf~nnants.~' Had 1 not member-checked (Le., c o m p a d  dominant group "truths" about 

minority group members to minority group opinions), 1 would have corne away with an invalid 

take on the issue. Thus, saturation was necessaxy to understand disputed "truths." Also 

discussed in Chapter 4 is why saturation was necessary to investigate the multiple versions of 

the genesk of bilinguailbicultural program which 1 heard (e.g., why there was no Kurdish 

component to the program). 

Woods (1996) recommends a second use of saturation: to investigate the validiîy of 

answers respondents give to interview questions. He recommends that researchers compare 

discrepancies between what respondents Say and do. This amounts to member-checking which 

does not go beyond the level of the individual. This vaiidity "test" aiso arises in Chapter 4 with 

regard to the "Preben affair." A third use of saturation, again at the level of the individual, 

involves comparing the answers which respondent gbe to interview questions to the, in this 

An example of this were di&rences in how the Danish media and dominant group educators viewed 
'Siirkishn patents' long-terni educaîiod goais for îheir chiidren. The widely accepteû view amoag 
Danes wax "Turks" plan to retire back in Turkey and, tbus, do not take theu c h a h ' s  education in 
Daunark seriously since they do not plan on staying. Evay single Turicish and KUfdiSh parent 
inte~ewedstated,haweuer,tbatthqrdonotplYrorrRhrming~T~or, ifttrcycvndoso,itwill 
be when they are elcier£y and theu childm will contMue to iïve in Denniark, wfiere they were born. 
Uguroin's father gave the example that, while on su- vacation in Turkey the prevîous summer, 
Ugurtan was homesidc fbr Denrnark a h  a while because tbat was '%orne;" Dllan's mouier stressed 

Dilm was différent from her cousiris in T '  because she was not fidy Kurdish m ha ways, 
h a . g  been raised in Denmark. Dilan's m k r  was daiap; Necything she d d  to stay m Dewiark 
where she kit her chiidren's prospects were much b n ' m  than in Turkey, even h u g h  ber busband 
hadkendeportedbadctoTurlrcyd16esocialp~onhrtocejoinhimtberewasgrrat. 
Furthemore, wny Turkish and Kurdish pairnt mterviewed stresd the importana of their chiidnn 
gainkg a good &cation m Demnark as thaî was wbere their children's fùture Iay. TheretOre, 
dommant group Society's p-on of how 'Turks" vieweà the miportance oftheir children's 
educaîim in Denmark was CI* in;uxurate. It d i4  however, bave the power of ~" as it was taken 
as a given. This raises the f k k r  issue of who has the power to dehe a &en situation, power that 
usuaily lies m the dominant group's bands. 



case, unsoiicïted "Stones" they gave; stories in which their beüefs shone through (see 

Footnote #20). 

A final view of saturation is that researchers must stay in the research setting until they 

are confident that they have nothing mon to leam? At the end of conducting a long-term, 

multi-phase study, I was confident that 1 had a nmi grasp on the complexity of my research 

setting. 

3.6.1.2 Trianmlation, 

Triangulation involves gaùllng three vantage points on a topic, generally by including 

three data collection techniques in a research design (Joban, 199 1). My study includes 

trianguîation. 1 dso combined triangulation and saturation by incorporating (and cornparing) 

three points of view on minority language issues and how best to school rninority language 

children: views held in the micro setthg of the school, in the macro sethg of Danish society, 

and in the even larger macro setting of the international language research community? 

While researchers gaierally agree on the advantages of tiangulation to ensure 

constnict validiîy (Yb, 1984, p. 42), related issues do mise. These include the issues of 

"obsmr eff& in participant-obsemation and asking 'leading' questions in ethnographie 

intemiews (Woods, 1996). The forma refers to unnatural participant behaviour caused by an 

observer's presence, and the lat ta refen to attniuting unnatural insights to participants, 

insîghts they would not have had without the aid of leadhg questions. My long-terni study 

largely precluded "observer eff-." I was there too long for participants not ta revert to 

naturril behavioun which, as Woods (1996) notes: "indicates the importance of the longer 

tenn study in getting a more vaiid picture of. . . momentary proce~ses"~' (p. 38). With regard 

" Personal communication with Dr. Swain m 199 1. 

'fhis becanes dear m discussing îhe issne of '3predningm (spreadins, or desegregation) which arises in 
Chapter 4, with regard to the "Preben aflkk." 

Woods' (1996, p. 38) observafion confhns Van Maanen's eariier comme- (see section 3.1.2) 
re&& the Mpoitaace ofcoomicting Iongarni ethaographies to gain solid mderstanding of a 
researchsetting. 



to asking 'le;iding7 questions, that may have occurred ifmy major focus was t o  gain 

information on the Kurdish issue d u ~ g  interviews 1 conducteci, but since that was not my 

main focus during the major i n t e ~ e w  penod (Phase II), it was not an issue. Indeed, not 

asking more questions about the Kurdish issue was more of an issue, as is discussed in 

Chapter 4. 

1 would not say that my line of questionhg led participants to have insights which they 

would not otherwise have ha4 but it did occasionaily raise issues that participants followed up 

on. An example was how Emine reacted to my questions regarding 'Xultuf' class which she 

assumed dealt with world reiigions and which 1 understood to be a class on Chnstianity, a 

class which the Muslim children wen obliged to attend. Emine took it upon herself to fiirther 

investigate the content of the course afler I r a i d  the question. Furthemore, whm 1 raised 

the question of racism, Songül Uiviteâ me to her home for an aftemoon so that she could give 

me a more in-depth intemiew on the topic; however, she had many "stories" which she 

wanted to share. Thuq her insights were pre-formed and it was not a case of my interview 

questions s p h g  her to think of  things which she might not have thought of othenwise. 

3.6.2 Validitv and Data Anal~sis 

Thm noteworthy issues arise when disaissing the vaîidity of data analysis: (a) 

ernergent patterns; @) uttegories and relationshipq member-checking; and (c) the use of 

interpreters. 

3.6.2.1 Emernent Patterns. catenories and relationshi~s. 

Whde, as noted in Watson-ûegeo's (1988) prinaples of ethnographies, theory 

underiies ahnographic studies, researchas must also let patterns, cetegories and refatomhips 

ernerge when dys ing  data As Van Lier (1988) explains: 

The ethnographer is  aiways on the lookout for patterns and regularities, and, b o n d  
that, for underiying patterns that comect. This means that both in-depth study and 
giobd scanning are needed; metaphoricdy speaking the ethnographer needs both 
microscope and telescope, and uses them aiternately to view the same landscape. The 
classroom researcher inspects a hem-and-now process However, the ultimate aim is 
to show cumulative language development, and this means that classroom research 
must ultimateîy becorne longitudinal. nie miaoscopic, here-and-now analysis and 
description is essential to provide depth and substance to longitudinal work which 
wodd othemise skate over the smfke- (p. 16) 



Woods (1996) supports Van Lier's observation that the goal in ethnographic anaiysis is not 

just to identify topics (e.g., educator beliefs), but to capture relationships between identifid 

topics (see Woods 1996, p. 43 cornments on the same topic). Thus when anaiysing eâucator 

role definitions and educational stnictures, the goal is to identify patterns and relationships 

between identified beliefs, structures, etc.. 

3 -6.2.2 Member-checkina. 

One way to member-check (and ensure constma validity) when analysing 

ethnographic data is to have participants read a researcher's analyses. This sbategy proved 

unfeasible given the muitilingual na- of my study. To explah, with f w  exceptions, my 

language of communication with participants in my study (i.e., administrators, educators, 

students and parents) was Danish for the duration of the study. Of the partkipants listed in 

Notes 15-19, the only ones 1 conversed with in English were Drs. Skutnabb-Kangas and 

Phiiüpson, and Bashy Quraishy. Since, however, Danish is my thVd language, it would not be 

reasonable to expect me to translate Wmgs which 1 have published into Danish (e.g., Taylor 

1998-a, 1998-b, 1997-a, 1997-b, 1995). Neither could psrticipants Ui my study who biew 

some rudimentary English read the original version of my work when I showed it to them? 1 

therefore had to devise another means of member-checking. 

Means employed to avoid the language barrier in member-checking included: 

surnmmising key findings in my interviews with the seva academics located in Denmark who 

were experts in the ana of minority (language) issues there (see Footnote 18). and 

summarising Gndings without naming names when discussing issues with aU of my other 

îdiormants. Furthemore, 1 participateci in an AILA '96 symposium orgmized by Danish 

experts in the field of rnïnority language issues, a symposium which included a panel of 

Scandïnavian tesearchers in the a n a  The session was largely attendeci by Scandinavian 

researchas, and my work was weIi receked. Smce then, it has gone through a peer review 

process in Dmmark, as has a papa on a diffèrent asped of my thesis, and both have becn 

I showed Taylor (1995) to Bodd, Arifand AtiUa in its conférence fbrm when I was m Denmark in 
Year III of Pbase V fôr a rem conférence. They were unable to read an article wrïttea in academïc 
English. 



published in a journal (Copenhiagen Shrdies in Bilinpdism) pubiished by the Royal Danish 

School of Educational Studies (Taylor, 1997-a & 1997-b). In both cases, the editors were 

again Danish experts in the field of Mnority language issues. This was one way of 

accomplishing member-checking: by locating people aaively involveci in my field of study in 

Daunark who could read my analyses in Engüsh, people who were also rny respondents." 

3.6.2.3 Intemeters. 

A final issue concem the use of interpreters in research into multilingualism. As 

n o t e  although I conducted vimially al1 of my research in Danish, it is my third language. 

This was not problematic when interviewhg Danes as they had native-speaker knowledge of 

Danish which allowed them to "see through" my non-native accent and understand me. 

Neither was it a problem with the Turkish or Kurdish participants in the school d g :  

Turkish and Kurdish educators and students were exposed to  my Danish for over a year and a 

haif and always understood me. Difncuities arose, however, when I conducted an i n t e ~ e w  

with a Kurdish parent in Phase II (Düan's mother). Therefore, 1 returned to her home to 

conduct the i n t e ~ e w  again, but with a Kurdish interpreter present in Phase m. 
Faries (1991) stresses the need to !hd a good intemer for interviews to be valid. 

Atüla (rnentioned in section 3.4.3) was a fiend who was very used to my Danish. He was 

helpfiil as an Uiterpreter not only because he h e w  Danish, Turkish and the dialect of Kurdish 

spoken by the parents, but aiso because of his past teaching experience in a bilinguaVbicultural 

program offered in a dïerent mmunicipality. Thus, he was fhiliar with the program 1 was 

inquiring about, and fsmiliar with the gist of rny questions. 

Since retuming to Canada, two other Kurdish Wends have tistened to s e v d  parts of 

the UiteMews Atilla helped me with in Denmark. After 1 (orally) translateci into English for 

my fnends in Canada what 1 had asked Atilla to translate nom Danish into Kurdish for my 

26 

A final saféguard taken in Taylor (1997-a) was to provide the origid Danish version of exâacts 
translated and cited m Ex@& m the body of the îext. niese were presented in fU at the end of h text 
(in an appendix) and mcluded aR tOur main educator role &initions. 



respondents in Denma* my fliends confimeci that Atiiia had correctly translatecl niy Danish 

into Kurdish. They also confimeci that my Kurciish respondents had indeed said (in Kurdish) 

what Atilia told me they had said when he translateci their nsponses into Danish for me at 

their homes. Thuq 1 agah mernber-checked to ve@ the validity of Atüla's interpreting 

senrices. 

3.7 Generalizabilitv of Results 

The main ''limitation" to my study was that, since it was an ethnography, its focus was 

limiteci: It focusseci on only one school, two main cohorts, and four main teachers (out of 

what seemed like a cast of thoussnds). It was an unique, unreplicable situation. However, this 

iimitation of ethnographie research does not render my study invalid as ethnopphic research 

is judged in terms of transferability (Donrnoyer, 1 WO), comparability (Watson-Gegeo, l988), 

making connections (Woods, 1996), and its potential to contribute to theory building (Yin, 

1984; Cwnmuls, 2000). 

Domnoyer (1990), Watson-Gegeo (1988) and Woods (1996) attempt to get at the 

same notion (qualitative generalizability) f?om the viewpoint of difEerent teminology. For 

example, what Watson-Gegeo c a s  'comparabiiity'' Woods d i  to as 'making connections,' 

though the gist of both of their t m s  is to make cornparisons between otherwise UicomparabIe 

settlligs "at a more abstract level" (Watson-Gegeo, 1988, p. 581). Woods explains that once 

processes at work in one setting are understood in their entirety and complexity as a resuit of 

data-nch studies (Le., studies rich in contextuai data and findiigs), readers can extrapolate and 

mabe anmections with settings closer to home with which tliey are more fàtdiar. Woods 

argues that a study's externd validity can be judged in tenns of whether 'connections' can be 

estabfished betwem it and a study conducted in another setting. That is, insights gained as a 

resuIt of reriding a data-rich shidy conducted in one setting can inforni a reader's 

understanding of another d g .  Ym (1989) and Cummins (2000) view this fonn of 'Uisight' 

in theoreticai ternis, and argue that whether a theory holds tnie in two different settings is 

usefid in informing research. 

Yi (1989, p. 43) views relating nsearch findings f h m  one unique setting to another 



and, uitùnately, to a theory, as a qualitative fom of replication which establishes externat 

Müdity. He refers to the processes involved as "theoretical replication logic:" 

The extemal validity problem has beeri a major bmier in doing case shldies. Critics 
typidy state that single cases offer a poor buis for generalùing. However, such 
critics are irnplicitly contrasting the situation for survey research, where a "sample" (if 
selected correctiy) readily generalites to a larger universe. n>is m l o g y  to mmpfes 
md universes is incorrect when dealing with case studïes. This is because survey 
research relies on statistical generaiization, whereas case mdies (as with experiments) 
rely on analytical generalizations. 

In analytical generalizations, the invest'gator is striving to generalize a 
particular set of results to some broader theory. . . . However, the generalization is not 
automatic. A theory must be tested through replications of the findings . . . where the 
theory hss specined that the sarne resuits should occu. Once such replication has been 
made, the results might be accepteci for a much larger number of similar [targets], even 
though further repücations have not been perfomeâ. This replicatiun Iugic is the same 
that underiies the use of experhents (and aüows scientists tc generalize fiom one 
experiment to another). . . . (Yin, 1989, pp. 43-45) [original italics] 

Though Cummuis' (2000) main focus in the foUowing is on research findings based on 

bilingual education programs, he touches on the issue of replication logic (to use Yi's 

terminology) in his explanation of why many of the "research based" arguments made by 

opponents and supponers of bilingual education have been methodologically flawed: Their 

arguments have not considered the role of theory: 

In cornph educational and other human organizational contexts, data or 'facts' 
becorne relevant for policy purposes only in the wntext of a coherent theoxy. It is the 
t h e o ~  rather than the individual research hdings that pennits the generation of 
pndictions about program outcornes under different contexts. Research findings 
themselves cannot be directiy applied across contexts. . . . [when] certain patterns are 
repticated across a wide range ofsituathq the accumulation of consistent hdings 
suggests that some stable undedying principle is at work. This principle can then be 
stated as a theoretical proposition or hypothesis fkom which predictions can be derived 
and tested. @p. 204-205) [original itaiics] 

This explains how an accumulation of studies in isolation (unique, meplicable situations) cm 

be related to "a broader set of h b g s  in contexts where a variety of other unique conditions 

may be presentn (Cummins, 2000, p. 2 15). Though he does not use the ternis 'replication 

logic' or 'comparability7' Cttmmhs explains m a pardel nishion how a (unique, unreplicable) 

study becornes si@cant in theoretid ternis: ''Ifthe predictions that derive from hypothesis 



X are confinned across . . . diverse contexts, then the cndibiiity o f  hypothesis X inaeases 

significantiy despite the fact that control grwp cornparisons may not have been carried out" 

(p. 215). 

To conclude, as Watson-Gegeo (1988) suggests, ethnographic studies may be 

considered generalizable if the details of two or more settings are examineci at an abstract 

level. In summary, data-rich ethnographic studies have theu own form of extemal validity. To 

attain if contextual data and reiated findings must be clear and fiilly presented. For these 

reasons wntext details and empincal findings are weii documenteci in the present dissertation. 

3.8 Ethicd Considerations 

For purposes of this study, protecting the interests and anonymiry of aU of my 

participants was my main goal. Thus, 1 endeavoured to exercise "dl reasonable prmtions" 

to ensure participant anonymity and avoid expiosive issues (Lincoln & Guba, 1985, p. 372). It 

is important to remember that infamants may be recognized by people close to my study and 

thus their names, schools and locales have been changed. Furthemore, "idomed consent" is 

relative @en that many Monnants an mfàmiiiar with research procedures and may not ask 

critical questions (Eisner, 1991). In light of  these issues, 1 took the precaution (descn'bed in 

section 3.6.2.2) of member-checking as much as possible, including being open to the 

reactions of Danish minority laquage researchers with regard to how my work would be 

taken up in Demnark as they are f d a r  with the political nature of the "debate" in Denmark. 

Further precaclfions which 1 have taken, in foiiowing with Lhwln and Guba's (1985) 

recommendations, indude: considering the informant k t ;  safèguarâing the infonnants' rights, 

interests and sensitivities; proteîting the privacy of the informants, and making reports 

avaiiable to infomiants (to the extent possible) . 

Research hdings are disaisseci in the next chapter. 



cHAPTER4 

Findings and Discussion 

nie  last chapter disaissed the rationale for providing extensive Somation on 

contextuai variables: to be able to view school-based (micro) phenornena in relation to what is 

happening in the broader (macro) societai trends, occurrences, tensions, constraints, and 

forces. I aiso explained the role of this practice (Le., descxi'bing parts in relation to the whole) 

in t e m  of the requirements of ethnographie research. Its purpose is to make sense out of a 

study, uncover its genersilizab'i, and grasp its p h e n c e  to theory. To use Watson-Gegeo's 

(1988) metaphor, classroom events should be viewed as the nucleus of concentric circles 

which ripple out ever wider into society and, yet, which take place in a pool of bigger, related 

events. 

In this case, the field which this study Uûorms is that of bihgual education. The 

question of how to capture valid reflections of the whole and its parts was discussed in 

Chapter 3. O v e ~ e w s  of the 'krhole" were presented fiom diffèrent angles in previous 

chapters. In the present chapter, key events are identifieci and andysed to make sense of their 

ripple effect and the extent to which they are influenced by a bigger pool of related events. 

Befon presenting these findings under the category of educational structures, 1 present 

data analysis techniques which resulted in my o v d  hd'mgs, observations about life in 

Denmark that pertain to my topic, and findings specincaily in the area of educator role 

definitions. To begin, 1 d e d e  the process dpreliminary anaiysis (culling, coding, and 

sorting) which resulted in identifying trends and representative events. 

4.1 S u m  of Data M s  Techicrues Em~toveù 

Various lwels of prelUNnary analyses were conducted throughout the present five 

phase study. These included culiïng, d m g ,  and sortUig. At the end of the first site visit,' 1 

Profèsor A. Holmai d the initiai contact with the schooi fbr me as part of rny course with her at 
the University of Copenhagen (Sprogpaidagogik [Language pedagoogy]). Phase 1 lasted one &y. 1 
conducted observations at TWtesKolen on March 11, 1993 h m  8:Oû-2:35 and, in that short time, took 
the equivalent of eleven typed pages of participantlobsemtion notes. The richness ofthe data amassai 



reviewed these themes that had ansen, and ddded the s&g iooked rich in potential data 

coiiection. niemes which arose in that phase were: (a) the &ect of programmatic stmctures 

on the leamhg atmosphere; @) educator advocacy roles; (c) the role of local politicians in 

sheping programmatic structures; and (6) shifting ideological tides. These topics seemed weii 

suiteci to CuMnins' (1994) socioacademic achiwement modei.' The fiamework was aiso able 

to capture themes which' arose in the second phase of observations:' (a) course content, 

induding cuitudy responsive cumculum;' @) educator role definitions; (c) the Danish and 

English proficiency of the chiidren in the cohorts chosen for the study; and (d) pedagogical 

approaches. In the end, the thernes feu under Cummins' (1994)' two broad categories of 

educator role definitions and educational structures in aii five phases. 

The main data collection phase was Phase III which extended fiom August 1 993 to 

October 1993.1 attended the school four days per week during that phase, anci conduaed 

evening and weekend i n t e ~ e w s . ~  The copious data collected during that period of tirne was 

culled, coded, and reduced to the foiiowing sixteen themes: participant obsemation adVities, 

h m  a oneday visited suggested that the schml was a potentkd source of interesting observations and 
findings. 

2 

Cummuis' (1994) socioacademic achievement mode1 is the same, in essence, as Cummins' (1 996) 
exnpowerment fiamework, the framework which uuderpins the thesis. 

3 

This phase went h m  May util ttie end of the school year in Jme, 1993. (Phases 1 and II were also 
conducted durùig that academic year). hitiag Phase IU, I conducted padcipant-obsendon at tt# 
school once a wexk 

4 

See Taylor (19984) fbr a description of cu)turally respdosive pedagogy obsewed in the school setting. 
s 

1 refer to Cunmiins' 1994 work versus his 19% or 2000 work because my shidy (1993,1994) 
preceded the publication of either of the laser tnro works. 

Almost rny every wakhg huur weut into îbe study m Phase Iïï, especially since the school was a fair 
conmute from inner-city Copcribagen w k e  1 hd, and 1 uscd my travel time on commukr trains and 
buses to write up daily participant observation notes. As a resuit, my notes h m  this period are very 
detaïied and extensk (Le., 90 typed pages, singi-, 



ethics, zone of proximal development, Kurdish language, information pertaining to Kurdish 

students, academic success or fidure, educator role definitions, racism and its manifestations, 

'Danish is al children's LI,' social problems and the feeder comunity to Tnlleskolen, the 

Prehen a E i ,  the Aii &'air, contradictions, contahial information, trilingualism, and the 

Beren &k. 

The three "&airs" were noteworthy as they drew on or subsumed, and made sense of, 

the 0th- themes listed above. They are later dimssed in ternis of educationai structures 

which influence how educator role definitions play out in practice. A fourth event of some 

significance relates to the identined theme of 'Danish is all children's L 1 .' niese topics are 

treated as events which is in keeping with Van Lier (1988) and Woods' (1996, p. 43) 

remmendation that ethnographers do more than just identify topics; that they see how 

relationships play themselves out in the field. Consequently, rny goal in analysing educator 

role definitions and educational stnictures was to idenMy patterns and relationships. 

Many of the above-noted thanes constituted contextual infoimation, and were 

included in Chapter 2 (e.g., poverty and social problems in areas where minorities live, 

including the feeder comunity to TrilessAon). Others were either subsumed under the 

category of"educator role definitions" (e-g., contradictions) or of "educational stniaures" 

(e.g., zone of proximal development, Kurdish language, information pertaining to Kurdish 

studentq acadanic success or failurq educator role definitions, racism and its manifestations, 

and 'Danish is all children7s Ll'). Thne themes were too smaii to include and too dEerent to 

subsume under another topic: participant o b m t i o n  aaivities, ethics, and any purely 

tingtistic study of Kurdish-Turkish-Danish trlllnguaIism.f The theme of trilingualism is 

c l i d  in ternis of the larger issue of veihg Kurdish identity in section 4.2.3.2. 

By Phases N and V, hypotheses previously made were tested, as my data collection 

techniques included member-checkhg and seekting negative evidence. Phase N lasted fiom 

It may scem illogid that the topic of ûihpdh nmr amse in a study deaihg with trilingual 
cbildren, but tbat is because they were genecaUy v i d  as purkish-Danish) bilinguals. 'Iae fàct thaî 
tbeywaeKurdsorspd<eKunfish~~mefimeSarwe,bntamoStneverin~~mectiontothefaathatthe 
Kurdisb children were trilingual. 



Apd 1994 tu June 1994, and Phase V just went fiom August 1995 to September 1995. 

Phases iII and IV were in a second academic year, and Phase V was conducted at the 

begimiing of a third academic year. OveAl, the five phases extended over eighteen months. In 

Phases IV and V, I substituted the broad Iens format of my earfier observations, and zoomed 

in on the Kurdish aspect of my study. That entaiied peeling away layers of confounding 

variables that had Iargely been veïied during the first phases of my study. At the same the,  1 

put emergent patterns, categones and relationships t O the test, thereby est ablishing validity . 
Thus, 1 did in fact foUow Hopkins, Bohgton, and Hewett's (1989) t h e  step 

approach to data anaiysis to establish my findings: (a) 1 developed a research question and 

study design; @) 1 immersed myseifin the data to discover what modifications or refinements 

could be made to the theoretical Eiamework, and (c) vaiidated identified themes. I also 

foilowed steps outiined by Woods (1996) for analyshg ethnographie data (e-g., 1 was wary of 

and examined expiicit statements, compared educators' stated role definitions with their 

actions, grouped recment themes which had the potentiai of indicating underlying beliefs, and 

examined the dynamic substance of beiiefk and their inter-relationships). I did al1 of the above 

nom the viewpoint of constraints and contradictions, as is discusseû in section 4.3. Before 

taking up the Discussion, however, findings which resulted fiom data analysis techniques 

descnied above must be presented. This is done in the ne* section. 

4.2 Findinas 

nie foliowing prhariiy indudes hdings based on i n t e ~ e w  data and participant 

observation conducted at Tn'IIeskoIen since pertinent documents were outlined in Chapter 2. 

Befm presenting these data, brief comments are made on hd'igs arising from my 

participation in Danish socie!ty over an extended peziod of tirne, hdings which prepare the 

reader for subsequent, school-related fiadings. In ail cases, data were cuiîed to select 

representative wents which, to use Candiin's (1986) tenns, best ülustrate "accounts of 

participants' reactions to the process of büingual education, sensitive to the ethnic and socid 

variation characteristic of the domainn (p. mi. Therefore, I sdected events which illustrate (a) 

individuai educators' agency, (b) constraints imposed on educator agency at both micro 



(schwl-based) and macro (broader society) levels. and (c) student reactions to individual 

educators' practices. 

4,2.1 Observations about the Danish Emerience 

The foilowing data are intended to exempli how the Turkish and Kurdish community 

were disempowered, and th& idemtities constricteci, in broader society. It is presented to 

introduce the reader to the Promethean task faced by those educaton in this study who chose 

to advocate on behaüof Turkish and, in some cases. Kurdish students. It is dso pnsented to 

contexhialize some of the contradictory behaviour descn'bed later in this chapter. The h t  of 

four examples follows. 

This example deals with anti-Muslirn discrimination in Denmark today. I related my 

dismay at observing blatant ad-Mush  sentiment in Danish society to Helen Krag (personal 

communication; June 3, 1993), Head of the Center for Minority Studies at the University of 

Copenhagen and a specialist in Holocaust research. She made the following analogy: In the 

19308, when the notion that Jews could not be dentists was first introduced, it seemed odd 

and met resistance. Graduaily. however, the idea became accepted as 'natural' ("of course 

Jews can't be dentists") and, fkom there on, the situation escalated until discriminatory beliefs 

and anti-Semitic measures also became cornmonplace. Krag suggested that the same 

phenornenon was repeating itseif in present-day Denmark as. increasingiy, blatantly 

dischinatory remarks about M u s h  were gaining acceptance, and negative attitudes were 

becorning 'natural. " 

Even while residiing outside of Denmark, 1 continued to foilow socio-politicai 

devdopmmts regardmg the Itiusîim minority. One way of doing so was to subscribe to the 

largest Danish newspaper (Politiken) fiom abroad. 1 did so, and received Polirkm WeeRIy on 

a weekiy basis. As a r d t ,  I kept abreast of social change and minority issues such as the 

Svane Hanses (1992) compares tk Nazi repmenîaîion (demonization) of Jews with anti-Musli- 
represenÉatims in Denmak Just as the Nazis desc r i i  Jews as "un-" [utyrk] (Le., not fitting 
m), the Danes naw descn'i Musiims in Demnark as "unlDanishn [udansk] and a threat from witbin. 
Among the P mnheat individuais who had aîready begmi the tnad of aeatmg "images oftbe enemyn 
~ d e b i l l e & r ~  in the 1980s were Pastbr Smen Kranip. and Per MaisexeMayor of lshej and a Social 
Democrat The issue of ufieradeebiIlerter" aMes m sections of this chapter. 



fouowing: The party platform of Verne: the main opposition party in Denmark at the thne, 

and the party with the largest rnembaship nationaüy. was changed to legitirnate reiigious 

discrimination. 

Lund, Marcher. and D a w a x  (1995, September 27) quote a member of Yensire as 

saying that non-lhristian newcomers should not try to innuence societal structures in 

Denmark which is a Christian society, and that "non-Christians have nothing worthwhile to 

contnbute to feîiowship in Danish society" (p. 8) (-28). The issue of the future religious 

character of the party was voted on at a national meeting in a motion proclaiming that 

Chnstianity would unequivocally be the only reiigious premise for party policies. The motion 

passed with filinle debate by a wide majority. This was not oniy highly significant because of 

V i e ' s  high membership rate and status, but also because, historicdy, it had long been 

considered a political meeting place for people of difrent beliefs. 

The new Venshe party platfiorm did not reflect either Denmark or Scandinavia's 

reputation as a champion of human nghts. The V e w e  politician interviewed in the news 

article stated the following reason for changing the party platfonn: to counter Danes' feehgs 

of"dr0wning" in religious diversity.'O She exphineci: " . . . the foreigners who come to 

Denmark must respect our betiefk. They cannot corne and hit us over the head with their value 

systems" (Lund, Marcher & Damkjax. 1995, p. 8) (Tr-29). Therefore, the motion was 

symbolic. Tt was intendeci to bolster a shaken sense of national identity and combat the feeling 

of king threatened f h m  within." 

Attitudes and Danish identity issues similar to those presented above fiequentiy arise 

9 

niough "Yenrire" translates as ukft,* it is a margiiially right-wing party. CoweU (1998) descn'bes 
Vemm as a "tenter-right bloc," and the ruiing Social Democrats as '%enter-lefi." Vemtre is 
much Iess nght-wing than the "Den kkeforening" [the Danish society), for example, the poiiticai 
party descn'bed by Sampsun (1995) in Cbapter 2. 

The Venstre member niterviewed stated: ". . . today we are drowning in al1 possible fôm of religion" 
(Lund, Marcher & Darnkjaer, 1995, p. 8). (Tr-30) 



in rny findings. For example, when the mother of Jonna, a Danish girl participating in the 

bilinguai/bicuiturai program. (personal communication., September 6, 1993) was asked what 

advmtages her daughter had denved fkom participation in the program and close contact to 

Turkish and Kurdish children, the mother angriiy replied that 'Danes had nothing to leam fkom 

them' This reflects Vèmtre's position, and the ewoIution of the view that minonties have 

nothhg to contniute to Danish society as 'natural.' 

Feehgs have not changed since 1995. IfanythUrg, they have strengthened as Cowell's 

(1998, March) coverage of the 1998 Danish election for The New Y& Times indicates. He 

descr i i  the rise of the extrerne right-wing on the basis of an anti-immigrant platform in that 

election. Coweii quotes the leader of the ri@-wing Danish People's Party, Pia Kjærsgaard, as 

saying that she does not want immigration as: ''They must not be allowed to integrate into 

Danish society." Coweii notes that Kjarsgaard is Mewed by some Danes as playing on 

people's fears; namely, older and less wealthy Danes' fears that foreigners from outside the 

European Union have begun to "overwhelm" medical savices and schools. Cowell points out 

how effective this brand of fearmongering is: While the ratio of foreigners in Denmark Born 

outside the European Union is one of the lowest in Europe (3.7 % of the population of 5.2 

million, as is noted in Chapter 2), and though Kjarsgaard oniy stood to win 7% of the vote in 

the 1998 election, the Danish People's Party platform was influencing Venrte to the extent 

that its leader pledged to introduce more restrictive border controls and measures to send 

refiigees home more quickiy ifhe won the election. Coweii also notes that the Social 

Democratic Party's policies are not very far apart fiom those of t s  major opponent, Venstre. 

My third o b m t i o n  invoIved awarmess of ament and potential physical danger to 

Muslims in Denmak A documentary aired on Danjsh national television in the fall of 1993 

presented daails of vast amounts of arms being stockpileci by Danish Neo-Nazis and of plans 

to küI minorities. When 1 mentîoned the program to the mother of Peder, a Danish boy in my 

study (personal wrnmunication, September 10, 1993) during the course of a home inte~ew, 

she commentai that 'nobody likes them [the "Turks*], but neither would anybody like it to go 

that fàr' [i.e., as fitr as küling 'them']. Another example &dangers faced by Muslims in 

Denmark was given by two Kurdish and Turkish chiidren in my study, Ugurtan and Hanan 



(personal commUnication, September 20,1993). During the in te~ew,  they informed me that 

anfi-minority sentiment extends to urging d o g  to attack minority chiidren, and that it had 

happened to t h m .  

Fourth and M y ,  ami-minority sentiment bews Young. Whiie visiting old fnends on 

the island of FUnai, their three year old son, a strikingly beautifiil chiid, piped in with the 

question: V h y  can't they speak Danish?" ["Hvogbr hm ùé hkke snrrRRe &nsR?"] when 1 

asked his rnother about the one non-Danish looking chüd in his daycare class (see Participant 

Observation, Phase III; September 13, 1993, anonymous chüd). While asking his question, a 

look of hatred crossed his face, a hatred linked to language and difference that he could not 

understand. Lost was the look of beauty of a few instants earlied2 

Despite societal changes such as the growing wave of anti-immigrant sentiment in 

Denmark in rwnt times. I met Danes whose view of social justice hcluded rninority rights. 

Arnong them were the four educators whose role definitions are presented in the next section. 

In it, 1 desaie thar attempts to fosta positive ide* development in their minority 

language charges in spite of disabhg contadual constraints (such as those descnibed above 

and in Chapter 2), constraints which disempowed "Turksn in the broads soc ie~  and 

constnaed their chiidren's identity devdopment at school. 1 aiso note contradictions that 

sometimes arose betweea the way these educaton explicitiy defined their roles and th& 

behaviours. 

The image of 'lost ôeauty' sums up my experiena wah Demnark during my study. I was disappointed 
h t b e ~ f i r l d t m g t b e i ~ o f s o c i a l j u s t i c e s l i p , ~ d a r d s t h e t I h a d l e a r n e d a b o u t d  
taken as my ideals d e  iiving in Denmark m my adolescence. I foimd the tone of anthmimigrant 
smtimmt ugly and onensive. This view was sbared by a Jewish-American journaiist. in a letter to the 
editor ofa large Danish newspaper, the jorrmalist explains bow he bad vacafioned in D d  for 
years because he had great adnmation fôr wfiat the Danes did fôr the Jews during Wodd War II. He 
descn'besthesuiprise,homnandsorrowheMthhislaJttripto~. 

Whiledriviag~ttKairporttohisbost'shomehtheDanisb~0~11tryside, hesawswastikas 
pahkd on many barns. In a society dÎuner held that same eVeamg, he questioneâ an eiite gmap of 
Danes about wtiat he considercd a shocking new ckveiopmeat, He noteci the displeasure he Mt whea his 
c~~cems  wae surmrrarily dimiisscd and the pbccwmma rationalized by m m h  of the dtmer pars. 
He concluded his piece by saying that the Dmaiark ofyeshaday was no more, and that he would never 
retura. 



4.2.2 Educator Mind Sets and Role ~efinitions~ 

What folows is a rqfy to the question of how the dominant and subordinated group 

educators attached to the two btlinguaübiculturai program cohorts followed defined thek 

roles; that is, "the minciset of expeaations, assumptions and goals" that they "@xought] to the 

task of educating ailturally divase students" (Curnmins, 1996. p. 18; see Chapter 1). Fust, 

key aspects of these educators' mind sets are presented to add a layes of meaning to the 

formal role definitions which they subsequently give. An allsncompassing view of al1 four 

educators' mind sets is necessary to understand their interpretive processes. 

