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Theoretical sciences study things of nature,
while practical sciences study those things

that were created by man by immitating nature.
(Aquinas, 1990, 42)

ABSTRACT

The paper examines the relationship between the nature and its explanans natural sciences and political con-
cepts, their trajectories of change, showing the impact of the changes in one for the other. It shows examples from the
Ancient, Medieval and Modern political thought. It particularly focuses on crucial modern divide between politics
and nature, whereby in contrast with prevailing attitude in literature shows how nature and natural concepts are
deeply embedded in politics and vice versa.

Key words: nature; natural law; physics; history of political thought; Machiavelli; Hobbes.

CONCEZIONI DELLA NATURA NELLA STORIA DEL PENSIERO POLITICO

SINTESI
L'articolo studia la relazione tra le concezioni della natura, le spiegazioni della stessa nelle scienze naturali e i
concetti politici. Contrastando I'opinione generale che la natura e la politica siano due sfere separate, I’articolo illu-
stra i vari tipi di collegamento e interazione tra loro in diversi periodi storici. Studiando casi della storia del pensiero
politico antica, medievale e moderna, I’articolo presenta i modi di collegamento tra la natura e la politica, i cambia-
menti nel rapporto tra di loro e I'influenza reciproca.

Parole chiave: natura; legge naturale, fisica, storia delle idee politiche, Machiavelli, Hobbes
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INTRODUCTION

Throughout history nature has had an important role
in politics. Natural concepts have been used in various
historical periods to generate and influence percep-
tions of politics. Politics was usually seen on the re-
ceiving end of the nature-politics relationship, borrow-
ing imagery and vocabulary from natural sciences that
were, especially since the modern times, progressively
thought of as explanans of nature. Some older (Ullmann,
1961) and some recent critical studies (e.g. Keller, 1995;
Shogimen, 2007) have, however, shown that there is a
relationship of mutual construction, and that concepts
in the natural sciences are themselves affected by politi-
cal, technological and informational concepts.

Each historical period brought different conceptions
of the main political concepts, often based on the per-
ceptions of nature. As the conceptions of nature by natu-
ral sciences changed, so have the concepts in politics.
Revolutions in scientific knowledge of the 20" century
brought reflexivity and subjectivity into natural scienc-
es, something social sciences have long been based on.
Social sciences no longer ‘borrowed’ from natural sci-
ences, but rather contributed its concepts for describing
and performing in natural sciences.

Despite of these recent exchanges and mutual influ-
ences, it still seems that the prevailing attitude is that
there is a profound difference between nature and poli-
tics.! Politics is regarded as a social activity, something
not to be mixed with natural activity or natural process-
es. In contrast with this common attitude that has been
persisting for centuries with no clear end, we would like
to argue that nature and natural concepts are deeply em-
bedded in politics. We will show, by the way of selected
examples from the history of political thought, the em-
beddedness of politics in the concepts of nature. The
paper will examine the relationship between the nature
and its explanans natural sciences and political con-
cepts, their trajectories of change, showing the impact
of the changes in one or the other domain for the other.
It will look into the linkages, modifications and revolu-
tions. We will begin by providing some examples from
the Ancient and Medieval political thought, then we will
move on to focus on the crucial modern divide between
politics and nature, and finish with the consequences of
Copernican revolution for political thinking.

THE IDEA OF NATURE IN ANCIENT AND MEDIEVAL
POLITICAL THOUGHT

Since ancient Greece, Western political thought has
been full of natural metaphors, analogies with nature,
and references to nature. Aristotle was convinced that

humans are zoon-politikons, Plato compared a political
leader with a physician, Cicero (1991, 34ff) analogized
tyrannicide with cutting off an infected member, Aqui-
nas argued that wisdom imitates nature, Machiavelli
(1988, 61) was trying to show Lorenzo de’ Medici that
rulers can rule either by employing properly human
means (i.e. laws) or by imitating the beasts. Ancient writ-
ers taught this political skill to ancient rulers by using
allegorical tale of Achilles and other rulers who were
entrusted to Chiron the centaur to raise them. Having a
mentor who was half-beast and half-man signifies that a
ruler needs to use both natures, human and beastly.

The origins of political references to nature can be
traced back to ancient Greece. They are diverse, encom-
passing many aspects of nature that are allegorically or
metaphorically then used in political matters. An analogy
most used is the idea of body politic as a living organism.
It can be traced back to the age of Pericles when Atenian
polis achieved an extraordinary amount of political uni-
ty and developed organic analogy to express this unity
(Hale, 1971, 18). The Athenian citizen was only fulfilling
himself as a member of polis, as someone who takes part
in the public affairs of polis. This basically meant discus-
sion, debate, deliberating, election, holding office - parti-
cipating actively in public life in general.

First examples of human body as an analogy to
express unity of the state could be traced back to Areo-
pagiticus (c. 355 BC) of Isocrates: »For the soul of a state
is nothing else than its polity, having as much power
over it as it does the mind over body; for it is this whi-
ch deliberates upon all questions, seeking to preserve
what is good and to ward off what is disastrous; and it is
this which of necessity assimilates to its own nature the
laws, the public orators and the private citizens; and all
the members of the state must fare well or ill according
to the kind of polity under which they live« (Isocrates,
1961, 7.14). Isocrates emphasized the participation of
all citizens in the political life of polis and the depen-
dence of their welfare on the proper functioning of the
consitution of the city

Plato in Republic (c. 380 BC) speaks of the »healthy
state« and »fevered state« (Book 111)2, while Aristotle
(1996, 13) in Politics (Book I, 1253a, |, 4-5) says that »...
it is evident that the state is a creature of nature and that
man is by nature a political animal«. This reaffirms two
basic principles of the idea of body politic: that society
is natural, not the creation of man and that man’s highest
nature is to be part of society, not an individual (Hale,
1971, 21). Metaphorically wise we can speak of perso-
nification, when nonhuman becomes human (cf. Lakoff,
Johnson, 1980/2003, 33).

The idea of body politic is made possible by Greek
science, whose view of nature was generally accepted

1 This attitude is best summarized in Latour's Chapter 2 of Politics of Nature (2004).
2 Plato in the Republic also speaks of a metaphor of »fashioning« a happy city and he makes comparison to painting a statute (Zashin,

Chapman, 1974, 303).
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in Western thought until the Renaissance. In this view,
the universe was created according to the most perfect
model, Living Creature. The life and the psychological
order that an individual posseses is identical with the
life and order of polis and the Cosmos (Hale, 1971, 23).
It is important to note that ancient Greek, like other mo-
dern languages (including English), has two important
meanings for the word »nature« (physis). In one sense it
is a sum of all created things, and in the other, itis also a
defining principle of a thing, like quality of a thing. This
has an important consequnce for the discussion about
the idea of body politic. The state is in this respect is
seen as a human organism: each member of the state has
an important function which is natural and appropriate
for both the part and the whole of which it is a part
(Hale, 1971, 23). Aristotle (quoted in Hale, 1971, 23)
even says that the constitution of an animal resembles
that of well-governed city-state. According to him there
is no need for special ruler with arbitrary powers in an
ordered city, as there is no need for soul in each part of
the animal body, because the nature has taken care of
the functioning of the body, so that it performs functions
in natural way (Hale, 1971, 23-24).

In Hellenic and Roman times close ties (including
close family ties) of polis were replaced by other mo-
des of inclusion into society. Political morality based on
membership of a polis as a natural relation of the who-
le and its parts no longer seemed an appropriate mode
of inclusion for larger territories and empires. Political
thinking went along with new political conditions and
Roman Stoics conceived political morality in terms of
one’s relations with other individuals and not with a po-
lis (cf. Cooper and Procope, 1995). Seneca (1917-25,
91) writes in the 95th Epistle to Lucilius: »| can lay down
for mankind a rule... for our duties in human relation-
ships: all that you behold, that which comprises both
god and man, is one - we are all parts of one great body.
Nature produced us related to one another, since she
created us from the same source and to the same end.«?

The idea of organic society from the later Stoics was
passed into early Christian tradition. St. Paul in his First
Epistle to Corinthians makes a number of points which
are familiar with that of Stoics. He »assumes of hierar-
chiacal order, established by God (or nature), of diffe-
rentiated parts, all of which are necessary to the body
and which ought not, therefore, to reard themselves as
either independent of the body or as superior to other
members« (Hale, 1971, 29). This organic metaphor is

frequently repeated as an admonition against disagree-
ment and dissention among the Churches.

St. Augustine in The City of God (c. 410) brought
organic thinking further and developed the idea of a
mystical body (corpus mysticum) (Hale, 1971, 31-32).*
This body has, in contrast to Athenian polis or Stoics
universe, no real meaning in this world, but is rather
community of the saved. The story is about the spiritual
body, Christ being the head and members of the Church
the body. The unity of the body and the head is achived
through sacraments, for those who have eaten the body
of Christ in the form of eucharisteia are incorporated in
his body.

Throughout the Middle Ages the debate about my-
stical and real body of Christ continued. In the early
Christian era both bodies were being kept apart, but
at about the eight century, the concepts began to fuse
(Hale, 1971, 35). Body of the Church also ceases to be
just a community of believers, but becomes a supreme
ecclestical hierarchy whose head is Pope. Papal supre-
macy is in ever stronger conflict with emerging national
monarchies, whose response to the was the appropriati-
on of the language of political theology and use of body
politic metaphor influenced by the recent rediscovery of
Aristotle’s Politics. Hale (1971, 38-39) talks of three pos-
sible answers to Papal supremacy: either rulers ackno-
wledged Papal claims and identified king or emperor
as a heart and stressed the importance of this organ to
the head. Or they could define distinct corpus naturale
(secular body) with its own head, thus making things
schizophrenic. Or, most radically, they could maintain
that only Christ, and not the Pope, is the head.

Analogies to nature in political thinking are neither
limited nor exclusive to the Western political thought.
They can be found in Islamic, Indian and Japanese
writings. The Arabic philosopher Al-Farabi, sometimes
referred to also as Islamic Plato, compared physician
and the king, the ancient Indian political thinker Sukura
compared seven parts of the state with the organs of the
human body, and the Tokugawa Japanese political phi-
losopher Ogyu Sorai often analogized political rule with
medical treatment (Shogimen, 2007, 208-209). Natural
and medical analogies and metaphors in political writ-
ings relate to anatomical, physiological, diagnostical as-
pects, or treatment. While in Western medieval political
discourses the medical treatment analogies often refer to
coercive and punitive aspects of government, in Tokoga-
wa Japan they serve to accentuate the government’s role

3 Asalready mentioned in the Greek view of the universe, Stoics also thought that the world is a single, rational animal. The ‘world-animal’
or Nature was identified with Zeus, ‘world-animal”s body is Zeus’s body, its mind directing its movements in a perfectly rational way.
Everything that happens in the world of nature is caused by his thought and always occurs for a good reason. Apart from animals, the only
other rational animals are human beings, who are being governed by Zeus (that is, Nature) though use of human rational capabilities (cf.

Cooper and Procope, 1995, xvii-xviii).

4 Organic analogies in medieval political writings have long attracted scholarly attention. Already at the turn of the twentieth century
Otton von Gierke (1900) identified ‘organic” analogies as distinctive feature in medieval European political discourses. See also works
by Tilman Struve (1978) on organic metaphors in Middle Ages, Ernst Kantorowicz’s classic The King’s Two Bodies (1957), or Coker’s

Organismic Theories of the State (1910).
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of preventing conflicts and maintaining stability without
recourse to coercive measures (Shogimen, 2008, 80).

IN MODERN ERA, GOD IS REPLACED BY NATURE

The concept of the modern world as distinct from an
ancient or medieval world is based on a premise that
there has been a profound change, driven by human
efforts to better the situation. Change was greater and
profounder than ever before. Change was also different
and by then not yet seen before. Transformation from an
Old to the Modern is usually described as revolutionary,
bringing advances in all areas of human activity — poli-
tics, industry, society, medicine, technology, economics,
transport, communication, mechanization, culture, etc.
Biblical value system was altered, monarchical system
of government revalued, feudal economic system abol-
ished, liberal and democratic ideas introduced in the
areas of science, politics, sociology, economics. Dis-
tinct scientific methods were developed, which rejected
myths and religious explanations of the world people
lived in. New information about the world was discov-
ered via empirical observation and deduction, leaving
sole use of reason and religious arguments aside.’

Modern era thus begins by replacing the idea of God
with idea of nature. World out there had been no longer
God given, either as reward or punishment for human
sins, but rather as neutral and independent entity that
is capable of objective and value free observation, and
is subjected to simple, non-teleological, i.e. mechan-
ical laws (Jones, 1966, 20). Instead of thinking itself
through God, Modern era thinks itself through nature.
Sacredness, that had previously been a part of the le-
gitimization of religious worldview, is now passed on
to science. Science is the new explanans of nature. Sci-
ence begins to be seen as being the only one with the
proper relationship with nature and therefore capable

of explaining its explanandum. Delegitimization of God
as world creator and interpreter happens simultaneous-
ly with legitimization of science as nature’s explanans.
Natural sciences thus become reflections of modern pe-
riod, through natural sciences modern civilization gets
its awareness.

By introduction of a new explanans in the form of
natural sciences, God is stripped of its “competenc-
es” of explaining the world and is left only with initial
creation.® This process has foremost been going on in
physics and is not yet finished.” Physics seems to be
the principal science of the modern age, as it provides
awareness of the modern era. Therefore it can be de-
scribed as an ideology of the modern age: in physics
Western civilization gets a basic consciousness about
itself, its conflicts, creates its identity, and solves the
conflicts.® The physics has a privilege to define what is
the real, and with that what is the nature. Other sciences
can on that basis create or discover only partial and/or
derived realities. Although for Kant the premier science
is mathematics, it lacks direct touch with reality and na-
ture. Mathematics can only be connected with reality
through physics (Kant, 1989, 12). Modern science has
been so successful that it has become a “set of principles
for ordering, acquiring and interpreting all knowledge”
(Landau, 1961, 336). In other words, the findings of the
physics have been prone to such generalizations that
they profoundly affect “common understanding”.

The crucial question every modern science has to
answer is: What is natural? Only secondary comes the
issue of an object of study of specific science. In that
sense is the object of study of political science “deter-
mined” by the explanation of the world through phys-
ics. By defining what is real, it defines also limits of the
political .’

Physics has been at the forefront of natural sciences
because “history of physics clearly shows that the intro-

5 One of the examples of this division between humanist and scientific worldview is Hobbes’s life and its reflection in political theory. Leo

Strauss was the first to point out the dichotomy between Hobbes as humanist and scientist, while Tuck (1996, xxi) believes that a dichot-
omy between ‘humanism’ and ‘science’ is false, since for humanists of the late 16th century the status of natural sciences was bound up
with moral philosophy. One can see this division as a moment in history where one paradigm was slowly being replaced by the other.
Hobbes, for example, believed that reflection on the nature of the universe would lead back to a concept of its creator — the being or
event which started the mechanical processes which have persisted ever since (Tuck, 1996, xxiii).

Recent confirmation of an existence of an elementary particle called Higgs boson in July 2012 was described in mainstream media as
discovery of »God particle«. Higgs boson is supposed to be, once it is completely confirmed, a particle that proves existence to the hypo-
thetical Higgs field, in which elementary particles acquire mass through interaction. »God particle« may be the name of Higgs boson in
the sensationalist media, but in historical perspective it is line with Modernity thinking of God as an initial creator and physics as nature’s
explanans.

Physics did not just define the new era in terms of a new awareness, but also served as ideological platform for capitalism as a production
system. Physics models have influenced ideology of a class struggle, democratic resistances and revolutions, as well as other historic
changes. See, among many of Althussers’s works dealing with relations among philosophy, science, ideology and politics, Philosophy
and the Spontaneous Philosophy of the Scientists (1990).

This is the dominant explanation that rests on a simple timeline of events. Modern social sciences have constituted themselves in the 19th
century, after the physics had already taken place as the premier science. This dominant interpretation does not take into account the
mutual transfers of knowledge and epistemical changes. See T. Kuhn’s classic The Structure of Scientific Revolutions (1962) on paradigms
and paradigmatic shifts. (Postimodern constructivists are highly critical about reality as an objective entity that is not susceptible to the
creative power of thought. They see it as a common philosophical error, because it presumes that reality is one, single super-thing, where-
as looking at the ways in which we endlessly renegotiate reality as our discourses, images, practices of Self, resistances, mechanisms of
Self-creation leads to quite another philosophically significant conclusion (Putnam, 1994, 452).
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duction of the concept of force led to a methodologi-
cal unification of the conceptual scheme of science.”
(Jammer, 1957, 242) Jammer (1957, 124) also notes that
“force for the Newton was a concept given a priori, in-
tuitively, and ultimately in analogy to human muscular
force.” Like other contemporary scientists, he started
with the concept of the “natural individual”.

Newton established “the first systematic deductive ex-
position of classical mechanics” (Jammer, 1957, 116) and
therefore gave name to the mechanical consensus. New-
tonian consensus is built on the concept of gravitation
and from that concept of motion is derived. “I offer this
work as the mathematical principles of philosophy, for
the whole burden of philosophy seems to consist in this -
from the phenomena of motions to investigate the forces
of nature, and then from these forces to demonstrate the
other phenomena.” (Newton in Jammer, 1957, 119)

Out of this one can stipulate that physics informs el-
ementary concepts for all sciences: body without inside
structure and independent from anima and conscious-
ness, movement, force (power), time, space, velocity,
speed, work, energy, etc. The concepts, though they are
also social and political concepts, have been because
of the dominant position of physics immanent to every
science, including political.

It is therefore not surprising that one of the initial
questions of modern political thought is the question of
reality. Hobbes (1996, 9) expressed his vision of (nat-
ural and mechanic) reality in the very first passage of
the Introduction to the Leviathan (1651): “Nature (the art
whereby God hath made and governs the World) is by
the Art of man, as in many other things, so in this also
imitated, that it can make an Artificial Animal. For seeing
life is but a motion of Limbs, the beginning whereof is
in some principal part within; why may we not say, that
all Automata (Engines that move themselves by springs
and wheels as doth a watch) have an artificiall life? For
what is the Heart, but a Spring; and the Nerves, but so
many Strings; and the Joynts, but so many Wheels, giv-
ing motion to the whole body, such as was intended by
the Artificer? Art goes yet further, imitating that Rationall
and most excellent worke of Nature, Man.”

Machiavelli in Il Principe (The Prince) (1532) em-
barked on a journey to discover “what really happens
rather than on theories or speculations” (Machiavelli,
1988, 54). The Prince ought to be well acquainted with
the human nature, to govern well and over a long period
of time. Machiavelli’s thought, written at about the same
time as Luther’s, starts from the same dominant position,
split between fate in the form of God'’s actions and hu-
man decisions: »| am not unaware that many have thou-
ght, and many still think, that the affairs of the world are
ruled by fortune and God that the ability of men cannot
control them. Rather, they think that we have no remedy

at all; and therefore it could be concluded that it is use-
less to sweat much over things, but to let them be gover-
ned by fate.« (Machiavelli, 1988, 84) Such a position is
of course not acceptable for the burgeoning active poli-
tical life of citizenry. Therefore he continues (1988, 85):
»Nevertheless, so as not to eliminate human freedom, |
am disposed to hold that fortune is the arbiter of half of
our actions, but that it lets us control roughly the other
half«. Freedom of human actions versus devine creation
— in the modern political thought citizens’ actions and
rights gradualy replace God'’s regulatory role.™

It is not entirely up to God or fortune to determine
actions of people. A lot depends also on circumstances
or the times. Machiavelli is led to believe that »we are
sucessful when our ways are suited to the times and cir-
cumstances, and unsucessful when they are not« (Ma-
chiavelli, 1988, 85). Apart from this, another innovation
appears: routine in connection with natural inclinati-
ons. »And one does not find men who are so prudent
that they are capable of being sufficienty flexible: either
because our natural inclinations are to strong to permit
us to change, or because, having always fared well by
acting in a certain way, we do not think it is a good
idea to change our methods« (Machiavelli, 1988, 86). At
the beginning of the Chapter XXV entitled »How much
power fortune has over human affairs, and how it should
be resisted« Machiavelli thinks that God is arbiter to a
half of human actions, while at the end nature, circum-
stances, and natural inclinations prevail in his thinking.
God and fortune are being replaced by nature, reality
independent of God that has a profound influence on
the actions of the citizens.

For solutions to the political issues of the late 15th
and early 16th century writers increasingly turned to na-
ture, its laws, human nature, cirmustances, natural incli-
nations and mastering of the natural. How to understand
human nature, how to master behaviour of people is one
of the main tasks of Machiavelli and other writers at the
time. Machiavelli is, based on historical lessons of why
the rulers of Italy have lost their states, advising the prin-
ce not to lament on their bad luck but rather to find the
reason in their own indolence (cf. Skinner, 1978, 113-
138). »Only those defences that are under your control
and based on your own ability are effective, certain and
lasting« (Machiavelli, 1988, 84). If ruler wants to be pra-
ised for his qualities, it is not up to God but rather up to
him to conduct himself in a praiseworthy manner. »But
because it is not possible to have all of them [qualities],
and because circumstances do not permit living a com-
pletely virtuous life, one must be sufficiently prudent to
know how to avoid becoming notorious fo those vices
that would destroy one’s power and seek to avoid those
vices that are not politically dangerous« (Machiavelli,
1988, 55).

10 In Hobbes's theory nature and God in their regulatory roles do not exist outside of the city, individual cannot appeal from the city to either
nature of God. This is because Hobbes’s sovereign’s interpretation of Scripture is the only authoritative in the city (Brett, 2003, 105).
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Machiavelli’s political thinking expressed in the form
of advice to the princes moves away from the abstract
political thinking to the practical level. Though he may
not be the first to sucessfully connect theory with poli-
tical practice, he is certainly the first who embarks on
his political thinking because of the practical issues and
challenges Italian city-states are facing." In this, he does
away with scholasticism in the great fashion of Italian Re-
naissance' and turns to humanistic and naturalistic argu-
ments. This is in direct conflict with the dominant Catho-
lic and scholastic doctrines of the time about politics and
ethics.” The language he uses is no longer Latin, but Ita-
lian vernacular, being popularised earlier by Dante Ali-
ghieri. Machiavelli’s political thought is still somewhere
‘in-between’, as it is true for many of his contemporaries.

Jean Bodin’s political thought is caught in the same
split as Machiavelli’s: between premodern and modern
political thought. Bodin seeks in nature and science ne-
eded argumentation for political legitimation, but at the
same time he uses arguments of scientific disciplines
(e.g. astronomy) that we later land at the rand of scien-
tific spectrum. In his Six books on the Republic (Les Six
Livres de la Republique, 1576) he deals with issues of
political power, order, monarchy, ordered political life,
and, above all, sovereignty. As a trusted advisor to kings
Charles IX and Henry Ill he was able to experience diffe-
rences in laws between countryside and cities, and the
power of clergy, gentry and local customs in limiting the
central political power. Constant religious differences
and wars in the 16th century France have driven cen-
tral power apart, thus making it almost powerless and
void. Bodin vision was therefore a strong, limitless cen-
tral power, that would be internally as well as external-
ly sovereign. He sought his argument for the theory of
sovereignty in the divine authority, not in nature. »Since
there is nothing greater on earth, after God, than sove-
reign princes, and since they have been established by
Him as His lieutenants for commanding other men...,«
Bodin (1996, 46) says that the sovereign prince is earthly
image of God. Jones (1966, 84) is nevertheless convin-
ced that Bodin is very clear about two issues: that the
state is a natural instrument, and secondly, that there is
a rational order in the universe that is above the will of
the human beings to which they must be subjected. The
latter applies to everyone, including sovereign princes:
»... the laws of sovereign princes cannot alter or change
the laws of God and of nature« (Bodin, 1996, 32).

In his elaborate theory of the influence of climate
and related factors (water, soil, elevation, laws, customs

and forms of states) Bodin holds that peoples of the
north are resistant to strong authority and exibit wea-
kened forms of sovereignty, while peoples of the south
incline to extreme forms of authority and peoples of the
middle regions to moderate and tempered forms of go-
vernance (Franklin, 1996, 131, n.46). All these factors
play role in the natural inclinations of the peoples and
are therefore very important to the lawmakers (Bodin,
1996, 26). Will of the people is always changable and
uncertain, so it is almost impossible to make any pre-
dictions about the direction politics will take based on
human behaviour (Jones, 1966, 75). Knowledge about
politics should therefore be based on natural causality,
by which Bodin thinks of movement of Earth, positions
of stars and planets.

COPERNICAN REVOLUTION AND ITS POLITICAL
CONSEQUENCES

In 1543 Nicholas Copernicus published his treatise
De Revolutionibus Orbium Coelestium (The Revolution
of Celestial Spheres), and in it he presented a heliocentric
model of the world and its context. That work challenged
the age-old view that the universe worked quite differen-
tly, a geo-centric model that exaggerated the importance
of the Earth, and, by extension, the importance of human
beings. The realisation that we, our planet, and indeed
our solar system (and even our galaxy) are quite ordinary
in heavenly terms, since there are very likely myriads of
planetary systems, provided a sobering and unsettling re-
vision. All the reassurances of the cosmology of the Mid-
dle Ages were gone, and a new view of the world, less
secure and comfortable, came into being. Despite these
‘problems’, and the many critics of the heliocentric view,
this model of the solar system was soon accepted by the
best minds of the time, such as Galileo'.

For late seventeenth century writers of social and po-
litical thought, the Copernican revolution brought many
challenges and opportunities. Suddenly categories of
social and political thought that were previously cen-
tral seemed peripheral and useless, or even empty of
meaning, and the concepts of authority and subjection
had to be worked out anew. No longer was the Earth the
centre of the universe, planets did not move in perfect
circles, and a world less secure and central to human-
kind was born. All this impacted on the political and
social thinking at the time.

Disharmonies in the body politic became easier to
explore, and a new individualism was coming of age.

11 »However, how man live is so different from how they should live that a ruler who does not do what is generally done, but persists in
what ought to be done, will undermine his power rather than maintain it« (Machiavelli, 1988, 54).

12 It would be wrong to simply accept the traditional, but often misleading picture of the Renaissance as a period of sudden and explosive
cultural change, where earlier intellectual traditions were simply replaced or outgrown by the new ones. One needs to be cautious,
since there is a certain continuity of thought from the medieval dictatores and Petrarchan humanists of the late fourteenth century with

Renaissance writers (Skinner, 1978, 101-102).

13 Because of these actions, Machiavelli is labelled as »theorist of liberty« (Skinner, 2000, 54-87).
14 Hobbes, being very interested in physics at the time, met with Galileo at Arcetri near Florence in 1635 (Tuck, 2002, 18).
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Thomas Hobbes, John Locke and their fellow thinkers
were presented with the challenge of forging new po-
litical theories and doctrines based on these new sci-
entific discoveries. Walzer (1967, 192) argues that the
new cosmology and theology were a great influence on
political writers, but that there was not a straightforward
translation of cosmological and theological ideas into
political and social ones. “[Robert] Hooke might write
that it was ‘expedient’ to understand the angelic hierar-
chy for the “more perfect direction” of mankind, but he
did not mean that the best social order could be dedu-
ced from the structure of evangelic squadrons” (Walzer,
1967, 192). In other words, the Copernican revolution
provided a new worldview, a new epistemic reality ac-
cording to which knowledge about the world was being
re-created. It provided new principles, new metaphors
to orient and create political knowledge; it would later
evolve into individualism and eventually liberalism (cf.
Wolin, 1960, 282; Walzer, 1967, 203).

Accordingly, society came to be thought in terms of
mechanics. Social processes were seen as determined
processes, the motion (behavior) of bodies (human be-
ings) was preset and controlled according to the laws of
nature (Landau, 1961, 338). Natural man, whose prop-
erties included natural rights, was directed by natural
forces to form societies. A state was no more than a sum
of discrete bodies and elemental bodies.

Thomas Hobbes'’s political philosophy had two pri-
mary sources of influence: his classical humanist upbrin-
ging and education and scientific revolution of the 17th
century, which he was witness to. His political writings,
mostly written at the end of his carreer as philosopher and
public servant and hugely influenced by his visits to the
Continent and in-depth and personal knowledge of the
Descrates’s philosophy, are based on a vision of a human
nature.” In one of his earlier political works Elements of
Law, Natural and Politic (1640) he expressed his requi-
rement for understanding of the nature: »True and per-
spicuos explication of the elements of laws natural and
politic (which is my present scope) dependeth upon the
knowledge of what is human nature, what is body politic,
and what it is we call law.« (Hobbes, 1962, 182). He goes
on to say, »Man’s nature is the sum of his faculties and
powers, as the faculties of nutrition, motion, generation,
sense, reason, etc. These powers we do unanimously call
natural, and we are contained in the definition of man,
under these words, animal and rational.« (1962, 182-183)
Such position is not surprising knowing that Hobbes's first

discipline of study was physical doctrine of motion'® and
physical momentum.'”

Hobbes’s humanist understaning of human nature
married with physical-mechanical worldview can be best
observed in the beginning of De Corpore Politico. In it
Hobbes declares from the outset that »Men [are] by na-
ture equal« (1962, 277). The eqality of men should come
from the fact that between mature men that are almost
equal in their strenght, only little force is needed to take
away other man’s life. So one would expect that »men
considered in mere nature, ought to admit amongst them-
selves equality« (1962, 277). But since there are differen-
ces in strenght, knowledge, seeking of vain glory and pas-
sions between men, since these differences are provoking
men to be anything but moderate, all men must fight for
their preservation. To fight is their natural right: »And fo-
rasmuch as necessity of nature maketh men to will and
desire bonum sibi, that which is good for themselves, and
to avoid that which is hurtful; but most of all, the terrible
enemy of nature, death [...] It is therefore a right of nature,
that every man may preserve his own life and limbs, with
all the power he hath« (Hobbes, 1962, 278).

Hobbes'’s particular understanding of nature and its
workings serves him to develop foundations of his po-
litical theory. By positioning all men equal in terms of
their natural status, he is reflecting mechanical law of
movement of bodies where all bodies, if in the same
state, react the same to the outside forces. Newton’s
First Law of Motion from Philosophise Naturalis Princi-
pia Mathematica reads: »Every body persists in its state
of being at rest or of moving uniformly straight forward,
except insofar as it is compelled to change its state by
force impressed«. Hobbes was directly echoing this in
Leviathan (1651): »That when a thing lies still, unlesse
somewhat els stirre it, it will lye still for ever, is a truth no
man doubts of. But that when a thing is in motion, it will
eternally be in motion, unless somewhat els stay it, tho-
ugh the reason may be the same, (namely, that nothing
can change it selfe,) is not so easily assented to. For men
measure, not onely other men, but all other things, by
themselves: and because they find themselves subject
after motion to pain and lassitude, think every thing els
growes weary of motion« (Hobbes, 1996, 15). Political
expression of this mechanical thinking can be found in
De Corpore Politico: »Every man by nature hath right to
all things. [...] But that right of all men to all things, is
in effect no better than if no man had right to any thing.
For there is little use and benefit of the right man hath,

15 Hobbes was rather well aware of what was happening in the French philosphical circles at the time. He was aware of the works of
Marsenne that was trying to marry critical insights of late Renaissance humanism with new natural science of Galileo. Marsenne had
a profound influence on Descartes’s thinking, which is best seen in his the collection of essays A Discourse on the Method for Rightly
Conducting the Reason and Searching for Truth in the Sciences (Tuck, 2002, 19-20).

16 The various branches of philosophy, as Hobbes sees it, are all sciences of motion. Being mechanistic materialist, he understands reality
as being comprised of »matter in motion«, where to understand a given thing or event, one must understand the »motions« that brought

it into being (Finn, 2007, 7).

17 Hobbes'’s physics thinking can be best observed in his De Corpore (1639) chapters 7-11, 25, and Appendix 1 A short Tract on First Prin-

ciples of the F. Tonnies edition of the Elements of Law.
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when another as strong, or stronger than himself, hath
right to the same. [...] Seeing then to the offensiveness
of man’s nature one to another, there is added a right
of every man to every thing, whereby one man invade-
th with right, and another man with right resisteth, and
men live thereby in perpetual diffidence, and study how
to preoccupate each other; the estate of men in this na-
tural liberty, is the estate of war« (Hobbes, 1962, 279).18

Sixteenth and seventeenth century England experi-
enced political transformations that were linked to the
new worlds of the Copernican revolution. No longer
was the harmony of various parts of the universe the
most powerful metaphor; instead, the decay of the old
cosmology and theology opened up a space for a new
experience of man:

The body-in-motion upon which he [Hobbes]
builds his system is a symbolic figure. It represents
the individual human being, but in a very special
way: no longer is he a member of the body politic;
no longer does he have a place in a hierarchical
system of deference and authority; no longer do his
movements conduce to universal harmony. Instead,
the individual is alone, separated from his fellows,
without a master or a secure social place; his mo-
vements, determined by no one but himself, clash
with the movements of the other, identical individu-
als; he acts out of chaos (Walzer, 1967, 201).

The Newtonian world of mechanical motion became
the reference-world for new political thought, a new so-
urce of metaphors, analogies, and images. Mechanism
as a way of thinking comes from Hobbes’ sensationalism
- all that exists is body, all that occurs is motion, and the
fundamental element of life is body (matter) in motion
(Landau, 1961, 342)

So how did this mechanistic view of the universe
come to influence politics and political science? Capra
(1982, 68) claims that

Descartes himself had sketched the outlines of the
mechanistic approach to physics,’ astronomy,
biology, psychology, and medicine. The thinkers
of the eighteenth century carried the program
further by applying the principles of Newtonian
mechanics to the sciences of human nature and

human society. The newly created social sciences
generated great enthusiasm, and some of their
proponents even claimed to have discovered a
‘social physics’?® The Newtonian theory of the
universe and the belief in the rational approach
to human problems spread so rapidly among the
middle classes of the eighteenth century that the
whole era became the ‘Age of Enlightenment’
The dominant figure in this development was the
philosopher John Locke, whose most important
writings were published late in the seventeenth
century. Strongly influenced by Descartes and his
personal friend Newton, Locke’s work had a de-
cisive impact on the eighteenth century thought.

When Locke introduces definition of political power
he claims that we have to “derive it from its Original”,
therefore “... we must consider what State all Men are
naturally in, and that is, a State of perfect Freedom to or-
der their Actions, and dispose of their Possessions, and
Persons as they think fit, within the bounds of the Law
of Nature, without asking leave, or depending upon the
Will of any other Man.” (Locke, 1964, 287) Being pre-
eminent empiricist and rationalist, Locke thought of the
natural law as a part of his rationalism.?' He was con-
vinced that the universe is to be understood rationally,
including the working of the deity and relations of hu-
man beings. Natural law must always be compared and
fit into the observed facts about the created world and
human behavior (Laslett, 1991, 88).

Rousseau (1952, 330) was in a similar fashion as
Locke calling for ‘the original’, that is understanding and
knowing of the nature and natural man as preconditions
for building political thought: “But as long as we are
ignorant of the natural man, it is in vain for us to attempt
to determine either a law originally prescribed to him, or
that is best adapted to his constitution. All we can know
with any certainty respecting this law is that, if it is to
be a law, not only the wills to those it obliges must be
sensible of their submission to it; but also, to be natural,
it must come directly from the voice of nature.” Accord-
ing to him his A Discourse on the Origin of Inequality
is written on the basis of that what he has read “not in
books written by your fellow creatures, who are liars,
but in nature, which never lies. All that comes from her
will be true; nor will you meet with anything false, un-

18 Cf. Leviathan: »Hereby, it is manifest, that during the time men live without a common Power to keep them all in the awe, they are in
that condition which is called Warre; and such a warre, as is of every man, against every man.« (Hobbes, 1996, 88)

19 Descartes’s approach to physics differs from Newton’s over the idea of action at the distance. While Newton argued for the workings and
consequences of gravitational force, Descartes argued for forces that work only through contact.

20 August Comte labelled his approach to social sciences ‘social physics’. He accepted the assumptions of naturalism and saw the natural
sciences as an example of how to set up a new foundation for objective reasoning. He believed that it is possible to discover natural laws
of social life that would have the same validity as scientific laws of nature. On this view life in society is governed by the same laws as

Newtonian mechanics (Smith, 1998, 79).

21 Both Hobbes and Locke have profundly changed they way politics was understood and praticed. Hobbes uses rather nice aphorism at
the of the XXth chapter of the Leviathan to explain the change: »The skill of making, and maintaining Common-wealths, consisteth in
certain Rules, as doth Arithmetique and Geometry; not (as Tennis-play) in Practice onely: which Rules, neither poor men have the leisure,
nor men that have had the leisure, have hitherto had the curiosity, or the method to find out« (Hobbes, 1996, 145).
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less I have involuntarily put in something of my own.”
(Rousseau, 1952, 334)

Hobbes and and his fellow contractualists (Locke,
Rousseau, Grotius) were using the concept of nature as
foundations of their political theories. The concept of
social contract became fashionable in the 17th and 18th
century, as the thinkers were preoccupied with the que-
stion how to build new foundations of political thought.
One of their main concerns was to change perspective
of political legitimation from hereditary and devine to
natural origin. Out of this followed issue of transition
from natural to civic and political state. The most expli-
cit in this transition from natural liberty to human soci-
ety was Hugo Grotius in his De lure Praedae (1864) by
stating: »human society does indeed have its origin in
nature, civil society as such is based on deliberate insti-
tution.« (van Gelderen, 2006, 159)

The French revolution (1789) legalized this new
political vision and effectively brought it to power. Na-
ture became with the help of political power a new and
dominant reality. By the same process, natural science
became the state ideology. Modern political science be-
gan with political emancipation, that is with an act of
recognition of individuals as citizens (citoyen), i.e. as
discrete bodies that form the state. Bourgeois as a mem-
ber of a civil society is an individual, which is recog-
nized not as such but as an atom - the smallest particle
of matter, an element of society, which understood itself
through nature and natural science.

There are other numerous examples in the history of
political thought where either natural, mechanic, bio-
logical or physical arguments, analogies or metaphors
were being used for political thinking. Becker and Sla-
ton (2000, 25-6) report that the American Founding Fa-
thers were entrenched in the Newtonian worldview of
their time by thinking in mechanistic terms, seeing indi-
viduals as independent units, accepting the supremacy
of reason over emotion and being guided by cause-and-
effect determinism (cf. Hamilton, Madison, Jay, 1982;
Akrivoulis, 2008; Landau, 1961). Thomas Paine (1966,
161) declared in his essay Common Sense (1776) that:
“All great laws of society are laws of nature”. “We must
shut our eyes against reason, we must basely degrade
our understanding, not to see the folly of what is called
monarchy. Nature is orderly in all her works, but this is a
mode of government that counteracts nature. It turns the
progress of the human faculties upside down.” (Paine,
1966, 174) As one of many political scientists under influ-
ence of Newtonian physics, his acceptance of the New-
tonian vision of the universe played an important role
in shaping his political theories, and it served, through
metaphor and analogy, to support his ideas about soci-
ety and government. Together with many other political
philosophers and scientists, he stated that politics could
be rendered intelligible through metaphors of mechan-
ics: “The Revolution of America presented in politics
what was only theory in mechanics” (Paine, 1966, 154,

authors’ emphasis). William Bennett Munro, Professor
of Government at Harvard University and President of
the American Political Science Association in 1920s
was one of the first to realise that American political sci-
ence in the early 20th century was deeply entrenched in
Newtonian thinking. In his Presidential Address to the
Association on 28 December 1927 he claimed that:
Both the science and art of government still rest on
what may be called the atomic theory of politics — upon
the postulate that all able-bodied citizens are of equal
weight, volume and value, endowed with various abso-
lute and unalienable rights; vested with equally absolute
duties; and clothed with the attribute of an individual
sovereignty (quoted in Becker and Slaton, 2000, 39).
After Newton, at the time when Woodrow Wilson be-
gan to write about American politics (1870s), the influence
of another natural analogy and metaphor prevailed. This
time it was a metaphor of organism, biological science
prevailed. Darwin had appeared. New modes of thought
are introduced, new systems of analysis are employed.
(Landau, 1961, 343) Organism replaced machine.

CONCLUSION

Modern political thought begins by dividing natural
and political state of affairs that are connected by the
social contract. Natural man is thus becomes political.
This is not an evolutionary development, but a political
decision born out of need to redefine what constitutes
political. Ever since this development that mainly oc-
curred in Europe of the 16" and 17" century, has poli-
tics been influences by conceptions of nature and main-
stream political philosophy has been naturalized.

In this paper we have briefly sketched the relation-
ship between conceptions of nature and their influence
on politics. We were predominantly concerned with dis-
cipline of physics and time between the 15" and 17
century, when changes occurred that are still having a
decisive impact on the way we perceive ‘the political’.
Although the natural sciences have seen the introduc-
tion of self-reflexive theories, especially in the form of
quantum physics and the theory of relativity, and the
social sciences have introduced various post-positivist
and post-empiricist methodologies, ‘the political’ is pre-
dominantly still thought and imagined in relation to this
tradition. Technological advances may have introduced
new metaphors and analogies that differ from classical
ones like the machine or the body (today we think, im-
agine and create using metaphors such as networks or
flows), but the prevailing metaphor in political thought
is still deeply within the Newtonian world experience.

The political concepts that are based on natural con-
cepts are not present as language forms, but as cognitive
schemata. They structure our systems of representation
and meaning. They often function as ‘dead’ metaphors,
though far from ‘dead’ in terms of their effectiveness and
productivity.

199



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Jernej PIKALO, Igor LUKSIC: CONCEPTIONS OF NATURE IN THE HISTORY OF POLITICAL THOUGHT, 191-202

POJMOVANJE NARAVE V ZGODOVINI POLITICNE MISLI

Jernej PIKALO
Univerza v Ljubljani, Fakulteta za druzbene vede, Kardeljeva pl. 5, 1000 Ljubljana, Slovenia
e-mail: jernej.pikalo@fdv.uni-lj.si

Igor LUKSIC
Univerza v Ljubljani, Fakulteta za druzbene vede, Kardeljeva pl. 5, 1000 Ljubljana, Slovenia
e-mail: igor.luksic@fdv.uni-lj.si

POVZETEK

Clanek raziskuje odnos med koncepcijami narave, njenimi razlagami v naravoslovnih znanostih in politicnimi
koncepti. Kljub sploSnemu prepric¢anju, da sta narava in politika loc¢eni sferi, so prikazani razli¢ni nacini povezanosti
in medsebojnega vplivanja v razli¢nih zgodovinskih obdobjih. V zgodovini so koncepcije narave pomembno vpli-
vale na politiko in politicno teorijo, predvsem z generiranjem in vplivanjem na to, kaj politika in politicno sploh je.
Vsako zgodovinsko obdobje je s spremembo v dojemanju narave prineslo tudi drugacne politicne uvide. Clanek z
raziskovanjem primerov iz zgodovine politi¢nih idej prikazuje nacine povezanosti, spremembe v odnosu in medse-
bojni vpliv. Zacetek nanasanja politike na koncepcije narave postavi v anti¢no grsko politicno misel Isokrata, Platona
in Aristotela. Nadaljuje z organicisticnimi analogijami stoiske tradicije, ki je bila vpeljana tudi v zgodnjo krs¢ansko
misel ter srednjevesko politicno misel. Pri tem opozarja, da analogije med naravo in politiko niso omejene zgolj na
zahodno politicno misel, temvec so tudi del indijskih, islamskih in japonskih tradicij. Posebej tematizira moderno
politicno misel in zamenjavo boga z znanostjo. Prikazuje razvoj fizikalne znanosti in spremljajoce inovacije v poli-
tiki (Machiavelli, Bodin, Hobbes, Locke, Rousseau), ki jih oznaci kot prevladujoce mehanicisticne in newtonovske.
Zakljucuje, da so kljub iziemnemu razvoju novih teorij in metodologij v politicni znanosti Se vedno prevladujoce
mehanske koncepcije.

Klju¢ne besede: narava; naravni zakon; fizika; zgodovina politi¢nih idej; Machiavelli; Hobbes.
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SI. 1: Nagrobnik Niccoloja Machiavellija, Firence, Cerkev Sv. KriZa (Foto: Alinari)
Fig. 1: Tombstone of Niccolo Machiavelli, Florence, Church of St. Cross (Photo: Alinari)
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SUMMARY

Both historically and conceptually, toleration is primarily associated with the liberal model of citizenship. Despite
its central role in contemporary political thought, toleration remains subject to various controversies and disagree-
ments. This article aims to present the basic dynamics of toleration in a plurally diverse polity. The introductory part
of the article presents the changes toleration has been subject to as well as the theoretical problems associated with
it. The second part presents in detail the conditions and the circumstances of toleration. The third part of the article
analyzes the moral and conceptual objections to toleration. The fourth part presents the logical and the moral dimen-
sion of the limits of toleration. The final part of the article reclaims the centrality of toleration as the basic model of
engagement with diversity in a plurally diverse polity.

Key words: toleration, diversity, pluralism, moral objections to toleration, conceptual objections to toleration, the
limits of toleration

L"ANATOMIA DELLA TOLLERANZA
SINTESI

Sia storicamente che concettualmente, la tolleranza é associata principalmente con il modello liberale della
cittadinanza. Nonostante il suo ruolo centrale nel pensiero politico contemporaneo, la tolleranza rimane soggetto
a diverse polemiche e disaccordi. Questo articolo si propone di presentare le dinamiche di base della tolleranza in
una comunita politica plurale diversificata. La parte introduttiva del articolo presenta le variazioni la tolleranza é
stato soggetto a nonché i problemi teorici ad esso associati. La seconda parte presenta in dettaglio le condizioni e le
circostanze di tolleranza. La terza parte di questo articolo analizza le obiezioni morali e concettuali di tolleranza. La
quarta parte presenta la dimensione logica e la dimensione morale dei limiti della tolleranza. La parte finale dell’ar-
ticolo rivendica la centralita della tolleranza come il modello di base d’impegno con la diversita in una comunita
politica plurale diversificata.

Parole chiave: la tolleranza, la diversita, il pluralismo, obiezioni morali contro la tolleranza, obiezioni concettuali
contro la tolleranza, i limiti della tolleranza
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FOUNDATIONS OF THE TOLERATION-BASED
APPROACH TO DIVERSITY

The understanding of the basis of a liberal concep-
tion of toleration, writes Samuel Scheffler, ‘has taken on
a renewed urgency at this historical moment’ (Scheffler,
1994, 5) since liberalism’s commitment to tolerating di-
versity is also responsible for much of what is problem-
atic and burdensome about classical as well as contem-
porary liberalism. The complexity of the foundations,
nature and value of toleration and the controversiality
of the status, the justification and the limits of what is to
be tolerated, raise a number of questions over the basis
of toleration in a plurally diverse polity. As the exist-
ing literature on this topic exemplifies clearly (e.g. Cas-
tiglione and McKinnon, 2003; Dees, 2004; Deveaux,
2000; Galeotti, 2002; Heyd, 1996; Kukathas, 2003;
McKinnon, 2006; Mendus, 1989; Newey, 1999; Parekh,
2000; Rawls, 1993; Sardo¢, 2010; Scanlon, 2003; Tay-
lor, 1997; Walzer, 1997; Williams and Waldron, 2008),
the persistence of the moral and conceptual objections
against toleration confirm that a number of issues as-
sociated with the toleration-based approach to diver-
sity and the possibility conditions of toleration remain
contested. While both classical and contemporary pro-
ponents of toleration argued succinctly for its necessity
for the maintenance of a stable political community,
its status, its justification and the limits of what is to be
tolerated have met with a number of objections and
criticisms throughout its historical development.’ At the
heart of these controversies over the foundations, nature
and value of toleration, lie a number of conceptual and
normative problems stemming from the requirements of
equal civic respect for diversity. Three basic questions
associated with the controversies over the toleration-
based approach to diversity contributed in large part to
the ambivalence over the status and the value of tolera-
tion in a plurally diverse polity, i.e. [i] why toleration; [i]
toleration of what [what is a legitimate object of tolera-
tion]; and [iii] how to tolerate.

The basic aim of this article is to provide both a clari-
fication and a defence of a toleration-based approach to
diversity since toleration, as William A. Galston empha-
sises, is a ‘core attribute of liberal pluralist citizenship’
(Galston, 2009, 98). Clarification, because the complex-
ity of the foundations, nature and the value of tolera-
tion as a political concept and the controversiality of the
status, the justification and the limits of toleration in a
plurally diverse polity, raise a set of challenges associat-

ed with the possibility conditions of the toleration-based
approach to diversity. Defence, because a toleration-
based approach to diversity, as Meira Levinson argues,
‘is one of the hallmarks of both a liberal state and the
liberal citizen’ (M. Levinson, 1999, 103).

This article consists of six sections. | present in Sec-
tion | the main philosophical and conceptual issues re-
lated to the toleration-based approach to diversity since
our intuitive notion of toleration consists of a variety of
conflicting meanings and interpretations. | first elaborate
the different questions associated with a liberal concep-
tion of toleration and then outline the foundations of a
toleration-based approach to diversity. | then identify in
section Il the conditions and circumstances of a toler-
ation-based approach to diversity as well as critically
evaluate the principal arguments associated with the
justification of toleration in a plurally diverse polity. It
is in this section that the complexity of the toleration-
based approach to diversity comes to the forefront. In
particular, I aim to clarify the principal background con-
ditions a particular act must be consistent with in order
to qualify as an act of toleration. In Section Il of this
article, | articulate the most pressing moral and concep-
tual objections against the toleration-based approach
to diversity advanced by its many critics. Each of the
moral and conceptual objections presented in this sec-
tion criticises a particular element of the background
conditions of toleration identified in section Il of this
article. Section 1V examines two separate dimensions of
the limits of toleration existing conceptions of toleration
fail to identify. In the concluding section of this article,
| reclaim the centrality of the toleration-based approach
to diversity for any conception of engagement with di-
versity that claims to be consistent with a rights-based
conception of citizenship.

The puzzle of toleration

The history and the development of toleration within
the liberal tradition revolves around three basic ques-
tions identified by Susan Mendus in her Toleration and
the Limits of Liberalism: [i] What is toleration? [ii] What
is its justification? and [iii] What are the limits of tolera-
tion? (Mendus, 1989). Throughout the history of liberal
political theory, a number of different arguments have
been articulated to support toleration as a mechanism
to grapple with the various forms of diversity that were
sources of conflict. Liberalism, as Susan Mendus per-
suasively argues, ‘begins from a premise of individual

1 This ambivalence towards a particular notion can also be found when examining some other basic concepts, e.g. patriotism. Despite the fact
that toleration and patriotism are almost diametrically opposed, these two concepts share some basic points in common. While patriotism
and toleration are far from compatible, they share their dependence on its object, i.e. what Rainer Forst named as a ,normative dependent
concept’ (Forst, 2007). For example, if we are tolerant of violence, toleration would not be recognized as a virtue. The same would apply
for patriotism (Kodelja, 2011). For example, constitutional patriotism is generally recognized as positive, as it is based on the commitment to
shared public values and common principles of a plurally diverse polity, e.g. equality, justice, freedom, whereas ,unconditional’ patriotism
[LMy country right or wrong’] is far from unproblematic. The similarity between toleration and patriotism is also contextual, as both patrio-
tism and toleration were articulated long before the introduction of democratic political regimes (Ben-Porath, 2007).
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diversity’ (ibid., 56). Ever since the aftermath of the
Medieval wars of religion where liberalism was born,
modern societies have grappled with religious and other
forms of conscience-based diversity as potential sources
of division and conflict. However, toleration, as different
scholars point out, was not a mechanism for accommo-
dation of diversity. As Michael Walzer rightly empha-
sises, the form of toleration that emerged out of the wars
of religion of the sixteenth and seventeenth centuries ‘is
simply a resigned acceptance of difference for the sake
of peace’ (Walzer, 1997, 10). Historically, toleration
arose out of doctrinal strife within the Catholic Church
during the 16th and the 17th Century in Europe (e.g.
Dees, 2004; Kaplan, 2010; Mendus, 1989; Williams &
Waldron, 2008). The transformation of toleration from
a pragmatic and prudential mechanism necessary for
the security of an absolutist monarchy (e.g. in Medieval
Europe) or empire (the Ottoman Empire)? into to a ‘uni-
versally” acceptable principle to accommodate diversity
needs further clarification. As William Galston empha-
sises:

Religious toleration may well have begun as a mo-
dus vivendi directed toward the abatement of pio-
us cruelty, but it developed into a doctrine of prin-
cipled limits to state power. (Galston, 2002, 116)

In other words, liberalism as a political theory about
the limits of the state and its institutional framework has
universalised the toleration-based approach to diversity
as a major mechanism of stability and peaceful coexist-
ence between conflicting conceptions of the good by
placing restrictions ‘on the rationale that can be em-
ployed to justify state policy and on the means available
to the state in pursuit of its aims’ (Macleod, 1997, 542).
The liberal formula that has developed out of the liberal
model of toleration was based on two interrelated strate-
gies that are closely associated with the toleration-based
approach to diversity. The first of these was the ‘strategy
of privatisation’ that delimited the impact of a conflict
and the second the strategy of non-interference. Both
strategies associated with the toleration-based approach
to diversity have had a crucial impact on the success of
accommodating diversity in a plurally diverse polity as
well as on the criticism against the liberal formula of
resolving conflicts over conflicting conceptions of the
good that can be labelled as the puzzle of toleration.

Two distinct problems related to the liberal doctrine
of toleration can be identified here. The first concerns
the strategy of privatisation associated with toleration.
The other — and perhaps more problematic — is the uni-
versalisation of the toleration-based approach to diver-
sity, as some scholars have argued, to the area of ethical

choice in general. On this interpretation, the liberal for-
mula is based on the assumption of ‘liberal expectancy’
(Rosenblum, 1998, 53-57), which is the expectation that
the two strategies associated with the toleration-based
approach to diversity will gradually move the tolerated
towards those who tolerate them. As Sanford Levinson
empasizes, toleration of diversity includes the expec-
tancy that ‘exposure to diverse beliefs and ways of life
over time will shift the tolerated’s view towards those of
the tolerator’ (S. Levinson, 2003, 91-92). Liberals hope
and expect, writes Will Kymlicka, ‘that ethnic, religious,
and cultural associations will, over time, voluntarily ad-
just their practices and beliefs to bring them more in
line with the public principles of liberalism, which will
reduce the ‘incongruence’ between associational norms
and liberal principles’ (Kymlicka, 2002, 103). Similarly,
as Jirgen Habermas emphasises eloquently,

[tihe liberal state expects that the religious consci-
ousness of the faithful will become modernized
by way of a cognitive adaptation to the indivi-
dualistic and egalitarian nature of the laws of the
secular community. (Habermas, 2003, 6)

However, the two strategies identified above have
also contributed to a number of challenges that are
associated with the failure of the toleration-based ap-
proach to diversity — on some interpretations — to pay
equal civic respect to all members of a plurally diverse
polity. Three potential ‘perverse’ side effects associated
with the puzzle of toleration can be identified here, i.e.
[/] the overall reduction of diversity; [ii] the transforma-
tive effect on citizens’ character; and [iii] the creation of
conflicting diversity. The first challenge consists in the
reduction of social, cultural and religious diversity due
to the spillover of a liberal political culture into other
areas of social life, e.g. the associative networks of civil
society. As John Gray points out, ‘liberal societies tend
to drive out non-liberal forms of life, to ghettoize or mar-
ginalize them, or to trivialize them’ (Gray, 1996, 154).

Secondly, the transformative effect of the toleration-
based approach to diversity does have a spillover effect
on citizens’ overall behaviour in other social spheres. As
Jeff Spinner-Halev rightly emphasises, ‘toleration is not
only about establishing a private sphere; it also makes
demands on how citizens act in public’ (Spinner-Halev,
1994, 38). In this sense, the toleration-based approach
would be inconsistent with the ‘liberal promise’, for
example with the prudential commitment ‘not to im-
pose on some the values of others’ (Sandel, 2005, 109).
Thirdly, the toleration of diversity is likely to create the
risk of marginalising those forms of diversity that are
inconsistent with the toleration-based approach to di-

2 A comparative perspective on different ‘regimes of toleration’ is presented by Michael Walzer in his book On Toleration. For a historical
insight into the transformation of toleration from a prudential mechanism into a mechanism that establishes religious pluralism, see

Kymlicka (1996) and Dees (2004).
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versity or otherwise incompatible with common princi-
ples and shared public values in a plurally diverse pol-
ity. On this interpretation, we might end up with a less
heterogeneous society but — at the same time — there is
greater risk of both alienation of these groups from the
basic institutional framework of a plurally diverse pol-
ity and the creation of conflicting diversity that creates
greater distance between members of the mainstream
and those members of a polity whose values, beliefs
or conceptions of the good might be either incompat-
ible or in tension with common principles and shared
public values.

In order to examine in detail the various objections
to the toleration-based approach to diversity that are to
be addressed in Section Il of this article, | examine be-
low the conditions and the circumstances of toleration,
i.e. the general structure of the act of toleration that de-
fine the internal dynamics of any act that claims to be
an act of toleration and the background conditions with
which a particular act needs to be consistent with in
order to qualify as an act of toleration.