Woods (1996) conws with Curnmins' (1996) emphasis on teachers' interpretive 

proasses @e., theu mind sets). Indeed, Woods suggests that, in order to understand educator 

actions "inside out," researchers must investigate why teachers make certain decisions and 

structure things as they do. He aiso suggests that educator interpretations of what they are 

doing rnay not reflect reality as seen by an outside observer. Yet, both views are necessary 

since "[there] are different sets of criteria and Merent types of vaiidity (theoretical and 

personal) related to each perspective" (Woods, 1996, p. 4). In foUowing with Woods' 

recummendation, my approach is  to h t  prisait educator interpretations of theV role 

definitions, then compare their interpretations to their actions and, finally, discuss 

(im)congruencies between the two. 

4.2.2.1 Bodil,L4 

The Danish educator attached to the olda büinguaVbicultura1 cohort was Bodil. Like 

Songùl the Turkish teacher attached to Bodil's cohort who is discussed in the next section, 

Bodü had persona!, pracn'd and theareti*d howledge in those areas of educational 

linguistics most closely related to bhguai education. She had gR.m in-service courses at the 

county level and at the Royal DaNsh School of Education, leztured, and co-authoreci program 

evaluation reports. She was also a nahual leader and one of the dnvhg forces behind the 

See Taylor (1997-a) for mdepth disassion deducator role defjnitiais in this context 

For purposes of practicality7 the fun text of the original Danish versions of the actuaI educator role 
ciefïdions are included m AppendBt E. 



program and minority issues in the school. 

In the present chapter, d S i t  aspects of h a  miml set are presented than those 

presented in Chapter 2 (e.g., her views on atheoreticai policy-making). Before presenting the 

way she expressiy dehed her role, a giimpse into other aspects of Bodil's rnind set is 

provided, with topics ranghg fiom (a) h a  job, (b) affective, linguistic and negative înfiuences 

on the potential successfLhess of minority stucients' educational expiences, (c) structural 

issues, (d) multilingualism, and (e) school language policies. 

Beginning with her job, whenever Usaission centred on the latter, terms such as 

"fight" or 'cst~ggie'7 [ h p ]  i n ~ ~ a b l y  arose: She discussed how she had long fought to 

improve programmuig for minority language children and lamented the fàct that her (pro- 

minority) side was losing ground in the ongoing stmggle. She saw resources (such as the 

bhgual/biculturd program) eroding, and felt that things were backsliding (e-g., hto earlier, 

less culturally nsponsive programming). She said one gets tired when one cannot see any 

progress being made, and that to teach minority language children in Denmark: 

requires some type of cornmitment and, on a human IeveI, one cannot stick with it if 
one's cornmitment does not lead to a few successes. Then people can't stick with it 
and keep putthg so much energy into 1 And ifthings don't develop, then 1 think 
people lose interest. (Ethnopph; Lines 461468) (Tr-3 1) 

She notecl, with sadness, that one of the authors of the Du er ingen report had just 

been fired-a clear indication of the changing social climate. Furthemore, local politicians had 

declared Danish 'd cNdren's first language7 anci, in this atmosphere of Danish! Danish! 

Danish!. they were going so far as to insist that there must be cornpulsory Danish language 

ctasses for mothers" so they would begb speakhg Danish to their children at home? Yet, in 

The suggestion to 'nducate the mo5hers7 a b  amse in the Amencan context in the 1960s at the time 
when restricted codts were fbft to be a cause of school Wure in niany ctùldren, and certain classes of 
mothers were viewed as ployidiog an improper fanguage modd to chiidren (Romaine, 2000). 

l6 Bodil mted that, at the n a î i o d  Iml, politicbs were j&mp more cumiiag in their choice of 
words (Le., than to procIaini Danish ai i  chiidren's first language), but she said tbat even top politiciaiip 
wouid qree  with the gist of the procIamationthat DSL studeots mDst leam Danish as quiddy as possible: 

Tbq.mustIeamDanish,Danis~Danish,andmmustseetoitthattheùmothers~d 
bowtheymustraïserbPrchildrenûo beDaa*ras quickiy as posstile. You cangetany Social 



spite of aîI the set backs, Bodil felt that mough new things and people1' kept popping up to 

make it all stiIi seem "exciting" [.ptzmkncie] (Ethograph; the 471). 

With regard to affective, linguistic and negative influences on the potential 

successfùlness of minority students' educational experiences, Bodil most fiequently descnibes 

student success in terms of the affect. She often speaks of her students' "sense of securitf' 

[tryghed, and equates mainstreaming minority chidren into primariiy Danish cohorts with 

rninority children feeling "insecure" [uvg] and, consequentiy, doing more poorly 

academicaily than when they are in a cohort with minority peen. She bases the latter 

observation on her past expenence with how childm in reception classes she taught 

succeeded academicaüy after being mainstreamed in accordance with the "2-nile" 

(Ethnograph; Lines 432436; see description of the 'Y-nile" Ln Chapter 2). 

Bodil aiso discusses other influences on minonty children's educational experiences. In 

discussing the case of Bunyamin, for example, she raises linguistic and other issues which may 

shape the degree of success he m e s  in the course ofhis schooüng. Bodil notes that 

Bünyamin was schooled in Turkey until cornhg to Denmark and joining the cohort in Grade 

2. She thought that he was relatively disadvantaged compareci to his minority language peas 

in the cohort since he had been exposed to 3.5 l e s  years of academic Danish than them, but 

had an advantage in being schooled first in Turkish, a language he knew. Several times, Bodii 

ailudeci to Btrnyamin h a h g  a better chance at developing CALP in Turkey before corning to 

Denmark, which she found advaatageous to 6 s  lemhg of Danish. Lke Songüi and Vibeke, 

she did not use the ternis BICS and CALP but, by her wrnments and reasoning, she had 

Demccrattosay~noproblaa'Ibat'swhattbeythinl<istbewayommu~rpmoad. Soit's 
possible tbat it was a bit clumsy. Tbcy were a Little dumsy in their choie of words by saying 
'Danish must be aii chilcireri's first hguage,' and îhey didn't bring fOnh any suggestions 
about how one, on a purely pm&cai kvd, wouid organise such continuiiig &cation, but that 
particuiar thought behiod i& you can fiod it ail the way up. (Ethnograph; Lines 722-743) (Tr- 
32) 

Whai askeû whether then existed any f9mi oftopdam ceiisorship o f h b  statements made by Town 
Cound, Bodil's response was: "absduteiy mt'' [Wet. slet ibbe7 (Ethnbwgrapb; Lines 749-753) 

Bodit noted my study m her classrwrn as a positive cxample of new people "popping up," since 1 
clearty was m hvour of a biihgual education program. 



knowledge of the comtmcts and th& implications. She did not tread hto the murky waters of 

the Unpikations of Biinyamin speaking Kurdish as an Ll on whether he was at an advantage, 

haWig receivd some primary schoohg in Turkish, but did note that he was in somethuig of a 

linguistic predicament, as he was f i a i  with fou Ianguages at the present time: "And he's a 

Kurdi& cMd who has leamed Kurdish, Tufish, Danish and now English, right? And all of it 

pretty Simdtaneously, you know?" (Ethnograph; Lines 1 08 1 - 1 084) ('ïr-3 2). In spite of the 

challenges presented by BQiyamUi's mdtilingual experience, Bodil found that he was 

intelligent and could stiIi succeed ifhe was not crushed by other, negative experiences. 

Bodil surnmed up the negative infiuences which Bünyamin rnight fd prey to as some 

Danish educators' negative attitudes toward Turkish" chiidren: 

It's a lot, aii at once. But he's a very clever boy so if he, if he doesn't get the 
impression that he isn't good enough, then I think he can [make it], ifhe gets enough 
time, because he's such a clever boy, you know, but ifthey get a tacher that tels 
thern over and over that he isn't good enough, then, on the contrary, that is, I think 
he'ii be one of the ones who never lems, you how? (Ethnograph; Lines 1086-1096) 
(Tr - 33) 

The latter text describes the hami which meeting negative educator attitudes toward 

minorities can do to minority children. Bodil sees it as a real and present danger, and hopes 

Bifnyamin will not sucaimb to it, ifhe encounters it. 

On the topic of what structural changes Bodü would have made ta the 

bilingual/bicultural program at the micro (school-based) level, she said that she thought 

evexything had been fme, and wodd not have rwmmended ahering anything: "In the end, 

that is 1 thinlg an things considered, that the structure we had was r d y  guite good" 

(Ethnograph; Lines 1 176-1 178) (Tr-34). The one structural problern that she did identify was 

at the macro-level; nameiy, negative public opinion. She said that ifshe could have changed 

anything about the program, it wodd have been public opinion towards it. 

On the issue of muitilingualism, Bodil notes that one wouid be hard pressed to find a 

monolinpuai Danish educator, and stnsses the importance of having had to leam another 

language oneseif When asked about cMd rnuItilinguaJ.ism among minority language chüdren, 

she infonned me that she lmew of s e v d  Danish teachers who had learned b r n  three to six 

laoguages, but who dl had negative attitudes towards minority language chiidren; who saw 



rninority language children as handicapped (Ethnograph; Lines 10 14-1 0 15 & 1028- 1055). Not 

surprisin&, the tadt language policies practised in the classroom by that group of educators 

constncted minority language childmi's identity development." 

Bodil noted that individual educators' own dassroorn poficies on the use of Turkish in 

the classroom ranged fiom allowing children access to both languages, to using Turkish on a 

" k t  resort" basis, to banning it outright and developing a spy network whereby Danish 

children report on peers 'caught' speaking Turkish. She s u d  up the situation as to 

whether Turkish was tolerated or not in any partiailar classroom with a 'Iuck of the draw' 

analogy, and deaied both the lack of consensus among teachers and the absence of poiicy on 

an issue of such magnitude and relevance to theù school. She also noted that lack of policy, 

while in accordance with the tradition of rnethodological f iedom, could be a political weapon 

used to condone extreme foms of intolerance to minority language usage (Ethnograph; Lines 

12344353). She did not feel that it would be possible to develop policies with regard to the 

minority language children since, according to her, nothing led to more conflict among the 

teaching stafat Trilesbien than any discussion relating to minority language chiîdren. She 

summed the situation up by saying: "the education of Mgnui t  children brings things to the 

boüing point in Our schooi" (Ethnograph; Lines 1 7 1 - 1 72) (Tr-3 5). Thus, the consensus 

needed arnong educaton to begin poücy development was not close at hand. 

The attitudes presenteû above are an indication of what Bodil's mind set was when she 

gave the role definhion presented next. Her explicitly stated role definition foliows next. in 

defining ha roi$ BOCM delimited her answer to her role teaching a bilingual/biculniral cohort. 

She was however aïs0 assïgned to other teaching duties (e-g.. other cohorts that were not part 

of the program). Bodii prùnarily saw her role with the minority language chiidren in the 

bilgiguaübicuitural cohort as: (a) fosteRng positive identity development and seIf-esteem in 

th- @) being there to advocate for than; and (c) sharing nsponsibity for their school 

success. These themes arise fkom the foiiowing text: 

By that, 1 man tbat m LI usage was dowed. tbeir LI was not MLidakd, and they did not bldssom; 
tbWidentitywasconstncted 



WeU, of course, WWS important whca aie worlrs with those cbildren is. above d, that thqr 
get a sense of seff-wortb; thaf that there's somebody who thinks they're worthwhile, and that 
there's a systm that thmks they know a fiw things, and that some systerns or representatives 
h m  the system who can make them believe that they know sornething that we can use 
somehow. 

Besides, one gets, whem y a k  deaiing with those kids, or as a Danish classroom 
teacher, ther~ one gas a mnpletely spet5aI r e i a t i d p  to those ~Wdrea; tbqr devesop a 
speciai relatio~lship to yoy you lmow? It h ' t  tum mto a motber-child relatioaship, but i f s  a 
little Wre tbaî, isn't it? It gets to be that ifthey kt under a#ack out on the schml grounds, in 
the syrtmn. weü, bey biow that thcy caa aiways cane to th& ciassrmm teache; and tao< 
aboutit So ithasb&ahprtsntformttoalwaysmakeit cleartouiosekids thatifthere 
wasaaybody.iftheybadariyccmplaintshavingto&wilhracismorwith~tauats,orif 
there were aaacJrs on tbeir etbmcity, that there waufd always be m e  representatives in the 
syotPn who wouid deal with k i r  comptiiints at a moment's notice. 

And as a result, thaî doesn't mean thai they [teackrs] have always gone out and 
fixed things for hem [the minority chüdm& but d i s c u d  with hem: 'Wbat happened?" 
'What could we have done -?" and I have often gone out to get the ones wfio said it 
[racist slurs to the minority children] and d i d  it, confionteci them with it [ w h  was said] 
and, in that way, tbe chrldrea got the impression that there was a representative of the system 
who d d n ' t  go dong with that sort of attack. 

And it bas of course also ken very, very important fôr me too, haî they got a good 
education and becam clever fleamed tbiogs]. So 1 work d i y  hard at developing a s h a d  
respaisi*ty bnwem tbem ad me. niat meant that tbey I d  the desire to pe-s work a 
bit harder thcn they waild have done, you bww? And thedore, that is-yeah, thaî's m o n  or 
less hl9 

Lines 1-5 deal with the theme of fostering positive identity development and seIf-esteem; 

Lines 6-20 deal with the interconnecteci roles of being a trusted adult, a teacher-advocate, and 

a role mode1 for dominant society, Lines 21-25 descriaes how B o a  and the minonty language 

chiidmi share responsibiiity for thar academic progress. niese d e s  are in h m o n y  with, and 

reflect, the positive attitudes which Bodil holds towards minority education, as noted at the 

beginning of this &on. Both are fùrther discussed in section 4.3. 

4.2.2.2 Songül, 

In this as in the prwîous section, the mind set of Son@ (personal communication, 

Septernber 9 & 12, 1993) the Turl<ish educator attacheci to the older bihguallbicultwal 

cohort, is presented Mon p r e d g  her role defhition Hers was an extensive and reveahg 

S h  this is a Icmg text, I rcta to tbc line numberiDg added in the left-band column. However, the 
rekreace for Line numbaing m E t h o p p h  format is as filiows: Lmes 839-962. This Sunpler fermat of 
Iine numbering is used fbr d fhr educator d e  definitions presenîeû m this section. 



two-part interview, and an unusuai case. Ofthe four ducators fean~eù in this study, Songül's 

behaviour was the most controversial, as wül be disaissexi in section 4.3. For that reason, a 

more detaiied look at her mind set is presented than is the case with the other educaton. 

Mews expressed by Songùl range from (a) bilingualism and related issues in educational 

linguistics to @) the impact of politics on mino* education, (c) Kurdish identity? (d) 

incipient mllionty resistance, and (e) the potential for poücy development at TrilleMeen? 

Begllining with Songüi's views on educational hguistiq as was noted in the previous 

section, she too had extensive knowledge of many aspects of the field, particularly those 

related to the area of bilingual education. This very knowledge base was one of the reasons 

why Songül's case was so interesting. She had also provideci various foms of in-semice 

education including lectures9 courses, etc. for several years (e.g., Songril taught a course on 

mother tongue teaching to minonty language speakers studying to becorne foi'keskoie teachers 

at a local seminuritmr on an ongoing basis)? Thus, she had theoretical and praaicai 

knowledge of the d e  of mother tongue development in second language acquisition, BICS 

and CALP,~ misassesment problems that arise when educators cannot distinguish between 

these two aspects of second language development, fûnctional bilingualism, relevant reports 

(such as Du er ingen), and linguistic human rights. 

Songül's knowledge of the role played by LI cornpetence in L2 acquisition was 

evident Ui the way she forrnulated her Mews on the presence of Kurdish children in the 

bilinguaYbicultwal program. To apport her view that it would have been preferable for the 

Kurdish children to receive mother tongue instruction dongside Danish rather than Turkish 

instruction, Son@ d m  on knowledge of the literature: "researchers Say. . . " Cforskme 

See section 1.2.2 for discussion of these temis. Tbough Songlil did not refér to the ternis "BICS" and 
TAU," the laquage phemmena she d e s c n i  fkli under tbose categones and dected awarenm of 
the cxmsmds. 
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"ger . . . ] (Ethnograph; Line 98), and on her own theoreticai convictions about the 

conneaion between SLA and L1 development: '7 am genllig that fkom, so to speak, my own 

theoretical understanding, of cwrse" (Ethnograph; Lines 308-3 10) (Tr-36). She felt that 

h a h g  to learn two new languages f?om the tirne uiey began public school placed the Kurdish 

children at a disadvantage, compared to either the Danish or the Turkish children: 

Of course, in Mother Tongue dass, 1 mean it's offen Kurdish kids who ask what 
som*fiing means. 1 mean, it's easier for Turkish kids to follow a difnaih text. They 
can guess what it means fiom the cuntext. Maybe they dont know what every single 
word means, but when they read [something] in conte* then they can guess 
something: "THIS word rneans THAT," but the Kurdish chiidren aren't that lucky. 
They want to know exaaly what that word means because they don? have the sarne 
[background] as Turkish kids, because the Tukish kids have Turkish as their mother 
tongue. They can guess aheid, wen ifthey dont know a particular word, but the 
Kurdish kids often ask: "What does that mean?" Then they get an explanation for it, of 
course. (Ethnograph; Lines 3 1 8-337) (Tr-3 7) 

Clearly. the supports in place for the Turkish children were not in place for the Kurdish 

chüdren misclassifieci as Turks. Turkish children got LI instruction for aü subjects right from 

the beginnuig (Le., senior kindergarten): "In the bicuitural classes, Turkish support is always 

used in the eatly grades, men music, Physical Education, math and di the other subjezts" 

(Ethnograph; Lines 255-258) (-38). Kurdish children were disadvantaged in that they did 

not receive L1 support; d e r ,  they were in a situation of double immersion fiom the v e y  

beginning of their school a<penaice? 

Son@ fùrther deaied the Kurdish chüdren's situation, especialiy given her belief in 

Iùiguistic lnunan nghts. She began her argument about the need for LI instruction in Kurdish 

by agreemg with the comma* held Dani& view that immigrants mut leam Danish, but 

added that most Danes had no idea how languages were acquired. She expressed the faüng 

that: "they must leam Danish through th& mother tongue"(Ethnograph; LUles 1194-1 195) 

(Tr-39). She then went on to state that not ody shodd immigrant children leam their LI in 

orda to leam their L2, Danish, but also beauise it was the5 right to do so: They must leam 

* See Taylor (1992) for more ckaiîed dipcussion of double immersia. 



the above extracts, it may be said that Songül's knowledge of issues in educational linguistics 

related to biiingualism was extensive. 

Songùl did not leave the discussion at the theoretid level, or at a level based merely 

on principle either, she reflected on what the Kurdish children's actual linguistic expenence 

must be Wre. She hazarded the guess that it would have been easier for the Kurdish children to 

bypass Turkish altogether and just l e m  Danish for reasons cited below. She also suggested 

that the Kurdish children may be suffering nom "language confiision" [progfomrni1g] as a 

result of their trilingual experience: 

But, in rny opinion, the Kurdish children run the cisk of language confiision because 
they must leam Kurdish or they speak Kurdish et home and so when they begin 
playing with other children, they learn Turkish, but a limited Turkish vocabulary, ody 
the language of play, and so when they corne ta school. then they have to know 
Turkish and Danish which are both foreign languages to them. And 1 think it's a hard 
situation for the Kurdish chiidren to learn three languages at once, and it ofken leads to 
confusion because Turkish is a stniaurally different language. If it was direct fiom 
Kurdish to Danish, it wouid be easier for them to leam because structure, structuraiiy, 
they're the same language group; that is, Indo-European languages. I don? know how 
they manage it. Do they think in Kurdish when they speak Danish, or do they thdc in 
Turkish? Because if they do it in Turkish, they'll get di confùsed because their mother 
tongue is an Indo-European language, but ifthey begin and think in Turkish, then 
things wiil get ail confused. But 1 don't know. (Ethnograph; Lines 187-224) (Tr-41) 

Therefore, Songill was aware of issues related to veiling the Kurdish children's ethnolinguistic 

identity, especially veiling their tnie mother tongue. Indnd, she discussu yet another 

âisadvantage fàced by the Kurdish children when emoiîed in her Turkish "motha tongue" 

class: "They learn the technique of reading very quicLly, reading and writing because Turkish 

is a phorreticdy easy tanguage, but they have a hard t h e  with content. Especidy d e r  grade 

3 becauoe words, concepts, and abstracts are missin#' (Ethnograph; Lies 227-233) (Tr-42). 

While the suggestion that Kurdish chüdren may expaieme language "confiision" seems to 

echo negatnre views of biling~alisrn,~ the very least one may say is that, due to 

structural particufarities, theirs was a complicated educatiod expaience. 

Secondly, Son@ was also quite politically aware. She voiced opinions as to how the 



misctassification enor ocwreû, attriiuting it to poiitical reasons and Kurdish 'culnrral 

baggage:' (a) She suggested that there must be some sort of hplicit agreement between the 

Danish and Turkish governments for the Danes to continue classifying Kurds as Turks, even 

in Denmark (Ethnograph; Lines 364-386); and (b) suggested that a possible r a w n  why the 

Kurdish parents did not cornplain about their cMdren's (mis)cIassEcation as Turks and 

enrolrnent in the prognun may have been related to their fear of incumng the wrath of Turkish 

authorities who even keep a watchfbl eye on Kurds outside Turkey. A possibie retaliatory 

move could be, for example, to make life hard on the chiidren of parents who speak up about 

being Kurds when the children are nilnlling military service in Turkey-a mandatory 

requirmient in orda to maintain Turkish nationality (Ethnograph; Lines 4 16-429). 

She also made astute political analyses with regard to interconnecteci issues which led 

to the büinguaybicultural program being canceUed. For ample ,  Songirl p i e d  together the 

following: Since the majority of immigrants in Denmark are Turks, and since it is not possible 

to have duai citizenship UI Denmark, and since the majority of Turks retain their Turkïsh 

citizenship, they do not have the right to vote in national elections. Since they do not have the 

right to vote, they have no poiitical clout: Potitical parties afraid of losing popdar support do 

not want to appear immigrant fnendly and, thuq develop poücies which are not in the best 

interests of irnmigrant~.~ Songül feels that ifthe Social Democrats, for example, had acted in 

the best interests of the Turkish minority, the program would not have been canceiied. 

Songiil also noted that anti-immigrant sentiment had sharply risen since the fd of the 

East Bloc. She descriied the situation as an ideological war b-een leffists and Social 

Democrats, with witheftists greatiy weakened by recent globai political events: 

Danish must be spoken, integration must take place, and there can't be any Turkish 
Ianguage support or mother tongue instruction: Danish! Danish! Danish! It's an 
ideologicai war between lefüsts and Social Demoaats in [Trille] municipaiity, and 
they were so Iucky as to be able to close the ~*ngusl/bicdtud] class because if they 



had r d  ai l  the reportAave you seen the reports? Then they would have been quite 
pleased with [the program], but they didn't r a d  [them] and said anyway: "No 
bicultural classes." (Ethnograph; Lines 990- 1002) (Tr-43) 

In this extract it is clear that Song@ üke Bodil, draws the h e  between, and speaks in ternis 

o c  %mm versus "us," with "us" reptesenting pro-minority forces and ''them" representing 

anti-immigrant forces. Also like Bodü, she suggests that the "anti" forces are gaining ground 

quickiy, a development which she found very unsenling: "It's just going so fkst and 

dangerously+a] dangerous development, bat' s what it is"" (Ethnograph; Lines 1 28% 1 29 1) 

Ur*)- 
In contrast to the situation which Son@ desaibed in the Danish setting, Son@ found 

the minority situation more positive in Germany where the people had vowed "never again;" 

that is? &er the Holocaust, they vowed to never persecute a people again (Ethnograph; Lies 

1 142- 1 154). in Denmark, however, she noted an eery silence with feri Danes speaking up for 

rninority rights: "As long as they panes] don't say anythhg, then one doesn't know what 

they think, you know? But surely there are some [pro-minority Danes], but 1 don't think there 

are manf' (Ethnograph; Lhes 1 154-1 158) ('Tr-45). Thus, she interpreted majority group 

silence as tacit acceptance of disaiminatory trends. 

Third, Son@ linked poiitics and programmllig to poor academic success arnong 

immigrant children. While she beüeved that the Kurdish chüdren had been disadvantaged by 

not receiving mother tongue instruction, she nonetheless feh that they beneMed fiom the 

program. Its primary advantage, when compareci to the alternative (the quota-system 

descriied in Chapter 2), was its focus on second language instniction. She commented that 

minority language children in the older grades were able to follow instruction as a result of the 

L2 focus in the pro- She contrasteci this with the situation ofchildren who had not been 

in the cohort, did not understand the language of instruction, and gave up: sitthg smüUig so 

the Danish teachers thought di was weU and did not becorne irritateci over hahg to exert 

Again, Bodif c a m r  with Soogül on the pomt d a  rapidIy chaughg sociai climate in which there was 
much less support fbr minorities than in the 1980s (Ethwgraph; Lines 90-108). 



extra effort to explain things to second language leamers (Ethnograph; Lines 487490).~ She 

observed that few "Turkish" children went on to get any fonn ofhigher education as they 

could genedy not follow Danish-medium instruction in the senior fol'skde classes. 

Fourth, Songiil raises identity issues pertaining to the Kurdish children. Son@ 

observed that Kurds are rnisidentined as Turks largeiy because they are holders ofTurkish 

passports and, hence, citizens of Turky. She dso suggested that Danes do not dinérentiate 

betweni Third World rninonties-they are ail considered "perker."" She argues that Kurdish 

identity issues, issues concemhg the Kurdish language, and even minority languages in 

general have no role to play in Denmark and are generally disrnissed. If Turkish instruction is 

seen as usefid at aü, it is just 6om the point of view that it is useN1 for cbTurksn to speak it 

"back home" in Turkey, and the hope is that ali the Turkish immigrants will evenhially "go 

home." ûtherwise, Songril feels that Danes oniy see the usefbiness of Danish, English and 

Gennan-not minonty languages. Thus, they have no quaims about denying mother tongue 

instruction to minorities f?om the first day their children enter school. This is in contrast to the 

Danish pradce to delay the introduction of English-as-a-forcie-lmguage instruction untii 

Danish children's mother tongue is fïrmIy in place. Son@ aan'butes the conceptual 

discrepancy to the foilowing belief ". . . in practice, it is felt that the mother tongue Wers 

Bodil's comments echo Songiil's on this point; BcxH alsa fiwnd that Danish educators had no 
objections to Turkish childrea k g  in the classroom ifthey sat di, fiinctioned iike native speakers of 
Danishrmddidiiot-aayabnwwlr fE- t k  U2-143). 

h u e  Ho- descnLbed how this pcjoraîive temi bas tdrcn on a Lfb of i ts own. Used onginalîy to 
descnii ail ' b k k  haired, bladr eyed' immigrants, o h  of Middle Eastern ongin (Penians brser] ,  
Pakktank CpoRistmer]], and Turlcs [tykr])), the tenn Uperker" was coinecl A term based on the kaer 
was also coineci for "pcn&r's" limguage-"persisk." A. Holmen said she overbead a tmiager use the 
temi "pemsIk" (which combines two languages-6'persi~F and "tyr&sR"-the Danish words for Persian 
and TurJàsh)), m a mdral way to desa i  a kDguage he did wt iiipderstaid (Ethnograph; Lmes 648- 
6%). k g h  sometimes Srratting. the term is evoIving, becoming more matrai, and gaining 
acceptana in brœ&r d e t y .  

The otnn "Perker," m the otbcr haid. is higbly degradiog. J. N. Jergeasei said: "If ît just rings 
'niggex in the back of pur  head d m  ym hear if yni get the right [;r[X intempteù by anoîher 
speaker]," (Ethnograpb; L i  638-640) 



the learning of DanishnzP (Lines 1 177-1 179) (Tr46), even if there is never any indication as to 

how Danish is to be taught or what leamhg it entails. 

Fifth, SonN notes some mcipient minority resistance to discrimination such as 

attempts made by Danish educators to violate minorities' linguistic human rights (Le., the right 

to speak their mother tongue). She descn'bes how, when her daughter's teacher requested that 

the girl not speak Turkish at school, or at least not yen it nom one end of the classroom to the 

other, Songill agreed that her daughter should not yell (in any language) in class, but flatly 

refùsed to teil her daughter not to speak her mother tongue. When the ducator in question 

continueci to disallow Turkish in the classroom, Songüi's daughter resisted as is described in 

the next quote: 

. . . and ifshe [the teacher] is unhappy with [my daughterl-she speaks such love@ 
Danish. ûf course she has the ri& [to speak her mother tongue]. What does she do 
then? At recess she gathers al1 the Turkish chiidren together and they üsten to Turkish 
music. As long as one keeps on oppressing, you know? So you get just the opposite. 
Iust the opposite. So she gathers ai i  the Turkish children and listens to Turkish music 
and speaks Turkish. She speaks Danish very weii. But sometirnes they want to be 
visible: 'We're here even if you're against it, and we exist," you know? (Ethnograph; 
Lines 862-878) (Tr-47) 

The latter passage r a k s  many issues9 including visiiiiity ('ke're here, we exist"), 

discrimination, @iguaVbiniltural) identity, resistance, and linguistic human rights. A hrther 

sign of resktance which Songül noted in her daughter was to speak Turkish in public, ratha 

than Danish, dthough she was raised in Denmark and had flawless Danish. 

F i ,  with regard to the potentid for pro-rninority chiidrai poiicy development at 

very hard to get her teaching colleagues to reach the consensus on rninority issues needed to 

begin policy devdopment: Tt's hani to reach a consensus . . . because 1 know quite weii that 

meny teachers in our school wouIdn't go dong with t [It's] difIÏcuit]" (Ethnograph; Lines 

755-759) (Tr48). She suggested that many Danish educatoa in her school wouid just not be 

wining to take the tirne required to develop policies, just as they were unwilluig to get 

29 

. This harks badc to the old, khaviourist view of second lsnguage learning. See B m  (2000) for 
r e W  discussion- 



involveci when racist incidents occuned. Instead, they let such incidents and other injustices 

go by unchallengeci because they were unwiIling to take the time to sit the Danish students 

d o m  and ask what they have against Turkish students, etc. (Ethnograph; Lines 740-744). It 

was on this note that Song@ took up the topic of her role definition. 

In contrast to Bodil, Songtil's role dennition does not merely encompass her work 

with the bilingual/biailtural cohort. Mer the büinguavbicultural prognun was cancelled, 

Son@ provided three diierent seMees to rninority language children. Fust, she continueci to 

teach Turkish-as-a-mother-tongue to the "Turkish" haif of the older bilingual/binilturai cohort 

and to a younger biiingual/biailtural cohort (which was not foiiowed in the study). Second, 

she provided language support during content lessons which the Danish, Turkish and Kurdish 

chiidren in the former bilinguaVbiculturai cohort had together. Fmdy, she provided language 

support to younger subordinated group children in two quota-system cohorts. 

Songiil's role definitions are formulateci with ail three groups in mind. Son@ views 

her most important role as (a) acting as a culturai broker, but also describes her role in terms 

of, @) being a cultural representative ('one of them'), (c) providing ' d e  haven' to rninority 

children, and (d) challenging negative stereotypes about ccTurks.n These themes mise 60m the 

following text : 

On the one band. when chiidren came without pmper Danish, it's reassuring to the children 
tbatthereis someonetheyauiturntoandsaywhaîtheywantto say: justto beabletotalk 
and express themselves because, ottteninse, they just to have to sit without saying anything 
fbr many month before they dare say anythins. But now tky have that opportunity, of 
course. They can come and raise k i r  band and say it in Turkish if they dont know it in 
Danish. 1 think tbat means a grmt deal to the chiîdren. 

~~&rhand,tbemobimportantthmgis,ofcourse,tbetiByahogetcbnr 
mother toque instruction. A d  îhey r e k  in mother tongue ciass. Whem they corne, tbcy are 
naUy happy and huny into c h .  They ask evexy day: "Do we have mother tongue c h  
today?" So I say: "No, not eamy day; every 0th &y!* Tben they get ail happy. 

ButIthiokthatthemosthp~partofniymleis~~ntact; thatis, myworkasau 
interpreter for the Tutkish parents [as a broker] . . . [to] brhg about codact. Bezause, 
M r e ,  the Danish kachers c o a i p W  that the Turkish parents wem't coming b the 
meetings: na to parent meetbp or school actiMties. But now thg, do because they an weli 
aware that the& a teacher who cm taIk, or who c m  rephrase it. 

[As for my d e  fbr Danes], [they] never think tbat a Turkish wornau can look iike 
tbis me]. They have. the w&le Society believes Turks an iike Cm's mother-every 
W e  one, no exceptions. 1 have even, we livcd in a housing eomplex in XX-ville. Well, for 
many ycars [daugtiteis name] pkyed wiîh a girl h m  the neighbourhd After many years, 



the girl finaily came and asked me: 'Where do you come h m ? "  So 1 said: "But, we corne 
ficm Turkey." 'Wo, that cm't be ri@. You come h m  the US," she said. So tben I said: 
'Wo, we come h m  Turkey." And then she said: 'Weil, I'U be!" She really wouldn't believe 
thatwewereTwks. 

Many people believe that we became like we are because we came to DK: '1 was 
fie Cern's rnother when 1 was in Turkqr' Then they Say, for example: "My, you are so . . . " 
For example, one time Emine heard, when she invited some teachers over to some 
teacfiers h m  a i r  scbool. And so when she went into the kitchen, those two were sa*: 
"My, how quickiy sbe learns. Sbe learned how to set a table" [i.e., to eat with cutlery]. They 
thought she had le& that in Denmark; that she didn't h o w  how to do that when she was 
in Turkey. Even the teachers! 

1 think West Europcans' handicap is tbat uiey have a more or less homogeneous 
W. Everyone 1adcs atike. Tbey dant uook alike] in Turkey because Turkey is a mosaic 
socieîy. " 
Songiil's f%st roIe definition, outlined in Lines 1-10, de& with the importance of 

being a cultural representative for rninority language children-even if she is not exactiy of 

their own ethnoiinguistic group, as is the case for the Kurdish children. Lines 1 6  deai with 

how she fulfils ha role as bilinguai support teacher during the few hours a week she works 

with two cohorts who did not participate in the büingual/bicuItural program. Due to her 

presence, these subordhateci group children can express themselves in their "mother tongue" 

(or ascn'beù mother tongue) without fear of stigma, and "relax," even if their L2 skiils are 

limited. Lines 7-10 refer both to children who have and have not participated in the 

bilingual/biu11turai program as she detivers "mother tongue" instruction to both groups. Both 

Turkish and Kurdish childm react equaiiy positively to mother tongue classes with SongüI 

because Son@ also fiilfils the role of providùig a "de" environment (i.e., a d e  haven) (see 

Lines 7-10). 

Second, in Lines 1 1-1 5, Son@ descn'bes what she considers her most important role: 

that of culturd broka-a school-cammunity intennediary ~apab1e of bridging two cultures, 

whose a h  is to improve the school srperîmce of niinority language children. F i y ,  in Lines 

1633,  Son@ disa<sses h a  role in chaiimging negative stereotypes about "Turks." 

4.2.2-3 Vibeke. 

Whüe Bodii oniy discussed the bibguaUbicuitural part of her teaching loaâ, Vibeke, 



the Danish teacher attacheci to the younger bilinguaübicu1tural cohon (personal 

communication, Septernber 9, 1993), does discuss other aspects of her load, as did SongüI. 

Vibeke just mentions the language ability of her Gr. 10 Math class in passing, but she refers to 

her Reception class a few times. Primady, though, Vibeke's answers focus on her role 

teaching the biiguaVbicultura1 cohort. She never raises the issue of the presence of Kurdish 

children in the program or the implications of their presence." Neither does Vibeke discuss 

her role definition in as direct ternis as do her colleagues, though she does deflne it indûedy 

in various passages, with examples following the presentation of her mind set. 

Vibeke difEers somewhat fiom her colleagues in that her attitudes and opinions are 

often expressecl in tenns of values. These values, which include the value of (a) Ieaming 

Turkish haself, @) providmg Turkish Ll instruction, (c) exposing Danish children to cultural 

and linguistic diversity, and (d) having a Oanguage-across-the-cUmculum) bridge between Ll 

and L2 instruction, an presented next. F i  Vibeke found t highlv worthwhile to have taka 

an introductory Turkish course. She felt it gave h a  insight into how the minority children's 

Ianguage was structureci, and gnater understanding of their culturai values. She also found it 

practical to be able to speak a Little Turkish to chüdren who had recently anived from Turkey, 

were emoued in her reception class, and codd not express themselves in Danish at all yet 

(Ethnograph; Lines 93-107). She found it advantageous to have grouped "Turkish" children at 

her school because she felt that, in a school with a more heterogeneous student population, a 

teacher could not leam dl of the children's dzerent languages, not even the small arnount of 

Turkish she had learned. 

Secon& Vibeke found the Turkish LI instruction that the "Turkish" children in the 

bilingual/bicuItural cohort nceived invahiable for the foîîowing reason: She suspect4 that 

other Turkish chiicim (those not in the program) may have just as good a Dhsh accent and 

intonation, and as big a vocabdary as her students,= but those other students rnay not have 

" It shodd be mted tbat I did mt Speciscaiiy raise the issue either. 
n 

Vi'beke nUted that both groups had i d d a b l y  non-Danish accents that would idente them as 
Turks," regardlas of participation m the program or wt. 



leamed as many concepts or have as deep an understanding of concepts as did the Turkish" 

childm in the bilinguavbicultural cohart. Her students had received enriching LI explmations 

ail throughout their schooling, and she felt that made a Merence: "So it becornes sort of 

more superficial Danish those other children who weren't in the bicultural program, they have 

sort of mon supedïcial Danisr (Ethnograph; Lines 262-266) (Tr-49). This example may be 

taken as evidence that, in a sense, Vibeke too has some suise ofthe BICSfCALP distinction.33 

Third, Vibeke discussed how valuable it was for Danish participants in the prograrn to 

know Turkish children as individuah, rather than just as Turks," knowledge which she 

beliwed wouid lead to heightened tolerance ofdiversity. She voiced the opinion that the 

Danish children in her bilinguaVbidtura1 cohort did not minci hearing Turkish classrnates 

speak Turkish whereas Danish chiidren unaccustomed to close contact with Turkish children 

and hearing Turkish felt threatened by it: 

M TurlOsh is spoken in our class, then it nonnaiiy isn't the case that any of the 
panish] pupils experience, bat there's anything wrong in it. And it is more rny 
experience that other [Danish] children who are not so used to Turkish being spoken 
think: That's weird. Why are they speaking Turkish? They Iive in Denmark. So why 
aren't they speaking DanishT And problems c m  reaily mise on account of that, you 
h o w ,  because the Danish chüdren pahaps thllik that they [the Turkish children] are 
talking about them [the Danish children] when they speak Turkish, and 1 can sure 
understand that when they am't  so used to hearing it. That iq that they can believe 
thaî. But our panish] children in this class are used to hearing it and don? feel Wre 
they [the Turkish children] are necessarily taiking about them or îike it's a threat. We 
don? reaily find anything musual about it and we have got them [the Turkish children] 
used to us ahvays asking them what they're taiking about, and so they tell us in Danish 
what they're talking about. 

Otherwise, then, for sure you can also get someDaiiisti cMQin who also thhk 
it's excitilig to hear another language. They have ofien asked: 'TIow do you say that in 
Turkish?" and asked Emine a few things. They would really like her to say things in 
Turkish sometimes. They realiy Elce hearing another language an4 1 thbk, you h w ,  
that's really exciting. (Ethnograph; Lines 735-795) (Tr-50) 

Thus, Vibeke values a classroom in which Turkish" children's home language and culture are 

n 

Thus, Vkke, Son@ and Bodü ail showed awamess of the concepts underlying the terms BICS and 
CALP (discussed in section 1.2.2) and the Ianguagt pheaomena associated with the- ifnot the texms 
themdws. 



vaiued, respecte4 and present. She also hopes to instiu tolenuit attitudes in the Danish 

chüdren by exposing and accustomhg them to dive*. 

Findy, Vibeke vdued the callaborative planning she had done over the years with 

Exnine, the Turkish tacher attacheci to the cohort. She feh their collaboration enableci her to 

adopt a Ianguage-across-thecumcu1um approach to instruction. She noted that, in the past, 

both teachers had sometimes worked on the sarne theme in -al studies, the same literary 

genre (fsiry tales). and the same grammatical point (punctuation), which aiiowed them to 

compare how the children were doing in the two different languages. 

The overriding impression one gets in listening to Vibeke is that she cares. More 

fkequently than not, she calls the pupüs "my children" and womes about their weil-being, for 

exemple how they wiil five when faced by societal discrimination in the fbture. That is 

partidariy clear when the topic of hture arpectations for the chüdren is raised. Vibeke 

otpects  most of the minority children to l e m  a trade, but even with specialized training: 

It can be unbeiievabiy difncult to get ahead and g& that kind of work [Le., trades]. 
Partiailady when one cornes nom Turkey, it can be very difllcult, and so when one 
"isn't a Dane" [said ironically], you know, sort of by statistics, that it is, 1 mean, that is 
to say, a's very hard to get work. 1 surely hope that won't stop my chilcken. 
(Ethnograpb; Lines 2 1 1-220) (Tr-5 1) 

Thus, Vibeke acknowledges that, for rninorities, even complethg an education does not 

g u m t e e  access to jobs, a view about minonties in Dmmark shared by Romaine (2000)? 

Thedore, Vibeke's mind set includes a preoccupation with numiring and protecting her 

minonty language charges as weli as a pedagogicai fonis. 

Wtth regard ta Vibeke's F& ckfmitian, as the lest quote indicates, a theme ahid 

fkquentiy arose durhg the course of conversation with Vibeke was that of discrimination. 

She noted that the Turkish" children wae presentfy hced with it, and would contirme to be 

faced with it in the fimire (e-g., in the work force) even ifthey compieted some fonn of higher 

education (e.g., business courses or trades). &en this recurring theme and Vibeke's 

preocaipation with muhiring and protecting the "Tmkish" children, it is not surprising that 

34 

Romaine (2000) notes thaî, between 19'75-1978, 'bot a sùigle child of Turkish or Pakistani ongin (the 
two largPst minority groups in Denmark) finished s e m d q  school" @- 206). 



Vibeke indirectly defines h a  role in terms of the foilowing: (a) preparing minority and 

mejority children to deal with societal discrimination and, thereby, @) piaying a role in 

counteracting societai racism. She also d&ed her role in texms of (c) counselling 

subordinated group parents. 

Beg-g with her role in counteracting sacidal discrimination, Vibeke notes that, 

when questioned about her job, the school ac., she tries to take advantage ofthe "teachable 

moment" and persuade people who are not violently opposed to diversity to accept the role of 

TurlSsh in the Danish public school systan (Ethnograph; Lines 890-934). Still, Vibeke mainly 

views h a  role in counteracting societai discrimination in tems of preparing Danish students 

to go agahst the nom when taking up their position in a society where diversity is not 

celeôrated. Vibeke notes: 

1 There's a lot of racism go@ amund DK, isnt there? And 1 thtib tbaf pmbably, tbat it k ing  
2 in tbe b;linmiavhicultural program] rnight mean that these particular [Danish] chilrireri, who 
3 h o w  some Turbh children that thcy d i y  iike and that they feel secure with, tbat it can 
4 mean something to them. So th, when they grow up and get older, that tbey wont be so . . . 
5 1 mean, 1 think a lot of people can fée1 unsure and scared of people h m  another culture, of a 
6 fbreign people. And 1 h o p  and beîîeve tbat my children will sort of be more secure with that, 
7 bcowse tbey h o w  people Who ongidy came fmrn anorhr country." 

in this passage (Lines 1-7), Vibeke expresses the hope that she can counteract the effécts of 

societal racism in Denmark on the dominant group students in her care. To cite Cummins 

(1996), she has a vision of "the society [she hopes ha] saidents wîil form" (p. iv). 

Later in the interview, Vibeke expresses the view that her role also consists of 

supporting minority group parents (see Line 8, below): 

8 lthlnkthey féeTtkycan m e t 0  me andask my adiïceon dïflèrent things. 

Thus, Vibeke's caring relationship also extends to the rninority children's parents." To 

conclude, Vibeke's is a vbed role definition with an emphasis on advocacy. 

4.2.2.4 Emine. 

A major difference between Emine (personal communication, September 9, 1993) and 



the 0th- educaîors disaisseci so tiir is that the Turkish governent sent Emine to teach 

Turkish in D& and she had done so for fifteen years by the tirne of our interview. Her 

saiary was paid by Turkey' not Denmark. Apart from that diifFerence, she m'ses many of the 

sarne issues raiseci by her Turkish coiieague, Songjl in the course of conversation (e-g., 

linguistic human nghts-the nght to speak one's mother tongue). Like Vibeke, Ernine never 

raises the issue of the Kurdish Wor or its bnpli~ations.~ 

Greater insight into Emine's mind set can be gained by examiriing her views on the 

foilowing topics: (a) the need for educators to become aware that they hold different 

expectations for Danish and Turkish students' and that L2 lemers' have particular needs; @) 

siddects of not speaking native-like Danish; (c) the detenorating social climate for 

minorities in Demark; and (d) the possibility of developing anti-racïst policies. The fht topic 

deals with Emine's view that Danish educaton need to become aware of two padcular issues 

relating to the education of minority language chüdren. The first involves differential 

expectations for Danish and Turkish -dents. Emine feels that majot ity gïaup educators have 

Iowa expectations of minority language children than ofDanish children, and that these 

educators are unaware that t h m  is a discrepancy. She does not think that they should be 

sati&eâ ifminority language children are just able to read, speak and understand Danish; she 

would rathex see minonty language children achieve mon than that: "1 would not be satisfied, 

if1 was a Danish teacher, with saying: "She can r a d  wel. She can speak weli. She 

understands wel." Instead, 1 wouid set the same demands as 1 set for Danish children'' 

(Ethnograph; Lies 102-1 1 O) ÇIf-52). 

She also suggests that Danish educators prefer docile ('smiling') L2 students who do 

not pose too many discipline problems or require L2 provisions (e.g., comprehension checks), 

which raises the issue of the need to become aware of and meet the linguistic needs of L2 

c h i l h  She feels that under the present (quota-) system whereby there can be as few as three 

L2 children per cohort, their L2 needs tend to get overiooked. To remedy this situation, 

Emine ncornmends that (a) A Turkish languege support teacher always be assigneci to the 

Again, it shouid be noteû tbaî 1 did not rais the issue e i t k  



classroom; @) L2 children d v e  "Danish-as-a-second-Ianguage provisionn [ e h a  h k ] ;  

and (c) the "home-room teacha" [HhsseImer] stay aware of minority Ianguage children's L2 

cornpetence thmugh ongoing conferencing with the children's L1 teacher (Ethnograph; Lines 

Second, Emine notes two side-effects of rninonty language children not having native- 

Iüte skills in Danish. It leads to (a) some Danish educaton labelling the children as "dumb," 

and (b) problem for the children when it cornes time for them to fonn Wendships with Danish 

chüdren. She surmises that the reasoning of those Danish educators who negatively label 

minority language students as "dumb" must be as foiiows: "Are they so dumb that they can't 

learn to speak Danish and they have been in Denmark for so long?" (Ethnograph; Lines 485- 

487) (Tr-53). Mer years of teaching, she has witnessed the side-effects of this labelling 

process: 

Eyou got labelied as dumb, even ifyou didn't believe it, then you'd fly into a rage ail 
the tirne and be angry and maybe even aggressive. We have aiso experienced that with 
many children. And, sometimes, chiltiren evem choose to be rather violent since they 
must, a€ter a& have some sort of stanis in the classroom. How can they get it? It's a 
big problem for the children. And some children prefer to be quiet, and they don? 
want to be noticed, and they wül make thmiselves invisible in class, you know? 
Nobody is supposed to notice them. Some children become sort of a bit more violent 
and aggressive because they want to be a part of things and it's gaieraüy the bnght 
ones who choose that route. who get into fights and puii all sorts of stunts, you know? 
Because they don't accept it? (Ethnograph; Lines 202-2 1 1 & 23 1-240) (Tr-54) 

Thuq children may lash out in a g a  at the injustice of being branded with such a moniker, or 

quietly implode and remove themselves psychically fiom the painfiil situation. 

A second side-effect is that they may not form fnendships with Danish children, the 

very fomis of social interaction that would help them l em ~anish." Emine explained the role 

of language in cMdren's play patterns as foiiows: 

3 t  

My înterpretaîion of%'' (Le,, what the cbildreû don't accept), is king an ''ingenn: a nothing or a 
nobody, as is discussed in the Du er ingen [You are noborfy] report &ch deals with kiings of low 
seIfestean, worttrl- being 'kithout an ide&yn [idkntitetslas] because the children are astiamed 
of their g m p  idenîity and net acœpted by the group wtiose identity tbey corne to view as superioi. 

See a reiated discussion ofWong Fillmore's (1991a) work m d o n  1.2.3. 



And it's also that the Danish childm won't play with thern ifthey don't know the 
[Danish] language. It's not hui to play with someone who doesn't understand what's 
being said. Children a m ' t  that patient. And it's quite fine that they must have ntn 
when they play or else they k d  some other playmates aiready in Gr. 1. And they keep 
playing with the same chüdren. Of course, they might pick someone else at a certain 
point, but they st2î tend to keep [th& old fnends] for a long the .  And it can become 
a habit, whoever they play with. (Ethnograph; Lines 2 15-229) (Tr-55) 

Thus, not hahg  native-üke Danish a n  lead to negative labehg  and subsequent 

unacceptable social behaviours (iashing out, trying to disappear or become invisible), and cm 

interfere with the h d  of interaction that fosters the development of native-tike Danish. 

The third point raised by Exnine deak with the deteriorathg social climate for 

rninonties residing in Denmark, a view shared by all four ducaton. She noted her displeasure 

at coming home fiom summer holiday in Turkey, looking at the mail that came whiie she was 

away, and seeing the negative headlines about immigrants in a i l  the nrwspapers. She was even 

more upset when she saw what the Danish Prime Minister had been saying about minorities 

over the summer: "not very positive things" (Ethnograph, Line 265) (Tr-56). In the following 

passage, Ernine assumes the role of a Danish joumalist, and gives an example of the sort of 

negative press minorities receive. She then cornrnents on the tenor of the ailegations: 

'Why should immigrants be so visrile? And why do we have to hear their language 
when they're minorities, you know, and they only corne here so they cari find work? 
It's not th& country, so it's not acceptable. They have to  become Danes, don't they?' 
The end! ' And that's why Danish is theu first language.' 

It's Wre, we think that's inhumane, you know? (Ethnograph; Lines 270-278) 
Fr-5 7) 

Emine fi& the social contact in the Demark of the titne disappmving of minorities, if 

not downrïght hostile. 

Emine larnents the trend, wfüch she views as worldwide but, at the very least, 

Ewopean, to  discriminate against newcomas-especiaily Mtislim newcomers. She fùrther 

commmts that one would have mpected discrirriination on the bask of religion to have run its 

course in the Middle Ages since now people understand that "people are the most important. 

It isn't language or religion or  nationaüty or race, right? But now it's becoming Vnpartant 

again" (Ethnograph; Lhes 294297) (Tr-58). She also comments on how fiir out of hami anti- 



Muslim witch hunts have becorne: In Demark and Gennany "one bums people to death 

because, that iq one has a different nationality or one has a dEerent religion" (Ethnograph; 

Lines 302-305) (Tr-Sg)? 

Fourth and fhaiiy, on the subject of the possiiility of developing anti-racist policy in 

the school, Emine was first dubious, then cynical in her repIy. She nrst noted that no official 

policy had ever been developed for dealing with "racist attitudes" [racistrisRe holdningeer] or 

incidents at school (Ethnograph; Lime 413). Rather, she said that individual teachers were lefk 

to deal with situations as they arose (and thqr invariably did). She then scoffed at the idea of 

ddoping  school-based policies, saying: 

But. of course, then it should be a national poücy, shouldn't it? A country-wide policy 
which gets implemented in schools. You can't have that kind of poücy in schools as 
long as there isn't [sentence not completed]. We don? even have an immigrant policy 
here in Denmark. (Ethnogpiph; Lines 43 1-43 7) (Tr-60) 

It was Emine's opinion that ifracism was not addresseci at the state Ievel one lone school 

could not hope to develop anti-racist policies that could wunter social trends. 

With the above attitudes in mind, Emine's role definition is more understandable. 

Emine defines h a  role in terms of (a) providing (syrnboiic) ' d e  haven' to the "Turkish" 

chiidren, (ô) countering negative stemtypes about "Turks" among Danish educators and 

studentq and (c) serving as a cultural broker. Beginning with her formai role as a Turkish 

language support teacher in quota-system classrooms, she notes: 

1 Wetl, the children always get happy, the Turkish chiidren, wben I corne into their classfooms. 
2 T'kt's because it's the sort of teacher who cornes h m  their country, or a teacher who bas 
3 tbe same natioaality, or who can speak the same language . . . . 

ui Lines 1-3. Emine does not discuss her academic role in the class~oom, but the psychic 

support she provides (i.e., her role in providing an emotional " d e  haven"). 

Second, Emine descn'bes ha roles as the embodiment of negative evidence (about 

Embe was makmg dkmce to fire bombing incidents described in the next section (section 4.2.3). At 
the time of the interview, they had receatly taken place in Solingen, Gennany anci Helsinger, 13enmark. 
la both incidents, right-wing amemists threw nrC bombs hto the homes of sleeping Muslim immigrant 
f h d i ~ w i t h  îhe intent to IciII, and iideed tbey succeeded in Germany- See Taylor (1998-b) for ninbcr 
discussim of this f9m OfYwitch h r . "  



cultural stereotypes), and as a cultural 'broker' between the school and subordinated grnip 

parents: 

There are some [teachers] who dont even tbink rin a Turkish teacher. Then, maybe some 
stiii see me as a repraentative fbr immigrants. But when I'm used as a ünk between the 
schooI and parents, 1 think bot& parties are happy to use me because I-even thougb 1 cane 
h m  Turkq.4 behave iike a tead~r, I bave a &der's rok. I speak for the school; offen 
take the school's side because 1 persoaally îhink it's important for scéool to be the most 
imporiant th@ in a child's lifè. But, then, when 1 spcak to parents on their own tams, tbcn 1 
can cxplain to the Danish teachers: why they did thiq tben, why they behave Iike that; why 
they say; "No." Then we sort of fin4 we sort of mach a compromise . . . 

It looks Wce a bridge ccmecting the two [culturesJ, but thcy can reach each other, 
obfain eacb &r ( d g  for the rigbt vab] [ianghter]. 

Lines 4-5 and 5-13 outhe the dual role Emine plays in w u n t e ~ g  negative stereotypes (and 

'educating' Danish educators) and bridging two culhues which, as otten as not, are mutually 

unintelligible. Emine aiso desai ies  her role in chaiienging negative stereotypes which the 

Danish children hold about "Turks:" 

14 . . - 1  often experience thaï Danish chüdren accept me, even if they have some negative 
15 attitudes at hrst, when 1 work in someone's class. Then, &r a whiie, they accept me 
16 because 1 wear the same clothes [as Western women] and I speak Danish. And 1 have also 
17 heard chilcirem arguing that 1 can't be a Tu* 'Surely, I'm a Dane, aren't 11' Even though 1 
18 talk with an accent. Then, ifs not so important fbr them, to sort oftalk with a bit of an accent 
19 Then, they oui say: 'We4 yeah. You bow, she lods Jike us!741 

In L i  14-19, Ernine notes tint her dress and fluency in Danish are at odds with dominant 

group children's preconceived images of Turkish women In dressing in a way which Danes 

consider " m o d d  (and she considers normal as she also dressed that way in Turkey), she 

challenges the chiidren's stereotypes and gains their z~ccept8nce. 

in the next seaion, the interplay between educational structures and key events are 

first summarired, then compared to the rnind sets outlined above. In that way, cornparisans 

can be made (e-g., do these educators challenge disanpowe~g macfo-interactions by 

orchestrating i n t d o n s  which aBrm subordinated children's worth?). 

4.2.3 Educational Structures 

As d i s a i d  in Chapter 1, Cummins (1996) defines the terni "educational structures" 

In Ethwgraph h r a f  the three texts &ch outlllie E m i d s  roIe definition are f m d  on Lines 325- 
33 1,33 1353,357-359, & 364-379, 



as "the organbtion of schooling in a broad sense that includes policies, programs, 

curriculum, and assessmentYy @. 18). The focus of this section iq as was eariier noted, to 

compare how the beüefs related to their actions as events played out in the field, and to 

ascertain the degree of agency the educaton were able to establish w i m  a given number of 

micro and macro constraints, inctuding the educational structures which fiameci the 

bilùiguaübiculturai pro-. To accomplish these purposes, 1 provide represemtative examples 

of the four educators' reaaions to the program from the viewpoint of actions rather than 

words in this section. 

The educators' reactions to the program touch on a variety of facets of the program, 

inchidhg macro (societai) pressures and micro-interactions with students, their parents and 

the community. The educational structure refemd to most often is curriculum in the broad 

sense which Uicludes educators' approaches to aimailum (Le., their pedagogical style). 

Reference is also made to advocating for better programming, and to tacit poücies the 

educators adhered to or which serveû as pedagogical panuneters. Examples of micro- 

interactions are presented in tenns of 'goods' and 'bads.' niey are not divided up in this way 

to present value judgments of individual educators' pedagogical styles, but to indicate how 

choices educators make with the best intentions can nonetheless serve either to enabte or to 

disable minonty language students. 

4.2.3.1 The 'aoods.' 

Bodi 

Two good parts of Bodil's pedagogical style are presented in this section. The first 

inv01ves her approadr to ctxnicatmir and the second hvohres advocathg for better 

programming. In both cases, wents presarted were selected on the basis of 

representativeness. 

To begin, the motives underiying Bodü's curriculum planning were exemplary. She 

plaaned instruction to promote second language leanùng in the minority chüdren, heighten 

tolerance of diversity in the dominant group children, and foster intercultural understanding in 

both groups of children. An outstanding venture Boa embarked upon to reach these goals 

was a class trip to Turkey. When the chiidrem were stül quite Young, Bodil had aiready begun 



ptanning for the trip (e.& hding ways to help parents to cover costs)? 

Bo& also carefblIy chose topics of study, and endmurecl to teach cntical iiteracy 

(Le., she attempted to draw on the chiidren's sociaiiy constnicted, personai literacies; 

Edwards & Nwenrnely, 2000; EMght & McCloskey, 1988)? During my observation penods 

in the school, the thernes with a critical bait which Bodil dected ranged fiom Turkish culture 

seen fiom a Turkish perspective, to racism, to Native peoples, to hating or fearing people who 

wene different. Two chiltiren's novels studied in class lent themselves particulady weli to the 

latter theme, and ta cntical reflection on popular (anti-Muslim) discourse. They were 

Hehefeeber p i f ch  j m r ]  and Kineserpigen [Child of China]. 

Bodü chose this novel to combat "images of the enemy" [ûendebiIIeder]. The novel is 

For t h e  years prior to the trip, parents set aside S 1 Olmonth in a savings account to cover custs of the 
trip. Also* in Au- at the k%mnmg of the academic year in &ch the trip was to take pface, ail of 
the dùldren JMed helping out in fhd-raishg e&ms (e.g., contri'buting and staffll ig bake sales, 
earnbg some money helping out Turkish green grocers a fèw hours a month, etc.). No extra ftads were 
provideci for the trip although its intetcuItural purpose was very worthwhile and the &stance c o d  
was fkther tban fbr typical ciass trips. The childm received the usual amount of money accorded for 
an international trip chiring theJoIkesRole years, no more or las,  although most class trips at that Iml 
tmded to be to nearby cou~ltries such as Gennany or Poland. As there was no speciai niadmg, 
incentives or reqpition of the value of the venture, it could be argueci that there was no Estihrtional 
support fOr the trip. (For more idimnation, see Taylor, 1995.) 

At its most basic, hteracy e r s  to readmg and writing ability. Literacies, on the otber hand, derive 
h m  socialhf consfructed practices which midents experience M o r e  coming to school. Criticai iaeracy 
involves refiecting on, and gaiaiag deeper understanding of. these experienoes as w d  as gainhg deeper 
undCrstanding of the wntten word- its meanin&) and its possible ( W ï i  199% That is, 
cnticai iiteracy draws on two f o m  of literacy: (a) traditional and (b) sociaiiy constructed, personai 
h a c i e s  (see Ennghî & McCloskey, 1988). More aad more, nsearchas are Urgmg teaehcrs to rethink 
th& view of literacy and to incorporate into their pedagogy the literacies which cbildren h m  ail 
backgrounds brhg to school, rather than to b h  the children's parents for mt providing the same 
(naditional) literacies at home as are (traditiondy) dued at school (Edwards & Nwenmely, 2000). 

Witb regard to critical literacy, Wink (1997) suggests that sometimes hard questions need to be 
asked, questions which examine "baw" d 3whf (e.g, How are knowl* and powa constructed? 
Why are tbcy collsmcted: by *?-fOf whom?"). ïbaigh teachers may banc at impl-*es ancl 
avoid asking critid- qudm, hard questi*ons nced b be asked to help 1- cope with p e r d  
liter;icies which inc1ude Srpenencrs such as k z  bombbgs. C m m k  (1996) notes tbat s t u W  
limaedpasreXpeneacesaidmaainry1dniaydcicimmctbcdepthofcntidaaaiysiswbichcanbe 
conducted on any particular topic (e.g, right wing vioIence), but adds that ail students are capable of 
cq%aging in somedegreeof criticism (Le., thecritical process) (p. 159). 



set in the Denmark of the Middle Ages when superstitions reigned supreme. At that tirne, 

people had no understanding of the tragedies which beset them: fires caused by iightning, 

cows that stopped producing milk, gangrene or 0th- üInesses which resulted in death 

Certainly, those who practised folk medicine (heaiers) were at great risk whenever their 

patients died. The story begins with the mother of the protagonist, a young boy, being bumed 

at the stake for being a heaier. 

M e r  witnessing his mother's death, Esben, the young boy, flees dong a fjord. He 

stumbles ont0 Hans, a kind man who is aiso a healer. Gradually, Hans talks Esben through his 

mother's death, leadiig Esben to see that people are afhid of anyone they perceive as 

different. He convinces Esben that if he let himselfbe consumed by hate and the desire to 

extract revenge for his mother's death, then he wouid be succumbing to another form of witch 

fever (i-e., the desire to infiict pain and suffering on others). 

In the end, one of Hans' patients dies of gangrene and villagers corne to put Hans to 

death. He succeeds in fending them off untü Esben escapes. Again, Esben resists the urge to 

extract rwenge, thus overcoming his own witch fever. 

Bodil was aware that her rninority and majority language charges did not share the 

sarne school expenaices o.e., the dominant group students were not subject to the same 

prejudices, school fidure, or assaults-on their character or their person). She did not acpect 

them to  share the sarne ideas, purposes and dnamq but wanted them to come to a conceptual 

meeting place. In her attempt to draw out both groups' interpretations of the story, she hoped 

to Iead than to share their experiences and personai literacies. She hoped that they wodd 

maketht cowe*ion betwan the storgwd ament events in Denmark,u and reffezt on thern 

The current eveat reférred to was a crime of hate in Sollingen, Gennany. In the eariy hours of the 
1110- on May 306, 1993, some Gemam t h m  a fï.m bomb into a Turkish home. Ibc inhabitants of 
thebomtwensleepingandhadnochancetoacapt. Fivewomendiedintûeblaze. Sooglil ndedthat 
tbe incident was a resuit of, and clear indication of gmmiig a n t i - T ' h m  sentinient She reported 
th& fb1Iowing the inciderrt, "Turksn in Germany diû not go to work %r a week m protest, and a 
demoastraam was Md a&r the hera i  in whïch 120,000 Germans and "Turks" participated Tbe 
Oermariswhoa>amzittedtheaimewereappnbcndedbut,Smcetheywereody 16,theywerenot 
charged, 

Later thrt same par, another fïre bombing d a  T ' h "  residence accurred, but that time it 
occurred m Helsinpr, Denmark. No deaths m d e d  the SeCoad tirne- Details of the German i6re h b  



critically-thus devehping critical Literacy. 

Bodil chose the novel Witch fmer in the wake of an unsavoury incident (a fire bomb) 

which involved right wing aggressions against minorities ("Turks"). By working through the 

novel study, she hoped to initiate discussion of why people hate and inflict pain on those 

whom they perceive as dierent. In so doing, Bodil did not circumvent the difficult topic of 

why feîiow Danes and other Eumpeans sometimes commit heinous acts; rather, she attempted 

to get at the heart of the hurnan psyche and disaiss the banle between good and eMI-on a 

level accessible to young leamers." 

The second novel, Kheseqiggen, also dealt with images of the enemy. Descnied is the 

H e  of a yomg Chinese girl sold into bondage by her f d y  when theV home is destroyed in a 

flood and they become intemal refigees in China For severai years, she lives and works under 

horrendous conditions, providing slave labour in a dk factory-until the Japanese attack 

China During the attaclq Chinese civilians and Japanese soldiers are wounded. The young 

Chinese girl nsks her life bringing wata to the wounded, no matter what their nation-. She 

does not hate the enemy, just as she did not hate her fellow nationals who mistreated her in 

the fhctory. She is killed whiie ammplishing her mission of mercy, but not before gainhg a 

reputation across China for being a M e  ange1 put on this earth to ease suffering. 

While the values portmyed in the novel are camrnendable in themselves (not giving in 

to self-pity, remaining charitable under the worst conditions, loving one's enemy, etc.), when 

asked why she chose the novel, Bo& stated a difEerent reason: This novel also touched on the 

topic of "stmotypical images of 'the enerny '" ~ ' b i I Z e c i i o t ] .  Thus, Bodil planneci h a  

CumcUIm in keepllig with k pmgtanmtatic goal of promoting interculturai understanding. 

A second 'good' part of Bodil's pedagogical styie was the feisty, pro-active approach 

she took to enaue quality programming, an approach which involveci strategic planning and 

assuming an advocacy role on behalf of the children. As noted in section 4.2.2, she descriied 

madent wert discussed m S@s Turici& 3notlm tonguen ciass on Jtme 3*, 1993. (See Participant 
Observasion notes, Phase II, p. 26.) 

For an indepth disaission of-the measure of succes Bodil met in her m p t  to foster d c a i  iiteracy 
(and the coroüaries of success), see TayIor (1 998-b). 



this part of her role in combative te- (i-e., as an ongoing "fight" [kamp]). It was a role 

which sametimes required that she second-guess and outmanonivre local politicians, efforts 

which met with varying degrees of success as is desmieci next. 

In one partidar case, Bdil's attempts were foiied or, to paraphrase Anne-Mette, the 

 consultant,^ Bodii 'got suckered.' The spring &er mouncing that Danish could not be a 

second language for children in Denmark (December 13&, 1993)," the local municipality in 

charge of programming at Trilleskden began exerting pressure on the school to disband (Le., 

desegregate) the minority language children in Bodi's cohort. W e ,  ostmsibly, the reason 

was to bring the number of minority language children in the cohort in line with the new 

guidelines (i. e., quota), Bodi interpreted their move as an attempt to hide the trace of a good 

example: It was not enough for the municipality to have canceUed the bilingual/bicultural 

program before the chilàren graduated so that no (positive!) hai evduation could be made; it 

wanted to disband the cohort so that nothing remaineci that could be constmed as support for 

biigual education. Bodil's strategic response was to declare that since the rnunicipality had 

canceiîed the program on the grounds that minority language children should be treated iike 

Danish children, then they were Danish chüdren and, ifthey were Danish children, they should 

not be desegregated as cohorts of Danish chiîdren were never disbanded." 

Bodii's argument was accepted with the result that the minority language children 

were classifieci as 'Panes* and not desegregated. However, that classification meant that they 

could no longer claim the ri@ to Turkish mother tongue instruction and, accordingiy, no 

Turicish mother tongue instructor was assigned to the cohort when school recommenced in 

P b  V fi-e., August 1994). It was base<t on the &ter tmir of evetlts that Anne-Mette judged 

Here 1 refér îo Anse-Mette, the ufimmedsproge&ei~rbrtmIen~ [consuitant for ChiIdren who are 
speakers of a fOreigu ianguage]. In amversation during Phase V (AugustSeptexnber, 1994) she 
ref'emd a fèw t h  to h m  Bodil 'got suckered' niese conver~aa*ons took place in the staffroom at 
the school- 

47 

For related discussion, see Cbpter 2, section 2.3.1.4. See Appendix C for the original text of the 
municipalmano. 

" See Participant 0bserv;ition; Phase IV, p. 14. 



tfiat B d h a d  been 'suckered' by the municipality since its goal all dong had been to stop 

provision of Turkïsh mother tongue instruction. That iq Anne-Mette felt that Bodil had played 

right into the dcipali ty 's  hands. 

Bodil's summation of the situation dEered. She felt vindicated in having thwarted the 

municipaüty's attempt to wipe out any trace of the program. Therefore, she was rdatively 

satisfied with the tum of eventdg 

At issue is not whether Bodü was tricked by politicians. Rather, this incident shows 

the extent to which B d  was willing to enter into the fray to advocate on behalf of the 

rninority language children in her cohort to ensure that they would get proper programming. It 

shows the lengths she had to go to (beyond just good teaching) in the context of her 

assignment. In the next section, 'good' examples of Songül's pedagogy are disusseci. 

Son@ 

To Songol's d i t ,  she managed to infuse her role as a positive cultural mode1 into her 

practice in various ways, two of which are exempüfied in this section. The nrst involves how 

sharing the Turkish" children's circumstmces infiuences her pedagogical style and approach 

ta cumailum. The second involves challenging exclusive interpretations of cultural and 

linguistic "capital," interpretations which tend to disable the Turkish comrnunity at large. 

First, the Turkish "mother tongue" lessons d u h g  which I observeci Songül teaching 

and leading various pedsgogicel activities appeared highîy successfi>. 1 base my view of the 

s u m e s s  of Songul's Turkish "mother tongue" class on the foiiowing: She appeared to 

Me ta the chihge of meeting the needs of ha mixecl fTurkish and Kmdish) group of 

learners. Her situation d8ered nom that descriied by two Kurdish interviewees who 

desaibed teacbing to this mixed group of learners as an 'impossible' teaching assignment, a 

view confinned by another Kurdish tacher who was not even Vnrolved in the study (Aytirnur, 

Bodil's maweuvrisg was obgoing throughout the sprhg of 1994 a& retumiDg f b m  the trip m 
Turkey.Her~estinratimofthea~nofeventswasdiscussedatVan~~~tMiesinthestaffroomm 
Phase V (AugustSeptanber, 1994). 



1998)? However, th& 85Signmetlf~ were more difficult than Songül's in the foliowing sense: 

They were teaching Turkish as an isolated subject to a mVted group of primary level chiidren 

(Turks and Kurds) with widely different levels of fluency or fdmilarity with the language. 

The students whom 1 observeci in Songül's class were in higher grades and had 

received Turkish-medium instruction in the bilingual/bicultural program for six years. As the 

study was conducteci many years &et the prognim began, the extent to which Songül may 

have used pedagogical approaches associated with immersion teaching to Eicilitate the 

Kurdish students' introduction to Turkish cannot be examined; however, by virtue of the 

nature of primasr schoohg in Denmark (Le., which is experientially based), it may be said 

that they had the advantage of largely being able to develop BICS before being required to do 

tasks requiring CALP. The primary-ld Kurdish students enroUed in Turkish as a subject did 

not have that advantage as they were expected to participate in aaivities requiring Turkish 

literacy (Le., CALP) at a much faster rate. It must be stressed, however, that, by virtue of 

behg dassined as "Tu~ks,~ the Kurdish children in the cohort would have encountered some 

degree ofthe sink-or-swirn instructional approach more typicaily associated with submersion 

teaching fkom the nrst day they entered the prognia Furthemore, they were certallily in a 

abtractive language leamhg situation with regard to their Kurdish (Le., they were not gaining 

mother tongue literacy and Turkish was, to a large ment, supplanting th& mother tongue). 