CONDITIONS AND CIRCUMSTANCES OF
TOLERATION

In order to examine in detail the moral and the
conceptual objections against the toleration-based ap-
proach to diversity [Section Il1], there is a twofold task to
be undertaken at this stage. First, | have to identify the
foundational elements of a toleration-based approach to
diversity, such as the elements that constitute the basis
of any conception of toleration that claims to be con-
sistent with a rights-based conception of citizenship.
Second, and relatedly, | have to identify the principal
background conditions of a toleration-based approach
to diversity. This must include the circumstances a par-
ticular act needs to be consistent with in order to qualify
as an act of toleration.? The general structure of a toler-
ation-based approach to diversity can be formulated by
the following formula*:

A tolerates B despite/because of the fact that B
believing or doing p A finds
false and/or morally objectionable.’

There are four basic elements in the formulation of
the structure of toleration explicated above, i.e. [i] the
tolerating agent [agent Al, that exercises the capacity for
toleration; [ii] the tolerated agent [agent B], that is being
tolerated by the tolerating agent [agent Al; [iii] the object

of toleration [action or belief p] — the source of disagree-
ment between the two agents [A and B]; and [iv] the
justifying ground for toleration, i.e. the rationale, why
the action or belief p is being tolerated. The basic ele-
ments that constitute the general structure of toleration
define the internal dynamics of any act that claims to be
an act of toleration. However, there exist a number of
different interpretations of the basic elements that con-
stitute the structure of toleration identified above. I can
identify three principal controversies associated with the
foundations, nature and the value of toleration that need
further clarification.

First, who can qualify as an agent of toleration, e.g.
is this an individual, a group, a political community?
Next, what is the nature of the object of toleration? What
do we actually tolerate? A doctrinal belief [e.g. religious
belief], a value or a particular practice? What form of
diversity can count as a legitimate object of toleration?
Finally, how do we actually tolerate? Do we merely al-
low the object of toleration to exist, we do not persecute
the tolerated agent or does the tolerating agent need to
extend some positive protection to the tolerated agent,
e.g. the active support, respect or recognition of its prac-
tice or beliefs?

The background conditions of toleration set the
terms a given act has to meet if it is to qualify as an act
of toleration. The circumstances of the toleration-based
approach to diversity therefore refer to those elements
of shared public life that give rise to the conditions of
toleration. In fact, a number of background conditions
need first to be fulfilled in order for a particular attitude
to qualify as an act of toleration. The conditions of the
toleration-based approach to diversity can be formulat-
ed by the following characteristics:

e recognition of the disagreement over a particular
belief, practice or value both the tolerating and
the tolerated agent find important [the impor-
tance condition];

e rejection of the belief, practice or value of the
tolerated agent and its moral disapproval, i.e. the
existence of a conflict between values, beliefs or
attitudes among the two agents [the disapproval
condition];

e possibility of the malleability of the object of
toleration, e.g. a doctrinal [religious or ethical]
belief, a value or a particular practice carried
out by the tolerated agent [the malleability con-
dition];

e conditional acceptance of the source of disa-
greement between the two agents as a legitimate

3 Forasomewhat different set of background conditions of toleration, see Deveaux, 2000: 43; Laegaard, 2010: 18; McKinnon, 2006: ch.1;

Newey, 1999: chs.1-2; and Shorten, 2005.

4 The formula that presents the general structure of a toleration-based approach to diversity is based on some aspects of Alan Gewirth’s

article ,Why Rights are Indispensable’ (1986).

5 An argument for toleration, writes Jeremy Waldron, ‘gives a reason for not interfering with a person’s beliefs or practices even when we
have reason to hold that those beliefs or practices are mistaken, heretical or depraved. (Questions of toleration do not arise in relation to
beliefs or practices which are regarded as good or true.)’ (Waldron, 1993: 90).

206



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Mitja SARDOC: THE ANATOMY OF TOLERATION, 203-214

source of conflict [the reasonableness condi-
tion].°

Each of the background conditions identified above
is a necessary element of any act that claims to be an
act of toleration. In this sense, the importance condition
basically refers to the moral cost the act of toleration
has for the tolerating agent. If, suppose, the tolerated
agent [agent B] holds a belief that Earth is triangular, the
tolerating agent [agent A] might find this belief either ir-
relevant or unimportant and therefore neither necessary
nor required to be tolerated. The importance condition
requires that believing or doing p must be of crucial im-
portance for both the tolerating agent [agent A] as well
as for the tolerated agent [agent B].

Next, the disapproval condition depends on the eval-
uative judgement of the object of toleration by the tol-
erating agent. As Graham Haydon emphasises, ‘[ilf we
do not in some way dislike or disapprove of something,
the question of tolerance towards it does not arise’ (Hay-
don, 2006, 460). However, it is necessary not to confuse
toleration with civility and indifference (Walzer, 1997)
or resignation (Galeotti, 2002) as the circumstances of
toleration, writes Glen Newey, ‘arise out of conflicting
beliefs about value’ (Newey, 1999, 158).

Furthermore, the malleability condition primarily re-
fers to the very character of the object of toleration. Two
contrasting interpretations of this background condition
of toleration can be identified here, i.e. ‘old’ and ‘new’
toleration (Jones, 2006). On the one hand, ‘old’ tolera-
tion is basically concerned with religious and moral
disagreement. The beneficiaries of toleration were in-
dividuals and ‘what was tolerated — their beliefs and
values — were self-chosen rather than ascriptive features
of those individuals’ (ibid., 125). On this interpretation,
the object of toleration that is the source of conflict or
disagreement between the two agents is basically tem-
porary in nature. More precisely, the paradoxical nature
of toleration refers to its temporary status. On the other
hand, ‘new’ toleration, as Peter Jones emphasises, is to
be directed at group identities rather than conscience-
based commitments of individuals.

Finally, the reasonableness condition of disapproval
between the two agents of toleration is primarily con-
cerned with the justification of toleration that presents
itself as the motivational foundation of an act of tol-
eration. Both early and modern advocates of toleration
have offered a number of different accounts of the jus-
tification of why and how a particular form of diversity
should be tolerated, e.g. religious, prudential, sceptical,
epistemic, political, justice-based and pluralist. For ex-
ample, the early liberal account of toleration exempli-
fied by John Locke in his Letter Concerning Toleration
(Locke, 2010) is characterized by two prevailing justi-
fications for toleration, i.e. [i] the prudential argument;

and [ii] the sceptical argument. In the first justification
for toleration, he argued that using force is not the right
way of resolving a conscience-based dispute since by
forcing someone to change his religious belief, we do
not get the conversion for the right purpose and there-
fore cannot qualify as a sincere belief. As Stephen Mac-
edo eloquently emphasises, for Locke ‘persecution is
irrational because faith depends on inward assent and
cannot be coerced’ (Macedo, 2007, 814). Second, he
argued that belief can be fallible. Since we do not know
what the right way to salvation is, we have to tolerate a
variety of religious paths.

The conditions and the circumstances of toleration
identified above set limits to what qualifies as a relevant
act of toleration. In this respect, toleration is to be clear-
ly delimited from attitudes that might have similar prac-
tical effects but are not equivalent with it at the moral
level, e.g. indifference, compromise or resignation. In
this respect, | agree with David Heyd’s narrowing down
of the concept of toleration:

[tthe concept of toleration must be narrowed
down in its philosophical use so as to refer stric-
tly to cases in which restraint in the response to
another’s belief or action is based on some speci-
fically moral grounds (thus excluding both com-
promise and indifference). (Heyd, 1996, 4)

Understood in this way, toleration therefore does not
arise in cases where a conflict — however important —
is limited to pragmatic considerations only but to those
forms of diversity that are primarily publicly relevant.
Yet, despite its centrality in the history of liberal political
thought, a number of objections against the foundations,
nature and the value of toleration have been advanced
by a vast range of critics. In the next section of this arti-
cle I examine the most pressing objections raised against
the inadequacy of toleration.

MORAL AND CONCEPTUAL OBJECTIONS
TO TOLERATION

The inadequacy of the toleration-based approach to
diversity has been advanced on a number of grounds.
Two prevailing sets of objections can be associated with
these criticisms, i.e. [i] the moral objections to tolera-
tion; and [ii] the conceptual objections against tolera-
tion. Central to the moral objections against toleration
have been three interrelated objections that point to
the morally troubling character of the toleration-based
approach to diversity, i.e. [i] the social fragmentation
objection; [ii] the virtue-based objection; and [iii] the
justice-based objection. The conceptual objections to
toleration consist of four differing objections that ques-

6 As Meira Levinson points out, ‘[iIndividuals can accept other people’ s conceptions of the good as reasonable and therefore as worthy of
toleration and respect only if they are able to see their own background and commitments as in some way contingent’ (Levinson, 1999: 45).
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tion the consistency of the toleration-based approach to
diversity with the liberal version of the rights-based con-
ception of citizenship, i.e. [i] the strategy of privatisation
objection; [ii] the redundancy objection; [iii] the inegal-
itarian objection; and [iv] the paradoxical objection.

Each of the objections that constitute the two sets of
objections identified at the outset of this section point
to a specific shortcoming associated with the tolera-
tion-based approach to diversity. However, a couple
of distinct features characterise each of the two sets of
objections. On the one hand, the moral objections to
toleration refer primarily to the morally troubling value
of the toleration-based approach to diversity. For ex-
ample, the assertion that toleration is insufficiently in-
clusive and respectful of diversity, i.e. that it does not
give equal weight to the different, values, beliefs and
conceptions of the good present in a plurally diverse
polity. Furthermore, two distinct puzzles associated with
the morally troubling character of toleration identified
by the moral objections against the toleration-based ap-
proach to diversity need to be emphasised here, i.e. [a]
the process-based puzzle; and [b] the goal-based puzzle.
The process-based puzzle refers to the morally troubling
nature of the toleration-based approach to diversity, e.g.
that the mere act of toleration including non-interference
with conceptions of the good, practices or values that
are the object of toleration is in itself problematic. On
this interpretation, the very toleration of diversity is
morally problematic as it might contribute to social frag-
mentation and a reduced degree of civic unity among
citizens. In contrast, the goal-based puzzle is primarily
concerned with the outcome of the toleration-based ap-
proach to diversity. On that view, toleration fails to de-
velop in citizens the basic civic virtues to maintain the
basic institutional framework of a plurally diverse polity.
On the other hand, the conceptual objections against
toleration refer primarily to the puzzling nature of the
toleration-based approach to diversity. For example, the
inegalitarian objection against toleration points toward
an inconsistency between toleration and the social,
cultural and political pluralism that is the result of the
toleration-based approach to diversity. | examine below
the two sets of objections to toleration separately.

Moral objections to toleration
The social fragmentation objection

Advocates of the social fragmentation objection ar-
gue that accommodation of diversity associated with the
toleration-based approach to diversity fails to take into
account the unity required to sustain a plurally diverse
polity and its basic institutional framework. As Chan-
dran Kukathas has eloquently elaborated the principal

characteristics of this objection, ‘[tlhe greater the diver-
sity of cultural groups with independent moral traditions
within a polity, the less the extent of social unity within
that political society’ (Kukathas, 2003, 160). The mor-
ally troubling character of toleration associated with this
objection is premised on the assertion that the presence
of different and competing values, beliefs and practices
undermines both civic unity and social cohesion of a
plurally diverse societies. As Will Kymlicka points out,

if society accepts and encourages more and more
diversity, in order to promote cultural inclusion,
it seems that citizens will have less and less in
common. If affirming difference is required to
integrate marginalised groups into the common
culture, there may cease to be a common culture.
(Kymlicka, cited in Beiner, 1995, 6)

Furthermore, the social, cultural, religious and doc-
trinal diversity would undermine the equitable distribu-
tion of resources due to the lack of a sense of civic unity
and social cohesion among members of a political com-
munity.”

The virtue-based objection

The virtue-based objection to toleration consists of
the claims that toleration of diversity fails to develop
in citizens the basic civic virtues to maintain the basic
institutional framework of a plurally diverse polity that
provide us with the ‘conditions of liberty’. On this inter-
pretation, the social consequences of toleration would
undermine citizens’ allegiance to our shared public in-
stitutions as well as the capacities and dispositions as-
sociated with active engagement in various activities of
common interest. Furthermore, social conservative and
civic republican scholars advance a criticism, that the
toleration-based approach to diversity is basically inef-
fective in itself as instead of producing citizens equipped
with the virtues, capacities and dispositions for active
involvement in public life, it creates citizens without a
sense of community and membership as well as pub-
lic responsibility in general. On this interpretation, the
morally troubling character of toleration creates the very
conditions that would undermine both civic unity and
social stability.

The justice-based objection

In contrast to the previous two moral objections
advanced primarily by social conservative and civic
republican critics of the toleration-based approach to
diversity, the justice-based objection to toleration is ad-
vanced by multiculturalists (e.g. Parekh, 2000; Taylor,

7  For the discussion of the tensions between the politics of redistribution and the politics of recognition, see Banting & Kymlicka (eds.)

(2006).
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1997). Its main argument is that the toleration-based ap-
proach to diversity does not give enough weight to the
distinctive character of those groups and individuals that
are — in one way or another — not part of society’s main-
stream. More precisely, multiculturalists argue forcefully
that toleration is insufficiently inclusive in confronting
claims associated with equal civic respect for diversity.
The accommodation of diversity based on the principle
of toleration, so the criticism goes, offers an inadequate
response to the circumstances of multicultural demo-
cratic societies as it fails to pay equal civic respect to
all citizens in the design of its basic institutional frame-
work. Contrary to the social fragmentation objection,
the justice-based objection claims that the toleration-
based approach to diversity has deleterious effects on
tolerated agents. In this sense, claims for recognition
advanced by non-dominant minority groups need to be
articulated as justice-based claims for public recogni-
tion of their distinctive identities so that the members
of these groups can enjoy the same basic conditions as-
sociated with their cultural diversity. The moral objec-
tions identified above could lead to the conclusion that
the social consequence of tolerating diversity is morally
problematic. While the first and the second objection
identified above share the claim that the toleration-
based approach is basically ineffective, the third objec-
tion claims that toleration is primarily unjust.

Conceptual objections to toleration

Several conceptual objections to toleration can also
be identified. They differ from the moral objections
against toleration examined in the previous section of
this article primarily in terms of the criticisms of the
various aspects of the nature of toleration. Four basic
conceptual objections against the toleration-based ap-
proach to diversity can be identified here, i.e.: [i] the
strategy of privatisation objection; [ii] the redundancy
objection; [iii] the inegalitarian objection; and [iv]; the
paradoxical objection. Let me examine each of them in
turn.

The strategy of privatisation objection

One important aspect of toleration consists in the
removal of the disrupting source of potential conflict be-
tween the two or more agents of toleration from shared
public life thus neutralizing the potential conflict. Its
protection of religious freedom and freedom of thought
in general, cannot be subsumed under the protection of
other forms of diversity, such as ethnocultural diversity.
On this interpretation, as some scholars have argued, its
‘strategy of privatisation’ functions as a kind of limit on
accommodation of diversity. Instead of demanding that
individuals renounce their membership in a religious
community or the associative network of civil society,
the toleration-based approach to diversity basically re-

quires that any doctrinal allegiance is to be kept out of
shared public life. At the same time, some critics even
argue that what liberalism and its toleration-based ap-
proach to diversity does is that it disvalues the object
over which there is a dispute, for example a religious
belief or a conception of the good.

The redundancy objection

Another important objection to the toleration-based
approach to diversity is that toleration is basically re-
dundant as with the introduction of equal basic rights,
the issue of opposition towards a particular practice or
value would not arise (Galeotti, 2002). According to
this objection, toleration is irrelevant to the function-
ing and justice of a plurally diverse polity and its basic
institutional framework. A related objection against tol-
eration has been that it is not appropriate for a plurally
diverse polity. In this sense, toleration is basically what
remained from previous undemocratic and illiberal so-
cieties. As Monique Deveaux emphasises, ‘weak tolera-
tion’, i.e. a model of toleration that relies exclusively on
non-interference ‘is perhaps best suited to the contexts
of nondemocratic states, where discrimination and per-
secution on religious and ethnic grounds are still much
in evidence’ (Deveaux, 2000, 46). On this interpreta-
tion, toleration is an institutional mechanism which
is not appropriate for a plurally diverse polity as it is
inconsistent with common principles and shared pub-
lic values together with the rights-based conception of
citizenship.

The inegalitarian objection

The objection that toleration is basically inegalitar-
ian can be further divided into two basic criticisms. The
first criticism consists in the claim that toleration reflects
a hierarchical position of power. On this interpretation,
Samuel Scheffler emphasises, the asymmetrical char-
acter of toleration reveals that ‘it is the prerogative of
the strong to tolerate the weak, but the weak are not
in a position to tolerate the strong’ (Scheffler, 2010,
315). The other critical part of the inegalitarian objec-
tion argues that toleration is an inadequate model for
accommodating diversity since the rights-based concep-
tion of citizenship is based on the ideal of civic equality
thus making toleration in a plurally diverse polity both
logically and politically contradictory. Another element
characterizing the circumstances of toleration is that the
tolerating agent has the power to interfere with the prac-
tice, belief or value that is the source of disagreement
whereas the tolerated agent does not. On this interpreta-
tion, toleration is a one-way relationship with an asym-
metry of power between the two parties and is therefore
implicitly inegalitarian as it does not presuppose some
sort of equality between the two agents [agent A and
agent B].
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The paradoxical objection

The paradoxical objection against toleration needs to
be divided in two separate criticisms that refer to some
paradoxical character of the toleration-based approach to
diversity. First, the paradoxical nature of toleration refers
to the temporary nature of toleration and is connected
with the malleability condition of toleration identified in
Section Il of this article. Once the tolerated agent accepts
the doctrinal perspective of the tolerating agent, tolera-
tion is no longer necessary. Second, one of the strongest
objections to toleration has been advanced by scholars
who are sympathetic to liberalism or come from within
liberal circles themselves (Williams, 2007 [ch. 10]; Scan-
lon, 2003 [ch. 10]). According to this version of the para-
doxical objection associated with the nature of toleration,
the very status of toleration as a virtue is questioned since
it is being depicted as negative in nature. On this interpre-
tation, exercising toleration, i.e. not interfering with a par-
ticular value, belief or practice we dislike or disapprove
of, is in itself seen as paradoxical. In this sense, tolerating
the choices, practices, beliefs or actions of the tolerated
agent we find wrong or false would therefore not qualify
as a virtue.

To summarise: there are two ways to understand the
moral and the conceptual objections to the toleration-
based approach to diversity. First, at one level, tolera-
tion is characterised by inconclusivess as it does notand
cannot generate agreement on fundamental values or
beliefs which are the object of disagreement between
the two agents (the tolerating agent [agent A] and the
tolerated agent [agent B]).® Despite the absence of
agreement on the true or the right character of the di-
viding value, belief or practice, the two agents remain
divided on the foundational value of the object of tol-
eration. ‘Toleration rightly understood’, writes William
Galston, imposes ‘the principled refusal to use coercive
state instruments to impose one’s own views on others’
(Galston, 1995, 528), a commitment ‘to moral competi-
tion through recruitment and persuasion alone’ (Galston,
2009, 98). Contrary to our intuitive understanding of tol-
eration and the common everyday usage of the term,
toleration does not require us to abandon our disagree-
ment with the value or practice we find false or wrong
but merely places limitations on how a conflict over a
particular contested issue that presents itself as the ob-
ject of toleration can be managed. As Barbara Herman
rightly emphasises,

[[1n moral theory influenced by classical liberal
values, toleration is sometimes offered as a rea-
sonable strategy of response to a wide range of
moral disagreements in circumstances of plurali-

sm. Its value is defended as both pragmatic and
instrumental: it does not require the resolution of
all moral disagreements, and it enables other libe-
ral values such as autonomy, pursuit of truth, and
privacy. (Herman, 2007, 30)

Second, and more radically, some critics have
claimedthat toleration is characterised by indeterminacy
because it cannot provide the tolerating agent with suf-
ficient reason(s) for rejecting the morally objectionable/
false belief or particular practice. As William Galston
emphasises, ‘[o]bviously, restraining ourselves from
translating disagreement into coercion is good whenev-
er we lack an adequate basis for suppressing such differ-
ences’ (Galston, 2005, 585). On this interpretation, the
principled dependence of toleration on an independent
normative resource, as Rainer Forst emphasises elo-
quently (2007), exemplify that toleration in itself cannot
qualify as positive or negative.’

Against the first of these two objections, | argue that
the purpose of toleration is not to end disagreement as
one of its foundational aims is to provide a way how citi-
zens as free and equal members of a polity can resolve
their differences or disputes. Againstthe second objec-
tion, the difficulty with toleration, as Thomas Scanlon
emphasises, is concerned with ‘the costs of having cer-
tain rights generally recognised, and with the problems
posed by their open-ended character’ (Scanlon, 2003,
3). What toleration expresses, he furthermore argues, is
‘a recognition of common membership that is deeper
than these conflicts, a recognition of others as just as
entitled as we are to contribute to the definition of our
society’ (ibid., 193).

The moral and the conceptual objections against
toleration examined in this section of the article raise
two separate questions associated with the foundations,
nature and the value of toleration in a plurally diverse
polity, i.e. [il what are the limits of toleration; and [ii]
what is the alternative to toleration. Given a number of
moral and conceptual objection against toleration ad-
vanced by both the critics and the advocates of tolera-
tion, there are a number of competing approaches that
claim to be more just, inclusive or egalitarian compared
to the toleration-based approach to diversity. One of the
basic problems dividing a liberal and a multicultural un-
derstanding of equal civic respect of diversity is the very
understanding of the limits of toleration. | examine these
two questions in Section IV and in the concluding sec-
tion of this article respectively.

THE LIMITS OF TOLERATION

The moral and the conceptual objections to tolera-
tion identified above open two separate dimensions of

8 On the notion of the inconclusiveness of disagreement over the object of toleration, see McLaughlin (1995) and Macedo (1995).
9 For the examination of toleration as a normatively dependent concept, see Forst (2007) and Newey (1999 [ch. 1]).
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the limits of toleration that need to be emphasized here,
i.e. [i] the logical dimension of the limits of toleration;
and [ii] the moral dimension of the limits of toleration. |
explicate both of them below.

The logical dimension

The logical dimension of the limits of toleration delin-
eates the conditions a particular act needs to be consistent
with so as to qualify as an act of toleration as exemplified
in section Il of this article. For example, the liberal and the
multicultural conception of the logical dimension of the
limits of toleration differ primarily over what can count
as a legitimate object of toleration. As has already been
emphasized, toleration traditionally deals with religious
and moral conflicts, i.e. forms of diversity that qualify as
choice-based. In contrast, a multicultural conception of
toleration is directed also at identities rather than exclu-
sively beliefs and other conscience-based commitments
of individuals. The main dispute associated with this di-
mension, as Samuel Scheffler emphasizes, is primarily to
identify ‘which factors should be counted as part of peo-
ples’s circumstances and which can be subsumed under
chategories of choice’ (Scheffler, 2005: 6). In this respect,
the basic question associated with the logical dimen-
sion of the limits of toleration revolves around the foun-
dational distinction between two normative sources of
diversity, i.e. [i] ascriptive diversity, and [ii] conscience-
based diversity. The former form of diversity is a matter
of chance or circumstance, i.e. the unchosen natural and
social conditions associated with one’s identity. The latter
form of diversity, on the other hand, is a matter of indi-
vidual choice. As Will Kymlicka firmly points out, ‘[tlhe
distinction between choices and circumstances is in fact
absolutely central to the liberal project’ (Kymlicka 1989:
186). The logical dimension of the limits of toleration is
therefore linked to the status as well as the nature of the
object of toleration.

The moral dimension

Unlike the logical dimension explicated above, the
moral dimension of the limits of toleration addresses
the problem which differences should be tolerated and
what are the principled bases delineating the limits of
toleration. The moral dimension, then, defines the situ-
ation where the reasons for the rejection of certain be-
liefs, practices or conceptions of the good are stronger
than the reasons for its adoption. The moral dimension
determines the limits of toleration and what is not to be
tolerated. The classical liberal principle associated with
the moral dimension of the limits of toleration is best
represented by Mill’s ‘harm principle’ introduced and
elaborated in On Liberty (Mill, 1989). Unless certain ac-
tions, practices, values and beliefs or conceptions of the
good violate the basic rights and fundamental freedoms
of others, they are to be tolerated.
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At the same time, both the logical and moral di-
mension of the limits of toleration raise the question of
the alternative to toleration. In fact, over the last two
decades the inadequacy of toleration has been argued
from this very perspective. Two interpretations of this
inadequacy can be identified. On the one hand, ac-
cording to those sympathetic to it, toleration is insuf-
ficiently inclusive and should be expanded [internal
criticism]. On the other hand, according to those who
oppose it [external criticism], toleration should be re-
placed. Rejecting toleration, so these critics emphasise
forcefully, would be more respectful of diversity and
consistent with the common principles of a plurally
diverse polity. In this respect, the dispute over the vi-
ability of the toleration-based approach to diversity has
part of its origin in the twofold nature of the limits of
toleration. Any approach that claims to be consistent
with the fair terms of engagement with diversity, then,
is therefore largely dependent on the articulation of the
conditions and circumstances of toleration as well as
a clear delimitation over the logical and the moral di-
mension of toleration.

CONCLUSION

What | have argued in this article is that the toler-
ation-based approach to diversity cannot and should
not be eliminated — as multiculturalists and other crit-
ics of the liberal version of the rights-based conception
of citizenship would like to convince us — in favour of
other models of accommodation of diversity. As Michael
Walzer rightly emphasises,

[tloleration itself is often underestimated, as if it
is the least we can do for our fellows, the most
minimal of their entittements. In fact, [...] even
the most grudging forms and precarious arrange-
ments [of toleration] are very good things, suffici-
ently rare in human history that they require not
only practical but also theoretical appreciation.
(Walzer, 1997, xi)

In particular, what has not been acknowledged or
recognised is that toleration allows a particular value,
belief or practice to exist due to the value it has for a
particular subject and the value this has for the political
community. A closer inspection of the conditions and
the circumstances of toleration as identified in Section Il
of this article reveals that toleration includes a positive
depiction of the differences it tolerates. In this sense, the
positive view of the object and the tolerated agent can
have a twofold importance in terms of the difference of
toleration, i.e. [i] the intrinsic positive view; and [ii] the
instrumental positive view. In the first view, we tolerate
the differences we find wrong because these differences
have positive implications for the tolerated agent, i.e.
might be part of one’s culture and might be an important
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element of self-respect. In the second view, we toler-
ate differences we find wrong because its toleration has
some positive implications for the political community
itself [despite its conflict with the shared public val-
ues of a polity] as well as not violating the principles
of non-discrimination. Despite the fact that the moral
and the conceptual objections to toleration raise a set of
potential shortcomings of a toleration-based approach
to diversity, toleration is basically capable of producing
two sorts of benefits: [i] direct individual benefits and
lii] social benefits contributing to the stability and social
cohesion [therefore forming an indirect individual ben-
efit] of a polity.

It is because of the value of the object of toleration
both for the tolerated subject, i.e. a person holding a
particular belief [intrinsic value] and the value of this ob-
ject of toleration for the political community he/she lives
in [instrumental value] that toleration should count as
both valuable and permissible. In fact, as Samuel Schef-
fler emphasises,

[...1if, as | have been arguing, the injuries inflicted
by intolerance on its victims are closely related to
the temptations of intolerance for its perpetrators,
then it seems to follow that, just as intolerance
threatens the integrity of its victims, so too the per-
petrators of intolerance may perceive a willingness
to tolerate others as a threat to their own integrity.
In other words, the threat that intolerance poses to
the integrity of its victims may be mirrored by the

threat that tolerance poses to the integrity of the
perpetrators. (Scheffler, 2010, 327-328)

In this respect, the tolerating agent recognises the
value of the object of toleration either for its bearer
lintrinsic] or for the society as a whole [instrumental].
Moreover, despite individuals’ conflicting values and
beliefs, toleration enables them to live together. Further-
more, toleration of diversity contributes significantly to
the cohesiveness and stability of a polity that is plural
and diverse as it requires an equal recognition of indi-
viduals’ respect for integrity. Finally, its epistemic role
enables those who are exposed to diversity to gain some
knowledge on the diversity they come in contact with.

At the same time, the inability of both moral and
conceptual objections to the toleration-based approach
to diversity to provide conclusive arguments that would
enable us to reject toleration that there are various op-
tions available to advance an alternative conception
of engagement with diversity that is founded on the
toleration-based approach to diversity. Nevertheless,
a conception of toleration that claims to be consistent
with the liberal version of the rights-based conception
of citizenship, | maintain, needs to take into account an-
other dimension of citizenship as a political conception
of the person, i.e. civic integrity. In this respect, the tol-
eration-based approach to diversity, far from being mor-
ally problematic or irrelevant, provides a morally sound
basis of equal civic respect for diversity in a polity that
is plural in its cultures, values and traditions.
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POVZETEK

Tako zgodovinsko kakor tudi konceptualno je toleranca osnovni model spoprijemanja z razli¢nostjo, ki ga pra-
viloma povezujemo z liberalnim modelom drZavljanstva kot politicnega pojmovanja posameznika. Kljub svoji osre-
dnji vlogi v sodobni politicni misli pa ostaja toleranca predmet razli¢nih protislovij in Stevilnih nesoglasij. Pricujoci
prispevek prinasa predstavitev osnovne dinamike tolerance v sodobni pluralni druzbi. Uvodni del prispevka prinasa
predstavitev sprememb pojmovanja tolerance ter teoreticnih problemov, ki so s tem povezani. Drugi del prinasa
predstavitev pogojev in okolis¢in tolerance. Tretji del prispevka analizira moralne in konceptualne ugovore zoper
tolerance, ki mu sledi predstavitev dveh vidikov meje tolerance. Sklepni del prispevka prinasa predstavitev osrednje
vloge tolerance v okviru problematike sprejemanja in vkljucevanja razlicnosti.

Klju¢ne besede: toleranca, razli¢nost, pluralizem, moralni ugovori zoper toleranco, konceptualni ugovori zoper
toleranco, meje tolerance

BIBLIOGRAPHY

Banting, K. & Kymlicka, W. (eds.) (2006): Multicul-
turalism and the Welfare State: Recognition and Redis-
tribution in Contemporary Democracies. Oxford, Ox-
ford University Press.

Ben-Porath, S. (2007): Civic Virtue Out of Necessity:
Patriotism and Democratic Education. Theory and Rese-
arch in Education, 5, 1, 41-59.

Darwall, S. L. (1977): Two Kinds of Respect, Ethics,
88, 1, 36-49.

Dees, R. (2004): Trust and Toleration. London, Rou-
tledge.

Deveaux, M. (2000): Cultural Pluralism and Dilem-
mas of Justice. Itacha and London: Cornell University
Press.

Forst, R. (2007): A Critical Theory of Multicultural
Toleration. In: Laden, A.S., Owen, D. (eds.): Multicul-
turalism and Political Theory. Cambridge, Cambridge
University Press, 292-311.

Galeotti, A. E. (2002): Toleration as Recognition.
Cambridge, Cambridge University Press.

Galston, W. A. (1995): Two Concepts of Liberalism,
Ethics, 105, 3, 516-534.

Galston, W. A. (2002): Liberal Pluralism: The Impli-
cations of Value Pluralism for Political Theory and Prac-
tice. Cambridge, Cambridge University Press.

Galston, W. A. (2005): Autonomy, Accommodation,
and Tolerance: Three Encounters With Diversity, Politi-
cal Theory, 33, 582-588.

Gewirth, A. (1986): Why Rights are Indispensable.
Mind, 95, 379, 329-344.

Goodin, R. E., Pettit, P. & Pogge, T. (eds.) (2007): A
Companion to Contemporary Political Philosophy. Lon-
don, Blackwell Publishing.

Gray, J. (1996): Berlin. London, Fontana.

Gutmann, A. (ed.) (1997): Multiculturalism and the
Politics of Recognition. Princeton, Princeton University
Press.

Habermas, J. (2003): Intolerance and Discrimination.
International Journal of Constitutional Law, 1, 1, 2-12.

Haydon, G. (2006): Respect for persons and for cul-
tures as a basis for national and global citizenship, Jour-
nal of Moral Education, 35, 4, 457-471.

Herman, B. (2007): Moral Literacy. Cambridge,
Mass., Harvard University Press.

Heyd, D. (ed.) (1996): Toleration: An Elusive Virtue.
Princeton, Princeton University Press.

Jones, P. (2006): Toleration, Recognition and Identi-
ty. The Journal of Political Philosophy, 14, 2, 123-143.

Kaplan, B. J. (2010): Divided by Faith: Religious
Conflict and the Practice of Toleration in Early Modern
Europe. Cambridge, Mass., Belknap Harvard.

Kelly, E. & McPherson, L. (2001): On Tolerating the
Unreasonable. The Journal of Political Philosophy, 9, 1,
38-55.

Kukathas, C. (2003): The Liberal Archipelago: A The-
ory of Diversity and Freedom. Oxford, Oxford Universi-
ty Press.

Kymlicka, W. (1989): Liberalism, Community and
Culture. Oxford, Clarendon Press.

Kymlicka, W. (1996): Two Models of Pluralism and
Tolerance. In: Heyd, D. (ed.): Toleration: An Elusive Vir-
tue, 81-105. Princeton, Princeton University Press.

213



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Mitja SARDOC: THE ANATOMY OF TOLERATION, 203-214

Kymlicka, W. (2002): Contemporary Political Philo-
sophy: An Introduction [2nd edition]. Oxford, Oxford
University Press.

Kodelja, Z. (2011): Is Education for Patriotism Mo-
rally Required, Permitted or Unacceptable, Studies in
Philosophy and Education, 30, 2, 127-140.

Laden, A. S. & Owen, D. (ed.) (2007): Multicultur-
alism and Political Theory. Cambridge, Cambridge Uni-
versity Press.

Laegaard, S. (2010): Recognition and Toleration:
Conflicting Approaches to Diversity in Education. In:
Sardo¢, M. (ed.): Toleration, Respect and Recognition in
Education. Oxford, Wiley-Blackwell, 17-32.

Levinson, M. (1999): The Demands of Liberal Educa-
tion. Oxford, Oxford University Press.

Levinson, S. (2003): Wrestling with Diversity. Dur-
ham, NC, Duke University Press.

Locke, J. (2010): A Letter concerning Toleration. In:
R. Vernon (ed.): Locke on Toleration. Cambridge, Cam-
bridge University Press, 3—-46.

Macleod, C. M. (1997): Liberal Neutrality or Liberal
Tolerance? Law and Philosophy, 16, 5, 529-559.

McKinnon, C. (2006): Toleration: A Critical Introdu-
ction. London, Routledge.

McKinnon, C., Castiglione, D. (eds.) (2003): The
Culture of Toleration in Diverse Societies. Manchester,
Manchester University Press.

McLaughlin, T. H. (1995): Liberalism, Education and
the Common School, Journal of Philosophy of Educa-
tion, 29, 2, 239-256.

Macedo, S. J. (1995): Liberal Civic Education and
Religious Fundamentalism: The Case of God v. John
Rawls, Ethics, 105, 3, 468-496.

Macedo, S. J. (2007): Toleration. In: Goodin, R.E.,
Pettit P., Pogge, T. (eds.): A Companion to Contempo-
rary Political Philosophy. London, Blackwell Publishing,
813-820.

Mendus, S. (1989): Toleration and the Limits of Li-
beralism. Atlantic Highlands, Humanities Press Interna-
tional.

Mill, J. S. (1989): On Liberty and Other Writings.
Cambridge, Cambridge University Press.

Modood, T. (2007): Multiculturalism: A Civic Per-
spective. Cambridge, Polity Press.

Nehushtan, Y. (2007): The Limits of Tolerance: A
Substantive-Liberal Perspective. Ratio Juris.

Newey, G. (1999): Virtue, Reason and Toleration:
The Place of Toleration in Ethical and Political Phi-
losophy. Edinburgh, Edinburgh University Press.

Parekh, B. (2000): Rethinking Multiculturalism: Cul-
tural Diversity and Political Theory. New York, Palgrave.

Rawls, J. (1993): Political Liberalism. New York, Co-
lumbia University Press.

Rosenblum, N. L. (1998): Membership & Morals:
The Personal Uses of Pluralism in America. Princeton,
Princeton University Press.

Sandel, M. J. (2005): Public Philosophy: Essays on
Morality in Politics. Cambridge, Mass., Harvard Univer-
sity Press.

Sardo¢, M. (ed.) (2010): Toleration, Respect and Re-
cognition in Education. London, Wiley-Blackwell.

Scanlon, T. M. (2003): The Difficulty of Tolerance:
Essays in Political Philosophy. Cambridge, Cambridge
University Press.

Scheffler, S. (1994): The Appeal of Political Libera-
lism. Ethics, 105, 1, 4-22.

Scheffler, S. (2005): Choice, Circumstance and the
Value of Equality. Politics, Philosophy and Economics,
4,5, 5-28.

Scheffler, S. (2010): Equality and Tradition: Ques-
tions of Value in Moral and Political Theory. Oxford,
Oxford University Press.

Shorten, A. (2005): Toleration and Cultural Contro-
versies, Res Publica, 11, 275-299.

Spinner-Haley, J. (1994): The Boundaries of Citizen-
ship: Race, Ethnicity, and Nationality in the Liberal Sta-
te. Baltimore, The Johns Hopkins University Press.

Taylor, C. (1997 [1992]): The Politics of Recognition.
In: Gutmann, A. (ed.): Multiculturalism: Examining the
Politcs of Recognition. Princeton, Princeton University
Press, 25-74.

Vernon, R. (ed.) (2010): Locke on Toleration. Cam-
bridge, Cambridge University Press.

Waldron, J. (1993): Liberal Rights: Collected Papers
1981-1991. Cambridge, Cambridge University Press.

Walzer, M. (1997): On Toleration. New Haven, Yale
University Press.

Williams, B. (2007): In the Beginning Was the Deed:
Realism and Moralism in Political Argument. Princeton,
Princeton University Press.

Williams, M. & Waldron, J. (eds.) (2008): The Limits
of Toleration. New York, NOMOS XLVIII.

214



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

izvirni znanstveni ¢lanek UDK 323.1:316.7
prejeto: 2013-06-12

CHALLENGES IN RESEARCHING INTERETHNIC RELATIONS FROM AN
INTERCULTURAL PERSPECTIVE

Mateja SEDMAK
University of Primorska, Science and Research Centre, Garibaldijeva 1, 6000 Koper, Slovenia
e-mail: mateja.sedmak@zrs.upr.si

Zorana MEDARIC
University of Primorska, Science and Research Centre, Garibaldijeva 1, 6000 Koper, Slovenia
Faculty of Tourism Studies — Turistica, Obala 11a, 6320 Portoroz
e-mail: zorana.medaric@zrs.upr.si

Maja ZADEL
University of Primorska, Science and Research Centre, Garibaldijeva 1, 6000 Koper, Slovenia
e-mail: maja.zadel@zrs.upr.si

ABSTRACT

The article derives from the experiences and dynamics of intercultural research work on the international project
Children’s Voices: Exploring Interethnic Violence and Children’s Rights in the School Environment, led by the Science
and Research Centre of the University of Primorska in 2011 and 2012. The project addressed various topics related
to ethnicity and interethnic relations; however, the main issue addressed in the project was interethnic violence in
the school environment. Motivated by several issues revealed during the empirical research process in five participat-
ing countries, we will expose some challenges in researching interethnic relations from an intercultural perspective.
In so doing, we will focus on two dimensions defined as ‘conceptual” and ‘political’ The analysis of challenges in
researching interethnic relations from an intercultural perspective is mainly based on a comparison of the five coun-
tries involved in the project (Slovenia, Austria, UK, Italy and Cyprus).

Key words: ethnicity, interethnic relations, intercultural perspective, legislation, Europe.

LE SFIDE PER LA RICERCA SULLE RELAZIONI INTERETNICHE IN PROSPETTIVA
INTERCULTURALE

SINTESI

Il presente articolo nasce dall’analisi delle esperienze e delle dinamiche di natura interculturale riscontrate nella
ricerca realizzata nell’ambito del progetto internazionale Children’s Voices: Exploring Interethnic Violence and Chil-
dren’s Rights in School Environment, coordinato dal Centro di ricerche scientifiche dell’Universita del Litorale tra il
2011 e il 2012. Il progetto ha analizzato diversi aspetti relativi alle relazioni interetniche, con lo scopo principale
di affrontare tale argomento in ambito scolastico. Nella fase empirica della ricerca, svoltasi in cinque diversi paesi,
sono emersi i vari elementi alla base di quest’articolo che espone alcune sfide future per la ricerca nel campo delle
relazioni interetniche in un’ ottica interculturale. l'attenzione verte su due dimensioni che sono state definite “con-
cettuale” e“politica”; I'analisi presentata in questa sede si basa sulla comparazione tra i cinque paesi coinvolti nel
progetto (Slovenia, Austria, Inghilterra, Italia e Cipro).

Parole chiave: etnicita, relazioni interetniche, prospettiva interculturale, legislazione, Europa.
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INTRODUCTION

The present article derives from the research results
of the international project Children’s Voices: Exploring
Interethnic Violence and Children’s Rights in the School
Environment,' led by the Science and Research Centre
of the University of Primorska in 2011 and 2012, and to
a much bigger extent by the experience and dynamics
of intercultural work entailed in the researches conduct-
ed in five participating European countries: Slovenia,
Austria, Italy, United Kingdom and Cyprus. The project
addressed various topics, such as the issue of ethnicity,
interethnic relations, the processes of intercultural con-
frontations and the rights of migrants to a safe environ-
ment and the free expression of their culture. However,
the main issue addressed in the project was interethnic
and intercultural violence in the school environment — a
theme gaining importance in the last decades, especial-
ly because of the migration flows and growth of ethnic
diversity, which are reflected in an increasing number of
students of diverse ethnic background in the schools. In
order to receive as holistic picture of types, prevalence
and dynamics of violence in the school environment in
five participating countries quantitative and qualitative
research methods were combined. In the first, quantita-
tive part of the research, questionnaires were complet-
ed by primary (10-12 years old pupils) and secondary
school (17-18 years old pupils). In the second phase
qualitative data were obtained from national experts
working in the field of interethnic relations or peer vi-
olence, and also from school staff and from the pupils
themselves. Pupils presented their opinions and experi-
ences in focus group discussions, whilst semi-structures
in-depth interviews were used for experts and school
workers (for more information on the project see also
Medari¢ and Sedmak, 2012).

The work of the multicultural research team and
empirical comparative research conducted in five dif-
ferent cultural contexts exposed several terminological,
conceptual and interpretative issues: different method-
ology in collecting demographic data regarding ethnic
affiliation; different criteria in defining ethnic affiliation;
different understanding of the same terms used to refer
to issues of race, ethnicity and foreigners; different so-
cial contexts and world views influencing the sensibility
and perceptions of ethnic phenomena; etc. Additionally,
countries differ according to the confrontation with mi-
gration and discrimination based on ethnicity as well
as implementation of common European migration and
anti-discrimination policies.

Motivated by several issues disclosed during the em-
pirical research process in the five countries in question,
the paper will expose some challenges in researching
interethnic relations in intercultural perspective. In do-

ing that we decided to focus on two selected topics re-
vealed as especially interesting and informative during
our research: our first focus will be terminological and
conceptual; we will discuss the interstate and intercul-
tural differences in general understanding of the phe-
nomenon of ethnicity, the differences in terminological
use, the differences in the statistical evidence collection
of ethnic affiliation etc. Secondly, we will present some
gaps and challenges in implementation and effective-
ness of immigration and anti-discrimination policies in
different countries.

Our analysis of gaps, issues and challenges in re-
searching interethnic relations in intercultural perspec-
tive will mainly base on the comparison of five countries
involved in the project: Slovenia, Italy, Austria, UK and
Cyprus. The intercultural analysis makes, in our opin-
ion, important contribution to the understanding of con-
temporary European reality around questions of ethnic
plurality and interethnic relations, especially since the
experiences of the core countries are so diverse: The
United Kingdom, as a former colonial power with a
rich history of intercultural contact and with numerous,
well-organised ethnic communities, has a long tradition
of political and academic confrontation with cultural and
racial pluralism while at the same time being influenced
by the attitudes of its colonial past. Cyprus has its long
and still ongoing history of interethnic conflict between
Greek and Turkish Cypriots. Slovenia is traditionally
and uncritically perceived as relatively monocultural,
regardless of the presence of native Italian, Hungarian,
Roma and thoroughly denied German minorities as well
as a high number of immigrants from the territory of the
once common state of Yugoslavia. Italy has a number of
diverse ethnic and linguistic minorities and immigrant
communities that are recognized politically in different
ways. Finally, Austria has a high percentage of econom-
ic migrants, mainly from the territory of the ex-Yugo-
slavia and Turkey, as well as autochthonous minorities
(Slovenian, Croatian, Hungarian, Czech, Slovak, Roma
and Sinti) (Medari¢ and Sedmak, 2012).

In present day Europe, the dynamics of intereth-
nic relations are becoming increasingly complex and
schizophrenic. On the one hand, we have elaborated
supranational directives and national legislations reg-
ulating interethnic relations and emphasising the ba-
sic rights to preserve and cultivate one’s own cultural
and religious identity. These directives aim to promote
cultural diversity, plurality, intercultural dialogue, toler-
ance and cohabitation. In the scientific arena, issues of
multiculturality, hybridity, interculturality and transcul-
turality are at the core of the research interest. On an
individual as well as a group level, our everyday lives
and cultural practices are becoming increasingly inter-
and trans-cultural. On the other hand, right wing parties

1 The project was funded by the European Commisson, Directorate of General Justice, Freedom and Security, Directorate D: Fundamental

Rights and citizenship.
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are gaining increasing power in the European political
arena, disseminating ethnocentric, racist and discrimi-
nating views. Under this narrative, immigrants and rep-
resentatives of ‘other’ ethnic groups are presented as
responsible for dramatic social and economic collapse
of the old continent. As such, the formal directives,
regulations and legislative acts promoting intercultural
cohabitation and tolerance are denied on an everyday
basis. As noted by Kralj (2011: 288-289): ‘It seems that
the experiences of the current global economic crisis
/.../ and unstable socio-economic conditions (increased
costs of living, increased unemployment rates, lower
living standards, cuts of funding for social transfers etc.)
begin to influence the rise of anti-immigrant sentiments,
which are reinforced by messages about the ‘demise of
multiculturalism’, transmitted from European politi-
cians by the mass media’. According to public opinion
polls (EVS, 2011), intolerance and negative attitudes to-
wards the ‘others’ are increasing. In addition, present
day Europe is facing (both legal and illegal) levels of
migration flows without comparison in the past as the
European societies become increasingly culturally and
ethnically plural. Those countries traditionally thought
of as emigrant countries are starting to function as im-
migrant states as well. As a consequence of all these
processes and facts there is a strong need for further
scientific reflection of interethnic relations with a spe-
cial emphasis on the management of cultural diversity.
We hope that our paper presents a small contribution in
that direction.

CONCEPTUAL AND DEFINITIONAL CHALLENGES -
INTERCULTURAL DIFFERENCES IN APPROACHING
ETHNIC PHENOMENA

Due to the different historical circumstances and,
consequently, the development of different systems of
social policy accompanying the various economic and
political situations in particular European states, it is al-
most impossible to use a single unified and common
approach when discussing interethnic relations. The
interstate and intercultural differences in approaching
issues of ethnicity are present not only in a particular
state’s legislation that regulates e.g. the integration of
immigrants in the host state or anti-discrimination pol-
icies, but are present in the very essence — prior to the
concrete political actions or public debate — in the defi-
nitions, concepts and terminology used in discussing
ethnic phenomena. In this context, we are interested
in which terminology is used in discussing ethnic phe-
nomena, how ethnic affiliation is measured in individ-
ual European countries and how single terms defining
ethnic processes or ethnic phenomena are understood.
Are we genuinely understood and do we think in the
same way when we communicate using the same ter-

minology? Or does our cultural heritage change our
perspective? If it does, to what extent does it actually
affect our perceptions? Without a deep understanding of
and reflection on the intercultural differences in under-
standing the particular ethnic phenomena, it is hard to
approach the problem holistically. The task is not easy
because, as Le Vine (1997) explains, the essence of the
problem lies at the very beginning of efforts to conceptu-
alise ‘ethnicity’. Because the term itself is unclear, there
is a certain ambivalence and consequent lack of defi-
nitional or conceptual clarity when we attempt to deal
with this concept in theoretical and empirical research.?
In the following text, we will present some conceptual
and definitional challenges and gaps in dealing with the
issue of ethnicity and try to expose some (intercultural)
differences.

Before attempting to tackle these perplexing issues,
let us quote Delli Zotti and others who validly observe
that in the social sciences there are few concepts as con-
troversial as that of ‘ethnicity’. At the same time as ex-
posing that definition of the ‘ethnic group’, ethnicity and
ethnic identity are arranged along a continuum between
two poles: the subjective and objective (Delli Zotti et al,
2011: 7).

Some authors (let us mention Barth (1970) as among
the more prominent of these), rather than taking a static
approach involving subjective-objective assessments,
instead objected that when we try to define the ethnic
group and ethnic identity we should primarily focus
on ethnic borders and their maintenance, thus expos-
ing the importance of interactions. When trying to al-
locate common theoretical starting points we will refer
to Eriksen (1993), who highlights the observation that,
regardless of the fact that there truly exist a number of a
different approaches to ethnicity, all agree that ethnicity
has something to do with a classification of people in
terms of a group relation. This means that in all societ-
ies there exists the tendency toward intergroup differen-
tiations and classifications; however, the criteria of its
realisation vary. The intercultural differences emerge ac-
cording to the determination of who is a member of an
ethnic group and who is not. Are the distinctions in the
cultural ‘givens’ to which people attach a ‘primordial’
quality or is a determination of a membership more in-
strumental? The advocates of the first approach (Weber,
Geertz, Shils) are strongly criticised by the advocates of
the other (Barth, Glazer, Cohen, Jenkins); as Brass (1985)
argues, ethnicity should be regarded as a type of politi-
cal resource for competing interest groups.

To conclude, let us quote Enloe (1980), who claims
that there is growing agreement that ethnicity is actually
both objective and subjective: it requires a sense of be-
longing and awareness of boundaries between members
and non-members and is composed of an intertwining
cluster of attributes, not a singular cultural character-

2 For better illustration: In Isijiw’s review from 1974 thus we can find twenty-seven definitions of ethnicity (Le Vine, 1997: 49-50).
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istic. Independently from theoretical debates, empirical
reality presents different experiences in defining ethnic
identity and ethnic membership. The contradictions be-
tween the subjective/objective assessments of ethnicity
are concretely exposed in an Austrian context by Sau-
er and Ajanovic (2011), who claim that definitions of
who is ‘an Austrian’, who is a ‘person with a migration
background’ or who belongs to an ‘autochthonous mi-
nority” are, when used for statistical reasons in Austria,
problematic due to their limited significance, since they
do not tell us about the self-perception of the people
themselves.

Another (and at the same time opposite) aspect ex-
posing the problem with objectivity/subjectivity in defin-
ing ethnic affiliation is emphasised by Sedmak and other
(2011) when presenting the public population census in
Slovenia, based exclusively on subjective self-definition
as the only means of ethnic identification. As the direct
consequence of exclusively subjective ethnic labelling,
it has occurred that, due to subjective and/or pragmat-
ic reasons, people are changing their ethnic affiliation
from census to census.

In the case of UK, a state with a long tradition and
experience in dealing with interethnic relations, minority
issues etc., the possibility of subjective ethnic auto-defini-
tion is even more elaborate. According to Aspinall (2009)
with the inclusion of the possibility of multiple ethnic
(self)identification, the UK population census has intro-
duced the possibility of even more accurate assessment of
people’s ethnic identification, thus trying to meet the peo-
ple’s real and more intimate subjective self-identification.

Following the examples mentioned above, it can be
seen that there is no uniform practice among European
countries in approaching the collection of statistical data
regarding the ethnic affiliation (using subjective auto/
definition or more objective measurement). This fact re-
veals another research problem: the possibility and va-
lidity of interstate and comparative studies dealing with
statistical and demographical data in relation to ethnicity
and ethnic identity. Furthermore, in accordance with em-
pirical evidence, people, when forced to declare them-
selves in terms of their ethnic affiliation, often cannot
identify themselves according to the possibilities offered.
As Aspinall (2009) observes, scientific accuracy and ad-
equacy are not necessarily in accordance with sensible
utility. His observations are based on the results of two
empirical studies among mixed populations in the UK, in
which he was trying to verify the adequacy of terminol-
ogy defining mixed populations on occasions of popula-
tion census. The most popular term among mixed popu-
lations themselves was the term ‘mixed race’ regardless
of the fact that this option was widely criticised among a
scientific audience. In addition to the formal state pop-
ulation census, there are other formal and institutional

social situations in which people are asked to identify
themselves in terms of their ethnic affiliation, the most
obvious of these being the educational system. In nation-
al educational systems there are different practices taking
place in different states relating to the collection of data
pertaining to students’ national identification.

In Slovenia, in the case of primary and secondary
schools for instance, this kind of data are non-existent,
while the official evidence of pupils” ethnic affiliation is
commonly used in Italian, British, Austrian and Cypriot
school systems. The evidence regarding pupils’ ethnic
affiliation and status can be more or less elaborate: the
Austrian Statistical Agency thus collects data on the na-
tionality and everyday language of pupils; the Cypriot
Ministry of Education and Culture on their country of
origin; while in the ltalian case we can find the very
‘structured’ statistics regarding the students’ country
of origin, their being first generation immigrants or be-
ing non-ltalian students born in Italy, non-ltalian pupils
without/or with ltalian citizenship etc. The prohibition
of formal collection of data about pupils and students
ethnic affiliation in Slovenia can, on the other hand, be
understood mainly in the context of ethnicity: members
of school staff, at least in our research, almost uniformly
objected that is ‘not right’ or ‘not ethical’ to ask such
questions (Medari¢ and Sedmak, 2012).

European countries differ also in the terminology
used in public, scientific and political discussions on
the subject of ethnicity as well as for the collection of
statistical data. In the Slovenian academic and political
debate a clear distinction is made between autochtho-
nous® and non-autochthonous (immigrant minorities).
The difference is unfortunately not only semantic but in
terms of its consequences very concrete: in accordance
with 1991 Constitution, the additional special rights are
preserved only for autochthonous minorities — Italian,
Hungarian and conditionally Roma - (concretely, in
bilingual territories, the obligation to use minority lan-
guage on the occasion of public events, in using the mi-
nority language in marking the public spaces as streets
and public institutions, the right to be educated in the
mother language, the right to cultural and — more im-
portantly — economic and political representation; these
minorities have also been granted political representa-
tives at local (municipal) as well as state (parliamentary)
levels etc.). Only during the last ten years has the term
migrant workers, with a strong reference to the immi-
grants from the territory of former Yugoslavia who came
to Slovenia at a time of economic prosperity and growth
(1960s-1980s) as well as during the most recent immi-
gration flow after 2000, been observed when discussing
ethnicity in Slovenia.

In Austria there is also reference made to so-called
autochthonous minorities* (which are legally referred to

3 Due to the fact that the definition of autochthonous is arbitrary (there are no existent criteria for fulfilling this condition) the term is crit-

icized by some authors (see: Komac, 2005).
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as ethnic groups) and migrants who do not enjoy mi-
nority rights, even though they might be seen as an eth-
nic minority in terms of their population figures (Sauer
and Ajanovic, 2011). However, a much bigger empha-
sis is given to the concept of guest worker, which cat-
egory is applied to people not living permanently (and
therefore ‘properly’) in the country. In this connection,
Austria — similarly to Germany — concluded labour re-
cruitment agreements with several mainly South and
Eastern European countries in order to attract workers
during the period of economic boom between 1960
and 1990. With the termination of the ‘guest worker’
programmes in the 1990s, the term foreigner prevailed.®
This redefinition actually recognised the fact that a large
proportion of the ‘guest workers’ did not want to return
to their sending countries but rather preferred to stay
and live in the receiving country (Ibid.). The discrimi-
natory nature of the guest worker policy was critically
addressed by Radtke (1997), who emphasised the prob-
l[ematic nature of German multiculturalist model: guest
workers have no space in the public sphere ‘except
as the subject of exploitation, paternalism, advice and
help’; they were pushed in private sphere and forced
to intensify their ethnic links, and organize and express
themselves around the religious and traditional symbols
not only to protect cultural identity, bur to present them-
selves in the way majority wanted to see them (Ibid.).
There are additional terms used by the Austrian Statistic
Agency and the Federal Ministry for the Interior such as:
foreign origin, to refer to people who do not possess the
Austrian citizenship and to those who do but were not
born in Austria; and migration background, referring to
people whose parents were born in a country other than
Austria regardless of their own citizenship.

Italy, a country rich in linguistic minorities in terms
of the variety of their origin and by their quantity, makes
use of the term ‘historical linguistic minorities’; this refers
to ethnic minorities who have ‘always’ been living in
the ltalian territory and have therefore been guaranteed
some special rights in comparison with other immigrant
communities. Italian legislation formally recognises the
presence of twelve ethnic and linguistic minorities and
provides for them in terms of the official use of their
languages in public offices, the teaching of these lan-
guages in schools and broadcasting in these languages
on the Italian public radio and television. In terms of
statistical evidence,® the Italian system makes use of two
terms when referring to immigrant groups: foreign and
foreign born in Italy (i.e. second generation immigrants).