Nonethdes, the positive side of the program was that years of content-based instruction in 

Turkish had prepared them to follow Songul's Turicish "mother tongue" lessons much more 

successnilly than th& Kurdish quota-system counterparts enroiied in Turkish "mother 

tmpen lessons (Le., dn pomrg Kmüsh cMâren for whom Turkish "mother tongue" class 

was d m i  by the three Kurdish ùistnictors mentioned above as 'impossible'). Beyond the 

An analogy to the 'impossi'bIe' situation decned by these Kurdish instntctors wwld be fbr soraeane to 
have to ttach a SaDurday momiog. Japaacse "Intematid Laquagen class in Canada to a mixeci 
g m p  of<stnh-speslms and non-Japanae, rank beginners. 'Ine proficiency leveIs of the Kurds and 
zwn-Japanese would be too diffetnit fioon that of the native (Turkish or Japanese) speakers to offer one 
coherentprogram~However,thatiswhatttreKurdish~wereexpectedto&.Sincetheydd 
not, thq. were le& gtapplmg with a multitude of negative consequences (disnrptive behaviour, total 
wiuidrawd, etc.) ou the part oftheir youug Kurdish charges who could not foiIow the Ianguage of 
insbpctim 



d C ' e r  aspects of the linguistic component of the program, then  was a strong affective 

idvantage to enroiment in the program for the Kurdish cmdren which can be attn'buted to the 

quality of micro-interactions they experienced with Songül. 

Both the Kurdish and Turkish groups of c h ü h  enrolled in the bilingual/bicultural 

program were 1e-g Turkisb in an aiviro~nent in which they felt d e .  Their sense of 

seavity is noteworthy. On one partidar observation day in Phase III,'' 1 observeci all of the 

children in Songüi's Turkish "mother tongue" class lounging around the room on piiiows, 

rcarling modem-day Turkish chilcirai's n o v e l ~ . ~  She informed me that she ofien took 

materials that she found interesting and available out of the local Iibrary because she found the 

Turkish pedagogical materiais they had access to either too uninteresthg (poor quality, print 

ody texts provided fiee of charge by the Turhsh govemment), too nationalistic (the fkee 

texts), or too expensive for the school district to buy (giossy pictures, motivating subject 

matter printed in Germany). The chüdren all appeared at ease, happily buried in their 

individual reading, and there was a relaxeci, yet task-focussed, classroom atmosphere. This 

confirms the ' d e  haven' component of Songül's role definition." However, Songiil's 

cia~sroom provided ' d e  havai' in more important ways as weîi. 

On another day, the topic of debriefing the children in "mother tongue7' class aroa. 

Specindy, it concemeci the fire bomb incident akeady descnbed. Though Bodü was 

mncemed with the &ect the incident might have on the chiidren and attempted to disais it 

during novel shidy period, they did not open up to her. They did however open up to Songril 

in ''mother tongue" class: their 'safè zone.' This was not only the pattern for Turkish children. 

" The exad date was Septanber l*, 1993. (See Participant Obsedon notes, Phase III, p. 42.) 
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Itisno~ewortbytbattheTurkishchildren'snovelstbatbotbtheTurkishandKUfdiShchildreawere 
reading were about 150 pages long. ?bat was longer tban the Danish novels they were reading m a 
skbedmam~er(ï.e., w i t h ~ l a n s i h ' ~ l l ~ f i o m ~ T u r k i s h ~ r w t r e n  mixed in w i t h t k  Danish 
&Wren in Danish language arts periods, and with exphnations h m  their Danish teacber during the 
"ekstm h k "  perïod [i.e., Danish-as-a-seccmd-language]). 

As S~statesinberdedefhiticm "Andtheyrelaxmmotbatongueciass.Whenthey~tbqr 
are realEy happy and hurry mto class . . ." This was c1eariy the izse in the lessons 1 observed. 



Tt also p d e d  to the Kurdish cMdren to a large extait To understand why. one need only 

look to the fie bomb incident: Considad "Turks," their families could just as easily have 

been the target. This was the uTurkish" experience which they shared with Songül and which 

could be disnissed in their ' d e  haven': Turkish "mother tongue" class. They too felt d e  

taking up shared acpaiences in th& personal üteracies f h m  insider perspectives there. Thus, 

aitical literacy is also on Songill's (aUndar) agenda 

As for Songul's role as a cultural representative for minority children, a noteworthy 

incident took place wMe on the trip to Turkey in Phase IV. There, the power relationship 

which was the nom betwem Songüi and Bodi in Denmark juxtaposeci completely? That is 

because it was as though the (fonneriy) dominant group did not have the proper currency for 

the Turkish market (Le., cultural and linguistic "capital" or knowledge). In fact, neither 

knowledge about Danish society nor proficiency in Danish were high-status or rewarded, 

leading nrst to a devaluation of theu capital, second to a total coUapse of the 'market' and, 

third, to a juxtaposition of (dominadsubordinated group) roles. 

Under the new marka conditions, "Turkish" knowledge b m e  hi@-status and the 

former dominant group cfiildren were obtigeû to seek the assistance of former subordinated 

group chüdren (e.g., to barta and Save money). No longer were the minority language 

chüdren subordinated, non-privileged, without infiuence or siient. This tum of events changed 

the balance of power and group dynamics. The power shift was not without growing pains. 

and necessitateci some renegotiation of roles of dominance and submission. Concretely, and at 

the level of the thirteen year old participants, the power sinft played itseifout in ternis of 

music selectioo fe.g., whieh cassettes got pfaped on bris trips) and mode of dance (e-g., 

Turkish or Western), with TurlSsh gradualiy prevaüing as the minority language children 

became aware of their newiy f o n d  power. At the level of the ducators, the power relations 

were ais0 drastidy altered. 

See S a p '  (1991) description of a cornputer networking project fbr another example of shifts m 
power, prestige, and seif-esteem. In the case which he descn'bes, the shifts c.Kxurred afkr subordinated 
group stuckaîs began to assume CIacpertn mies in a cooperative, #oss-border exchange between theh 
present and ancestral homela&, coles which rw[uired knowfedge of îheir minurity language and 
*. 



The fikt signs d a  shifk in powa involving the teachers staried out very h p l y :  How 

was the group going to get to K u g d a r ~  [pigeon Island], a tounst site: by foot or by taxi? 

Bodil prefared to walk, but Son@ thought a five kiiometre waUc at 8 a.m. would needlessly 

tire the children at the beglluiing of the day-a day which promiseci to be long and busy. in 

DaYnark, Son@ tends to play an observer or fàdtator role, and cedes authonty to Bodii 

who adopts a leadership r01e.~' In this instance, however, Songiil exploited her 

ünguistiJcultud knowledge and overruied ha coileague. After Songül and several taxi 

drivers had a brief exchange in Turkish, the group was bundled off-in taxis. A somewhat 

fàzed Bodil watched as the first taxi drove away with some of the childnn and Songlil in it, 

without Son@ so much as ha* wned around to srplain wtiat she had arranged or say 

good-bye. Bodil's cornent on the Nni of events was: "Sometimes you have ta let the locals 

decide" (Bodil, personal communication, May 6, 1994); participant observation data in 

Twkey, Phase N." 

Songül lata confideci that since it did not even  CO^ twenty Danish kroner ($4.00 in 

Canadian currency) to pay for taxis to and fkom the island for the whole group, she thought it 

would be lunacy to make the children waik sa far and needlessly tire them out so early in the 

day . St& she never took a simiiar lead in Denmark. Neither did she make decisions on h a  

own or go over Bodil's head. As a result of the incident, the dominant and subordinated group 

children saw "a Turk" assume a strong leadership role which may have made them gain 

resp- for her. This was novef since: 

Neither the Turlàsh economy nor Turkish d n i r e  or social life have any prestige . . . in 
Western society and when . . . there is no [perceivedIn need at al1 for Turkish know- 
how and culture, man- dominant group members are not attracted to adopting features 
of Turkgr's culture. (Apitzsch & Ditbnar, 1987, p. 55) 

Thus, the trip to Turkey did reverse dominant/subordinated group relations. By nsing to the 

This Didmcy was oôserved and desaï by Andersen (1993) in ber dMption of the dyuamics in 
Songril and Bodil's bilinguaübicuiniral classroam. 

i9 my addition to the original text by Apitrsdi and Dimnar (1987). 



challenge and overturning old interpretations of cultural and linguistic "capitai," Songul was 

able to show h a  group in a new, more positive iight. 

Vibeke 

The main 'good' which emerges fkom the portrait of Vibeke's pedagogy is the extent 

to which she cares about the children in her cohort and theu parents as well, a curricular 

concem which transcends the bounds of ministerial subject guidelines. This finding emerges 

ftom numerous observations, two of which are discussed in this section. The £kst deals with a 

paredteacher meetingY and the second deais with Vibeke's concern for the whole child- 

includmg the child's f d y .  

The first observation concems the parentkacher meeting at the beginning of Phase 

ID. Representafives of only four out of thirteen famElies attended the meetiq. These included: 

(a) one out of five Dmish chiidren's parents; @) one out of five Turkish chiidren's parents; (c) 

two out of two Kurdish children's parents; and (d) zero out of one "other" child's parents (an 

1-an boy classifieci as a Dane for purposes of the program since he was not a "Turk"). 

Etnine, the Turkish tacher attached ta the cohort, was not able to attend the meetingsg The 

evening took on a negative flavour as a result and Emine's absence placeâ Vibeke in 

somethuig of a predicament. 

Of the four parents who attended, two were fithers. One was a Turk and one was a 

Kurd. Both had lived in Demark for seventeen years, and neither had d c i e n t  mastery of 

Danish to understand the oral explanations of the curriculum provided by Vibeke and Klaus, a 

makteacher sssigned to the cohort for some subjecfs. To iiiuustnite the fathen' lack of 

comprehension of Dani&, during Klaus' explanations about c'wood-working class" [sl~jd], 

they inte~pted and asked about the English program The Kurdish mother who attended the 

'Ih parrniheadiermedngwas heid &Trille SEhool oat6enightofAugust 3oh, 1993. (See 
Participant Observation mûs, Phase III, pp. 27 & 32.) 



meeting interpreted for them at least four times during the meeting. Their overaii tone was 

rather hostile, and they nwer stopped asking why E d e  was not at the meeting. 

The Danes present reacted in the foflowing rnanner. Mer the meeting, the sole Danish 

parent commented that she found it %tiresorne, unpleasant" [Kedélig] to have constant 

interruptions 'during a presemtation made in the official language of her country' (Peder's 

mother [personal communication, Septernber 10, 19931) (see Participant Observation, Phase 

III; p. 32). IUaus never Id his eyes ofMe mm during the meeting. Vbeke's voice shook and 

she appeared nervous. She trieci to dramatize parts of what she was saying (e.g., she acteci out 

a long jump to descnie the Physicaî Education program). In a discussion which foiiowed the 

meeting, she did not howwer express any irritation with the men. She just found it 

unfortunate that Emine could not be there. That reaction was in keeping with the ('Why don't 

people give them the benefit of the doubt?') attitude she often expressed. 

After the meeting, Vibeke o f f i  to walk the Kurdish mother home. She had corne to 

the meeting with her newbom baby. Vibeke was quite concemed about a Kurdish woman 

wallring home alone at night, not only because of the reputation the houshg cornplex around 

the school had (e-g., for behg tough), but also because it was fiaunting tradition. Dilan's 

mother was a k d y  ostracized by the local Turkish and Kurdish u>mmunities for not 

foiiowing her husband back to Turkey when he was expelied from Demark. Since the 

c o d e  did not condone a Kurdish woman walking arowd done at night, Vibeke did not 

want to make matters worse by hahg Düan's motha appear to flaunt yet another 

convention. The Kurdish woman refùsed the offer, but Vîbeke had cared mough to make it." 

Thtou- ttie o M d  phases, Vibeke cornmentd on and womed about the 

home situations of the children in her cohort. For example, the mother of one Kurdish child 

Vïbekewas the~educatorofttie~m~studytogiveme~'I01~down' onallthefàmilies of 
chiidrem in ber ab* Soaal proôlems rangeci fmm espousi abuse (Frederik's stepfkkr beat his 
motbcr, aud Paihan's natural fàîher beat her mOQhef-proof tbat spacsal abuse crosses dhnic iines) to 
alcoholism OpFeben's Ettha) to (Eüfs mother left ber Esther, a Kurd, and ran away with 
a Danish lnaa EIirs W r  became clinidy depresseci, but hsad since marriecf d e r  K d k h  womaa 
aod bad illlother cbild so Vibeke tbDogbt he was Imking more chipper). She biew ali about the stresss 
andsiraiiis mtheImsinaDofthechi ldrenmher~~~ indudiDgmtbcirparents71ms. Shewasnot 
gossipy, just amcemed. (See Participant Observab'0~1-Phase III, Septernber 9&; pp. 74-75.) 



and the mother of a Danish cfnld were in abusive relationships. In both cases, after talking 

about moving the children into a women's shelter, they then had new babies. Vibeke was very 

concerneci for the women and children. 

She was one ofthe rare teachers to bridge the contact gap between the subordmateci 

and dominant group children in the Dm*& d g  by organizing a foray into the unknown: 

She organïzed a visit to one of the Turkish children's home to see one of the new babies just 

rnenti~ned.~' For many Danish cliüdren, t was th& first tirne in a Turlosh home and a 

considerable cultural mpaience. Thus, Vibeke's micro-interactions with students bespoke her 

casing pedagogical approach. 

Emine 

My observations of Emine's Turkish "mother tongue7' class indicated that, üke Songlil, 

she s h e d  many of the "Turkish" chiidren's cimim~tances, and that this shared literacy 

intluaiced ber pedagogicai style and approach to curriculum: She too provided ' d e  haven7 

for the ''Turkishn chüdren, a 'good' educationai structure. However, the 'good' educationai. 

structure descriied here involves advocating on the minonty language children's behaifin a 

case of discriminatory Cumcular materiai. 

During the pamdteacher meeting descnied in the previous section, Vibeke presented 

the text used in Lotte's "KuIW class in Lotte's absence. Whille the name of the course wouid 

seem to suggest tbat the topic of study was culture, 'Mtur' was actuaiiy a course on 

Christianity. During my days as a student in a Dmkh Bymnasium, the obligatory religion 

cwsa hrtd been ealled "dgioh" Thmfbm, I had never question& "'Rtrî'W-untïi 

paredteacher night. 

During the course of the meeting, Vi'beke had held up the text for the 'kultzd course. 

The M e  of the book was Rickterticien /7Re age of chiva@], and on the cover was a pichue 

Naabte~~ti~~l~werrthetrip(oTuikyoganipdbyBodil~S~sotbatdommantgrotip 
chiidren anild experience the mbordinated grwp chiklren's cuIturecuIture Ab, as alnady noted, they 
encouraged the Danis& and Ttrtkishn chiidna to work p a r t h  for niiwrity green p a r s ,  pizza 
lrioskoperabrs,etc.mordertoearnmmytowardsmttrip. TheseeXpenemcesakogavetheDanish 
children confact with Turkishn chilcisen, their lifk and customs, outsl*de the classroom. 



ofa Crusader on horseback Whiie I listened to Vibeke, 1 kept looking at the book and made 

the foilowbg connections: 'Crusades; regain the Holy Land; Holy War, kill M u h s  . . . . ' 1 

looked around the rwm, saw that three out of four parents present were Muslims, and 

thought about their children shidying that book-potaitialiy discriminatory materiai. A quick 

perusal of the book confirmed my suspicions. Tbe gist of the stoiy was: 'Off rode the 

wurageous knights to kül the "endes" We&] in the name of ûod.' It just so happened that 

half of the children in the cohort wuld be classined as the 'faend?" descriied in the book. 

Stiii, there was no adverse reaaion by anyone present. 

The next day, 1 approached Emine about the book. She had assumed that the course 

dealt with World Religions, the topic covered in her own son's 'hltw' class in a dinerent 

school. She irnmediately understood the implications of br~aching such a loaded topic with a 

mixed group of Christian and M u s h  children. She appeareâ galvanized fiom the redization, 

and promis4 to take action on behalfofthe minority language children in the classroom. She 

took it upon herselfto investigate what the actual content of the 'hltw' course wasVe and 

expressed the intention ta have it changed if indeed it was discriminatory I lefi Denmark 

when Emine had just begun h-finding. Therefore. 1 do not know what finaiiy transpirai. 

However, 1 do know that Emhe did not shy away from a co&ontation.* 1 suspect that she 

settied the problem of Lotte's using potentially highly discriminatory curricular materia but 

I ais0 conducted my own mini-investigation. 1 attempted to go observe the course, but e v q  t h e  1 was 
scbeduled to go, Latte d e d  in si& (e.g., on Septemba p: 1993). Q did M y  get into the course 
w h a t I c a t a o d t h t d a r s , m  marmamce4PhaseWare. tOneto0keüquÎkirritated UnfortunateIyformy 
investigation, but fôrûmateîy fôr the childrea, Riakkrtiden was no longer the course text by the time 1 
was abte to observe the class, a year later.) 

To circumveat the problexn of w access to Luüe's clasmom, 1 asked one of the Danish 
children in the class about the course amtent while 1 was in bis home interviewhg his mother- The boy, 
Peûer, ~IearfystattdtbattheywereleamingabwtChristianity~ Whenhismother@ersoaal 
COmmULticatioa, Septeder 10, f 993) asked him what the Muslim cbildren did when the teacher talked 
about Christianity, Pecler stated that he did not h, but suggested: 'maybe they close their ears.' 

Neither wouid Songiil shy away h m  a cdhtatim. She (Soaglil, personal communication, 
September 9 & 12,1993) described h m  she and Emiœ stated tbeir opinions, no matter wtÿrt the 
&on of tbev Danish cokagues: W e  say what we mean no matter ifthey [the Danish teadxxs] 
accept it or net . . . We d d  care les-" (Ethwgrapb; L k  793-80) (Tr4 1) 



this is strictiy conjecture as 1 was not able to delve into the matter in Phases N or V. 

4,2,3.2 The 'bads,' 

Bodil 

Con- to the nom for Bodil, in one case she feu into the trap of ascniing a 

stereotypically negatve identity to a Turkish boy. in a lata case involving the same boy, Aii, 

h a  actions seemed to reveal an orientation toward Danish confomiity/nationalism. Both cases 

could be descflbed as disabhg micrbinte!ractions resulting f h m  objectionable pedagogical 

There were two grade six classes. One was the former büigual/bicultural program 

cohort (6.b). and the other was a quota-system cohort (6.a). The two cohorts were mixed for 

certain abjects (e.g., Physical Education, carpene, home economics, etc.). The event 

describeci next involves a racist incident which occurred during one such mixed Physical 

Education cl as^.^ 

Aü, a Turkish boy fiorn Bodii's cohort, was paired with a Danish boy to share a gyrn 

mat. The Danish boy refiised vociferously because he did not want to share a mat with a 

"Turk." The next day in 'Danish-as-a-second-Imguages [ekrha h k ] ,  ail eight h n t y  

language chiidren descr i id  the incident to Bodü. Apparemly, the Danish boy said that the 

mat 'stunk üke Turks' and refûsed to lie on it. The children mer cornmented that the insults 

were made within earshot of the Danish Physical Education teacher, Hanne, and that, in faa, 

the whole class heard them Thq reportai that boys fiom the other class, 6.4 constantly 

made racist comments in gym class and that Hanne never reacted, intervened, chided, 

di&plUnd or stopped the Daiiislr boys. Rather, she alîowecî the insuIting behaviour to go on 

(e.g., she aiiowed the Danish children to make strange sounds foUowd by wmments such as: 

'Bla, bla, bla; Tm qspealang Turkish'). 

Bodil appeared embarrassed by the conversation in my presence. She tried to defuse 

the situation and change the topic &a asking ifthere had been any Danish witnesses to the 

The im5dent arumd on September p, 1993. but was dis<Nsscd m c h  the aod &y. (Sa Participant 
obsexvation notes, Septmiber 8'L, 1993; Phase III, pp. 65-68. & Soogiil's inte~ew for rekted 
discassicm [PefSOlliil annimmcüion, September 9 & 12,1993J.) 



incident or if she only had minonty language children's word on the matter. Aiso, Bodil tried 

to confirm the incident with the Danjsh chüdren in the cohort when they arrived at school at 

850 am. for the next period, Danïsh lenguage. The reason B d i  gave for seeking out Danish 

witnesses was to strengthen the aory because ifthere was only the minority language 

chiidren's word to go by, people would think the children were making it aU up. 

Bodü then said that the minority language chüdren should not group t oghe r  in gym 

class or they wouid just add &el to the (dst )  Ge. She asked if Hanne had clearly heard the 

Danish boy saying "those Turks" [&m Tyrkem], and Bodil suggested that perhaps Hanne 

had not recognued the terms used as Uisults. Bodi recommended a mediation attempt at 

recess. She said that she would gather Hanne, the three minority language childcen h m  her 

cohort, 6.b, and the three Danish children from the other cohort, 6 4  who were the most 

involveci in the situation together at recess to discuss the situation. 

Soon after, Son@ and the Danish chüdren in the cohort arriveci for Dani& language 

arts. The period began with a split activity: Whiie the Danish children did dent reading, 

Son@ read to the minority language childm in Turkish. Bodii seized the opportunity to 

question the Danish chiicûen about the incident involving Aü. Soon after, Bodil interrupted 

both lessons to comment on the incident. 

Fîrst, Bodü desmbed the incidm to Songiil. Then she added that the Danish chiidren 

who had just arrived had said that the incident was partiy Aii's fâult befause he overreacts 

when he gets insulteci (i.e., he gets too physical) and rnakes enemies. Bodü told Ali that he 

mishandles situations and brings trouble on himself. She then tied to get him to admit his fault 

ir,theiricid«rt, 

At no point in h a  description of the incident to Songüi did Bodil mention racïsm. 

When the minority language children raised the issue, Son@ hushed them up, cawring any 

fiitthet public debate of the issue. Then both groups continu& their reading. 

Later, at mess, B o a  commenteci that there are two sides to every story, and that Ali 

was not blameiess in the incident. Ahhough it was not Bodü's fauit that no poiicies were in 

place in the school to hande this type of incident, the tact she subsequently adopted-that of 

'blaming the viaim'-was questionable and out of character. In a subsequent home interview 



with Son@ (Septaober 9&, 1993), she disaisses the incident at length. She d e s m i  how 

minority language children react to having DaiDsh emicators constantly downplay unfair 

(racist) incidents in which they are involved: The eventuaily give up on the Danish educators, 

if they do not give up on the Danish educational system aitogether. 

The second incident d e s n i  is a cunous one which some may interpret as Bodil 

having an orientation toward Danish conformity/nationalism. Whüe on the trip to Turkey in 

Phase N, an incident occurred which involved "how to celebrate a birthday." The night 

before Ali's birthday, B o a  decorated a section of a public restaurant (in Turkey!) with 

Danish flags in preparation for Ali's birthday breakfapt. Songül's response was to buy some 

postcards with pichires of the Turkish flag, and display them al1 over the walls and chüdren's 

tables as well. In the moming, the Turkish boy reacted nonchaiantly, taking no notice of the 

flags and sin& Happy Birthday in Danish, just as he had aiways celebnited his birthday at 

school: biculturally. This incident, which was not incongruous to Ali, is firther discussed in 

section 4.3. 

SongüI's practice also included same disabling micro-interactions with students; 

namely, the Kurdish children and their families. Some inmience(s) swayed her fiom acting in 

accordance with her avowed betief in Linguistic human rights and motha tongue instruction in 

Kurdish. Whatever the influence(s), it (or they) led to an occasional '%hd spof' a s  fiv as 

Kurdish was concerneci. Holrnen (1997). in n f h g  to an abridged version of the present 

ktse &ed in Tayior (1997'), explains Son@ and Emuie's apparent Kurdish '%hd spot" in 

tems of "national monohguaüsm," and explains how "national monohguaiism" manifis 

itself in teschers in offici@ monolingual States such as Turkey and Denmark: 

. . . monolingual noms block . . . positive views on multüinmsm, on minority 
lmguages, on second language varhies ofmajority languages, and on language 
d g .  As a consequace, monoluigusl nom seem to impede the dwelopment of 
innovative teaching practias based on the actual ethnic and linguistic d i v e  
of the classroom. . . . In monolingual sochies the diverse background of language 
minority chiidren is rareiy taken seriousiy in mainstream schools. . . . the complexity of 
the children's background and the dyaamics ofth& cultural identity [are] k ing 
reduced to simple, static labels. (pp. 187-188) 



Thus, Hohen (1997) attn'butes both Songûl and Emine's taidency to ignore the Kurdish 

element to "bhd spotsn caused by (Turkish) "national monolingualism." In both of their 

cases, she suggests that this orientation which, in CuMNns' (1989) terms may be refmed to 

as a Turkic-conformity orientation," r d t s  in Kurdish being an educational non-issue. Thus, 

Son@ did not fiee the contradiction in chafhg at the suggestion that Dish was aU children's 

''fint 1mguagena while, as often as not, 'overlooking' the fact that Turkish was not the 

Kurdish children's first language. This reaction is disaissed next. 

Irked by the municipality's position on Danish, Songiil claimed that Turkey was no 

worse than Denmark if the Danes denied the possibility that Danish was not the first language 

of ail children in Denmark. She desmies an argument she and Ernine had with some Danish 

coileagues at school about Denmark being just iike Turkey. She be&s the debate with a 

provocative question: "You know what? What is the ciifference betwen Denmark and Turkey 

when you criticize Turkey for that [depriving people of linguistic human nghtsll" 

(Ethnograph; Lines 780-782) (Tr-62). Songill exp1ains the parailel she is making in more 

d e t d  in the next passage: 

You criticize Turkey so much because the Kurds can't speak th& mother tongue, but 
ifmy mother tongue is Danish, then what is the difference between Denmark and 
Turkey? . . . . Turkey has never sid that the Kurds' mother tongue is Turkish. They 
newr say [incomplete]. The Kurds have their mother tongue, but they must speak 
Turkish. That is what Turkey has said. Kurdish cannot be taught in school or other 
places. It can be spoken at home, in the Street, in villages, but not at school, in court, 
or XX [unclear]. That iq in al1 sorts of public places, oniy Turkish can be spoken. And 
what is Denmark up to now? It's the sarne. If Turkish can't be spoken in school if 
Turkish cannot be spoken in other places, only at home, then what's the dierence 
baween Demark and Turkey? (Ethnograph; Lines t84-788 & 801-8 17) (Tr-63) 

To summarite, Songril accuses Denmark of doing the same thing that it (and other Western 

coutries) accuses Turkey of doing to the Kui-ds: depriving people of their linguistic human 

rights. Cleariy, the municipaiity's pronouncement invoked Songül's ire. 
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See CummmS' (1989) use of the term "~-confbrmity orientation" in his empowerment fhmework 
(p. 59). Nok that I have substituted the term 'Tlrlcicc-" h r  uAnglo." as the underiying (national 
mono-) orientations are the same, no matter what the particrrlar locale or culnird group. 



It should be noted that Songül glosses over serious issues in her depiaion of the 

iinguistic situation of the Kurds in Turkey. At the vexy le= her c lah  that Turkey has never 

said that Turkish was the Kurds' motha tongue is totdy inaccurate. in point of fBd, 

Kemalists have long argueci just that-and worse: They have denied that Kurds exïst, 

suggesting they have mistaken th& true identity since 'Kurds are mountain Turks who have 

forgotten th& mother tongue' (Bulloch & Momq 1993). 

What Son@ 'says' about supporthg the Kurds' right to use their mother tongue (see 

section 4.2.2.2), may not be reflected in practice. Nayif (personai communication, May 28. 

1994)~~ a Kurdish inteMewee employed at Trileskolen before 1 conducted my study there, 

related the foilowing event which raises serious questions about Songüî's purported 

endorsement of the use of Kurdish. 

Whiie empîoyed at the school, Nayifsat in on formai reporting sessions with parents 

outside of class hours. One day, he sat in on meetings Bodi and Son@ were holding with 

parents of children in the bilingual/bicultural cohort. He was there when a Kurdish girl, 

Beren's grandmother came. Shortiy &a the Kurdish grandrnother's arrivai, Nayit; also a 

Kurâ, realized that the eldedy woman spoke aimost no Turkish and did not understand what 

SongUl was saying. He said it was apparent since Beren's grandmother was not giving 

appropriate answers to the questions Son@ asked. He observeci that Son@ nomtheless 

went through the motions of conduchg the meeting and giving the oral report on Beren in 

Turkish. Nayifconcluded that Songül knowingly duped Bodii into thlliking that emrytbg 

was 'business as usual.' Bodil's own knowledge of TurW was too lirnited for her to reaiize 

what was happeimig. Nqifst>ggeshd that Son@ carrieû out the ruse because, to 

acknowledge that she couid not communicate with a "Turkish" student's relative, might have 

jeopardiied h a  job: There were many willing, able and iinguistically quaüfied (Le., tnünguai) 

Kurds who could do h s  job. Thus, this may be a case in which personal (job) interests 

ovemode stated beliefs. 
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I spoke with Nayif@mod communication, May 28', 1994) m Pbase IV, fbUowhg the trip to 
Turkq., when I was attempting to fbcus m on the Kurdish el- in the! bilioguavbicultural program. 
He shed new light on T'eskden and Songul. 



Nayifalso put a dinerent slant on Son@ and Emine's roies in the schooling of 

Kurdish children ove* and certaidy on the sort of micro-interactions they might have with 

the Kurdish chiidren, parents and cornmunity. That is, he raised the issue of subtle (and not so 

subtle) threats on Kurdish parents who Mght self-ide* as Kurds and press for 

CUlturaVringuistic rights. F i  he noted th& such Kurdish parents are viewed as "dangerous 

individuais" by the Turkish Ernbassy in Denmark because they have the potential to inspire 

Kurds in Turkey to seek linguistic human nghts. He related how embassy officiais 'subtly' 

threaten such individuals with the possibility of making it hard for them to travel home to 

Turkey in the sumrnertirne or making life difficult for close relatives s t i U  residing in Turkey. 

Nayifsuggested that this sort of threat intimidated parents who rnight othenvise lobby for 

Kurdish language instniction. 

Second, Nayif argues that Turkish educaton such as SonNl and Exnine alsb pose a 

threat to Kurds. Such teachers are ofien the eyes and ears of the Turkish Ernbassy in Danish 

schooIs, especidy those employed by the Turkish state." This again raises the possibüity of 

being branded a sepmtist troublemaker, and having to su&r negative consequences, ifa 

Kurdish parait presses for Kurdish instruction. Another way which Turkish educaton can 

cause trouble for Kurdish parents who request Kurdish instruction is to negatively Muence 

the chiidren's Danish teachers. That iq Nice these Turkish educators are part of the Danish 

school system, they have the potentiai to shape Danish educators' opinions oc for instance, 

individual Kurdish children. 

Fiiaiiy, Nayifsuggested that the prospect ofa school trip to Turkey could in itseifbe 

coaetruad~~a&ea€~,  h h i s t e ~ ~ ~ ,  aknSe~verthe~of~Krndishpsnnts ;  aknifè 

which wuid stop than h m  curnplainllig about their cMdren being m i s c l d e d  as "Turksn 

and emolled in a DanisNI'urkish program Nayif explaine. how it was within the power of the 

Turkish authorities to make trouble for the children of Kurds who press for recognition of 

K d s h  issues (eg, culhiral and linguistic ri*) dwing the trip, includiig the power to 

imprison and torture than, even though they wae residents of Denmark. That r-tion 

would sureiy make a Kurdish parent tow the (KemaliSt) h e  even as fàr away as Denmark. 

a ~ w a s t b e c a s e w i t h ~ .  



Beyond noting the subtle and not so subtie threats which Son@ could communicate 

to Kurdish parents? Nayif stated that he considered her behaviour unconscionable because she 

h e w  tiili weii the d u e  of  developing mother tongue cornpetence, yet did not dert the 

Kurdish parents to the W. She had the education and the knowledge (Le., the power), but 

did not share it with them: She did not inform undereducated Kurdish parents of the 

importance in supporting their children's Kurdish language development. 

Nayifalso considered Son@ a Turkish nationalist (i.e., a Kemalist) because of her 

role in organizing a Turkish nationalist celebration at the school in Denmark on April23q the 

same day as the state celebration in Turkey. Nayif complained to the (then) principal of 

Tnüeskoien that, despite the apparent innocuousness of the celebration, named 'Wational 

Chüdren's Day," h Turkey, the "celebration" Ulcluded excessive (and oppressive) shows of 

nationaikm and was, as such, offaisive to the Kurdish parents at the school. Merwards, he 

noted that Son@ tried to have him fired for bringing politics into the schooi, but he dso 

noteci that the Principal nwer allowed the "celebration" to take place again. 

This raises the issue of whaher Nayif's degations were a case of 'mur papes' or real 

threats to the Kurdish childmi. Cleady, however, the fict that though Songül s h e d  many 

CClftural fames with the Kurdish children, she did not share them ail (e.g., Kurdishness), was 

significant and of relevance to the kinds of micro-interactions she had with the Kurdish 

chüdren, th& fàmüies and their comrnunity. 

Vibeke 

The 'brtd' edueatiod structure in W C ' s  case was her împternentatioa of a 'no 

Turkish' poiicy in her classroorn. She was obliged to irnplement the policy, and go against her 

own betief in ai1turaVlinguîstic inchision, as a r e d t  of the 'Preben afiàir' d d b e d  n a .  This 

chah of events occtmed in Phase III, around the time of the parentkacher meeting desmbtd 

above (August 30*, 1993). Prebeds fàîher had met with the principal to cornplain about 

Vibeke? He complained that Vibeke fàvoureâ the mlliority language ctrildren, there was poor 
- 
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1 had met Pdm's firther in Vîbeke's class, prior to the incident. He had bmught his dog in to h s h  
the chüdren m Science class aad 1 got the impression flom him that he was fOader of his dog than of is 



discipline in the classroom, and the Danish boys in the cohort were suffering as a resuit. 

It should be noted that there were no Danish girls left in the cohort. Gradually. over 

the years, they had aü withdrawn fiom the program Furthemore, there was only one Turkish 

boy left. By Phase IV, he too had tfansfmed out. That left Fahici, the Iranian boy mentioned 

with regard to the parentlteacher meeting but, as was pviousiy mentioned, for purposes of 

the bilinguaybicultural program, he was classified as a "Dane" since he was not a Turk. 

SongIil provideci more information on the 'Preben @air' than Vibeke. According to 

the former, one day in class, Reben was bitten by Di le the  daughter of the Kurdish wornan 

who had interpreted for the minority language M e r s  at the parenthacher meeting. Songill 

felt that Preben's father was blowing the incident out of proportion to make a scandal. The 

principal told the father that a colieague would observe Vbeke's teaching once a month to see 

whether she favoured the minority language chddren and was widuly hard on the Danish 

children; he also assured Preben's M e r  that there would be ongoing meetings between 

Vibeke and them to monitor the situation. 

SongUl felt that the principal was taking the father's side and trying to placate hirn so 

he would keep Preben in the cohoa The principal's UitaMew largely confimieci her 

suspicions. He told me in no uncertain ternis thai, having just observed the effécts of 'white 

Bight' on TnllesrCon's sister school (i.e., the other school in the district to have run a 

bilinguavbicultural program), he wanted to keep the numbers of Danish students in the school 

up: 

XX School is near W. You know, there they've just started up two kindergarten 
whorts with oniy, yeah, what was it, or@ four Danish chJdrPn in them, y+ this 
year, where the rest of them were minority language chiidren, you know? . . . And that 
means that parents who shouid have had chüdren in those classes, they moved them to 
otha schools. 1 mean, they wouldn't accept that there be compktely minority 
language classes, and so that means a flight fiom that school, and we're veq nervous 

son. There was an umisual, uasettling dynamic betweea m e r  and son, with Preben avoiding his 
father's F. The Preben whom 1 had known in ciass befere had always been cheery and effiisive. 
WhiIe his hiber was in ciass, he appeared angq  and, perhaps, fEghened Vïbeke mentimecl that his 
Mer was an aicoholic. Preben's mother had left the home some time eafiier. As Vibeke and I 
discussed after îhe cIass, there: mst ce* have been other probIems in the home, given Prebai's 
odd reaction to his father. 



about that here, you know, that at the same thne people might move their chiidrm 
away fiom h a e  on the grounds that, that there are too many minority language 
chiidren or refbgees overall. (Ethnograph; Lines 82-89 & 10 1-1 12) (Tr-64) 

Thus, the principal was anxious to keep the school's Danish population as high as possible. 

The principal explained why he was nervous about Danish parents p u h g  th& 

children out of his school: 'But this particular school has some sort of reputation for having 

too many minority language speakers, you know? It sure does" (Ethnograph; Lines 204-207) 

(Tr-65). The principal also made related comments on the power of rumour (e-g., the h m  

that Iabehg a school can do). He feels that a school comprised of half Danes and half non- 

Danes is viable, but womes that once Danish parents get the impression that immigrant and 

refbgee children make up the majority of a school population, they withdraw their chiidren-a 

move he agrees with: 

Yeah, it [the number of minority language children enrolied in the school] can go up, it 
can go up; but it can't g o  over haK Vit does that, it's problematic-rdy problematic! 
And, you know, we have some classes, where, where, where unfortunately it's 
happened that now there are more minority language speakers than Danes in the 
dassroom, W t  it? . . . But it's clear that the Dhsh parents, that [if] they perceive 
that there's a majority of minonty language childrni, so, then they slip away, and 
that's what 1 would do too, ifit were me, you know? Chiidren shouldn't be in a 
classroorn where there's a majority of minority language speakers. I don't believe 
that 's good. (Ethnograph; Lines 1 17- 1 25 & 1 52- 1 60) (Tr-66) 

Thus, folk beliefholds that Danish children are poorly served in a cohort with a lot of minority 

language speakers. The principal shares that cornmon belief with many other Danes including, 

In Vibeke's inteniiew, she states that if* four cMdren out of a whort of 15-20 are 

Danes, there is a problem. The reason she gives for this opinion is that such a small number of 

Danes in a cohort limits the rninority language children's possi i ies  to l e m  Danish wMe 

playing with peas who are native speakers of Danish. However, she does not consider 

dispersing the children in sdiools away fiom where they üve as a good solution. She views 

that option as problematic since the clgldren w i l  not IM near their playmates fkom school. 

IdeaUy, Vibeke feels that no more than one-thrm of a cohort shodd be nitionty language 

children, but she also considers a 50-50 ratio (Le., that ofthe bilinguavbicultural program 

model) to be a viable mode! (Ethnograph; L i  942-981). Wth d the talk of mmbers, t is 



understandable why Anne Holmen (1994, personal communication, September 21*, 1993) 

said she was tired of being asked what the magical solution (Le., the perfect quota) would be 

for minority Ianguage speakers to leam Danish. She said she wished people would start 

talking about proper pedagogy for second language leamers instead. 

StiII, the principal was very concemed with 'numbers,' especidy since it was his 

impression that the Danish parents atready considered the nurnber of minority language 

chïidren at the school too high. He explaineci: 'In fact, many people say there are tao many 

rninority language speakers here. And they would rather go to XX-School which is our 

neighbour school, you know?" (Ethnograph; Lines 1 93- 1 96) (Tr-67). Indeed schools were 

cornpethg for Danish parents to chose them rather than another school. This alone supports 

Songril's suspicion that the principal was trying to placate Preben's father to stop him from 

hansfemng his son to another school. 

Rather than h a h g  high numbers of minority Ianguage chiidren in a school the 

p ~ c i p a l  endorses ".pre&ig" (i-e., 'dispersal' or spreading minority language children 

around différent schools in a district to thin out their numbers at any one school): "Therefore, 

one should, in my opinion, one should provide some way to disperse minority language 

students, right? And, really, that's best for thern. I don't thtilr that a classrwm with strictly 

mino* language speakers is usefil for anything" (Ethnograph; Lines 167-1 74) (Tr-68). 

Thus, he not only endorses desegregation, but also sees it as better for minority language 

children than staying in a school with lower proportions of Danish children. 

So concemed was the principal with the issues descnied above that he defines his role 

in tenns of estabtishing a good reputation for the school. He sees it as Fis job to combat 

negative perceptions of the schooi, and he is especidy leery of t being brandeci as heavy in 

mino* language chiJdren and getting a bad reputation as a result: 

Yeah, 1 see it sort of this way, that is 1 have made the @anishl parents aware that it's 
a good school, you know? Because it is a good school. There are some unbelievabiy 
@et€ teachers here, am't there? Who do a tremendous [iob]. . . . They know a lot of 
thïngs and they're r d y  active and do a lot of exciting things. . . . What the school's 
problem is, is ifit wer gets a bad reputation, 1 mean, you know, ifit ever gets 
brandeci, you know? Do you understand? niat iq people, people arethere an too 
many minority language speakers, aren't there? And so they [the Danish parents] sort 
of go around and talk. And they can say "And over the% over in that schooi, there 



are too many minority language speakers. It's no good, is i tT Then it's hard to ever 
get out fiom under that kind of reputation, you know? It's something you sort of have 
to build up [a good reputation] and do something with it, don't you? (Ethnograph; 
Lines 6-12 & 616-631) (Tr-69) 

To establish a good reputation means d n g  an aggressive public relations campaign to 

maintain satisfactoiy enroiment figures (i.e., a substantid number of Danish children must stay 

enroileci in the school). In iight of aU of the above, Songüi's reading of the situation (Le., the 

motives she attrïibuted to the principal for handing the Preben affair the way he did) appears 

quite astute. 

It should aiso be noted that Preben was not the only unhappy Danish child in the 

cohort, and Vibeke's rosy vision of intemiltural understanding was not refl ected in comments 

1 overheard. There was always a tension in the classroom. Both of the Danish children in 

Vibeke's cohort whom 1 inte~ewed, Stig and Farhid (the Iranian child labeiled a "Dane") 

complained about the use of Turkish in the classroom, Stig more bitterly than Fariid. In fact, 1 

was surprisecl how acerbic a child of Stig's age could be on the topic: He said he found 

hearing Turkish irritating, did not iike being laughed at behind his back in a language he did 

not understand and, when asked what structural change he would have made to the program 

to rnake it better, he said he  would prefér to not be in the program at all: He would have 

preferred being in an au-Danish d o r t .  Clearly, these comments do not suggest that Vibeke's 

goals were met or, at the very least, not with the two "majority group" intmriewas? 

'ïk combineci &kt of the Danish public's concem with schooling their children 

alongside minority language children, and the p~cipai 's  stance on maintaining a Criticai 

numbet of Danish children in the schooI resulted in a situation which made Vibeke go against 

her beiiefi and ban the use of Turkish in the classroom. She had to do so to placate a Danish 

parent otherwise intent on withdrawing his child 60m her cohort. That would have left a 

preponderantly 'Turkish" cohort which c~uld, in tum, have sparked a domino &ect, leading 

yet more Danish parents to withdraw their children and possii1y r d t i n g  in a crisis situation 

(white flight) in the eyes of the principal. To avoid losing another Danish student, the principaf 
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1 use quotaticm marks on the term ''majority grwp" to signal th, ewen if Farhid was labeiied a Dane 
fbr bureaucratie purposes, he was, after ail, born in h 



was 'keeping Vibeke on a short leash' (Le., he was controllhg her pedagogical moves to a 

large extent) and she had to act in contradiction to a deeply heId belief in the value of 

dturaytinguistic inclusion. 

The situation just outlined begs the question: Where was the highly touted 

"methodological fkedom" [ m e t u @ i h ~  in all of this? The question is taken up in the 

Discussion in section 4.3. An additional negative in Vibeke's case is her silence on the Kurdish 

issue. The same holds for Emine, as is discussed next. 

Ernine 

In contrast to the other three educators, no 'event' is representative of a 'bad' part of 

Ernine's micro-interactions with students. The oniy 'negative' was her silence on the main 

issue: that of veiling Kurdish (identity and language). Whiie 1 did not focus on the Kurdish 

issue in my interview questions, 1 did expressly ask the educaton what their expectations w a e  

for the Turkish and Kurdish children; hence, the Kurdish children were mentioned. Therefore, 

how can Emine's silence be explained, especially on a topic of such bearing as the 

miscIassification issue? 

Silence sometimes speaks volumes. In this case, it confins Bodii and Songûl's daim, 

noted in other sections of this dissertation, that silence may be constnied as tacit acceptance 

of the status quo. That was Songül's sumrnary of the Danish public's silence after the fire 

bombing incident in Helsinger. In derring to a summary 1 wrote of this study and in which I 

suggested thaf for Emine and Vibeke, the Kurdish factor was an educational non-issue 

(TayIor, lm, Hotmen (1997' same vohme j provides a possibte exphution: She interprets 

th& silence as the "blind spot" of "national monoiingualism." That is, she attriiutes the gross 

oversight to the monolingual mindsets which often characterize citizens of (officially) 

monolingual wuntries such as Denmark and Turkey. 

Holmen (1997) suggests that "the diverse background of mhority language cMdren is 

rarely taken seriously in mamstream schools Tm monoiinguai societiesr (p. 187). Shce 

dive* is not valued in these settings, educators often reduce "the complexity of the 

chüdnn's background .id the dynamics of their dtural identity . . . to simple, static labels" 



@p. 187-188). In the case of aii four educators at the school, they made the following simple 

classification: "the Danish and the Turk'sh childrenn [de k k e  ben, and de tyrkiske barn] 

virtually al1 the the." Indeed, Vibeke clearly pref'érred simple ethnic classifications: In section 

4.2.2.3, she explains why she f o u d  it advantageous to group students rather than have a 

heterogeneous student population. 

in Curmnins' (1989) t e m ,  "national rnonolingualism" can b e  seem as a strong version 

of the ''conforrnity orientationm-a Turkic-conformity orientation and a Danish-confonnity 

orientation-on the confiormity-interculturd continuum An orientation which is closed to 

issues of diversity (e-g., a codonni@ orientation) may constrict identity development in 

children whose ethnic groups are not validated. In this sense, it constitutes a %ad.' Thus, 

Vibeke and Emhe shared a 'bad' orientation to  the Kurdish chiidren even thougb they were 

strong advocates for minority language children. 

Another take on Emine's situation was she may have had limiteci liberty to speak fieely 

on the Kurdish issue, given that she was employed by the Turkish government. She may have 

had to tow the line with regard to Turkey's stance on the Kurds, a stance of denial: There is 

no Kurdish minonty in Turkey! (Y-ur, 1996' 1997). For whatever reason, Emine never 

mentioned the Kurds in my pfesence. As noted above, Songül did however report a 

confrontation which took place between the two Turkish educators and some Danish 

educators in the stafflounge. The argument centred on which country's minority language 

policies and linguistic human rights abuses wen worse: Turkey's no-Kurdish policy or 

Denmark's immigrant poücy ('Danish is al chiidren's h t  language')? The least that rnay be 

sctid is that E M S  sileM:eontheK~&sltissriewas notewo&y. 

It was also contradictory, in mon  ways than one. It is noted, in section 4.2.2.4, that 

Emhe severely criticizes Danish educaton for unfairly labelhg minority language children. At 

the same the, however7 she copied that practice by labelhg Kurds as Turks. Though this 

may perhaps not be as imediately harmfiil as d l y  labelling (rninority language) children 

as udmb," the long-term efféct was severely M. This is disaisseci next. 

1 couid provide couatless examples ofthis pcactice in quotes hm the teacber interviews. Meed, it 
was alI 1 heatd m Pbases 1 to Iïï and why the Kurdish factor remaineci hidden untii I sought it out 



4.2.3.3 Summary 

Table 2 presented next suwnarizes fïndùigs presented thus Eu regardhg educator role 

dedinitions and educational structures in this cantext with specific reference to Curnmins' 

(2000) ernpowerment hmeworks @p. 43 & 45) presented in Chapter 1. Specifically, 

educator beüefk about whar their roles were (i-e., th& role definitions) are compared to their 

actions faced with specific wents and educational structures (e.g., policies), and related to the 

empowennent heworks .  Bodil and Vibeke are presented in separate categories as theù role 

definitions and reactions to wents were quite dissimilm. Songiil and Emine, on the other hand, 

are grouped together as their role dennitions and reactions dovetail quite a bit. 

Beginning with Bodil, it was her intent to foster a sense of self-worth in her minority 

language charges, to foster their development of a positive self-identity, ta advocate on their 

beh* and to be a partner in their school success. Certainly h a  work in the area of aitical 

literacy aideâ her to accomplish her goals with regard to fostering academic success and 

positive identity development, and she can d e d y  be said to have advocated strongly on the 

minority language chiidrem's behalf, but Bodil also displayed sume contradictory behaviour. 

Her reaction to the "Aü aniiu" did not foster positive identity development in Ali; rather, it 

constricteci his identity as Bodii feu into the trap of ascribing ('Turkish boys') identity to Ali. 

nius it may be said she had strong interculturd leanings, but could be descnbed as 

occasionally slipping into Orientaikt attitudes. To ha, the Kurdish issue was a Wtual non- 

issue. 

Second, Son@ and EmUie's mle definitions overiapped in that both descriied theû 

r & k t t ~ o f a c t m g a s c a l t m a t ~ f o r n m i o r i t p g m r i p  chifdrert, prwidmgthem 

with (psychological) ' d e  haven,' acting as cultural brokers between the Danish school system 

and the "Twkish" parents, and challaiging negative stereotypes. Their actions with regard to 

providing ' d e  haven' were exempfary, esp&aily with regard to debriefing the children when 

they experienced psychologid or physical violence (e-g., racist durs or howledge of fïre 

bomb attacks on otha "Turks."). 

Thae was a clear contradiction, however, in whether they incorporateci the children's 

language and cuiture in the& teaching or excluded t: The Turkish children were represented 



Table 2 

Re1atiaash.k betwem Educator Role DefinitionS. Pertinent Educational Structures and Micro (Schml- 

basedl Events. and tbe Empowerment Framework 

Role Definitioas 

act as a cultural 
rcpresentative for 
minori@ group 
childrcn 
b provide 'safe 
haven' 

act as a cuiturai 
b d u r  

challenge negative 
staeotypes 

Educational Stnictures and 
M i m  (School-based) Evtats 

1. toolt up 'metodflhe& 
@edagogicai makrhj & approach) in 
mrrnncr which promotai critical 
litcracy-trip to 'lwcey, m i  study. 
2- municipal dscgqation policy 
1.csistcd, but Iost L1 instruction 
3. Ali AnBir-macro Mueacts on 
micro-interactions: Bodil feu into 
trap of 'mi identity' (vicwed 
Ali in terms of negative, stcrer,typical 
characterisîics: Turltish boy$'). Ali 
rcndtred voiccless: legitimatc 
grievanctdismisscd, stlf-esteem 
dimininhcd, identityconstrictcd, 

1. incorporation of 'Twkish'' 
students' tanguagt and culture in 
Tl" class/T#Ictiona~~ or 
assimifitionist exclusion of Kurdish 
shdents' laaguage and culture in 
"LI" class 
2. prwision of (aBective) d e  hava 
for both p u p s  in "LlW ctass ('it's 
okay to corne fiom TiPkey' + shared 
experi-=- 

1. history of inciusionary pedagogical 
prac!iœs and caring (orchcstrating 
iattractionswhichaftinn 
subordioated children's w o d )  
2. p l i q  imposcd topdm f o r d  
implunentation of an cxclusiona~y 
hguagc policy en0  Tbrkish") = 
lm ofumetodfnheS (and ofagency) 
3. policy afUspmcihing": agretment 
in pnnciple 

holds a primarily 
intemiturai orientation & 
u!nlauyresistscoercivc 
structures, but some dominant 
groupprejudi- 
(Orientalism) may slip in10 
orientation towards minorily 
children - Kurdish a non-issue or 
siibsumed in larger 'struggle' 

bold intercultural orientations 
&res is t~estnictures  
regadhg Turks", but 
nationaikt l d g s  @unalid 
'myopia' or linguicism?) 
which hinder their view of 
Kurdish idcntity (no 
recognition, legithization, 

p r b a d y  inîercuihval 
orientation & d i y  resisîs 
cotrcivestnicbrcs,wsome -- ovetpower ag-7 
& male domhant group 
prcjudices (belief in value of 
"spreclhing") hint of an . . asmkîionist orienmtion - Kurdish a nomissue, 
perhaps due to national 
monolinguaiism ('hard to get 
a bandle on identities of more 
than one othef groap [e-g., 
the Th]') 



and the Kurdish children were not. This discrepancy can be attri'buted to some educational 

structures, but not to ail. For example, it is true that the Kurdish children's language and 

culture did not figure into the bilaiguavbieultural program's design. Howwer, had Songiil and 

Emine had the w i l  to do so, they could have found ways ta incorporate the Kurdish children's 

language and culture into the curriculum, especially given the Danish emphasis on 

'mefodfnhed' (or fieedom of pedagogical choice). While they had the tieedom to do so, they 

were unwilling which leaves one to wonder why: Was this a case of Kemalist 'myopia' or 

hguicism or national monolingualism which hindered these educators' view of Kurdish 

identity? We will never know, but the results of their exclusionary orientation are discussed 

later in this chapter. 

Vibeke saw her role in terms of preparing majonty group students to resist 

discriminatory societal noms, thereby doing her part to counteract societal racism. She aiso 

describeci her role in terms of providing counsel to minority group parents. She also expressed 

a strong cormnitrnent to estabüshing an inclusive language policy in the classroom. Stnictural 

constraints forced her to adopt a "no Turkish" policy irnposed topdown (by the Principal), a 

poücy at odds with the much touted principle of 'metdfihed ' in thiq mbeke's case provides 

a dear example of dominant group members' tendency to only sa what is in their best 

interests and not advance the cause of minority group members of society. Indeed, the irony 

of imposing a language policy in a system which pnded itself on consensual policy 

development or no policies at aU, and the fieedom to conduct one's teaching as one saw fit, 

never came to the fore. htead, Vibeke expressed support in principle for a "qrerihing" 

poky  as she agreed that it was better to thih out the numbers of minority Ianguage chiidren 

per classroom, a beliefwlnch does not mesh with establishhg a policy welcoming the use of 

Turkish in the classroom. Thus, Vibeke's case reflects both structwal constrajnts and 

individuai contradictions, 

To Vibeke as well, Kurdish was appamtly a non-issue. She expresses discornfort with 

having to leam about more than one group of rninority Ianguage children's cultures which may 

explain how she foaissed on the Turkish elmient m the dassoom and dismisseci the Kurdish 

element. The error which laid the structural h e w o r k  for dismissipg Kurdish ethnolinguistic 



idenîity in the prognun is descn'bed next. 

4.2.4 The mvsteq sohnd: The misclassincation error 

And why w a e  Kurdish children emlled in a Dankh-Turkish bilingual-bicultural 

program? How could such a misclassincation m o r  occur? Those were questions 1 asked over 

and over, once the minody in a minority camponent of my study became clear to me. I not 

oniy never got a clear m e r  to the question, 1 fiequently got difEerent answers fiom the sarne 

person in different phases of my study. Rather than attempt to lay blame for the error on any 

one person or any one group (e.g., 'the Turks' or 'the Danes'), I now think it is d e  to say 

that the participants just did not know the answer. 1 found the answer quite by chance the 

summer before complethg this dissertation. 

While reviewing old program evaluations, I discovered the equivalent of a program 

design document. In it, the author notes that, at the inception stage, the bilingual-bicultwal 

program planning cornmittee recognized the potential for (TurkishiKurdish) error (HeUQar, 

1987). Section 4.4 of the report deals specifically with population variables: "Turkish and 

Kurdish chüdren" [T-k og Kwdi* b m ] .  In it, it States: 

Shce there an two school-entry choias for T d s h  and Kurdish pupüs in this 
rrmnicipality, - that iq bi- and parallei groups IpmaIZelgruppeJ - on a pmctical 
l e d ,  it would be fe83iôle to divide the two groups up. There is no doubt that &om a 
linguistic point of view, that would be preferable. But obviously the issues involving 
Turkish and Kurdish peoples imrolve much mon than language. The cornmittee's 
assessrnent of the situation was that ifwe were to propose such a clear division of the 
two groups, we wouid be meddling in a pofiticaiiy and emotiondy charged matter 
and, as Danes, wouid have a hard time imagining the consequences of such an action. 
(p. 15) (Tr-70) 

nie question that begs ashg h m  was: Was this consideration voiced by the cornmittee or 

was it imposed, top-down @y the Municipality or the goverment) or inside-out (by the 

Turkish Embassy)? As Son@ suggested, there is reason to bdieve that the decision was 

jomtly reached by the Danish and Turkish govenunent~.~ The ansuver wiU Iikeiy never be 

known. What is knowa is the program e f f i  on Düan and other Kurdish children like her. 



Hetkizr (1987) documents the ''safier" [bZ&e] wording which the bilingual- 

bicuitural program planning conmittee ended up using in their prograrn proposal: 

The biculhiral classroom is hi* rrcommendable for Turkish-speaking children since 
both language and cultural instruction will b d d  on the knowledge they bring to school 
with them. The Kurdish parents shouid also be made aware of the possibility of 
[chmsing] the biailtural classroom for th& cMckq but should, on the basis of 
Ianguage considerations, be advised to [pick] a Mirent school-entry program, for 
exarnple parallel groups. (p. 15) ("R-71) 

This phraseology may have wamed Kurdish pannts that a Danish-Turkish prograrn was 

perhaps not the best choice for theV chilchen, and wwld likeiy have appeased the Turkish 

Embassy, ifthe message had indeed trickled down to the Kurdish parents. However, in 

practice, both a Turkish fàther and a Danish mother advised me  that children were simply 

placed in one prograrn or the other without parents ever being consulted during the pilot year 

of the bilinguavbidtural prograrn. Peder's mother reporteci that there was so much Danish 

outcry at having their children "plunked" in a program with haifDanes and half "Turks," that 

Danes were consulted about enrolment in the program wery subsequent year, and @en the 

option to opt out. AU of the Turkish and Kurdish parents Ulterviewed, parents of chilcirem in 

later cohorts, noted that they were never asked: Childm who were Turkish natiods were 

just divideci up between the two programS. AU of the Kurdish parents intdewed-and 1 

intervieweci the majority of the Kurdish children's parents-strongly stated that they would not 

have enrolled th& chüciren in a Danjsh-Turkish program, had they had a choice. They stated 

that the program was harder for th& childrai because they did not speak Turkish when they 

began school. The parents would have p r e f d  it iftheir cMdren had just been enrolled in a 

Danish program, and strongly stated that ifthey had been given the choice, they would have 

auoiied th& children in a Danish-Kmdish program. Their statements were at odds with what 

Son@ had told me dg which raises yet more questions. The least that might be said is 

thet the incident corroborates Cummins' (1996) clah that "schools rrflect the values and 

In section 42.22, Son@ suggests that Kurdish parents may have accepted thck children's enroiment 
m the program out of féar-féar ofthe Turkish authorities' immediate d o n  ifthe parents pressed h r  
Kurdish-medium insîmction, or kir that the admnties would d e  Lité clifficuit for their cbiIdren 
wknitcame~firthemtocompletetfKirmiliGuyServiceinTurkey. 



attitudes of the broder society thaî supports them" (p. 3) and neither the D d s h  nor the 

Turkish cornmunitir, dued  Kurdish ethnolinguistic identity. 

As for the Danish parents who allowed their chüdren to participate in the program. 

were they positive oriented to minotities? Jonna's mother was rny room-mate during the trip 

to Turkey @ersonai communication, September 6,1993). Her stance on minonties feii on the 

hostile end of the scale (assirdation orientation, national monolingual). When asked why she 

had enrolled her daughter in the bilùiguai-biculturai program, she answered that it was 'sold' 

to her in terms of how Jonna would benefit fiom it (Le., smatler class-size, two teachers 

present at al1 times, etc.). Bodil wnavred that a great deal of lobbying had gone on in order 

to entice Danish parents to enrol their cMdren in the program. 

Thus, no misclassincation error took place at the program inwption stage. Program 

designers were aware of the potential problem and complied with Turkey's Kurdish policy, 

though they seemingiy tried to w m  Kurdish parents away from the program. Al1 of the 

cornmittee's deliberations and prrcautions were Iost at the program implementation stage as 

program entq was decided on the basis of nationaiity: whether one was a Dane or a "Turk." 

By the t h e  of my study, educators involved in the program were either unaware of the 

program gaiesis or chose not to diwlge knowledge about how the error occurred. Results of 

veiling the Kurdish chiidrm's identity an desmied next. 

4.2.5 The human &ce of (structural) =or 

This section serves two purpases: (a) It lies the curtain on what Candh (1986) 

descn'bes as much needed glimpses of participants' reactions to the processes of bilingual 

education; and @) it chranicles how a group's etholinguistic Fii*tity may be tost. Begimmig 

with the latter, it is perhaps debatabe as to which of the fbllowing contriiute mon to lowered 

ethnohg'stic vitslity. Fht, a persecuted grwp such as the Kurds in Turkey rnay experience 

loss of ethwlinguistic vitaüty when they 6nd themselves in a new country (such as Denmark) 

where they are less persecufed- Second, the same group may experience los  of ethnohguistic 

vitaÜty when they enCounter a national language policy (such as Denmark's) which oniy 

recognizes the officiai language of coutries immigrant cbiidra corne eom, 09 offers 

ïnother tongue instruction" in that language, and that language is not the group's language. 



Skutnabb-Kangas (2000) shows many compelüng reasons to suggest that the latter may be 

more to blame. However, for whatewer the reason, the Kurdish language skilis of the chüdren 

in my study were eroding. This was cleady the case with Düan, the young Kurdish girl 

descriiied next. 

When intdewed, Dilads sense of "Kurdishness" seemed low as did the urgency with 

which she wanted to express it. At the t h e  of the interview, she clearly stated that she did not 

enjoy speaking or üstening to Kurdish, not even Kurdish music. Diian did not have any Danish 

girisiends., indeed, there were no Danish girls left h her cohort for any of the eighteen months 

1 observeci it. She was not close to any of her male Danish peers. Born and schooled in 

Denmark, she did mt have one Danish fiiend, she never socialized in Danish, and Danish 

mainly fùnctioned as her language of schooling. The girl had sttended a Danish kindergarten, 

however, a detail which Vibeke stressed when she said that she considered Diian to have near 

native-like Danish, a level of cornpetence which fàr surpassed riie d e r  "Turks" in her cohort. 

At the tirne ofthe inte~ew, Dilan's close fkiends were Turkish. Emine lauded Dilan's 

Turkish although the girl's mother, when interviewe& said that she saw big gaps in Dilads 

Turkish compareci to her cousins back in Turkey when they went "back home" in the summer. 

DiIan was competent bfigually and bicuItwaUy, but more so in Turkish than in Danish (her 

other second language). Turkish was the non-native language that she acquired well, and the 

group with whom she identifiecl to a luge extent. This confimis findings about which Turkish 

cliildren acquire Gaman in Gemany. R6hr-Sendlmeier (1990) notes that: 

The strongest relationship existed between the improvement in Gemuui as a second 
language and the childreds contact with their German peers. Those Turlrish pu& 
who played with Gaian chüdren fiequently during school breaks and in the 
aftemooos made greater pro- in their active and passive knowledge of Gaüin 
than the pupüs who had little contact with German children. This result wnforms to 
findings in otha countiies . . . which dso Uidicates that the peer group rnust be 
regarded as a0 important agent in second Ianguage development. (p. 3û4) 

Thus, Düan appeand to be 'assimiiating Turkish' in Denmark For whaîever the reason (more 

kinship with Turkish diüdren than rnay have been the case in Turkey or Turkish-medium 

schooling), the least that rnay be said is that ber disinterest in Kurdish posed a real threat to 



With regard to her r d o n  to the processes of biluiguai education, it rnay be regarded 

as a huge success in one regard: Dilan s u d y  aquired Turkish! She also identifieci 

positively with the language and its speakers. Indeeâ, she acquired Turkish in a situation 

sirniIar ta French immersion: Initiaily, she received wntext-embedded instruction in a two-way 

immasion s&g as Son@ taught Dilan and the other Kurdish children in Turkish alongside 

Turkish chiidren and, since this starteci in grade one, content lessons were per force more 

experiential as is t yp id  of teaching at that age in Denmark. Gradually, content-instruction 

became more wpnitively demanding ( a f k  grade 3, etc.), but not before the Kurdish children 

like Düan had an experiential basis in Turkish. Düan was in a near-perfkct language leaming 

situation. This was compounded by the fbct that she played with Turkish peers during and 

&a class, Imd in a wmmunity where Turkish was widely spoken, and had access to satellite 

television in Turkish: The housing cornplex received a totaüy up to date television station 

f?om Turkey. 

At home, Dilan spoke Kurdish. Her mother worked as a day-care worker in a bilinguai 

daycare (with Danish and mino* language children) untii shortly before my study began as, 

at that tirne, she had a new baby. 1 eonduaed two in te~ews  with Dilan's mother as 1 iiked 

her and she was receptive to discussing many issues. During the course of our first interview, 

she said that she üked speaking Danish, lïked the Danes, and bad taken many Danish wufses 

to l e m  how to speak better. She descn'bed how she encourageci her two school-aged 

children, Dilan and her younger brother, to speak Dani& at home sornetirnes so she couid 

practice h a  Danish. Generally, however, the language ofthe home was Kurdish though she 

noteci that man cotte-switchd into T'urkish a tot. 

The variety of Kurdish spoken by Dilan and her M y  was not the standard Kurdish 

(Kmanji) of the eastem provinces of Turkey or 'Kurdistan.' Diian's M y  came from 

Konya, in the interior of Turkey, and a different variety of Kunaanji was spoken there. The 

original wuiety was aitered. A linguistic explanetion for the change is language contact: The 

Kunnanji spoken by Kurds in the interior of Turkey (e-g., Konya) changed because of their 

high degree of contact with the rnajority Turkish population üving in the surrounding area. A 

politicai explanation is that the language c h g e d  because of a Turicification campaign which 



included linguicide (see section 2.2.1.3). 

For decades, Turkey resorted to Turkincation campaigns to solve W e  Kurdish 

problem" (Le., the Kurdish minority's refusal to assidate and deny their Kurdish identity in 

retum for recognition as Turkish citizens with qua i  rights, Skutnabb-Kangas & B u e  1995, 

p. 348). D e S c n i  in d o n  2.2.1.3, these campa@ included forced deportations to places 

U e  Konya to destroy the Kurds' ethnolinguistic identiq. Kurds who moved to places such as 

Konya did not experience total language death, but their variety of Kurdish, Kurmanji, did not 

develop in the sarne way as the Kurmmji spoken in Kurdistan did because fiequent contact 

with the language was swtained in Kurdistan. Thus, the Kurdish spoken by Kurds h g  in the 

interior of Turkey, in places such as Konya when Dilan's family came â o t q  was altered (see 

Shtnabb-Kangas & Bucak, 1995). 

Due to high contact with Turks, there was widespread bomowing of Turkish lexemes 

and morphemes which r d t e d  in the Kurmanji spoken by Konya Kurds being almost 

incomprehmsible to Kurdistan Kurds and vice versa The Konya Kurds were told over and 

over again that they were incompetent in di Ianguages: They had bad Turkish, they did not 

speak their mother tongue any more (some went so far as to say that Konya Kurdish was not 

a real language anyrnore, just a rnix of Turkish and Kurdish), and Kurdish was an in f ior  

language anyway. It was just 'mountain Turkish' (Bulloch & Moms, 1993; Skutnabb-Kangas 

& Bu& 1995). 

Skutnabb-Kangas (2000) uses the temi 'colonised consciousness' to explain how 

minority group members end up believing some or ali of the negative stereotypes made about 

ttim by dominant group peers in situations of coercive relations of power. Indeed, Ditan's 

mother had a 'colonised consciousness' in the sense that, duriag the course of her interview, 

she expressed resemations about ha cornpetence in any language (Kurdish, Turkish, Danish). 

This may pady explain Dilads ambiguity towards Kurdish: She may have inherited her 

mother's doubts about the d u e  of Kufâish. Perhaps Emine subtly reirforced these doubts in 

statements made during Turkish "mother tongue" class. One can only Unagine the causes of 

Dilan's feelinjp. The point is that she was at nsk of loshg her Kurdish ethnoiinguistic identity, 

a point misited in the discussion 



Returning to man's reactions to the processes of bhgual education, on a purely 

linguistic level it may be stated that she had a good srperience. She was on her way towards 

a c q u i ~ g  Da~sh-as-a-second-languqe and had almost mastemi Turkish-as-a-'second'- 

language even though it technically held for- language statu9 in Denmark There are other 

relevant hdhgs which suipass the p d y  linguistic ones, however, hdings wtuch alsa have 

bearing on Düan's reactions to the processes of büingua? education. For this account of her to 

be complete, they should also include what Candlin (1986) terms the "ethnic and social 

characteristics of the domain" and speak to some of the political, social, ethnic and ideological 

pressures which characterized the h g .  

There was ethnic discord in Difan's classroom. Sometbhg led her to bite her Danish 

classrnate, Preben, which, in tum, set off the whole 'Preben afEkiry and which, ultimately, 

resuIted in an overt classroom language poücy: a 'no Turkish' policy. Several Danish chüdren 

whom 1 intervieweci in the cohort 'wanted out' of the program. There were no Danish girls 

left, and Dilan did not have one Danish fiend. Cleariy, (ma-) ethnic pressures outside the 

classroom were filtering into it (the micro-setting). 

Political influences were dso being felt in Düan's educationai experience. The 

biiîngual-biculhiral program she was enrofied in and benefited fiom (at least with regard to 

aquiring Danish and Turkish, ifnot Kurdish), was cancelIed. Danish was proclaimeci as ail 

children in Denmark's 'first language' and, since Dilan was one of the children swept up in the 

pronouncement, her tme identity was being yet fucther constrictal. Finally, her educational 

expaieme was also shaped by ideofogicd factors as the aforementioned pronouncement 

stemm& fiom Dmîsh nationaijsm, not educationaî Iùiguisa'c theory. That ber true mother 

tongue, Kurdish, was veiled may also be attributed to ideological factors: certainly to 

Ketnalism, and possiily also to Vibeke and Emine, her two teachers' national monolùigualism- 

To summarize, multiple fiictors were invalveci in Difan's ducational arperience and, 

accordingly, any acwunt of h a  d o n s  to the process of bilingual education must be viewed 

at many levefs of anaiysis. 

To conclude this Secfion, Dilari's case is adysed in terms of Sbrtnabb-Kangas' 

(2000) principles of finguistic human nghts in education (see Table 3). In answer to the 
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question w h d e r  Dilm was able to fdly l e a .  use, and identify with Kurdish, her L 1, the 

answa is cleariy no on di accounts. It was not the medium of  instruction, therefore she d d  

neither becorne üterate in it nor use it. Since Kurdish identity was veiled, neither was she able 

to identifL with it. Thuq the first criterion for linguistic hurnan rights was not fiilfiued in 

Düan's educational txperience. 

Second, she was able to lm Danish, Demark's official language, and she was able 

to become a Danish-Turkish bilinguai, but there was a pice: She was in a subtractive 

language leamhg situation and wap experiencing language loss-in Kurdish. Therefore, she 

was not able to become fùlly ttllingual and not at all trilitente. 

TABLE 3 1 CASE 

1. Fully leam (L), use & idemt;ft (I) 

with LI? 

Are Linguistic Human Rights Principles Respected or Not? 

4. Profit ficm state dudm system, no 

matter what the shrdents' L1 

Diian, Kurd in Denmark, 

immigrant minority 



Third' wntrary to what one Mght expect of a Kurd residing outside of Turkey, Düan 

was experiencing a forced language SM; namely, fiom Kurdish to Turkish. Fourth and haiiy. 

not al1 children in Denmark can profit equally fiom the state education systeq no matter what 

their LI. Clearly, the ta& school policies descri'bed in this chapter were in the best interests of 

the Danish cfaldren. Dilan was not on quai fwting (pi ligefiid) with her Danish peus, no 

matter what the rhetoric of the Integration reprt  (1990). 

Issues arishg âom findings presented in this chapter are discuued next. 