The last one being exceptional, because other countries
usually treat the second generation of immigrants being
born in the host state as citizens and no longer foreign-
ers. In Cyprus there is only the reference to immigrants
— the reason may be that Cyprus faced the issue of mass
immigration very recently, mainly during the last decade
of the 20" century.

In the literature of several, mostly economically
well-off European states (Italy, Austria, UK etc.), there
is also the reference to refugees; however, for some
countries such as Slovenia this very new category only
appears in the debate after the Balkans war. The dis-
cussion about the 7%, 274 or 3" generation migrants —
again, quite common in same European states with a
longer tradition of intercultural contacts and relations
such as the UK — is again quite new in others such
as Slovenia, which represents a post-socialist country
coming very late in terms of political and academic
recognition of ethnic issues.

In the public discussion across European countries
regarding the immigration issue, the term ‘asylum seek-
ers’ is also present. Again, being omnipresent especially
in the economically and political ‘stronger’ states with a
longer tradition of asylum seekers, and in the states such
as for instance Italy, which is, in addition to the econom-
ic factor, also relevant in terms of its geography (it has a
close proximity to the African continent).

One of the main differences when analysing ‘ethnic
terminology across European countries is the presence
of term ‘race’ and associated race-related terminology as
‘racism’, ‘racist ideology’, ‘racial prejudices’ and ‘racist
stereotypes’ etc. The controversial’” term of ‘race’, ad-
dressing a supposed biological and essentialist nature
of belonging, is completely absent in Slovenia and most
of the former socialist states at the same time as being
omnipresent in the United Kingdom, Italy, France etc. —
states with a colonialist past and consequent migration
flows from former colonies — or in the economically rich
countries that have tended to attract immigrants from
other parts of the world. In UK, regardless of the fact
that the idea of separate human races has been discred-
ited in everyday use and even in legislation in the Race
Relations Acts, the term race is still present along with
other ‘derivates’ such as the terms Black and Minority
Ethnic (BME), White British etc., which are widely used
and accepted. In the academic sphere, the question as
to whether the study of ‘race relations’ should be dis-
tinguished from the study of ethnic relations often sur-
faces. Van den Berghe (1987) advocates the view that

’

4 In Austria there are six recognized autochthon minorities with a special legal status and rights: the Slovenian, Croat Hungarian, Czech,

Slovak and the Roma and Sinti.

5 Stotzel and Wengeler (1995) offer an overview on the different German terms and concepts in the context of immigration since 1945.
6 A major sources of statistical data for immigrants are la Questura (a Police department legalizing the presence of immigrants and the
Italian Institute of statistics — survey registration in each municipality collecting migratory movements and foreign population residence

at the end of every year.

7 In social sciences there is a prevailing opinion that race exists only as a cultural construct, produced and widely coming into debate in
the time of European colonisation and imperialism, hand in hand with the construction of racist ideology at that time.

219



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Mateja SEDMAK et al: CHALLENGES IN RESEARCHING INTERETHNIC RELATIONS FROM AN INTERCULTURAL PERSPECTIVE, 215-228

race relations are actually a special case of ethnicity.
On the other hand, Banton (1983) argues that there is
a need to distinguish between race and ethnicity. In
his opinion, ‘race’ refers to the categorisation of peo-
ple, while ‘ethnicity’ has to do with group identifica-
tion. Ironically, even in the states where the term race
is strictly non-present in the scientific and political are-
na and public debate, the term ‘racism’ is widely used
(Hutchinson and Smith, 1996).

The intercultural research work additionally shows
that in most European countries the terms defining neg-
ative effects of intercultural contacts (such as e.g. ‘inter-
ethnic violence’, ‘racism’, ‘ethnic discrimination’ etc.)
are the same; however, the national specifics could be
found when discussing the levels of sensibility towards
violence and regard towards the ‘other’ in general.
What individuals or societies perceive in terms of eth-
nic insult, ethnic discrimination or ethnic violence can
differ. Most of the time, only evident physical violence
is perceived as actual violence while at the same time
subtler forms of violence (such as verbal, psychological
violence or social exclusion) are not necessarily per-
ceived as problematic. The differences in ‘ethnic sen-
sibility’ and ‘political correctness” are also seen in the
terminology defining cultural and national affiliations.
Thus, in the case of UK we can find a whole spectrum
of options for national affiliations of immigrant groups,
such as: ‘White British’, ‘White and Asian’, ‘Asian Indi-
an’, ‘Asian Pakistani’, ‘Asian Chinese African’, ‘Mixed
(White and Black Caribbean)’ just to mention a few;
while, at the same time, Italian state statistical agencies
use the term ‘foreign residents born in Italy’, to describe
second generation immigrants. The term ‘foreigner’ in
countries such as Austria, Slovenia, UK, Cyprus refers to
people who were not born in the host state and do not
have citizenship.

In some European countries there is a very strong
connection between ‘religious affiliation” and ‘ethnicity’
in general, these being in cases when minority group
identification is mostly concentrated among religious
divergence from the majority or other ethnic group (Irish
Catholics and British Protestants in Northern Ireland,
Turkish Muslims and German Christians, Catholic Cro-
ats and Orthodox Serbs etc.). After the attacks on 11t
September 2001 (and the later London bombings in July
2005), the most visible and problematic issue in Europe
is of Islam and the increased hostility and prejudice
towards Muslims, who are often seen in stereotypical
terms as a monolithic (religious) group. In countries
with a higher percentage of Muslim immigrants (Austria,
United Kingdom, France etc.), the researchers examine
the rise of the problem of Islamophobia. In accordance
with Inman, McCormack and Walker (2012), the term
itself is contested because is often imprecisely applied to
very diverse phenomena, from xenophobia to anti-ter-
rorism; moreover, it is hard to distinguish the difference
between it and other terms such as racism and anti-Is-

lamism. An additional problem is that is very hard to
differentiate racially motivated attacks from attacks that
are religiously motivated (Ibid.).

Islamophobia is revealed at the level of everyday life
in the form of (structural) violence, but also in subtler
discriminatory ways. How can the negative attitude to-
wards Islam be explained in the light of ethnicity? Ac-
cording to Enloe (1980), the tense interethnic relations
(in our case between immigrant Muslim and majority
non-Muslim ethnic groups in the European continent)
could be explained in terms of religious type. Namely,
the biggest interethnic tensions occur when two ethnic
groups confess different religious and when these reli-
gions are theologically and organisationally elaborate
and explicit and have incorporated taboos operative
in the routines of everyday life (e.g. diet, dress code);
moreover, the intensity increases when each religion
has a tradition of evangelism (as Muslim and Roman
Catholic religions do). The omnipresent phenomenon of
Islamophobia could be understood also as a new form
of racism, defined by Balibar (1991) as ‘racism without
race’; the core of this racism is comprised by cultural dif-
ferences that cannot be overridden. Here we are talking
about cultural racism, emphasising the incompatibility
of different lifestyles and traditions, and the so-called
‘clash of civilisations’.

If we deviate from the terminological issues, some
other intercultural differences in approaching the issue
of ethnicity can be exposed. European countries differ
also in terms of the degree of self-reflection of the eth-
nicity problem. In Slovenia, as a republic of the former
multicultural and multi-religious Yugoslavia, the issue of
ethnicity and ethnic affiliation was, until independence
in 1991, ‘under-communicated’ (Eriksen, 1993). The
prevailing political ideology of the former common state
reduced the importance of ethnic affiliations. Principles
of ‘brotherhood and unity’” were promoted within the
frame of the socialist ideal of the former state in order to
ensure interethnic equality, tolerance and coexistence
as well as to strengthen the position of class above the
attributed ethnic determinants. The denial of the mean-
ing of the single ethnic affiliation can be seen from the
constructed term ‘Yugoslav ethnic affiliation’, which was
used on occasions of population census. Consequently,
issues of ethnically mixed marriages, ethnic prejudices,
nationalisms etc. were almost absent in scientific, public
and political arenas.

On the other hand, it could be said that, with the
underestimation of personal ethnic affiliations and the
substitution of ideas of ‘brotherhood and unity’, former
Yugoslavia introduced the model of intercultural coex-
istence long before these concepts became reflected
in the Slovenian academic arena and also before they
had become popularised in the European political are-
na. Similarly to Slovenia, Cyprus, only in recent years
encouraged by the increasing numbers of immigrants,
organised a more proactive approach towards intereth-
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nic relations and started to challenge these issues. In the
past, the ethnic problem correlated with immigration
flows (excluding the interethnic conflict with Turkey)
was not the central topic of the state political and social
debate. The ethnic ‘isolation” of Cyprus could also be
partially explained by geographical and historical rea-
sons. Opposite to the above-mentioned cases, the UK is
an ethnically very diverse country, with a long history
of migration. Consequently, in researching intercultur-
al and interethnic violence, there is a vast tapestry of
researches and literature; obviously, the self-reflection
of the so-called ethnic issue has been strongly present.
This can also be seen in the complex and elaborate
terminology used when defining the ethnic affiliation
as well as in the efforts exerted in the political and re-
search discussions, e.g. about the ‘proper’ terminology
for demarcation of representatives of mixed ‘race’ (As-
pinall, 2009).

Finally, empirical problems in researching intereth-
nic relations and comparative ethnic studies can also
arise when ethnic identity is masked, when group mem-
bers are ambiguous about their ethnic identity or when
ethnic identity makes little or no difference in ordinary
social relations (Le Vine, 1997).

IMMIGRATION AND ANTI-DISCRIMINATION
POLICIES IN EUROPE: GAPS AND CHALLENGES

Over the course of the project, many differences in
regulations of interethnic relations, diversity and an-
ti-discrimination among the countries were revealed;
therefore, the issue of tackling these differences within
the framework of common migration and anti-discrimi-
nation policies in Europe also drew our attention. Here,
we would like to present some challenges arising from
these common policies, especially with regard to their
implementation in different countries. It is important
to address these issues in the context of establishing a
common political and economic European space, par-
ticularly since Europe is facing increased migration and
there is a consequent need for comprehensive common
policies in this field in order to achieve long term po-
litical and social stability. Europe is currently facing
two simultaneous processes: on one hand, increasing
political convergence, integration and consequent eth-
nic plurality; on the other hand, rising xenophobia and
right-wing political parties (Strabac et. al, 2011). This
duality is also reflected in the everyday life of immi-
grants and ethnic minorities who are confronted on the
one hand with notions of equal opportunity, tolerance,
intercultural communication, while on the other hand
sometimes facing the opposite reality, i.e. discrimina-
tory behaviour, unequal treatment and negative stereo-
types. Being aware of these problems, Europe is trying
to tackle them also through developing comprehensive
anti-discrimination and migration policies, placing spe-
cial emphasis on social cohesion and the integration of
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migrants and minorities, with the primary aim of pre-
venting interethnic violence and conflicts.

In the last century, Europe has faced a significant shift
from emigration to immigration. While historically a sig-
nificant number of migrants have emigrated from Europe
to other countries, such as USA, Canada, Australia, New
Zealand, Argentina, Brazil, the continent became a ma-
jor destination for immigrants from the mid-20" century
on. The major migration flows in Europe can be seen
as being reinforced by economic prosperity in Europe
in the 1950s and 1960s, which caused internal migra-
tion flows from Southern to Northern European countries
and attracted workers from North Africa, Turkey as well
as former colony countries. During this period, immi-
grants were often recruited either through the policy of
‘guest worker’ (for example Germany with immigrants
from Turkey, Southern European countries from Moroc-
co and Tunisia) or from former colonies (for example
France and UK). Another major migration flow, both
internal and external, took place in the 1990s, caused
by the Soviet Union, the collapse of the ‘iron curtain’
as well as the Balkan wars. From the last decade of the
twentieth century onwards, migrations were character-
ised by immigration from Eastern to Western Europe and
immigrants from Africa (Bodvarsson and Van der Berg,
2009). Additionally, the movement within the European
Union has been simplified through the process of Eu-
ropean integration by two Schengen agreements (1985
and 1990) and the extension of the Schengen area to the
current 28 countries as of 2013. European countries thus
have different histories with regard to migration flows
and associated experiences as well as concepts related
to migration: perceptions on who is migrant, a foreigner
or minority member differ significantly across countries.
As mentioned previously, definitions are important since
they affect the data itself as well as its analysis and thus
overall perceptions of an issue.

In 2004, Chahrokh and others divided the then 15 EU
member states into three different groups, taking into ac-
count their immigration history and their concepts of ‘mi-
grants” and ‘minority populations’. The first group, char-
acterised by significant immigration from former colonial
territories, consisted of France, the Netherlands and the
United Kingdom. The second, defined as systematically
recruiting migrant workers (Austria, Belgium, Denmark,
Germany, Luxembourg and Sweden) that were seen as
‘immigrants” and ‘foreigners” and not immigrant or eth-
nic minorities, had a long tradition of immigration. The
third group is defined as ‘new immigration’ countries,
those that shifted from long-term emigration to immigra-
tion since the late 1980s and early 1990s (Greece, Italy,
Spain, Portugal, Finland and Ireland). In the context of
the current EU 28, a new group of so called post-social-
ist countries (Bulgaria, Czech Republic, Estonia, Latvia,
Lithuania, Poland, Romania, Hungary, Slovakia, Croatia
and Slovenia) can be added, with the last four countries
— Hungary, Slovakia, Slovenia and Croatia — having ex-
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perienced more immigration than emigration during the
last few years. Cyprus and Malta can also be added to the
third group of ‘new immigration’ countries, especially
the latter, which in the last few years has faced a number
of migrants arriving on its shores seeking asylum.

Different histories and experiences with regard to mi-
gration issues, as well as different conceptualisations of
migrant and minority populations, result also in diverse
anti-discrimination policies. Some have developed more
systematic anti-discrimination policy concepts, such as
e.g. UK or France, countries that also have long tradition
of migration. Others, such as e.g. Slovenia, have not de-
veloped a specific equality or anti-discrimination legis-
lation or have introduced it recently due to the common
EU legislation framework. Over the last few decades
there have been efforts in the European Union aimed
at establishing common policies on immigration as well
as anti-discrimination. The question, however, remains
as to whether these common policies are truly effective
and to what extent they realise the stated goals. In what
follows, we will discuss some issues and gaps in com-
mon EU policies in this field, with particular focus on
the situation in Slovenia, Austria, Italy, United Kingdom
and Cyprus. We will look at the wider framework of the
European polices on immigration as well as the specific
part of the anti-discrimination policy that deals with the
area of ethnic origin.

The common EU policies on immigration are based
on the first Schengen Agreement, while the main leg-

islation that defines basic human rights in EU derives
from the Treaty of Amsterdam (1997). This latter treaty
defines the conditions of entry and residence as well as
providing standards on procedures governing the issu-
ing of long term visa and residence permits by Member
States, a definition of illegal immigration and illegal res-
idence and measures defining the rights and conditions
under which nationals of third countries who are legally
resident in a Member State may reside in other Mem-
ber States (Fitchew, 2009). The main policy guidelines
on EU immigration policy were drafted at the Tampere
meeting of EU leaders in 1999 and revised in Decem-
ber 2004 at a meeting in Brussels. In 2008, a set of
common principles on which to build upon a common
immigration policy in Europe, focusing on the positive
potential impacts of immigration and grouped under the
three main EU policy strands of prosperity, solidarity
and security, was also defined. The need for achieving
the objectives defined at Tampere was reaffirmed by the
Stockholm Programme (December 2009), which, while
being called into question due to a claimed lack of con-
sistency (Collet, 2009) and feasibility for successful im-
plementation (e. g. Carrera and Guild, 2012), sets out a
number of priorities in the areas of justice, freedom and
security in the EU.

With regard to the intensified cooperation in the field
of migration at the European level, there are two con-
trasting views: on one hand, there is the opinion that
only regulation at a supranational level can be effective
(Ghosh, 2000, Bigo 2002); on the other hand, there are
more sceptical views expressed about the effectiveness
of the common migration policy (Castles, 2004; Castles
and Miller, 2009). Researchers who express more scep-
tical views about intensified cooperation in this field
usually draw attention to the lacunae exposed and chal-
lenges presented by implementation of the policy. Taking
into account the complex forces driving an integration
of the migration situation, Castles (2004) highlights the
importance of analysing how various factors interact
within migration processes in order to achieve balanced
and realistic policies. Namely, many policies are poorly
conceived, narrow, contradictory and/or elicit unintend-
ed consequences. A typical example of a policy that did
not achieve its goal is the German or Austrian ‘guest-
worker’ policy: its aim was to provide for the needs of
temporary workers, who were expected to eventually
return to their countries of origin; however, since these
‘guestworkers’ mainly overstayed their initial welcome,
ending up by permanently settling in the host country,
the policy failed to be implemented as conceived and
the host countries eventually had to accept and deal
with the new situation.

Castles (2004) identifies three main sets of reasons
for this: factors arising from the social dynamics of the
migratory process; factors linked to globalisation and
transnationalism and the North-South divide; and fac-
tors within political systems, by which the difficulties in
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implementing policies arise from the interactions be-
tween the previous sets of factors and the complex and
contradictory political systems of the states in question,
such as conflicts of interest, hidden agendas etc. The
first set of factors refers to the way in which, when it
comes to policy formation, the fact that migration is a
social process with its own inherent dynamics (influ-
enced by chain of migration, networks, familial ties,
life-cycle stage of the migrant etc.) is often ignored.
The second sets of reasons are the factors linked to the
reality that international migration is a cross-border
process with transnational dimensions gaining impor-
tance due to the current global economic, political and
cultural changes and the rapidly growing South-North
migration stream. The third set of reasons refers to the
interaction between previously mentioned factors and
the political systems of the receiving or emigration
countries states in question; these are complex and
contradictory in themselves.

In trying to define the effectiveness of common EU
migration policy, Czaika and de Haas (2013) identified
three main gaps that explain the disparity between poli-
cy discourses and the effectiveness of migration policy: a
discursive gap, representing difference between discourse
and actual migration laws, regulations etc.; an implemen-
tation gap, between the policies on paper and their actual
implementation in practice; and an efficacy gap, defined
as the degree to which an effectively implemented poli-
cy affects migration outcomes. In the current discussion,
we will mainly focus on the implementation gap and the
main challenges identified therein. The implementation
gap can happen due to various reasons such as actors
defining policies, lack of resources, different political
priorities etc., but also the significant discretion applied
by those implementing policies in practice: there is often
an open space for the subjective interpretation of laws.
As Czaika and de Haas put it: ‘For instance, assessing
whether an asylum seeker has a ‘well-founded fear of
persecution’ (according to the respective UN Convention
1951/67), or whether there are no citizens available for
a job for which a foreigner seeks to obtain a work per-
mit, leaves open considerable room for subjective judge-
ment.” (Czaika and de Haas, 2013: 496).

Despite the establishment of common immigration
EU policies the notion ‘Fortress Europe’, thus remov-
ing border controls within EU and hardening external
borders (Stalker, 2002) is still valid for the attitudes of
Europe towards immigration, especially illegal or irreg-
ular. Among the five countries in questions, especially
Italy and Cyprus are everyday facing a number of ille-
gal migrants from Africa, Middle East and Asia, arriv-
ing on their shores. Moreover, Engbersen and Broeders
(2011) highlight that not only we have strong ‘external

EU border control’, but there exist recent trends towards
stronger ‘internal border control’, excluding irregular
migrants from the formal labour market and public pro-
visions. Furthermore, the general socio-economic crisis
enhances intolerance towards both, legal and illegal im-
migrants as well as ethnic or religious minorities.

There also exist significant implementation issues in
the field of common anti-discrimination EU policy, fo-
cusing specifically on the question of discrimination on
the grounds of ethnic origin that affects migrants as well
as national minorities (but also other ethnic groups such
as Roma or Jews). The issue has been present at the EU
level since the 1980s; however, until a few years ago,
the focus was mainly on preventing discrimination on
the grounds of nationality and gender. Since the 1990s
— and especially after the Treaty of Amsterdam came
into force in 1999 — new EC laws, or Directives, have
been enacted in the area of anti-discrimination. Since
the year 2000, an intersectional approach has been ad-
opted to combat discrimination on various grounds. The
two most important directives in the area of anti-dis-
crimination are the Racial Equality Directive (2000/43/
EC) and the Employment Equality Directive (2000/78/
EC) — the former establishing a framework for combating
discrimination and implementing the principle of equal
treatment in many areas of social life and the latter es-
tablishing a general framework for equal treatment in
employment and occupation and prohibiting discrimi-
nation on the basis of religion or belief, disability, age or
sexual orientation.

The EU anti-discrimination legislation comprises the
current framework for combating discrimination in the
EU countries, obliging them to implement various mea-
sures to maintain a legal and procedural framework for
the promotion of equality for racial or ethnic minorities.
It also acknowledges indirect discrimination — when per-
sons of certain groups of minorities are disadvantaged
through apparently neutral laws or practices — as well
as introducing the concepts of harassment and victimis-
ation (Amiraux and Guiraudon, 2010, 1694). For some
countries, such as Bulgaria, Cyprus, Estonia, Lithuania,
Hungary, Poland, Romania, the Slovak Republic and
Spain, this represented the first detailed non-discrimi-
nation regime on the grounds of racial and ethnic origin
(European Commission, 2012). In contrast, in the cas-
es of Austria, Cyprus, Italy and Slovenia, the respective
constitutions already contained a general anti-discrim-
ination provision as well as enshrining the principle of
equality before the law. While the Austrian and Italian
constitutions make reference to the equality of citizens,
the Cypriot and Slovenian constitutions refer to all peo-
ple. In the UK,® where there is no written constitution,
there nevertheless exist several laws and acts pertaining

8 The United Kingdom has an unwritten constitution, i.e. does not have a Constitution or entrenched Constitutional Bill of Rights, but an
extensive set of constitutional conventions (http://non-discrimination.net/content/media/2011-UK-Summary%20country%20report%20

LN_final.pdf).
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to equality and anti-discrimination. For instance, the
Race Relations Act 1976 already outlawed discrimina-
tion on the grounds of race, colour and national origin
in education, employment and the provision of facili-
ties and services. The Equality Act (2010) introduced a
number of changes, harmonising and extending various
pieces of discrimination law that had been introduced
gradually over the previous 30 years (Inman et al, 2011).
As previously mentioned, the UK has one of the stron-
gest legal anti-discrimination frameworks as a conse-
quence of its long tradition of migration.

The Racial Equality Directive has significantly im-
proved anti-discrimination protection; however, there
are still some relevant implementation issues. Some
important questions that affect the implementation and
efficiency of the common EU anti-discrimination laws in
individual cultural contexts were raised at the very be-
ginning at the level of terminology. There are two main
issues with regard to the definition of ‘racial or ethnic
origin’: one focused on discussions around the use of
the term ‘race’ within anti-discrimination legislation and
the other involving overlapping definitions of character-
istics such as nationality, language or religion. While the
notion of racial equality is inherently problematic due
to its reliance on the spurious idea that people can be
divided into different biologically distinct ‘races’ (Bell,
2009), the term has been used ambivalently in the Ra-
cial Equality Directive, which simultaneously ‘imple-
ments the principle of equal treatment between persons
irrespective of racial or ethnic origin’ as well as, in its
preface, rejecting ‘theories which attempt to determine
the existence of separate human races.” (Bell, 2009).
Therefore, in some countries, the terms ‘race’ or ‘racial
origin’ were not included in the applicable anti-discrim-
ination legislation, since any such usage, in the view
of legislators, reinforces the erroneous view that people
can be distinguished according to their ‘race’. The Finn-
ish non-discrimination Act refers to ‘ethnic or national
origin’; the equivalent Swedish and Austrian Acts refer
to ‘ethnic affiliation’; the Hungarian Act refers to ‘racial
affiliation” or ‘belonging to ethnic minorities’; while in
France, the term ‘real or assumed race’ is used. With
regard to the other question, as to whether character-
istics such as colour, national origin, being a member
of a national minority, language etc. can be included

in the term ‘racial or ethnic origin’, there are different
approaches taken within the respective countries. Some
include colour and national origin as nominal criteria
while others — for example, Poland and Slovenia — have
special laws protecting national minorities. With regard
to religion, discrimination against Jews and in certain
circumstances Muslims is specifically recognised in the
Netherlands; in the UK, discrimination against Sikhs or
Jews is recognised as discrimination on racial grounds;
similarly, anti-Semitism has a special status in Germany.
This again illustrates some of the practical difficulties
with concepts and terminology when trying to encom-
pass the concept of discrimination on the grounds of ‘ra-
cial” or ethnic origin.

Due to the above-mentioned issue, the efficient
implementation of ‘Racial Equality’ directives is ques-
tionable in contexts where ethnic discrimination is not
connected to immigrant communities, since a history of
immigration such as that experienced by, for example,
the United Kingdom is absent. This is the case of most of
the member states that joined the EU in 2004 that, due
to their history, have tended to be dealing mainly with
national minorities (Bell, 2008), these also including Slo-
venia and Cyprus. The question also arises as to whether
the individual rights model encompassed within the di-
rective provides an adequate framework for a response to
a community-wide disadvantage, such for example in the
case of the Roma (Bell, 2008).

Effective policy enforcement is also often made more
difficult due to very complex and diverse legal frame-
work as is the case in Austria (Schindlauer, 2012); in
most countries, despite the enshrinement of the two di-
rectives in the respective national laws, there often exist
discrepancies and provisions open to different interpre-
tation. In the case of Slovenia, for example contradict-
ing interpretations of provisions that may seem to permit
indirect discrimination are possible.® Policy implemen-
tation is also importantly affected by social changes. An
important factor in the enforcing of laws is the econom-
ic crisis that has severely affected many countries, also
impacting on institutions that focus on migrants, such
as the national equality bodies that were introduced
under the auspices of the common anti-discrimination
policy. Austria and Cyprus, for example, report having
had problems because their national equality bodies'™

9 Article 2a of the Act Implementing the Principle of Equal Treatment states that different treatment on the basis of certain personal cir-
cumstances is not excluded, provided that it is justified by a legitimate goal and if the means for achieving the goal are appropriate
and necessary (parag. 1). But parag. 2 and 3 of Article 2a prohibit any discrimination, regardless of the provision of parag.1, except for
specifically defined exceptions, related to genuine and determining occupational requirements in the area of employment; religion in
religious organisations; age in recruitment, employment and vocational training; beneficial treatment of women during pregnancy and
motherhood; availability of goods and services for people of a particular gender; in the area of insurance; or in other cases defined by
laws adopted pursuant to European Union law. These provisions are hence quite confusing since §1 indicates that direct discrimination
on grounds of racial or ethnic origin could be justified by reasons other than positive action and genuine and determining occupational

requirements.

10 In Cyprus there are two departments within the equality body — one covering mainly gender issues and the anti-discrimination depart-
ment covering all other grounds, while in Austria the Ombud for Equal Treatment consists of three independent parts, two of which cover

also ethnic origin.
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have insufficient finance and staff; financial cuts have
similarly affected public bodies and initiatives dealing
with migrants in the UK and Italy, e.g. UNAR, the Na-
tional Office Against Racial Discrimination (European
Commission, 2013). In addition to being affected by fi-
nancial cuts, it should be mentioned that Slovenian Ad-
vocate of the Principle of Equal Treatment is not funded
independently but through the government; therefore,
its independence and effectiveness in actually carrying
out the laws it is tasked to implement are questioned,
especially in cases of alleged discrimination committed
by the Government.

Putting aside the crisis, in some countries, despite
comprehensive legal framework, the enforcement of
anti-discrimination legislation is deficient for various
reasons, including, for example, an awareness of the
possibilities offered by the Act among migrants and
minority members that is still very low, as is the con-
sequent level of reporting of discriminative behaviour.
This is also partly due to poor implementation of dis-
semination of information and a low level of social and
civil dialogue.

There have also been problems with implementation
of the Racial Equality Directive outside the area of em-
ployment, including areas such as housing, social protec-
tion and education. Despite the above-mentioned issues,
it should be stressed that before the development of a
EU-level policy forbidding discrimination on the basis of
race, ethnicity and religion, the issue was dealt with at a
local or national level; while the common EU policy has
encouraged broad changes as well as debates regarding
issues that were previously not acknowledged, as well as,
for example, the introduction of national equality bodies
to promote anti-discrimination policies and monitor their
implementation (Amiraux and Guiraudon, 2010). How-
ever, at the same time as equality legislation and pro-
tection of rights have improved, racism and xenophobia
have often intensified (Amiraux and Guiraudon, 2010,
Strabac et. al, 2011). It is, as Amiraux and Guiraudon put
it, that ‘discrimination in a sense, is proscribed, yet on
the rise.” (2010, 1693).

CONCLUSION

Encouraged by the results of the international and
intercultural research work by our team, in our paper
we have tried to expose some challenges which may
be faced when researching different aspects of intereth-
nic relations from an intercultural perspective, focusing
mainly on the twin dimensions we refer to as ‘concep-
tual” and ‘political’. Firstly, exposing the terminological
and conceptual intercultural inconsistencies and differ-
ences; secondly, the political problems that rise in leg-
islation enacted at the national and supranational level.
At the end of this short review, questions arose concern-
ing what can be done to improve interstate and intercul-
tural comparability in terminology and basic concepts
dealing with ethnic issue. Moreover, what can actually
be done to ensure uniformity of application of supra-
national regulation at the level of the member states?
In both cases, probably not much. However, what can
be done is that researchers of ethnic phenomena retain
awareness of intercultural differences and cultivate a
special sensibility for them when dealing with cultural,
‘racial’, linguistic and religious issues. This is essential in
order to avoid imposing ethnocentric and culturally-de-
termined viewpoints on the problem and to achieve at
least a minimum level of research objectivity. Moreover,
terminological ‘mess” must not discourage researchers of
interethnic and intercultural relations topics from further
work on these problematic issues. Still more complex
is the question of uniformity of application of the legis-
lation. Firstly, as we have already exposed, there is no
existing political and scientific consensus whether the
common legislative approach is at all efficient. Second-
ly, as it looks as if only some very basic directives deal-
ing with migration and anti-discrimination issues are
able to be applied uniformly at the level of individual
states. Historical and political differences among Euro-
pean states are too big to be conveniently passed over.
Unfortunately, the most significant barrier to progress in
this area seems to be comprised of economic special in-
terest groups and hidden agendas among policymakers.
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POVZETEK

Clanek izhaja iz izkuSenj in dinamike medkulturnega raziskovalnega dela na mednarodnem projektu Children’s
Voices: Exploring Interethnic Violence and Children’s Rights in the School Environment/Glasovi otrok: Preucevanje
medetni¢nega nasilja in otrokovih pravic v solskem okolju, ki je potekal pod okriliem Znanstveno-raziskovalnega
sredis¢a Univerze na Primorskem med letoma 2011 in 2012. V projektu so bile obravnavane razlicne teme, ki se
navezujejo na etni¢nost in medetni¢ne odnose, osrednja pa je bila medvrstnisko nasilje na etni¢ni osnovi v Solskem
okolju. Projekt se je izvajal v petih sodelujocih drzavah, in sicer v Sloveniji, Italiji, Avstriji, Angliji in na Cipru. Veckul-
turnost raziskovalne skupine in komparativna empiri¢na raziskava sta izpostavila stevilna terminoloska, pojmovna in
interpretativna vpraSanja: prica smo bili razli¢cnim metodologijam pri zbiranju demografskih podatkov, nanasajocih
se na etnicno pripadnost, in razlicnim kriteriiem dolocanja etni¢ne pripadnosti, razlicnemu razumevanju istih termi-
nov, ki se nanasajo na ‘raso, etnicnost in tujce; razlicni kulturni konteksti so vplivali na razli¢cne percepcije in razlicne
stopnje senzibilnosti do posameznih vprasanj, povezanih z etni¢nim fenomenom. Poleg tega pa se drzave, vkljucene
v primerjalno raziskavo, razlikujejo glede na migracijske in antidiskriminatorne politike ter v stopnjah implementa-
cije naddrzavnih evropskih migracijskih in antidiskriminatornih politik. Spodbujeni z omenjenimi medkulturnimi in
meddrzavnimi razlicnostmi smo v pricujoc¢em ¢lanku izpostavili nekatere izzive v raziskovanju medetni¢nih odnosov
v medkulturni perspektivi. Pri tem smo se osredotocili na dve izbrani Sirsi tematiki, ki sta se tekom raziskovalnega
procesa izpostavili kot Se posebej zanimivi, in sicer na (1) terminoloska in konceptualna vprasanja in na (2) izzive
in vrzeli, ki izvirajo iz razlicnih migracijskih in antidiskriminatornih politik drzav v obravnavi. Osrednje ugotovitve
¢lanka bi lahko strnili kot naslednje: v evropskih drzavah smo pric¢a uporabi razli¢nih terminov, ki se nanasajo na
etnicna in rasna vprasanja, razlicnim metodologijam zbiranja podatkov o etni¢ni pripadnosti, razli¢nim razumevan-
jem »tujosti« in »pripadnosti« ipd., kar znatno oteZuje raziskovanje etni¢nih vprasanj in medetnic¢nih odnosov v
medkulturni perspektivi. Tudi, ko preidemo na podrocje migracijske in antidiskriminacijske zakonodaje se sooc¢imo
s pereco neskladnostjo oziroma razli¢nostjo zakonov po posameznih drzavah, kljub nekaterim skupnim nadnacio-
nalnim pravnim direktivam. Razlike se pojavljajo predvsem zaradi razli¢nih interpretacij Evropskih direktiv ter zaradi
razli¢nih stopenj upostevanja le-teh. Poleg tega pa ne obstaja niti (politicni ali raziskovalni) konsenz glede tega ali bi
skupna in poenotena vseevropska migracijska in antidiskriminatorna politika dejansko odpravila teZave, s katerimi se
trenutno soocajo evropske drZave na tem podrocju. Uvedba skupne nadnacionalne politike, ki bi regulirala »etni¢na
vprasanja« pa je ne nazadnje utopic¢na tudi zaradi zgodovinskih in politi¢nih meddrzavnih razlik in, v veliki meri,
zaradi ekonomskih interesov in prikritih agend (nacionalnih) politikov.

Klju¢ne besede: etni¢nost, medetni¢ni odnosi, medkulturna perspektiva, zakonodaja, Evropa.
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ABSTRACT

The promotion of human rights, the equality of all people and prevention of violence are central topics in Europe-
an schools. With reference to evidence from the Children’s Voices Project, this paper analyzes the most relevant good
practices addressed to fight interethnic violence in schools. Indeed, specific activities have been organized to foster
children’s rights and to prevent generalized violence. Moreover, programs oriented to the promotion of integration
of migrants or pupils belonging to ethnic minorities have been developed. Starting from these assumptions, selected
good practices will be presented in a comparative way, in order to describe different characteristics, purposes and
goals, within the context of the five countries involved in the project.

Key words: Bulliyng, peer violence, good practices, school, education

VIOLENZA TRA PARI E BULLISMO: PROBLEMI E SOLUZIONI.
ANALISI DI ALCUNE BUONE PRATICHE

SINTESI

La promozione dei diritti umani, I’'uguaglianza e la prevenzione della violenza sono certamente temi centrali,
sui quali le scuole europee hanno impostato i loro programmi. Partendo da quanto emerso dal progetto europeo
Children’s Voices, questo paper ha lo scopo di analizzare le principali buone pratiche messe in atto dai cinque paesi
europei coinvolti nel progetto (Austria, Cipro, Inghilterra, Italia e Slovenia) al fine di prevenire e contrastare qualsiasi
forma di violenza, compresa quella interetnica, nell’ambito dei contesti scolastici. Le buone pratiche selezionate
saranno di seguito presentate a livello comparato evidenziando le caratteristiche, gli scopi e gli obiettivi perseguiti
da ogni singolo contesto in base alle peculiarita nazionali. La mappatura delle buone pratiche condurra, infine, ad
un’analisi delle componenti fondamentali per il contrasto della violenza tra pari fuori e dentro I'ambiente scolastico.

Parole chiave: bullismo, violenza tra pari, buone pratiche, scuola, educazione
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INTRODUCTION!

The aim of this paper is to produce an insight view
through evidence from the Children’s Voices Project? on
the topic of interethnic peer violence, which is a con-
crete problem even if it still remains an under-researched
and inadequately discussed topic/issue in many coun-
tries (Sedmak, Medari¢, 2012, p. 9). The spotlight is on
the related good practices implemented in each partner
country (Austria, Cyprus, England, ltaly and Slovenia).
Starting from this point of view, Children’s Voices re-
search has meant to represent a new piece of this in-
complete puzzle, focusing primarily on the role played
by inter-ethnic issues in peer relationships at school. The
project has benefited from a common methodological
framework in which a selection of agreed topics was
analyzed. Nevertheless, the importance of the different
national contexts that play a key role in the analysis of
causes and effects is undeniable, especially when the
crucial issue is the interethnic aspect of a society.

To the present day, multi-ethnic societies are no
longer a rarity. On the contrary, they are increasingly
common and they are characterized by an ever-grow-
ing presence of ethnic and territorial differences in
the same context (Cesareo, 2007, p.3). The debate on
multiculturalism highlights the qualitative aspect of the
transformation of society. The difference is increasingly
an important issue, an interpretive key to describe, un-
derstand and justify reality and its contradictions, and
is also an important tool to to read and construe the
contemporary age (Colombo E., Semi G., 2007, p.15). In
fact, human history is the history of constant and intense
intercultural, interreligious and interracial contacts (Sed-
mak, Medari¢, 2012, p.14): the result of the mixture of
all those elements may generate conflicts, especially
among youths, in contexts where they spend most of
their time like schools.

Starting from all these assumptions, a short descrip-
tion of insights into the society and historical character-
istics of each of the five countries involved in the project
might be useful since the European situation on the top-
ic is very heterogeneous.

For example, due to its colonial past the United King-
dom shows a high presence of foreigners over the years,
especially from countries outside Europe. Thus, the Coun-
try and its institutions and organizations have had the
chance to establish a long tradition of political and aca-

demic debates on cultural and racial pluralism, thus rep-
resenting an example of different kinds of coexistence. for
all European nations Moreover, despite its small territorial
dimension, Cyprus® has a long and still ongoing history of
interethnic conflicts especially between Greek and Turk-
ish Cypriots. As regards the specific issue of racism and
discrimination in Cypriot schools, various research stud-
ies have been conducted, exploring students’ attitudes
toward multiculturalism, their experience of marginaliza-
tion, discrimination etc. (Partasi, 2010; Zembylas, 2010a;
Zembylas, 2010b). This research is a symptom of the na-
tional public opinion’s manifest interest in these topics;
moreover, it is worth underlining how Cypriots are also
facing problems of being in contact with students of oth-
er nationalities like, for example, Palestinians to whom
a specific program is dedicated (Emergency Intervention
Team- see the Annex I).

Although Slovenia has traditionally been perceived as
culturally homogeneous, in its territory many historical
differences are still present. Nowadays, three minority
groups are legally recognized (Hungarian, Italian and
Roma) and a considerable number of migrants from for-
mer Yugoslavia territories are still living within Slovenian
borders. For this reason, an intercultural debate on differ-
ences is a current topic in the agenda of the Country. In
Italy, where a debate on migration issues in on, it is very
common to highlight how the Country has changed its
position during the last decades. After being an emigra-
tion Country, it has progressively become a host Country
for many migrants coming from many different coun-
tries in the world; as a consequence, it has been dealing
with the many aspects of integration in daily life. Lastly,
Austria is a country that shows a high percentage of eco-
nomic migrants, from former Yugoslavia and Turkey, and
a number of recognized minorities (Slovenian, Croatian,
Hungarian, Czech, Slovak and the Roma and Sinti).

As mentioned above, all European countries includ-
ing those involved in the Children’s Voices project are
facing with the challenges of modernity and multicul-
turalism: migration flows are constantly increasing, es-
pecially within the European borders, where boundaries
are blurred and the free circulation of people and goods
is not simply a characteristic of the modern age but also
a chance for everyone. As Favell (2008) stated, observ-
ing Europe today is like watching a Rorschach test: you
look at the continent as a whole and Europe is still divid-
ed up into distinctive nationalized societies. At the same

1 Though both equally involved in writing this research paper, Donatella Greco wrote Paragraphs: Introduction; Methodology; Good

Practices in different national contexts.

Chiara Zanetti wrote: What are the school's perspective? (Peer education; Beside the schools: family, local authorities and ngo's; Intereth-

nic violence practises and intercultural education).

Both authors wrote: Summing up: some important findings from European Children's Voices
2 The European project Children’s Voices has represented an excursus on the subject of violence in schools with a particular focus on in-
terethnic peer violence. It involved five countries (Austria, Cyprus, England, Italy, and Slovenia). Further information is available at www.

childrensvoices.eu.

3 In this paper, the terms Cyprus and Cypriots will refer only to the part of the island under the control of the Republic of Cyprus, as
since1974 the Turkish and Greek parts are de facto separated. Thus the two educational systems have always been separated.
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time, many identities and ethnic backgrounds are living
together in a common European context which is the
result of migration flows, historical changes and human
mobility, all of which have created new horizons. Many
countries in Europe have faced with issues connected to
cultural and ethnic diversity in different ways based on
their own historical background. School is definitely a
place where all those differences are widely poured out
in many different ways .As a result, schools are where a
big portion of European diversities represented

METHODOLOGY

The methodology of Children’s Voices has been sup-
ported by a common approach among the five national
research teams. Their research has been developed at a
quantitative and qualitative level: a combination of two
methods was used to gain an in-depth, layered perspective
on the analyzed issues (Sedmak, Medari¢, 2012, p. 11).

The project started in January 2011 and finished in
December 2012. The quantitative phase was performed
with a self-administered questionnaire* designed in
agreement by the five partners. It was administered in
two classes of four primary and four secondary select-
ed schools (sixteen classes for each Country) chosen
according to common criteria (a considerable number
of foreigners in the classrooms, preferably urban geo-
graphical location of the schools, and the interest of
each single school in participating at the research)’. The
questionnaire was addressed to 10 years old pupils and
16-18 years old students. On the whole 3,524 question-
naires were collected in the five countries®.

A combination of individual and semi-structured in-
terviews and focus groups were the tools utilized during
the qualitative stage of the research, which involved pu-
pils and students as well as the participation of a number
of selected experts and spokespersons from the school
staff (headmasters, teachers, pedagogues etc...) as qual-
ified witnesses.

As stated above, the pupils and students were also in
some of the focus groups: each Country organized eight
focus groups set in four selected schools (two primary
and two secondary) where the quantitative survey had
already been developed. The agreed topics on which
focus groups were based were the perception of vio-
lence, the reasons for violence as well as the pupils’ re-
actions to violent situations. In some cases, for younger
children a number of warm-up techniques were used
to help them feel comfortable sharing their experienc-
es’. The choice of the members (four-six students) to be
included in the focus groups was made in cooperation
with school teachers with a goal to pursue a balance of
gender and cultural diversities.

The qualified witnesses and their expertise have given
an insight view of what the school’s perception about the
peer violence is and what the real emerging issues that
have to be considered are. Each Country has sampled,
through a one-to-one semi-structured in-depth interview,
a selection of qualified witnesses® chosen among school
staff (teachers, headmasters, counselors and pedagogues)
and spokespersons of national and local authorities, in-
stitutions and organizations. The topics discussed during
the interviews have also been agreed among the partners
in the project in order to obtain contextual information
related to their territories and critical emerging issues.

GOOD PRACTICES IN DIFFERENT
NATIONAL CONTEXTS

Going deeper into the situation of each individual
national situation a selection of projects and good prac-
tices implemented to fight school violence and bullying
will be presented in a comparative way, in order to de-
scribe different characteristics, purposes and goals. The
term good practice usually represents a benchmark in
a specific context due to its proven efficacy of action:
consequently, a good practice could be helpful to create
other operative experiences suitable to solve and pre-

4 The questionnaire was written in English and thereafter every country translated and adapted it to the national context.

5 Itis worth highlighting that, as regards the questionnaire, the choice of schools and their geographical location, each Countryadopted
specific correctives according to national specifics framework. Moreover, within the agreed methodological framework, a number of
peculiar situations have been analyzed such as case of the English partner who decided to focus on the Islamofobia issue as well,

perceived as a matter of significant interest.

6 The number of collected surveys for each country was: 767 in Slovenia, 729 in England, 715 in Austria, 714 in Italy and 599 in Cyprus.
7 In ltalian focus groups a short excerpt from the animation The Ant Bully was projected. The movie deals with the topic of diversity using

a language suitable for children.

8 Following a short list of qualified witnesses interviewed. Slovenia interviewed eight among experts of public health, researchers, rep-
resentatives of school students organizations and international organizations; Austria interviewed eight teachers and six experts among
university professors, researchers, trainers, psychologist, chairmen/woman and spokespersons from local authorities and organizations;
Cyprus interviewed five experts recruited from governmental and non-governmental organizations and eight among school staff mem-
bers (teachers, counselors and headmasters); England sampled eight experts from school staff (senior manager and school teachers) and
seven experts from representatives from Non-Government Organizations (NGOs), researchers, government agencies, schools and com-
munity organizations; ltaly sampled eight among teachers and headmasters and six among pedagogues, spokespersons from local and

national institutions and organizations.

9 Some factors characterize the experiences of good practices like, for example, the presence of positive and innovative ways and methods
whose application can solve problems and the possibility to replicate the experience from time to time in different contexts and situations

that can require a model to refer to.
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vent a problem? (Stradi, 2005). Indeed, in each country
a fundamental role is played by the national legislation
that establishes the framework where all the interventions
take place. On the other hand, projects are implemented
also by each single school, a crucial space because in
this context young boys and girls socialize with peers and
adults and learn how to balance (or not) their behavior.
According to Sharp and Thomson (2004), school policies
influence a school’s whole organization, including rela-
tions among students, teachers, school staff and families.
Moreover, schools and teachers can play a relevant role
in increasing the well-being of children and reducing bul-
lying. In fact, when families and local communities fail
in their educative task, schools can compensate for this
lack. In addition, schools have a central role in strength-
ening and sensitizing the local institutional network and
community in order to promote the well-being of chil-
dren: therefore, they need support from the local com-
munity to succeed in this purpose. Beside, also NGO's
and associations implement programs that promote the
well-being of the population (and of children in particu-
lar) and combat anti-social behaviors: for this reason, in
each country, a wide number of national or local organi-
zations implement further specific projects.

The good practices mapped at national level are il-
lustrated in table no. 1'°: the two dimensions reported in
the table are targets to whom the programs are direct-
ed and their purposes. Indeed, each country has a wide
presence of specific programs promoting both intercul-
tural values, and fighting and preventing bullying. How-
ever, it is harder to observe specific programs expressly
designed to fight interethnic peer violence; in fact, when
it occurs, the situation is treated more specifically. At
any rate, selected intercultural programs are designed
with a broader overall purpose in order to foster the in-
tegration of foreigners and to enhance children’s inter-
cultural competences: as a consequence, the prevention
of any form of violence is pursued. More specifically, a
considerable number of good practices was developed
in support of both the students and the school staff; how-
ever, the family is also a notable target, as it has an im-
portant role in the socialization and education process.
The involvement of family is a first step toward a whole
community approach against any form of peer violence
(Cowie, Jennifer, 2007). As tab no. 1 shows, in the se-
lected programs the involvement of local authorities and
institutions (i.e. social workers, protocols with judicial
authorities) is actually less frequent although it is widely
suggested in literature. As mentioned hereafter, teachers
also recognize the value and usefulness of such involve-
ment; however, school expertise and economic resourc-
es are often scanty. As an Austrian expert claimed:

On the other hand it is important to know that vio-
lence and bullying are not individual problems but
social. They develop in groups, there are the bullies,
the victims but also those who let it happen, those
who observe or participate. So in order to stop it we
provide a culture of looking at a violent situation
and helping to stop it.” C.S. “We need to work not
only with the bullies and the victims but also with
others who are observe but do nothing to stop it.
Those are also involved and they also support the
bully by doing this. (Austria, R. Herzog, expert)

Surely the implementation of such programs has an
overall impact on tackling violence at school; however, a
concrete and precise quantification of their impact is dif-
ficult to be achieve, as a formal assessment is not always
provided. Indeed, the fact that such programs are on the
agenda of almost each school policy is a positive sign itself.

In detail, the selected good practices allow the iden-
tification of common lines of action. Schools have prov-
en to be very sensitive toward multiculturalism: in fact,
many of the activities aim at transmitting intercultural
values, which are functional in improving tolerance
and respect among children and teenagers. In order to
achieve the integration of foreigners, programs usually
focused on the inclusion of foreigners and on the pro-
motion of diversity. Beside this, some interventions are
focused on the prevention of violence (anti-bullying
programs).

WHAT ARE THE SCHOOLS' PERSPECTIVES?

By looking at what actually happens inside schools,
it is possible to analyze contextual variables which
can prevent and tackle violent behaviors of children
at school. Moreover, there a relevant tradition of re-
search regarding the analysis of interethnic relationships
in classes and schools (D’Ignazi 2005; Zoletto, 2007;
Agostinetto, 2008; Law, Swann, 2011).

At this point, a terminological aspect should be
pointed out. Violence can occur in several shapes, but
in order to mark the borders of the present analysis, it is
worth giving a previous theoretical explanation of the
relation between bullying and violent deviant behaviors.
Smith (1999) describes bullying as a particularly cruel
subcategory of aggressive behaviors directed repeatedly
to a victim who is unable to defend himself, crushed
by a number of younger, less strong or less secure at-
tackers. Traditionally, literature identifies both physical
and psychological bullying. Olweus" (1996) and Fonzi
(1997) underlined the durable negative consequences
of such behaviors in victims. On the other hand, the au-

10 Each national research team chose the projects listed in tab. no. 1 independently according to relevance in their own Country. For a
wider explanation of contents of selected good practices see Annex I.

11 In particular, Olweus gave a first definition if bullying in 1993. He indicated in intentionality, persistence and asymmetry of power be-
tween bullies and victims the three fundamental characteristics that make it recognizable, compared to other aggressive behaviors.
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Table 1: Selected Programs and Good Practices implemented at the National Level
Tabela 1:1zbrani programi in dobre prakse implementirani na nacionalni ravni

Good Practice Target Purpose
Viennese Social Competence training Students, teachers/school staff, . .
, famil Violence prevention program
Austria | Wisc amity
Faustlos Students Violence prevention program
Intervention team against
Emergency Intervention Team Students violence and delinquency in
schools
Foster integration of students
Cyprus | Zones of Educational Priority Students, teachers/school staff with different ethnic
backgrounds in public schools
Increase awareness of
Strategic Planning Students multiculturalism and diversity
in the school environment
Assist students from different
EMAG Students N o
ethnic backgrounds in schools
England . —
Teachers/school staff, school and | Provide support and training to
SNL I -
local authorities schools and local authorities
. Students, schools, teachers/school | Prevention, information and
Smontailbullo . )
al staff, family, the whole community | support
aly
Regional permanent observer on bullying | School and local authorities revention, monitoring,
dissemination of good practices
I he cul f
- Students, teachers/school staff, mprove t. e culture o .
School Mediation . relationship between pupils and
family
school staff
School for peace Pupils Combat peer violence
Preventive Programme for the Reduction |Students, teachers/school staff, Violence brevention brogram
Slovenia | of Violence in Primary School family P prog
My Peers and Me-Let’s Talk fS;umd“eynts, teachers/school staff, Peer mediation - peer education
i h
. Teachers/school staff, school and Systematlc exc a.nge.of good
Networks of Learning Schools Iy practices: education in problem
local authorities solving

thors pointed out that personal gratification, prestige in
the peer group and eventually stealing other people’s
things can be motivations adopted by bullies. In this pa-
per, the analysis focuses both on the bullying phenome-
non and on peer violence, as suggested by the title. For
this reason, a wider range of harassments are taken into
account, even if, as mentioned below, sometimes adults
do not recognize them as bullying acts.

In order to reduce peer victimization, many re-
searchers (Besag, 1989; Sharp, Smith, 1994; Rigby,
1996; Rahey, Craig, 2002) agree on the importance of
an ecological approach which tackles the issue of bul-
lying behaviors in schools from different points of view.
As underlined by Gini (2007), “The main goal of this
kind of approach is to elaborate a school policy against
violence and a rules system based on respect and co-op-
eration”. Therefore, the focus shifts from the social skills
of victims and bullies to the prevention of harassment:

specific measures are addressed to pupils who do not
play a central role in peer violence episodes. In particu-
lar, at least in theory, interviewed teachers emphasized
courageous and severe answers against the harassing
behaviours of students.

More in detail, in England and Slovenia the inter-
views point out the presence of a zero tolerance policy
against violence. Besides having a clear formal school
regulation setting out policies and tools to contrast bul-
lying, in England school staffs reported the importance
of promoting an overall inclusive and welcoming ethos
in the school, where racist attitudes would not be toler-
ated. Slovenian teachers point out this element as well:
a constructive dialogue seems be one of the best ways to
deter pupils from repeating bad behaviour:

We’ve had anti bullying policy [...] | think people
are very clear that this is a college where we want
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Table 2: What do you usually do when you see that a pupil is treated badly because of his or her nationality/ethnic

background (culture, language, religion)? (%)

Tabela 2: Kaj ponavadi storis, ko vidis ucenca s katerim grdo ravnajo zaradi njegove narodne/etnicne pirpadnosti

(culture, jezika, vere)? (%)

Cyprus England |ltaly Slovenia | Austria
I help him or her 29,1 31,2 33,8 23,2 27,8
I tell a teacher or another staff member what is happening 18,1 31,0 18,6 29,2 19,5
I tell another adult what is happening 5,5 4,8 5,4 6,0 4,1
I tell them that this is not right 19,6 11,3 16,0 10,9 21,3
Nothing but | think I should help him or her 15,8 8,4 12,9 16,0 12,4
Nothing but | stay and watch 5,5 3,7 4,0 4,7 2,5
Nothing and walk away because this is none of my business |5,3 6,7 8,0 7,6 7,3
| join the ones who treat him or her badly 1,0 0,9 0,9 0,5 1,8
Other 0,0 2,2 0,7 1,9 3,3

a warm, friendly, welcoming atmosphere and we
won't tolerate anything that goes beyond that.
(England, Vice Principal, School 15)

Constructive dialogue, this is the first step [...] but
dialogue is the first thing. [...] Disciplinary sanc-
tions are the last resort. You have to discuss such
matters promptly, the minute it happens. Because
zero tolerance means exactly that it shouldn’t be
tolerated, (Slovenia, teacher)

Punishment and sanctions, followed by a scope of
rehabilitation sessions in order to make students learn
from their own mistakes, may be reserved for the more
serious or persistent misbehaviours. In fact, scientific
literature is sceptical about the effectiveness of zero tol-
erance policies unless they are integrated with “preven-
tion, conflict resolution/peer mediation, improved class-
room behaviour management, and early identification
and intervention” (Skiba 2000). For this reason, school
authorities try to explain to violent pupils that their be-
haviour will not only have a negative impact on others
but on themselves as well.

All in all also pupils believe that “severe” sanctions
for improper behaviour are the best way to prevent
(interethnic) violence in the school environment. This
confirm s that disciplinary punishment is “powerfully
symbolic” (Skiba, 2000) because it makes students feel
sure that something is actually going to be done.

Teachers should be stricter; they should give the
bully some severe punishment. (Slovenia, Male, 10)
[Unsaid: It could be useful employing] CCTV sur-
veillance, for example. (Slovenia, girl, 10)

Indeed, teachers and other schools authorities have
the ethical and legal responsibility to create and maintain
a protective atmosphere in their schools: for this reason,
when episodes of violence occur, the adequate involve-
ment of teachers and other school staff is crucial. When

teachers fulfill their role of leadership and become refer-
ence points for the students, they are among the first con-
fidants for the students. In this way, students see them as
those who can really solve their problems. In particular,
as Table no. 2 shows, in each Country the respondents
claimed that they mostly either actively stepped in or
helped the victim of violence, or they informed a teacher
about the episode. Teachers seem to be strongly involved
by students in English and Slovenian schools, whose in-
terviews have revealed the popularity of a policy of zero
tolerance against violence. Indeed, as already highlight-
ed in paragraph 1, in the English case the credibility of
teachers is also supported by well-established traditions
in managing difference. However, this attitude seems to
produce a positive impact on students’ confidence with
their teachers (especially in the case of primary schools):
as a matter of fact, in these two countries, students are
also more willing to involve teachers when violent ep-
isodes occur (see Fig. 1). Therefore, this kind of policy
may possibly generate confidence and respect in students
towards the effectiveness of teacher intervention:

We have a zero tolerance policy towards violence.
Violence shouldn't be tolerated...we react imme-
diately, decisively and we stop it the moment it
happens. (Slovenia, Teacher, Secondary School)

Referring to the survey (Table no. 3), around 40% of
the responding students (both from primary and secondary
schools) think teachers always intervene when episodes
of bullying or violence occur. It is worth noticing that, in
each country, primary school students stated that teachers
always intervene. On the contrary, a greater number of
secondary school students affirmed teachers never inter-
fere. As regards the reasons for non-intervention of teach-
ers, in all countries the majority of students who claimed
that teachers do not intervene specified they do not step in
because they are not aware of what is actually happening.
This is also confirmed by some focus groups. For example,
this appeared in a Cypriot focus group:
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In our school there are teachers but I do not know
how much they will help because these things are
among the students, if no solutions are found be-
tween peers they could not help because they are
older you won't pay proper attention. (Cyprus,
female, 17-18)

However, as some pupils stated that sometimes
teachers tend to minimize or not to recognize the pres-
ence of interethnic violence, especially when it is not
easy to distinguish verbal violence from shared jokes or
teasing between friends. Olweus (1993) underlined that
sometimes teachers and parents are not aware of harass-
ment happening in school. This has been confirmed by
several focus groups, for example:

I would not go to teachers because they don’t do
anything, they don’t try to find the reason and to
solve the problem (Austria, female, 18)

On the other hand, both primary and secondary
school students are sometimes afraid of exposing them-
selves to even further harassment and retributive mea-
sures by bullies if they refer to an adult about violent
behaviour:

You can tell the teacher, but then they [E.d. the bul-
lies] will go after you. Or they can block your way
and you have nowhere to go. (Slovenia, boy, 10)

In the project countries, teachers and other school
staff members suggest that interethnic violence does not
occur in their schools (at the time the data was collect-
ed). As a matter of fact, in order to maintain a positive cli-
mate and to prevent peer violence and bullying, the role
played by adults working at the school is crucial. Indeed,
since they spent lots of time with students, they were
more aware of the problems in their school. Moreover,
teachers can facilitate the integration of children having
a different ethnic background by redirecting aggressive
behaviour and supporting vulnerable pupils. Further-
more, as reported in many interviews, teachers can ex-
plore the issue of diversity thanks to specific projects and
activities designed to promote interest toward different
cultures and to foster mutual coexistence. However, all
the experts interviewed pointed out that not all teachers
are able to create a favourable environment for mutual
exchange and tolerance. Sometimes, teachers lack ad-
equate training or they underrate violence or bullying.

Peer education

If teachers play a relevant role in order to prevent
bullying, peer education is also very important in de-
veloping social competences and cooperation among
children (Cole, 1987; Cowie and Sharp, 1996). In fact,
peer education interventions are based on the “ability
of children to give and receive help” (Gini, 2004). In
particular , several examples of this are presented in En-

Table 3: Do teachers step in when someone gets bullied
by his/her schoolmates? By kind of school (%)

Tabela 3: Ali ucitelji odreagirajo, ko gre za nasilje nad
sosolcem/ko? Glede na tip Sole (%)

|A|ways | Sometimes | Never
Secondary
Austria 29,1 60,3 10,6
Slovenia 18,3 66,3 15,4
Italy 29,9 59,5 10,6
England 26,9 61,4 1,7
Cyprus 23,6 63,8 12,6
Primary
Austria 43,9 49,3 6,8
Slovenia 65,5 30,2 4,3
Italy 58,7 36,6 4,7
England 46,6 49,5 3,8
Cyprus 50,2 41,2 8,6

glish and Austrian cases. In England, teachers and pupils
mentioned the so-called anti-bullying ambassador pro-
gram and Circle time.

The former is a sort of peer-helper (befriendining):
some pupils are trained to help their mates when violent
behaviours occur. As a head-teacher explained:

the anti-bullying ambassadors, is ... so they’re
children who have been selected and gone to
training, how to deal with bullying, and have
come back and shared that in assembly with oth-
er, and talked to their class about it. (England,
headteacher, School 2)

While teachers deemed this measure really effective,
during focus group sessions pupils said that they pre-
ferred talking directly to their teachers about the peer
violence episodes they had experienced or witnessed.
Moreover, since the bullying ambassador is a child, he
or she has no real authority over his schoolmates:

[...]

Pupil [...] the adults don't realise that most of
the...bullying ambassadors are kind of silly.

[..]

Pupil2 Cos they don't take their jobs seriously

[...]

Pupil1 Some of them just like slack off their...
they just erm, they just say bring the bully to me
and then, they say...and then they say don’t do
it again. Erm, but then they do it again and the
anti-bullying ambassadors don‘t notice it. That’s
why [ talked to my teacher instead because she
does her job properly, she cares about our health.

Pupil2 Yeah because they’re the same age as
us, theyre year 6 so theyre like a bit lazy too.

[...]

(England, School 2, FC2)
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Circle time, the second best practice cited by pupils
of English primary schools, emphasized the importance
of speaking about these issues with their teachers, who
became a sort of mediator. In fact, they appreciated
the chance to talk about diversity and about the conse-
quences of violence during class time.

Erm, sometimes with Miss X on Mondays, we do
circle time, like about bullying now but, like last
year we had like if something bad happened to us
and we told the teacher in circle time and they told
the person to stop it. (England, School 12, FG1)

Interviews and focus group sessions in other coun-
tries also showed the relevance of dialogue in order to
prevent violence. In ltaly, where the circle time initia-
tive is not widespread, when acts of violence occurred
in primary schools, teachers usually started a class dis-
cussion about the incidents. Many students from Italian
secondary schools underlined the importance of talking
with experts too about this topic:

In my opinion what we should do is just that to
make us stay together and talk, but not with our
teacher. With other people outside the school
that can understand us and make us think. (Italy,
female, 17)

Furthermore, in Slovenia, students from primary and
secondary schools talk about diversity (culture, religion
and human rights) during class time as a way of pre-
venting (interethnic) peer violence. They highlight the
importance of speaking and discussing with their teach-
ers and other experts about various forms of violence
in order to recognize them and learn how to react. In
this regard, many schools have developed programs
and individual measures'?>. Moreover, most schools pro-
vide peer mediation programs, where peers are trained
to solve conflict situations among pupils. If necessary,
some teachers organise special activities like, for exam-
ple, outdoor weeks in order to strengthen the team spirit
of a particular class.

In fact, acts of bullying with an ethnic component
represent a deeper attack addressed to pupils with a
different ethical background. For this reason, training
students to become responsible and self-confident stu-
dents, who can become representatives of anti-bullying
themselves, appears to be a good strategy.

Beside the schools:
family, local authorities and ngo’s

A systemic and ecological approach involves the
school community as a whole; it should therefoore also
include family, local authorities and external agencies

(Merrell, Gueldner, Ross, Isava 2008; Vreeman, Carroll,
2007; Cowie, Jennifer, 2007). In fact, bullying is a phe-
nomenon that involves several individual and social di-
mensions: that is why, in order to prevent and solve con-
flicts, a holistic approach is indicated as the most incisive
method to achieve a positive outcome (Gini, 2011).

In particular, Randhal (1996) argues that the be-
haviour of bullies and victims may be correlated to out-
of-school factors, like the family’s educational style. For
this reason, the involvement of family plays an important
role in resolving and promoting non-violent behaviour
among young people, as also many students and teach-
ers highlighted. A fortiori if the reason of the peer vio-
lence is racial: in fact, negative stereotypes at the basis
of violent episodes could be reproduced in family.

I do not know. By my opinion, this starts inside
the family (Slovenia, male, 18)

[...] and if [the Head] deems it to be serious then
the parents are to be involved and then there’s to
be, where possible and where it will benefit the
students, there is to be some, conflict resolution
between the two of them. (England, Staff mem-
ber, School 3)

I'first try to talk it out with the children, [...] then |
talk to the parents. [...] (Austria, teacher)

But the relation with family is not always easy. For
example, Italian teachers pointed out a number of prob-
lems that occurred during family meetings with parents
that do not have an Italian cultural background. In fact,
Italian parents tend to defend their children and ultimate-
ly transform the aggressor into the victim. The general dif-
ficulty is to interact with parents of pupils of non-Italian
origin as they do not speak Italian and sometimes they do
not understand the rules of Italian schools. In such cases
teachers may also have to have the role of linguistic and
cultural mediators; due to the lack of economic resources
real cultural mediators are often missing.

Families are not the only actors with whom schools
cooperate in order to prevent bullying. In fact, interaction
with the local authorities can help to solve the most seri-
ous cases of racial violence. In particular, teachers usual-
ly refer to the Social Services or the police. For example,
in Italy, sometimes, protocols are established at local lev-
el between schools, the Social Services, the local police
and Juvenile Courts. These protocols usually do not focus
on interethnic violence, but are addressed to all kinds of
bullying. In English schools the requirement to report ra-
cial incidents to the local authorities exists as well:

It’s reported to the local authority. So we have a
standard form that we would fill in. Erm, where
we have to list the ethnicities of the children in-

12 Some examples of mediation programmes are “Together for a Safe School”, “From Quarrel to Tolerance”, “Violence is Out, We are In!”,
“Safe Point School Project”. In some cases, these projects form a part of the school curriculum (ie. the unit “Let’s Silence the Violence”,
under the primary school subject Civic and Homeland Education and Ethics).
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volved, and their age, and the kind of erm, inci-
dent it was and some detail about what was said
and the action that was taken by the school. So
whether that was to inform the parent or carer, or
speak with the child, and take some sort of restor-
ative action, erm, so we fill in all of that. And then
also it’s reported to the governing body. (England,
head teacher, School 2)

Besides local authorities, also other institutions work
in favour of children like NGOs and voluntary associa-
tions which have also developed programs, workshops
and measures against violence in schools. These organi-
zations support school activities in different ways, de-
pending on their specific institutional mission. In fact,
some of them operate in order to promote the rights of
children or to develop an inclusive society against rac-
ism and discrimination. In particular, a good example is
represented by the Austrian Child/Youth Ombudsman,
which is present in each of the nine Federal States of the
country and which acts in the sole interest of children
and young people. It mediates in conflict situations and
provides rapid help. Furthermore, it promotes the orga-
nization of workshops and projects which focus on the
improvement of the social conditions of children and
young people in order to help them to avoid violence
and to ensure professional mediation. Another example
is SOS Il Telefono Azzurro Onlus, the first association
in Italy committed to the prevention of child abuse and
neglect. In particular, these institutions contributed to
arousing the public opinion to the issue of violence be-
tween and against children also, also thanks to the high
impact of media campaigns. This aspect is particular-
ly relevant as it shows how the media can contribute
to breaking negative ethnic stereotypes and not only to
perpetuating it, as they usually do™.

Other projects proposed by NGOs and associations
are similar to the practices implemented at national
level or by schools (peer education/mediation strategy,
counsellor interventions, etc.)'.

Interethnic violence practices
and intercultural education

As stated above, good practices against interethnic
violence at school also include the improvement of
intercultural skills, in order to enforce a cross-cultural
perspective. For this reason, the “others” are a precious

resource for an education with an inclusive purpose.
Consequently, intercultural education is undertaken to
support students in the construction of cultural identi-
ties, also including the local and the intercultural tradi-
tions. In particular, all teachers and experts emphasize
the importance of applying the principles of multicultur-
alism and tolerance in the school curricula.

Learning the local official language can favour in-
tegration (Caravita, 2004). For this reason, each coun-
try promotes activities focused on teaching the host
country language to students having a different ethnic
background and who are enrolled in the national school
system, following the assumption that sharing a com-
mon language is the very first vehicle of integration
(Santerini, 2010; Pattaro, 2010). As a consequence, ad-
ditional hours dedicated to language teaching are a tool
for integration and, indirectly, help prevent ethnic vio-
lence, especially among young people who, hopefully,
will become more aware and integrated adults in the
future. In addition, as regards intercultural tolerance, the
interviewed teachers reported intercultural seminars at
school as opportunities where to discuss diversity and
interculturality and to receive training.

Regarding the individual countries’ experiences,
Austria sets aside an important role for interculturality
in school, especially in bigger cities like Vienna or Linz,
characterized by a multicultural environment.

We have a lot of measures targeting intercultural-
ity [...]. We have recently implemented a pupils’
initiative called ‘Mentoring 4 Students, we have
the subject Intercultural seminar, and provide
also many journeys (Austria, Teacher)

In Italy, interculturality also plays an important role
in schools. In fact, Italian schools can benefit from spe-
cial funding to implement intercultural activities': proj-
ects can be promoted alongside with experts (cultural
and linguistic mediators, psychologists) and opportuni-
ties can be offered to learn about different cultures (trips,
multicultural festivals with the presence of children’s
families and representatives of the local community).

Interviews in England emphasized the role of all
school members in promoting an ethos of inclusion of
diversity, with particular attention to the different ex-
pressions of socio-cultural belonging, such as religion,
customs and traditions. Finally, in Cypriot schools too,
intercultural activities can be found.

13 Another example from ltaly is the media campaign Smontailbullo, related to a web platform where teachers, families and students can
find useful information and several materials on the topic of bullying.

14 For example, in Austria, the Zara organization developed a series of workshops, named Mut zur Vielfalt, for sixteen year-old students
with the aim to train teenagers to become anti-discrimination trainers and mediators. Other relevant actors promoting the integration of
human rights in schools in countries all around the world can be identified in Amnesty International (i.e Friendly Schools Project in the
United Kingdom) and UNICEF ( i.e. Speak Up! Let’s Talk About Violence among Children in Slovenia).

15 The national legislation defines, with art. 9 of the National Supplementary Collective Agreement - School Compartment for 2006-09, the
way through which the State may finance incentives for projects relating to risk areas with a very high percentage of immigration and for

projects against school exclusion.
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Figure 1: In the classroom we learn about different cul-
tures and religions (%)
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Figure 2: In the school we have special activities that
encourage us to be equal and understand the differenc-
es between us (%)

Slika 2: V soli imamo posebne aktivnosti, ki spodbujajo
enakost in razumevanje medsebojne razlicnosti (%)

We have a special topic in our syllabus on racism
and there are various discussions in class and es-
say writing (Cyprus, male, secondary school)

In Slovenian schools, teachers try to integrate the
topic of interethnic tolerance in their curricula, especial-
ly in several compulsory subjects (usually geography,
history, the official language and foreign languages).
On the other hand, interethnic tolerance and the civic
rights of minorities are compulsory subjects'®. Neverthe-
less, some experts underline that these activities are not
enough.

In conclusion, it might be useful to consider what the
students’ perception is about the activities described so
far. Do they contribute to encouraging equality and the
inclusion of linguistic, cultural and religious differences
in schools? We asked pupils whether or not they agreed
with the following statements (a. In the classroom we
learn about different cultures and religions?; b. In school
we have special activities that encourage us to be equal
and understand our differences?). The majority gave a
positive response which confirms that schools are “a
place where everybody can be themselves whatever
their ethnic background” (Fig.1). Therefore, at school
children can learn about different cultural identities,
which is essential to remove discrimination and stereo-
types. The encounter with ethnically and culturally dif-
ferent people represents an opportunity for children and
teachers in order to reflect on the level of values, rules
and behaviours.

SUMMING UP: SOME IMPORTANT FINDINGS FROM
EUROPEAN CHILDREN'’S VOICES

As mentioned above, ethnic bullying is a multidi-
mensional phenomenon which requires an integrated
approach. The selected analyzed good practices gave ev-

Interethnic activities

Anti-bullyng activities

v

Language courses Circle times; discussions Child/Youth Ombudsman
Cultural and linguistic between students and Professional mediation
mediators teachers; discussions Local authorities’” protocols
Intercultural education (i.e. between students and against violence in schools
school trips and experts Schools policy (i.e. Policy of
excursions, multicultural Peer mediation zero tolerance)
festival, activities to Mediation with families Counselling activities
increase the awareness of Teacher training

Figure 3: Typology of interethnic anti-bullying activities
Slika 3: Tipologija medetnicnih antibuling aktivnosti

16 In detail: Ethics and Civic Education in the 7th and 8th grade of primary school and Education for peace, family and non-

violence in the 3rd year of the secondary school.

238



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Donatella GRECO, Chiara ZANETTI: PROBLEMS AND SOLUTIONS TOWARD BULLYING AND (PEER) VIOLENCE: EXISTING GOOD PRACTICES, 229-244

idence of several paths implemented in preventing bully-
ing and (peer) violence in and out of schools. In particular,
several kinds of good practices can be represented along
a continuum having two main facets (Fig. 3): intercultural
aspects and an anti-bullying dimension. The former (on
the left side of the continuum) represents activities whose
main aim is the development of an intercultural ethos in
schools. The latter (on the right side of the continuum)
shows measures mainly addressed to the protection of
children and young people from violence. Between the
two extremes, other measures with the general aim to de-
velop inclusive and cooperative relations between chil-
dren in and outside schools can be positioned. Indeed,
borders between these two aspects are blurred but they
help to present an analytical framework.

Notwithstanding the national context of a country,
which may lead to different kind of experiences due to
differing traditions of racial pluralism, heterogeneous
migration histories and several levels of ethnic cohesion
(Medari¢, Sedmak, 2012), a selection of common ele-
ments providing an improvement of the situation can be
listed (Gini, Pozzoli, 2011).

A common topic which has emerged in this re-
search is the role played by teachers in the school sys-
tem due to their constant interaction with students. As
underlined in many interviews, the reinforcement of
the teachers’ interpersonal skills through lifelong train-
ing is desirable in order to strengthen the identification
and the treatment of violence and bullying episodes. In
particular, what strongly emerges is the importance of a
common and clear set of guidelines and specific train-
ing for teachers provided by national states or schools.
Therefore, external support for teachers provided by
experts from outside of the school environment, per-
haps coordinated at a national/central level, may be
useful. However, while these aspects are commonly
acknowledged, each country pointed out different el-
ements based on their own national context. In partic-
ular, Austrian, Slovenian and Italian evidence shows
that teachers should not be the only ones responsible
for the management of conflicts and for anti-violence
measures in school. In fact, they state that referring to
experts would be preferable (psychologists and social
workers, for example).

[...] There is no one to help teachers to find the
right strategies, methodologies needed to manage
this relationship, to handle the leadership and
then make it a democratic and distributed lead-
ership. (Italy, Pedagogue)

Cypriot teachers underline the lack of a common
policy in schools regarding how to deal with the inter-
ethnic violence. Some interviewees stated that, most of
the times, counselors and head teachers deal with vio-
lent acts in school using only their own personal know!-
edge and perceptions:

Every teacher follows his/her own procedures
(Cyprus, Teacher)

The importance of teacher development and training
on issues of violence is also underlined in the English
experience where teachers reported feeling confident in
giving institutional support on the topic of interethnic vi-
olence, also thanks to their long-term experience. How-
ever a problematic aspect related to islamofobia emerg-
es. As Allen (2010) empathised “islamofobia affects all
aspects of Muslim life”: as a consequence, violence
against Muslims can be expressed through discrimina-
tion in education. This is also confirmed by some of the
interviewed teachers and experts:

I don't think there is much training of new teach-
ers. There needs to be coherent programme.
Teachers lack confidence as it [Islamophobia]
is a sensitive issue. With awareness training and
discussion, teachers would feel more confident in
dealing with these issues (England, Representa-
tive from an Islamic NGO)

Moreover, teachers are a part of the school com-
munity, which must be considered in its broadest sense
(students, teachers, headmasters and all the collabora-
tors that have a role in daily life at school). Basically,
if a positive ethos is established all around the school
setting, students will perceive it and their awareness of
security and their self-confidence will pour out again in
their daily lives as well. Literature underlines the impor-
tance of school policies against bullying and violence
(Gini, Pozzoli, 2011). Furthermore, by involving the en-
tire school community, teachers and students alike will
not be alone in front of violent behaviour: help can be
provided by all members of the community, each with
its own specific competences:

“What is missing is the approach that the whole
school as a team has to work to solve the problem
(Austria, C. Spiel, expert)

Outside schools, the collaboration with families is
useful to pursue the common goal of preventing peer
violence and enforcing their respective educational
functions. Families should be constantly informed about
what happens to their children and what the school pro-
visions are in order to prevent and manage violence and
in particular ethnic one.

Finally, these research results give the chance to re-
flect on how to improve the prevention of (interethnic)
violence at schools. First of all, an improvement of school
activities designed to strengthen student awareness on the
topics of violence and multiculturalism needs to be made.
Consequently, students should constantly share their
emotions, feelings and experiences (as with, for example,
the “Circle time” technique) since it has been reported by
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students and teachers as a good practice. The purpose of
these methodologies is to make students aware of their
behavior and, at the same time, to make them feel em-
powered. Another aim is to promote the establishment
of a positive environment characterized by a culture of
respect and solidarity among peers (Croce, Lavanco,
Vassura, 2011). In this sense, strengthening the students’
social skills can be a tool in fighting and preventing bully-
ing and violence among peers'’. A second point could be
represented by the enforcement of effective cooperation
with national and local authorities and external agencies
such as, non-governmental organizations or other policy
makers. Consequently, a reticular perspective would be

Sl. 1: Equal treatment for all, Thinkstock
Fig. 1: Enaka obravnava za vse, Thinkstock

desirable. This could lead to several advantages like the
chance to exchange knowledge with other institutions re-
garding problems and possible solutions to them (Gini,
Pozzoli, 2011). However, a successful network among all
the aforementioned actors requires a long-term perspec-
tive and a suitable quantity of economic resources.

A appropriate combination of the tools, methods and
actors mentioned insofar appears to be the most effective
strategy to combat general and interethnic peer violence in
schools. Following the evidence that has emerged across
the five countries , the above elements seem to confirm
that this kind of approach is, despite the national context,
the basis on which any other measure can be taken.

17 Nowadays the World Health Organization of United Nations (WHO) considers teaching methods based on life skills education as an
incisive technique against aggressiveness and, at a general level, any form of dependence.
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Annex 1 -Profile of the Selected Programs and Good Practices implemented at the National Levels
Priloga 1- Profil izbranih programov in dobrih praks implementiranih na nacionalni ravni

Good Practice | Description of activities
Viennese Social | goth programs are designed to foster social and emotional competences in pupils in order to create
Competence a positive school atmosphere. In detail, WiSc designs a holistic approach including the whole school
training (WiSc) | environment (students, teachers, but also parents and school headmasters). Faustlos is also a violence
Austria prevention program with the aim of fostering children’s social and emotional competences in kindergarten,
primary and middle school. Both programs are implemented within a national strategy that represents itself
Faustlos as a good practice. From 2007, it encloses projects that differently pursue the same aim of prevention and
intervention against violence in kindergartens and schools
In 2007 the Ministry of Education and Culture developed Strategic Planning in order to improve the
general quality of the educational system. The specific purpose was to increase awareness regarding
Emergency multiculturalism and diversity in school environments. Consequentially, national measures that provide
Intervention support to schools in their everyday activities combating all forms of violence and delinquency were
Team (EIT) established. An example is EIT designed for students who provide various kinds of activity: assignment
of school escorts (for educational, linguistic and psychological purposes), supportive lessons, grants for
extracurricular activities, assignment a of psychological support and financial assistance.
Cyprus Zones of National program launched by the Ministry of Education and Culture with the main purpose of helping
Educati students to gain trust and self-confidence through specific projects, even in multiculturalism. It has a
ucational . ° . . . ! L .
Priority double mission: to give assistance to students from different ethnic l')ackgrour?ds wher) joining public
school environments and reinforcing teachers’ awareness on the topic of multiculturalism.
National program launched by the Ministry of Education and Culture with the aim of improving the quality
Strategic of the educational system and increasing awareness regarding multiculturalism and diversity in school
Planning environments. For example, it proposed to adapt the educational materials to students’ needs and to support
the students regardless of any ethnic, socioeconomic and religious difference in status.
Ethnic Minority [In 1998 EMAG was established to focus on satisfying the specific linguistic needs of pupils from minority
Achievement ethnic groups. Since 2011, it is no longer directly available for schools, but Local Authorities may sponsor
Grant (EMAG) | EMAG services for schools.
England The overall aim of SLN is .to.facilitate links between §ch00[s in England in ordgr to help children and
School Linking young pe(_)ple ex.plorﬁe .thelr identity, celebrate diversity and develop dlz_ilogue in Qrder to support_them
N in becoming active citizens. SLN adopts the network approach useful in preventing and spreading
etworks (SLN) knowled d eood . : . . - . :
nowledge and good practices. The project was firstly implemented in Bradford in 2001 and then in Tower
Hamlets in 2006.
National public educational campaign: it promotes events in schools and a toll-free number where children
Smontailbullo | €31 seek help (it is also possible to ask for advice by e-mail). The related website is also an operative
support for educators thanks to the availability of free collected materials (films, books etc.) which deal
ltaly with issues such as peer violence from a psycho-sociological and cultural point of view.
Regional Regional observers have aimed to exchange experiences among schools. Their purpose is to provide
permanent L ) . . .
observer on teachers, headma§ters and other members of Fhe temtqnal network leth support in establishing projects
bullying useful for monitoring, preventing and combating bullying and peer violence.
School for
Peace - National program divided into two sections: the first with the aim to improve mutual respect in
Knowledge heterogeneous groups; the second with the aim to teach children how to express their opinion regarding
and Teaching equality and choice, to listen to each other and to talk about mutual relationships and rules. It is based on
of Children’s the use of peer mediation and peer education.
Rights
E:g\g::]vﬁ)r Nationqlp(og_ram deals wi_th the issue of buIAIying and vi.olence in a systematic ar_ad strugtural way,
the Reduction foresgemg its |mplem§ntat|0n in school curricula (teaching, class work, etc:). It aims to increase awareness
of Violence in | " different forms of violence in schools and on_how to react and manage it. It includes every segment of
Pri School the school staff (management, teachers, counseling staff, etc) and the students’ parents.
lovenia ey
> My Peers and National project addressed to pupils, parents and teachers. It is based on the use of peer mediation and
Me-Let’s Talk peer education.
National programs that stimulates the systematic exchange of good practices between teachers/pre-school
teachers and schools/pre-school institutions that participate in education in order to implement the so-
called “co-operation network”. This system fosters the exchange of experiences, problems and solutions
Networks of among the hubs of the network in order to establish systematically cooperative activities in schools and
Learning Schools | inter-schools levels. A specific objective of this Slovene program called Strategies for Preventing Violence
(1 and 2) deals specifically with the analysis of violence in pre-primary and secondary schools acting on the
assessment of the situation, the development of a strategy for improvement in the field of the prevention of
violence and the execution of the established activities. It also analyzes episodes of violence that already
occurred and, at the same time, emphasizes the importance of preventive actions.
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PROBLEMI IN RESITVE MEDVRSTNISKEGA NASILJA: PREGLED DOBRIH PRAKS
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POVZETEK

Spodbujanje clovekovih pravic, enakosti med ljudmi in preprecevanje nasilja so osrednje teme v evropskih
Solah. V c¢lanku analiziramo relevantne dobre prakse preprecevanja medetni¢nega nasilja v solah preko rezultatov
projekta Children’s Voices: Exploring Interethnic Violence and Children’s rights in the School Environment/Glasovi
otrok: Preucevanje medetni¢nega nasilja in otrokovih pravic v Solskem okolju. Sole so obicajno Ze vpeljale doloc¢ene
ukrepe za promocijo otrokovih pravic in preprecevanje nasilja ter programe, usmerjene k integraciji migrantskih
otrok oziroma manjsin. Izhajajoc iz navedenega bo v primerjalni perspektivi predstavljen izbor dobrih praks z opi-
som znacilnosti, namena in ciljev ob upostevanju nacionalnega konteksta.

Izbrane dobre prakse so bile analizirane s treh vidikov udejanjanja: programi, ki jih izvaja drZzava na nacionalni
ravni, projekti, ki jih izvajajo Sole, in programe, ki jih izvajajo nevladne organizacije in drustva.

Nacionalne vlade postavljajo okvir, v katerem prihaja do intervencij, Sole dejansko udejanjajo pobude, prakse in
mreZenje za preprecevanje (medetnic¢nega) nasilja, nevladne organizacije in drustva pa preprecujejo asocialno ve-
denje s promocijo blaginje celotnega prebivalstva (predvsem otrok). Preko analize dobrih praks je bilo identificiranih
vec skupnih smernic delovanja, ki jih lahko strnemo v naslednje tocke:

* nekateri programi so bolj usmerjeni k preprecevanju nasilja (programi za nenasilje), drugi pa k prenosu med-

kulturnih vrednot;

* v vsaki drzavi so bili programi usmerjeni k vklju¢evanju otrok drugih narodnosti in k promociji razli¢nosti, z

namenom njihove integracije;

e vecina izbranih programov se dogaja v Solskem okolju in vkljucuje tako ucence kot Solsko osebje (ucitelje,

ravnatelje);

* nekateri programi vkljucujejo starse in druZine, saj so pomemben del procesa socializacije in izobraZevanja;

* nekateri programi vkljucujejo predstavnike lokalne oblasti (socialne delavce, protokol s pravniki) z namenom

organizirati SirSo mrezo, ki bi zas¢itila otroke in mladostnike in spodbujala varno okolje v Solah.

Zaradi vseh navedenih dejavnikov je bil skupnostni pristop identificiran kot osnova za razvoj razli¢nih programov
in dobrih praks proti nasilju v Solah.

Kljucne besede: buling, medvrstnisko nasilje, dobre prakse, 3ola, izobrazevanje
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ABSTRACT

This paper focuses on interethnic relations and interethnic peer violence in selected Austrian, Italian and Slove-
nian primary and secondary schools. Based on quantitative and qualitative research conducted by an international
research consortium for the project “Children’s Voices: Exploring Interethnic Violence and Children’s Rights in the
School Environment”, the authors observe that interethnic peer violence is largely not recognised as an issue of con-
cern. Furthermore, ethnicity per se is only rarely a decisive factor instigating peer violence. The results of the study
indicate that peer violence in the school environment should be analysed using an intersectional approach, focussing
together on ethnicity/race, gender, socioeconomic class and sexual orientation.

Keywords: interethnic relations, interethnic peer violence, schools

VIOLENZA INTERETNICA E VIOLENZA TRA PARI NELLE SCUOLE IN AUSTRIA,
ITALIA E SLOVENIA

SINTESI

L’articolo e incentrato sullo studio delle relazioni e della violenza interetnica tra i giovani in alcune scuole elemen-
tari e superiori in Austria, Italia e Slovenia. Basandosi sulla ricerca internazionale, quantitativa e qualitativa nell’ambi-
to del progetto “Children’s Voices: Exploring Interethnic Violence and Children’s Rights in the School Environment’,
gli autori osservano come la violenza interetnica tra i giovani non sia considerata un elemento rilevante. Infatti I”ap-
partenenza etnica, di per se, & solo raramente il fattore decisivo che causa eventuali episodi di violenza. | risultati
della ricerca hanno posto in evidenza come lo studio dei comportamenti violenti in ambito scolastico necessiti di un
approccio piti integrato che prenda in considerazione elementi relativi all’appartenenza etnica e razziale, il sesso,
la classe socio-economica e ['orientamento sessuale.

Parole chiave: relazioni interetniche, violenza interetnica tra i giovani, scuole
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INTRODUCTION

Peer violence in schools has caught the attention of
scholars and policy makers in Europe relatively recently,
only in the last decade. The specific issue of interethnic
peer violence in the school environment, however, re-
mains largely an under-researched phenomenon. This ar-
ticle draws on results of the international research project
“Children’s Voices: Exploring Interethnic Violence and
Children’s Rights in the School Environment”, conducted
in five European Union member states: Austria, Cyprus,
Italy, Slovenia and the United Kingdom (England). The
project represents one of the rare studies focussed on
interethnic violence in schools. The project aimed to ad-
dress the following issues: (1) multiculturalism and inter-
ethnic relations in the school environment and (2) pupils’
experiences of peer violence related to ethnic, cultural
and/or religious differences. Although the research was
primarily explorative and, due to the specific sampling
— described below in the methodology section — the data
cannot be generalised, it provides an important insight
into interethnic violence in schools through the perspec-
tives of children, school staff and experts dealing with
ethnicity and peer violence issues. The article has the
following structure: a section on the methodology used,
followed by a discussion of ethnic diversity and inter-
ethnic relations in local communities and in the school
environment. Then pupils’ perceptions of the degree of
understanding, tolerance and respect for ethnic, cultur-
al and religious diversity in their communities are pre-
sented, followed by a section on (personal) experiences
with interethnic violence in schools. Because ethnicity is
only one factor that can lead to violent behaviour among
peers, the importance of an intersectional approach to
understanding the peer violence is discussed.

METHODOLOGY

The “Children’s Voices” international research proj-
ect was conducted in Austria, Cyprus, ltaly, Slovenia
and the United Kingdom (England). We chose to focus
on Austria, Italy and Slovenia because of their regional
proximity as well as better comparability of their im-
migration flows and ethnic composition. Surveys were
conducted in 2011. The research methodology com-
bined quantitative and qualitative approaches using a
sequential QUAN (quantitative) -> QUAL (qualitative)
mixed-methods design (Ivankova, 2013). Figure 1 shows
the study design in detail.

The first stage was quantitative and examined the
issue of interethnic relations in the school environ-
ment with a self-administered survey in the form of a
standardised questionnaire, surveying schoolchildren
in primary school, aged 10 to 11, and in secondary
schools, aged 16 to 17. The questionnaire aimed to cov-
er pupils’ views on ethnicity, equality, perceptions and
experiences of interethnic violence, and so on; it was
adapted slightly in some countries in line with specific
national characteristics. The survey was conducted in
school classrooms. A total of 767 pupils participated in
the study in Slovenia, 715 in Austria, and 714 in Italy.’
The quantitative results were subsequently used, as de-
scribed by Ivankova (2013), to determine development
of qualitative data collection protocols and shape the
qualitative research sub-questions.

In the second stage, qualitative research was con-
ducted in the form of focus groups with two sets of five
to six schoolchildren and two semi-structured interviews
with school staff (headmasters, teachers, school coun-
sellors) in each school. Additional insights into inter-
ethnic relations in the school environment were gained

Connect

- | T T T 1 T Y_‘____I I__________"I |I======-= -____-‘I
| Self* || Statistical 1| Sample selection; | Focus groups ; | Interpretation
| administrited [ ’: analysis " ": interview, focus | _’: and in-depth |~ ’: based on |
| survey S ' | group discussion : | interviews : ' QUAN and |
b - ——— 4 e e ————— ! ] ! 1 QUAL data !
1 |

1 |

Figure 1: Study design
Slika 1: Nacrt raziskave

1 In Austria, schools from the regions of Vienna, Upper Austria, Salzburg and Carinthia were included in the sample. The first three regions
have the highest percentages of pupils whose everyday language is other than German, with Vienna having the highest proportion of
such students — about 40 per cent of pupils in Vienna have an everyday language other than German. The fourth region, Carinthia, was
chosen because Slovenians — one the largest autochthon ethnic groups in Austria — live there (Sauer and Ajanovi¢, 2012).

The Italian regions chosen for the survey were Friuli-Venezia Giulia, Emilia-Romagna, Veneto and the autonomous province of Trento. These
regions have an above-average percentage of pupils without Italian citizenship, ranging from 10 per cent to 14 per cent. In the sample of
the included schools, between 10 per cent and 50 per cent or more of pupils in the class were foreign students (Delli Zotti et al., 2012).

The quantitative research in Slovenia took place in four locations: Ljubljana, Jesenice, Primorska and Prekmurje. The regions selected
all have ethnically mixed populations. In each region, about one-third of pupils included in the sample were of non-Slovenian ethnic

background (Medari¢ et al., 2012).
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through interviews with experts in the field of intereth-
nic relations and peer violence from governmental and
non-governmental organizations (NGOs). We present
the findings of the qualitative study in Austria (conduct-
ed in two primary and two secondary schools in Vien-
na), ltaly (conducted in two primary and two secondary
schools in the Friuli-Venezia Giulia and Veneto regions)
and Slovenia (conducted in two primary and two sec-
ondary schools in Jesenice).

The sample used in the quantitative stage was not
representative of the pupil population in each country.
A non-probable sampling was used to meet theoretical
prerequisites specified by the project. The schools were
selected according to specific criteria in the project de-
scription, in particular that they be located in multicul-
tural regions, chosen according to:

¢ closeness of the border,

e urbanity of the area (highly urban areas), and

e “attractiveness” of the region for migrants.

Given this mode of sampling, any direct comparisons
among data from the three different countries should be
done with extreme care. When such comparisons are
made, the results need to be treated with caution and
as indicative of trends that exist in each national setting.

Research partners entered the data into a previously
established national sample database, which were lat-
er joined to form a common database. As the country
samples were not representative (they consisted of four
regional schools in each country), they were not directly
comparable. Therefore, the partners agreed on a coun-
try-by-country analysis instead of performing an analysis
of the whole sample. Within each country sample, the
Cramer coefficient was used as a measure of associa-
tion. With the Cramer’s V coefficient we can determine
the strength of relationship between variables with 2 x 2
or more rows and columns where statistical significance
has been confirmed using Chi-square.

The chosen schools were located in multicultural re-
gions and were characterised by an above-average de-
gree of ethnic diversity and a greater interest in the sub-
ject of interethnic violence. This selection could have
had an effect on the incidence of interethnic violence,
representing a higher degree of interethnic violence
than if schools located in more ethnically homogeneous
environments were included.

ETHNIC DIVERSITY AND INTERETHNIC RELATIONS
IN LOCAL COMMUNITIES

Putnam (2007, 141-142) discusses two contrasting
theoretical perspectives of the impact of immigration
and ethnic diversity on social connections and civic at-
titudes in local communities/neighbourhoods: the con-
tact theory and the conflict theory. According to the con-
tact theory, isolation breeds unfounded negative beliefs,
stereotypes and mistrust towards “others”. By contrast,
diversity may serve to improve interethnic relations, as

prejudices can be overcome and intercultural under-
standing can be enhanced if groups mingle and inter-
act. The reasoning behind this perspective is that ‘as we
have more contact with people unlike us, we overcome
initial barriers of ignorance and hesitation and come to
trust them more’. This line of reasoning stems from the
intergroup theory, originated by Allport (1954) and more
recently extended by Pettigrew (1998). However, inter-
group interaction generates such positive outcomes only
if it occurs (1) on the basis of equality, (2) in settings
of common experiences and common objectives and
(3) on a frequent, lasting and intensive basis (Allport,
1954; Gurin et al., 2004). If these conditions are not
met, interethnic contact can instead produce the very
opposite of tolerance and ethnic equality. That sort of
polarisation lies at the core of the conflict theory, which
postulates that (ethnic) diversity fosters “out-group” dis-
trust and “in-group” solidarity. In other words, the more
we are brought into physical proximity with people of a
different ethnicity, the less we trust them. Conflict theory
thus suggests that interaction between different ethnic
groups will result in tension, conflict and hostility, fore-
most because of competition for scarce resources and
access to public goods. In the conflict theory perspec-
tive, the relative size of the minority group or groups is
of utmost importance. The larger the size of the minority
group(s), the more members of the dominant group will
feel threatened, the tighter will be their in-group bond-
ing and the more prejudiced they will become towards
the minority group(s). Blalock (1967) argues that this
polarisation occurs because a growing share of minori-
ty group(s) in the population increases the competition
over scarce resources among groups and gives minori-
ty group(s) more opportunities to mobilise socially and
politically and therefore challenge the privileges of the
dominant group.

While these perspectives of contact and conflict are
presented as alternative and contrasting explanations, it
seems more realistic to anticipate that both processes
will operate simultaneously in most local communities.
Therefore, for some individuals, direct contact will re-
duce stereotypes and mistrust towards members of eth-
nic groups, while for others, the appearance of (new)
ethnic groups in a local community/neighbourhood will
lead to avoidance of social contact and the develop-
ment, or exacerbation, of existing stereotypes and out-
group mistrust.

According to the assessments of the interviewees in
Austria and Slovenia, interethnic relations in general
have improved. However, in both countries, the older
generations were recognised as less tolerant.

I think that for a certain period expressing na-
tional affiliation to other [non-Slovenian] nations
was undesired. This is also shown by reports on
human development and other reports but after
1999 the level of intolerance is decreasing, while
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still remaining towards the Roma people. /.../ Co-
existence has become a value, being different is
a right. Consequently, people declare their differ-
ence. (Expert, Slovenia).

I think that it [the situation] got better. People see
that we migrants also work hard and also are inte-
grated. | personally did not experience any racist
incidents but sometimes you hear elderly people
talking. (Secondary school pupil, Austria).

You can hear older people talking badly about
migrants; they complain when you talk in another
language in the tram and you can hear [them in-
sulting someone by calling him/her ‘gipsy’]. (Sec-
ondary school pupil, Austria).

Our generation is used to the multiculturalism in
Vienna and | dont feel bothered by it. But elderly
people sometimes make racist comments in the
supermarket or the tram. (Secondary school pu-
pil, Austria).

These old mums ain't [tolerant towards immi-
grants]. (Secondary school pupil, Slovenia).
Recently, | think it’s getting better, but this is a
rural, actually suburban environment. So it seems
that some of these stereotypes are still present.
Err, now in practice, ... hmmm ... maybe with
these parents, older ones, that actually, when
there are some problems that we solve, there’s
more of it present than with younger generations,
who are basically connected in a different way.
(School counsellor, Slovenia).

In Italy, however, in recent years a shift towards intol-
erance of immigrants and ethnic minorities has been ob-
served in public discourse, leading to increased racism
and xenophobic violence. The 2011 Human Rights Watch
report’ stated that “in a country that has seen a dramat-
ic increase in immigration, particularly over the past 10
years, a political discourse that links immigrants and Roma
and Sinti (many of whom are Italian citizens) to crime has
helped to create and perpetuate an environment of intoler-
ance”. Media reporting on immigrants and ethnic minori-
ties in ltaly often portrays them in a negative light, and the
impact of such reporting on the public perception of those
communities is causing increased concern among repre-
sentatives of NGOs as well as media observers.

I remember when they reported the news of that
Romanian who had killed a man piercing him in
the eye with the tip of an umbrella in Rome, a
hell of a conflict raged. The kids at school were
all against the Romanian kids and | still remember
the aggression, remember my Romanian friend.
She was on the bus with her baby in her arms, the

phone rang and she started the conversation in
her language. At that point all people on the bus
attacked her with insults and pulled her off the
bus. (Expert, Italy).

| often go with my mom to a park and once |
heard children arguing because there was this kid
who called another kid inferior because he had
come from a different country and said that he
could not stay there: You cannot play with me be-
cause you're not part of my group, and it went on
so for half an hour until my mom separated them
because she was a bit sick of seeing that scene.
The targeted child had tried to stand before start-
ing to cry. (Primary school pupil, Italy).

The processes of “othering” and creating hierarchies
of “foreigners” were also observed in Austria and Slove-
nia. Othering has been conceptualised by Said in his in-
fluential book Orientalism, where he writes: “The devel-
opment and maintenance of every culture requires the
existence of another different and competing alter ego.
The construction of identity...whether Orient or Occi-
dent, France or Britain... involves establishing opposites
and otherness whose actuality is always subject to the
continuous interpretation and reinterpretation of their
differences from us” (1995, 332). Constructing otherness
requires categorisation. The construction of “us” and
“them” is not possible without characterisation meant to
differentiate and separate. In defining “ourselves” in op-
position to a constructed “other”, we perform a process
of classification through the use of binary oppositions,
such as normal/abnormal, civilised/uncivilised, clean/
unclean. We do not merely assign people to categories;
we assign values to those categories. Furthermore, a
“chain” of “others” is also established, in which hierar-
chies of more and less tolerable or likable “others” are
constructed?.

In Slovenia and ltaly, an evident differentiation be-
tween the nationalities from the southern and eastern
parts of Europe (Bosnia and Herzegovina, Albania, Ro-
mania, Serbia, etc.) and the western and northern parts
of Europe can be observed.

Otherwise | believe there is a difference. That
those who come from the west are more respect-
ed than those from the south. (Secondary school
pupil, Slovenia).

People, just because they come from Eastern Eu-
rope — Albanians, Serbs, Romanians — are consid-
ered more dangerous than, let’s say, the Chinese.
(Secondary school pupil, Italy).

People think that all Serbs and Albanians are dan-
gerous people walking armed with knives, but

2 Human Rights Watch (2011): Everyday Intolerance: Racist and Xenophobic Violence in Italy. New York: Human Rights Watch. Available
at: http://www.hrw.org/en/reports/2011/03/20/everyday-intolerance-0 (30. 5. 2013).
3 For more on intergroup discrimination and the issue of hierarchy of more or less acceptable »others«, see Medaric¢ (2009) and Sedmak (2004).
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also [some] Italians are like this. Unfortunately,
only foreigners are seen as bad people. (Second-
ary school pupil, Italy).

Ethnic stereotypes are still rooted in the majority eth-
nic group and transmitted to the young. Focus group
discussions revealed that members of the majority were
more positive towards those nations that they considered
to be civilised, clean and developed. In their opinion,
western and northern nations “are more civilised” and the
differentiation between nations is a consequence of “not
being equal” (Primary school pupil, Slovenia). A Macedo-
nian girl explained the reason for differentiation:

“Because countries like France and England are
more developed than Macedonia or Bosnia” (Pri-
mary school pupil, Slovenia).

At the bottom end of the chain of othering are Roma,
who unquestionably remain the most marginalised and
vilified minority group in Austria, Italy and Slovenia. The
majority live in extreme poverty, many in appalling con-
ditions in either authorised or unauthorised settlements.
Extreme prejudice against the Roma is widespread among
the rest of the population, and anti-Roma sentiments are
common in political discourse, the media and in every-
day conversations that reach also into the classrooms.

Yes, Roma pupils often also hide their ethnic
background because they know that they will be
insulted.

(Teacher, Austria).

A similar situation was pointed out in Slovenia. An
11-year-old girl of Roma ethnic background initially
declared herself as Croat, but later in the focus group
discussion about prejudices explained that others think
Roma “smell and should go to school for students with
special needs”. Hiding the Roma ethnic background can
be understood as a practical consequence of multiple
prejudices related to Roma.

A few years ago, when we had a consultation on
the status of Roma in Slovenia and Austria, there
was a representative of the NGO Society of Allies
for Soft Landing from Krsko who told us that a
kid once asked her if some cream exists which
you could use so that others couldn’t see you are
Roma. (Expert, Slovenia).

ETHNIC DIVERSITY AND INTERETHNIC RELATIONS
IN THE SCHOOL

The impact of ethnic diversity in the micro-environ-
ment, as at the school or classroom level, can be quite
different from that of diversity at the neighbourhood,
city or national level. Interaction among children of

different ethnicities cannot be avoided in the micro en-
vironment of the classroom/school, where the children
mingle on a daily basis, are equal in status (at least nom-
inally) and share the same school experience (Kokkonen
et al., 2008, in Janmaat, 2010). Thus, we might expect
the contact theory perspective to receive much support
from micro-level studies in educational settings.

Pupils included in the research in Austria, Italy and
Slovenia estimate interethnic relations in school as
largely positive. According to our interviewees, ethnic
diversity does not represent a problem and is well ac-
cepted in most cases. Pupils mostly pointed out that
what really matters is the personality of an individual,
not his/her ethnicity, race or religion.

It [ethnicity] does not matter. (Primary school pu-
pil, Slovenia).

The colour of the skin doesn’t count as well. What
counts is how one is within. The colour of the skin
doesn’t count anyway, even if one is a foreigner he
is always a person. (Primary school pupil, Italy).
Of course everyone has his or her cultural back-
ground which is present in his/her opinion/atti-
tude but this never was a problem for us. (Sec-
ondary school pupil, Austria).

Based on the discussions with the pupils, it seems
that most of the time they feel comfortable in their (mul-
ticultural) school environment. Some pointed out posi-
tive things like getting to know different people, learning
about different food or cultural customs, as well as learn-
ing the everyday languages of their friends in school.

Yes, also because we have contact with different
people. (Secondary school pupil, Slovenia).

And they have different habits from which we can
learn and we should not differentiate them...that
in fact they are equal. (Secondary school pupil,
Slovenia).

I like that we see different food and learn lan-
guages. What | don't like is that pupils insult each
other in other languages. (Primary school pupil,
Austria).

The perception of pupils in the schools we visited
was in general one of equal treatment and respect — pu-
pils mainly perceive the school environment as positive
and inclusive. In general, the ethnicity of pupils does
not influence the attitude of school staff towards them.
According to the findings of the Italian research team,
teachers, except in some rare cases, work constantly to
strengthen the concept of “equality in diversity”.

It’s not possible to treat everyone the same. But if
teachers don’t treat us the same then it’s not be-
cause of our nationality. (Secondary school pupil,
Austria).
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Because teachers all treat the Slovenian pupils
and pupils of other nationalities equally! (Primary
school pupil, Slovenia).

However, individual cases of discriminatory grading,
unequal treatment or racist comments were mentioned
in all three countries.

Yes, we have a professor who does not accept
them [non-Slovenian students] and this is evi-
dent...When it comes to giving grades, he is not
objective, in cases when essays are graded, etc.
(Secondary school pupil, Slovenia).

One teacher makes strange comments, like that
one girl does not get enough sunlight because she
wears a headscarf and that this is not good for her
development. (Secondary school pupil, Austria).

I have experienced it personally: a teacher gave
me a D and an Austrian student got a C although
we had the same number of points in the test.
(Secondary school pupil, Austria).

In interviews, some school staff mentioned that some
parents also feel their children are being treated unfairly
on the basis of their nationality. In one Slovenian primary
school, the counsellor mentioned a case where, at the be-
ginning of a project to keep records on talented students,
two parents felt that their children were being discrim-
inated against on the basis of their nationality, as their
daughters had not been identified as “talented students”.

The research findings show that schools in all three
countries can be perceived as “protected spaces” where
pupils generally feel safe and the teachers or the school
policy as such can ensure that tolerance and respect for
diversity function better than in society as a whole.

If we compare racism in our society and in
schools, then in schools it is hardly a problem.
(Teacher, Austria).

I have never experienced interethnic violence
in our school. This happens more often outside.
(Secondary school pupil, Austria).

Yes, because in school these guys [the bullies] be-
have quite well while when they go out they turn
into beasts. (Primary school pupil, Italy).

No [there is no interethnic violence in the school],
because there are teachers and parents who
watch them ... and then because they know they
must behave in a different way. (Primary school

pupil, Italy).

Even though interethnic relations in schools seem
to be largely positive, it would be misguided to assume
that interethnic peer violence does not exist, as we will
discuss below.

ETHNIC BACKGROUND AND TOLERANCE

Views on multiculturalism and ethnic minorities’/
immigrants’ rights can be a useful indicator of current
and future social stability and levels of community co-
hesion and integration. A group of normative statements
was presented to the pupils, who expressed their level of
agreement with each (with average values on the Likert
scale, from 1 — strongly disagree — to 5 — strongly agree).
The first two statements clearly tap into the notion of
migrant assimilation and cultural adaptation, while the
last three statements indicate respect for and positive ac-
ceptance of cultural difference.

The highest general level of agreement with the
statement

“Children who come to Italy/Slovenia/Austria
from other countries should give up their lan-
guage and culture”

was found in Slovenia (2.02; in Italy 1.80 and in
Austria 1.94). The statement

“Children who come to lItaly/Slovenia/Austria
from other countries should follow the country
language and culture”

obtained the highest level of agreement in Austria
(3.60; in Slovenia 3.21 and in Italy 3.03). For the state-
ments expressing respect for ethnic diversity and posi-
tive acceptance of cultural difference, the results are the
following. The statement

“People who come to ltaly/Slovenia/Austria from
other countries should have the right to follow the
customs of their countries”

obtained the highest level of agreement in Austria
(3.95; in Slovenia 3.88 and in Italy 3.58). Similarly, the
level of agreement with the statement

“I like the fact that there are people of different
ethnic backgrounds in the country where I live”

was the highest in Austria (3.96; in Slovenia 3.84 and
in Italy 3.74). The statement

4 Asking children to declare their ethnic identification is a sensitive issue that we have been aware of since the very beginning of the
project. Furthermore, younger pupils in particular encountered difficulties when answering this question, since they sometimes didn’t
understand the concept itself. Additionally, difficulties arose in cases when children came from ethnically mixed marriages. Therefore,
for the purpose of the study we introduced the following categories: dominant ethnicity (children of Austrian, Italian and Slovenian
ethnicity), other ethnicities (children with various migratory backgrounds and children belonging to ethnic minority groups) and mixed

ethnicity (children born to ethnically mixed marriages).
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Figure 2: Average levels of agreement with normative statements by ethnicity
Slika 2: Povprecne stopnje strinjanja z normativnimi izjavami glede na etnicnost

“I like the fact that there are pupils of other ethnic
backgrounds in our class/at our school”

received the highest level of agreement in Austria
(3.95; in Italy 3.83 and in Slovenia 3.74).

When taking into account the ethnicity* of the re-
spondents, apparent differences in the answers can be
observed between pupils of dominant (Austrian, Ital-
ian and Slovenian) ethnicity and pupils of other and
mixed ethnicities. As Figure 2 clearly shows, pupils of
non-dominant (other or mixed) ethnicities express a
higher level of disagreement with statements emphasis-
ing migrant assimilation and cultural adaptation.

(“Children who come to ltaly/Slovenia/Austria
from other countries should give up their lan-
guage and culture” and “Children who come to
Italy/Slovenia/Austria from other countries should
follow the new country’s language and culture”).

On the other hand, pupils of non-dominant ethnicities
express a higher level of agreement with the statements

“People who come to Italy/Slovenia/Austria from
other countries should have the right to follow the
customs of their countries”, I like the fact that
there are people of different ethnic backgrounds
in the country where | live” and “I like the fact

that there are pupils of other ethnic backgrounds
in our class/at our school.”

INTERETHNIC VIOLENCE AMONG PEERS

For the purpose of the study, we defined intereth-
nic peer violence as any type of violence among peers
(physical, verbal, relational or cyber), happening on the
basis of ethnicity, language, religion or culture of the
individual or peer group. In compliance with our territo-
rial focus, interethnic violence among peers encompass-
es violence of a pupil or pupils of Austrian/Italian/Slo-
venian ethnicity towards pupil or pupils of other/mixed
ethnicities and vice versa.

In analysing the prevalence of interethnic peer vio-
lence, our research focussed on two perspectives. The
first perspective encompassed observations of pupils
on the occurrence of six types of interethnic violence®
happening to other students. The second perspective
focussed on personal experiences with the above-men-
tioned types of violence. Both perspectives include
comparison of differences in observations and experi-
ences according to the ethnicity of the pupils.

NOTICING INTERETHNIC VIOLENCE

Knowledge of the new country’s language is one of
the key factors influencing inclusion of immigrant pu-

5 Namely, (1) rude physical behaviour; (2) teasing, name calling or insulting; (3) talking behind one’s back; (4) sending insulting messages
by internet or mobile phone; (5) ignoring or avoiding contact; and (6) destroying personal property.
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pils in peer groups. The degree of acceptance of peers
of different ethnic backgrounds is reflected in attitudes
towards pupils (of mixed or other ethnicities) who use
their mother tongue in public or who do not speak the
new language fluently. In focus group discussions pu-
pils mentioned several times that they don’t approve of
talking in a language other than German/Italian/Slove-
nian in school, especially when a pupil’s mother tongue
is used for insulting others.

I think it is mean to insult someone in a language
that the others do not understand. (Primary
school pupil, Italy).

When we walk by a group of Serbian girls, for ex-
ample, they talk behind our backs in Serbian and
this is not nice. (Secondary school pupil, Austria).

Teasing others on the basis of their lack of language
skills was most often noticed in Italy, where 12.9 per
cent of pupils included in the sample often noticed teas-
ing on the basis of poor language knowledge (it was no-
ticed sometimes by 32.6 per cent of the pupils, once by
10.5 per cent and never by 28.2 per cent). In Slovenia,
32.2 per cent of pupils reported not noticing any teas-
ing on this basis, while 11.5 per cent pupils noticed it
once, 31.7 per cent sometimes and 9.0 per cent often.
In Austria, more than half (53.4 per cent) of the pupils
participating in the study did not notice any teasing on
this basis, 7.7 per cent noticed it once, 18.6 per cent
sometimes and 6.4 per cent often.

When talking about interethnic violence towards pu-
pils of other ethnicities, the largest share of pupils in
Austria, Italy and Slovenia noticed cases of pupils be-

ing teased, shunned or gossiped about because of their
ethnic background. Of the three country samples, the
Slovenian sample had the highest average proportion of
pupils who had witnessed various types of interethnic
violence. A total of 61.7 per cent of Slovenian pupils re-
ported having noticed teasing, name calling and insults
on the basis of ethnicity (compared to 58.5 per cent of
Italian pupils and only 36.6 per cent of Austrian pupils);
56.2 per cent of Slovenian pupils had noticed talking
behind pupils’ backs (compared to 50.8 per cent of Ital-
ian pupils and 39.0 per cent of Austrian pupils); 58.2 per
cent reported ignoring or avoiding (compared to 54.0
per cent of the Italian and 29.5 per cent of Austrian sam-
ples); 31.9 per cent reported hiding or destroying prop-
erty (compared to 15.8 per cent of Italian pupils and
12.1 per cent of Austrian students); and 29.9 per cent
noticed hitting or spitting (compared to 20.6 per cent
of Italian pupils and 13.3 per cent of Austrian pupils).
Finally, 28.7 per cent of the Slovenian students, 21.0
per cent of Italian students and 17.3 per cent of Austrian
pupils included in the sample noticed cyber bullying of
peers of other ethnicities (e.g. sending insulting messag-
es via the Internet or mobile phone). Sending insulting
messages or emails and insulting comments over the In-
ternet seems to be the least widespread form of intereth-
nic violence in Slovenia, while in Austria and Italy the
least widespread forms of violence turned out to be rude
physical behaviour towards other pupils and hiding or
destroying their property.