4.3 Discussion 

4.3.1 The Power of Definition 

Now that it is hown how the original error occurred, and that, in fact, it was not 

simply a misclassincation error but an intentionai, poiitically motivated choice, there must be 

firrther discussion as to why ducators would knowingiy make such E choice (Le., discussion 

which goes beyond the face validity of the argument presented above by Helb'ar. 1987). Why 

was one group of mdems knowingiy labelled or defineci in terms of another? A logical 

explmation for the occurrence is that the Kurdish students were twice disserved by the Danish 

policy duded to in Chapter 2 by Christian Horst; namely7 the policy of non-decision. 

To review Horst's position, out of courtesy to Turkey, Denmark (a NATO-dy of 

Turkey) chose to tacitiy comply with Turkey's Kurdish policy. This included viewing Kurdish 

chiidren's "mother tongue" as Turkish even in Danish state schools. By not openly attacking 

Turkey's Kurdish policy, but complying, Denmark adopted a poiicy of non-decision. As the 

Damsh public was not in $varr ofinmripnt nigiority chifdren mahainhg di& mother 

tongues, nothing in th& country's stance on Kurds countered their view of what is in the best 

interests of society. TbÏs dent partnership between the T d s h  state, the Danish state, and the 

Danish public7 disserves Kurdish cMdren. They were dissewed by being ewoiied in a program 

in which they were erroneously d d e d  as "Turks," and they were disserved when the local 

rnunicipality defhed their %nt language" as Danish? They were also disserved when the 
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This was not a novel view. Hemiansen (1995), the chair far the Board of Educaîion and Culture in 
Trille Municipality7 was medy tehmtbg the municipal and national Social Democratic Party stance 



Assistant Head of the ruiing Social Dernocratic Party, Lene Jensen, proclaimed Danish to be 

the "mother tongue" of "everyone bom, r a i d  and intending to stay in Denmark" (Holmm, 

2001, p. 33). Such cornpliCity and pronouncements an not in accordance with children's 

linguistic human rights. 

These words and deeds do, however, substantiate Curnniins' (1988) c lah that 

dominant group societai members see littie or no seHenefit in programs designeci for 

rninority group children and, therefore, are not concerned with how those children are 

c l d e d .  Neither are they concemed with the results of such human error. Also, though the 

above pmnouncements may appear willy-niiiy, they are indicative of the power of definition 

and power politics in education. As noted in Chapter 1, '3whoever has the power to define the 

context, and the language code that desmi  it, is empowered . . ." (Corson, 1993, p. 7). 

Tne way the d ing  Social Democratic party did Lally dehe their position on Danish- 

bom, immigrant children's "mother tongues" (albeit six years after my study ended) 

substantiates Bodil's daim that the innovative bülliguaybiailhiral program developed by Tnle 

municipaüty was in opposition to the (then tacit) party platform, and that was the r d  reason 

why the program was mcelled: It had nothing to do with Kurdish chüdren king misclassified 

as Turks. It also substantiates Bodil's claim that, though the municipaîity's proclamation that 

'Danish wuld not be a second language in Denmark' was clumsily worded (see Appendix C), 

it was certainly in line with party policy such as was defined at the upper echelons of the 

Social Democratic party. 

Given the above, Candiin's remarks at the outset of this dissertation are more 

understandaMe: Poliq-makers generatty devdop poiïcies ui the best inter- of a country and 

its cititens, policies whkh will meet mass approval; however, if the masses are, by and large, 

against minonty language maintenance and second language instruction, as was the case at the 

t h e  of my study and is stiii the case in presentday Denmark (Hohen, 2001; Lund & Risager, 

2001). then policy-making in favour of minonties is tendentious and becornes k g h t  with 

that 'Danish is ail children's LI' (see Apgeodix C) m the national media in 1995, sçating: ". . . when 
oneis bomdhasgrcnmup inDamiarkandwill haveone'swholeexistenehere, thenthemotber 
toque is DanisbfûIi stopn (Zlinfinnution, 11 DeCernber 1995, p. 7). 



problems for policy-makers. The bilingual/biculturai program was certainly tendentious, and it 

was mceiIed. The Kurdish factor was a non-issue for ail except the Kurdish participants. And 

what of the Linguistic human rights of the Kurdish children? And what of Diian? 

4.3.2 DeMons  Which Constrict Ide* Deveio~ment 

The practice of denning rnother tongue instruction in tenns of the language(s) spoken 

officiaiiy in immigrant children's national 'homelands' proved, in Diian's case, to be a major 

factor in the loss of her Kurdish identity. Furthemore, Diiads case illustrates how Kurdish 

ahnolinguistic vitality is behg lost in Denmark. It seems ironic that Dilan appears to have 

"assirdateci Turkish" to a certain extent wMe tiving in Denmark. and that, to use the author 

Ngü@'s metaphor, what Turkey could not manage with weapons, Denmark managed with 

words-and with compiiant language poiicy: 

But the Nght of the sword and the buliet was foiiowed by the morning of the chalk and 
the blackboard. The physical violence of the battlefield was foiiowed by the 
psychologicai violence of the classroom. But where the former was visibly brutal, the 
latter was visiily gentle . . . . The buNa was the means of the physical subjugation. 
Language was the mains of the spiritual subjugation. (Ngügi., 1987, p. 9; quoted in 
Skutnabb-Kangas, 1996) 

. . . and all of this despite 'good intentions.' 

Düan did gain büingual~bicultural cornpetence, but more so in Turkish than in Danish. 

The role her tiiendship network plays in this phenornenon confirms Rdhr-Sendlrneier's (1990) 

prevhsly cited hdings about the role of peer contact in Turkish children acquiring German 

in Germany. Dilan's p a r  network is Turkish, not Dm'sh, and Turkish is the "second 

language" she has acquired well. She also positively identifies with Turks in her school 

qerience (her Turkish peers and Emine). Furthmore, she not only shares school 

experiaxrs with them. She also sheres their ascriied Turkish identity, a s h e d  "Turloshn 

experience which is offen the topic of conversarion w i t h  the d e  zone of the Turkish 

"mother tongue" classroom. Indeed, so much of man's experience is shared with her Turkish 

teacher and pers that one rnight ask: "So what is wrong with assimilating Turb'sh?" Or, to be 

more specifïc: What's wrong with Dilan assimilating Turkish?" 

4.3.3 M a t i o n ?  Whv not? 

Though the question is posed as to why Düan shouid not assiniüate Turkish, a Dane 
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might just as easily ask: "Why not assindate Danish?'' Clearly, behg identifiecl as a Kurd is 

associated 6 t h  great hardship and sarmw. Bucak (1990) has documenteci countless Kurds 

who disappeared and a hi& number of jouniaüsts who have been k i k i  for m g  to report on 

the Kurdish campaip. What is wrong with having a Kurdish heritage, but identifying with 

anotha group? Skutnabb-Kangas ( 2000) views a group's loss of ethnolinguistic vitaüty as a 

linguicida1 policy's success, a view which she expresses in language-as-resource and language- 

as-nght arguments. 

Skutnabb-Kangas' (2000) argues that orchestrathg a child's educational experience so 

that she identifies with a group whose ethnohguistic identity is not one's own qualines as 

cultural and ünguistic genocide since it involves the involuntary transfier of a group's children 

to another group. That occun when they begin to selfidentify as members of the group in 

whose culture and language they were schooled. This trend was clear in Dilan's case. She was 

gradually losing her in-group loyalty and shifthg fiom Kurds to Turks. 

The fûture Iwks dim in terms of Dilm being able to speak Kurdish to her own chiîdren 

as she is expcrienchg linguistic and cultural assindation. Ironically, the vehicle for 

accomptishing this shiff has been the Danish state education system, not the Turkish one. 

Dilan's minonty tacher is Emine, a Turk not a Kurd, and since Emine does not speak Kurdish 

and Dilan's "mother tongue" instruction is in Turkish, the use of Kurdish is indiredy 

prohiiited at school. The only h o a d  Kurdish can make on daiiy intercourse is in home-relateci 

fùnctions, and even there, as has been shown, Kurdish has been undermineà (e.g., as a result 

of Dilan's mother's colonized consciousness and related attitudes toward the value of the 

Kordish site speeks). Skutnabb-Kangas (2ûûI) conc~ubes, on the basis of  the UN denmtions 

on (iinguistic) genocide (Le., transfening children nom one group to another, causing mental 

harm to the group, prohiîiting language use at schml or in ddy intercourse) that most 

immigrant minonty education in Denmark Ms the UN definitions of genocide. 

Statistics referred to in this dissertation suggest that at least since the l98Os, Dilan's 

and an d e r  genetation of minority y o b  with asaibed ('Turkish') identity have 

experienced messive educational difI6icuIties as evidenced by low high school graduation rates, 

low representation on the job market, and viriual exclusion fiom jobs for weU-paid 



prof&onals (Just Jeppesen, 1995-a; Kofoed, 1994; Romaine, 2000). The jury is out as to 

what the tiihire holds for Dilan and otha Kurds of her generation in Denmark but, as 

C u d s  (19%) cleady points out, minority group hlure affects everyone, majorities and 

miwrities alike, as both groups' existences are tied to the social circumstances in which they 

large$ navigate together. 

4.3.4 Aaency 

As was stressecl at the outset, foregone conclusions should not be reached even in 

settings in which the space within which individual educators can manoeuvre and attempt to 

effect change is very constriaed. Educaton with the will to do so can di challenge 

disernpowering macro-interactions by orchestrathg interactions which a£hn  subordinated 

chiîdren's worth. Still, the topdown (macro) forces in this setting were staggering if not 

overpowering and very much hobbled individual educators' abilities to challenge 

discriminatory societal and educational structures. B o a  fiequently spoke in tenns of being 

besieged: She described her job as a lonely fight [kmp], and descnied her feeIings of 

hopelessness and the urge to wak away from the situation. She descn'bed how her hopes were 

dashed a f k  going fSom an itinerant Danish-aî-a-second-Ianguage tacher without any 

materials or classroom of her own, to building up the innovative bilinguaübicuhural program, 

and then being in throes of despair and bewildennent upon seeing the program canceiied on 

ideological rather than pedagogical grounds. Thuq she was hast back to the starting point 

and was contemplating beginning the Promethean task of trying to build up a program again, 

knowing al l  the while that the municipality and a majority of her colleagues did not support 

her and wodd be ody too eager to tear d o m  the fiundations of any program viewed as in 

the intensts of minonty children. 

Vibeke was eosnared in a web of intrigue intended ta maintain the semblance of 

Danishness in the school to ward off white flight. Both Songiil and Emine experienced the 

sarne public humiliations for b&g "Turks" as their students, which led them to band together 

and s h a n  an oppressed group experience. They felt the crushing pressun of arbitrary, 

saisdess policy which deaied reason and mandateci fictitiouq ideologicaily based, language 

wmp-encies and identities. 



Contradictions abounded in this setting though surely the most glaring one involvecl 

Son@ and Emine's inability to see the parallel between Denmark and Turkey's Kurdish 

policy. Thar outrage over the declmation that Damsh was dl children's "first languagqn when 

obviously it was not the Turkish chüdren's LI, is paradoxical because neither was Turkish the 

Kurdish chüdren's LI. Neither SongDl nor Emhe were outrageci over the Kurdish children's 

püght. In fact, it was not evem on their list of necessary programmatic changes. Furthemore, 

Songül betieved her country's policy of ~suifomation about the Kurds, stating that the 

Turkish governent had never denied that the Kurds exist as a rninority when, in fact, 

Kemaht rhetonc holds just that, as Ya@nurSs (1996/1997) letter to the editor of ESOL 

Matlers (reviewed in Chapter 2) indiates. 

Was these Turkish educators' inabüity to see the parailel between Denmark and 

Turkey's Kurdish policy an illustration of what Holmen (1997) terms 'nationalkm 

monoiingualism'? Were Songül and Emine unable to see the Kurdish children's cultural 

identity because their vision was blocked by such static (Keds t )  labels as: "The third section 

of law no. 293 2 tells you what your mother tongue is: 'The mother tongue of Turkish citizens 

is Turkish'" (Skutnabb-Kangas & Bu& 1995, p. 347)? Or were they, as the pro-minorisr 

Danish educator cited by Kofoed (1994) in Chapter 2 States, merely products of their 

environment who, despite the best intentions, viewed potentially discriminatory pnictices as 

'naturai' because, as majority group members, they had never had cause to question those 

practices critidiy? 

Ail of these factors limited the educators' agency, but did not suppress it completely. 

Without either widespreaâ gra%roots support to M a t e  pro-minority policies in a bottom-up 

fishion, or institutional support (eitha fiom the principal, the municipality or the state), the 

educators' potential to challenge disabhg structures was limitecl. This was particulariy clear 

in the wntradictory situation in which Vibeke found hefself unable to turn to anti-facist 

policy since, to dwelop such policy, was thought to be at odds with the much revered (sacred 

cow) ideal of meto@ihed. IronicaUy though, she was obiiged to follow topdown poîicy 

mandateci by the principal regarding the undesirabfeness of the use of Turkish in the cIassroom 

in the wake of the M e n  aftaû. This contradiction suggests that ide& wdd be overiooked 



and poücy rnandated when majority interests were at stake. 

In the absena of either widespread support among their peers or institutiondly 

supported, pro-rninority guidelines, educators were ledi adrift which r d t e d  in a variety of 

strategies and survivai techniques. These included, but were not limited to, trying: (a) to 

outwit policy-rnakers (as did Bodü so the cohort wouid not be disperseci), (b) to navigate 

educational waters made choppy by double standards (Vibeke), and (c) to ride the tide of 

ideologically based ducational pronouncements (e.g., 'Danish is ail children's first language') 

(Songiil and Ernine). The situations they found themselves in, and the measures they had to 

take to fight for the program and the minority language chiidren, were above and beyond 

typical expectations of educators and, though they continued to chailenge oppressive 

structures in the myriad ways outlined in the second part of this chapter, their potentiai for 

agency and effecting change was limiteci. 

4.3 -5 Methodolopicai Considerations 

Two methodological concems arose in my study and both concerned the Kurdish 

factor in the biIingual/biculhirai prognun. The first deals with researcher cornplicity in the 

problem and the second deals with the tirne-Wor. Beginning with the former, I overlooked 

the Kurdish fa*ar in the initiai phases of my study includmg the phase in which 1 conducteci 

inte~ews with the four main educators. Though 1 did M e  rny questions in terms of "the 

Danish, Turkish and Kurdish children," had I been more cognizant of the "minority in a 

minority issue" at that the ,  1 would certainly have delved more deeply into it. Vibeke and 

Emhe's silence on the topic of the Kurdish childm may have been partly due to my not 

directhg hem to that t q k .  ht thar saiçe, my fack ofawareness of the significance of the 

hidden Kurdish fàctor rnay have added to the problem. This raises the issue of the role 

dencing plays in the gened public's awareness of Kurdish issues, a topic disaisseci in the 

conclusion, 

nie second concm arose fiom Phase Iïï of my study onwards when my research 

f o d  increasingiy on the Kurdish fàctor in the biüngual/bidturai program and I tried tu 

corroborate different versions of the history of the program and m a s k  its Kurdish 

dimension. Van Maanen's (1988) cautionary words about relations and representations of 



cuiture which were noted in Chapter 3 ("socid facts, including native points of view, are 

human Wrications, themselves o p  to social Uiquiry as to their origins," p. 93) were of 

relevance. Certain tàcts and details only came to iight after conducting a long-tem study (Le., 

after eighteen months and five date collection phases). 

Had I only conducted a short-term study and gained an outsider view of the study, 1 

rnay have corne away with a partial view or misrepresentation of events. Certaidy, the 

''minority in a minonty" situation may have remained hidden. This observation confirms Van 

Maanen's (1 988) waming that ethnographic fieldwork must be conducted over a Iengthy 

period of thne to gain enough familiarity with a context to feel confident in one's observations, 

hypotheses and conclusions. A longer tirne-he was necessary to conduct member-checking 

activities. 

As was aiso noted in Chapter 3, Woods (1996) also w m s  that informants express 

beliefs in the "stories" they choose to disclose. He recornrnends saturation to investigate the 

validi of respondents' answers to interview questions, suggesting that researchers should 

compare discrepmcies between what respondents say and do. This approach was usefûl with 

Son@. Since she was a tacher educator herseif and versed in such topics as bilingualism, 

linguistic human rights, the value of maintainhg and developing a mother tangue, she 

understood the issues that I was imrestigating. Thus, it is fm'ble that she could provide me 

with what she considered the 'right' answers to my questions, regardless of whether she 

believed what she said or practised what she 'preached.' Therefore, it was necessary to 

compare what she said (e-g., about linguistic human nghts and difnculties experienced by the 

K& diadren in the program) to what she dib in ferms of chaiienghg oppressive 

educational structures: ones which disabled Kurdish children. 

ln hct, Son@ did nothhg specificaliy for the Kurdish chüdren although she was 

awan of the situation of double immersion in which they found themselves. Furthemore, 

Nayifs description of Songül's interview with Beren's gtandmother was troubling. There 

were certainly vested interests to consider (e-g., high unemployment among Turks, even 

profeSSionals, and the dim prospect of Songul's gaining other employmemt if she lost her job 

on account of Nayif). Thus, 1 was well advised to compare mfonnants' actions with th& 



words. 

4.3 -6 Pro~rrammatic Advantanes and Disadvantaaes 

In the years which have foIIowed my study, the educationai c h a t e  for Danish-as-a- 

second-lmguage has worsened. The pronouncanent about Danish being the "mother tongue" 

of aii children km, raised and intending to stay Ui Denmark which Lene Jensen, the high- 

ranking Social Democrat refmed to earlier in this section (see Holrnen, 200 l), made in the fd 

of 2000 did not raise the pubtic's ire. Rather, it was embraced in public discourse by, among 

others, the chair for the Board of Education and Culhue for Tnlle Municipality. His reaction, 

which was quoted in a leading newspaper the next day, wu: "We have neither the time nor 

the place for Danish-as-a-se~nd-language in Our end of the world" (see Hoimen, 2001, p. 33) 

(Tr-72). 

In contrast to the disparaging view of second language instruction and Danish spoken 

as a second language just presented, i t  is clear how a program designed to teach Danish-as-a- 

second-language could be beneficial at a tirne when the chate toward minority language 

speakers was worsening. It is also clear how, based on the 'goods' outlined in the last section 

of this chapter, even cbildren erroneously ascnied ''Turkishn identity could profit h m  such a 

program. Stili, given Dilan's expenence, it is equaily clear that h m  was done to the young 

Kurdish participants in the program by excluding their ethnolinguistic identity (see section 

4.3.3). Still, m e r i n g  the question of whether treating aiI the language minority chiidren "the 

same" worked to the detriment of the Kurdish children is not cfear-cut. 

Space does not permit more detailed discussion of what r d t e d  fiom educators 

treating Turkish and Kurdish chirdren %e same." On the one hanci, i g n o ~ g  the Kurdish 

chüdren's mother tongue neither fostered the5 acquisition of Danish nor promoted their 

general cognitive growth. On the other hand, neither was it entirely inappropriate to treat the 

Kurdish children like theV Turkish pars since Kurdish children were sociaily represented as 

"Turks" by dorilinant society and Sunered the same negative consequences of societai racism 

as their Turkish peers. Th& educators exerted a great deai of effort to foster the children's 

self-esteem and to combat the negative effects of societal racism; hence, m that respect, the 

Kurdish children could only ben& f?om naMng the 'same' treatment as their Turkish peers. 



The most interesting piece ofthe puale was, howewer, how happy and senire the 

Kurdish children felt in the program. Songril notes how the Turkish and Kurdish children "are 

really happy and hurry into [mother tongue] class" (see Agacanojjlu, 1990, too). A probable 

due to this p d e  lies in the educaton' cornmitment to the program and to the children. This 

dovetaüs with Cumniins' (1996) finding that "human relationships are at the hart  of 

schooling" (p. 1). This obsenmtion is supporteci by the role dennition data. AU four educators 

stressed the importance of establishing and maintaining good relationships with subordinated 

group mernbers. Their consensus on this issue may weli fïll in the rnissing parts of the puzzie 

as to why and how a program which ignored the ahnolinguistic background of halfof the 

mino* language participants met with relative success in their developing good selfksteem. 

Stiii, program success came at a high phce. Serious problems arose in spite of all the 

educaton' good intentions and due to theù treating al1 mhonty language studmts "the same." 

AU the 'Turkish" students were not the same- and the educaton' rhetonc of sarneness only 

serveci to mask important difEerences. This amounts to doing sornething harmful but with 

great integrity: Aii the "good intentions" masked the fùndamental wrongness of what was 

being done. 

To conclude this section, it is pertinent to view how the educators who participated in 

the program viewed it. The sentiments which Vibeke expresses in the following passage are 

quite representative of the otha educators' sentiments about the degree of program success. 

In her comments, Vibeke's belief in the program shines througb. It also iilustrates the 

unfàimess of deciions made arbitrarilys not based on indicators of programmatic success: 

Eit [the BIB program] worRed weB anct, as fbr us, we fhought it that it worked 
well, but the politicians dida't think it worked weil, and there are also many others who 
might bave suspecteci thet it wasn't working w d .  There is so much disagreement 
about it, even among teachers and parents; about whether people think it works. So, I 
mean, it can be hard to expand on if because, yeah. How can 1 say it? Who should be 
the one to judge wfiaher it wm good? 1 mean, how can you maisure it? 

We can see that we have some secure kidq we think, who are realiy thriving 
and are gatmg along weli in school, and that must be important. But how can you 
m m  t h ?  Shodd you measure something more to do with how they are advancing 
in the school system? You how: 'Which streem an they enroîied in, and what kind of 
marks are they getting and how are they getting dong?' And "getting along:" that can 
also mean more th just marks and education, cm% it? It can also have something to 



do with and something to do with reaily thnvllig. And I think it's hard to say. 
Who wiîi measure how s u d  it was? 

How can you measure if? What is it that you should stress? And 1 think, 
instead, more, it sort of becornes more poütical attitudes in the municipality and the 
country as a whole that corne to have an uifluence on how different curricula and 
pro- end up looking. (Ethnograph; Lines 636-673) (Tr-73) 



C)IAPTER 5 

Conclusion 

5.1 Sununarv 

In the present dissertation, I investigated participants9 r u o n s  to a bilingual 

education program designed to improve the academic succes rate and develop positive self- 

estean in Turkish chiidrem schooled in Denmark. The results showed that an unexpected 

population enroUed in the program. The program was neither designed with that group in 

rnind, nor was their ethnohguistic identity acknowiedged once their presence became known. 

The chüdnn, who constituted a minority in a minonty. were Kurds. As there is no 

independent Kurdish homeland, they were buvers of a passport that did not reflect their 

identity as Kurds: They were Turkish nationais. Listed as Turks on ali official Danish 

documents, they were enroiied in an innovative bilinguaübicultural program as Turks and 

were schooied in two non-native languages: Danish and Turkish. 

Due to the aimplexity of this study, it does not lend itself to easy categorization other 

than the fàct that it deais with a transitional biiingual education program with a hidden, 

trilingual twist. There is no ready answer to the question ofwhether the program was a 

success or not since: (a) not dl of its goals were met since a segment of the student 

population was overiooked andor ignored, and their identity veiled, (b) the binational 

background of the "Turks" in the shidy wmpiicated issues men more, and (c) a sumrnative 

progtam evaluation was never completed. Further expianation of these points foiiows next. 

F i  it was an expI.int programmatic aim to inject an indusive cultural perspective 

into theprogram. Ttiat is, the program was expecteâ to incrude a dud cuIturaI focuq drawuig 

on both the Danish and "Turkish" children's home backgrounds; hence, the 'bicultud' 

component of the program. However. the Kurdish chüdren's home background was not 

Uicluded in program planning even though program plmers were awarr that Kurds might 

enroii in the program (Heikiar, 1987). Foflowing the program inception phase, the presence 

of the Kurdish cMdren was forgotten or overiooked and, even when it was rewgnked (e.g., 

by the Turkish educators), it was veiled. Thus, the triadturai nature of the prognun was not 



tapped into and, therefore, the goal of injecting an inclusive cultural perspective into the 

program was not completely met. 

It is interesthg to note that whüe it was an explicit programmatic goal to teach Danish 

children about Turkish culture so that they would gain more tolerance of 'the other,' no 

attempt was ever made to teach them Turkish. The bilinguai aspect of the program was one- 

sided: It held for the children classified as "Turks" who were expected to learn Danish, but not 

for the Dani*sh children. It goes without sayhg that no attempts were made to teach Kurdish 

and that it was never a case of trilingualisrn by design. 

A second, but related, point deals with the faa that the Kurdish children profited fiom 

a positive f m s  on the homeland they share with theu Turkish peers. Indeed, the Kurdish and 

Turkish chddren, and their Turkish educators, were binationais (Le., Turkish citizens residing 

in Denmark). Thus, many of the Kurdish children's cultural traits, including their religion, 

w m  validateci in the program. Furthmore, they too found 'safe haven' in their Turkish 'Tl" 

classrooms as they were as prone to the negative effects of being ascribed "Turkish" identity 

as were th& Turkish peers. However, they were not "the same" as their Turkish pers and 

educators. Major dif5erences existed between the two groups, especiaily with regard to their 

status in their shared homeland where one group canstituted 'the colonizers' and the other 

constihited 'the colonized.' Thuq veiling Kurdish identity was a significant error. 

niird and finally, no summative program duat ions  were ever produced because the 

program was canceUed midway through the participants'foIkesKoIe education (Je., before the 

lead cohort completed the Nne years of compulsory public school education). Formative 

evaluations and a couple offinal reports were published, however, and dealt with different 

aspects of the program up und the thne of its canceilation (see section 2.3.1.4). Eddy 

descriptive in nature, some formai memures of; for ewnple, the '''ïurkish" children's 

proficiency in Danish were included in these nports. Howeveq qualitative data figured more 

promùiedy m how Danish proficiency was eveluated (e.g., classroom observations). 

Commeats changed M e  h m  report to report with the "'ïurkish'' chüdren's Danish skiils 

deemed dequate, but not native-like. 

The main difnadty which the educators imo1veâ in report-writing identined was that 



they couid not address 'the real question' @e., whethn the "Turk'sh" children had integrated 

into Danish sotie@) since the program had not been aiiowed to run its course (Engelbrecht, 

Iversai & Engel, 1991/92). S u c c d  integration into Danish society had been the major goal 

set out in the Du er ingen report and, since the büinguaihidtural program was modelled on 

the recomendations of that report, Engelbrecht, Iversen and Engel (199 1/92) argued that 

program success or fidure could not be judged. 

This added ta the complexity of the study. Ifone is to accept Vibeke's criterion for 

program suc- provided at the end of Chapter 4, that the children were 'thriving,' then it 

may be deemed successnil. However, the hidden "minority in a minority" factor did not enter 

into her evaiuation. This constitutes a grave omission, a grave error, and a grave los. Again, 

it must be highlighted that aspects of the program were beneficial and others hamiful; again, it 

must be noted that this study does not lend itselfto easy answers. 

Following prognun cancellation, the total number of hours aiiotted to Turkish 'Z 1" 

instruction was slashed. Therefore, my study took place at a time when the (bilingual 

education) underpinnings of the program had been stripped away. W e  not seeing the 

originai program in action limiteci my own ability to d a t e  its success, 1 was able to 

compare the schoohg of chddren in the fornier bilingual/biculturai cohorts to that of children 

in post-program cohorts. This cornparison helped me make sense of opinions expresseâ by the 

four educators attacheci to the former bilingual/bidtural cohort regarding advantages of the 

bilinguavbicufturai program for subordinated group children. In my opinion, the children met 

with more acadernic success in the program than they wouid have in its alternative: Only the 

bitinguaVbicu1fhnril program hcluded a bondde Danish-as-a-second-language wmponent and 

a subtle anti-racist education orientation. To summarize, factors involveci in the acadernic 

success which the Kurdish cNdren did meet included: (a) the introduction of two new 

Iauguages, Dankh and Turkish, in communicative/exp~ential h c t i o n a l  settings which 

allowed the children to deveiop BICS More being rrquired to fhction at the level of CALP, 

@) muRuing interactions with their Daaish and Turkish teachers, and (c) primarily positive in- 

group associations and identification with binational educaton fiom their homeland, 

Tmkey-educators who were also experienàng the negative efEcts ofa social climate growing 



increasingiy hostile towards rninorities and the disabhg effects of being ascriied an identity 

(as "Turks"), a group for whom Danish antipathy runs high. Still, success came at a price, and 

the price was, at least in one case, near total loss of Kurdish ethnolinguistic identity. 

In this study, 1 also outiined the rnindscts of the four educators who participateci in the 

program to illustrate their understandmg of the process of bilingual education in which they 

were invohred. 1 foaissed on the good intentions they expressed in words and compared their 

words to their subsequent actions. Discrepancies between the two were exarnined in temis of 

consbaints ümiting educator agency and pressures exerted on the individuals who were, after 

dl, members of the broder society and subject to the iduence of cornmon societal 

discourses, discourses which often disserveci rninorities. Both micro (school-based) and macro 

(societal) constraints were presented and discussed. 

More iight was shed on the topic by examinhg it fiom a second angle: a minority 

language child's reaction to the program, a child whose presence was not accommodateci in 

the sense that there was no recognition of ha ethnoünguistic identity. The findings indicate 

thw Dilan, a Kurdish child, leamed how to navigate through the (triiingual) demands of the 

situation in which she found hersetf, She acquired near natiw-üke Turkish as a result of 

m i m e n t  in the program and met with academic success on par with her Dmish and Turkish 

peers. However, if examinai in iight of language shifi and lost ethnoiinguistic vitality, serious 

questions must be raised regardiig Dilan's "success" in the program. 

This study raises interesting issues h m  the view of North American appiied linguists 

as certain "tnrths'' which hold true in the North Arnerican context did not hold tnie on the 

Danish minonty scene. For example, BICSKALP errors do not tend to occur because Danish 

teachers do not mistake even second generation immigrant children for Danes. Neither did the 

all too cornmon phenornenon of'learning a second language means losing the nrst" desaibed 

by Wong Fillmore (1991-b) hold mie, possiily due to the M t e d  social contact between 

do- and subordinated gmup children, with the feSuIts noted by Leggewie (1996) in 

Chapter 2 (Le., that Turksn became r<urdqn not ''Gemums," in Germany). For whatever the 

teason, the LI los that commoniy typses the North Arnerkan context pertained to Dilaq but 

not to the Turkish studentq for different reasons than those reviewed by Wong Fillmore 



(199i-b). 

On the other han4 an unexpected simiIarity arose between my description of Düan's 

Danish-medium school experience and Swain's (1981) description of the French-medium 

school experiences of Canadian Anglophone children who are enrolIed in French immersion 

programs and live in cornrnunities with high concentrations of francophones. Her findings 

parallel my own in that, in both esses, the language of schooling was not used outside of 

school despite the aV8ilabiiity of target language speakers. Therefore, it may be said that Düan 

was undergohg a 'Damg& immersion" experience while residing in Denrnark. These findings 

indicate thaî the role of social context needs to be further examùied in second language 

acquisition. The pedagogical implications of these and other findings are discussed in section 

5.3. 

The examples provided above üiustrate that while some aspects of the program were 

beneficial to the Kurdish children, others were not. The duality of the program complicated 

the chikiren's educational qerience in ways highlighted in Chapter 4. It aiso complicated my 

study. To conchide this section, the complexity of this study ody serves to underhe needs 

stressed throughout this dissertation: the need to conduct qualitative studies in order to 

capture "ethnic and social variation" characteristic of biIingud education (Candün, 1986, p. 

xi], and the need to conduct long-tenn ethnographic research. 

5.2 Limitations ofthe Study 

niere are three main limitations to this study. They involve: size of the sample 

population, politicai realities, and timing. The first limitation is disnissed at length in Chapter 

3 (see section 3.7). It deals with population limitations in ethnographic case studies. Indeed, 

my population ssmple was W e d  to  two main cohorts of children in one Danish foIResbIe. 

As has a l r d y  been noted, it is more the nom to conduct qualitative than quantitative 

research in Denmark, a trend which has led to gaps in the reseanh Iiterature. Researchers such 

as J h t  Jeppesen (1993 & 19954) and Wilkie (1990) deay these gaps and stress the need for 

country-wide research to be done m the future. particulaiy in the meas of minority language 

maintenance and what, if any, program pteferences ininority language parents have for their 



children.' Indeed, the present stuây shows that consultation with minority language parents 

was lacking in both the program design and implementation phases of the bihguai/biculturai 

program. Thedore, the present study may serve as a usefui sp~gboard for additional 

research in this area in the futun as it documents problems which aise when parents are not 

c o d t e d  about issues concemkg their children's education. 

The second limitation involves political realities. In Phase N of my research, 1 

participated in a class trip to Turkey. 1 went as a researcher/chaperon. The authorities with 

whom 1 consulteci in Canada prior to IeaWig urged caution during the trip. They told me not 

to discuss anything vaguely Kurdish during the trip. 1 was wamed not to mention the words: 

Kurdq Kurdish, and certainly not Kurdistan. This restriction limited uisights which I might 

otherwise have gaineci into the Kurdish children's seKidentities and "rninority in a Mnority" 

status. It dso raises the issue of silencing the Kurdq an issue M e r  diswssed in section 5.3. 

The third and f i a l  limitation involves timing; specifidy, when I leamed Turkish and 

when 1 found the HeUEiar (1987) report. First, 1 had not yet l m e d  Turkish at the beginning 

of my sfudy. Later on, I was able to read works by the author Nasrettin Hoca in their original 

Turkish version (see Taylor & Skutnabbb-Kangas, 1996/97), but this was not yet the case in 

the eariier phases. Had I known Turkish &om the beginning, 1 may have been able to idenw 

the "lminority in a minonty" component of my study earlier as 1 may have recognized that the 

Kurdish children were not speaking Turkish, or 1 may have recognized a teU-tale Kurdish 

accent when they spoke Turkish. Unfortunately, my Turkish 'language awareness' came lats  

on in the study a n 4  therefore, 1 was not initialty aware of the presence of Kurdish children in 

the program. 

My timing in leaming of the contents of Hekkr's (1 987) report which dis@ the 

decision to respect Turkey's '~urdish policy' (whereby Kurds are "Turks") was not 

Therefi,re, the loagitudinal, countq-wide shidy laundmi by Just Jeppesen andNielsen to stuây 
developmental d o n s  in the hes of k hundred ethnic mhority chiidrea bonr in Denmark in 1995 
k ~ r t h y r t h y ~ ~ ~ ~ o f t h e s a t d y k t o I i n k C O Q d i f i ~ m t h e i r c h i i d é o o d , y o u t h ,  
and addthd (e-g., their living COtlClifiodls), it wiJi aiso provide a much needed data base h m  which to 
gain more understazadmg of what lifé m Denmark enta& fOr ethnic minorÏties (Just Jeppesen & Nielsen, - 
1998). 



opportune Qther. Hid I known about this document whüe conducting field work 1 wouid 

have tned to interview individwis involveci in the decision-making process at the program 

inception stage to gain more insight into what, if any, role the Turkish Embassy playad in 

program design. I could also have asked the educators attacheci to the cohorts in my study 

whaî, or they knew about the rep* and 1 cwld have asked the Kurdish parents the same 

thing. Prior knowledge of the report would surely have led to usefu ld i i g s  but, again, the 

timing was not rîght. 

This raises the related issue of limitations placed on researchers. For example, had 1 

known of the report while 1 was conducting research in Demark, and had 1 pressed for 

fbrther Uifonnation about why certain Danish individu& had chosen to respect Turkey's 

domestic 'Kurdish policy' at the program design stage, 1 rnay have Iost access to some 

infamants (e-g., they may have fe1t threatened and/or reaaed adversely to my iine of 

questioning). Since 1 was unaware of the contents of the report at that tirne, any discussion of 

how it would have & i e d  my access to the field remains pureiy hypothetid StiU, it is of 

interest from the viewpoint of the sort of decision-mhg which reseatchers must make, 

especiaily those who dare to "do" cntical ethnography and enter into the public sphere (Le., 

poiitics; Simon & Dippo, 1986). 

Despite these limitations, the study is of interest for its pedagogical and theoreticai 

implications. Both of the latter are discussed in the following sections. 