As Figure 3 demonstrates, the percentage of students
who noticed incidents of interethnic violence was high-
er among pupils of mixed or other ethnic origin for four
out of five types of interethnic violence. Only it Italy
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Figure 3: Respondents who noticed interethnic violence sometimes, often or very often (%) by ethnicity
Slika 3: Odgovarjajodi, ki so opazili medetnicno nasilje vcasih, pogosto in zelo pogosto (%)
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did members of the majority ethnic group report more
frequently noticing two types of interethnic violence: ig-
noring or avoiding contact with pupils of other ethnic
backgrounds and the destruction of property. Differenc-
es in observations according to the ethnicity of respon-
dents are especially high in Austria, where average ob-
servations of the occurrence of interethnic violence are
the lowest. Differences between pupils of Austrian eth-
nicity and those of mixed/other ethnicities range from
5.0 per cent (sending insulting messages via Internet or
SMS) to 19.2 per cent (talking behind someone’s back).
The data indicate that pupils of other or mixed ethnic-
ities seem to be more sensitive to noticing interethnic
violence among peers. The chi-square test confirmed
statistical differences in observations of interethnic vio-
lence among pupils of non-dominant ethnicities:

e In all analysed countries, a significantly higher
share of pupils of other or mixed ethnic back-
ground noticed cases of teasing others due to
their poor language skills.

e In ltaly and Austria, relatively more pupils of
other ethnic background tend to notice habitual
teasing, name calling or insulting others because
of their ethnic background.

e In ltaly and Austria, more pupils of other eth-
nic background tend to notice habitual rumour
spreading than do pupils of dominant ethnicity.

PERSONAL EXPERIENCES OF INTERETHNIC VIOLENCE

In Italy and Austria, most pupils said they had person-
ally experienced rumour spreading and having untruth-

ful things said about them behind their backs, while in
the Slovenian sample the most prevalent forms of inter-
ethnic violence were teasing, name calling and insults.
Interethnic violence is experienced by pupils of mixed
or other ethnic origin as well as by pupils of Austrians/
Italian/Slovenian ethnicity; however, the proportion of
pupils with such personal experiences was found to be
significantly higher among pupils of other and mixed
ethnic backgrounds. In all analysed countries, signifi-
cantly more pupils of other or mixed ethnic background
experienced teasing, name calling or insults, talking be-
hind their backs and being shunned by their classmates
because of their ethnic background.

....He started to mess with me, because I’'m Bos-
nian. Because I'm Serbian. Serbo-Bosnian. /.../
He said to me: ‘Haha, you're a Bos...Srbo-Bosa-
nc, and stuff, /I hate you, and then he beat me
up a bit and such. (Primary school pupil, Slove-
nia).

Once it happened while John and Julius were
playing soccer, some older kids arrived and told
them to go away and they said no and the kids
began to beat them. They don't let us play and
say that I'm just a Moroccan...that | don’t have
the same rights and that they are superior. (Prima-
ry school pupil, Italy).

[I don’t like it when they make] fun out of dif-
ferent cultures, the food or they call me Pharaoh
because I'm from Egypt or they call one pupil
“nigger” or another “gypsy”. (Primary school pu-
pil, Austria).
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Figure 4: Respondents who experienced interethnic violence sometimes, often or very often (%) by ethnicity
Slika 4: Odgovarjajodi, ki so izkusili medetnicno nasilje v¢asih, pogosto in zelo pogosto (%) glede na etnicnost
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EVENTS STIMULATING INTERETHNIC VIOLENCE

According to our interviewees, ethnicity per se is only
rarely the reason for the outburst of peer violence. How-
ever, it serves as an identifying characteristic, a reason for
differentiating between “us” and “them” on the basis of
ethnic stereotypes and prejudices. Interethnic (peer) vio-
lence may be encouraged by everyday or extreme events
that raise the issue of ethnic identity. Sports events and
media reports on crimes conducted by immigrants in par-
ticular serve as stimulators of interethnic tensions among
peers that can escalate to violent acts.

Yes, but it can also occur when the Serbian team
won and the Italian team lost the game. Then in
class acts of violence, that weren’t there before
between the kids, are unleashed. (Teacher, Italy).

Another issue highlighted during the project is the
legacy of interethnic conflicts in former Yugoslav repub-
lics. The violent dissolution of the former common state,
which led to the wars in Croatia, Bosnia and Herzegov-
ina, and Kosovo, still resonates in the minds of the older
generation (parents and relatives of pupils) and strongly
affects the relationships among members of former Yu-
goslav nations and nationalities. Some youngsters feel
these tensions as a heavy emotional burden imposed on
them by their parents and they feel these issues are not
theirs to bear.

I have recently had a case where a Kosovo Alba-
nian girl and a Serbian girl had a problem and
they have already had this conflict in their last
school. But here the parents were responsible for
the conflict — the parents even fought in school
once. Here our influence comes to an end and
only a social worker can help and go to the fami-
lies. (Teacher, Austria).

When you mentioned old grudges...I resent my
father. When | was little, we lived in [xy] street
and he has such old grudges, because his par-

ents also had them. And | resent my parents very
much, that they had such a bad relationship with
others. For example, when we used to live in [xy]
street, when | was in the first grade, my father
went into a fight with an axe with a neighbour,
who was a Serb. | resent that, because he has
these old grudges. /.../ It is like if some German
would come here and we’d say: ‘You attacked us
in the Second World War’/.../ I do not know why
these old grudges are borne, if we are now a new
generation. | don’t know why... (Primary school
pupil, Slovenia).

UNDERSTANDING PEER VIOLENCE - IMPORTANCE
OF THE INTERSECTIONAL APPROACH

The dynamics of peer violence are strongly related to
various forms of social inequality. Therefore a focus on
just one social category, such as ethnicity, is inadequate
for understanding the social position of an individual,
which is complex. Key social categories intertwine to
influence social inequalities and the position of the in-
dividual in the peer group. Therefore the issue of peer
violence should be analysed using an intersectional ap-
proach (Hrzenjak and Humer, 2010; Peguero, 2012).
The concept of intersectionality, introduced mainly by
Collins and Crenshaw (in Anthias, 2013), considers the
interlocking of several social categories that influence
the social position of an individual in society and his/her
predisposition to social inequalities. Initially, the con-
cept of intersectionality primarily addressed three so-
cial categories — gender, socioeconomic class and race/
ethnicity — but studies addressing peer violence in the
last decade have introduced a fourth category: sexual
orientation.®

Pointing to a sole reason for peer violence victimisa-
tion without considering other social categories as well
as contextual and individual factors results” in a simpli-
fied understanding of the issue. Instead, the inter-rela-
tionship of multiple factors is crucial for understanding
the dynamics of peer violence.

6 In his article on youth victimisation at school, Peguero (2012) analysed the complexities and disparities associated with school bullying
within four social categories that influence the increased the vulnerability of youth to potential bullying at school: race and ethnicity,

being an immigrant, gender and sexual orientation.

7 Among contextual and individual factors, age, cultural and family background, school success, personality, physical appearance, and
school climate were stressed by experts and school staff as key determinants influencing peer violence dynamics:
* Age is an important factor when it comes to the experience of and the use of violence to solve or react to conflicts. The prevalence of

(interethnic) violence is higher among younger pupils.

cations, etc.

who are above or below averagely successful.

tion.

the prevalence of peer violence in school.

Cultural background influences culturally specific tolerance of (physical) violence and socially acceptable response to insults, provo-

A family history of violence influences tolerance towards violence.
Differing from average success in school, in either a positive or negative way, may cause peer teasing or social exclusion of children

Personality influences position in peer hierarchies, with low self-esteem/shyness/introversion encouraging the potential for victimisa-

Physical appearance not fitting into contemporary beauty ideals is another risk factor for peer violence.
School climate (such as the presence of a security guard, availability of physical activities during breaks, class dynamics) influences

Addiction problems or illegal drug use are often related to violence among peers.
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Often, the migration background is used as an
explanation to simplify complex issues. But this
often hides the real things, the problems and
challenges that are there, instead of explaining
them. And then these simplified attempts to ex-
plain something reproduce certain pictures and
stereotypes. (Expert, Austria).

If the comparison would be made, it would be
hard to say that children from ethnic minorities
are more often victims of violence — we didn’t
find that. Violence occurs in many different di-
mensions. Ethnicity isn’t the only one, it isn’t cru-
cial...It’s about the circumstances, the combina-
tion of factors. (Expert, Slovenia).

The ethnic or migrant background of an individual
does not adequately explain the position of a young in-
dividual in the peer group or in school. The study results
suggest that peer violence in the school environment
should be analysed intersectionally, with a focus on eth-
nicity/race, gender, socioeconomic class and sexual ori-
entation. Now we will briefly consider how key social
categories interact in the dynamics of peer violence.

Gender is recognised as one of the crucial social
categories that influence experiences of peer violence,
perceptions of it and reaction towards it, as well as influ-
encing violent actions by pupils. It is therefore import-
ant to analyse peer violence through the lens of gender
— being aware not only of gendered differences in the
perceptions and practice of violence but also of the role
of norms around the social construction of masculinity
and femininity (Sauer and Ajanovi¢, 2013).

Numerous studies confirm gender differences associ-
ated with different types of peer violence. While physical

violence is usually more often reported by boys, verbal
and relational violence is more often reported by girls
(Peguero, 2012, 405). These gender(ed) differences — the
perception that physical violence is an issue related to
boys and their expression of masculinity while verbal
violence is the pervasive type of violence among girls
— were found among children included in the research.

That’s how it is with boys, they fight, and girls,
girls are just insulting. (Primary school pupil, Slo-
venia).

When gender-related expectations around violent
behaviour are violated — for example, in instances of
physical violence among girls — these deviations from
gender-acceptable behaviour result in the recognition of
those who practice such behaviour as outsiders. Girls
who break socially accepted norms around physical vi-
olence, which is supposed to be a “boy thing”, are seen
as fitting into the context of the “other” ethnic group.

They [girls of other ethnic backgrounds] mainly
fight because of dudes. (Secondary school pupil,
Slovenia).

Our data on interethnic violence in the school envi-
ronment confirmed gender differences in the experience
of interethnic violence and in the reactions to it. In the
three countries sampled:

* Girls experienced all types of interethnic violence

less often than boys.

* A significantly higher share of boys than of girls

said they bullied others because of their ethnic
background.

Sl. 1: All different all equal, Thinkstock
Fig. 1: Vsi razlicni — vsi enaki, Thinkstock

255



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Ana KRALJ et al: INTERETHNIC RELATIONS AND PEER VIOLENCE IN AUSTRIAN, ITALIAN AND SLOVENIAN SCHOOLS, 245-260

* Asignificantly higher share of boys than of girls said
they fight back when being treated badly by a bully.
In Italy and Austria, a higher share of girls than of
boys said they cry or run away when being bullied.

* A higher percentage of boys than of girls are
prompt to help the victim of mistreatment, but
they are also the ones who more often decide to
do nothing and even join the ones who treat others
badly. In all countries, girls are more likely than
boys to tell an adult about the mistreatment of oth-
ers and are more likely than boys to tell the bullies
what they’re doing is not right.

The socioeconomic position of the family of the (im-
migrant) pupil is another important factor that influences
inclusion in peer groups. Socioeconomic status is decisive
for immigrant students’ interethnic friendships (Van Houte
and Stevens, 2009, 217). The potential for exclusion from
the peer group on the basis of lower socioeconomic sta-
tus was recognised by experts and school staff who men-
tioned that youngsters from socioeconomically disadvan-
taged families are more likely to be bullied than others,
which is in line with the findings of other studies in this
area (e.g. Due et al., 2009). Poverty is one of the strongest
indicators for social exclusion from the peer group.

Social stratification among students is very visi-
ble — those who are rich and those who are poor.
Then, the violence and teasing may occur be-
cause of clothing, behaviour... (School counsellor,
Slovenia).

Someone thinks that somebody is inferior to him-
self because he/she is sometimes not of the same
race, does not speak the same language, does
not profess the same religion or doesn’t have the
same economic opportunities or a wealthy family
that pampers him/her and so on. (Primary school
pupil, Italy).

Lower socioeconomic position or poverty not only
stimulates the potential for victimisation but is also rec-
ognised as a factor that may encourage aggressive be-
haviour in order to gain status within schools and on the
street (National Science Foundation, 2013).

Peer violence based on sexual orientation has be-
come an important issue in education, educational
psychology and psychology over the last two decades.
Researchers confirm that lesbian, gay, bi-sexual, trans-
gender and questioning (LGBTQ) youth are at increased
risk of bullying (Svab and Kuhar, 2008; Kopels and Pace-
ley, 2012). Acceptance by peers is strongly related to
conformance with hegemonic gender ideals. Inclusion
of boys in the peer group depends on the congruence
of their physical look and behaviour with the hegemon-
ic ideals of masculinity and virility (Stoudt 2006, 273).
Italian and Slovenian experts stressed that homophobia
in the school environment is not rare.

Look, in my opinion homophobia is often present
in cases of discrimination. We have been dealing
with these cases since 2010 and it seems that this
trend is still confirmed in the sense that in cas-
es of homophobic bullying there is this compo-
nent that is, also, a little more aggressive than the
rest. We usually cope with boys, so there is also
the typically more aggressive aspect of male be-
haviour...and, thus, since nowadays everything is
based on the concept of virility and masculinity, it
is evident that this trend gives rise to a very spe-
cific mode of behaviour... (Expert, Italy).

These homophobic insults come out. They are an
everyday practice. (Expert, Slovenia).

Behaviour associated with gender expressions not fit-
ting hetero-normative social expectations may encour-
age homophobic attitudes in the school environment.
Episodes of violence connected with gender identity are
quite frequent. In adolescence, the issue of gender iden-
tity is extremely important and very present in peer in-
teractions, with those who differ from socially accepted
expressions of masculinity or femininity exposed to the
risk of peer violence.

He was a male chauvinist for sure and sometimes
he teased a little girl who was in his group, telling
her she was a tomboy, insulting her and saying
that she was not part of our community because,
although she was a female, she enjoyed playing
male games. He told she was queer and abnor-
mal. Since he has been saying this to her she has
changed a bit: now she plays less with the boys
and their toys. (Teacher, Italy).

The potential for victimisation increases based on
the accumulation and intersection of circumstances that
result in the individual’s rejection by the peer group.
Being immigrant or having a migrant background, by
itself, may not determine the disposition for victimisa-
tion. What is crucial is the interplay of social catego-
ries (ethnicity, gender, socioeconomic status and sexual
orientation) and individual factors (family background,
addiction problems, school success level, etc.), all of
which influence the possibility of being victimised or
becoming a bully.

DISCUSSION

At first glance, the research findings are relative-
ly unified and even “optimistic” to a certain extent.
Interethnic relations in schools are positively evaluat-
ed and cases of discrimination on the basis of ethnic
background are rare. Moreover, it seems that schools in
Austria, Italy and Slovenia often function as a “protected
space” where peer violence is less prevalent in com-
parison to other, less supervised spaces where children
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interact. From the participants’ point of view, ethnicity
is not recognised as a significant factor influencing peer
violence in the school environment, although it would
be misguided to assume that the phenomenon does not
exist at all.

Although our interviewees assess the general social
climate related to immigrants and interethnic relations
in Austria and Slovenia as improved during the last pe-
riod (while the situation in Italy has deteriorated), trends
in EU countries overall paint a bleaker picture. Eurostat
findings indicate a growing intolerance of EU member
states towards immigration and strengthened support for
the idea that the presence of people from other ethnic
groups leads to insecurity (Eurostat 2010). Analysis of
the attitudes of primary and secondary schoolchildren of
the three neighbouring countries indicates the presence
of a hierarchy of ethnic groups, with strong differentia-
tion between nations from Northern or Western Europe
on one side and Southern or Eastern Europe on the oth-
er side. As already confirmed in public opinion polls,
the Roma are the most vilified ethnic group not only
in Austria, Italy and Slovenia, but also in the wider EU
context (Kirbis et al., 2012, 37). Roma and Sinti are the
most marginalised and socially vulnerable ethnic groups
— habitually the target of discrimination, prejudice and
stereotyping — both in everyday life and in the school
environment.

A review of opinions on equality and on the right
to preserve one’s own language, culture or religion, to-
gether with comparisons of the recognition and/or expe-
rience of interethnic violence, revealed differences be-
tween pupils of Austrian, Italian and Slovenian ethnicity
and pupils of other or mixed ethnicities. Not surprising-
ly, pupils of non-dominant ethnicities (ethnicities other
than Austrian, Italian and Slovenian) tended to value a
multicultural environment to a higher degree than their
Austrian, Italian and Slovenian schoolmates. Further-
more, pupils of non-dominant or mixed ethnicities tend-
ed to support the statement about immigrants’ right to
preserve their own languages, cultures and religions to a
higher degree than did other pupils. Having a personal
migrant and/or minority experience seems to promote a
general positive attitude towards multiculturalism and
interculturalism, a respect for diversity and awareness of
minority rights. Pupils of other ethnicities are also more
aware of interethnic violence and ethnic discrimination
affecting their schoolmates. Study results show that they
perceive various forms of discriminatory treatment and
bullying more often than their classmates of dominant
ethnicity. Finally, pupils of other or mixed ethnicities
were more often found to be victims of interethnic vio-
lence than pupils of dominant ethnicities.

Teasing, name calling, using ethnic slurs and gossip-
ing are the most prevalent types of interethnic violence.
Because direct displays of peer violence in the school
environment are more likely to be recognised by educa-
tors and are also treated more seriously (Strohmeier and
Noam, 2012, 8), it is of extreme importance not to turn
a blind eye towards “subtler” forms of violence. More
efforts should be made, first, to encourage recognition
of the above-mentioned acts as violent (younger pupils,
especially, often do not recognise name calling and os-
tracism as a form of violence), and second, to encourage
responsible individuals to actively respond to all types
of violence, not only to evident cases of physical vio-
lence.

Peer violence in schools is influenced by the inter-
play of several factors. For educators and staff, an inter-
sectional approach that recognises the inter-relationship
of these factors in determining the risk for peer victimis-
ation is key. An emphasis on the complexity of peer vio-
lence will discourage the tendency to focus primarily on
one factor — such as ethnicity — which risks minimising
other important components.

Nevertheless, the importance of ethnic background
or immigrant status in peer relations in the school envi-
ronment should not be overlooked. First, because of the
evident hierarchies of “others” in the study countries;
second, because it is easy to overestimate the safety of
the school environment merely because it is safer than
less supervised environments; and third, because of nu-
merous and persistent stereotypes and prejudices related
to “others” revealed by pupils in in-depth conversations.
Pupils’ impressions of the unimportance of ethnicity as
a factor in peer violence may also be questioned given
their perceptions of some subtler forms of violence as
not having the status of “real” violence.

Although interethnic peer violence doesn’t seem to
be recognised as a burning issue in the study countries,
the phenomenon should be constantly monitored, es-
pecially in light of the pessimistic predictions regard-
ing the levels of tolerance towards ethnic and religious
minorities (Eurostat, 2010). Attitudes towards “others”
depend on the economic situation in the host countries
(Brup, 2005; Kirbis et al., 2012); in the current time of
socioeconomic crisis, growing unemployment, lack of
economic and social reforms and absence of equal op-
portunities, we may expect a growth of interethnic, in-
ter-religious and overall intolerance (Zakelj and Kralj,
2012). For this reason, identification and analysis of
both structural inequalities and various forms of inter-
ethnic violence, including presumably subtler manifes-
tations of violence among children in everyday life, are
of vital importance.
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POVZETEK

Izhajajo¢ iz rezultatov raziskave Children’s Voices: Exploring Interethnic Violence and Children’s rights in the
School Environment/Glasovi otrok: Preu¢evanje medetni¢nega nasilja in otrokovih pravic v Solskem okolju ¢lanek
obravnava pojav medetnic¢nega nasilja v osnovnih in srednjih Solah v Avstriji, Italiji in Sloveniji. Clanek temelji na
primerjavi rezultatov treh drzav, ki jih ne povezuje zgolj geografska bliZina, temve¢ tudi nekateri vidiki obravnave
razlic¢nih etni¢nih skupin v prostoru kot npr. status narodnostnih manjsin, specificen odnos do Romov kot najbolj
depriviligirane etni¢ne skupine ipd.

Prispevek temelji na analizi podatkov, pridobljenimi s kombinacijo metod kvantitativnega in kvalitativnega razis-
kovanja. Kvantitativna metoda raziskovanja je bila izvedena s pomocjo anketnega vprasalnika med osnovnosolci,
starimi med 10 in 11 let, in srednjesolci, starimi med 16 in 17 let. Omenjene podatke smo dopolnili z izvedbo
pol-strukturiranih poglobljenih intervjujev z nacionalnimi eksperti, z intervjuji s solskim osebjem ter fokusnimi sk-
upinami med osnovnosolci in srednjesolci. Osrednje teme so se nanasale na oceno medetnicnih odnosov v druzben-
em in Solskem kontekstu, normativno sprejemanje enakosti in vrstnikov drugih etni¢nih skupin, vprasanje prisotnosti
in izkusenj nasilja med vrstniki na podlagi etnic¢ne pripadnosti ipd.

Na splosno velja, da so otroci in mladostniki, vklju¢eni v raziskavo, pozitivno ocenjevali multikulturnost Solskega
okolja in niso imeli vtisa, da etni¢na pripadnost sama po sebi vpliva na medvrstnisko nasilje. Prav tako so, z izjemo
Italije, ki v zadnjih letih doZivlja izjiemno hitro narascanje stevila imigrantov, udeleZenci raziskave pozitivno vrednotili
druzbene spremembe v smeri velje strpnosti do priseljencev in sprejemanja kulturne raznolikosti. Kljub pozitivnim
izhodis¢em pa se je izkazalo dvoje. Prvic¢, sprejemanje »drugih« Se vedno mocno temelji na predsodkih in stereo-
tipih, ki odrazajo hierarhi¢no pozicioniranje etni¢nih skupin. In drugi¢, medvrstnisko nasilje v Solah (Se posebej pa
zunaj Sole in na obmocjih z manj izrazitim nadzorom odraslih) temelji tudi na izpostavljanju etnicne pripadnosti.
Primerjava podatkov je pokazala, da so otroci drugih etnicnih skupin ali mesane etnicne pripadnosti bolj strpni in tol-
erantni, bolj zagovarjajo nacela enakosti, pravice do rabe lastnega jezika, obicajev, visje vrednotijo multikulturnosti
ipd., hkrati pa v primerjavi s tistimi, ki so se opredelili za Avstrijce/lItalijane/Slovence, pogosteje izkusijo razliche ob-
like medetnicnega nasilja, med katerimi so najpogostejse subtilnejse oblike verbalnega ali odnosnega nasilja. Ceprav
etni¢na pripadnost morda ni klju¢ni dejavnik nasilja med vrstniki v solah, je ena od klju¢nih druzbenih kategorij, ki
v intersekciji s socio-ekonomskim poloZajem, spolom, spolno usmerjenostjo in individualnimi dejavniki doloca pre-
dispozicijo za medvrstnisko nasilje.

Klju¢ne besede: medetni¢ni odnosi, medetni¢no vrstnisko nasilje, Sole.
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ABSTRACT

This article presents the quantitative and qualitative empirical results of our study on interethnic violence in the
school environment — conducted in Austria, Cyprus, England, Italy and Slovenia. By discussing the different experi-
ences boys and girls make with regard to the frequency and forms of interethnic violence as well as their different
options in regard to violent practices we argue that violence is always gendered. Hence, rather than analysing the
causes of violent behaviour, we will discuss the dynamics of the violence itself. Our aim is to address violent practices
as practices of doing gender. In this context, the article emphasises the issue of how masculinity and femininity are
performed and constructed at the intersection with ethnicity.

Keywords: Interethnic violence, gender, doing masculinity, doing femininity

FARE MASCOLINITA, FARE FEMMINILITA. VIOLENZA INTERETNICA
IN AMBITO SCOLASTICO

SINTESI

Questo contributo presenta i risultati di una ricerca condotta con strumenti quantitativi e qualitativi in Austria,
Cipro, Inghilterra, Italia e Slovenia sul tema della violenza interetnica in ambito scolastico. Analizzando le diverse
esperienze riportate dai ragazzi e dalle ragazze rispetto alle modalita e alla frequenza degli episodi di violenza in-
teretnica, nonché le diverse opinioni e atteggiamenti nei confronti dei comportamenti violenti, il presente articolo
sostiene che la violenza é sempre connotata dal punto di vista del genere. Per questo motivo, il contributo indaga
non tanto le cause del comportamento aggressivo, quanto le dinamiche attraverso cui tali atteggiamenti si verificano
a scuola, secondo un’ottica di genere. Partendo da questo presupposto I"articolo si focalizza su come le caratteristi-
che maschili e femminili interagiscono e si costruiscono intersecandosi con gli aspetti etnici.

Parole chiave: violenza interetnica, genere, fare masculinita, fare femininita.

261



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Birgit SAUER, Edma AJANOVIC: DOING MASCULINITY, DOING FEMININITY. INTERETHNIC VIOLENCE IN THE SCHOOL ENVIROMENT, 261-274

INTERETHNIC VIOLENCE AND GENDER
AT SCHOOLS. INTRODUCTION

School violence has been of scientific interest since
the early 1990s, gaining momentum with each school
shooting, most prominent of which was Columbine
High school in 1999 (Kimmel & Mahler, 2003; Eisen-
braun, 2007, 460). Over the last ten years, the issue has
also received public attention in Europe. Research into
school violence has been studying the causes of pu-
pils’ violence by focussing on class, race and ethnicity.
Gender and violence in the school environment is still
rather underexplored and existing research into gender
violence in schools has focussed on sexual harassment
(Leach & Humphreys, 2007, 51; Mirsky, 2003). On the
other hand, gendered violence has been on the femi-
nist agenda since the 1970s women’s movements’ mo-
bilization against male intimate partner violence against
women and girls rooted in hierarchical gender relations.
Only recently the debate on gender violence at the in-
tersection with ethnicity emerged around the issue of
“traditional harmful practices” such as genital cutting
and honour killings in migrant communities in European
countries (Sauer, 2011).

The starting point for our research was interethnic
violence in school environments of pupils 10-12 and
17-18 years of age in five European countries: Austria,
Cyprus, England, Italy and Slovenia, countries with dis-
tinctly different histories with respect to histories of mi-
gration, gender equality and democracy.! We examined
the frequency and forms of interethnic violence as well
as good practices to deal with interethnic violence, re-
ferring to the term “violence-resilient school” (Watkins
et al., 2007, 61). While concentrating on the school
environment, we were aware that research shows that
pupils feel safer in school than they do on their way
to and from school (Eisenbraun, 2007, 461). The ethnic
and cultural backgrounds of the pupils we interviewed
vary among the countries under examination. In Austria
we interviewed mainly pupils who perceived themsel-
ves as Austrian, Bosnian, Croatian, Serbian, Turkish or
Slovenian. Pupils in England had mainly English or Bri-
tish as well as Indian and Pakistani ethnic backgrounds.
Pupils in Italy were mainly of Italian, Albanian, Croatian
or Serbian origin while pupils in Cyprus primarily had a
Cypriot, Greek, English or Russian ethnic background.
In Slovenia most pupils perceived themselves as either
Slovenian or Bosnian or Serbian.

Defining ‘violence’” was one of the major challen-
ges of our study. We defined violence as psychological
and/or physical aggression where a person or a group

of persons hurts or harms or has the intention to hurt
or harm another person or group of persons (K&hler,
2006, 7). Violence is conceptualized as a continuum of
actions (Kenway & Fitzclarence, 1997, 117) and as “a
multi-faceted construct that involves both criminal acts
and aggression” (Furlong & Morrison, 2000, 71). In our
understanding, school violence includes perpetrators,
victims of violence, the practice of violence as well as
witnessing it, physical and verbal violence such as ru-
mour spreading, verbal intimidation and threats, teasing,
name-calling and stereotyping (Eisenbraun, 2007, 461).
Interethnic violence is understood as violence based on
different ethnic, linguistic, religious, cultural and nati-
onal identities of pupils defined through the language
spoken at home. Interethnic violence refers to both the
violence of mainstream society’s pupils towards ethni-
cally different pupils as well as that of ethnical minoriti-
es towards pupils of from the mainstream. However, we
observed that pupils very often did not interpret specific
situations and actions as violent.

In scrutinizing interethnic violence, we included the
gendered dimension of violence, as well as sexual vio-
lence (Mills, 2001), “the fear of violence, both between
females and males and among females or among ma-
les” (Leach & Humphreys, 2007, 53), and specifically,
patterns of violent masculinity. In general, violence “is
widespread in schools, that most often such violence is
perpetrated by males and can thus be understood as a vi-
olent expression of certain types of masculinity”: Schools
are an arena in the “making of masculinities” (Kenway
& Fitzclarence, 1997, 118). Most of the research results
on interethnic violence at schools in the countries under
research — often drawn from large-scale studies such as
PISA or TIMSS? — focus on differences in the frequency
and forms of violence experienced between boys and
girls. However, this research did not elaborate on the
issue of unequal gender relations and their reproduction
in the school environment. Our article aims to shift the
focus. We will start from the idea of gendered patterns
of interethnic violence and want to interpret these diffe-
rences in frequency by looking at how violent dynamics
not only mirror gendered differences but how violence
is a means of constructing masculinity and femininity at
the intersection of ethnicity.

The article is based on the argument that pupils’
experience of interethnic violence is always gendered.
Therefore we focus less on the causes of violent beha-
viour, and more on the dynamic of violence, violence
as a process and practice of doing gender and on how
masculinity and femininity are performed, constructed,
stabilized and changed at the intersection with ethnici-

1 The article draws on research conducted in the frame of the project “Children’s Voices — Exploring Interethnic Violence and Children’s
Rights in the School Environment”. The project was funded by the European Union’s Fundamental Rights and Citizenship Programme.
The project’s aim was to identify the frequency, forms and factors of interethnic violence in the school environment.

2 For Austria see Bergmiiller and Wiesner, 2009; Strohmeier et al., 2012; Strohmeier and Spiel, 2012; Strohmeier and Spiel, 2007; Stefanek
et al., 2012; for England see Smith and Shu, 2000; for Slovenia Pavlovic et al., 2008
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ty. Hence, we discuss the different “options of action”
of pupils due to their gender (Bereswill, 2011, 18). This
perspective also allows us to go beyond the perspective
on female victims and male perpetrators (see also Leach
& Humphreys, 2007, 53) but to understand violence as
different practices of ‘doing femininity” and ‘doing ma-
sculinity’.

We used two different methods to collect our data,
namely a quantitative survey of pupils as well as a qua-
litative study. Each country team selected 16 possible
multicultural schools, which were attended by pupils of
different ethnic backgrounds. 3524 students in the age
groups 10-12 years and 17-18 years completed our que-
stionnaire: 1837 girls and 1664 boys.> The qualitative
study was conducted in four schools per country, com-
prising focus group discussion with about 9-16 pupils
per school (N=206; 100 boys and 106 girls) and intervi-
ews with two teachers per school (N= 40). Additional-
ly, we interviewed six to eight national experts in each
country (N=32).

The article has the following structure: We will first
present a brief state of the art and the theoretical con-
cepts we used to interpret our findings on (interethnic)
violence from a gendered perspective. The next secti-
on discusses the quantitative results of our study, ela-
borating on the differences between experiencing and
witnessing interethnic violence of boys and girls. Then
we will discuss these gender patterns with regard to
different options of action; that is as doing gender and
gendered stereotypes in frequencies of experiencing in-
terethnic violence. Finally we present examples of how
violent practices construct intersections of and reinforce
the unequal structures of gender and of ethnicity.

MASCULINITIES, FEMININITIES AND SCHOOL
VIOLENCE. STATE OF THE ART AND THEORETICAL
FOUNDATIONS

Previous research has suggested that minorities are
both primary victims as well as perpetrators of violence
— however, depending less on the number of minority
pupils but more on the “various types of racisms, clas-
sism, and sexism coming together” (Eisenbraun, 2007,
463). Studies on gendered violence in the school en-
vironment mainly focus on differences in the frequen-
cy of violent experiences between boys and girls. It is
no surprise that this research — like other large-scale
studies on gender violence — shows that boys enga-
ge in violence more often than girls (see for example
Bruneforth & Lassnigg, 2012, 92ff.). For instance, in
traditional forms of bullying as well as in the case of
cyber-bullying, boys are more likely bullied than girls
and more often bully others as well (Li, 2006, 4 and
9). However, to focus on the “quantitative imbalance”

(Meuser, 2002, 54, translation BS & EA) between female
and male violence alone turns out to be insufficient as
it reproduces the view of “boys’ and men’s acts of vio-
lence as either ‘boys will be boys’ behaviour or as the
[...] actions of a particular individual” (Mills, 2001, 65).
Such a perspective on frequency alone fails to discuss
the links between violent behaviour and gender relati-
ons (Meuser, 2002, 54 ff.; Dackweiler & Schafer, 2002,
9). Put differently: This perspective takes gender and
ethnicity as given and does not take into account how
both gender and ethnicity are constructed through and
in processes of violence.

It has been the challenge of feminist researchers to
show that hierarchical gender relations, an unequal gen-
der regime and the subordinate position of women in
Western societies give the power to use violence ma-
inly to men (Hagemann-White, 2002, 29f.). This rese-
arch further shows that hierarchical gender relations, as
well as the power to be violent, are socially constructed
although they tend to be naturalised (Mills, 2001). Hen-
ce, “hetero-social violence” (Meuser, 2002, translation,
BS & EA) is a way to reproduce unequal gender relations
and reinforce the dominance of men over women. Pier-
re Bourdieu (1998) describes this process of embodying
and accepting social gender hierarchies as symbolic vi-
olence. Furthermore, hierarchies between men (Meuser,
2002, 57; Connell, 1995) and hegemonic masculinity
are established on violent structures that exclude subor-
dinate masculinities. Hegemonic masculinity — with the
attribution of dominance over women and other men -
is the normalized or idealized masculinity. In contrast,
“emphasized femininity” — the normalized femininity
— is characterised by female subordination and the ac-
commodation of men’s needs (Mills, 2001, 20f; Connell,
1987, 183). Raewyn Connell (1995; 2002) points out
that a multiplicity of masculinities “come into existence
at particular times and places, and are subject to chan-
ge” (Connell, 1995, 185). Connell defines four “main
patterns of masculinity” (ibid. 77), namely hegemonic,
subordinate, complicity and marginalized masculinity —
patterns which are not static, but always fluid and con-
tested:

‘Hegemonic masculinity’ is not a fixed type, al-
ways and everywhere the same. It is, rather, the
masculinity that occupies the hegemonic position
in a given pattern of gender relations, a position
always contestable” (ibid. 76).

Connell’s concept of hegemonic masculinity does
not primarily focus on actors who practice hegemonic
masculinity but on their institutionalized gender prac-
tices, patterns and claims that enable the domination
of men over women. Thus, hegemonic masculinity is

3 The survey gave first insights into the five country samples and it was further used to identify important topics for the subsequent focus

group discussions and interviews.

263



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Birgit SAUER, Edma AJANOVIC: DOING MASCULINITY, DOING FEMININITY. INTERETHNIC VIOLENCE IN THE SCHOOL ENVIROMENT, 261-274

rather than determined by certain powerful individuals
defined by the characteristics they ‘ideally’ represent
— characteristics of hegemonic masculinities as being
strong and rational to name only a few — as well as
their “successful claim to authority” (ibid. 77). Hege-
monic masculinities do not only dominate women, but
also other ‘groups’ of men which either profit from the
hegemonic claims or are excluded from them: compli-
cit masculinity describes the ‘group’ of men who are
not able to live up to the pattern of hegemonic mascu-
linity but who profit from both, from hegemony over
men and from the subordination of women. Subordina-
te and marginalized masculinities, such as homosexu-
als or men of different ethnicities, are excluded from
power.

While hegemony does not require violence - to the
contrary, hegemony operates on the level of social prac-
tices and mutual recognition of authority and power —
physical violence is always seen as an “option of acti-
on” by men and boys, hence of masculinity (Bereswill,
2011, 11). And moreover, women and subordinate or
marginalized masculinities are excluded from the use of
(physical) violence. Also, violence is used to sustain the
gender order, which is based on hegemonic masculinity
(Connell, 1995, 185; 1987, 184). Hence, masculine vio-
lence is a system of social order and a “means to sustain
social order” (Meuser, 2002, 54, translation BS & EA).
Different practices or “signifiers” (Mills, 2001) connect
violence and power to dominant forms of masculinity
(Kenway & Fitzclarence, 1997, 119). Hegemonic ma-
sculinity is a “construction that defines violence” as a
“legitimate way to resolve conflict” (Kimmel & Mahler,
2003, 1440 and 1450).

When women or girls are violent, this is seen as a
discredit to their femininity, while being violent for boys
or men is viewed as a confirmation of their masculinity
(Kessler et al., 1985, 37). The link between masculinity
and violence is thus produced by the fact that women
are mostly excluded from violent behaviour. However,
violence is not only exclusive to men. Women and girls
are included in violent practices of doing masculinity:
Femininity is given a subordinate place in spaces of ma-
sculinity. Often — also as members of violent sub-cul-
tures — they serve as observers rather than as leaders of
violent situations (Meuser, 2002, 68 f.). Different forms
of masculinities involve particular versions of femininity
— the “compliance and service, subservience and self-
-sacrifice and constant accommodation to the needs and
desires of males.” (Kenway & Fitzclarence, 1997, 120)
Furthermore, if women or girls do participate in violent
situations ‘on the front’ and are able to gain social reco-
gnition through these practices, girls are still dominated
by men — especially by their partners (Bruhns, 2002,
192). Thus, men and boys are not perpetrators per se
and women not per se victims; neither masculinity and
violence nor femininity and victimization are natural-
ly correlated — they are gendered constructions, which

“serve to make violence the property of hegemonic ma-
sculinity” (Mills, 2001, 65).

Gendered power and violence are also evident in the
allocation of school space. Playgrounds or classrooms
are ‘controlled’ by boys rather than girls (Mills, 2001,
40 ff.). Furthermore, physical violence against girls and
sexual harassment are ways by which boys perform ma-
sculinity in schools.

The four signifiers of masculinity [...] sport, work,
power over women and power over other men,
are imbued with the spirit of violence. Wherever
one looks within institutional patterns of gender
relations shaping the current gender order, one
finds violence. [...] It is a violence that has filled
the public domain with a hegemonic masculine
presence, leaving little room for those who do not
fit the ‘norm’ [...] a violence that underpins We-
stern national political projects (ibid. 48).

Gendered practices allow men and boys to perform
institutionalized domination over women and other
men and these practices enforce the connection betwe-
en masculinity and violence. Sports, work, alcohol and
power over women and other men are the most impor-
tant signifiers and practices of masculinity (Mills, 2001,
22). In schools, especially sport and the use of power
over girls and other boys are important practices whi-
ch construct hegemonic masculinity and which connect
violence to masculinity (Peguero & Popp, 2011). Sports
activities such as football serve as:

a medium for the construction of a particular kind
of masculinity. It celebrates toughness and endu-
rance [...] and connects a sense of maleness with
a taste for violence and confrontation (Kessler et
al., 1985, 39).

Male dominance and relations of subordination are
“often worked out through the use of legitimate (sport)
and illegitimate (brawling, bashing) physical violence.”
This rests on “beliefs about the importance of aggressi-
ve and violent acts for gaining and maintaining status,
reputation and resources in the male group, to sustain
a sense of masculine identity” (Kenway & Fitzclaren-
ce, 1997, 122). Pupils who do not engage in sports but
rather practice debating or other non-violent games in
the school environment are often teased as ‘fat’ or ‘un-
healthy’. Sport further links violence to masculinised
bodies that are often perceived as machines or weapons
(Mills, 2001, 26 and 28). Moreover, experiences of vio-
lence, which are connected to school based practices,
intersect on the axes of gender, race and ethnicity. For
instance, while white American male pupils’ engage-
ment in sports leads to a decrease in their victimization,
the engagement of students of ethnic minorities in sports
leads to the opposite. Also girls” victimization — regar-
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dless of their ethnicity — declines if they engage in sports
(Peguero & Popp, 2011, 7). Furthermore, participation in
academic activities is risky for boys, regardless of their
ethnicity, and Asian-American girls in particular — once
again demonstrating the gendered and ethnic dimension
of school based activities (ibid.). Boys from racial and
class minorities are what Connell describes as “shock
troops” — those who do the “dirty work of patriarchy” by
subscribing to values of aggressive masculinity (Connell
after Kenway & Fitzclarence, 1997, 122).

Power over other men can also be expressed through
other competitive practices of gaining social recognition
and prestige. Men invest in these masculine games in or-
der to prove their masculinity (Bourdieu, 1998, 93f.). At
school, boys engage in these games on the playground
or the school corridors (Mills, 2001, 23; Meuser, 2002,
65 ff.). “Homo-social violence” (Meuser, 2002, transla-
tion BS & EA) is further exercised over men or boys due
to their ethnic background, race, social status or sexual
orientation. This form of power and violence is rather
connected to dominance than competition (Mills, 2001,
23; Meuser, 2002, 65ff.). Hence, interethnic violence
constructs hegemonic and marginal or subordinate ma-
sculinities.

GENDER DIFFERENCES IN EXPERIENCING AND
WITNESSING INTERETHNIC VIOLENCE

This section presents our findings on the gendered
frequency of experiencing and witnessing interethnic
violence. In general, our research shows that intereth-
nic violence is not frequent in multi-ethnic schools and
ethnic or national differences are rarely causes of school
violence. However, like previous studies focussing on
violence in general, we found similar patterns with re-

spect to gender and violence: Interethnic violence in
school environments is also gendered. While the figures
for those who have never observed violent situations are
similar between the two genders (44.9 % boys and 44 %
girls) a larger proportion of boys (14-18.5 %) answered
that they observe verbal forms of interethnic violence
such as teasing and talking behind their back due to eth-
nic background ‘often or very often’ compared to 12-14
% of girls. Also, we found gender differences in obser-
ving that pupils were ignored because of their ethnic
background: While 18.8 % of the boys observed this
form of psychological aggression ‘often or very often’,
only 14.7 % of the girls said so, while a higher percenta-
ge of girls (38.3 %) answered ‘sometimes’ compared to
only 34.9 % of boys.

This gender pattern is even more evident in physical
forms of interethnic violence, although gender differen-
ce was not significant in every given situation. 75.3% of
girls in our sample stated to have never observed that
pupils hit or spit at other pupils because of their ethnic
background, while 69 % of boys in our sample indica-
ted so. A higher percentage of boys (10.7 % compared
to 6.2 % of girls) witnessed such situations ‘often or very
often’. Also, a lower percentage of girls (20.3 %) than
boys (27.2 %) indicated that they ‘sometimes’ or ‘often
or very often” witnessed pupils destroying a classmate’s
property because of their ethnic background.

Our results show that both boys and girls have experi-
enced interethnic violence as offenders as well as victims,
although it is a rather small percentage compared to those
who witnessed violence. In accordance with other stu-
dies (e.g. Eisenbraun, 2007, 463), boys were more often
victims of verbal violence than girls in our sample. While
20.2 % of boys claimed that peers insulted or teased them
because of their ethnic background, only 14.1 % of the
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Figure 1: “Have you ever treated anyone badly because of his/her ethnic background?”
Slika 1: “Ali si kdaj grdo ravnal z nekom zaradi njegove/njene etnicne pripadnosti?”
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Figure 2: Victims of interethnic violence
Slika 2: Zrtve medetnicnega nasilja

girls said they experienced the same. Similarly, while 6
% of boys said that ‘other pupils talk behind my back
because of my ethnic background’ ‘often or very often’,
only 3 % of girls say that this happened to them. Regar-
ding the experiences of physical forms of violence such
as being hit or spit at, a higher share of boys (4 %) than
of girls (1 %) stated to experience it ‘often or very often’.
6.3 % of boys said they experience this form of violence
sometimes, compared to 4 % of girls. Furthermore, while
8 % of boys indicated that others destroy their property
‘sometimes, often or very often’, 5.4 % of girls experien-
ced this form of aggression.

Our sample shows gender differences with respect
to offenders as well: More boys than girls have (at least)
once treated someone badly because of his or her ethnic
background. While 10.2 % of the overall male sample
had treated somebody badly, only 2.9 % of the girls did
so. Figure 1 (below) shows the country-sub-sample re-
sults for this question.

We further asked pupils whether boys or rather girls
are victims of the above-discussed forms of interethnic
violence. The majority of boys and girls see both gen-
ders equally as victims of situations of verbal or physical
violence (see figure 2). Our sample shows a slightly gen-
dered pattern in perceiving victims of violent behaviour:
In general girls more often see girls as victims of violent
behaviour than boys, while boys see boys as victims of
interethnic violence much more often than girls.

Responses to the question “who usually does the-
se things” reveal more similarities between the groups.

Between 44 % and 60 % of boys and girls indicated
that both boys and girls usually engage in interethnic
violence as offenders (Figure 3). While the majority of
boys and girls in Austria, Cyprus and Slovenia agree that
boys are usually the offenders, the majority of pupils in
England and Italy see both boys and girls as offenders
in interethnic violence situations (see Figure 3). Only
between 2.2 % and 7 % of pupils of our sample think
that girls are usually the offenders in the aforementioned
interethnic violent situations.

Those pupils who indicated that they were victims
of interethnic violence were further asked to share their
reactions to such experiences. As illustrated in Figure 4,
a correlation between the reactions to experienced in-
terethnic violence and gender is evident. A significantly
higher percentage of boys than girls stated they ‘fought
back or did the same to the bully’. The predominant an-
swers of boys in all countries of our sample — except for
Slovenia — were ‘I fight back’ which 35 % of the overall
male sample answered or ‘I do the same to the bully’
which was stated by 15 % of the boys. The girls’ sample
response was more differentiated: Similar to boys, a high
percentage of girls (19 %) responded ‘I fight back’ (sub-
-sample figures between 18.5 % in Slovenia and 24.9
% in Italy) in most of the country samples, while 14 %
of girls answered ‘I put up with it’ (between 12.3 % in
Cyprus and 21.9 % in Austria). Furthermore, a higher
share of girls than boys — except for Italian pupils - sta-
ted to ‘ask for help” in such situations (12 % of girls com-
pared to 8 % of boys in the overall sample).
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Our results show the well-known patterns on gen-
der differences in frequency of boys being victims of,
or have more fear of becoming a victim of violence
more often than girls (Eisenbraun, 2007, 461). Similar to
previous studies on gendered school violence, our stu-
dy shows that boys are also more often perpetrators of
physical as well as verbal violence (Furlong & Morrison,
2000; Cornell & Loper, 1998). However, compared to
studies on general school violence, gender differences
are rather small in witnessing and experiencing intereth-
nic violence as well as being victims or perpetrators of
interethnic violence.

The following section will go deeper into the gen-
dered dynamics of interethnic violence and will carve
out the options of action girls and boys seem to have
towards (interethnic) violence and hence, the methods
of doing masculinity and femininity. In interpreting our
qualitative data, we contend that these different options
of agency in violent situations not only mirror the sex
of pupils, but are ways of performing gender difference,
and doing masculinities and femininities at the intersec-
tion with ethnicity — that is how gender is constructed
with regard to interethnic stereotyping.

DOING MASCULINITIES, DOING FEMININITIES
IN SCHOOL

Our focus group discussions and interviews with te-
achers revealed that the ethnicity, nationality or religion
of a child do not necessarily determine or cause vio-

lence in the school environment. Rather, pupils refer to
these categories — as they refer to bodily characteristics
— to verbally hurt someone in situations where violence
has already occurred. One of the teachers stated that
violence is not caused by ethnicity but that it is rather a
way of expressing masculinity:

In my opinion, the reason why you have intereth-
nic violence within schools [...] is not because the
individual boys or girls, but it is predominantly
boys, is not because they look at each other and
say you are Muslim and | am Indian I’'m going to
hit you. It’s because they are boys and they’ve
had an argument over something. [...] It’s rooted
because they’re boys and they’ve not received
guidance from home. (Educational professional,
England)

Pupils are also aware of gender violence; they con-
struct gender differences and reproduce gender stereo-
types in describing school violence:

That’s how it is with boys, they fight, and girls,
girls are just insulting. (Girl, 10, Slovenia)

Pupils furthermore reported that boys more often use
physical violence — be it ‘just for fun’ or ‘serious figh-
ting’. Male pupils, especially in the sub-sample of 10-12
year olds, reported to fight ‘just for fun’. They perceive
fights as a game, as something acceptable to do.
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Figure 4: How do you react when you have been treated badly?

Slika 4: Kako si se odzval/a, ko so s teboj grdo ravnali?

We fight but only for fun, [...] and nobody gets
hurt. And we don't fight because of religion, cul-
ture but when it comes to a dispute then pupils
insult each other with such insulting words. (Boy,
11, Austria)

Our analysis revealed that especially physical vio-
lence seems to be an ‘option” only for boys. This mi-
ght be related to adolescence, a “brutalizing” period
(Li, 2006, 5): Performing masculinity through violence
is a function of moving “from childhood to adulthood”
in a situation where “status and identity are uncertain
and when inter-male violence is pronounced in the con-
text of growing sexual interest (Kenway & Fitzclarence,
1997, 123).

Nevertheless, girls were also identified as partici-
pants in violent actions — not only as victims of violen-
ce but also as perpetrators in the game of hegemonic
masculinity and compliant femininity. While girls very
rarely indicated that they engage physically in violent
situations, they do often act as observers or supporters
when the boys fight — girls build the audience of the
male pupils’ game. Boys and girls, as well as teachers
and school personnel do not link physical violence with
femininity.

G. [m] and M. [m] arranged a fight in front of the
school because they cannot fight in class, and all
the boys and girls watched and also insulted G.
(Girl, 11, Austria)

Also in our sample, pupils as well as teachers report
that girls are involved in interethnic physical violence.
These incidences are interpreted as fights for recognition
within a heterosexual matrix:

It’s interesting, that recently we had some fights

among girls. A fight breaks out between two girls;

mostly it happens because of a boyfriend. (Head-
master, Slovenia)

Moreover, when girls fight physically, it is perceived
as something not socially accepted, something which
‘the other’ girls do.

They [girls of other ethnic backgrounds] mainly
fight because of dudes. (Boy, 17, Slovenia)

While boys’ violence is seen as somehow ‘natural’
behaviour, girls’ fights are seen as ‘deviant’, something
which is ‘interesting to observe’ and in the case of the
Slovenian boy, attributed to ‘the other’ — girls of other eth-
nic backgrounds — not to ‘Slovenian girls’. Thus, also in
the school environment, certain perceptions of femininity
and masculinity are adopted and schools are spaces whe-
re certain images are reproduced, also by viewing and as-
sessing boys’ and girls” violence differently. Violence and
the perception of aggressive behaviour within the school
context can be understood as doing gender since it seems
to be linked to certain performances of masculinity. But
violence is moreover a means to reproduce a heterosexu-
al matrix as well as the ethnic “Other”.
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However, we also found transgressive behaviour: In
the Austrian focus group, one of the girls claimed the
right to physical violence when she was sexually at-
tacked:

My friend and I are being touched by some boys
and then | hit them. But otherwise | feel good at
school. The girls are nice, and some boys too.
(Girl, 11, Austria)

A situation in which interethnic violence occurs can
be caused by a lost football match for instance, which
then provokes violent verbal practices, here others are
insulted by referring to their ethnic or religious diffe-
rences. Thus, interethnic violence must be contextuali-
sed within the dynamics of violence. Additionally, the
dynamics of violence involve certain ‘masculinised’
and ‘feminised’ practices and activities in the school
environment such as sports. Sports are a highly gende-
red arena and an arena of physical and verbal violen-
ce at the same time. Teachers and pupils in our study
link (interethnic) violence to sports activities. This was,
for instance, especially evident in one Austrian focus
group where pupils and teachers described that fights
— including verbal insults on the grounds of ethnicity or
nationality — occur after football matches during Physi-
cal Education (PE). This seems to be a boys’ issue. In
Austria, pupils reported that following PE, boys — main-
ly from former Yugoslavia — fought with each other by
referring to the wars in that region and their different
ethnic identities.

This happens only among boys, mainly when
they have sports [...] it happens when they have
sports, and after that they fight in the class and
insult each other. (Girl, 12, Austria)

As emotions are also transferred from the football fi-
eld into the classroom, girls who were originally not in-
volved also become participants. Female pupils — girls
and boys are taught PE separately in Austria — would
only get involved in the dispute after all pupils come
together in the classroom again. The conflict would
spread as other boys and girls would take sides for one
nationality or ethnic identity and support the groups
verbally.

This conflict [verbal insults on ethnic grounds of
two groups of pupils] happens every three months
I would say and always when they play football.
[It] is a boy’s issue when it gets brutal but the girls
are not innocent because they also are taking one
side before it gets brutal. (Teacher, Austria)

In England and lItaly, similar situations linked the
emotions following sports events were identified betwe-
en boys.

Most of the fights start when there’s like a compe-
tition, like in a football game when like [...]
Football’s the biggest problem. [...] Yeah becau-
se they start kicking and chanting. And then they
talk about their religion and background and it
goes up. That’s when it all starts. (Girl, primary
school, England)

Yes, but it can also occur when the Serbian team
won and the ltalian team lost the game. Then in
class acts of violence, that weren’t there before be-
tween the kids, are unleashed. [...] Mohammed,
for example, shares the desk with Ivan. But after
having watched something on television, they
come back as two boys who feel to belong to dit-
ferent and opposing nationalities. (Teacher, Italy)

From the focus group discussions and interviews it is
evident that sports activities are able to unleash certain
emotions and can be a trigger for interethnic violence
between boys. Sports activities can be perceived as acti-
vities where ethicised masculinities compete with each
other. Hence, certain masculinities are able to claim
space for their issues or disputes and thereby determine
the class culture and claim power over other boys and
girls.

Another way of exercising power over others is to
shape the image of ‘masculine’ and ‘feminine’ bodily
practices. Sports activities or being athletic is perceived
as being ‘cool’. Those who do not engage in sports are
not accepted and exposed to (verbal) victimization be-
cause of this.

G [m] and | [m] are both fat but G will be insulted
more than | they always are angry but they do
nothing about to get thinner, they don’t make any
sports eat unhealthy and the others insult them
and | think this is ok, because they don’t want to
get thinner.” (Boy, 11, Austria)

On the other hand, girls are verbally attacked due to
their gender if they do not accept gender norms:

He made fun of a little girl who was in his group tel-
ling her she was a tomboy; insulting her saying that she
wasn't truly part of our community because being a fe-
male she liked male games. (Pupil, primary school, Italy)

Furthermore, schools are places where power over
girls and women is also demonstrated through sexual
violence. Sexual harassment is an option of aggressive
behaviour only for boys — and a way to challenge hierar-
chical school settings:

As a female teacher you also have to be strong,
when young boys say things like ‘Oh Miss you
look beautiful today, do I get an A now?’ That’s
too much for me although I have a good relation-
ship with my pupils.” (Teacher, Austria)
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There are huge problems in my class of 13-14
old pupils. There are problems between boys and
girls, teachers and pupils and among boys. They
use ethnic insults or call the girls *bitch, slut’ Au-
strian and Asian girls are mainly being insulted.
(Teacher, Austria)

In conclusion: Within the school environment,
‘accepted” masculinities and femininities are construc-
ted by framing ‘accepted’ and ‘non-accepted’ practices
and bodies through verbal and physical violence by
engaging in certain activities and not in others, and by
(verbally) victimizing certain groups on grounds of their
gender and ethnic or national identities. As a result, in-
terethnic violence cannot solely be understood as be-
ing caused by different ethnic or national identities of
children who happen to share a classroom or school.
Rather, it evolves out of different ‘logics” where gender
identity and construction is often one of them.

INTERSECTIONS — GENDERED STEREOTYPES

Interethnic violence — although often not caused by
the ethnicity, nationality or religion of a child — does
refer to certain ethnic, national or religious stereotypes.
Our focus group discussions and interviews with pupils,
teachers and experts revealed that these prejudices are
also gendered as they are linked to certain assumptions
about the ‘female’ and ‘male’ body or practices. The
following section discusses this issue by presenting two
cases from our sample.

‘MUSLIM GIRLS' — THE HEADSCARF ISSUE

As public institutions, schools were in the spotlight
of the debates on whether the veiling practices of fema-
le pupils and teachers should be approved or not (Ro-
senberger & Sauer, 2012).* Our study revealed that the
headscarf played a central role in girls’ experience of in-
terethnic stereotyping. Girls who reported to have been
insulted on the grounds of their ethnicity, nationality or
religion were often Muslim girls wearing a headscarf.

But this is weird isn't it? Because when we go
to their country, women have to clothe and wear
headscarves; here they can just walk around in
headscarves, can’t they?

I: Mhm, do you think this is not right?

No, because if they come here, they should get
used to our customs (Boy, 17, Slovenia)

Although our overall results show that schools are
places where pupils learn to deal with multiple cultures
and where prejudices seem to be dismantled, resent-
ments towards certain (religious) practices are also pres-

ent in the school environment (Sauer & Ajanovic, 2012;
Sedmak & Medari¢, 2012, 12). Girls who stated to have
experienced interethnic violence in the school environ-
ment mentioned to do so most often within the context
of their veiling practices. Hence, mainly Muslim girls
reported experiencing direct insults in reference to their
ethnicity, nationality or religion.

Because | wear a headscarf in year five, one of the
teachers they said to me oh you have to take it off
or you're not doing PE but | won't take it off so |
ended up sitting out.

I: Was that a school rule or something?

No it wasn’t a school rule. No. Miss just made it
up. [...] Because with school you're allowed to
wear your culture. (Girl, primary school, England)

The headscarf is not only negotiated from a religious
dimension but a gendered dimension as well. As it ad-
dresses ‘the female body’ and, moreover, as it links both
the absence and the presence of this particular religious
practice to images often attributed to ‘femininity’, name-
ly ‘victims’ or ‘sinners’, the power relations behind these
negotiations are evident: Girls’ and women’s practices
are evaluated from an androcentric perspective, which
in this case, is applied both by their male schoolmates
and female teachers.

| see that some of our Turkish boys have a negati-
ve opinion towards women and often say that if a
woman does not wear a headscarf she is a whore.
And | mean, | don’t wear one and for some it’s
obviously difficult to respect me because of this.
(Teacher, Austria)

In the following section we will discuss that while
girls in our sample were confronted with gendered stere-
otypes on their religious practices, a particular group of
boys was confronted with gendered images prescribed
to their ethnic or regional back-ground.

‘SOUTHERN BOYS’ — COOL AND DANGEROUS

Male pupils who migrated to Italy and Slovenia from
southern Ex-Yugoslavian or the Balkan countries are also
confronted with gendered stereotypes. These boys are
commonly referred to as ‘southerners’, (Slovenian: ‘ce-
fur’ or ‘bosanac’), expressions which again are linked to
certain (bodily) attributes and performances. These boys
are seen as aggressive, physically strong and therefore as
exerting a different from of masculinity.

Typical appearance of »Cefur« is supposed to be
a tracksuit, and, and, and.... And this little bag ...
and sunglasses, and this shining hairstyle, and a

4 For the debates in Austria see Hadj-Abdou et al., 2012, 134 f. and in UK Andreassen et al., 2012, 174 f.
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necklace, a metal jewellery chain. This is typical
(Girls, 16-17, Slovenia)

Bosanci are more, well, pesky, and they well,
compete with others. (Girl, 10, Slovenia)

[Tlhen they compete, if the southerners will get
more girls, cuz them nerds can study all they
want, but we’ll take their girlfriends in the me-
antime. In here, there’s more fun, it ain’t terri-
ble, but definitely interesting. This is how they’re
sending a message that the Slovenian boys are
clumsy, that they’re a bit more like »yodel yodel«
and make Austrian jokes. »We're, like, hotshots,
we rule in football...« In this sense ... not like,
I even find it sweet sometimes, it’s not rough or
anything. (School counsellor, Slovenia)

This type of masculinity is thus connected to violen-
ce and feeds into the construction of dangerous mascu-
linity.

People think that all Serbs and Albanians are dan-
gerous people walking armed with knives. (Boy,
19, Italy)

I do not think so [media influence attitude to-
wards nationalities]. To a certain extent it is their
responsibility. Because they are a bit more aggres-
sive, but that’s just the way they are. (Boy, 17,
Slovenia)

[l noticed [...] that [...] migrants from the for-
mer Yugoslavia, that these boys are very popular
among Slovenian boys, which we can see from
the fact that Slovenian boys are trying to copy
their speech, behaviour, their coolness, even style
— that famous blue sweatshirt with a white line,
their music is also popular. (NGO representative,
Slovenia)

‘Southerners’ are perceived as show-offs, as those who
always appear in groups — which makes them more ‘dan-
gerous’ — but also as those who are cool, who know how
to deal with girls. They are seen as physically strong, as
heterosexual and as embodied marginalized masculinity.
Again, it is evident that masculinised attributes and prac-
tices are linked to these boys. What is further interesting is
that their ‘attitude’ is hated on the one hand yet admired
on the other. A certain contrast — the one who is dange-
rous but also knows how to perform his masculinity —
becomes apparent in this case again. Violence is also the
practice of competition between different masculinities
based on interethnic stereotyping.

Boys and girls are confronted with different stereo-
types — either in reference to ethnicity, religion or regi-
onal background. Moreover, these stereotypes refer to

271

accepted ‘male’ and ‘female’ bodies, practices and cha-
racteristics. Through violent and aggressive behaviour,
‘accepted’ femininity and especially an accepted ‘fema-
le body’ are negotiated while on the other hand, male
agency is reconstructed and negotiated — even within
structures of inequality between men. Hence, violence
helps to draw borders between different masculinities.

CONCLUSIONS

Our research shows that boys” and girls” experiences
with regard to frequency and forms of interethnic vic-
timization differ. The quantitative results indicate that
boys in all five-country samples are more often engaged
in these situations — especially when it comes to physi-
cal violence. Furthermore, (interethnic) violent practices
can be understood as a way of performing masculinity:
Girls are not given the option to use physical violence.
Their participation in such situations is perceived as ‘de-
viant’, while boys’ engagement in such is often seen as
‘normal boys’ behaviour’ and girls are attributed the role
of spectator of male activities. Hence, a binary gender
order is reconstructed through violence.

Our findings suggest to “reconsider the female/vic-
tim - male/villain dichotomy” (Leach & Humphreys,
2007, 61). However, gender and ethnicity are interlin-
ked and intersecting — they are co-constructed in violent
practices: If girls are physically violent they are seen as
‘the other” — those of another ethnic background. Mo-
reover, our analysis discussed different practices and
performances that help to ‘do masculinity” in the school
environment and which are also linked to violence - as
a male activity for instance, sports can be a trigger for
interethnic violent situations. To sum up, these activi-
ties are competitive practices among boys, the exerti-
on of power over other boys due to their ‘non-athletic
physique’ or their different ethnic background. Moreo-
ver, these practices are also a form of power over girls
that is exerted in different subtle and direct ways: such
as by exclusion from certain practices or games — perce-
ived as ‘male games’ — and by sexist comments or even
harassment.

Finally, we discussed cases of gendered stereotyping
and demonstrated how ethnic, national or religious pre-
judices are connected to the ‘female’ and ‘male’ bodies
and gendered practices. They can be understood as a
means by which different masculinities and femininities
compete, while revealing unequal gender relations thro-
ugh negotiating ‘accepted’ and ‘non-accepted’ female
and male practices. While violence is a way of doing
masculinity and femininity at schools, schools are also
an environment where violence, as well as gendered
stereotypes, might be overcome.
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POVZETEK

Prispevek obravnava spolno dimenzijo medetni¢nega nasilja v Solskem okolju. Preko predstavitve empiri¢nih
rezultatov iz Avstrije, s Cipra, iz Angljie, Italije in Slovenije prikaze razlike med fanti in dekleti pri izkusnjah nasilnih
praks v solah in obravnava (medetni¢no) nasilje kot prakso “ustvarjanja spola”. Z razpravo rezultatov prikazujemo,
kako se moskost in Zenskost oblikujeta v Solskem okolju preko nasilja in drugih praks in kako sta konstruirana na
intersekciji etnicnosti in etnicnih stereotipov. Kvantitativna in kvalitativna raziskava, izvedeni med ucenci in dijaki,
starimi 10-11 in 17-18 let, kaZeta na razlike v izkusnjah z vikimizacijo in zaznavami nasilnih praks: fantje so pogo-
steje vkljuceni v fizi¢no nasilje. To lahko pojasnimo z dejstvom, da je fantom, bolj kot dekletom, dodeljena tovrstna
“moznost delovanja”. Sodelovanje deklet pri nasilnih dejanjih je — tudi v Solskem okolju — oznaceno kot “deviantno’,
zaradi Cesar lahko fantje ustvarjajo moskost z nasilnimi praksami, medtem ko dekleta tega ne morejo. Vendar to ne
pomeni, da dekleta v tovrstne prakse niso vklju¢ena. So, vendar jim je obicajno dodeljena vioga “opazovalke” ali
“podpornice”. Rezultati kaZzejo tudi, da medetni¢no nasilje med drugim sproZijo predstave “ustvarjanja moskosti’,
kot na primer sport. Te prakse ne le vodijo k tekmovanju in vcasih nasilju, temvec tudi izkljucujejo — na eni strani de-
kleta iz “moskih iger” in na drugi strani tudi fante, ki na primer zaradi svojega telesnega videza ali etni¢nosti ne sodijo
v koncept “hegemoni¢ne moskosti”. Ustvarjanje moskosti ne vkljucuje le moske dominacije nad dekleti, temve¢ tudi
tekmovalnost med razli¢nimi “moskostmi”. Podobno velja za prakse ustvarjanja “Zenskosti”, kjer razli¢ne “Zenskosti”
tekmujejo med seboj. Slednje — razlicne moskosti in Zenskosti — so dalje razvidne iz dejstva, da so etni¢ni, narodno-
stni ali religiozni predsodki povezani z “Zenskimi” in “moskimi” telesi in spolnimi praksami. Ko gledamo na etni¢ne
stereotipe kot povezane s spolom, pokaZzemo na enega od nacinov, kako izpogajanje “sprejetih” in “nesprejetih”
Zenskih in moskih praks in teles deluje v solskem okolju.

Klju¢ne besede: medetni¢no nasilje, spol, ustvarjanje moskosti, ustvarjanje zenskosti.
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SUMMARY

The aim of the article is to examine the effects of age in the way adolescents experience and report interethnic
relations with emphasis on interethnic violence in the school environment. The methodology followed a two-stage
sequential mode combining qualitative and quantitative approaches. This mixed method mode started with a survey
which was contacted using a common questionnaire in England, Slovenia, Italy, Austria and Cyprus followed by
group interviews with students aged 11-12 and 17-18. The survey data were analyzed with the help of statistical
tests in order to reveal differences between the way the two age groups have responded to the survey questionnaire.
More in-depth comparative analysis was carried out with the interview transcripts of the two age groups. There were
differences in the way the two age groups have responded in the survey on interethnic violence but these were fre-
quently small and do not signify major shifts in the way younger and older adolescents deal with issues of interethnic
violence. More visible differences could be observed in the way the two age groups articulated their positions during
the interviews.

Keywords: interethnic violence, adolescence, European integration, multiculturalism

L'INFLUENZA DELL'ETA SUGLI ADOLESCENTI CHE ESPERISCONO EPISODI
DI VIOLENZA INTERETNICA: L'ESPERIENZA DEI CINQUE PAESI
DI CHIDREN’S VOICES

SINTESI

Lo scopo di questo paper é quello di analizzare come [’eta influisce sul comportamento degli adolescenti che
esperiscono episodi di violenza interetnica, con particolare riferimento a quanto accade nei contesti scolastici.

Lo studio e stato condotto attraverso 'uso combinato di una metodologia quantitativa e qualitativa. Sono stati
analizzati i risultati di un questionario quantitativo somministrato in Austria, Italia, Inghilterra, Slovenia e Cipro a
due gruppi di studenti dell’eta di 11-12 anni e 17-18 anni. l'analisi statistica dei dati quantitativi ha consentito di
approfondire le differenze che intercorrono tra i singoli gruppi intervistati. Tali risultati sono stati approfonditi grazie
al materiale raccolto dall’esplorazione qualitativa che ha previsto una serie di interviste e focus groups con i ragazzi
interessati dalla ricerca. Sono state evidenziate delle differenze nelle risposte date dai due gruppi di intervistati. Non
vengono tuttavia riscontrate notevoli discrepanze tra i bambini e i ragazzi pit adulti rispetto al tema della violen-
za interetnica. Maggiori differenze, al contrario, vengono evidenziate nel modo in cui i bambini e i ragazzi hanno
espresso le loro posizioni durante le interviste.

Parole chiave: violenza interetnica, adolescenza, integrazione europea, multiculturalismo
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INTRODUCTION

The way adolescents experience and report a vari-
ety of issues relating to their everyday life is usually the
product of the social contexts within which they are so-
cialized and to the developmental stage they are in the
formation of their identities. Consequently, this affects
the way they develop ideas about themselves and oth-
ers. Through the process of transition from childhood
to adolescence and to adulthood individuals internalize
values and norms which become an integral part of their
personalities and social identities. Two key moments
in this process is the beginning of adolescence when
children experience rapid cognitive and identity devel-
opment and the end of adolescence when this process
more or less come to an end. This was in fact the ration-
ale behind the strategy that was adopted in a EU funded
project titled: “Children’s voices: Exploring Interethnic
violence in the school environment” which investigated
issues of interethnic relations in the school environment
at the two aforementioned key transition points in the
lives of young individuals; namely at the age of 11-12
(primary schools) and at the age of 17-18 (secondary
schools). This investigation was carried out in five quite
diverse European contexts (Slovenia, England, Cyprus,
Italy and Austria). Thus this paper investigates differenc-
es and similarities that may be observed in the way pri-
mary and secondary school students responded to vari-
ous issues relating to interethnic relations in schools and
particularly to violence. Importantly, the investigation,
as will be examined in detail below, adopted a mixed
method mode combining a quantitative and qualitative
approach in order to get both a macro and a micro-level
perspective of the issue of interethnic violence so as to
have a multi-faceted understanding of the relevant fac-
tors involved. Even though the study was conducted
in five different European contexts where the issue of
interethnic violence takes distinct perspectives in this
paper we often treat the sample as a unified sum. This
is because social context differences are examined in
other publications (i.e. Medari¢ & Sedmak, 2012). On
a number of variables, however, country data are also
presented.

The paper starts with a brief overview about the issue
of interethnic relations in multicultural school environ-
ments which can potentially create grounds and con-
ditions for interethnic violence. Importantly, however,
we shall examine the socio-psychological process of
individuals transition from childhood to adulthood and
we will examine how this process may affect the way
young individuals perceive and report relations with
Others possibly as a way with which they try establish
their own social and ethnicity identity. In this process

a major issue will be whether the contemporary multi-
cultural structures and rhetoric adopted in most Euro-
pean societies has been internalized by the youth in
all societies. Next, the paper will present the rationale
for adopting a mixed method approach in a research
project that set out to investigate interethnic violence
in schools at different levels. We will focus on the find-
ings that relate to a survey and focus group interviews
with students in all five countries that participated in this
project'. The paper will conclude with a discussion on
what these findings tell us about the prospects of ethnic
co-existence in a social and cultural environment that
while it keeps changing in a post-modern reality its mul-
ticultural character will be its most unique facet in the
next few decades.

THEORETICAL FRAMEWORK

Multiculturalism and interethnic relations
in education in Europe

In recent times, Europe witnesses wide sociopoliti-
cal and demographic changes as a result of increasing
migration and transnationalism which have also an im-
pact on interethnic relations and social cohesion. One
of the consequences of these demographic changes has
been the creation of the notion of multicultural societies
and the need of education to respond to this new real-
ity. While this was particularly true for many European
societies for much of the past two or three decades, re-
cently, and possibly as an indirect consequence of the
global economic crisis, the political goal of cultivating
multicultural policies has suffered significant blows by
an emerging changing attitude towards multiculturalism
exemplified by the realization of many European lead-
ers (such as German Chancellor Merkel) that the mul-
ticulturalism project has in fact been unsuccessful in
Europe?. This realization could likely point in the near
future to shifts in national policies and specifically in
changes in the direction of educational policies away
from the goal of multiculturalism. The way multicultur-
alism changed the face of European societies had in-
evitable effects on the way education systems operate.
Below we make a brief reference to several studies that
looked into this issue.

In a book edited nearly a decade ago, Smith (2003)
brings together a collection of studies that point to the
fact that the increase in the number of students from
immigrant groups in schools could potentially lead to
racial tensions in some countries. When migrant groups
are targeted due to unrelated to education reasons (i.e.
economic crisis, unemployment or crime) this may pro-
duce adverse effects on the well-being of young indi-

1 It has to be noted that the qualitative phase of the project included a number of other groups that were investigated such as teachers,

head teachers, administrators, experts etc.

2 Merkel says German multicultural society has failed, 17 October 2010 http://www.bbc.co.uk/news/world-europe-11559451
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viduals from migrant or ethnic minority backgrounds.
Ethnic minority and immigrant children can experience
racial harassment as young people themselves may
bring different expectations and experiences of depriva-
tion and frustration into the school.

The problem of inter-ethnic relations in schools was
the focus of a 2004 project led by the Italian Centre for
Research in Social Affairs with partners in Spain, Ger-
many and Latvia (cited in Smith 2004). The partners
aimed to identify and analyse examples of good prac-
tice in dealing with inter-ethnic conflict labeled as ‘in-
ter-cultural’ in secondary schools. They found that when
young people of migrant background are involved in
school violence, it is often assumed that cultural iden-
tity is the cause of the conflict. Because the young peo-
ple concerned have often experienced exclusion and
discrimination, they expect and so emphasise cultural
differences and attribute the conflict to them. In reality,
the analysis found that the reasons for conflict among
adolescents in school do not markedly differ when the
protagonists include migrant children.

Interethnic relations in schools could be the product
of wider social conditions in a country. Danesh (2008)
reports the experiences of a program in post-civil war
Bosnia and Herzegovina (from 1992-1995). She de-
scribes how the concept of the culture of healing has
developed and implemented in 112 primary and sec-
ondary schools. The participants in this large undertak-
ing were tens of thousands of students, teachers, staff,
and parents/guardians from all three main ethnic popu-
lations—Bosniak (Muslims), Croat (Catholic), and Serb
(Orthodox Christianity)—who experienced tragic events
from 1992-1995. During an Education for Peace pro-
gram, the process of creating a culture of healing within
and among the participating schools involved a period
of intense questioning and listening whereby students,
teachers, school administrators, support staff, and some
parents asked questions that revealed their actual state
of mind and heart. Within the Balkan context inter-eth-
nic violence appears to be the result of inter-ethic an-
tagonisms and historic bitterness between ethnic groups
after the dissolution of the Federal State of Yugoslavia.
In this case language appears to play a major part as to
whether it could become a divisive or connecting is-
sue. In the case of FYR of Macedonia for example, the
recognition of the Albanian minority language in higher
education appeared to sooth tensions according to Cza-
plinski (2008). Similarly in an equally divided society
and slightly at the margins of the European context but
interesting in this framework nonetheless, Israel, in-
terethnic relations present many challenges especially
in education. Among other highly sensitive issues, the
product of a long history of war, the issue of language
and of alternative historic narratives of similar events,
keeps the two historically conflicting communities (Jews
and Palestinians) in a state of protracted conflict (Beker-
man & Horenczyk, 2004).

In Greece as Kontogiannopoulou-Polydorides (2010)
reports that despite the fact that Albanian migrants
have for at least two decades been part of the Greek
society and the majority of them have integrated well
in the society there is still a lot of political resistance
and animosity towards them. This hostility which has
grown recently as a consequence of the economic cri-
sis in Greece is frequently carried within schools. This
attitude as an expression of symbolic violence towards
Albanian youth is evident when many Greeks refuse to
accept high achieving Albanian youth in Greek schools
to act as flag bearers during national days. This symbolic
violence has serious negative effects in the schooling of
Albanian youth and acts as a negative example for other
ethnic and migrant groups.

Lastly, an issue that currently is a source of difficult
interethnic relations in schools is one which related to
religious background and refers to Islamophobia. Ac-
cording to a survey carried out in 2006 in the UK by the
Department for Education and Skills (DfES) across four
different age groups, almost all pupils of minority ethnic
background had been verbally abused because of their
ethnicity (DfES 2006). The same report made reference to
Islamophobia as a form of bullying. The increased Islam-
ophobia in schools was a direct consequence of the ter-
rorist attacks of 11 September 2001 in New York (Crozier
and Davies, 2008; Shain, 2011). Likewise, Smith and Shu
(2000) found only 14 per cent of the sample of primary
and secondary school pupils in England responded that
they had experienced racial name-calling. Institutional
racism towards Muslims in education has been found to
be a problem in several other studies (Weller et al., 2001;
Shah, 2006; Hill et al., 2007; Crozier & Davies, 2008;
Meer, 2009). Crozier and Davies (2008) in particular in a
study in schools in the Northeast of England found that,
for the majority of South Asian young people from a Mus-
lim background, racially motivated abuse, harassment
and subsequent violence was a central feature of their
school experience.

Promoting policies of multiculturalism

It is a fact that many European countries appear not
well prepared to actually meet the needs of long-establi-
shed or recently-arrived ethnic communities. In spite of
the multitude of measures available to address inequali-
ty, such as curricula intended to foster cultural diversity,
the instruction of the native language as well as second
language courses, and anti-discrimination legislation,
what is evident from the literature is that the end result of
such attempts is not integration. Rather, it is segregation
and social exclusion. In developing a successful recipe
to support the integration of European societies educa-
tion plays a central role. Yet, Paul Connolly (1994), Gill
Crozier (1989), Ghassan Hage (1998) and Herne Varen-
ne and Ray McDermott (1998) accept that intercultural
education has not only failed to fulfill its predetermined
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goals but has paradoxically achieved to reproduce racist
stereotypes. Rather than eliminating racial discrimination
and strengthening diversity, or at least help educate pu-
pils, intercultural education policies and practices have
actually reinforced segregation. Hage (1998) suggests
that the kind of multiculturalism countries endorse today
only contributes to perpetuating society’s current power
relationships. Defined to serve the dominant ethnic gro-
up, intercultural education appears to perform a political
function in that it masks intolerance while maintaining
resistance to all things foreign. The sheer categorization
of pupils based on their nationality or citizenship status,
their subdivision into non-nationals and aliens, as well
as the likely distinction between refugees and asylum
seekers, for example, essentially render education su-
sceptible to discrimination. When pupils from a distinct
background are all together placed into special, minori-
ty classes, the racialization of these groups is inevitable,
thus ensuring the dominance of the host culture. Limiting
their achievement and advancement in such an enviro-
nment, pupils from different ethnic backgrounds are con-
demned to lower educational attainments. Furthermore,
the placement of pupils in such classes also has a severe
demoralizing effect when considering that local culture
may become as dominant as to suppress the customs and
traditions of ethnic communities.

So, while the majority of European countries employ
policies of multiculturalism as far as education is concer-
ned interethnic and intercultural violence in the school
environment, as a direct consequence of the above, are
visible in schools. The conditions of interethnic and in-
terracial relations among children and youth across Eu-
ropean Union (EU) states are highly heterogeneous due
to the diverse conditions that exist in each country. On
the whole, school violence especially in subtle forms of
violence (verbal harassment, rudeness) has been reco-
gnized as an important problem that is increasing (Kane,
2008). Despite a general recognition of the importan-
ce of school violence, there is presently no EU legal or
policy framework regarding violence in schools. There
were, however, at EU level, various recommendations
and resolutions concerning interethnic school violence
such as Recommendation no. 10 on combating racism
and racial discrimination in and through school educati-
on, issued by the European Commission against Racism
and Intolerance General Policy. The overall lack of such
focus prompted an investigation by five partners in order
to highlight the ways with which violence may occur at
two key stages of adolescence. The issue of transition
in adolescence was thought to be very important and
merits further elaboration.

The transition to adolescence
The rationale behind examining two distinct age

groups in the project presented in this paper stems from
the fact that through this examination we could mark the

transition process whereby young teenagers go through
certain stages in life where several physiological and
psychosocial changes take place which prepare them
to become young adults. Many theorists, psychologists,
biologists, sociologists and anthropologists have pro-
vided a plethora of studies regarding the transitional
phase through adolescence. These studies suggest that
the process relates to sociological factors (i.e. changing
of attitudes, role and responsibilities) and psychological
factors (i.e. cognitive development) that play a vital role
on how children become young adults. Explicitly, social
entities, such as family, school, and society can direct
the child to cultivate his/her character and personal-
ity. During the transitional period of childhood to ado-
lescence, social interactions between individuals and
social entities (family, friends, school and society) are
considered by some sociologists as the stepping stones
for someone to develop and establish his/her identity.
During this phase children’s understanding of various
societal concepts, such as ethnicity and race, is formed
and evolved over time.

Quintana (1998) presents various studies that exam-
ined and explained the “developmental transformation”
on ethnic understanding. According to the author, to ex-
plain how children’s understanding of ethnicity differs
with the passage of time, one must understand how chil-
dren comprehend their social environment. Influenced
by Selman’s theory (1980), Quintana argues that there
are four developmental stages that explain the devel-
opment of children’s attitudes regarding the concept of
ethnicity. Selman’s (1980) theory of social perspective-
taking ability, models children’s understanding of their
social environment in the context of human individu-
ality, parent-child relations, friendship formation, and
peer-group dynamics. According to Quintana (1998)
even though Selman’s model was developed entirely
independent of the ethnic domain, there were salient
parallels in the rhythm of development in the social and
the ethnic domains reflected in four levels, namely 1)
Integration of affective and perceptual understanding of
ethnicity, 2) Literal understanding of ethnicity, 3) Social
perspective of ethnicity and 4) Ethnic-group conscious-
ness and ethnic identity. Related to our own research
are what he describes as Level 2 which is named “Social
and Nonliteral Perspective of Ethnicity” (Approximately
10-14 years) and Level 3 which includes “Ethnic Group
Consciousness and Ethnic Identity (Adolescence).

The above are very important conceptual tools to
help us investigate the way adolescents understand and
experience interethnic relations in schools.

Research question

The main research question that we explore below is:

What is the effect of age in the way adolescents
experience interethnic social relations and report
violence in all shapes and forms in the school en-
vironment?
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METHODOLOGY

The methodology followed in the project followed
a two-stage sequential mode combining qualitative
and quantitative approaches. This mixed method mode
started with a survey which was contacted using a com-
mon questionnaire slightly modified to meet the specific
characteristics of each national setting in the England,
Slovenia, Italy, Austria and Cyprus. The questionnaire
consisted of around 40 questions covering demographic
data, normative statements on equality and multi-eth-
nic background, experiences of violence, perceptions
on violence, etc. and addressed two age groups (11-12
year olds and 17-18 year olds) separately. All countries
translated the questionnaire in their national languages
and carried out pilot studies in order to test its appropri-
ateness in their national contexts. In a second phase a
qualitative research followed group interviews with stu-
dents aiming to provide in-depth understandings about
the way young people perceived, experienced and felt
about the issue of interethnic violence.

The Survey

The sample that was selected in each country was
not representative of the student population of the
participating countries. It was rather a purposive sam-
ple that met certain theoretical prerequisites that were
specified by the project and agreed upon between the
partners. Thus, the schools were selected according to

Table1: Normative statements on equality
Tabela 1: Normativne izjave o enakosti

specific criteria in the project description which were:

‘The survey will be conducted in four ethnically
mixed regions in each country. In accordance with the
literature, the following criteria will be used for identify-
ing these areas:

¢ closeness of the border (border region),

¢ the urbanity of the area (highly urban areas), and

e the “attractiveness” of the region for migrants

(region with high level of migration — economic
migrants’ (University of Primorska, 2010)

The implication of this mode of sampling is that any
direct comparisons between country data from the five
participating countries should be done with extreme
caution. Even in cases when such comparisons are made
results need to be treated as indicative of trends that ex-
ist in each national setting. Regarding the questionnaire
it sought information that would be used as data for de-
scriptive rather than correlational or inductive analysis.

The focus groups interviews

The qualitative stage of the research with the two
age groups in all participating countries was conducted
with focus group interviews. All participating partners
carried out eight focus group discussions with children
(four in with primary school children and four with sec-
ondary school children). The researchers followed in-
terview schedules translated in the national languages
from a common version that was prepared in English.
All the interviews were recorded, transcribed word for

Age N Mean T Sig

All people are equal, regardless of the language that they speak, their Primary | 1752 1,70 983 325
religion or culture. Second. 11754 1,67 ’ ’
People who come to (country) from other countries should have the | Primary |1755 1,83

right to follow the customs of their countries, e.g. food, clothing, -15,333 |,000
language. Second. |1754 2,39

| like the fact that there are people of different ethnic backgrounds Primary [1752 1,93

(who speak another language, have a different religion, culture, etc.) -11,446 |,000
in the country where | live. Second. |1753 2,32

Children that come to (country) from other countries should give up Primary 1748 423 5 454 000
their language and culture Second. 11753 4,04 ! !

| like the fact that there are pupils of other nationalities/ethnic Primary |1748 1,94

backgrounds (who speak another language, have a different religion, -10,941 |,000
culture, etc.) in our class/at our school. Second. |1749 2,30

| think that children that come to (country) from other countries Primary 1751 3,24 14 711 000
should follow (country) language and (country) culture. Second. 11749 2,62 ’ ’
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word (verbatim) and translated in English. The tran-
scripts were then coded and analysed in categories that
were determined in advance by the research partners
and were believed that they would best describe the full
range of views and experiences related to the issue of
interethnic violence in schools.

Data analysis

The quantitative and qualitative data will be pre-
sented in an integrated manner in order to provide a
multi-level perspective of the issues under investigation.
In essence, for both modes of analysis age is regarded
as the main “independent variable” and we try to iden-
tify similarities and differences in the way they have re-
sponded. The survey data were analyzed with the help
of statistical tests in order to reveal differences between
the way the two age groups have responded in the vari-
ous parts of the questionnaire.

Attitudes toward equality

In order to examine the way students responded to
the normative statements of equality, independent sam-
ples t-test were carried out. As can be seen in Table 1 in
the general equality statements both age groups respon-
ded in a similar fashion whereby basically both agreed
with the view that all people are equal, regardless of the
language that they speak, their religion or culture. For
statements 2, 3 and 5 (Table 1) primary school children
adopted more positive attitudes than secondary school
children whereas in statement 6 the trend was reversed.

Table 2 presents the mean scores for the normative
statements by country. As may be seen in all countries
primary school pupils on the whole adopt a more posi-
tive attitude towards multi-ethnic differences. The varia-
tion between countries appears to be small.

In the focus groups with children, almost in all coun-
tries students of both age groups more or less reported
similar views on issues relating to equality. The trend
was that younger children tended to speak more in terms

Table2: Normative statements on equality by country
Tabela 2: Normativne izjave o enakosti po drZzavah

of interethnic relations within the school environments
whereas older teenagers could draw references to wider
social conditions i.e. the role that politics played into
the issue of multiculturalism. The following was char-
acteristic in the way younger children have responded

There are different cultures in our school but this
is no issue or problem. (Austria, male,11)

Yeah its good this school because it has a mix-
ture, it’s not like there’s .. like...if you're the only
black person in a school you'd feel uncomfort-
able but it’s like we’ve got lots of black people,
lots of white people, we've got different religions
and no one will feel oh I’'m the only one with this’
(England, primary school student)

whereas in the case of an older female student she
was able to draw current economic hardships in the
economy in Cyprus with the presence of migrants re-
gardless of the fact that they though that in schools
things were different

We have 20% unemployment rate in Cyprus. Why
does a foreigner have certain benefits and that
he could easily find a job...to show that Cyprus
defend our foreigners? Who is going to help the
Cypriots (Cyprus, female, 17-18)

Or even to old ethnicity divisions such as the case
of Slovenia.

I, personally am,... My nationality does not mat-
ter. Anyway, relatives, caretaker, and all those
people | know in the block of flats... everyone
who is Slovenian does not like »those from be-
low«, namely Bosnians, Croats and so on. | do not
know why. You grow with it, and it seem others
would like I would have the same opinion. But
I do not [soft laughter of others]. | do not know
why, and | ask: »Why you do not like this person
or that person?« and they do not know how to

Country Age 1 2 3 4 5 6
Cyprus Primary 1,59 2,14 2,27 4,23 2,20 3,15
Secondary 1,47 2,19 2,63 4,13 2,46 3,07
England Primary 1,73 1,81 1,84 4,29 1,86 3,61
Secondary 1,30 1,82 1,60 4,30 1,69 3,16
ltaly Primary 1,54 1,85 1,89 4,46 1,79 3,41
Secondary 2,01 2,99 2,64 3,93 2,55 2,52
Slovenia Primary 1,71 1,77 1,84 4,15 2,06 3,14
Secondary 1,62 2,48 2,48 3,80 2,47 2,41
) Primary 1,88 1,71 1,94 4,01 1,88 2,77
Austria
Secondary 1,88 2,39 2,15 4,10 2,22 2,04
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answer. And it probably comes with the family.
/.../ But here in Jesenice others like Bosnians,
Croats, Serbs prevail..../.../ Probably also be-
cause of that Slovenians feel endangered or so, |
do not know.... Are so intolerant because of that.
(Sovenia, Female, 17)

Predispositions towards the Other

Students were asked in the survey to indicate whe-
ther they would be happy to sit in class next to students
with various kinds of differences and then to respond to
the question whether they would be friends with such
students.

The analysis of the way the two age groups have re-
sponded in the countries that participated shows a simi-
lar pattern of responses. More than half of the primary
and secondary school students responded in a similar
fashion that that they would be happy to sit next to a
pupil who was unable to speak (well) his or her mother
tongue (Table 3). Regarding the same question referring
to pupils who have different religion, secondary school
children had a more positive position compared with
younger children. The pattern of responses was similar
in all participating countries in the survey. What is a
noticeable difference is the fact that secondary school

Table 3: Predispositions to difference
Tabela 3: Odnos do razliénosti

students had slightly but statistically significant more
positive attitude towards the position that they would
be happy to sit next to a pupil whose skin colour was
different from theirs. The following are responses from
secondary school children from England

I think we do mix well as a college. We, there’s
like, there is no point where there’s you know,
there’s just black people for instance, or just Asi-
an people or just white people, we really do mix
well. There’s a group where there’s Asian people,
black people, white people, mixed together. Eve-
ryone just gets along’

‘Everyone mixes well because | don’t think any-
one in this college is racist. ... everybody mixes
well because our school promotes, multicultural
ethnicities to work together, to strive together to
play together.

Overall, however, language appears to be the char-
acteristic that may make students less open to difference
compared with religion and skin colour. This was in fact
a re-occurring theme during the interviews which re-
vealed that students who commanded the language flu-
ently could not just integrate easier in the school envi-
ronment but there were cases when this integration was
becoming assimilation. In one visit to the schools during
the interview face in Cyprus the researchers in a focus
group were unable to make out the ethnic origin of the
participants. Another similar example from a Slovenian

I would be happy to sit next to a pupil who secondary school female student is
is unable to speak (well) my mother tongue
Yes No Mainly they [students in school] are Slovenians,
you can find someone of other nationality,but
Primary 55,1% 15,5%
Table 4: Building friendships
Tabela 4: Sklepanje prijateljstev
Secondary 57,6% 14,3%
I would be friends with a pupil who has a
I would be happy to sit next to a pupil who different religion from me
has a different religion from me Yes No
Primary 66,9% 8,6% Primary 75,3% 6,0%
Secondary 72,1% 5,7% Secondary 79,3% 4,2%
[ would be happy to sit next to a pupil I would be friends with a pupil whose skin
whose skin colour is different from mine colour is different from mine
Primary 68,3% 9,4% Primary 79,8% 5,1%
Secondary 73,9% 7,3% Secondary 85,5% 3,4%

281




ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Marios VRYONIDES, Maria KALLI: THE EFFECT OF AGE IN THE WAY ADOLESCENTS REPORT AND EXPERIENCE INTERETHNIC VIOLENCE IN FIVE ..., 275-290

Table 5: Feelings of safety
Tabela 5: Obcutek varnosti

Age N Mean t Sig
Safe in the classroom gerzicn;ir(;/ary 1 ;gi :é? 1,802 ,072
Safe in the toilet zg:;;yary 1 ;; fég 12,834 [,000
Safe in the school playground Eerzi:;igary 1 Z;g f:g; 10,620 ,000
Safe at the school canteen E(rei(r:zizlary 1?23 1:2? 3,499 ,000
Safe in the school corridors SP(I;,icn:)iZary 1 ;i; f:g: 11,333 ,000
Safe in the gym g;?;igary 1 %j’ 1:2;‘ - 404 686
Safe in bus stop gg(i?)igary ;22 ;igg 7,930 ,000
Safe in the locker area g;icn:)izlary li?g f:g? 8,327 ,000

mainly they all speak Slovenian. Recently, we got
one student from Bosnia, but as | notice she gets
used to it. So in fact they all accepted our langua-
ge, so you do not even notice, if they are of diffe-
rent nationality by chance (Slovenia, Female, 16)

Similar analysis of the survey data relating to friend-
ship reveals a similar pattern of responses whereby older
children on the whole had more positive attitudes com-
pared with primary school children (Table 4). During the
interviews with teenagers it was clear that older students
were in a better position to identify political correctness
when it came to external characteristics of difference.

Feeling safe in the school environment
Regarding feelings of safety within the school en-
vironment there were noticeable and statistically sig-

nificant differences in the way students of the two age

Table 6: Feelings of safety by country
Tabela 6: Ob¢ utek varnosti po drZzavah

groups have responded in the survey. On the whole
younger students indicated that they felt less safe in cer-
tain areas in the school environment compared with old-
er students. Interestingly, the areas that all students felt
less secure where the ones that school staff and teach-
ers exercised less control and surveillance. This notion
of schools as “protected spaces” when such control
is present was a frequent reference in the focus group
discussion with students of both age groups. As can be
seen in table 8 which was also confirmed by the focus
group interviews these areas were toilets, playgrounds
and school corridors.

The reason why some spaces are safer that oth-
ers is very vividly articulated by the following primary
school student from ltaly.

... because there are teachers and janitors who
watch them ... and then because they know they
must behave in a different way.

Country Age 1 2 3 4 5 6 7 8
Primary 1,56 2,47 1,95 2,07 2,15 2,01 - 2,31
Cyprus
Secondary 1,70 2,18 1,80 1,90 1,88 1,97 - 2,15
Primary 1,44 2,27 2,05 1,73 1,93 1,78 - 2,21
England
Secondary 1,33 1,71 1,61 1,47 1,50 1,50 - 1,56
ltal Primary 1,62 2,26 2,19 1,61 2,13 1,60 3,04 2,07
4 Secondary 1,62 1,77 1,83 1,65 1,74 1,71 2,20 1,72
Slovenia Primary 1,56 2,17 2,14 1,63 2,15 1,54 - 2,03
Secondary 1,49 1,81 1,78 1,63 1,68 1,60 - 1,71
Austria Primary 1,64 2,33 1,95 1,84 1,87 1,49 - 1,91
Secondary 1,40 1,68 1,61 1,55 1,57 1,51 - 1,60
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Table 7: Observing violence
Tabela 7: Opazovanje nasilja

Age N Mean t Sig
Other pupils tease them, call them names, or insult them because of | Primary 1747 11,77
. . ,929 ,353
their ethnic background? Secondary 1745 |1,74
Other pupils talk behind, say untruthful things behind their backs Primary 1730 |1,81
. . 2,783 |,005
because of their ethnic background? Secondary 1745 (1,73
Other pupils send insulting SMS (text messages on their mobile Primary 1683  |[1,41
phones) or e-mails, post insulting comments on Facebook, Twitter, 1,006 |,315
and similar because of their ethnic background ? Secondary 1732 |1,39
Other pupils ignore them, avoid contacts with them because of their | Primary 1734 |1,75
: 660 |,509
ethnic background ? Secondary 1739 [1,73
Other pupils hit them, spit at them, or express other forms of rude | Primary 1735 |1,52
. . ! : 9,848 |,000
physical behaviour because of their ethnic background ? Secondary 1744 1,28
Other pupils hide, destroy their things, property (notebooks, mobile | Primary 1715 11,39
. . 6,017 |,000
phones, clothes ...) because of their ethnic background ? Secondary 1740 [1,25

Observing interethnic violence

When asked in the survey about their experiences of
observing interethnic violence in the school environment
there were no major differences observed in the way
younger and older students responded (Table 7). Minor
but statistically significant differences were observed in
behaviours that related to forms of rude physical behav-
iour and distraction of private things, and property (note-
books, mobile phones, clothes ...) with younger children
indicating more frequent instances. On the whole, how-
ever, such observations were not particularly frequent
occurrences something that was also verified during the
qualitative interviews. Indeed what was a common narra-
tive in the way secondary schools in all countries talked
about these behaviours was the fact that on the whole
violence was often connected with a number of youth

Table 8: Observing violence by country
Tabela 8: Opazovanje nasilja po drzavah

culture issues and not necessarily with ethnicity back-
ground. The following is an extract from a focus group
with primary school students from England.

Res: Does it [bullying] happen a lot or not very
often?

Pupil: Not very often

Res: Not very often you say?

Pupil: Yeah not very often but some children
erm,...think of it as, taking a joke and some peo-
ple think well no it’s not a joke.

Res: Okay. Yeah what does everyone else think
does it happen a lot, or not very often?

ALL Not very often.

While secondary school female students from Cy-
prus and Slovenia commented for the same issue that:

Country Age 1 2 3 4 5 6
Primary 2,09 2,33 1,58 2,08 1,81 1,47
Cyprus
Secondary 2,06 2,14 1,58 2,27 1,61 1,38
Encland Primary 1,86 1,93 1,55 1,75 1,66 1,47
& Secondary 1,72 1,66 1,42 1,52 1,23 1,25
ltal Primary 1,67 1,60 1,22 1,65 1,29 1,20
Y Secondary 1,78 1,68 1,39 1,81 1,22 1,21
Slovenia Primary 1,84 1,83 1,42 1,98 1,61 1,57
Secondary 1,72 1,69 1,41 1,65 1,25 1,34
_ Primary 1,45 1,52 1,31 1,35 1,29 1,23
Austria
Secondary 1,43 1,49 1,14 1,38 1,06 1,09
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Table 9: Personal experience of violence
Tabela 9: Osebna izkusnja nasilja

Age N Mean T Sig
Other pupils tease me, call me names, or insult me because of | Primary 1748 1,29
: 7,890 |,000
my ethnic background ? Secondary |1734 1,15
Other pupils talk behind, say untruthful things behind my back | Primary 1732 1,35
. 8,854 |,000
because of my ethnic background ? Secondary [1728 1,17
Other pupils send me insulting SMS, e-mails, comments Primary 1725 1,13
on Facebook, Twitter, and similar because of my ethnic 5,419 |{,000
background ? Secondary |1734 1,05
Other pupils ignore me, avoid contacts with me because of my | Primary 1740 1,23
i ? 8,323 {,000
ethnic background ? Secondary |1731 1,09
Other pupils hit me, kick me, spit at me, or express other Primary 1740 1,18
forms of rude physical behaviour to me because of my ethnic 8,514 |,000
background ? Secondary |1735 1,05
Other pupils hide or destroy my things (notebook, mobile Primary 1732 1,15 2558 | 000
phone, clothes ...) because of my ethnic background ? Secondary |1732 1,05 ’ '

“Nowadays is not common in public schools to
observe incidents of interethnic violence but as
far as | know it happens outside of the school”
(Cyprus)

I personally haven’t noticed any problems of this
kind, or that someone would say he is not feeling
good among us because of nationality or religion.
/.../ (Slovenia)

Minor but statistically significant differences were
also observed when students were asked about per-
sonal experiences of violence. Slightly more frequently
younger students experienced violence against them
compared with older students. The fact that violence in
schools takes more frequently non-physical forms but
tends to be associated with psychological violence was
verified during the discussions that all research teams
had with students in the focus groups. The following ex-
tract from a focus group with a secondary school student
from England is very interesting.

Table 10: Personal experience of violence by country
Tabela 10: Osebna izkusnja nasilja po drzavah

Res: Were you going to say something? You said
you experienced racism yourself, no?

M Yes once.

Res In this school?

M Yeah.

Res Is that recently?

M No about a year, two years ago.

Res And can you tell us what happened, if you
don’t want to tell us we understand but do you
want to tell us about it?

M People make fun out of our religion and
saying stuff about turban and saying different, un-
kind things about my beliefs and my religions.

From Cyprus:

... I experienced discrimination once ... and | felt
anger and became aggressive [...] | would get
into fights for minor issues... and | saw that this
was the result of the feelings that are produced

Country Age 1 2 3 4 5 6
Cyprus Primary 1,41 1,61 1,21 1,29 1,19 1,20
Secondary 1,15 1,29 1,07 1,13 1,09 1,07
England Primary 1,42 1,55 1,23 1,36 1,38 1,24
Secondary 1,26 1,20 1,09 1,15 1,08 1,05
ltaly Primary 1,19 1,19 1,05 1,12 1,07 1,07
Secondary 1,12 1,14 1,01 1,07 1,01 1,01
Slovenia Primary 1,29 1,25 1,10 1,25 1,13 1,15
Secondary 1,15 1,15 1,09 1,09 1,06 1,09
Austria Primary 1,18 1,21 1,05 1,13 1,08 1,08
Secondary 1,08 1,08 1,01 1,02 1,00 1,01
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Table 11: How do you feel when you see that a pupil is treated badly because of his or her ethnic background

(cultures, languages, religions)?

Tabela 11: Kako se pocutis, ko z nekom slabo ravnajo zaradi njegove/njene etnicne pripadnosti (culture, jezika,

vere)?
| feel angry | | feel lamnot |, don't care [ fgel_ok | feel pleased | Other That has never
and upset | uneasy sure with it happened to me
Primary 501 530 186 72 9 11 47 15
36,5% 38,7% 13,6% 5,3% 0,7% 0,8% 34% |[1,1%
Secondary 417 490 131 99 4 19 18 9
35,1% 41,3% 11,0% 8,3% 0,3% 1,6% 1,5% 10,8%

out of this. When | hear such incidences | get re-
ally mad because | think of myself. If someone |
knew was experiencing racism | might get out of
control. (Secondary school student, female)

Again it has to be pointed out that during the inter-
views especially with older students such behaviours
were often linked to other issues of youth life such as
rivalries about peer group power relationships, sports
etc. Hence, one might suggest that ethnicity background
could act as an additive factor in the overall violence
rather than being the source of tensions.

Feelings and reactions to interethnic violence

When asked in the survey about how students felt
about these events when they occurred there were minor
differences between older and younger students (Table

12). There were, however, noticeable differences in what
students indicated that they do when they observe such
incidents. As can be seen in Table 7 secondary school
students tend to adopt more passive behaviors (one fourth
of them would do nothing about it) whereas younger stu-
dents would most often resort to their teachers to report it
(35,7%). When personally being the victims of violence
primary school students would more frequently ask for
help (Table 13). During the qualitative interviews primary
school children indicated that their primary response to
dealing with such incidences was to report it to the teach-
ers and to their parents and this could be the product of
the more dependent stage in their development phase,

Some pupils are laughing; others might say that
this is not right or fair...
and

Table 12: What do you usually do when you see that a pupil is treated badly because of his or her nationality/

ethnic background (cultures, languages, religions)?

Tabela 12: Kaj ponavadi storis, ko z nekom slabo ravnajo zaradi njegove/njene etnicne pripadnosti (kulture, jezika,

vere)?
| help [ tell a teacher |1 tell another || tell Nothing Nothing | Nothing and [ join the
him or | or another staff |adult what is |them that | but | think | |but | walk away ones who
her member what | happening | this is not | should help |stay and | because this treat him or
is happening right him or her  |watch |is none of my her badly
business
. 470 490 72 141 68 48 58 7
Primary
34,2% 35,7% 5,2% 10,3% 5,0% 3,5% 4,2% 0,5%
Secondary 263 98 60 252 268 58 119 15
22,8% 8,5% 5,2% 21,9% 23,3% 5,0% 10,3% 1,3%
Table 13: How do you react when you have been treated badly?
Tabela 13: Kako si odreagiral, ko so s teboj grdo ravnali?
| fight back |l putup I do the I cry I ask for I run away |l don't No answer
with it same to the help react
bully
Primary 244 125 121 29 147 43 82 126
25,6% 13,1% 12,7% 3,0% 15,4% 4,5% 8,6% 13,2%
Secondary 180 69 93 24 9 6 73 131
29,9% 11,5% 15,4% 4,0% 1,5% 1,0% 12,1% 21,8%
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I disapprove. | feel bad about it.(Primary school,
Slovenia 10)

compared with adolescence who often try to be
more self-reliant or resort to the help of peers.

they may have been insulted about their appea-
rance, color, religion (and therefore, they react in
the same way (Secondary school student, female,
Cyprus)

One other issue where very noticeable differences
were observed between primary and secondary school
students in the survey relates to the question whether
teachers step in when someone gets bullied by his/her
schoolmates. It appears that more often primary school
teachers intervene in such events compared with sec-
ondary school teachers. Indeed during the interviews
there were references about the challenges teachers face
with older children and the fact that interventions are
sometimes very difficult.

Teachers interfering

Clearly there are differences in the way the two age
groups perceive the power of teachers to intervene when
instances of interethnic violence occur. It younger ages
it is easier for teachers to control situations as their as-
sertive power is more unchallenged. In older age, how-
ever, things become more complicated. As one teenager
put very elegantly

I believe that most teachers would intervene but
if they over-react this might turn against them.
There are limits to what teachers can actually
achieve (Cypriot, male, 17)

But for primary school students teachers is the obvi-
ous adult to turn to.

The reason | turn to my class teacher is because
she’s the one who can understand me the most.
She knows how | feel, she’s like...she’s like the
person | can talk to. And she’ll believe me.
(Primary school student, England)

Table 14: Do teachers step in when someone gets bulli-
ed by his/her schoolmates?

Tabela 14: Ali ucitelji odreagirajo, ko se izvaja nasilje
nad sosolcem/ko?

Always Sometimes | Never
Primary 764 570 75
54,2% 40,5% 5,3%
d 296 728 143
secondary 55 4% 62,4% 12,3%

How do schools deal with interethnic violence

There were also noticeable differences between pri-
mary and secondary school students on how they have
responded to normative statements about how their
school deals with interethnic violence. It appears that
secondary schools deal with this issue more organized
than primary schools though in some primary schools
there were initiatives such as the following in England

Res: If you saw somebody being treated badly
because they were being bullied for any reason?
If it was race or religion or anything, what would
you do?

Pupil Erm, in our school we have erm, some anti-
-bullying ambassadors. So like if you see somebo-
dy being bullied and you're not sure what to do,
you just go up to them and tell them and they’ll
act for you. Or you could just go and tell an adult.
Res: So the anti-bullying ambassadors theyre the
children are they?

PupilI'm one.

Res: Oh right okay. Can you tell me a bit more
about that? How did you get to do that?

Pupil Well erm, you get chosen to be one, and
you go to different workshops so there’s like trai-
ning so you know what to do if you see someone
being bullied and how to act, and you get a little
badge.

This was pretty much verified during the interview
phase of the project where secondary school children
made references to a number of school strategies invol-
ving for example organizing discussions on multicultu-
ralism and co-existence in class and helping students
integrate in the school environment. The way secondary
school students articulated such issues during the in-
terviews in fact revealed a picture of them being more
conscious about ethnicity issues compared with youn-
ger children whose responses reveal more “innocent”
approaches to issues of ethnic differences. Again from
England

. our bullying policy is very open, and we’ve
got religion in there as well. Erm, and we've got...
you know steps that if it happens... if its racist or
erm, or religious or nationality or homophobia,
different categories, if its serious then it’s to go to
[the Head] and it’s to be documented. Erm, and if
[the Head] deems it to be serious then the parents
are to be involved and then there’s to be, where
possible and where it will benefit the students,
there is to be some, conflict resolution between
the two of them.

To sup up we could contend that the survey findings
relating to observed differences in the way the two age
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Table 15: Normative statements about schools dealing with interethnic violence
Tabela 15: Normativne izjave o Solah glede soocanja z medetnicnim nasiljem

Kind of school |N Mean |t sig
Teachers treat pupils the same way regardless of their Primary 1733 14,08 15.839 000
nationalities/ethnic background (cultures, languages, religions) | Secondary 1729 |3,42 ! !
My school is a place where everybody can be themselves Primary 1735 14,19
. . . 11,854 ,000
whatever their ethnic background is Secondary 1728 |3,76
) o Primary 1726 4,10
In the classroom we learn about different cultures and religions 15,268 ,000
Secondary 1725 [3,57
In the school we have special activities that encourage us to be | Primary 1734 4,04
. 26,039 |,000
equal and understand our differences. Secondary 1725 [3,01

groups have responded were in most cases confirmed
by the interview data. This served as an excellent way of
data triangulation and increased the validity of the find-
ings enormously. There were cases of clear and distinctive
differences in the way primary and secondary students re-
sponded in the survey and during the focus groups in all
the participating countries and this could be the product
of cognitive and personality development. Specifically,
one might argue that the developmental stage of teenag-
ers relating to their ethnic identity formation allows cer-
tain ambivalences and uncertainties to be resolved and
thus are more conscientious about their observations and
experiences compared with younger children.

DISCUSSION

There were noticeable differences in the way the two
age groups have responded in the survey on interethnic
violence albeit these were frequently small and do not
signify major shifts in the way younger and older teen-
agers deal with issues of interethnic violence. Whereas
no major trends were visible in the way they respond-
ed to the questionnaire what was more visible was the
way with which the two age groups articulated their
positions during the interviews. It appeared that older

teenagers were in a better position to a) understand the
social contexts and issues of political correctness of ed-
ucational and social policies towards multiculturalism.
On the other hand, younger children’s answers were
more spontaneous but at the same time less conscien-
tious of complicated issues of multi-ethnic co-existence.
This of course has implications and connects with the
way identities are shaped. Older teenagers’ identities
are more installed, assertive and conscious of the social
contexts within which they are embedded.

The policy implications for the age perspective in the
analysis of the data on issues of multiculturalism and
specifically on issues of interethnic violence points to
the direction of early interventions during the very early
stages of schooling. It was very interesting that in the
case of England when students were asked to proposed
solutions to the problem of peer-to-peer violence pri-
mary school pupils cited a classroom activity “the circle
time” as an effective hands on way of dealing/ prevent-
ing interethnic violence as well as the rights-based initi-
atives, such as the UNICEF*s Rights Respecting Schools
Award. Such activities bring the issue to a more practi-
cal solutions and possibly more effective. For the older
age group, however the approach was more theoretical;
namely it was the overall school ethos and implementa-

Table 16: Normative statements about schools dealing with interethnic violence by country
Tabela 16: Normativne izjave o Solah glede soocanja z medetnicnim nasiljem po drzavah

Country Age 1 2 3 4
Cyprus Primary 2,60 1,89 1,91 2,12
Secondary 2,69 2,43 2,53 3,04
England Primary 2,01 1,83 1,73 1,95
Secondary 2,18 1,66 2,57 2,68
Italy Primary 1,86 1,50 1,58 1,68
Secondary 2,78 2,40 2,45 2,66
Slovenia Primary 1,77 2,33 2,18 2,02
Secondary 2,63 2,58 2,42 3,31
Austria Primary 1,55 1,50 2,11 2,10
Secondary 2,57 2,01 2,22 3,19

287



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Marios VRYONIDES, Maria KALLI: THE EFFECT OF AGE IN THE WAY ADOLESCENTS REPORT AND EXPERIENCE INTERETHNIC VIOLENCE IN FIVE ..., 275-290

tion of a code of conduct that was thought to be an ef-
fective mechanism for dealing with interethnic or other
peer violence. The latter appears to be more prone to
external social influences that the education system and
the schools possibly do not control.

The present research has also verified that the rheto-
ric that sees language as key in the implementation of
good interethnic relations. The comments that Chancel-
lor Merkel made with reference to this issues (see theo-
retical framework) hold some truth. Language is a key in-
strument of integration and sometimes it can become an
instrument of assimilation as well. On the whole when
language issues are resolved, issues of interethnic rela-
tions become less complicated. Having said the above
we need to recognize that violence within the school
environment connected with behavior such as bullying
will not be eradicated from schools in the near future.
However, when violence tends to be based on ethnic-
ity differences it can become an explosive phenomenon
particularly at times when racism and xenophobic be-
haviours appear to be on the rise throughout Europe.

CONCLUSIONS

Given that the content of society’s supreme cultural
norms and values are the framework within which ado-
lescents are socialized, one should expect that these will
affect not only young individuals’ personal lives but also
the prospects of ethnic co-existence in a social and cul-
tural environment that while it keeps changing its mul-
ticultural character will be its most distinctive facet in
the next few decades. Many European countries have
long-established ethnic communities and often adopt
a multitude of measures to address cultural diversity,
inequalities and discrimination. Despite such policies,
however, interethnic violence in schools appears to be
a reality experienced directly and/ or indirectly by stu-
dents of all ages. Most often the consequences on the
educational experiences, especially of ethnic minority
students, are negative. When such experiences are neg-
ative, academic achievement suffers and social margin-
alization follows with adverse effects on social cohesion
and social justice.