5.3 Pedwoaical ImoIications and Recammendations 

In the Introduction, 1 nfer to educators in western urban settings today who are 

dominant group members and have limited aperience deaüng with children fiom linguisticaiiy 

and ailturaüy diverse backgrounds. ûne can safey assume that wMe these educators may 

lack expaieme dealing with suborâiited group chiidren in generai, they wouid not overiook 

potmtialiy volatile issues relateci to having forma-Yugodavian children of Serb, Croat and 

Musli- backgrounds in the same cl8ssfoom since the war in former-Yugodavia receÏved much 

media coverage. The same cannot be said of Western educators' awareness of whether 

chüdren h m  Turkey are of Turlosh or Kurdish ongin. 



Cwent unrest in Turkey rrceives less media coverage than either the war in former- 

Yugoslavia or the unrest which involveci the Kurds residing in Iraq in the earty 1990s (e.g., 

those lcilled in the poison gas attack in Halabja). My initial udhiljarity with the difference 

between Kurds and Turks &om Turkey, or my initial complicity in the problem, rnay be seen in 

light of a bigger probiem: the silencing of the Kurds. Thek silencing has as rnuch to do with 

the rnindset, ideology and politics of Kemalism, whereby Kurds (if they are calleù such) are 

"Turks," as it does with classincation mors (see Hassanpour, 1992 & personal 

communication, Septernber 26, 1996; Kendal, 1993; McDowall, 1992; Skutnabb-Kangas & 

B u e  1995; Taylor & Skutnabb-Kangas, l996/W). 

The issue of siiencuig rnay also be seen in broader perspective; that is, it may be seen 

as an example ofthe relationship between language and power in educationai settings. Corson 

(1993) descrr'bes how "education has the power to enforce its linguistic demands by . . . 
sanctionhg the 'legitimate'; " namely, "whoever has the power to define the context, and the 

language code that d e s d e s  if is empowerd . . ." (p. 7). The issue of legitirnacy is of 

relevana to the Kurdish children in the bilingual/biai!turaI program as, had the Kurds not 

been silenced as a group (ii Turkey), Kurdish would have been sanctioned as a legitimate 

language in line with the EC (1977) directive on the education of the chiiâren of migrant 

workers, and the misclassincation/placement error would not have occumed. 

Given that weii-intentioned educaton are apt to ignore identity issues which pertain to 

cNdren in their classrooms, what recommendations can be made? Two recommendations 

foilow: F i  educators must be equipped to recognize d i e n c e  and to see when and how 

they are not treating aü chilâren "the same" (because of dif£'érent expectations for diffierent 

groups, etc.). Dominant group educators serving subordinated group populations rnay lack 

this knowiedge and awareness. Thenfore, it must be gaiad. A good way of disseminating 

such information to a large audience of educators is to present it in pre- or in-Service courses. 

Second, school administrators and officiais working in Boards of Education must idente 

whether they are meeting the n d s  of ai i  children and t d g  them ail equally or, to use a 

common Danish expression, they are treating immigrant chüdren on equd footing ("fi lige 

fodmed') with Danish chüdren. Ifnot, schools may inadvertentiy project negative images of 



'the other,' images which may be taken up by subordinated group children as "mirror images" 

(or 3pjIbiIZeùèr) of thexmeives with the concomitant negative effects on self-esteem and 

identity development desc~ied in section 2.3.1.1. 

One way to establish areas for school improvement with regard to responsive 

programming is to conduct a tolerance audit in the schooi, such as is descri'bed by Sealey 

(1985). He recomrnends taking a 'snapshot7 of the inclusive or exclusive nature of a school by 

exanUnhg the following anas: (a) statnng-an in-service sessions on multiculhiraüsm 

provideci? - are speakers f?om local cornrnunity groups invited into the school to address 

issues in the schooling of theV children?; @) liifary resoutds  difference reflected in the 

iibt8ty holdings?; (c) gym, music and art classe+whose games and cultural traditions are 

included (only those of dominant culture or aiso those of subordinated groups)?; (d) home 

ecanomics-are diierent parenthg styles reflected?; (e) classmom~are educators aware of 

conshucts such as BICS and CALP and their implications for second language teachg and 

content area instruction? - does social engineering occur to promote intergroup harmony? - 
what is the 'informal' cumculum: aie ail children treated equally @(i ligefod) in t m s  of 

respect, consideration and compassion? 

In terrns of the present study, were one to conduct a tolenuice audit in Trilesskolen 

and rect@ problem areas, would white flight m e ?  It is an issue worth raising, given the 

concms voiced by the principal in Chapter 4-concenis related to reassuring Danish parents 

of the (monoculturally) Danish c h c t e r  of TnIIesRoZen so that they do not take heel and run 

to enroli their children in competing neighbourtiood schools. This raises the issue of whether 

Danish school officiais presently have the wdl to addnss the chronic nature of discrimihstory 

Sicidents which go on Ulside schools or the existence ofdiscrunuiat 
. . 

ory practices. 

Should Danish school officiais decide to tackle the situation of discrimination toward 

minorities in the schools, they mst look beyond squeezing round ("Turkish") pegs into 

square Ilanish ( s o c i d  and educationai) holes, and Ieam to recugnize the linguistic and 

dtural weaith which minority language chiidmi bring to school with them. They must 

hstitute inclusive sdiooi policies and mLst sacrificing muiority language childnm to retaïn a 

magical -ber of Vaoishm children in any particular classroom or sdiool. Finaiiy, they must 



go beyond rhetoric and begh to treat ail children, even ones who are not Danish nationais, 

equally ('pù lige fd med Dcmter): with fàimess, respect, consideration and compassion. 

Whether the will to inshcte these changes presently exists or may deveiop is beyond the 

scope of this study. It is a fact, as Curnmins (1996) notes, that "schools reflect the values and 

attitudes of the broder society that supports them" (p. 3) and that, in the aiment social 

cîimate of making minorhies scapegoats to win back ri&-wing votes, neither the Danish 

govemment nor the Damkh educationd system are championhg minority rights. 

5.4 Theoretical Im~lications and Future Research Pers~ectives 

I began this study thinking that it presented a unique case which raised interesting 

questions about the psycho-educational bases of bilimgual education (e.g., how could the 

interdependence principle account for the Kurdish children's academic s~ccess when neither 

of the languages of schooling w a e  their L 1 1). In the interim, 1 kept reading how the minority 

was fast becoming the majority in major &es across North Arnerican, and how Western 

educators were being asked to meet the nads of school populations they were not prepared 

to d d  with in tenns offamüiarity with their linpuistic, culnual and other needs. 1 f i d y  

realized that the situation 1 had encountered in my study was not so unique, but that "minority 

in a minority" situations were becoming the nom. 1 had in fact dealt with a paraiiel situation 

prior to begimllng my doctoral research (Taylor, 1992). 1 had just not grasped the prevaience 

of the situation nor its implications for the design of fimire programming: Issues of diversity 

rnust be factord into aii educational equations. 

Looking at the shidy in broder perspective, 1 now understand why researchers such 

as CummiTlS, Skutnabb-Kangas, and Ogbu have long argued that there is more to educatiod 

underachiwement among minor@ languege studemts than language. When they enter the 

ciassroom, many of these students bring with them a long legacy of sociopoüticai injustices. 

The idea that ail chiidrm are on a leni  playing field den they enter school is a myth. As a 

resuit of this realization, 1 see the urgent need to address issues of conflicting voices and 

vested interests in education in all fkets of future research into second language acquisition- 

As Wüüams (1973) notes, dominant ailture is only able to recognize the value of programs 



which it dtans in its own interests. Therefore, subordinated group voices must be heard in 

order for their interests to be met. Cummins' (1 988) description of the atheoretical nature of 

policy-making on educational language issues also explains why subordited groups must be 

consulted and heeded as, othawise, program p l d g  mainly responds to dominant group 

needs (Le., "situations where there is a relatively high degree of consensus," p. 11). 1 also 

strongly endorse the role of quahathe research in general, and ethnographie research in 

particular, in any nmire resemh desiied to investigate which voices are silenceci and whose 

interests are serveci in educational language programming. 

Looking at the study in a narrower, research perspective, it raises many questions. The 

fkst deals with the issue of language shift outlined by Wong F i o r e  (199 1-b). Why does the 

phenornenon of language shift hold true for the Kwds in this study, but no! for the Turks? 

What role do saciopolitical, sociohistorical, and psycho educational variables play in this 

apparent discrepancy? What role do s o c i ~ l t u r a l  variables such as inclusion or exclusion 

play? Second, at what point in the schooling of the Kurdish children did the interdependence 

p ~ c i p l e  becorne a positive factor (presuming it did)? For example, how much proficiency in 

Turkish did the Kuniish cliüdmi need to acquire to benefit îrom the presence of Turlrish 

'Ianguage support' teachers? At what point did th& Turkish proficiency facilitate th& 

acquisition ofDanish, or did it ever? Was there a relationship between their a s c r i i  identity 

as c4T~rks" and their proficiency in Turkish? Finalfy, what are the implications of this study for 

Cummins' (2000) theoreticai fhmework? Sice, to use Watson-Gegeo's (1988) metaphor, 

classroom wents should be viewed as the nucleus of wncmtric circles which ripple out ever 

wider into society an4 yet, which take place in a pool of bigger, related events, the bigger 

(macro) pool cannot be ignored. Can an outside-in ripple &ect explain some or ail of the 

'Uiwngruencies' noted in Chapter 47 That is, did the overwtielmingiy negative (coercive) 

relations of power in the macro context tip the balance of (collaborative) power relations in 

the micro context? Daes this explain why the coiiaborative power structures highlighted in 

section 4.2.3.1 shated, with power becoming unevenly divided rather than shared wedy 

among participants as was seen in 4.2.3.2? 

One has ody to recd the following examples of an uneven division of power the 



power stniggle between Bodii and S o n g -  wMe on the trip to Turkey, the disabling 

interactions which Bodil initiates with Ali, and the disabling relationship (dencing) which 

Songül and E k e  maintain with the Kurâish students and their parents with regard to their 

Kurdishness. Can these incongruencies b e  understood in terms of coercive macro structures 

which overpowered even coilaborative micro structures by iduencing educator mindsets in 

subde, yet pervasive, ways? Similady, what role did the Danish national ideology described in 

Kofoed (1994) play in power relations between the dominant and subordinated group 

rnembers in this study: both Danish-'Tiirkish" and Turkish-Kurdish relations? Was this a case 

of Tt's really something that mers Uito [the picture] in so many ways. . . ." (Kofoed, 1994, p. 

103)? These are theoreticai issues which merit M e r  investigation in the fbture. 

5.5 Personal Observations and Concludina Statement 

As do al1 dissertations, mine took me on a journey: 1 went fiom a 'rose-coloured 

glasses' view of the Denmark of my youth to disillusionment with the Danes' treatment of 

minorities, to the r h t i o n  that many of the negative trends that I saw (and condernned) in 

Denmark are present in Canada There were parts of my study that my privileged Canadian 

background did not allow me to understand. For example, when 1 asked Atilla why the 

Kurdish parents subjected their children to the heartbreak and trauma to the ego that 

schooling in Demark seemed to represe* he answereû: 'Tt's better than dying." Kurds are 

kUed in Turkey. Given the choie of physid  or psychologicd violence, the chgice to him 

(and the otha Kurdish p m t s )  was clear. Still 1 recall the Danish telm*sion program which 

descnied the hundred d wounds inflicteci on minority rnembers' setf-esteem every day. 

The program desaibed minority teenagers dying their haV blonde, weming blue contact 

lenses, and practising aiî manner of psychologicai violence against their identities, and sdll 

they were not accepteâ as Danes. StU, 1 wonda. What is worse? Death of the pason or 

death of the spirit? Perhaps it aü struck me as  so meaningiess because nobody would look 

twice at Kurdish or Turkish chiIdren in a Canadian classroom, That made me tealize that 

mïsm t d y  is in the eyes of the beholder. 

And, still, minority youths in Denmark keep trying to M in @y dyhg their hair, and 



wearing blue contact lenses, etc.). niey bave not d d o p e d  historic hatred of their 

oppnssors, the Danes, as other groups have. Kwds residing in Denmark have not yet 

developed "secondary culturai differencesn ose., difhences which developed over time as a 

result of confrontational intergroup contact b-een, for example, colonizers and invoiuntary 

minonties). They are stiil at the stage that Ogbu (1992) refers to  as "primary cultural 

differences." As noted in Chapter 1, Ogbu suggests that prhary cultural difEierences are les  

problematic in school settuigs sina they did not emerge to maintain intergroup boundaries 

and are not in opposition to dominant society, as are many secondary cultural diifferences (p. 

10). Yet, one wonders when the gwd-will that minonties show towards Danes will be lost? 

Whm will they develop what Ogbu (1992) refers to as coping mechanisms in times of 

oppressive conditions and begin to ad in opposition to Danish noms and values (p. IO)? For 

the present the, the answer is: "not yet." It could be "never" ifDanes heed recommendations 

such as those made in section 5.3. They should take heed of reports such as the one recaitly 

issued by the Cound of Europe which suggests that the Danish media plays a negative role in 

heightening anti-minority sentiment and creating negative stereotypes of foreign nationals in 

Denmark (e.g., "Turks") rather than disaediting such reports (see Espersen, 2001); they 

should distinguish between the rhdoric of "integration" and praaices which discourage it; 

they should encourage innovative educational initiatives such as the bilinguaVbicultural 

program and support the 'agency' of those cornmiffed educaton who fight societal 

discrimination at the level of the school and classroom; they should conduct more research 

into the needs and opinions of minority language residents and, hally, they should take these 

and other recommendations of a sllnüar iik to hart and act on them. That is, they should look 

into theu hearts to fiirfy assess whether aii cfiildren in the Danish fohskoie system are being 

treated equaüy @b lige fad) in t e m  of respect, consideration and compassion. Ifnot, they 

should analyse the causes of unequai treatment. 

Emhe d e s c ~ i e s  what she perceives as the unequal treatment of minorities in Denmark 

as fotlod: 

* A portion of tbis extract was already brkfiy refared to in section 4.224. 



'Why should immigrants be sa visible? Why should we have to hear their language 
when they are just rninorities and come to g& work here? It's not their country. It's 
not acceptable. niey should become Danes, shouldn't they?" The end!. "And that's 
why Danish is th& first language." It's üke, we thllik that's inhumane, you how? 
Because in the whole worid you can see this development, at least in Europe you can 
see tbis development. 

And it's not just b-se we corne Corn mother country. It's also because we 
have another religion- And I have a lot of difficulty understanding how, in the 2 lu 
century, religion can be so important for people. 1 just can't understand it. And it 
maLes me thhk of the Middle Ages and whether we're going back in tirne to that way 
of thlliking. Are we? One would think that by now we wouid have understood that 
people are the most important; that it isn't language or religion or nationality, ~ght? 
But now it's becorning important again. You can see wam d over the place in 
Yugoslavia, Amienia, Cypress, d over. So it's understandable ifthat sort of thing 
happens in Denmark and Germany too, isn't it? People are buming people aüve 
because they have another nationality or they have another retigion. 1 don? know if 
you can understand it dl. 1 have a hard t h e  understanding it. (Ethnograph; Lines 270- 
307) (Tr-75) 

In this passage, Ernine raises several thernes which have already been disaissed: denying 

recognition of a people's tnie identity (e.g., their mother toague), religious discrimination, 

fear of dEerence, and violence towards those wnsidered dBerent. She equates many of those 

themes 4 t h  the intolerance associated with the way people thought back in the Middle Ages, 

and wonders how people could have advanced so fm and yet has regressed to that kind of 

nie parallei which Emine draws between anti-foreigner 'kitch hunts" in presmt-day 

Denmark (e.g., fire bombs) and the kind of thinking one associates with the Middle Ages 

appears quite astute when one examines the following extract fiom the children's novel mtch 

F e w :  "Maybe they're afhid. No, not maybe. People are afiaid. When one is afiaid, one must 

f i d  something to protect oneseifwith And ifone doesn't know what one is anaid oc one 

must find mmething to protect oneself against" (Andersai, 1976, p. 34). "ïhkJ extract 

descn'bes the universai role that fa* plays in relationships. It shows that Eniiw is justifieci in 

cornparhg the mindset of people who lived in the Middle Ages to that of present-day Danes 

towards foreign nationais residing in Deamark- 

As has been disaissed, many Danes feat minonties. Those who do feel threatened 

fiom within b a s e  of what they perceive as a rapidly growing foreign population, and 



threatened from without b a u s e  of recent developments in the European Union (Kofoed, 

1994; Sarnpson, 1995; Schienip, 199 1; V i i ,  2ûûO). However ungrounded these fears may 

be in terms of actual numben of for- nationals residing in Demark (Dunmarks 

StdMkbank, 20001-a & Ob), political parties capitalize on these fears. They capitaiize on fears 

held by the most vulnerable elernents of Danish soQety (the poor, the aged) to the extent that 

a social climate has developed in which 'Unmigrant bashing' wins votes (Cowejl, 1998). 

It is ironic to note that one repercussion of the Danes' fear of linguistic and cultural 

loss has been for them to Unpose structurai constraints on immigrants which, in turn, have 

resuhed in linguistic and cultural loss for the immigrants. S w d  of these constraints were 

highlighted and discussed in Chapter 4, including cmceilation of the bilinguaybiculhval 

program and v e h g  Kurdish ethnolimguistic identity in the program. While the effect of 

stmctural conshaints is not predetemined as was noted at the outset of this study (Wiilliarns, 

1973). challenging constraints requires a great deal of the,  energy. and 'agency.' My focus 

on four educaton in this study showed what individuai effort can aaomplish in spite of 

disabling structures. Still, as was seen in the case ofDilan, more effort is necessary to caunter- 

ad disabling (coercive) relations of power which repeat themselves aaoss time and space. 

1 wiu close with a Danish expression which symboüzed the Dams to me before 1 began 

this study: h k e r e  hmmer hinrmden nœmere. It translates as: 'Panes get closer to one 

another," but the understanding is that Danish society is more carhg than are other societies. 1 

hope that once the shiffing ideologicai sands in present-day Denmark settle, the Danes WU 

overcome their fears of ciifference and begin to accept newwmen as equds. Then 1 d l  again 

be able to characterize Danes as champions of fhess,  equaüty and collaborative relations of 

power, and as  people who Gare about others. 
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A~pendix A 

Onginal Danish -ans of interviews and quoted documents are as foUows: 

det er virkelig wgct Ber korrrmer ind p& d mange mader. . . . JO seMelgelig tager jeg 
udgangspunkt imindanskeidenîikt.. . . 

. . . vi taler dan& fbr det er en Aiuisk skole, det er en dansk kIasse, og vi taler dansk med 
binanden. Det er ikke tilladt at tale andet end dansic i skolen, , . 

* - . udl-e-hedeafbejkre,  fiygtninge, asylsagere, rnennesker der kom pga 
fkmdiesammenfering der har giftet sig med en dansker eUer blev adopteret-og deres s l m g e ,  
med og uden dansk statsboskab, skai ud af Danmark. 

Borgere fia andre EF lande betmgks ikke som indvandrere, hvorimod mennesker fra 0steuropa og 
tredie (verdens) I d e  i den nationale terminologi baragtes sorn indvandrere. Ligesom polakker, der 
kom tii Danmark i begyndelsen af dette Mundrede og deres efteticomme ikke Iængere betragtes 
sorn indvandtere. Der er andre grupper sorn den nationale idé nu udskiller 

. . . udlætldinge, sorn ikke kommer fia de nordiske lande, fæiiesrtliirkedslandene og Nordunerika, 
og Som ikke har politisk asyl her i landef dvs. ikke er fiygtninge 

Nk kuiturer Aedes gens til eneste karakteristik ved sociale gnipper, og der samtidig, som det her 
er tilfgid* er tale om en hierarkise~g afkuIturer, kaldes det i sociologien for "den ny racisme". 

. . . er baseret pii at tage udgangspwikt i den eakeItes situation. 

Kendskabet til det danske sprog biiver dedes op- sorn midlet til en veiiykket integration. 

Der er Iangt igem, ferend de unge indvandrere kan siges a.  klare Sig fi Iige fixl med et gennemsnit 
af unge danskere. 

. . . for at give bemene en forsvarlig undervisning. 

" . . . Hvis koncentrationen a€ fiemmede bliver stor i et o d e ,  synes jeg man skal sage at sprede 
den Fczrg&t&mekistorbyeriandrelandevidrerskræmmende, & ertitstor- 
mange sociale probIemer, og "pane borgere" ter ikke komme i ghe#oerne, fordi de fiygter at b h e  
udplyndnt eller diet ned. Nej, jeg f o r e t d k  et banogeat samfuad uden ghettoer, det er merc 
humant og bedre at Iewel in. 

Der Iægges vægtp&at&netoperenvejleclmng, ogat den i den forsland ikkeerbegrænsen& i 
fôrhold tii Iærernes m m .  



1 praksis bar man o k  rnâttet h kurdisk- og tyrkisktalende barn sammen rned dansk-tdende 
barn. 

1 en tdrulîurel Masse er der en tyrkisk I a ~ e r  i alle timer i 1. og 2. kiasse. 1 3., 4., og 5. klasse er 
der en tyrkisk krer i dansk, mkma@q orientering og klassens tirne. Baggrunden for deüe ers at & 
tyrkiske bem fiarst skal Iære at kse og skrive pA deres eget sprog, tyrkisk. 1 kllestimerne deles 
bernene i 2 sproggnipper en dansk og en tyrkisk, nAr nyt stof skai gememgh. Det sker for at sikre, 
at de, baide de danske og de tyrkiske bern, bar fordikt indholdet af det stof, der skaI -des med. 
Det stiller siore krav til den tyrkiske og den danske larer om planliegrhg og kmrdination af 
UbdervisnMgen, SA at man i kUestimenie, n&r de 2 bamegnipper er sammen, kan bygge pii en 
fælles baggnind&den. . . . Der gives derfor i ugeatlig konferencetime tii klasselærerw og den 
tyrkiske kl-iamr, 

De tyrkiske barn i en tdnilturel Masse har 1. til5. klasse 4 tirners ekstra widervisning i 
dansk som andetsprog, Disse timer er hentet fia de 4 mode-, bernene eners skulle have 
haft uden for den n o d e  skoletid. MddsundeNisn ingen  gives i deletimerne i den 
obligatoriske undeMsning, mens de danske bern har dansk. 1 timeme i dansk som andetsprog kan 
dansklzmren tilrettelaegge en undervisning afi>asset de tyrkkke barns sprogiige udvikling, hvor 
man blandt andet pii dansk k m  g& videre mcd de emner, der arbejdes med i MIestimerne. Desuden 
gives der her ogs& en mere qskmi isk  danskundervisning. 

. . . skabe k U e s  normsæt for de to grupper. 

En kfmsefmers er#uring rned arbefdet i en to-kultuml klarse gennem fem dr og de problemer, 
der Ran opstd rned dmngene. 

De andre bem vil geme lege med mig. 

Og det siger noget om idormations niveauet og at det slet ikke bander om, om vida eUer 
unéersagelser ener objehbitet pii det her spargmAî. Man tager en beslubiin& som handler om 
uogie fblelser e k  man har nogle holdninper, de tager ikke hensyn til de ting de selv setter i gang 
0VehOveclet 

Da skd man i éet demokratiske Darmiark. Det &al man jo sperge fok, eller srecte màers~gelser i 
gang eiler lave ting, ogd Mce ? Det hek skal være sagligî baseret 

Def det handler om, det er a.  de beder os om, at lave et stykke arbejd, men inden vi g&r i gang med 
a ved de adeiigt godt seiv, hvaâ det er, de vil lave. Uanset hvad vi siger, SI vil de lave det, & 
vil; ikke. 

. . at det var absolut ikke den poIitik man kvde pi Christiansborg. 



Og det betyder, at de f0rs=ldte, der skuUe have barn i de klasser, de har flyttet dem hen pA nogle 
mdre skoler. O& de vii ikke acoeptere, at det bLver totalt fremmedsprogede k s e r ,  og det 
beyty&r &an en nygt fia den skole, og det er vi meget nervas for her, ikke, at man samtidig skal 
ndske flyttt beniene h e h  p& g m d  af, at der er for maage inctvandrere bern eiier flygtninge 1 
de$ heh taget 

. . . ikke-kristne ikke kan bidrage med noget værdifiildt til fæUeskabet i det danske samfiind 

. . . vi oversvmnmes i dag af alle mulige f o m r  for religion 

. . . fremmede, der kommer tii Danmark, skal reqdcbm vores tro. De skal ikke kornme og tromle 
deresvardierdoverhovedetpHos 

kraever en hvis fonn h r  engagement og memeskeligt set, kan man ikke hol& til de$, hvis man ikke 
f(Lr nogen succeser med sin engagement, SA kan man ikke holde til og blive ved til at kgge  s& 
mange kraft i det. Og hvis iWre tingeae udvikier sig, s& tror jeg man mister interessen 

de skal lare dan&, dansk, dansk, og vi skal serge for at f& deres mdre at f o d ,  hvordan de skd 
ogdrage de barn til at biive Dansker s& hurtigt som muligt. Det kan du f5 enhver SDer til at sige, 
uden problemer. Det vil de synes, at det er den vej, man skal& Sai det kan go& være, det var lidt 
'%lurnsy" [said in English]. De har været iidt "clumsy" i deres ord valg her at sige, at 'dansk skal 
vzxe die barns forste sprog', og at de er ikke kommet med nogen forslag til hvordan man remt 
praktisk organiserer den ndere undenking, men den der tanken bagi, den kan du fuide he1t op 

Og han er kurdisk barn, som har Iært kurdisk, tyrkisk, dansk og nu engelsk, ikke ? Og det heit 
meget oveni banden, &ke 

Det er meget pA engang. Men har er en meget dygtig dreng, SA hvis han, hvis ikke han f3r den 
fornemmeIse, at han ikke er god dc, trot jeg han, hvis han & tiden, d er han SA dygtig en 
draigsâ, men hvisdefàrmlaaranforWarermangegang, atbanikkeergodnok, dtrorjegtil 
sengaeld ogd, at han er én afdem, som aldBg fi det 1- ikke 

UndeMsniag afidvamhrbiarn ssiter tingene tatalt pB koge i vores skole 

Ja, i madersndlstimem altd er det ofte kurdisk bera, der sperger, hvad det betyder. A M  
tyrkiske barn kan nemmere félge med en svær tek. De kan gætte fia, hvad det betyder. Mkke ved 
deikke, hddetenkehordbayder,mencdrde~enSammenhaeLl~ sâ kandegetîemget "Det 
her ord betyder det hep, men de kurdiske bem bar ikke dai h c e .  De MI geme præcist vide, hvad 
det ord betyder, fbrdi de har Mce den, al&& de er ikke den samme som tyrkisk bem, fôrdÎ de 
tyEkiske barn har tyrkisk som m o d e d .  De kan gætte fiean, selvom de ikke kender det enkelt orci, 
men de icdiske b m  sp0ga ofte: "Hvad betyder det ?" SI f3.r de en forklarïng pA dn seIvfhlgeiig. 



1 de tokulairel ktasser bruger ma i smâ kiasser altid tyrkisk sttstte seIv mus* gymnastik, 
rnatematik og alle de andm fag. 

De skai Iære deres sprog, fodi det er et menneskeligt ret. 

Mai de kurdiske barn, de er udsat fbr et s p r o g f o ~  efter min m m a  fordi de skal kre 
kurdisk elier de taler ofte kurdisk derhjem, og s& II& de begynder og 1eje med de andre bem, s& 
laMer de tyrkisk, men meget ordfâüig tyrkisk, kun legespmg, og si naar de kommer i skoIen, SA 
skal de kunne tyrkisk og dansic, som begge to er fremmed sprog for dem. Og jeg synes, det er en 
svær situation for et kurdiske barn og Izre tre sprog p& en gang, og det giver ofte foNimnger, fordi 
dtsA tyrkisk er sbnktuecet et andededes sprog. HI& det var direkt fia kurdisk til dansk, s& var de$ 
nemmere for dem at Iære, fordi stnikair, stnikturmæssig et det samme sproggruppe; nemlig inde 
europa=aeisk sprog. Jeg ved ikke hvordan de anvender det. Tawker de p& kurdisk, de skal 
snakke dansk eiier tanker de pA tyrkisk ? Fordi hvis de gsr det pA tyrkisk, sâ bliver de helt 
forvirret, fordi deres modemdl er et indo-europaeisk sprog, men hvis de begynder og tænke pB 
tyrkisk, di tbgene biiver helt forvirret. Men jeg ved det ikke. 

De Iærer meget hurtigt teknikkn at lase, lase og skrive, fordi tyrkisk er et lydret sprog, men 
indholdsmacssig har de meget m r t  med at finde ud. Især efter 3. klasse, h r  der mangler ord og 
begrebet og &takt 

Der SM tales dansk, der skal inkgmts, og der skal Mce vare nogen tyrkisk dette, helier ikke 
rnodersdisundenisning : dansk! dansk! dansk! Det er en ideologisk kamp mellem Venstre 
orienteret og social demokrateme i (Trille] kommune, og det lykkedes for dern og lukke klassen, 
fôrdi hvis de havde Izst aiie de rapporter+ du set rapporterne? SA ville de være meget giad for 
[projektet], men de har ikke Iast (de4 og s;l sagde: "Nej, tokultutel Wasser." 

SA lang de ikke siger noget, sil ved man jo îkke, hvad de synes, vel ? Men altd der er nugen 
sikkert, men jeg tmr ïkke, der er mange. 

I praksis tror man at m o d e d e t  er en forhindring for at Iære dansk. 

. . . og hvis hun @axerien] er uîïkds med datier], h m  d e r  SA flot daask. Selvfblgelig har 
hua da ret tii [ai tale h d e s  m o d e d ] .  Hvad Pr hun s&? 1 frikvarteren, s& d e r  hun aIie de 
tyrkiske barn sammem, og de herer tyrkisk rnusik, SB Iænge man blnier ved med at tmb@Mce, 
ikke @? SB kommer der fige modsat. Lige modsat. SA sader hun d e  de tyrkiske barn og brer 
tyrkisk mik og snakker tyrkisk. Hun kan godt dansic. Men nogen gang de viI vise sig: 'Vi er her 
selvcxn i er imod det, og vi eksisterer', ikke O&? 

[DM er me@ svarrt at lave en enigbed . . . , krdi je% ved go&, der er mange Iaxere i vores skok, 
der Mlle ikke være med til det. Svært. 

Sa ck bliver d a n  mere overfladisk dansk de ancire bam, som ikke har haft det 



bkulatrelprosram, Aian mere overfiadisk dansk de har. 

[Hvis] der bliver taIt tyrkisk i vores klasse, sà er der nonnalt ikke &an, at der er nogen af 
eleverne7 der oplever, at Ah, er der wget forkert i det. Og sii jeg oplever mere at andre bern, 
sorn ikke er SA vant til, at der b k r  tait tyrkjsk, synes at: "Det er & underligt. Hvorfor tder de 
tyrkisk? De bor i DK. Hvorfor Mer de d ikke dansk?" Og der kan godt blive nogle problemer med 
de& ikke, fordi de daaske bern tror rrdske, at de taler om Qm, niIr de taler tyrkislq og det kan jeg 
sikkert go& t 0 d  dr de ikke er SA vant til at hem det. SA, a .  & SA kan tro det. Men votes barn i 
klassen, som er vant î i i  at here da og ikke fbler, at de d a n  specielt snakker orn dern og feler, det 
er ikke &dan noga trwsel, vi ikke sMan tanker noget specielt over det, og vi ogd wmnede dem 
til, at vi SA sperger dem altici, hvad de snakkr om, og SA fortacller de pd dansk, hvad de snaWter 
om.. . . 

E11ers s& kan man da godt opleve, at nogen af de danske barn O@ synes, at det kan være 
spimdende og bart e$ andet sprog. De har tit spurgt: "Hvad hedder det og det p4 tyrkisk?" og 
spurgte Emine nogle ting. De vil genie ha', at hun sommetider fortæller noga p5 tyrkisk. De kan 
godt tide at here et andet sprog, og synes jeg, det er da meget spændende. 

m] kan Være utrolig svært at komme videre og fZ Aian noget arbejd. Specielt naf man er fra 
Tyrkiet, kan det vam meget vanskeligt, og SA dr man "ikke er daasker" [ironisk], ved man, siidan 
statistisk, at det er al&& sadan me@ m r t  at ta arbejde. Det Mber jeg da ikke, at &t vil stoppe 
mine b m  

Men jeg ville O@ stitle stiarre fo- eiler mrre krav tii barnene end de gare det nu. Ogdi 
jeg ville ikke nejes, hvis jeg var en dansk Iærer, med at sige: 'Wun kan go& Iæse. fIun kan gcxh 
taie. Hun kan godt fid''; men jeg ville stille de samme krav som jeg stiller til de danske bem 

Er de s& du- at de ikke kan Izre at tale daosk og de har været SA h g e  i Danmark? 

Hvis du biiver stemplet som dum, selvorn du ikke tror ph det, s& ville du være heItiden gal og sur 
maske op& aggressiv. Det har vi O@ oplevet hos mange bern. Og si er der nogie gange, at 
b m  vatlger at være d a n  voldeiig, at de skal jo have staais i klassen. Hwirdan kan man fi det? 
Det er et sbrt problem fbr bamene. Ogd noglt bem fbrtnckker at were stille, og de vil ikke vise 
Sig og de vil gere Sig usynlige, i kkssen. Man skal ikke Iægge d e  til ciem. Nogle barn 
b h r  d a n  tidt mere voIdsom og aggressiv, krdi de vil være med og det er saldan set tit kMk ban4 
der melger dec, der SUS og laver ait rnuiige numre, vel ?! Forài de ikke acceptere [exclusion]. 

Og det er ogs& at de danske bern vi l  iIdce leje rned d e .  hvis de ikke km sproget. Det er ikke sjovt 
at Iege med én, der Me fbrstar7 hvad der bliver sagt. Beni er ikke sâ îâimoâig. Og det er kit fuit, 
at de skal have det sjovt, nâr & legef, eIIers fiuder de nogle ancire legeicamme-r aüerede fia 
ferste klassen. Og de bliver ved med at l e p  rned de samme btnn. JO det kan være ogd, de vaelger 
en a n h  pâ a tidspunid, men alligevel de holder Iæage. Og det bher  ndske en væn, hvan de leger 
med 

'Hvorfôr M e  mdvandrrme wne sâ syntige ? Hvorfbr M e  man d bre  deres sprog, tdr de a 
sil minoriteter, og de korrmiet di kun for at fi arbejde ber ? Det er ikke deres land. Det er s& ikke 



accepteret. De skal blivt danskere, ilde ?' Slut ! 'Og derfor er dansk deres fBrste sprog'. 
S k  at vi synes, det er sâ umetll~e~kiigt, ikke ? 

Mennesker er vigtigste. Det er ikke sproget e k  religionen eller natiooalitetet elIer race, ikke ? Men 
nu biiver det vigtigt igen. 

Man brænder mennesker ihjel, hrdi c@, man bar et andet naîionalitet eller man har em anden 
re tigion. 

Men det s u e  da være s& stateas politik, ikke ? Helt landeîs politik, der bliver SI overfarte til 
skolerne. Du kan ikke bave ildan en politik i sko1en d Iamge, at der ikke. Man har ikke engang en 
indvandrerpolitik i Danmark. 

Vi siger, hvad vi mener lige meget om de [de danske lærera accepterer eller ikke accepterer. Vi er 
ligegiaâe. 

Ved du hvad? Hvad er forskellen mellem Danmark og Tyrkiet, nAr I SA kntiserer Tyrkiet ? 