Sl. 1: Educational equality for all, Thinkstock
Fig. 1: izobraZevanja za vse, Thinkstock
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MEDETNICNO NASILJE V PETIH EVROPSKIH DRZAVAH
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Maria KALLI
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POVZETEK

Namen clanka je preuciti vpliv starosti na nacin, kako mladostniki doZivljajo medetni¢ne odnose s poudarkom
na medetnicnem nasilju v Solskem okolju. V raziskavi je bila uporabljena dvostopenjska sekvencna metodologija,
ki je zdruzevala kvantitativen in kvalitativen raziskovalni pristop. Pristop »mesanih metod« je vkljuceval raziskavo z
enotnim vprasalnikom v Angliji, Sloveniji, Italiji in Cipru, ki so mu sledili skupinski intervjuji z otroki in mladostniki
starimi 11-12 in 17-18 let. Podatki so bili analizirani s pomocjo statisticnih testov z namenom prikazati razlike med
dvema starostnima skupina. Poglobljena primerjalna analiza je bila opraviljena s pomocjo transkriptov intervjujev
obeh starostnih skupin. Med dvema skupinama se kaZejo razlike v odgovorih na vprasanja o medetni¢nem nasilju,
vendar so bile le-te relativno majhne in ne kaZejo na razlikovanje v nacinu, kako se mlajsi in starejsi mladostniki
spopadajo z vprasanji medetni¢nega nasilja. Vecje razlike med starostnima skupinama so bile opazne v mnenjih,
izraZenih skozi intervjuje.

Klju¢ne besede: medetni¢no nasilje, adolescent, evropska integracija, multikulturalizem.
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ABSTRACT

The aim of this article is to analyse the relationships among the different actors involved in educational trajecto-
ries in Slovenia, to understand their different perspectives, and to describe the constellations of factors of relevance,
responsibility and support in students” educational trajectories. The research instruments are semi-structured inter-
views with different actors (students, parents, teachers, counsellors, experts). Since the 1970s, Slovenia has man-
aged to strongly raise the educational level of especially disadvantaged groups of young people, such as women
and children from socially weaker families and milieus. This kind of system has supported the social integration
of disadvantaged, socially vulnerable and handicapped groups of young people. However, today and especially
in the light of the increasingly serious economic and social crisis this system is under threat from both the outside
and inside. Externally, it is threatened by the lack of financial and material resources, the neoliberal austerity policy
and the weakening of the institutions of the welfare state; internally, it is weakened by the imbalance between key
educational agents, students, parents, teachers and experts. While the external pressures are weakening the strength
and position of schools as the key educational institutions, the internal pressures are diminishing the professional
authority of teachers and their professional competencies.

Key words: relevance of education, educational aspirations, social integration, atypical educational transitions,
self-responsibility, individualism

[L GOVERNAMENTO DELLE TRAIETTORIE EDUCATIVE IN SLOVENIA:
DILEMMI E CONTRADDIZIONI

SINTESI

Lo scopo di questo articolo e quello di analizzare le relazioni tra i diversi attori coinvolti nelle traiettorie edu-
cative in Slovenia. L'articola aspira a capire le loro prospettive diverse, e di descrivere le costellazioni di fattori di
pertinenza, responsabilita e sostegno nelle traiettorie educative degli studenti. Strumenti di ricerca sono interviste
semi-strutturate con studenti, i loro genitori, insegnanti, consulenti ed esperti. Dal 1970 del secolo scorso la Slovenia
e riuscita ad aumentare fortemente il livello di istruzione di gruppi svantaggiati in particolare di giovani, i bambini
provenienti da famiglie socialmente pit deboli. Questo tipo di sistema ha sostenuto l'integrazione sociale dei gruppi
svantaggiati, socialmente vulnerabili e dei giovani portatori di handicap. Tuttavia, oggi e soprattutto alla luce della
sempre pit grave crisi economica e sociale, questo sistema é in pericolo, sia dall'esterno che all'interno. Esternamen-
te € minacciata dalla mancanza di risorse finanziarie e materiali, la politica di austerita neoliberista e I'indebolimento
delle istituzioni del welfare, internamente si é indebolito dallo squilibrio tra agenti chiave educativi, studenti, genitori,
insegnanti ed esperti. Mentre le pressioni esterne stanno indebolendo la forza e la posizione delle scuole come isti-
tuzioni educative fondamentali, le pressioni interne indeboliscono I' autorita professionale degli insegnanti e le loro
competenze professionali.

Parole chiave: la pertinenza dell'istruzione, aspirazioni educative, integrazione sociale, transizioni educative
atipiche, auto-responsabilita , I'individualismo
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INTRODUCTION

The aim of this article is to analyse the relation-
ships among the different actors involved in individual
educational trajectories in Slovenia (students, teachers,
parents, experts), to understand their different perspec-
tives, and to describe the constellations of factors of
relevance, responsibility and support in students” edu-
cational trajectories. The focus is on the educational
period between the end of primary education and the
early stages of secondary education, vocational educa-
tion and training. Educational transitions from primary
to secondary school are considered decisive as they
considerably shape the future life courses of students.
Safeguarding transitions to the next educational level is
considered the most important task of primary school.
The main research topic is the relationship between ed-
ucation and the life course and how this is connected
to the process of social integration. In modern societies,
individual lives have been standardised by institution-
alising distinct life phases and the transitions between
them (Walther et al., 2006).

The empirical and contextual data which this article
and others in this thematic issue draw on were collected
in various parts of the project Governance of Educati-
onal Trajectories in Europe (GOETE — see www.goete.
eu). While the participating countries included Finland,
France, Germany, ltaly, the Netherlands, Poland, Slove-
nia and the UK, we focus here on Slovenia and Italy as
Mediterranean countries with comprehensive education
systems. In this article the analysis is based mainly on
qualitative data obtained in semi-structured interviews
with teachers, principals, internal and external experts,
parents and students of our case study schools1 (Walther
etal., 2010).

In European knowledge societies the adequacy of
education means a balance of individual, social and
economic aspects. This is operationalised by exploring
how educational institutions conceptualise and organ-
ise individual educational trajectories (Walther et al.,
2010). Whereas up until the end of the last century in-
stitutionalised educational trajectories were intended to
prepare children for adulthood, and the phase of youth
was understood as a kind of “educational moratorium”
(Zinnecker, 1991), in the last 20 years we can speak of
“new learning life courses” which extend over the whole
life span and are no longer specially restricted only to
youth (Chisholm, 2008). The ongoing differentiation
and de-standardisation of life courses have extended the

perspective of school learning towards lifelong learning.
Accordingly, life courses are addressed as lifelong edu-
cational trajectories (Walther et al., 2010).

While education today has an ever more important
role in the social integration of individuals, at the same
time the contribution of education to social integration
is no longer self-evident in the sense of providing in-
dividuals with meaningful and secure life chances, the
economy with a well-prepared workforce and society
with responsible and active citizens. While public and
scientific debate in the past two decades has focused
on lifelong learning, school education continues to be
the formally institutionalised and certified backbone of
lifelong learning careers (Walther et al., 2010). Success
or failure in education is increasingly ascribed to indi-
vidual decisions and performance. Apart from leading
to unequal status positions, individual learning achieve-
ments are ever more related to inclusion or exclusion at
each single transitional step within the education system
(Furlong and Cartmel, 2006). Simultaneously, school
failure is no longer only addressed in terms of social jus-
tice but increasingly also in terms of the costs of school
failure (EC, 2008).

However, the adequacy of education is being ques-
tioned not just by the external factors but also through
the dilemmas that emerge within schools (OECD, 2008).
Teachers feel overburdened by societal challenges,
which are perceived as ‘invading’ the school from the
‘outside’, such as poverty, violence and bullying, bad
health and risky lifestyles of students (Pe¢ek Cuk and
Lesar, 2011). Students’ well-being is affected by stress,
uncertainty, competition or alienation; parents often
express a lack of satisfaction with education. Employers
refer to the mismatch between school qualifications (lack-
ing basic skills or key competencies) and labour market
demands as reasons for not employing or training school
leavers. All of this raises questions regarding the effec-
tiveness of school education. It is no longer self-evident
what makes skills and competencies relevant for social
integration and for meaningful working and personal ex-
periences (Robertson, 2009).

Education policies apparently often underestimate
this complexity of education and educational transition
by prioritising economic criteria over social criteria of
quality, as a review of educational research suggests
(Power 2007, 10). Especially the effects of intersecting
inequalities require a shift from one-dimensional bench-
marking approaches in terms of ‘more’ or additional ed-
ucation towards approaches to managing diversity with-

1 The qualitative field work was carried out in two phases, in spring and autumn 2011 (in the second phase in-depth interviews were
carried out with ex-students who had already participated in the first phase) in three Slovenian primary schools located in three cities:
Ljubljana, Koper and Murska Sobota. The research methods employed were semi-structured individual interviews, focus group discus-
sions and unstructured observations. In total, 102 interviews and 12 focus groups with 135 individuals were carried out: 3 interviews
with principals, 9 interviews and 3 focus groups with teachers, 12 interviews with internal (school) experts, 15 interviews with external
(local) experts, 28 interviews and 9 focus group with students, 18 interviews with parents and 17 interviews with ex-students. For detailed
information about the sampling, data collection and analysis methods, sample characteristics and research instruments, see Ule et al.,
2012 (Slovenia) and du Bois-Reymond et al., 2012 (comparative perspective).
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in mainstream education: a diversity of strengths and
weaknesses, of learning rhythms and speeds, of avail-
able support, of individual learning biographies across
formal, non-formal and informal learning contexts. “In
recent years there have been concerns that its national
education systems are insufficiently flexible to respond
to contemporary challenges” (Power, 2007, 4).

These circumstances are a challenge for both stu-
dents, who seek their own way to adulthood, as well
as for the main agents of education and transitions to
adulthood (parents, teachers, peers, advisers, experts
etc.). The question is how these agents should act as
a medium for the individualised socialisation of young
people, for instance beyond stereotypical conceptions
about age, gender, family or school roles, and still pro-
vide significant support for young people in their educa-
tional decisions and achievements.

MAIN TRENDS AND CONTRADICTIONS OF
EDUCATIONAL TRAJECTORIES IN SLOVENIA

In comparison with the other EU member states, the
position of young people in Slovenia in terms of educa-
tional opportunities is relatively favourable. This assess-
ment is chiefly based on the large share of young people
who are integrated into the education system and the
large share of those, who after completing compulsory
education, obtain at least basic qualifications. In Slove-
nia compulsory education starts at the age of 6 and lasts
for 9 years. After completing the 9-year compulsory pro-
gramme a student selects a secondary school. This deci-
sion is, in principle, voluntary. The choice is, however,
restricted by the number of places available. Access to
general schools seems to be satisfactorily regulated. In the
last five years, approximately 95% of students in primary
education (aged 6-15) finished school. There are no data
on the remaining 5% of children (Kobolt et al., 2010).
The transition from compulsory to secondary education
is regulated at the national level through the national
joint application system. It is estimated that in 2011/12
all students who had completed basic school continued
their education at the secondary level, i.e. 41% opted for
grammar schools, 39% for technical and 20% for voca-
tional schools (SORS, 2012). In secondary education the
drop-out rate is between 6-10%. The most important ob-
jectives of secondary education in Slovenia are: to pro-
vide all residents with opportunities to acquire the ISCED
3 level of education; to enable all residents to acquire
the highest level of education possible while maintaining
high standards of knowledge; to increase the creativity of
the greatest possible number of residents; and to foster the
development of society (Kobolt et al., 2010).

Available data on enrolments in all levels of educa-
tion show a high level of inclusion in education, which
is also a result of governmental policy on state grants
for education (Kobolt et al., 2010). However, some re-
search studies, such as for example the research “Life of

young immigrants of the second generation in Ljublja-
na” (Dekleva and Razpotnik, 2002), show that students
who do not identify themselves as Slovenians (in most
cases as another ethnic group from ex-Yugoslavia) more
often than the rest enrol in lower, less demanding two-
or three-year programmes and significantly less in gym-
nasiums. The same is true for those with a low family
socio-economic status. Of course, this information is not
available through official statistics since data about eth-
nic origin are not gathered. The data suggest (Dekleva
and Razpotnik, 2002) that the stratification regarding the
demands of schools taking the socio-economic status
(SES) of students into account is obvious: less demand-
ing schools have statistically significantly more students
with a lower SES, and students with a higher SES are
significantly more often enrolled in more demanding
schools, which promise better future social positions.

All students who have completed a general second-
ary or vocational secondary education programme and
passed the final ‘matura” examination may enrol in ter-
tiary education programmes (academic, professional or
higher vocational programmes). In the 2011/12 academ-
ic year, the share of students who enrolled in post-sec-
ondary, professional and university courses amounted
to somewhat more than 42% of the generation aged 19
to 26, and somewhat less than 35% of the generation
aged 19 to 27. More than 72% of all students were full-
time students (SORS, 2012). In this regard, Slovenia dis-
plays similar trends as the whole of Europe: there is a
general trend (demand) to participate in education also
on tertiary levels, and the number of enrolled students
is growing on a yearly basis. The result of this is the
exceptionally high enrolment levels in gymnasiums. A
gymnasium is a general upper secondary school, which
subsequently offers the easiest entry to universities. As
one policy expert at the national level stated:

the wish to enrol in a gymnasium is produced
already by the value system in society... Parents
simply have a negative attitude to physical work,
crafting knowledge, skills. ... And of course, in
children, in these growing-up persons, this works,
they assume this logic. This is the way tertiary
education is increasingly seen as a goal, where
a gymnasium needs to be skied through to get
there (National policy expert, 10).

Enrolment in gymnasiums can also be understood as
a sort of ‘non-decision’ regarding a specific educational
programme since in this way students keep opportuni-
ties open for their future education and also ‘gain time’
to make a choice on their future vocation/career. Thus,
enrolment in gymnasiums is considered the ‘safest’ tran-
sition because all opportunities for a future career re-
main open to students, while this is not considered the
case when enrolling in technical and especially voca-
tional schools (Vezovnik, 2013).
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Figure 1: Proportions of students expecting to achieve a tertiary education and proportions of parents wanting
their children to achieve the tertiary level of education (country?)

Slika 1: xxxxxxxxxx

As far as the perceptions of the experts are consid-
ered, they also understand the high enrolment levels in
gymnasiums as a certain time postponement, “a refuge”,
because the students do not have explicit ideas and de-
sires for the future either because they are too young or
have yet to recognise their own desires and what they
enjoy. For example:

This is precisely why so many students go to a
grammar school — this is to postpone a decision for
four more years (KP-experts-interview-pedagogue).

This trend towards the majority enrolling in non-
vocational general education programmes in Slovenia
can also be attributed to the high aspirations of parents
who see education as the most important factor in their
child’s life success. As we have established by quantita-
tive research on students and parents, educational as-
pirations in all countries are very high. In the overall
sample of the GOETE research, 46.8% of students and
61.8% of parents expect students to achieve the tertiary
level of education (McDowell et al., 2012). However,
parents’ educational aspirations are the highest precisely
in Slovenia, where 79.6% of surveyed parents wish their
children to attain the tertiary level of education.

The discrepancy between the students’ and parents’
aspirations is around 10-15 percentage points in the
majority of countries, while it is clearly the biggest in
Italy at 47.6 percentage points. The aspirations of stu-
dents are also very high in Slovenia, which indicates
that children have strongly internalised the aspirations
and wishes of their parents. This also means that parents
have a strong influence on their child’s educational tra-
jectory. For example, as one student stated:

I would really like to be a photographer, but my
parents won’t let me, saying that this school is not
good enough, the salary and this vocation. ... We
had a discussion one day and we came to this
conclusion (that this school is not ok for her). ...
I was thinking a lot and then decided that they
(her parents) are right about that (KP-interview-
-student-Zvezdica).

Further, one of the primary concerns held by both
parents and students are limitations regarding enrolment:
notably, not so much about whether the child will man-
age the selected educational programme, but whether
they will be able to enrol in it or not. Consequently,
figuring out how to enrol in the chosen programme and

2 The figure is based on the quantitative survey data with students and parents collected in eight countries (Finland, France, Germany,
Italy, Netherlands, Poland, Slovenia and the UK). To ensure equivalence in the national samples’ data structure for the purpose of the
statistical analysis, the data were weighted according to the country sample size and the national school sample distribution; UK parental
data were excluded following a consideration of the small and biased sample. The weighted samples include 6,390 students and 3,290
parents. For detailed information about the survey, sampling, data collection and analysis methods, and sample characteristics, see Mc-

Dowell et al., 2012.
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how to collect enough points thus proved to be the main
preoccupation of all actors involved in the educational
process: students, parents and teachers. The experts re-
port that many children “overestimate” themselves and
thus feel the consequences of these decisions later in
life. One principal reflected on this:

And this is also evident in enrolment in secondary
schools, when they overestimate themselves and
the parents unfortunately also support this some-
how and we find almost all of them and tell them
in a friendly manner that they will be disappoin-
ted... /.../ Yes, concretely, this year 18 children
enrolled in gymnasium and more than half had
overestimated themselves (MS-experts-interview-
-principal).

One of the consequences is that many students find
out that gymnasium is too demanding for them and they
therefore either drop out or try very hard and end up
with a general education with no profession and no real
options for furthering their education at the tertiary lev-
el. These kinds of transitions may be considered unsuc-
cessful transitions (Ule et al., 2012).

Moreover, deriving from the above stated assump-
tions of normality and reflecting on the most desired ed-
ucational transitions, we can say that these days atypical
transitions in Slovenia are all transitions to vocational
schools with a 3- or 2-year programme.

Fifteen to twenty years ago, children were happy
and proud to enrol in vocational schools. And
not because they were unsuccessful, but becau-
se certain vocations were already present in their
families. Today, only unsuccessful students enrol
in vocational schools. Therefore, it is happening,
what is happening is that 75% of children go to a
gymnasium (KP-experts-interview-principal).

There are many reasons why vocational schools be-
came so unpopular, among which the small selection
of programmes in vocational and technical schools as
well as their low status in society in general are the most
prominent. This is related to the expected low income
of vocational jobs, the low cultural and social capital of
students enrolled in vocational schools and, moreover,
the general perception that associates these schools with
more violence, vandalism, alcohol and drug abuse.

We need the best teachers for vocational schools,
who would also have to be additionally financial-
ly motivated, like they are for example in Scandi-
navia (National policy expert, 10).

Considering the low evaluation of certain vocation-
al levels we can assume that the choice of secondary
schools is based on a negative selection. Lower vo-

cational schools are chosen by students with a lower
school performance and lower social markers, maybe
even to a greater extent among citizens whose mother
tongue is not Slovenian and, finally, persons with spe-
cial needs, or lower intellectual and learning abilities. In
addition, children of economic immigrants ‘fill classes’
in less demanding, vocational secondary schools.

Another atypical transition in the Slovenian case is
the absence of a transition to secondary school - a spe-
cific characteristic of the Slovenian education system is
that virtually everybody is included in secondary educa-
tion. However, this does not mean that all students also
finish the secondary level of education as the drop-out
rate is between 6-10%.

TEACHERS’ VIEWS ON EDUCATIONAL REFORMS
AND THE EDUCATION SYSTEM

The main actor of changes in the education field in
Slovenia is the Ministry of Education, Science and Sport.
The consequence of this kind of top-down approach is
the formation of such frameworks for the functioning of
schools that do not allow the flexibility of schools and
teachers that could be derived from their own experi-
ence and perspective. All local schools depend entirely
on the Ministry of Education, Science and Sport and on
the local communities that provide some of the financial
support for the schools.

Teachers had many complaints about school reforms
which in their opinion are too many and too often. They
change the good and the bad things, and often with
no insight about the long-term consequences and no
knowledge of the agency of the school system in prac-
tice (Pecek Cuk and Lesar, 2011). In sum, the teachers’
most frequent critiques of the education system were:
the fast, unnecessary and premature reforms in the field
of primary school education; the top-down approach to
policy making; the complete detachment of governmen-
tal policy makers from everyday school life and prac-
tices; politically charged reforms, especially when it
comes to planning enrolments in vocational schools vs.
gymnasiums and when adopting new reforms as such.

I think that a very crucial reform would be the
one about which the policies speak of the least.
They always speak about structural reforms. That
is, about how to remodel the whole system, how
to make different ratios between vocational and
professional education, between general and vo-
cational education... But I think that it would be
very urgent to reform the process of teaching it-
self. That is, the process that takes place in the
classrooms... | think it is essential how to moti-
vate the students so that they would work, not in
a way that they would learn by heart in torment,
but that they would understand that learning can
be something great (National policy expert, 7).
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Further, teachers are having difficulties keeping track
of all these changes as they have to adapt their work all
the time. Teachers believe that they are left out of the
decision-making process on reforming since decisions
are taken at the national, high institutional level, often
without asking for their opinion (Pecek Cuk and Lesar,
2011). This means going without the opinion of those
who are actually doing the job in practice.

But the laws are written in such a way that wi-
thout parental consent you cannot do anything.
Not even a transition from one level of difficulty
to another; | cannot even do this as a teacher,
who nevertheless knows [the child] more, beca-
use | follow him in the subject course so | can
direct him so that the student could feel better, if
he would at least get some praise [...] | can only
advise, the parents have the final say (MS-tea-
chers-interview-class teacher-English).

Teachers also feel that their autonomy is partially
taken away by parents who frequently interfer with the
school, making criticisms of and demands on schools. In
their opinion, this pressure comes from the parents’/stu-
dents’ ‘rights and duties’ adopted on the governmental
level and consequently implemented in schools.

The school has, the teacher does not have
free hands, he is not allowed to do anything. The
students know they have only rights, about their
duties, some are good students, they know, the
rest: they cannot suffer any consequences (MS-
-teachers-interview-class teacher-English).

Moreover, according to several principals and teach-
ers, the teacher training is also insufficient for the good
functioning of the educational process. Especially young
and newcomer teachers lack practical experience.
Teachers frequently reported having a lack of knowl-
edge, especially when dealing with disadvantaged stu-
dents, or students with behavioural problems. In their
opinion, the problem is that they learn the practical
level of teaching only when they already start work-
ing as a teacher. This often leads to various problems
(educational, conflicts in class etc.) since teachers are
incapable of efficiently solving such problems in the
classroom.

Teachers feel frustrated by the education system that
is in place. In their opinion, students are under too much
psychological and time pressure. Teachers also find the
system of learning is based too much on ‘factographic’
knowledge that tends to be quickly forgotten. One of
the reasons for this is the lack of interdisciplinary and
trans-disciplinary connections among different subjects
taught at school. Some experts and teachers claim that
knowledge is no longer “what is was before”, that there
is a fierce competition for titles, diplomas and grades,

which means that knowledge today is often considered
as a means to achieve something else (career, status,
money) and is no longer a value in itself.

If | compare previous generations with this
one, | can see that ... this generation is empty,
without values. This is a mistake on our part, on
the part of society, and I’'m sorry for this. They
[students] don’t have ideas anymore, no enthu-
siasm, and | don’t really know where they can
get that. ... It’s hard to get motivation after what’s
going on in society (KP-teachers-interview-class
teacher-arts).

Teachers believe that the main task of primary
schools is to provide knowledge, to prepare students
for further education and especially in relation to transi-
tions, to inform and advise students. They believe the
role of the school is to teach students how to search
for information and how to differentiate between quality
and non-quality information; teachers also pointed out
that the role of upbringing is mainly kept in the back-
ground of the tasks.

We are especially short of time given that we
also have other obligations besides teaching in
class. We do a lot for this but it’s never like there’s
nothing more to be done. Therefore, we could
do absolutely more for these children. And the
differences will probably become even greater
(LJ-interview-teacher-teaching foreign students
Slovenian language).

In general, the teachers feel powerless in front of the
systemic changes to education and the growing impact
of parents. However, when trying to suggest solutions
based on their practical and professional knowledge
they seem to be ignored by policy makers.

Well, it is the culture of silence, when the teachers
do not wish to expose themselves... This is es-
sentially also a reflection of what is going on in a
society; when somebody points to a problem, the
usual story is to ‘kill the messenger of bad news;
not solving the problem. ‘I will not interfere’ is
a very serious problem because it is becoming
increasingly problematic in Slovenian education
(National policy expert, 10).

THE ROLE OF SCHOOL EXPERTS IN STUDENTS’
EDUCATIONAL DECISION MAKING

One of the most striking findings of the empirical
research is the fact that counsellors and experts in Slo-
venian schools only play a minor role in the decision-
making processes of educational transitions, despite the
well-established and wide network of counselling ex-

296



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Mirjana ULE: GOVERNANCE OF EDUCATIONAL TRAJECTORIES IN SLOVENIA: DILEMMAS AND CONTRADICTIONS, 291-302

perts working in and outside schools (Ule et al., 2012).
Namely, in primary schools and in institutions related
to schools several experts are available whose duties
include counselling on how to choose a proper educa-
tion/vocation. Yet, as our research has shown, they have
virtually no real influence since students and parents do
not avail themselves of their services.

Despite all of the professional knowledge that is
available, these important choices are decided within
the shelter of the home. Many experts state that the
role of the family and parents here is very strong. Some
contend that the influence of parents is even too big as
students rely considerably more on their opinion and
guidance than on those of experts who are trained to
advise on transitions. They also report that the influence
of experts on these decisions has been decreasing in re-
cent years.

I'm afraid there is no counselling for development,
for transitions, for planning of the school career...
Because this is, because it is considered as part of
the job, counselling services in primary and se-
condary schools, this is a reason why this is so,
because this is not performed by teachers, but by
counselling workers (National policy expert, 11).

Regarding transitional support, students mostly have
experience of a vocational test they are all involved in
and possibly feedback given on its basis, but they rarely
look for more support regarding their transitions from
supporting professionals. They mention external pro-
fessionals even more rarely. School experts mainly see
their task as supporting students in their transitions and
informing students about their possibilities and options.
They feel their role in the transition process is not impor-
tant enough and not really decisive in students’ transi-
tions to secondary schools. The school experts notice
that parents have a bigger impact on students’ decisions
than they used to have in the past and are quite critical
of this fact. They believe it is the other side of the pas-
sivation of students:

Counselling takes part [in school], but our role
here is not so important any more, the parents’
role has become more important. Parents have
become so strong and ambitious for their chil-
dren that they do not allow the school to suggest
something. So, here we have loosened up, but it
was the only way for us (MS-experts-interview-
-principal assistant).

Thus, the empirical findings show that parents are
the first people students rely on or would rely on in the
case of problems at school (Zakelj et al, 2013). The next
important groups on which students would rely in the
case of school or other problems are friends and sib-
lings. Finally, teachers (mainly class teachers) are also

perceived as those on whom one can rely when they
have problems. However, this does not imply trust in
school personnel in general as at the same time there is
a low level of trust in school experts. They are not per-
ceived as trustworthy in this respect (students gave some
examples about cases where they had entrusted some
problems to school experts but when they saw that noth-
ing happened, they felt no support but accusations etc.).
It seems that students rely on those agents with whom an
intimacy level that enables trust is achieved. As one of
the national experts pointed out in an interview:

The school staff has to be available to children...
It is also difficult to expect that a child would
come and say like an adult person that he or she
would like to make an appointment at 15:15. The
child will come if he or she knows that the te-
acher or experts has a free hour and if they are
also otherwise responsive, emphatic. In short, this
kind of help, which a child, a teenager or even a
younger child could use, does not exist (National
policy expert, 11).

Views of students and parents on school and educa-
tional transitions

One of the most unanimous findings of the qualita-
tive empirical research is the great importance and its
obviousness of education for students and parents. The
majority of surveyed students and parents thus agree
that education is very important for the future lives of
students. Nevertheless, there are different specific rea-
sons for the relevance of education; while some are
more personal (identity, happiness), others are more
socio-economic (employment, socio-economic status
status) (Zivoder, 2011).

For example, many students believe that education
brings a special identity or social status because being
well versed or having good knowledge about different
things is considered to be a value, an attribute of per-
sonal self-image, for example: “Education is very impor-
tant because without it you are nothing” (LJ-students-
interview-Matej).

Further, a good education is considered by some
students as a sort of precondition for having a happy,
fulfilled life. They emphasise it is crucial to enjoy your
work and that work should be more than just earning
money.

Well, to me it seems veeeery important, right.
Considering the influences on your life, right... for
example, on how you feel in your vocation and if
you have enough money, you can buy whatever
you want and you are happy... (KP-students-in-
terview-Andrej).

Students and their parents also believe that educa-
tion will bring them opportunities to be able to choose
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the desired vocation which they will enjoy, instead of
being chosen by the labour market and doing the jobs
that are available/offered. They believe that education is
important chiefly because it offers a better starting posi-
tion in the labour market and/or consequently a better
economic position in general. Students and parents of-
ten think that, without education, it is simply impossible
to get a job. Education is also understood as a means to
become (economically) independent. Yet, especially in
the light of the current employment crisis in Slovenia
(a high youth unemployment rate, among whom many
have a high education), respondents are aware that edu-
cation is the basis, but not a guarantee for secure em-
ployment or success in life. For example:

Yes, very, there are more people who are without
a job and so I think it is important that you fini-
sh at least university so that you then have more
possibilities, because | think that with secondary
school you have no possibilities for a job. At least
if you want to have a good job (MS-students-in-
terview-Klara).

The majority of students are generally very satisfied
with their school so the school itself was not often a
subject of criticism by either students or parents. More
often criticised were teachers and their “unfairness”.
Some teachers were also criticised because they do not
treat students equally and sometimes because they are
not prepared for the lessons. Students often complained
about being overburdened with school demands. They
spoke about great pressures experienced in school and
about the overload of study material. They have a lot
of activities after school, they are lacking leisure time
(some even sleep), they lack time to meet all their re-
sponsibilities. There is an all-present use of having spe-
cial private lessons at home, to help with school work
and learning.

Regarding the curriculum, students mainly com-
plained about the lack of practical subjects (which
would prepare them for work and life), they believed
that school gives them too much theoretical knowledge
which they do not find useful. It therefore seems that
the education system is unable to satisfy the present and
immediate needs of students as they feel schools are ex-
cessively focused on the quantity and amount of knowl-
edge instead of its depth or the compatibility of study
materials with an individual child and their interest in it
(Ule etal., 2012). Thus, they feel that the existing educa-
tion system does not allow them to develop their ‘natu-
ral” abilities, interests and inclinations.

Another of the more often expressed complaints was
the lack of community; many students believe there is
too much individualism in schools (everybody takes
care of themselves first and foremost) and express a wish
that students would be more connected in class and that
a class should be more like a community.

Well, | can’t really remember [about the problems
in everyday school life], but my biggest problem
was that they [classmates] didn’t accept me, and
then if I miss school, e.g. I'm sick, and then when
I come to school and ask for notebooks, nobody
will lend them to me; but it’s not just me — eve-
rybody is so competitive in our class (L)-students-
-interview-Metka).

In general, the students also pointed out that teach-
ers prefer to use negative sanctions than positive ones
which in their opinion leads students to lose their self-
confidence:

Sometimes it seems to me that teachers are too,
they tend to bring down our self-confidence, you
are not good, you do not study enough, you will
not succeed in life, sometimes even if we do some
little thing well, they should praise us, so we co-
uld get a... / ... / Inspiration to continue trying,
but not if they are always humiliating us we can-
not be golden sunshine (MS-Students-focus gro-
up-girls, Patricia).

On the systemic level, they are critical of school
rules that are constantly changing. Parental critiques
mostly address ability grouping as a teaching method.
In their opinion, differentiation leads to individualism
instead of building a group spirit and to social differen-
tiation among students.

... Well, now they are jealous, they watch if they
are overtaking you, they don’t give you notes to
make a copy, they look as if they would throw
you completely on the ground. | mean, it is not
how it used to be, then you were a classmate, |
mean, all these and friends... For example, then
the classmate came and asked you things, such as
if you were at home ill, gave you her notes, now
this is no longer so (L)-parents-interview-mother-
-child with special needs).

Similarly to the students, the parents also think that
teachers appear to be focusing on the lack of knowl-
edge instead of searching for knowledge. However, the
parents also think teachers should have more authority
in class but, at the same time, they see the school as
too demanding and time-consuming, which is why they
have to hire and pay for extra teaching lessons. They
think students are burdened with too much information,
frequently factographic knowledge. They report the lack
of in-depth knowledge and classrooms that are too big,
not allowing teachers to work with students individually.

Even though the teachers do not see certain ethnic
groups as being marginalised or having fewer possi-
bilities for educational success, the students themselves
report they feel they are not being treated equally, es-
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pecially when marks are in question. Roma students,
immigrants and those with lower marks mainly report
this issue.

For nine years | have been attending this school,
I feel all right here, just some teachers are rude
to us. They behave in a different way to others
than to us [note: Roma students]. And concerning
school marks too (MS-students-focus-group-Ro-
ma-students-Rihana).

CONCLUSIONS

Since the 1970s Slovenia has managed to strongly
raise the educational level of especially disadvantaged
groups of young people, such as women and children
from socially weaker families and milieus. This was
made possible by the introduction of the extended net-
work of schools and an inclusive educational policy
(Krek, Metljak, 2011). However, today and especially in
the light of the increasingly serious economic and social
crisis, this system is under threat from both the outside
and inside. Externally, it is threatened by the lack of fi-
nancial and material resources, the neoliberal auster-
ity policy and the weakening of the institutions of the
welfare state; internally, it is weakened by the imbal-
ance between key educational agents, students, parents,
teachers and experts. While the external pressures are
diminishing the strength and position of schools as key
educational institutions, the internal pressures are weak-
ening the professional authority of teachers and their
professional competencies.

Through the analysis of the interviews with all key
agents in the educational process, i.e. national policy
experts, teachers, parents and students, we have found
a number of dilemmas and contradictions both in the
educational trajectories as well as in the roles of each of
these actors engaged in the process. Among all the refer-
ence groups we interviewed, one issue was very strong,
namely they all agree that education is regarded as very
important for students’ life courses. An international com-
parison reveals that the aspirations of parents and chil-
dren in Slovenia are among the highest in Europe. One
of the most important reasons for this that we can high-
light in this respect is education’s perceived high level
of importance and influence on the life chances of indi-
viduals and, conversely, the lack of alternative options
which would enable satisfactory or propulsive positions
to be reached in society (Ule et al., 2012). Nevertheless,
these different actors have diverse views on how students
should achieve a good education and how young people
should be motivated to meet school requirements.

The dominant discourse regarding the role of the
school in students’ transitions is to offer all the neces-
sary information and to provide good career advice.
Experts, teachers, parents and sometimes even students
themselves pointed out that at the end of basic school

they are still too young to make such important life deci-
sions. This discourse about students being too young to
make informed decisions about their life is in fierce con-
tradiction with the expectation of experts, teachers and
parents that students will manage their educational tran-
sitions with a high level of awareness, self-responsibility
and commitment. These differences raise occasional
conflicts among agents, for instance between teachers
(schools) and parents or students regarding teaching
methods and demands.

Another important finding is that there is a prevailing
and underlying conviction in Slovenia that the general
education offered by gymnasiums is by far a better foun-
dation for a future vocational career and life path than a
specialised and concrete vocational education. In recent
years this has led to the hyperextension of gymnasiums
and to the neglect of vocational secondary education.
What is more, most students do not have clear wishes
about their future vocation and experience difficulties
when choosing, yet these difficulties are not always rec-
ognised as such, or are even not ‘conscious’. Students thus
enrol in gymnasiums precisely because they wish to gain
some time in order to get to know themselves better over
the next four years, to define their wishes more clearly, to
acquire sufficient information and wisdom to be able to
take this important decision in the following years. Yet,
when many of these students come to gymnasiums they
often realise that the level of education is too demand-
ing and they can hardly manage the workload. This leads
such students to either put in even more effort to meet the
minimum standards or to transfer to another school or, in
some cases, to even drop out of school. Any of these sce-
narios can negatively affect their self-image, their iden-
tity; they might feel inadequate, not smart enough.

Another important finding of the research is that
teachers feel vulnerable in their professional com-
petence from two sides, on one hand because of the
increasingly informed and interested parents and, on
the other, because of the education and school policy
which often plans, designs and implements changes
to the education system without the input of teachers.
As we have seen, in the last few decades the Slovenian
education system has undergone many reforms whose
primary goal was to improve the quality of the educa-
tion. Although many positive effects have indeed been
achieved, a distinctive negative aspect of these positive
efforts is the mainly top-down approach to reforming the
system and the schools, the growing bureaucratisation
of the school system, together with the excessive em-
phasis on knowledge as the key achievement of educa-
tion, and the side-lining of experience-based learning
which in this period has primarily become a family duty
(Kobolt and Rapus Pavel, 2010).

Further, another common view found in all the re-
spondent groups is that of the individual responsibility
of students (and their parents) for their school perfor-
mance, success and consequently also for their access
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to education and later employment. The teachers, ex-
perts and students seem to use the discourse of ‘indi-
vidual responsibility’ in quite a harmonious way. The
topic of individual responsibility (of students and their
families) and the emphasis placed on their internal mo-
tivation results in overlooking the structural causes of
inequalities in success, transitions and prospects. Indi-
vidualism in terms of self-responsibility is visible in how
students and parents cope with everyday school life and
achievements, such as good grades, learning difficulties
and similar (Mencin Ceplak, 2012).

The individualistic and familialistic orientation leads to
another characteristic that was found in our study, namely
that there is a lack of solidarity among students in school.
It seems that school is not an environment where students
are encouraged to cooperate with and help each other,
which is especially seen in competitiveness and a lack
of willingness to help and support classmates. Students
from de-privileged groups in particular lack such sup-
port. This is particularly important for further discussions
as the school seems to be an ideal social environment
that could, in the everyday life of young people, provide
‘competition’ to the over-emphasised parental support and
influence, offering students a way out of parental control
on their way to personal autonomy, and could at the same
time, by promoting peer cooperation and solidarity, be
some sort of a buffer zone that could alleviate the nega-
tive effects of individualism and prepare students to cope
with them successfully. According to our study, it seems
that the situation is in fact the opposite. Instead, we face
a wide gap between the school and its strategies in cop-
ing with the educational (and life) demands of students on
one side and students and parents on the other who do not
trust the school and strive to find their own strategies for
coping with such demands and problems.

Thus, we can say there is an overlap of two essen-
tially different ideological discourses in the contemporary
education field in Slovenia: on one hand, the discourse
of equal opportunities or social integration, and the dis-
course of individualisation and personal responsibility for
educational trajectories on the other. While the first dis-
course is mainly part of the official policy, the second is
part of the hidden curriculum which is present in both the
consciousness of students and parents as well as teach-
ers and experts. The contradiction between these two
discourses produces misunderstandings and problems in
the interactions between different actors. The discourse on
individualism is increasingly shifting the burden for socie-
ties’ social and economic reproduction on to the shoulders
of individuals: students and their parents. The particular
ways in which the redistribution of property has been oc-
curring over the past two decades have also considerably
increased the differences in the starting positions of young
people who are becoming ever more dependent on family
capital, support and familial social networks.

Jeremy Rifkin ascertains that in the process of eco-
nomic liberalisation many of the substantial social rights

have been replaced by rights of “access” (Rifkin, 2000).
This trend has been caused by both neoliberal interests as
well as the diminishing power of national welfare states. It
seems as if the increased globalisation and the greater com-
plexity of self-responsibility in the activation and policy of
lifelong learning are an expression of the embarrassment
of state institutions that are no longer capable of assuring
their sovereignty in the form of the social inclusion of their
citizens. Within such a framework, the right to equal and
universal access of all people to various educational levels
is manifested as a moment of individual choice regarding
one’s own life and career path, which does not assure the
social integration of individuals. It is true that in the real
circumstances of the labour market and capital distribu-
tion, the individual includes, engages and enters into vari-
ous forms of socio-economic relations but hardly, if ever,
reaches a more permanent and stable social role. In the
transition countries with a weak economic basis and fee-
ble democratic tradition, such as Slovenia, these forms of
uncertainties affect young people from socially deprived
groups and environments the most. These are the young
people who most often ‘choose’ non-prosperous and or
socially stigmatised educational and vocational paths.
However, the rest of the young generation, who choose
educational paths with supposedly greater prospects, of-
ten also cannot ‘find themselves’ in their school achieve-
ments and certificates, but lean on random and often only
temporary opportunities for self-confirmation. Thus, in
these cases, the education system as an institution for the
social integration of young generations is turning into an
institution of social segregation.

Otherwise, a positive trend of the democratisation of
education, i.e. to enable each citizen to attain an educa-
tion that matches their abilities, has today transformed
into something else. Mass education in Slovenia has be-
come an open path whose chief negative consequence
is the lowering of the quality of knowledge, particularly
at the higher levels of education. This means that the fin-
ishing of an educational level, as visible through school-
leaving certificates and diplomas, no longer holds the
value it once had. When these certificates and diplo-
mas are produced, the key decisions about employment
are transferred to employers. What was previously one
of the roles of the school, i.e. to limit the arbitrariness
of employers, is now slowly vanishing and the school
more or less only performs its negative function of selec-
tion; namely, without the school-leaving certificate an
individual can neither continue education nor become
employed. With so much decision-making power and
choice, employers are in a way reducing the value of
education and hold much greater power in determin-
ing working and payment conditions. This leads to the
so-called freedom of the servant; that is the freedom of
someone who depends on the good or bad will of a per-
son who decides about their individual destiny. All of
this puts young people who are finishing their education
in fully subordinate positions.
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UPRAVLJANJE Z IZOBRAZEVALNIMI POTEKI V SLOVENIJI:
DILEME IN PROTISLOVJA
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POVZETEK

V Evropskih druzbah znanja ustreznost izobraZzevanja pomeni ravnoteZje med individualnimi, socialnimi in eko-
nomskimi aspekti izobraZevanja. To lahko operacionaliziramo v vprasanje, kako razli¢ni akterji izobrazevalnega
procesa konceptualizirajo in organizirajo individualne izobraZevalne poteke Solarjev. Namen clanka je analizirati
razmerja med razli¢nimi akterji vklju¢enimi v izobraZevalne poteke v Sloveniji, razumeti njihove razli¢ne perspektive
in ugotavljati porazdelitev aspiracij, odgovornosti in podpor v izobrazevalnih potekih Solarjev. Klju¢no raziskovalno
vprasanje, s pomocjo katerega bomo analizirali podatke, je: kaj razli¢ni akterji menijo o pomenu izobraZevanja; ka-
ksni so pogledi in izkusnje razli¢nih akterjev na prehode v izobrazevalnih potekih. Raziskovalna metoda so polstruk-
turirani intervjuji z razli¢nimi akterji (ucenci, starsi, ucitelji, svetovalci, eksperti). Skozi analizo intervjujev z vsemi
bistvenimi akterji v izobraZevalnem procesu: eksperti na nacionalni ravni in lokalni ravni, ucitelji, starsi in ucenci,
smo ugotovili vrsto dilem in protislovij v odnosu do izobraZevalnih potekov pa tudi do vioge posameznih akterjev v
tem procesu. Vsi akterji, ki smo jih intervjuirali, so si bili enotni v eni tocki, da je izobrazevanje zelo pomembno za
Zivljenjski potek uc¢encev. Mednarodna primerjava pokaze, da so aspiracije starsev in otrok v Sloveniji med najvisjimi
v Evropi. Obstaja vrsta razlogov za to. Najpomembnejsi je pomembnost izobraZevanja in vpliv izobrazevanja na
Zivljenjske priloZnosti solarjev ter pomanjkanje alternativnih mozZnosti ki bi Solarjem omogocale doseci zadovoljive
in stabilne poloZaje v druzbi. Vendar se akterji razlikujejo glede tega, kako naj Solarji doseZejo ¢im boljSo izobrazbo,
predvsem kako motivirati mlade za izpolnjevanje Solskih zahtev. Kar je sicer bil pozitiven trend demokratizacije sSol-
stva, se pravi vsakemu drzavljanu ali drzavljanki omogociti Solsko izobrazbo, ki ustreza njegovim sposobnostim, je
danes preslo v nekaj drugega. Ugotovili smo, da s tem, ko Sola producira ogromno Stevilo spriceval, diplom, omogo-
Ca, da se klju¢ne odlocitve glede zaposlitev prenasajo na zaposlovalce. To, kar je vcasih bila vioga Sole, da je omejila
samovoljo zaposlovalcev, to funkcijo pocasi Sola izgublja. Opravlja le bolj ali manj negativno funkcijo selekcije; brez
spricevala, diplome posameznik ne more niti nadaljevati Solanja, niti se zaposliti, vendar diploma me odloca o tem,
ali bo zaposlitev dobil ali ne.

Klju¢ne besede: pomen izobrazevanja, izobrazevalne aspiracije, socialno integracija, atipi¢ni izobrazevalni
poteki, samo-odgovornost, individualizacija
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ABSTRACT

The paper presents an analysis of discourses on children whose first language is not Slovenian and their integra-
tion into Slovenian primary schools. The research is based on a critical discourse analysis of in-depth interviews
and focus groups conducted in 2011 with primary school teachers, local experts and high-level government
experts in two Slovenian towns — Koper and Ljubljana. The paper shows how the lack of language proficiency of
children whose first language is not Slovenian becomes constructed as a problem within specific regimes of truth.
The paper claims that inclusion through language works as a governmental technique where language proficiency
represents a symbolic threshold for the cultural and social integration of children whose first language is not Slove-
nian. This preconditions their acceptance in the hegemonic culture and society. Therefore, the paper shows how
policy, experts and teachers declaratively aim for the democratic inclusion of children whose first language is not
Slovenian in Slovenian schools, but at the same time they reproduce ethnocentric arguments creating an assimila-
tionist discourse.

Key words: immigration, children whose first language is not Slovenian language, problematisation,
governmentality, education

ALLIEVI SCOLASTICI LA CUI PRIMA LINGUA NO E SLOVENO NELL SISTEMA
D’'EDUCAZIONE SLOVENO: UN’ANALISI CRITICA DELLA NORMALIZZAZIONE

SINTESI

I"articolo presenta un'analisi dei discorsi sui allievi scolastici la cui prima lingua non é sloveno e la loro inte-
grazione nelle scuole elementari slovene. La ricerca si basa sull'analisi del discorso critico di interviste e focus
groups condotti nel 2011 con gli insegnanti della scuola primaria, esperti locali, ed esperti al livello governativo in
due citta slovene - Capodistria e Lubiana. Il documento mostra come la mancanza di conoscenza della lingua dei
allievi la cui prima lingua non e slovena diventa costruito come un problema all'interno di specifici regimi di verita.
I"articolo sostiene che I'inclusione attraverso il linguaggio funziona come una tecnica governativa dello stato in cui
le conoscenze linguistiche rappresentano una soglia simbolica per I'integrazione culturale e sociale dei allievi la
cui prima lingua non é slovena. Questo precondiziona la loro accettazione nella cultura egemone e nella societa.
Pertanto, I’articolo mostra come discorsi politici, esperti e insegnanti all livello dichiarativo mirano alla inclusione
democratica dei allievi la cui prima lingua non é slovena nelle scuole slovene, ma allo stesso tempo riproducono
argomenti etnocentrichi creando un discorso assimilazionista.

Parole chiave: Immigrazione, allievi la cui prima lingua non ¢ slovena, linguaggio, problematizzazione,
governamentalita, educazone

303



ANNALES - Ser. hist. sociol. - 23 - 2013 - 2

Andreja VEZOVNIK: CHILDREN WHOSE FIRST LANGUAGE IS NOT SLOVENIAN IN THE SLOVENIAN EDUCATIONAL SYSTEM: A CRITICAL ..., 303-316

INTRODUCTION

Since the 1960s, Slovenia has been a land of immi-
gration. Nowadays almost 417,000 residents of Slove-
nia (one in five) are first-, second- or third-generation
immigrants. More than half of all immigrants are first-
-generation immigrants, i.e. people whose first residen-
ce was outside Slovenia (Razpotnik, 2012). The second
and third generations of immigrants were born in Slo-
venia but have at least one parent or grandparent who-
se first residence was abroad. In terms of legal status,
immigrants and their children might or might not have
Slovenian citizenship and/or a permanent residence
permit. Immigrants and their children are also consi-
dered to hold special statuses — those with temporary
protection, asylum seekers or refugees. Irrespective of
which category immigrant children belong to, they are
all children whose first language is not Slovenian (hen-
ceforth CwFLnS).

The majority of immigrants in Slovenia are peo-
ple with ethnic origins in other (ex-)Yugoslav republi-
cs. Although Slovenia’s attainment of independence in
1991 saw the introduction of several discriminatory
laws' that eroded the rights and benefits of ex-Yugoslavs
living in Slovenia, immigration rates from former Yugo-
slav republics have stayed almost the same, with a peak
in the early 1980s and the largest growth occurring bet-
ween 2000 and 2009. For instance, in 2006 ex-Yugoslav
immigrants represented around 88 percent of the entire
immigrant population (Ili¢ et al., 2008, 59).

In 2012 almost 417,000 inhabitants of Slovenia were
immigrants, mostly male, manual low-skilled workers.
While economic immigrants from ex-Yugoslavia still
constitute the lion’s share of the immigrant population,
newcomers also include other nationalities, e.g. Russi-
an, Albanian, Ukrainian, Chinese, Moldavian? etc. (Do-
lencetal., 2013, 21). The stronger flow of immigrants in
the last decade has been a consequence of favourable
economic conditions, Slovenia’s entry to the EU, and
the process of family reunification — the secondary mi-
gration of family members of immigrants already living
in Slovenia (Dolenc and Ster, 2011).

The Slovenian census from 2002 showed that 14.6
percent of adolescents aged under 15 did not declare
themselves to be Slovenians, but some other nationa-
lity or they did not specify their nationality (Medvesek,
2006, 125). According to Slovenian legislation on edu-
cation, immigrant children have the right to attain a pri-
mary school education on the same conditions as Slo-
venian children®. Although this right is formalised and
implemented, immigrant children remain perceived as

ethnically and culturally different from the majority po-
pulation of Slovenian pupils in schools and are therefore
frequently discriminated against by teachers and school-
mates (Skubic Ermenc, 2006).

Another reason for their disadvantaged position is
the lack of language proficiency that becomes a pro-
blem once CwFLnS enter educational institutions. Lan-
guage proficiency appears to be a problem for schools,
experts as well as CwFLnS themselves. While langu-
age barriers most commonly overlap with ethnicity,
scarce socio-economic resources, class, gender etc.,
the inequalities between CwFLnS and Slovenian pu-
pils are becoming reinforced (Skubic Ermenc, 2006).
Razpotnik (2011) states that exclusion in the educati-
on system even negatively influences the individual
learning achievements of CwFLnS. Therefore, CwFLnS
are considered a disadvantaged group in the Slovenian
education system (Barle Lakota et al., 2007, 4; Skubic
Ermenc, 2006, 152) and are hence a frequent topic of
expert debate.

However, so far almost no policy documents or laws
have efficiently addressed the inclusion of CwFLnS in
the Slovenian education system. One exception is the
Strategy for the inclusion of immigrant children in the
Slovenian education system (Barle Lakota et al., 2007)
that specifically views CwFLnS in Slovenian schools as
a problem:

Example 1: »Every year the Slovenian education
system includes children of immigrants, refugees,
asylum seekers, and people with temporary pro-
tection. [t has been shown that these children, pu-
pils and students (immigrant children) have more
difficulty following classes and other happenings
at school or in kindergarten and are less keen on
integrating into the wider social environment.*
This is a consequence of their lack of knowledge
(ignorance) of the Slovenian language (they are
mainly children whose Slovenian is a foreign or
a second language), the lack of developed strate-
gies and instruments for ensuring the inclusion of
immigrant children and the insufficient inclusion
of children and their parents in the scholastic and
wider Slovenian environment« (Barle Lakota et
al., 2007, 4).

Therefore, according to the mentioned Strategy lan-
guage proficiency is becoming a precondition for the
social and cultural integration of CwFLnS and is presen-
ted as being in the best interests of CwFLnS. The issue
of CwFLnS is only briefly touched on in various other

1 For instance, the Aliens Act that in 1992 legitimated the illegal erasure of 25,000 ex-Yugoslavs living in Slovenia from the Register o

Permanent Residents, depriving them of citizenship rights.

2 Cf. http://www.zrsz.si/trg_dela/trg_dela_v_stevilkah/zaposlovanje_tujcev
3 Resolution on immigration policy in the Republic of Slovenia (2002); Elementary School Act (1996), Article 10.
4 Underlined parts were added by the author of this paper in order to emphasise important points.
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Slovenian (legislative) documents®. Some of these form
part of Slovenian legislation, others are based on EU di-
rectives descending from the strategy on migration poli-
cy and the integration of immigrants and their children
in the EU through the education system adopted at the
Lisbon European Council in March 2000 (Medvesek,
2006, 126). Despite Slovenia being part of UNESCO,
the OSCE, the Council of Europe, and the United Na-
tions that all promote intercultural education through
their initiatives (International Association for Intercultu-
ral Education, International Bureau of Education), it still
does not have a comprehensive educational or policy
solution to the problem of CwFLnS (Razpotnik, 2011,
1453, Grobelsek, 2010, 164, Skubic Ermenc, 2006).

In the Slovenian education system efforts to ensure
the inclusion of CwFLnS in schools mainly involve addi-
tional classes of Slovenian language that CwFLnS take in
the first year after they start primary school or when they
first move to Slovenia. However, the legislation offers
different definitions of what such additional classes sho-
uld consist of and for how many hours a year CwFLnS
have the right to attend those classes. Schools can apply
for funds for a certain number of additional classes of
Slovenian language, with a maximum of 35 hours per
year (Barle Lakota et al., 2007, 12). Taking the knowled-
ge and circumstances of each individual CwFLnS into
account, the Ministry of Education, Science and Sport
determines the number of hours of classes of Slovenian
language schools should later provide when carrying out
the language teaching. How the classes are implemen-
ted depends on the policy of an individual school. There
are no directives on the special education or profile of
teachers who are conducting such classes, teaching and
learning methods etc.

This is problematic when we consider that previ-
ous research studies in Slovenia have shown teachers
are not educated to adopt and implement intercultural
values in pedagogical approaches (Grobelsek 2010,
171, Kobolt, 2005). In addition, the data gathered in
the GOETE research project (Ule and Vezovnik, 2012)
led to similar findings regarding intercultural educati-
on and revealed that schools have different approaches
to coping with the language barrier of CwFLnS. Due to
the lack of appointed officially supported hours some
schools rely on volunteers to work as teachers of Slove-
nian language or use the school’s internal financial or
human resources in order to help CwFLnS. Therefore,
schools decide how much language learning is needed

for an individual CwFLnS and how much time is given
to them to learn the language before starting to overlo-
ok the language barrier and to evaluate and grade the
knowledge of CwFLnS. It almost entirely depends on the
school personnel how and to what extent an individual
child will be helped with the language (ibid.).

In the rest of this paper | will focus on the langua-
ge issue and attempt to show how the lack of language
proficiency is problematised in discourses of teachers
and school experts, local policy experts and high-le-
vel government policy makers and experts. | will show
that for all of these agents the expectation of langua-
ge proficiency provides the most significant condition
for the integration and/or assimilation of CwFLnS into
the Slovenian education system. However, | will try to
demonstrate how the requirement of language profici-
ency can also be interpreted as a technique for discipli-
ning or normalising CwFLnS/immigrant children. | will
show why regarding language proficiency as a symbolic
precondition for the social and cultural assimilation of
CWFLnS so as to influence the acceptance of CwFLnS in
the hegemonic cultural environment is problematic in
the context of seeking to implement a more democratic
and intercultural notion of the inclusion of CwFLnS.

METHODOLOGICAL AND THEORETICAL
FRAMEWORK

The main empirical data were collected for the GOE-
TE project (Governance of Educational Trajectories in Eu-
rope, 2010-2013) (Walther, 2010). This paper takes one
thematic aspect of the GOETE research project into con-
sideration — the coping of and support for CwFLnS in pri-
mary schools (de Bois-Reymond et al., 2011, Ule, 2013).
However, this paper does not focus on pupils’ individual
coping strategies but explores institutional governance®
oriented to helping CwFLnS cope with language barriers.
The data presented in this paper were gathered in 2011
in Koper and Ljubljana, with each town population com-
prising 7-8 percent of immigrants. In each town we con-
ducted interviews in a primary school that was selected
on the basis of a presupposed higher enrolment rate of
immigrant children. The data presented here are based on
qualitative methodological approaches — in-depth inter-
views and focus groups (de Bois-Reymond et al., 2011).
The analysis that follows includes:
e Ten in-depth interviews with high-level gover-
nment policy makers and experts from the field

5 Constitution of the Republic of Slovenia (Articles 11, 61, 62); Resolution on immigration policy in the Republic of Slovenia; Public Use of
the Slovenian Language Act (Articles 2, 5, 12, 13); Organisation and Financing of Education Act (Article 2); Elementary School Act (Arti-
cles 2, 6, 8, 10); Gimnazije Act (Articles 2, 8, 9); Vocational Education Act (Articles 2, 6, 7); Aliens Act (Article 82); Temporary Protection
of Displaced Persons Act (Article 29); Asylum Act (Articles 19, 43, 47); Regulations on rights and obligations of refugees in the Republic
of Slovenia (Articles 8, 9, 10, 33); Rules on manners and conditions to guarantee the rights of asylum applicants (Articles 24 and 25);
Rules on secondary school enrolment (Article 3); Guidelines for the education of alien children in kindergartens and schools (2009), The
National Education Institute of the Republic of Slovenia), The White Book on Education, 2011.

6 The current debates on educational governance address different dimensions of the education system and are concerned with new ways
of planning, steering, organising and coordinating actions and actors within the system (de Bois-Reymond et al., 2011, 141).
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of education. At the national level, we have in-
volved those experts who have had a crucial in-
fluence on the formation of educational policies
in Slovenia in the last two decades as either poli-
cy makers, analysts and/or commentators. Policy
experts in Slovenia appear in several roles, for
example as policy makers and policy commen-
tators; therefore, they are passing from decision-
-making positions to scientific-research positions
(Ule and Vezovnik, 2012, 11-12, Ule, 2013). The
interviewees were sampled amongst those invol-
ved in governmental educational policy making
(the Ministry of Education, Science and Sport, go-
vernmental bodies and working groups preparing
policy documents on education such as the men-
tioned Strategy (Barle Lakota et al., 2007), and
the White Book on Education), academic experts
and researchers in the field of pedagogy and edu-
cation. Two topics were addressed in the inter-
views: problems with immigrant children in pri-
mary schools and problems with the enrolment
of pupils in vocational schools and gymnasiums.

e Ten in-depth interviews with external local
experts collaborating with schools when immi-
grant children are involved. The actors listed be-
low provide institutional guidance and support
especially for pupils in 9 grade about to enrol in
vocational schools and gymnasiums (career con-
sultants, a priest, social workers at the Centre for
Social Services, a psychologist at the Counselling
Centre for Children, Adolescents and Parents, a
representative of the project Learning for Young
Adults — PUM, representatives of the Adult Edu-
cation Centre — Primary Education).

e Two in-depth interviews with school principals,
one from a school in Koper, the other from a
school in Ljubljana

e Eight in-depth interviews with school experts
who provide institutional support for immigrant
children, i.e. social integration, economic su-
pport, language learning support. School experts
also support (immigrant) children in their process
of enrolment in vocational schools and gym-
nasiums (psychologists, social workers, special
educators, librarians, social pedagogues, school
counsellors).

e Two focus groups and six in-depth interviews
with 9" grade teachers. Teachers were sampled
amongst those involved in mentoring/tutoring
and teaching 9th grade children. The teachers
who participated in the interviews did not parti-
cipate in the focus groups, and vice versa.

In order to analyse discourses on CwFLnS in the em-

pirical material presented above, | will be leaning on

Foucault’s notion of problematisation complemented
with the method of critical discourse analysis (CDA).
The notion of problematisation overcomes essentialist
ways of understanding the dynamics of the formation of
social subjects/objects. It allows a methodological per-
spective on the subject/object construction in relation
to regimes of truth and discourses. As Foucault (1983)
states, problematisation means the analysis of how and
why certain things (behaviours, phenomena, processes)
became a problem in a certain epoch. When Foucault
says he is analysing the problematisation of madness,
sexuality and criminality, he does not deny the existen-
ce of these phenomena prior to their problematisation,
but treats phenomena as socially existent only when su-
bjected to social regulation that is grounded in specific
regimes of truth. Foucault explains that “/p/roblems are
not always already there — not as problems, anyway. It
has taken the work of hundreds and thousands of peo-
ple for problems like the prison, medical power, and the
like to come onto the agenda” (Caputo and Yount, 1993,
8). Problematisation “...makes something enter into the
play of the true and false, and constitutes it as an object
for thought (whether under the form of moral reflection,
scientific knowledge, political analysis, etc.) (Foucault,
1989, 296).

Similarly, CwFLnS enrolled in Slovenian schools in
the past decades only recently became part of the agen-
da and were constituted as a problem within a specific
regime of truth and knowledge’. In this sense, a new
knowledge on the integration of CwFLnS emerged wi-
thin specific discourses. Therefore, the construction of
CwFLnS as a problem is grounded in a specific disco-
urse, institution or even policy document. “This deve-
lopment of a given into a question, this transformation
of a group of obstacles and difficulties into problems to
which the diverse solutions will attempt to produce a
response” (Foucault, 1984, 389) is brought up by seve-
ral discourses (legal, policy, expert etc.) that this paper
intends to analyse with CDA.

Drawing on specific authors working with CDA —
namely, Fairclough, De Cilia, Reisigl, Wodak, and Ri-
chardson — will allow me to illustrate the relationship
between socio-cultural practices and the textual level
of interviews and focus groups. CDA is in line with
Foucault’s notion of discourse and therefore discourse
is considered to be an empirical category. According
to Foucault (1971) and Fairclough (1992), a discourse
or several discourses only represent one of the possi-
ble objects within society, where the others could be
concrete social practices, economics, law, various insti-
tutions and so on. Discourses are closely linked to noti-
ons of normalisation, discipline, knowledge, power and
truth. According to Foucault (1977, 93), in a society “...
there are manifold relations of power which permeate,

7 Inthis case, this might be framed within the broader engagement of EU and EU-related institutions in shifting towards a more democratic,

inclusionary and tolerant discourse towards immigrants.
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characterize and constitute the social body, and these
relations of power cannot themselves be established,
consolidated nor implemented without the production,
accumulation, circulation and functioning of a disco-
urse. /.../ We are subjected to the production of truth
through power and we cannot exercise power except
through the production of truth”. Foucault (1977, 106)
stated that power is above all disciplinary while disci-
plines have their own discourse. Disciplines may well
be the carriers of a discourse that speaks of a natural
role or a norm. The code they come to define is that
of normalisation. Educational discourses emerging from
policy documents and interviews that have CwFLnS as
their object are above all aiming at disciplining and nor-
malising CwFLnS.

In order to show how normalisation works, the vo-
cabulary, grammar and discursive strategies (Reisigl and
Wodak, 2001) used by the interviewees will be taken
into consideration. The exploration of discourses® gro-
unded in the field of education and represented by the
above-listed categories of teachers and experts disclose
how social knowledge and hegemonic power relations
are reproduced and legitimised (Fairclough, 1992) in or-
der to discipline and normalise CwFLnS in the Slovenian
education system.

HIGH-LEVEL GOVERNMENT POLICY EXPERTS

The abovementioned Strategy (Barle Lakota et al.,
2007) along with other academic research (Razpotnik,
2011, Grobelsek, 2010, Skubic Ermenc, 2006, Medve-
Sek 2006, Kobolt, 2005) clearly expresses the problema-
tisation of CwFLnS in the Slovenian education system.
Most of the abovementioned studies are framed in a
discourse of multiculturalism and interculturalism pro-
moting didactical approaches that include the planning,
implementation and evaluation of the learning process
in order to support changes in the existing hierarchy be-
tween the dominant ethnic and cultural majority and the
subordinated ethnic and cultural minority. This kind of
intercultural approach ensures equal chances for edu-
cational possibilities for minorities, preserves identity
differences and promotes solidarity towards ethnic and
cultural minorities (Skubic Ermenc, 2006, 152). Altho-
ugh the expert debate on CwFLnS had clearly been
initiated, the high-level government experts and policy
makers (henceforth HGPEs) who participated in our in-
terviews seemed not to explicitly detect CwFLnS as a
problem. In the examples 2 and 3 that follow, the HGPEs
were asked to freely express their opinions on the is-
sue of immigrant children in Slovenian schools. Since
the study sought to determine the HGPEs’ sensibility to

the problem, at first no broader contextual framework
was provided by the interviewer. Interestingly, when the
issue was addressed during the interviews the HGPEs
showed an almost complete absence of expert discourse
on CwFLnS and immigrant pupils.

Example 2: /.../ when it comes to migrants, |
think, that we (Slovenia)® did not encounter this
so much yet, we have some individual problems,
we encountered this in that period during the war
in the Balkans when we had more of such refuge-
es (HGPE interview 1).

Example 3: I don’t have one (an opinion), | don't
deal with this issue, | think, for Slovenia this is at
the moment a relatively new question, that is not
such a burning issue, according to the numbers
(HGPE interview 2).

It is important to stop here and contemplate this lack
of HGPE’s problematisation. As mentioned, according
to Foucault problematisation is an analysis of the con-
struction of an object of analysis. This means that em-
pirical phenomena, such as the presence of immigrant
children in schools, are constructed as a problem and
then solved, regulated and discussed in different ways
(Foucault, 1991, 388-9). However, what we face in the
expert discourse is the opposite process, a process that
could be seen as the de-problematisation of CwFLnS.
It is well true that problematisation may construct spe-
cific subjectivities (homosexual, criminal, mad person,
migrant etc.) and for that reason could be interpreted
as an ideological operation. However, at the same time
even de-problematisation might be read as an ideologi-
cal operation since what is left out of a discourse is actu-
ally pushed into a semantic background and might also
help to rearticulate and consolidate the actual relations
of power of the social majority over the social minority.

In addition to the HGPEs not revealing a coherent
discourse (such as one of multiculturalism or intercultu-
ralism), they seemed to lack a reference to any kind of
discursive field in which a specific solution to the pro-
blem would potentially emerge. When the HGPEs were
explicitly asked about the status of immigrant pupils in
primary schools, they mostly adopted discursive strate-
gies of detachment from the topic. They provided a mo-
ral and/or very personalised point of view on the matter.
In example 4, the interviewee was asked about soluti-
ons to the problem of CwFLnS in Slovenian schools and
gave the following answer.

Example 4: Basically, we should take better care
of these (immigrant) kids (HGPE interview 4).

8 However, discourse should not be confused with single enunciations or statements of a subject or agent. Although, personal enuncia-
tions are found in the interviews, Foucault does not reduce enunciations to a sovereign and autonomous subject, but instead speaks of
discourse as the totality of enunciations that in a specific period emerge around a specific topic, object or event (Foucault, 1971).

9 All text in brackets in quotations, and parts in bold, italics or underlined were added by the author of this paper.
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The interviewee in example expresses an opinion
without using expert terminology and without reflec-
ting on educational policy treating CwFLnS or making
a policy suggestion as to how this “better care” should
be provided. Avoiding problematisation, she/he instead
adopts a personal and moral view on the matter using
the first plural form. The pronoun “we” adds ambivalen-
ce to their answer. The use of indefinite pronouns such
as “we” entails a metonymic operation whereby those
actually responsible become de-responsibilised by not
being named (Wodak et al., 1999, 164). It is unclear
who the “we” refers to (teachers, institutions, Sloveni-
ans etc.). This is important because such generalisati-
ons push the relevant agents into the semantic backgro-
und, leading to the de-responsibilisation of the relevant
agents. In order to detach their personal views from their
expert knowledge, the HGPEs even more often spoke of
certain problems or adopting some measures aiming at
not specifying the mentioned measures and problems.
In contrast, the HGPEs also emphasised they could only
provide their personal views on the issue of immigrant
pupils when asked about their expert opinion. The use
of definite personal pronouns () and attributive adjec-
tives (my) are used in examples 5, 6 and 7 in order to
emphasise the view is personal and not a professional
one.

Example 5: This is my personal view on immi-
grants (HGPE interview 1).

Example 6: In my opinion, schools are ready (for
immigrants) (HGPE interview 4).
Example 7: Let's say, as far as | know,
interview 2).

... (HGPE

Especially in example 7 the words used by the HGPE
seem to leave space for other knowledge or opinion on
the matter. By using "as far as | know", she/he implies
that their expert knowledge might be limited, evading
the question by offering a personal view before an expert
opinion. If we consider the fact that the HGPEs knew
they would be interviewed as experts and had agreed to
that, then these strategies might be interpreted as a deta-
chments grounded in a lack of expertise and knowledge
on the matter. By pointing out their lack of articulation |
do not want to emphasise the ignorance of some intervi-
ewees but wish to show that for the HGPEs CwFLnS were
not framed as a problem within a certain specific discursi-
ve field. Therefore, in contrast to the Strategy (Barle Lako-
ta etal., 2007), when CwFLnS were clearly constructed as
a problem the discourse of the experts seems not to play a
part in this process of problematisation.

In contrast, the HGPEs appear to critically reflect
the general social position of immigrant children and
are able to talk about their socially deprivileged status.
Experts have been claiming that Slovenian society has
been grounded in nationalist premises since the Slove-
nia gained its independence. When discussing the rea-

sons for the absence of policy documents on CwFLnS,
most of the experts pointed out the social status of ex-
-Yugoslav ethnic provenance of CwFLnS in Slovenia. It
seems the experts are well aware of the broader ideo-
logical framework determining the position of CwFLnS
in schools that is presumably causing the lack of policy
regulating the issue. In example 9, one expert compares
Western immigrants to Eastern European and Southern-
-Slavic immigrants and points out the deprivileged posi-
tion of Southern-Slavic immigrant children. In this case,
the distinction was articulated as a critique of the dicho-
tomy between Western and Eastern/Balkan culture.

Example 9: There is a difference, an absolute dif-
ference, as to whether a child is from Western
European countries, /.../ Whether he comes from
Southern-Slavic nations this is already a big pro-
blem, a big problem, for him to learn and so on
(HGPE interview 7).

Richardson (2007, 65) states that an excessive exa-
ggeration for rhetorical effect is made by using hyperbo-
le. By repeating “big problem”, the expert in example
9 wants to emphasise how language learning is a pro-
blem for CwFLnS coming from the Balkans and the East.
However, another expert stresses a broader political
context of the difficulties of including CwFLnS, blaming
Slovenia’s nationalism: “Too much national euphoria”
(HGPE interview 8) has, they believe, emerged as a
consequence of gaining national independence. Hen-
ce, amongst many of the interviewed experts this broa-
der nationalist aspect was detected as the reason for a
lack of suitable policy on the integration of CwFLnS in
schools (referred to below as “this issue”). In example 10
this becomes even more explicit.

Example 10: This issue we simply did not want,
in a way to face it, reflect it, find solutions and
therefore in a way remains unreflect and we are
living it apart (HGPE interview 9).

The use of the indefinite personal pronoun “we” in
example 10 seems random, but it again becomes im-
portant when social agents might be exposed as being
responsible for important actions in the public interest.
By employing the pronoun “we” the responsible poli-
cy makers and politicians are anonymised (Richardson,
2007, 194) while the reader/listener does not know who
the speaker is really referring to.

However, when asked specifically about CwFLnS le-
arning Slovenian in schools, the HGPEs do not connect
the issue of language proficiency with their critique of
Slovenian nationalism. Example 11 shows that experts
seem not to be keen on questioning the systemic requi-
rement that the Slovenian language is the sole learning
language for all pupils included in the Slovenian school
system.
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Example 11: Here there are obviously immigrant
children, their (teacher’s) crucial problem with
them is not only that classic one with other cul-
tural backgrounds, but it moves to the level of
language. ...They are somehow sentenced to,
somehow, a marginal path in education because
they have a crucial lack, a lack of language. /.../
if we see it from the perspective of utility, from
what the state benefits from, these people would
somehow have better knowledge and would con-
tribute if this lack were to be overcome (HGPE
interview 9).

Therefore, on one hand we have the expert critique
of nationalism remaining on the abstract level of ideo-
logical critique while, on the other hand, when experts
reflect the level of social reality and everyday practi-
ces at school they believe that mastering the Slovenian
language empowers and allows the full integration of
CwFLnS. In this HGPE's opinion, language proficiency is
the biggest obstacle and the most important threshold in
the learning process of CwFLnS™. Further, the language
problem seems to be the reason for CwFLnS being disad-
vantaged — they are somehow sentenced to, somehow, a
marginal path in education because they have a crucial
lack, a lack of language. The expert thinks immigrants
have a lack of knowledge compared to Slovenian chil-
dren, and therefore represent a deviation from normali-
ty. Foucault (1978, 85) states “Disciplinary normalizati-
on consists first of all in positing a model, /.../ and the
operation of disciplinary normalization consists in trying
to get people /.../ to conform to this model, the normal
being is precisely that which can conform to this norm,
and the abnormal that which is incapable of conforming
to the norm”. According to the HGPE, the state should
conduct normalisation for its own benefit. At the end
of the quote from example 11, the expert looks at the
question of integration and language proficiency thro-
ugh a perspective of utility, claiming the state should
benefit from the assimilated immigrant — what the state
benefits from. Foucault (2000, 409) says the reason for
the modern state is based on the idea that “/.../the indi-
vidual becomes pertinent for the state insofar as he can
do something for the strength of the state”. The decon-
struction of this discursive operation leaves us with at
least one problem. The expert reduces the complexity
of CwFLnS integration to a matter of state utility. This is
made explicit in example 12:

/.../if we see it from the perspective of utility,
from what the state benefits from, these people
would somehow have better knowledge and
would contribute if this lack were to be surpassed
(HGPE interview 9).

At this point, the problem of integration is reduced
to what is beneficial for the social majority and what
immigrants (guests), as a minority, have to contribute to
the nation-state (host). The goal of this dichotomising
discourse supposedly promoting the empowerment of
CwFLnS by learning the Slovenian language is not fra-
med as an ethical act of democratisation, but as a uti-
litarian goal to benefit the state and the social majority.
What on the denotative level seems an egalitarian disco-
urse reveals undemocratic features on the connotative
level (Barthes, 1984). This is more clearly demonstrated
in example 13.

. when we received a child in the school from
Bosnia, from Macedonia, and we did get them, we
knew how to treat them well, during the first year
we enriched them with the language (Slovenian),

. we in brackets socialised him, we placed him
in the space and place where he was living, in
the time he was living in, then we required him to
grow into an expert. And we knew how to make
form him nicely, at least for now we have forgot-
ten that (HGPE interview 1).

If we analyse example 13 we first see a clear distinc-
tion is made between “us”, “we”, “our” “Slovenian”, i.e.
what is attributed to the social majority, and the ‘other’,
i.e. the immigrant child from Bosnia or Macedonia (see
Resigl and Wodak, 2001). This distinction, emphasised
by the constant use of the personal pronoun “we”, cre-
ates an imaginary space of nationalities and a consoli-
dation of the power of the social majority over the soci-
al minority. Further, this relation of power is evident in
how the agent or subject is linguistically positioned in
the sentence in relation to the object (see Halliday, van
Leuven in Fairclough, 2003, 222, Fairclough, 1995, 110,
Fairclough, 2003, 145). Example 13 shows the subject is
“the Slovenians”/“we”, while the immigrant child takes
the form of the object. While the subject is active and
performative “we enriched”, “we socialised”, “we pla-
ced”, “we required” etc. the object — an immigrant child
— remains passive. On the connotative level of language
use, power relations between agents are most explici-
tly evident in relations of subjects/objects and activity/
passivity. Therefore, the active subject is always the one
in power. This implies that a successful integration pro-
cess, as seen by the expert, requires unequal relations
of power. The social majority has complete control over
the integration process while the immigrant child rema-
ins objectified and reduced to passivity as not being the
holder of any action.

These examples all show how the idea of integra-
tion is in fact a one-sided process of the normalisation
and hegemonisation of CwFLnS. This discursive frame is

10 Later I will show how this applies to teachers who became »gate keepers« by grading the acquired language proficiency. Language pro-
ficiency seems to be the most important feature of the successful integration of the ‘Other’ in the majoritarian society.
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continued even when dealing with local experts and te-
achers who are less involved in policy making but have
more experience in practical matters involving CwFLnS.

LOCAL EXPERTS, PRINCIPALS AND TEACHERS

When turning to local experts (those employed in
the schools and those employed by external institutions
collaborating with the schools), principals and 9th gra-
de teachers in primary schools (henceforth LEPTs) we
encounter a relatively homogeneous group. What the
LEPTs have in common is their direct involvement with
immigrant children/CwFLnS. This might explain why the
LEPTs" discourse comes closer to what seems to consti-
tute CwFLnS as a broader ideological problem. With the
LEPTs the problem of language proficiency is more stron-
gly emphasised than in the previously analysed HGPE
group. This is somewhat logical because the LEPTs, in
contrast to the HGPEs, are those who are directly invol-
ved in CwFLnS and their language barriers.

During the interviews the LEPTs were asked to name
the groups of pupils they see as deprivileged. This que-
stion was posed in order to see which groups of pupils
would be identified as deprivileged without influencing
the interviewee with the researcher’s prior assumptions
concerning the different categories that would qualify
as such. The majority of the LEPTs named immigrant
children/CwFLnS along with economically deprivile-
ged children, children with different physical, learning
and psychological disabilities. Example 14 shows how
CwFLnS are problematic in the LEPTs” view. Pupils who
have language barriers were the most explicitly menti-
oned.

Example 14: Immigrants are coming, mainly Al-
banians. They are the most problematic because
they don’t know the language (LEPT interview 1).

Example 15 shows the reasoning behind the statement
from example 14. In this LEPT’s opinion, CwFLnS are di-
sadvantaged because language proficiency is considered
the precondition for a successful schooling process.

Example 15: Because reading and writing is the
segment that determinates success in all other te-
aching subjects (LEPT interview 2).

Although this might seem a relevant argument, a
detailed analysis shows the problem of language is not

only a pragmatic obstacle that once overcome in the
learning process makes CwFLnS disappear as a problem,
but it is again grounded in the presupposition that langu-
age proficiency is the precondition for the social inclu-
sion and acceptance of CwFLnS. This is demonstrated in
examples 16 and 17 when LEPTs were asked why immi-
grant pupils represent such a problem for the schools.
Example 16: Pupils are sensitive, if somebody
does not speak Slovenian they will see them as
different (LEPT interview 3).
Example 17: This work (language lessons) is in-
tended for the kid to promptly acquire the basic
words of our language, to allow communication
as rapidly as possible to get included in the class
and to communicate with teachers, in short, to
get included in this living environment.

In the LEPTs” opinion, language proficiency is a sym-
bolic threshold for the complete integration and assimi-
lation of an immigrant pupil in the Slovenian cultural
and social environment. This assimilationist discourse is
nothing but a technique of government' rooted in the
hegemonic regime of truth resulting in concrete norma-
lising and disciplinary practices aimed at making immi-
grant children in concordance with the social majority.
According to Rose (2004, 214), normalisation occurred
within the apparatuses of rule that proliferated in the ni-
neteenth century — the prison, the factory, the asylum, the
school and later in the military — all those places where
individuals were gathered together and their conduct was
made visible by being judged against institutional norms.
Therefore, education, in the sense of both schooling and
university sectors, has become so central in the deve-
lopment of new forms of governmentality, exemplifying
new strategies, tactics and techniques of power to furnish
what has become the major form of power relations defi-
ning institutions and individuals in Western societies. The
institutions of formal education — schools and universiti-
es — have become central to the “disciplining” in most if
not all other fields (Popkewitz and Brennan, 1998, 22).
By connecting knowledge and power, these governmen-
tal techniques function as disciplining practices aimed at
normalisation. Example 18 shows how the language that
CwFLnS speak at home is, according to the LEPTs, bloc-
king the normalisation process of immigrant pupils and
therefore detected as problematic.

Example 18: However, the problem is simply this,
that even at home they do not speak Slovenian,

11 Along with this line, | follow the studies of governmentality. Foucault (1991, 102) defines governmentality as the ensemble formed by
institutions, procedures, analyses, reflections, calculations and tactics that allow the exercise of this very specific, albeit very complex,
power that has the population as its target. Governmentality is also the formation of a whole series of specific governmental apparatuses,
and the development of a whole complex of knowledge (Foucault, 1991, 103). Governmentality studies are “studies of a particular
‘stratum’ of knowing and acting. Of the emergence of particular ‘regimes of truth’ concerning the conduct of conduct, ways of speaking
truth, persons authorized to speak truths, ways of enacting truths and the costs of so doing. Of the invention and assemblage of particular
apparatuses and devices for exercising power and intervening upon particular problems” (Rose, 2004, 19). Therefore, the process of
problematisation is always leading to techniques of governmentality that produce individualisation, totalisation and normalisation.
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then during the holidays they nicely go back into
those places and, when they come back, what
they have learned is forgotten. Thus, there is a
problem (LEPT interview 3).

The statement from example 18 is clearly grounded
in an assimilationist discourse. The sentence “They ni-
cely go back into those places” expresses a moral view
and discloses an exalted ethnocentric view on the prac-
tices and attitudes of immigrants. Their carelessness in
learning the Slovenian language is pointed out by the
adverb “nicely”. By using the pronoun/determiner “tho-
se” when referring to places and not naming the places
implies that the ethnic provenance of immigrant chil-
dren is not important. Immigrants became homogenised
and presented as neglecting learning of the Slovenian
language because they more highly prioritise their cultu-
re and language. In the LEPT’s view, this is problematic
because it hinders the process of normalisation, not only
through language but also through other aspects that
have to be disciplined and normalised, such as family
patterns, native culture etc.

Ethnocentric arguments are evident in examples 18
and 19. These reveal how the LEPTs defend the idea of
the assimilation of CwFLnS. In contrast with policy docu-

ments, the LEPTs’ arguments for a multicultural and inter-
cultural school are rare. Example 19 shows how ‘other-
ness’ should be disciplined by the norms and roles of the
majoritarian society. In governmental societies, the consti-
tution of the ‘normal’ is always also woven in with the he-
gemonic and the homogeneous, i.e. the demand to orient
to the normal (bourgeois, heterosexual, Christian, white
male, of majoritarian nationality) (Lorey, 2009, 192).

Example 19: Whether they are immigrants or pe-
ople who come from other environments and for
some time have been living with us, they lack
some rules and some laws which apply to our en-
vironment and that we very much emphasise in
the school for Slovenians (LEPT interview 5).

Disciplinary techniques implemented in school roles
designed to suit the ethnic majority may be embodied in
an external regime of structured times, spaces, gazes and
hierarchies. But discipline seeks to reshape the ways in
which each individual CwFLnS, at some future point, will
conduct himself or herself in the space of a classroom
and education where freedom is regulated (Rose, 2004,
22). Therefore, discipline here means being subjugated
both under a certain specialised domain of institutional
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knowledge and under a certain educational and school
regime and order. Foucault also speaks of dividing prac-
tices in which the immigrant and the native are divided.
Foucault (1978, 84) says: “discipline normalizes”. Di-
sciplinary normalisation consists first of all in positing a
model — language proficiency, an optimal model that is
constructed in terms of a certain result, and the operation
of disciplinary normalisation consists in trying to make
people, movements and actions conform to this model,
the normal being precisely that which can conform to this
norm, and the abnormal — the CwFLnS — that which is in-
capable of conforming to the norm (Foucault, 1978, 85).

Basically, the process of normalisation not only
requires CwFLnS to follow the role of the majoritarian
society but, as shown in example 20, it demands from
CwFLnS to become a part of the mainstream majority.
However, in order for her/his differences not to cause a
disturbance a CwFLnS should become even more ‘nor-
mal’ than the norm itself requires. It is only at this po-
int that normalisation will achieve its ultimate goal and
CwFLnS will become a legitimate part of the majoritari-
an society. This is demonstrated in example 20.

Example 20: | had quite a few children who I was
very impressed with because at their homes they
are very, very poor, but the desire, the value, of
their parents, and the parents even showed, and
the children, are far more respectful of the tea-
chers and the schools than Slovenian children. If
the desire for learning exists and there is collabo-
ration, the support of parents, such children can
achieve a great deal (LEPT focus group 1).

Articulating assimilation through language learning
apparently seems the most legitimate argument cove-
ring the ideological operation of social homogenisation.
Building the argument on language might appear to be
innocent, pragmatic and non-ideological, as presented
as ‘utile’, ‘necessary’, ‘good for the pupil’ etc. as well
as the precondition for a pupil’s success in school, but
it clearly discloses its connotative dimension loaded
with ideas of ethnic homogeneity and ethnocentricity.
This becomes even more evident in examples 21 and 22
when the ethnicity of CwFLnS is presented as an obsta-
cle in Slovenian society.

Example 21: And basically their culture is pulling
them behind, their traditions and one (teachers/
experts) cannot interfere (LEPT interview 7).
Example 22: This is essentially a different social
environment at home. As the environment and
the rules are not adapted to those basic cultural
matters. They do not consider a single rule in the
school (LEPT interview 5).

However, in the teacher’s view, with a proper de-
dication, motivation, good abilities and the support of

the family, the assimilation and progress of the pupil in
the new environment can be really successful. What is
interesting is how the action is one-sided, the CwFLnS
takes responsibility for proper assimilation, while the
adaptation of the majoritarian institutions to the needs
of CwFLnS is not mentioned in this process. Examples
23 and 24 explicate ‘good’ and ‘bad’ subjects.

Example 23: We get kids who are very, very mo-
tivated to learn well, to fit in the environment as
soon as possible, they want to do something for
themselves. Such children are very quickly inte-
grated. They by themselves are looking for, they
themselves are committed to quickly overcoming
the initial difficulties (LEPT interview 4).

In contrast to the proactive CwFLnS mentioned in
example 24, we encounter ‘failing CwFLnS’.

Example 24: The other group of children is those
who are incapable of this. Usually they also expe-
rience educational failure. They poorly integrate
into the group, or they fit in but not in the proper
way. This means that if they are unable to affirm
themselves with positive things they start to do
negative things (LEPT interview 4).

Lessenich (2011, 311) states that Western citizens
are being confronted by the activation paradigm with
a modified weighting of rights and responsibilities. In-
dividual rights and (corresponding) public responsibi-
lities are losing prominence, while “public rights” and
(corresponding) individual responsibilities are coming
to the fore instead. In the activation perspective, society
and schools have a legitimate claim against its mem-
bers to, each and every one of them individually, act in
the public interest or in the interest of the school. On
the whole, it seems that the governmentality revolves
around the management of boundaries: states are con-
stantly drawing demarcation lines between ‘the passive’
and ‘the active’, between ‘the mobile’ and ‘the immo-
bile’, between ‘good’ and ‘bad’ subjects. On one hand,
activation is the (social) order of the day, with public
policies driving people to adopt a pro-active attitude, a
self-monitoring conduct of life — for the sake of society
and the common good.

CONCLUDING REMARKS

Studies of governmentality open up an epistemolo-
gical-political field that Foucault defined as “politics of
truth”. They investigate the discursive operations, spe-
akers’ positions, and institutional mechanisms through
which truth claims are produced, and which power ef-
fects are tied to these truths. Studies of governmentality
trace the contours of this productive power, which pro-
duces specific (and always selective) knowledge and in
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this way generates definitions of problems and fields of
governmental intervention in the first place (Brockling
et al., 2011, 12). Of course, systems and institutions of
education involve the exercise of power as the conduct
of conduct™ and the organisation of people or in our
case pupils into groups and hierarchies. Indeed, these
are pre-eminent characteristics within education institu-
tions in the sense that they not only involve leading and
channelling the conduct of teachers and students, and
the organisation of these people into groups and hierar-
chies, but also produce people to fit into wider sorts of
roles and organisations (Fejes, 2008, 10). The popula-
tion is regulated through schooling in accordance with
the needs of society (Fejes, 2008, 11). Every education
system is a political means of maintaining or modifying
the appropriateness of discourses with the knowledge
and power they bring with them (Walshaw, 2007, 101).

Slovenian public discourses have to be understood
along these lines. In the early transitional period, immi-
grants were portrayed as the ethnic ‘other’, as an explicit
threat to Slovenia’s ethnic and social homogeneity. No-
wadays, within the EU discourse on multiculturalism,
interculturalism, the promotion of tolerance, human ri-
ghts and even cosmopolitism, the ‘other’ can no longer
be reduced to a threatening enemy and pushed across
the Eastern border. According to EU discourses it has
to be integrated into the social majority in order to re-
present the minor possible threat to Slovenian national
integrity. The problem we face is therefore how this inte-
gration process should be conducted or, put better, how
can integration be seen differently? Maybe by omitting
in a more balanced way one-way policy disciplining
and normalising of whoever is perceived as ‘different’.
However, in the analysed discourses CwFLnS in Slove-
nia are perceived as a normal outcome of the present so-
cial situation and social changes, for instance the chan-
ging nature of migration flows in Europe or attitudes to
various categories of ‘others’ seem not to be changing
drastically. This was clearly demonstrated in both parts
of the analysis. On one hand, respect for the differences
of CwFLnS are claimed on a very general level while,
on the other, the analysis of discourses uncovered a re-
latively ethnocentric view on how to solve the problem
of CwFLnS in schools. Ideas and strategies for how to
govern the problem were mainly based on the notion of
assimilation.

The notions of integration and assimilation adopted
by the policy documents, experts and teachers can be
well contrasted with the notion of inclusion (see Young,
2000). Ideas of integration and assimilation embrace the
process of normalisation. The task of integration/assimi-
lation has always been about how to join the mainstre-
am, how to become majoritarian. Integration/assimilati-

on are meant as the process of integrating a CwFLnS into
the structures, processes and institutions of the social
majority while the adaptation of institutions, such as the
school system, are random and minor. Conversely, in-
clusion is conceived as a process of transformation, not
only of socially vulnerable groups and individuals, but
it also requires a simultaneous change of procedures,
structures, institutions and public discourses that inclu-
de socially vulnerable individuals and groups. In other
words, integration/assimilation is a process of the nor-
malisation of socially vulnerable and excluded indivi-
duals and groups up to the point where they are able to
be included in the social majority.

Assimilationist discourses all aim to integrate/as-
similate CwFLnS by imposing a precondition — that
CwFLnS should learn Slovenian and adopt the culture
so they will be able to integrate into Slovenian society.
While the language learning and cultural integration of
CwFLnS is presented as a practicality (CwFLnS can only
follow classes if they have mastered the language), the
integration process aims at the normalisation of the eth-
nic and cultural differences of CwFLnS. When interpre-
ting governmental strategies of normalisation, we sho-
uld bear in mind that education is mainly a practice that
first of all individualises and totalises (see Dean, 2010).
First, CwFLnS are located in the education system and
defined as subjects outside the curve of normality. The
process of individualisation makes CwFLnS visible by
virtue of their differentiation from the majoritarian po-
pulation (pointing out the language barrier and different
culture of CwFLnS). CwFLnS are then subjected to ad-
ditional classes aimed at restoring and separating them
at the same time from the social totality. This process of
individual disciplining is part and parcel of totalisation.
Hence, an individual CwFLnS has to be pertinent to the
system and therefore integrated into the functional to-
tality of their class, school and community (Foucault,
2000, 417, 409). The complex subjectivity of CwFLnS
becomes disciplined and normalised up to the point
where CwFLnS no longer appear as harmful, disturbing
or threatening to the social majority included in the Slo-
venian education system. This process allows CwFLnS
to be perceived by the majoritarian society as legitimate,
acceptable and ‘normal’.

According to Watney (1997), normalisation also me-
ans allowing the subjectivity of CwFLnS into the Slo-
venian education system only in strictly codified forms.
One of these forms is certainly the language or the
symbolic system it represents in our culture. Therefo-
re, CwFLnS are allowed in the majoritarian society so
long as they do not represent a threat or a disturbance
to the established process of schooling. This is a typical
mechanism of governmentality — to monitor the popu-

12 According to Foucault, the “conduct of conduct” is the central problem of modern government. The idea of liberal government involves
a paradox: liberalism asserts the sovereignty of the free individual, yet government requires that individual behaviour be regulated and

modified.
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lation, normalise the ‘not-normal” and achieve this by
giving the subjects the illusion that this is being pursued
for their own good and for the sake of the larger com-
munity or the state. However, governmental techniques
such as normalisation or individualisation also aim to
protect the school system from potential destabilisation.
As one of the HGPEs points out: “Teachers say to me
they perceive these people (CwFLnS) as problematic, as
those who bring disorder into the pedagogical process,
because they do not master this basic medium, and this
is the language” (HGPE interview 9). The language bar-
rier CwFLnS experience in Slovenian schools has to be
removed in order to re-homogenise the institution since
language differences are disturbing the schooling pro-
cess (see Blommaert and Verschueren, 1996). Within
the neoliberal educational discourses that are also ever
more present in Slovenia, and which mobilise notions
of normality, progress, skills, lifelong learning, achieve-
ments, individual responsibilisation, proactivity and the
like (Zakelj et. al, 2013, Mencin Ceplak, 2013, Zivoder,
2013, Ule, 2010, 7), CwFLnS are constituted as some-
thing threatening and holding back the process of edu-

cation in schools. In order to legitimise the presence of
CwFLnS in the Slovenian education system, normalisati-
on of the lack of language knowledge seems necessary.

However, we have to consider that this assimilation
to a new language occurs in terms of a symbolic and
practical consolidation and homogenisation of the Slo-
venian national identity. The aim of this paper was to
trace the productive power of truth that produces spe-
cific and selective knowledge on CwFLnS, in turn ge-
nerating definitions of problems of governmental inter-
vention. The analysis presented an aporic situation. On
one hand, discourses in the educational field (see Barle
Lakota et al., 2007) seem to adopt more egalitarian and
tolerant perspectives on immigrants, ethnic minorities
etc. On the other hand, these patterns of EU-fashioned
democratisation seem to be only working on a declarati-
ve level and not to be fully implemented in systemic po-
licy or everyday life professional practices when dealing
with CwFLnS. Assimilationist discourse was shown to
be predominant, proving that the Slovenian education
system is well grounded in neo-colonial ideas and stra-
tegies for the most efficient normalisation of the ‘other’.
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OTROCI KATERIH PRVI JEZIK NI SLOVENSCINA V SLOVENSKEM IZOBRAZEVALNEM
SISTEMU: KRITICNA ANALIZA NORMALIZACIJE
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POVZETEK

Clanek z metodo kriti¢ne analize diskurza analizira diskurze, ki obravnavajo otroke katerih prvi jezik ni slovens¢i-
na v slovenskih osnovnih $olah. Raziskava bazira na analizi poglobljenih intervjujev in fokusnih skupin, ki smo jih v
okviru projekta GOETE izvedli v letu 2011. V intervjuje in fokusne skupine so bili vkljuceni lokalni eksperti, eksperti,
ki delujejo na drzavni ravni ter ucitelji devetih razredov dveh slovenskih osnovnih Sol v Kopru in Ljubljani. Z aplika-
cijo Foucaultovega pojma problematizacije ¢lanek ugotavlja, kako se razli¢ni empiri¢ni fenomeni, vezani na pojem
integracije otrok katerih prvi jezik ni slovensc¢ina v slovenskem solskem sistemu, konstruirajo kot problem znotraj raz-
li¢nih reZimov “resnic”. Z aplikacijo kriticne analize diskurza, ¢lanek ugotavlja, kako je problem integracije omenjene
skupine otrok konstruiran, interpretiran ter kaksni so predlogi resitev. S pomocjo foucaultovskega pojma vladljivosti,
ki ga razumemo kot skupek institucij, procedur, analiz, refleksij, kalkulacij in taktik, ki omogocajo uveljavitev drzavne
moci, ki si prizadeva urejati populacijo, ¢lanek dekonstruira process implementacije pojma integracija. Kajti integra-
cija, ki se navzven kaze kot demokrati¢ni poskus vkljuc¢itve otrok katerih prvi jezik ni slovenscina v slovenske sole, se
v praksi izkaZe za klasi¢no asimilacijsko strategijo s problematic¢nimi ideoloskimi implikacijami. Clanek pokaze, da je
integracijska politika pravzaprav oblika vladljivosti, saj zavoljo nemotenega delovanja solskega sistema reproducira
normalizacijo in totalizacijo vloge otrok katerih prvi jezik ni slovens¢ina hkrati pa konsolidira dana razmerja moci v
druzbi ter druzbeni nadzor drzave in druzbene vecine nad manjsinskimi populacijami. Clanek kriti¢no postavlja pro-
blem otrok katerih prvi jezik ni slovens¢ina v dani druzbeno-politicno perspektivo kjer politika integracije nastopa
predvsem kot etnocentri¢na ideologija implementirana skozi disciplinske prakse, diskurze in strategije.

Klju¢ne besede: imigracija, otroci katerih prvi jezik ni slovens¢ina, problematizacija, vladljivost, izobrazevanje
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ABSTRACT

Based on qualitative empirical data from the international research project “Governance of educational trajec-
tories in Europe” (Goete), the article addresses the role of parents in coping and decision making regarding the
schooling and education of 9" grade students. The study revealed the very important role parents play in coping
with the school demands and educational trajectories of young people, which is in line with previous research on
youth and education. The article strives to explain the broader social, political and cultural contexts that frame the
role of parents and the family in general. Among others, these are the neoliberal process of individualising responsi-
bility, reflected in high aspirations of parents and their children regarding education, the so-called familialisation, the
protective attitude of parents to their children and the contradictions, low trust in school staff etc. The authors seek
to show that it is important to study the constellation of these factors in order to reveal the complex picture of the
common endeavours of Slovenian parents to do everything to give their children the best educational opportunities.

Key words: parental role, educational transitions, decision making, individualised responsibility

[L RUOLO DEI GENITORI NELLE TRAIETTORIE EDUCATIVE
DEI GIOVANI IN SLOVENIA

SINTESI

Sulla base dei dati empirici qualitativi del progetto di ricerca internazionale “Governazione delle traiettorie edu-
cative in Europa “ (Goete) I articolo riflette sul ruolo dei genitori nel affrontare e decidere riguardo le traiettorie
educative e la formazione degli studenti del 9° grado. La ricerca ha rivelato il ruolo importante dei genitori nel
affrontare le esigenze della scuola e della traiettoria educativa dei giovani. Questo é in accordo con precedenti
ricerche sui giovani e l'istruzione. L” articolo spiega i contesti sociali, politici e culturali pit ampi che incorniciano
il ruolo dei genitori e della famiglia in generale. Tra gli altri, si tratta di processo neoliberista di individualizzazione
e di responsabilita, che si riflette in alte aspirazioni dei genitori e dei loro figli per quanto riguarda l’istruzione - la
cosiddetta familisation, atteggiamento protettivo dei genitori verso i bambini e le contraddizioni, scarsa fiducia nel
personale della scuola, ecc. Le autrici si dimostrano che e importante studiare la costellazione di questi fattori al fine
di rivelare I'immagine complessa di sforzi comuni di genitori sloveni che fanno di tutto per permettere ai loro figli
migliori opportunita educative.

Parole chiave: ruolo genitoriale, transizioni educative, il processo decisionale, responsabilita individuale
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INTRODUCTION

Three important social processes are considered to
influence young people’s lives today, namely familialisa-
tion, institutionalisation and individualisation (Edwards
and Alldred, 2000). Familialisation means that children
are understood as the responsibility of their parents and
are “increasingly located as supervised sons and daugh-
ters in the home, and conceptualised in terms of their
familial dependency status” (Qvortrup, in Edwards and
Alldred, 2000, 435). A parallel process is institutionali-
sation, which means that children’s lives are organised
in “separate and protected organised settings, super-
vised by professionals and often structured according
to their age” (Nasman, in Edwards and Alldred, 2000,
436), where the focus is “on their educational attain-
ment and development” (Edwards and Alldred, 2000,
436). While familialisation, studied here in the form of
parental involvement in children’s educational trajec-
tories and especially educational decision making and
coping, and institutionalisation seem to go hand in hand
and can also be seen a process where young people are
constantly under supervision and control in their daily
lives, the individualisation process at first glance seems
to be in opposition to them. In the context of individu-
alisation, children are perceived as “individual social
actors (not dependents) who reflexively shape their own
biography, and are responsible for their ‘project of self’”
(Edwards and Alldred, 2000, 436; Mencin Ceplak, 2012;
Razpotnik, 2011). Two aspects of the individualisation
process are particularly relevant in the case of children’s
educational trajectories and the role of parents in them,
namely that children are also considered to be able to
decide about (at least some aspects) of their lives (e.g.
vocation) and that they are considered to be responsible
for their own educational success or failure, which also
means that they themselves actually take responsibility
for their lives in this respect.

All of these processes can be observed in Slovenia and
have been documented by several studies in the past two
decades (e.g. Kurdija et al., 2011; Mencin Ceplak, 2012;
Miheljak /ed./, 2002; Razpotnik, 2011; Rener, 2010; Ule,
2010; 2013; Ule and Miheljak, 1995; Ule et al., 1996;
2000; Zakelj and Svab, 2011; Zivoder, 2013).

Despite the seemingly contradictory characteristics
of individualisation and familialisation, in this article
we attempt to show that these processes can be seen as
complementary and that it is crucial to study various so-
cial contexts that influence the role of parents in young
people’s educational trajectories.

The article presents and discusses results from the re-
search project “Governance of the educational trajecto-

ries in Europe” (Goete),' focusing on the role of parents
in coping with educational demands and in decision
making regarding the educational trajectories of young
people. First, we set the theoretical background in which
we seek to grasp the wider social contexts which frame
the role and agency of parents in young people’s edu-
cational trajectories. Then we present basic information
regarding the methodology used in the research project.
The core part of the article presents key results from the
qualitative part of the research based on interviews and
focus groups with students, parents, teachers and school
experts. Here we also use some data from a quantitative
survey to support our arguments. In the final part of the
article, we discuss the results and offer some concluding
thoughts.

EDUCATION AND THE ‘ENTREPRENEURIAL SELF

Improving ‘human capital’ (i.e. skills, abilities and
knowledge, made up of innate and acquired elements)
is one of the key imperatives of neoliberal discourse on
individuals as ‘entrepreneurs of themselves’ (Foucault,
2008). In that context, as Foucault points out, the child
is seen as a potentiality, and responsible, competent pa-
rental care and education are considered as an essential
‘tool” to realise that potentiality. Improving ‘human capi-
tal’ is a goal of various rational programmes, profession-
al advice, training and therapies that try to encourage
teachers, students and parents to improve their teaching,
learning, parental skills and achievements (e.g. Rose,
1990; 1999; Holmer Nadesan, 2002). These skills are
considered the most basic for successful participation
in competition that is the key regulatory principle of the
neoliberal “art of government” (or “governmentality”)
(Foucault, 2008).

Scientific investigations, professional and counselling
literature treat the child as a ‘project’ carried out by at-
tentive, responsible and competent parents with the sup-
port of therapeutic interventions (Holmer Nadesan, 2002,
242-426). They emphasise the importance of emotional
support, intellectual stimulation and care for the child’s
cognitive, emotional, social development and her/his
future academic, professional and social success (e.g.
Walkerdine, 1984; Foucault, 2008). Careful organising of
the child’s daily life, offering the opportunity to attend
‘useful’ extracurricular activities, choosing a good school,
being vigilant about the child’s schoolwork, urging her or
him to work hard, and involvement in the ‘home-school
partnership’ are some of the duties of responsible parents
(e.g. Lareau, 2003; Mencin Ceplak, 2012). However, he-
gemonic discourses of good parenting and corresponding
practices are adapted to the middle class. They overlook

1 The project included 13 different institutions from eight European countries (Finland, France, Germany, ltaly, the Netherlands, Poland,
Slovenia, and the UK). Project co-ordinator Prof. Dr. Andreas Walter, University of Frankfurt Institute of Social Pedagogy and Adult Edu-
cation; national co-ordinator Prof. Dr. Mirjana Ule, University of Ljubljana, Faculty of Social Sciences). For more information, see: http://

www.goete.eu/.
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the social, economic and political obstacles and inequi-
ties that make the norm of good, responsible parenting
unattainable for families from de-privileged social back-
grounds. They also (unintentionally and more or less in-
directly) differentiate, exclude and blame marginalised
parents for their children’s low school achievements (Cro-
zier, 1997; 2000; Edwards and Alldred, 2000; Griffith and
Smith, 2005; Holmer and Nadesan, 2002; Lareau, 2003;
Vezovnik, 2013; Vincent and Tomlinson, 1997; Walker-
dine, 1984).

Public opinion surveys, surveys on the values and
life orientations of young people, and the increasing en-
rolment levels in tertiary education indicate that educa-
tion in Slovenia is considered as a condition for per-
sonal well-being, an important (or even crucial) factor
for social success. Respondents in public opinion sur-
veys in the 1990s and 2000s associate education with
the possibility of a higher income; they treat education
as a condition for “achieving something in life”, for so-
cial inclusion and employability (To$ et al., 1999; 2004;
2009). At the same time, they express a high level of
confidence in the education system and educational in-
stitutions, which can in part be explained by the objec-
tive features of educational policy and in part by a kind
of Freudian self-depiction, an illusion that in a world
full of contradictions, inequities and coincidences there
exists solid, reliable support, an opportunity which — if
we take advantage of it — enables certainty and a com-
fortable future. Namely, despite the relative accessibility
of the education system, education is not equally acces-
sible to all, and above all the education system must be
selective to produce the diversified labour force needed
by the market. The connection between belief in the im-
portance of education and confidence in the fairness of
the education system is the ideal effect of the neoliberal
concept of individuals as ‘entrepreneurs of themselves’
that increases the burden of any eventual school failure,
mainly borne by parents and their children. The burden
resulted from the process of the individualisation of re-
sponsibility for social and personal welfare.

Soon after the political, economic and social changes
of the 1990s, the share of secondary students enrolled in
grammar schools (which open up the best opportunities
for further study) rose from 25% in the 1996/1997 aca-
demic year to almost 40% in the 2006/2007 academic
year (Statisti¢ni letopis, 2007). Due to the growing in-
terest in grammar schools, the criteria for admission to
a grammar school were raised. In such circumstances,
school marks are very important especially for those
compulsory school pupils who intend to enrol in a
grammar school.

Surveys on the values and life orientations of young
people in Slovenia (1999 and 2000) indicate that chil-

dren experience performance pressure very early in
their lives, that they are clearly aware of the expecta-
tions of their parents and of the importance parents as-
sign to their achievement in school. In a survey on the
social vulnerability of youth (Ule et al., 2000), 96.5%
of respondents agreed with the statement that for their
parents “the school certificate is very important”.? Anxi-
ety over school failure and a high level of discontent
with school reports and school marks are two wide-
spread problems among children and teenagers asso-
ciated with school. This is not surprising; namely, the
range of choices of secondary school depends on the
final grades of all compulsory subjects in the last three
years of primary school. In the survey mentioned above,
38.5% of respondents found the fear of school failure to
be a “very big personal problem”, while another 45.7%
considered it a “problem”; not even A pupils are entirely
satisfied with their achievement, while among B pupils
only 36.6% are satisfied (Mencin Ceplak, in Ule et al.,
2000).

On one hand, the child’s school achievement is
considered one of the most important factors for his/
her future and, on the other, as a reflection of parental
competence, care, maturity, responsible involvement
in the child’s schoolwork, an indicator of the quality of
the parenting role — especially of mothers. Namely, the
shift of responsibility for education from the state and
schools to the family above all means an increase in
hidden gendered labour and the added culpability of
women, especially single mothers, as Griffith and Smith
(2005) point out.

In this responsibility shared among students and their
parents, students’ school achievement becomes a meas-
ure of parents’ competence, care and love and, at the
same time, proof of the child’s love for her/his parents
(Mencin Ceplak/ 2012). Both of them are exposed to
constant tests of their love, competence and responsibil-
ity, that are made more difficult by the fundamental con-
tradiction of their relationship, i.e. the contradiction be-
tween young people’s need for autonomy and the need
for parental control (Backe-Hansen, 2002). Accordingly,
it is no surprise that schoolwork and school achieve-
ment often play a central role in parent-child relation-
ships and structure their daily lives.

METHODOLOGICAL DESCRIPTION
OF THE STUDY

The article is based on data from the research pro-
ject “Governance of Educational Trajectories in Europe”
(GOETE), carried out in the period from 2010 to 2012.
The qualitative part of the research project was based on
interviews and focus groups with students of 9" grade

2 Therole of parents in the educational process was also detected by the school inspectorate. While 171 initiatives for special control were
submitted in 1995, the number increased to 532 in 2012. The majority of initiatives regard elementary schools and are most commonly
related to evaluation/grades at the end of the school year (Kosak, 2013).
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of elementary school in Slovenia, their parents, princi-
pals, teachers, school experts and external experts from
the field. Three towns were included, namely Ljubljana,
Koper and Murska Sobota (one school in each region
was chosen). The interviews and focus groups were car-
ried out from April to November 2011. The focus groups
were conducted with pupils who were in the process of
decision making for a secondary school, and with their
teachers. Individual interviews were conducted with
parents, school experts and students who had already
been present in the focus groups and were in the second
phase invited to share with us their first experiences of
attaining a secondary school. The interviews were on
one-to-one basis, with the exception of one interview
where both parents were present. All focus groups in-
cluded 3-5 respondents and two researchers were al-
ways present, one doing the interviewing and the other
taking notes. The duration of the interviews was very
mixed, with the student interviews being the shortest,
from 20 minutes to 1 hour. The interviews with the other
respondents were usually longer, lasting from 40 min-
utes to 2 hours. In total, we carried out 114 interviews
and 12 focus groups with 135 individuals.

Coding was performed according to the five main
topics that were cooperatively developed at the level
of the whole Goete project (the conceptual part of the
project). These were: coping strategies in the field of
education, education in the life course perspective, ac-
cess to education, the relevance of education, govern-
ance (educational policies at the local and state levels).
In the coding process, attention was paid to common
patterns (codes or topics that had great support by cita-
tions) as well as to specific ‘cases’ according to the prin-
ciple ‘every statement counts’. The coding was followed
by the analysis of the contents with a categorisation
whereby the meaning of long statements was rephrased
into synthesised categories. With these condensations
of meaning, relevant themes were defined that finally
served as a subject of extensive interpretation.’

In the article we also use some data from the quan-
titative part to support our arguments. The survey was
carried out on a sample of 470 parents and 725 stu-
dents. It was conducted in the period from October to
November 2010 in 20 elementary schools from three
cities and their surroundings: seven schools from Lju-
bljana, seven schools from Koper and six schools from
Murska Sobota.* In the sample of parents, there were
8.7% of mothers and 10.6% of fathers who had obtained
a basic education (ISCED 0-2). More than half the par-
ents included in the research (namely 51.4% of mothers

and 52.1% of fathers) had completed secondary educa-
tion (ISCED 3-4), while 39.4% of the mothers and 26.2%
of the fathers had a tertiary education (ICSED 5-6).

RESULTS

In the following main section of the article, we pre-
sent the key results of the described study, focusing on
the role of parents in coping with educational demands
as well as in young people’s educational trajectories in
general. Important questions are how pupils and their
parents perceive responsibility for school success, what
are family strategies for coping with educational de-
mands, what is the role of key actors in the decision-
making process and what are parents’ preferences re-
garding their children’s future education path.

SCHOOL SUCCESS AS THE RESPONSIBILITY
OF THE INDIVIDUAL

The discourse on individual responsibilities is one
of the dominant discourses related to perceptions of
success in educational trajectories. Both parents and
students themselves regard students as being responsi-
ble for their school achievements as well as for future
achievements in life. Consequently, the concept of
“hard study” is mainly accepted as the best strategy for
most effectively coping with school demands.

Well, it depends on the individual person; | mean
the student is the one who is responsible for their
future (KP-students-interview-Maja®).

Well, it’s your entire fault [if you don’t succeed in
enrolling in the school you wanted]. If you choose
such school and you cannot enrol because you
don’t have enough points — you should know it
before and that you have to work to get enough
points (LJ-students-interview-Nejc).

Success is believed to be a result of someone’s effort,
while all other factors are overlooked:

Yes, this [success] depends on coevals, the school,
but the mostly on oneself. It’s true, if you want to
achieve something you have to make an effort.
You really have to work hard because nothing
comes just like that (KP-parents-interview-moth-
er-Tamara).

In order to be successful, one has to be respon-
sible first. He has to be motivated. If someone

3 For detailed information, see Ule et al. (2011): Exploring educational trajectories of 9th grade students in Slovenia: National case study

report (WP6).

4 For detailed information, see McDowell et al. (2012): Comparative analysis individual survey: Deliverable no. 17: work package no. 4.
5 The codes for the respondents are structured to show: the city where the qualitative research was conducted (KP for Koper, LJ for Lju-
bljana and MS for Murska Sobota) - the group of the respondent (parents/teachers/experts/students) - the method of research (interview/
focus group) - parental role (if applicable) - and a made-up name). In the case of the experts and teachers, we removed their school role

to ensure the anonymity of the participants.
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doesn’t have the will to learn, then nobody can
do it instead of him. The most he can do is to help
himself. If this doesn’t suit him, then he can do it
in his own way. But, of course, he is responsible
(KP-parents-interview-father-Tone).

On the other hand, the family offers an important
support system, which has to assure everything needed
for children’s best opportunities (also see Ule, 2013).
While the great majority of students strongly believe
they are ‘the creators of their own destiny’, parents as-
sure they will do everything to enable the schooling of
their child as long as they are ready to study:

/.../ Let him study and then, if he’ll like it, there is
no problem. I am ready, he can study all his life.
I’ll finance it, there is no problem. Only to like it
and me to see he is doing well. To see, he wants
it. /.../ He’ll get all the options, but again it all de-
pends on him (KP-parents-interview-father-Tone).

Parents expect their teenagers to study hard. A pro-
tective standpoint in practice thus influences how par-
ents often perceive school obligations as a key (or even
the only) responsibility of the child:

She has no other obligations when she comes
home. She only has to study. That’s all. /.../ (L}-
parents-interview-father-Milan).

COPING WITH EDUCATIONAL DEMANDS

Child-centred parents invest immense amounts of ef-
fort, financial support and time for their children’s edu-
cation and planning of their future. On one hand, they
play a protective role but at the same time place a great
amount of pressure on their children, burdening them
with high demands and plans about their future, and
sometimes even relieving them of making these deci-
sions themselves (Ule et al., 2011, 57; Ule, 2013).

In an attempt to cope with the various challenges
they encounter during the educational career of their
children, parents use a number of strategies (also see
Zivoder, 2013). The main strategies reported in inter-
views with students, parents and school staff include
support with homework (direct help or supervision), ar-
ranging private lessons,® providing technical equipment
(computers, mobile phones), increasing children’s moti-
vation to study, offering advice in decision making, of-
fering emotional support, making contacts with school,

and making use of support structures at school when
needed.

In general, Slovenian parents appear to be overly en