Tyrkiet har aldrig sagt at Kurdemes modersmHl er tyrkisk, aldrig de siger. Kurdeme har deres eget 
modemd, men de skal taie tyrkisk, Det er det Tyrkiet har sa& Man mil ikke undervise kurdisk i 
skolen euer ancire steder. Man d tale ckt hjem, pii @nie, i landsbyen, men ikke i skolen; ikke i 
domstolen; ikke i X [eclair]. Ait d e  mu ligt offénttligt steder man skal kun taIe tyrkisk. O@ 
hvad ferer d nu Danmark? Det er den sarnme. Hvis man ikke skal tale tyrkisk i skolen; hvis man 
ikke &al tale tyrkisk andre d e r ,  kun derbjem, hvad er SA forskellen mellem Danmark og Tyrkiet 
2 

XX-skoh ligger ind i XX~mradet, . . . Der har de startet jo 2 bernehave klasser med kun, jo hvad 
var deî, kun 4 danske bern i, ja i ir7 hvor s& resten var fiGmmedsprogede bern, ikke?. . . . Og det 
betyder, at de hraeldre, der W e  have bam i de klasser, de har flyttet dein hen p& nogle andre 
skoler. O& de vii ikke accepte~e~ at det bliver tdatt hmmedsprogede klasser, og det beytyder 
&an en flyg fra den skole, og det er vi meget nervas for her, ikke, at man samtidig skal mâske 
flyae beniene h& p& grund a$ at der er k r  mange indvandrere b m  eiler fly@ge i det helt 
taget. 

Men denne her skole har et ekr  adet ry med, at der er foa mange h d s p r o g e d e ,  kke? Det bar 
den. 

Ja, ciet kan g& hai, det kan g& hen; men det kan ikkt gA op over en bdvdeIen. Hvis det gor det, SA 
er det prob1emafiSk-virkeiig problematisk ! Vi barjo mgen Wasser* hvor, h r 7  hwr det demærre 
er sket det, at nu er, der er mget flere hmndspw bmn i klassen, end der er dansice bm, 
ikke?. . . . Men det er klar, at de danske forældrene, at de oplever, at der er overvægt af 
fiemmedspmgeckbera, SA, Sasivwdeh,ogdadIejeg~selvgere,  hvisdetvarmigselv, 
ikke? Der skulle barn ikke til en Hasse, hvor det var en overvæg affkmmdsprogede b. Det 
b r j e g  i k k  er goQ, 

Ahil der s mange, der Siger, der er fbr mange fhmmedsprogede her. O@ ville de beilere gb p& 
XX-skoIen soni er vores aaboskok, ikke ? 



69. Altsa man skal, e f k  min opfhtklse skaI man serge fbr en vis sprainiag afde fiemmedspmgede 
elever, We? Og dei er bedste for d m  sclv i virkeligheden. Jeg tror ikke pii, at et ren 
fiemmedsp* klasse, kan bniges tii 

70. Ja, jeg op* det jo sâdan, at hvis jeg har dort £Ô=Idrene opmærksom pâ def at det en god 
skole, ikke ? Fordi det er en god shle. Der a nogen utmlig dygîige k m e  kr, ikkc ? S m  gare et 
tllægfigt [ d j d ] .  . . . [D]e kan mange ting og de a megd aktiv og gere mange spætldeade tinge. . . 
. Det, der er s k o k  problem, det er hvis man engang har tget et dairiigt ry, altsâ, du ved; hvis man 
engang bar flkt et stempel pH ryggen, ikke ? FontAr du det ? Ait& man, man er-der er for mange 
fiernmedsprogede, ikke ? ûg der gik de sedan og mald<e om nu& omloùig. Og de kan sige: "ûer 
a der for mange fkmmedspmgede over i denne skole. Den er ikke god, ikke ?" SA det er 
~ a t k o m m e u d a f s a d a n e t  ryigem, ikke?D*skai man&ügaom byggeop oggerewgetved 
det, ikke 2 

7 1. Da der i kornmu~m er to muligbeder for skolestart for tyrkiske og kurdiske elewer, - d g  
tokuIture1 og parallelgruppe - d i e  det wre praktisk gememfbrügt, at sküle de to gmpper ad. Der 
er hgen tvivl om, at dette ud fia et sprogligt synspunkt ville vaen at fontrakke. Men 
problematikken omkring den tyrlciske og den kurdiske WoIlaiingsgruppe hander jo om meget 
adet  end spmg. Udvalget vurderede, at dersom âer blev lagt op til en sâdan bastant deIing af de to 
gmpper, ville bi blande os i en politisk og féIeIsesmaessigt belastet sa& og konsekvenseme af detîe 
ville vi som daaskere vanskelig kume overskue. (Heikiaer, 1987, p. 15) 

72. Dei tokuiturelle IcIasse vil vert et godt tilbud k r  til de tyhk-sprogede bem, da unrk~sningen 
bMe sprogligt og kuiturelt vil bygge pâ de &N-, de rneder i skolen med. De kurdiske 
foraclcire ber op& oplyses om muligheden fbr tokuiturel Masse fbr deres barn, men ber nok af 
sproglige gnmde Mes til en a a b  fOm fbr skolegang, feh. parallelgmppe. (HeUaær, 1987, p. 
15) 

73. Vi har hverken tid eller plads tiI dansk som andetsprog i vores del afverden. (Hohen, 2001, p. 33) 

74. Hvis det virkede goch, og det bar M selv syntes, at det bar virket godt, men politikkeme har ikke 
syntes, det bar vüket godî, og der er O@ mange andre som rrdske fômemrne, at der ikke har Wket 
g& D c r e r m e g e t u a i i g t i c d o m d e t W ~ ~ o g ~ ~ o m h ~ ~ m a t i s y a e s  
at det virker. Ahdi Sa kan det vme vanskeligt at fà de$ tii at brede sig fordi ja ! Hvordan kan jeg 
sige & 2 Hvem er det, der skal vurdere, oxn da har =nt godt ? AI&& hvordan d e r  man det ? 

Vi kan se, at vi bar nogle trygge bem, synes vi, og nogie barn, der trives godt og har âeî 
godt i SkOIen og det mA være en vigtig ting Men h r d a n  d e r  man det ? Miller man rnere noget 
rned hvor6in de klarer sig op igeruiem skolesystema ? Altsâ hdhm u-Ise f3r & og hvilken 
karakterer 5 de, og hvordan kJmer ck sig ? ûg "klarw Sig" : det kan ogs& være noget mere end en 
karakter og uddameIse ikke 2 Det kan op& vzm noget ûygheû og n q e t  med at man thes  g& 
Og det tror je& cEet er svært at sige. Hvem skal d e ,  hvor gait det lykkedes ? 

Hvorchndermandet ? Hvadcrdet, man iatggervaegtenp&? Ogdertrorjegmere,det 
btiver dAan mere politiske holdninger i kcmummer og Ianda som heihed, der kommer tü at fa 
indfIy&lse p& hvordan de hkeiiige laesepher og programmer kornrner til at se ud. 

75. Wimrfbr shUe indvandreme v a ~ e  d synlige? - hvorfor M e  man SA hiare deres sprog, nàr de er 



A minoriteter og de kommer sà k m  f3r at f3 arbejde k? Det er ikke deres land. Det er si kke 
accepteret, De skai blive danskcre, ikke?" Slut! "ûg de&r er daask deres fiarste sprog". S h  at 
vi syiicr da er sB umenneskeii& ikke? Fordi i hei verden kan du sâ se den udvikling, eller i Eumpa 
kan du sâ se den udvikhg (337). 

OgsH det er ikke kun, fordi vi kommer fhi et andet M. Det er ogd, fordi vi bar en anden 
religion. Og jeg har @ meget svært at f b d  nu i tyvende &rhundred, at religionen skuUe være SA 
vigtig fbr memesker. Det kan jeg ikke f i > d  Og s& jeg taenker fl Middelalderen, og orn vi venàer 
tiIbage til Micidelalderem tankegang, Wce? Det burde da O@ vaere &dan nu, at vi bar forstaef at 
mennesker et vigtigste; at det er ikke sproget eiler religionen eiier nationahet eller race, ikke? Men 
de$ bliver nu IdAsui yigtigt igen. Du kan s& se krigene niracEt omkring i Jugosiavien, Annenien, 
Cypern, nindt omkriag. SH da er mcget almindeligt at de ses op& i Danmark nu og i Tyskiand, 
dûce? Man b m & r  m d r  ibjel, fbrdi O@ man har en andet nationalitet eîier man har en 
aniien religion. Det ved jeg U e ,  om du lcan f b d  det, mca jeg bar svaxt at forsta det. 



Those names followed by an asterisk (*) bave been changed for puqmes of mnymity. 

Anne Hohen (personai communication, Septernber 21,1993). Joint intemiew condudeci with 
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Ami Granum (personai cbmunicatio11; September 23, 1993). UiteMew coaduaed in the Ministry 
of Educaiion office in Trille Municipaiity. 

Anne-Mette* @maial canmddon, Septernber 1, 1993). Informai h M e w  conducted over 
c o f h  break at Tnlleskolen. 

Anonymous child* (personai communication, September 14, 1993). Participant observation &ta. 
Viit to a Danish home on the island of Fiinen. 

Bodil* (personal communicatioa, September 16, 1993). i n te~ew conducted in Bodii's home. 

Christian Horst @ersonal cornmunic;rtion, June 1, 1994). interview conducted in the home of 
Kirsten Haastnip in Copenbagen. 

Dild 's  motber @aod communication, September 6, 1993). I n t e ~ e w  conductecl in a Kurdish 
home in the housing cornplex surrouaditlg Tnllesblen. 

Emine* @enonai communication, Septeanber 9, 1993). Interview conducted at Tdllesblen in a 
suburb of Copenhagen. 

&!en Krag @cmd communication, J u w  3,1993). Inte~ew conducted at the University of 
Copenhsrgen. 

Jens N o m  Jargensea @ersonai comm~cation, September 2 1, 1993). Joint interview 
conductexi with Iens and linne Holmen in the Royal Danish Schoot of Education [Lcererh@kolen]- 

Jo~a*'s m o t k  @cisoaal annmunication, Septernber 6,1993). Interview conducted in a Danish 
home in the housiag comp1ex surmunding TnllesOlen. 

PedePs matba (perscd ccmmmicati~n, Scptcmkr Iû, 1993). Interview coaducted in a Danish 
home in the honsing cornpiex sumwiodfag Trillesblen. 

Prhcipi of Tr i l lob le~  @asooal camnunicaîion, September 21". 1993). Interview heu m the 
ptincipai's office at Tnlfeskden. 



at Tnlleskolen (September 9ih); second baif conducted in Songii17s home (September 12'). 

16. R Phillipson (persopal communication, May 28, 1994). Interview conducted at Roski1de 
University. 

18. Vl'beire* (personai communication, September 9,1993). Interview conductecl at my home in 
Copenhagen. 

19. Anne Hohm and Jens N. J e r ,  @ersonal communication, September 2 1, 1993). Joint 
interview conducteci with A. Holmen and I. N. Jergensen at the Royai Danish Schml of Educafion. 

20. Hanan*, a Turkish girl, and Ugurtan, a Kurdish boy (personai communidon, Septernber 20, 
1993). Intmicw conducted in TniIeskoIen with the parents7 permission. 

21. ~ t i g *  anci ~aihid* @ersonai communication, September 15: 1993). A separate interview for eacb 
boy was conducted at TriIIesRolen in a suburb of Copenhagen, with the parenîs' permission. 

22. Wbeke* and Math teacher (personal communication, August 30,1993). i n t e ~ e w  conducted while 
driviag home h m  an eveniog parent-tesicher meeting at the start of the new schml year. 



T i 1  
Skolerne 

PVH 
Jomd W. Brev nr. 
17.1S104 PO8 

Oato 
13. december 1993 

Vedxt. forraq a d  folksckolens modersd~sundenrisninq. 

8yrAdet har p& =de den 23. november 1993 vedtaget fslgende for folkeekolens 
arodersdlsundet7tlsning i . komune : 

1. - koaimune opfatter danek eoni 1, eprog for indvandrere, og 
umderdl trunde~isnfng  ti lbydes freraover 1, - 4. klasse pr* til for- 
bedring af bsrnenes begrebsverden. Familien (m-ene) forudsarttes aktiwt 
at medvirke hert i1 .  

2. P& 5, - 7 .  k laeeetr in  gives i stedet eketra danektimer og/eller moders- 
m&launderviening med henblik p& formidling af abetrakt: viden- 

3 -  Indvandrersprog t i l b y d e s  eoar valgfag p& 8.  - 10, kXaeeetrfn- 
For underpîsningen p& S. - 10- klasaetrin mlder, at foraagene i u r r m t e e  fra 
og med ekoleket 1994195 og a f c l u t t e s  &ter skoleket  1996/97. Forssgene ska l  
endvidere afholdee indenfor den samlede budgetrame til modetsm&lsundetttisning. 

Kulturel fontaltning medPirker ved kwrdination af planlregnfngen efter aftale 
meci akolerne. 

He venl ig  hiLsen A 



A P P ~  D 

Ioterviewprotax,I 

A) English version 

INTERVIEW QUESTXONS FOR PARENTS 

Luiguistic (& acadmic) m o u  for chiidren in the future 

Why a bilii3gual program? - What does it entail? 

Oral 

Date: 

Hm docs one develop üoguistic caapemice in a national or a minority iauguage? 

How can one support a chîîd's langage developmertf - in the home? other places? (a, books, 
media, vitits, t r a .  amversation with others, in tbe neighbourhood, etc.) 



8. Biggest influences on a child's language development 

9. Rote minority W s )  play in DK and rote of bilingual education in Danish 

10. "Spreclin'ng" po ticy (of dispersai~mnients? 

AN EXTRA QUESTION FOR TEACHERS 

1 1. How do you m e  your rote as a - teacher? 

B) Original Danish version of interview protacol 

INTERVIEW SP~RGS- TII, FORÆLDRENE 
Dato: 



6. Hvotdan udvikler sig spmgiigefærdigheder i et domit- eUer et minoritetssprog? 

7. Hvordan kan man datte et barns spmgiig uctviküng - i hjernmet? andre steder? (f eks., beger, 
rnedier, beseg, rejser, samale med andre, omddet, etc.) 

8. starreste indyàeIser i et barns sproglig udvikling 

1 1. Hvordan definerer du din roue som - h r ?  



Appendix E 

Originai Danish Versions of Educator Role Definitions 

BODE: (19 14) AItSa det, der er vigtigt, nHr man arbqder med de bsm, det er selvfblgeiig, at de frnn for 

alt f5r en selwardsfelelse, at, at der er nogen, der synes, de er noget =rd, og der er nogm systemer. der 

synes de kan aogm ting, og at nogen sysianer eUer repnsammter fia m e t  Som kan give dm troen PA, 

at de kan nogef som M kan bruge til noget. 

Og det dchn har været det allemigfi*gste for mig : at give de barn den fomernmeise at, at som 

dansk km, oB og dm qræsenterende for da danske skole system, der skuile de mange gang om @en 

have at vide. at de synes de var dygtig. at de kunnt nogen hg, at de synes. det er nogle rare bern og de 

synes deres fiuniiiebaggrund var spaadende. deres k u h r  var spimdmde, og at, det et heltiden Jiaet tii 

diskussion og at til hver en tid, at det var lige SB interessant a .  snakke om Som dansk og diskutere som 

daask forhold, og derfor i bvcr en sammenhamg (20 17) det var muiigt at trykke parailel op rned deres 

baggnrnd i Daamark efler dels deres foræIdres baggmd i Tyrkiet. Det har vgret vigtigste, 

(2030) Derudover s& 5 man, nair man har med bern at gere eîîer som dansk klassekrer, at man 

fâr et helt speciett fbrhold til de bem, at de 5 et specieit forhold tii h, iWre ? Det bliver ikke et mor-barn 

forhold, men alligeve1 iidt sadan. ikke ? Det bliver, at hvis & feler sig angrebet ud i skolen, i systeme SA 

ved de, at de kan altid kome til deres klassekrer og fortæîie om det O@ har det vaeret vigtigt for Mg og 

hehiden at d e r e  over fbr de bem, at hvis der var nogeq hvis de bav& nogai klager ova det meû 

racisme eiier racktiske tilr;ib, eiier hvis de var blevet angnbd pii derw etnicita, at d ville der wre nogen 

repmsentaater i systemet, som til en enhver tid ville tage sig af de kIager. 

Og det ger at, det betyder ikke, at de aitid bar gAet ud og ordneC tingene for dem, mai diskuteret 

rned dem: 'Hvad er skeâ 1' og 'Hvad kunne vi ha' gjort andededes ?' og mange gang har jeg yæret ud 

og fà fâî i dem, der bar sa@ det og diskuter* konfronteret dem xued d e  og ddzm at bernene bar ELet en 

fbrnemmek as at der var aogm repræseatant fÎa systanet som ikke vine fhde Sig i deme form for angreb. 

O& bar det selvfô1geLig mret meget, meget vigtigt for mig ogd, st de fik en ordentiïg 

uddameIse, at de bliver dygtig. (î2û5) SB jeg arbejâer meget h k i t  med at der bliver den persuniig 



a m d m  me11em dm og mi& der morde, at de fik lys& til at arbejde mâske lidt mere, end de euers ville 

have gjo* &ke ? Sa dehr, dtd-ja, det er skian nagenlunde de ting. (2220) 

 SONO^: (1 127) For det fkrste? n h  bemene kommer uden ordentlig dansk spmg, sH er det en tryg tii 

bernene, at der en, de kan anvende sig til og fortæile, hvad de vil-bare taie og udtrykke sig, fordi ellers SA 

biiver de aedt tii at sidde uden og sige ikke ncgd mange &der, inden de tar og sige aoget Men nu har 

de den mulighed selvhlgelig, de kan k o m e  og mkke sin h d  op og sige det pii tyrkisk, hvis de ikke kan 

pH dansk. Jeg synes, det Wder enormt for bernene. 

(1203)For dct rmda, og deî vigtigste4 selvfslgelig, og d de Eu O@ de= 

m o d e ~ e N i s n i n g ,  og de slapper a€ i modermulsundervisning. N& de kommer, de er meget glde  

og skynder sig i. De sperger hver dag: "H;u vi mc&mdnmde~sning i dag ?" SA siger jeg: "Nej, ikke 

hver dag; hver anden dag !" Sa de er meget giade. 

Men jeg tmr, at det vigtigste &min rolle er kontakt, O@ arbejdet som tolk for de tyrkiske 

forældre. .. 

ST: . .. som bindeled ? 

 SONG^: (1245) Ja ! Ogsa fonnidle kontald. Fordi fbr klagede de danske I s i a e ,  at de tyrkiske forsldn 

kommer ikke til mpder. De kommer beller iLbe til eîîer, e k  anangementet i s k b .  

Men nu Wr de, krdi de ved gocft, der er enlif:rer? der kan tale, eiler der kan sige igen. 

ST: Og din roile overfor Danskerne ? 

S o m :  (1450) De tmLa alMg, at en tyrlBsk himde kan vam sldan [som SamguI]. De bar, heh 

samNrdettror,tyrkemcertigcsomCansmor-alle9mmen,iogeniaadcageIse. OgPaharjeg,viharboeti 

enboliskompleksiM[-by. Ogsa[dattewsnam]~lcgctimaiigtarmed~aabospige.EBermsrige~, 

Sa kom hm og spurgte mig Wvor kommer 1 fia 1" Og Sa sagde jeg: "Men vi kommer fk Tyrkietn. "Nej7 



det kan ikke vare rigtigt, 1 komim fia U.S.A.", sagde hm. ûg Sa sagde jeg: "Nej, vi kommer fm Tyrkietn. 

Og Sa sagde hua. W. Hm troede ci& ikke, vi var tyrker. (1535) 

Mange tmr, at vi er bIevet &an, fordi vi k m  til DK : 'kg var iigesom Cems mor, da jeg var i 

Tyrkiet'. SH siger de, f eks.: Wej, hvor er du . . . ." Emine har hee E h .  en gang, da hm skulle servere 

mad til Lrere, mgen a f b  i vores skole. Og SA gik hun -1 iad i kekkeaet og de to smkkede : 

Wej, hvor er hun tærenemt, Hun har k r t  og d d k e  bord". De trode, hun bavde Iært det i DK; hun viûste 

ikke, da hm var i Tydaet. Selv Iæreme ! (1619) ... (1932) 

Jeg tror, at Vest Europaers handicap er, at de bar et mere eller mincire homogent samfiuid. AiIe 

Iiper hinanden. Det gar de ikke i Tydaet, fordi Tyrkieet er et mosaik samfiind. 

+ Vibeke's role defidion 

VIBEKE: (077) Der er meget i DK med racisme iWce1 Og jeg tror det nok at det kan betyde for de hw 

ben som kender nogle T+ke barn, som de goât kan tide, og sorn de er trykke ved; jeg tror godt, det kan 

betyde noget for dem, Adan at de vokser op og biiver aldre, at de ikke er di) ab& jeg tror mange 

rn-ker kan være utrygge fbr og bange for fbik fh en anden kuïtur) f i r  fiemmed fôk. Og dct h;iber jeg 

og tror jeg, a! min barn vil sadan vzere mere tryg med det, fOrdi de kender nogen fh, derkommer oprindeligt 

fia et andet land- 

ST: (192) hi spilier en mile til de tytkiske firæIdre, en ste#e d e .  mldrene Mer sig trygge med 

Vl'beke, F.eks. Dilans mor efter foræIcimdet]. 

VIBEKE: (19 1) Jeg synes, de féler, at de kommer tiI mig og sperger mig til dd om fbrskeliige tiag. (202) 



+ Emine's role definition 

EMINE: Ai&& bernene bliver ahid gIa4 de tyrkiske barn, nar jeg kommet inde i deres klasser. Ogsa det w 

&dan en Iærer, der kommer f+a deres land, elier en latrer der har samme nationalitet eUer kan tale samme 

sprog, men hvis jeg tænker pB kre~ærelset, SI tror jeg Qer er siidan forskeiüge holdninger igen. Der er 

nogen, der tænker ikke me- jeg er en tyrkisk Imr. S mgen ser mig s&digviek d k e  ... en repratsedant 

for indvandrere. Men & jeg btivef brugt som bindeied r n e h  skolen og forældrene, jeg tror at begge 

parter bliver for at bruge Mg, fordi jeg selvom jeg kommer h Tyrkiet, jeg opfkrer mig mm lm, og jeg 

har en Iærerrolle. Jeg taler for skolen tit holder med skolen, fordi jeg synes selv, at det er rigti& at skolen 

er vigtigste i bemenes liv. Men nair jeg s& taler med foralcirene pil deres vejene, s& kan j e -  sB forklare de 

danske Iærere, hvorfor de gjorte deî, hvorfor de s& opfbrer sig siMan, hvorfot de siger: "nej". SB finder vi 

sàdan, vi vil &km nil en kompromis. Og det er &dan, jeg hjattper me d... 

ST: ... Iigesom en kultu rmede... 

EMINE: Ja! Det ligner en bro, der binder de to [kuhrer] [latter], men de kan ni% hinanden, opd hinanden. 
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Numbered Version of BODIL 6/6/98 8 :27 :14  PM 
+ Bodilg s r o l e  d e f i n i t i o n  

(19141 Altsà det, der er vigtigt, n à r  
man a r b e j d e r  med de bsrn,  d e t  e r  
s e l v f a l g e l i g ,  a t  de frem f o r  a l t  f à r  
en s e l w ~ r d s f a l e l s e ,  a t ,  a t  der  er 
nogen, d e r  synes, de er noget vsrd, og 
der  e r  nogen systemer,  d e r  synes de  
kan nogen t i n g ,  og  a t  nogen systemer 
e l l e r  r ep resan tan te r  fra systemet som 
kan give dern t r o e n  pà, a t  d e  kan 
noget, Som v i  kan bruge til noget. 

Og det sàdan ha r  v ~ r e t  det 
a l l e s v i g t i g s t e  for mig : a t  g ive  de 
barn den fornemmelse a t ,  a t  som dansk 
l e r e r ,  sé cg den reprasenterende  fo r  
det danske sko le  system, der  s k u l l e  de 
mange gang om dagen have a t  vide, a t  
de synes de var dygt ig ,  at de kunne 
nogen ting, at de synes, det  er nogle 
r a r e  ba rn  og de synes deres 
familiebaggrund v a r  spsndende, deres  
ku l tu r  var spsndende, og a t ,  det har 
heltiden s t à e t  til d i skuss ion  og a t  
til h v e r  en t i d ,  at d e t  var l i g e  si 
i n t e r e s s a n t  a t  snakke ont som dansk og 
diskutere Som dansk forhold,  og d e r f o r  
i hver en sammenhamg (2017) det var 
muligt  a t  trykke parallel op med deres  
baggrund i Danmark e l l e r  dels deres 
foralcires baggrund i Tyrkie t .  Det har 
w r e t  v i g t i g s t e .  

(2030) Derudover si fbr man, nàr man 
har rned bsrn at gare elles son dansk 
k l a s s e l a r e r ,  a t  man f à r  et helt 
s p e c i e l t  f o r h o l d  til de barn, a t  de 
fàr e t  s p e c i e l t  fo rho ld  til én, ikke ? 
Det b l i v e r  i k k e  e t  mor-barn forhold, 
men a l l i g e v e l  l i d t  sàdan, i k k e  ? Det 
bliver, at hvis  de £ d e r  sig angrebet 
ud i skolen, i systemet ,  sà ved de, a t  
d e  kan a l t i d  komme til de res  
k l a s s e l s r e r  og fortal le  orn dct. Ogsà 
har det  varret v i g t i g t  for  mig og 
heltiden a t  markere over f o r  de barn, 
a t  h v i s  d e r  var nogen, hv i s  de havde 
nogen k lage r  over  det med racisme 
eller r a c i s t i s k e  t i l r â b ,  el ler  h v i s  de 
var blevet angrebet pà deres 
e t n i c i t e t ,  a t  sà v i l l e  der vaore nogen 
reprzesentanter i systemet ,  Som t i l  en 
enhver t i d  v i l l e  t a g e  sig af de 
klager . 



O g  d e t  g0r at, d e t  betyder ikke, a t  de 
a l t i d  h a r  gàet  ud  og ordnet  tingene 
for dem, men d i sku t e r e t  med dem: 'Hvad 
er sket ?' og 'Hvad kunne vi  haf gjort 
anderledes ?' og mange gang ha r  jeg  
ogsa varet ud og fA fat i dem, der h a r  
sagt d e t  og d i sku te re t ,  konfronteret 
dem med d e t ,  og sàdan a t  bsrnene har 
f a e t  en fornemmelse a i ,  at der v a r  
nogen reprasentant  fra systemet som 
ikke v i l l e  f inde s i g  i denne form f o r  
angreb, 

Ogsà har de t  s e lv fo lge l i g  mret  meget, 
meget v i g t i g t  f o r  mig ogsà, a t  de fik 
e n  o rden t l ig  uddannelse, at de b l i v e r  
dygtig.  ( 2 2 0 5 )  SB jeg arbejder meget 
h i ,  rdt med at der bliver den  personlig 
ansvarlighed mellem dern og d g ,  der 
gjorde,  a t  de f i k  l y s t  til a t  arbejde  
miske l i d t  mere, end de e l l e r s  ville 
have gjort, ikke ? S â  der for ,  a l t s à  - 
ja, det er sàdan nogenlunde de t ing .  
(2220)  



Numbered Version of SONGffL 

t Songul 's Role Def i n i t i o n  1459 

Songul :  (1127)For d e t  f s r s t e ,  nAr 
bsrnene kommer uden o r d e n t l i g  dansk 
sprog,  sà er'det en  t r y g  til b s r n e n e ,  
a t  d e r  en ,  d e  kan anvende s i g  t i l  og 
f o r t a l l e ,  hvad de vi l - -bare  t a l e  og 
ud t rykke  sig, f o r d i  el lers sà b l i v e r  
de  nsdt til at s i d d e  uden og sige i k k -  
noget  mange màneder, inden  d e  t0r og 
sige n o g e t .  Men nu h a r  d e  den mulighed 
s e l v f a l g e l i g ,  d e  kan komme og rakke 
sin hând o p  o g  s i g e  det pà t y r k i s k ,  
h v i s  d e  i k k e  kan p i  dansk .  Jeg synes ,  
d e t  b e t y d e r  enormt f o r  barnene.  

(1203) For det a n d e t ,  og d e t  v i g t i g s t e ,  1475 
s e l v f o r l g e l i g ,  o g  sà de f a r  ogsà d e r e s  1476 
modersm&lsundervisning,  o g  d e  s l a p p e r  1477 
af i modersmàlsundervisning.  Nàr d e  1478 
kommer, d e  er meget g l i d e  og skynder 1479 
s i g  i .  D e  s p s r g e r  h v e r  dag: "Har v i  1480 
modersmàlsundervisning i dag ?" S à  1481 
s i g c r  jeg: " N e j ,  i k k e  hver  dag; hver  1482 
anden dag ! "  S i  d e  er meget g l a d e .  1483 

Men jeg  tror, a t  d e t  v i g t i g s t e  af min 1485 
r o l l e  er k o n t a k t ,  o g s à  a r b e j d e t  Som 1486 
tolk f o r  de t y r k i s k e  f o r d d r e  ... 1487 

ST: ... som b i n d e l e d  ? 1489 

Songul: (1245) Ja ! o g s i  formidle 1491 
kontak t .  F o r d i  f o r  k l a g e d e  d e  danske  1492 
l a r e r e ,  a t  d e  t y r k i s k e  f o r a l d r e  kommet 1493 
ikke t i l  moder. D e  kommer h e l l e r  i k k e  1494 
til f o r ~ l d r e k o n s u l  t a t i o n e r  eIler, 1495 
eller a r r a n g e m e n t e r  i sko len .  Men nu 1496 
g e r  de, f o r d i  d e  ved godt, d e r  er 1497 
e n l z r e r ,  der kan tale, el ler  der kan 1498 
sige i g e n .  1499 

ST: Og d i n  r o l l e  o v e r f o r  Danskerne ? 1501 



Songul :  (1450) D e  t m k e r  a l d r i g ,  a t  e n  1503 
t y r k i s k  kvinde kan vaere sâdan [som 1504 
Sonqu l )  . D e  h a r ,  h e l t  s a m f u n d e t  tror, 1505 
t y r k e r n e  er l i g e s o m  Cems mor- -a l l e  1506 
sammen, inqen u n d t a g e l s e .  Ogsa har 15G7 
jeg, v i  h a r  b o e t  i en b o l i g k o m p l e k s  i 1508 
XX-by. OgsA f d a t t e r e n s  navn] h a r  l e g e t  1509 
i mange ar med en nabos pige. Efter 1510 
mange Ar, sà kom hun o g  s p u r g t e  mig: 1511 
"Hvor k o m e r  1 f r a  ?" Og s& sagde jeg: 1512 
"Men vi kommer fra T y r k i e t " .  "Nej, det 1513 
kan i k k e  vzre r i g t i g t .  I kommer fra 1514 
U.S.A.", s a g d e  hun. Og sd sagde jeg: 1515 
"Nej, vi kommer f r a T y r k i e t W .  Ogsà 1516 
sagde hun: "NA". Hun t r o e d e  ogsà i k k e ,  1517 
v i  v a r  t y r k e r .  (1535) 1518 

Mange t r o r ,  a t  v i  tr blevet sàdan ,  
f o r d i  v i  kom til DK : 'Jeg var  l i g e s o m  
Cems mor, da jeg var i T y r k i e t '  . S à  
siger de, f. e k s , :  "Nej, hvor er  du 
. . . ." Emine har h a r t ,  f . e k s .  en gang,  
da hun s k u l l e  s e r v e r e  mad til lerere, 
nogen af larere i v o r e s  s k o l e .  O g  sà 
g i k  hun [Emine] i n d  i k a k k e n e t  o g  de 
t o  snakkede : " N e j ,  hvor er hun 
l a r e n e m t .  Hun har lzrt og dække bord". 
D e  t r o e d e ,  hun havde l i e r t  ciet i DK; 
hun vidste i k k e ,  da hun var i Tyrkiet. 
S e l v  l a r e r n e  ! (1619) . . . ( 1932) 

Jeg t r o r ,  a t  V e s t  Europaers handicap 1534 
er, a t  d e  har e t  mere e l l e r  mindre 1535 
homogent samfund. ALle l i g n e r  1536 
h inanden .  Det g a r  de i k k e  i T y r k i e t ,  1537 
f o r d i  T y r k i e t  er  e t  mosaik  samfund. 1538 



Numbered Version of VïBEKE 6/6/98 9:11:55 PM 
+ Vibekets Role D e f i n i t i o n  852 

VIBEKE: ( 0 7 7 )  Der er  meget i D K  m e d  854  
racisme i k k e ?  O g  jeg t r o r  det nok, a t  
det kan betyde for de her  barn, Som 
k e n d e r  nogle Tyrkiske barn,  som de 
godt kan l ide ,  o g  som de er t r y k k e  
ved; jeg tror godt, det kan betyde 
noget for dem, sàdan a t  de vokser op 
og bliver e l d r e ,  at de i k k e  e r  sa) 
a l t s à ,  jeg t r o r  mange mennesker kan 
være utrygge for og  bange f o r  folk fra 
en anden k u l t u r )  for frernmed folk. Og 
d e t  hàber jeg og t ror  jeg, at  min barn 
vil sàdan mre m e r e  tryg med det, 
f o r d i  d e  kender nogen f ra, derkormner 
o p r i n d e l i g t  fra e t  a n d e t  land. 

+ Vibeke ' s  Role Definition (continuedl 999  

ST: ( 1 9 2 )  Du s p i l l e r  ogsà en r o l l e  t i l  1001 
d e  tyrkiske forældre ,  en s t a t t e  r o l l e .  1002 
f Forældrene fsler sig trygge med 1003 
Vibeke.  F.eks. Dilans mor efter 1004 
fora~ldrenirsdet] . IOOS 

WBEKE: (191) Jeg synes, de fsler, at 1007 
de kamer til mig og spsrger mig til 1008 
râd om f o r s k e l l i g e  ting. (202) 

p p p p p - - - - - -  

1009 



Numbered Version of EMTNE 

+ Eminets r o l e  definition 331 

EMINE: Altsà b#rnene  b l i v e r  a l t i d  glad, 333 
de  t y r k i s k e  b#rn,  n a r  j e g  kommer i n d e  334 
i de re s  k l a s s e r ,  O g s A  det er sàdan e n  335 
laerer, der kommer fra deres l a n d ,  336 
e l le r  e n  lerer d e r  har s a m e  337 
n a t i o n a l i t e t  e l l e r  kan t a l e  samme 3 3 8  
sprog, men-hvis jeg t a n k e r  p i  339 
larervarelset, sê tror jeg d e r  er 340 
sAdan f o r s  k e l l i g e  holdninger i g e n .  Der 34 1 
er nogen, der tanker ikke mere, jeg er 342 
en t y r k i s k  laorer. Sà nogen s e r  mig 343 
s t a d i g v a k  m à s  ke . . . e n  r e p r ~ s e n t a n t  3 4 4  
for i n d v a n d r e r e .  Men n à r  jeg b l i v e r  345 
brugt som bindeled m e l l e m  s k o l e n  og 346 
f o r d d r e n e ,  jeg t ror  at begge p a r t e r  347 
bliver f o r  a t  bruge d g ,  f o r d i  j e g  348 
selvom j e g  kommer fra Tyrkiet, jeg 349 
op f# re r  mig som l a r e r ,  o g  j e g  har en 350 
l a r e r r o l l e .  Jeg t a l e r  for skolen tit 351 
holder med s k o l e n ,  ford i  jeg synes 352 
selv, at det er v i g t i g t ,  a t  s k o l e n  er 353 
vigtigste i b # r n e n e s  l i v .  Men nAr jeg 354 
s à  taler med foraldrene p i  d e r e s  355 
v e j e n e ,  si kan jeg s h  f o r k l a r e  de 356 
danske  l a r re re ,  hvorfor  de g j o r t e  det, 357 
h v o r f o r  de sà opf#rer s i g  sàdan ,  358 
h v o r f o r  de s iger:  "nejn. Sâ f i n d e r  v i  359 
s à d a n ,  v i  v i l  sâdan nà e n  kompromis. 360 
Og det er sàdan ,  jeg hjalper med ... 361 

ST : . . . l i g e s o m  en kul turm#de . . . 363 

EMIF3E: Ja! D e t  ligner en bro, der b i n d e r  365 
de t o  [ k u l t u r e r ]  (latter], men de kan 366 
nà hinanden,  opnà hinanden.  367 




