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The Aspect of Culture in the Social Inclusion ohiit Minorities:
Assessing Language Education Policies under the Blgen

Method of Coordination

Ulrike Schmidt

Abstract

The aim of this article is to highlight a changetle European Union’s ‘Lisbon
Strategy’ since its launch seven years ago, ingesimputting more emphasis on
culture as an important aspect of social inclusidre article focuses on a research
project coordinated in 2006 by the European CefareMinority Issues (ECMI),
which reviewed and assessed cultural policies aianélde social inclusion of ethnic
minorities introduced in the National Action PlafdAPs) on Social Inclusion of
five new member states of the European Union: theclt Republic, Estonia, Latvia,
the Slovak Republic and Slovenia. Sweden was axhdily included in the study
with the initial idea of serving as a benchmarktémms of best practices for
promoting the inclusion into mainstream societypeirsons born outside Sweden’ in
its educational and cultural policies. The artialdl focus on language education
policies that have been introduced in the six NA®though it is still too early to
draw conclusions on the impact of such policiestlmn social inclusion of ethnic
minorities or on the creation of equal opportusitfer all, a clear tendency can be
made out within the EU to emphasize more the ingpme of considering culture
when creating an environment that encourages tle@lsimclusion of minority
groups. Section | of this article will give a shaoitline of the motivation behind
conducting research on the link between culturpkets and the social inclusion of
ethnic minorities within the OMC framework. Sectitirfurther elaborates on the
importance of education—and language educatiorcigsliin particular—for the
promotion of the social integration of linguistietiinic) minorities in multiethnic
societies and the creation of the grounds for thgiral access to the labour market.
Section Il provides an overview of how effectivéhe six EU member states under
evaluation have promoted ethnic inclusion througbl education and language
policies adopted in their NAPs from 2004-2006. Ae tsame time, it will
demonstrate the difficulties that the researchaoentered in collecting data and
thus establishing reliable results. This problematill be taken up again in the
concluding Section V, where recommendations arsgued as to how the countries
under evaluation as well as other EU member statesthose on the verge of
accession can effectively promote sustainable kguitusion of ethnic minorities
with cultural policies and how effectively the OM@n potentially contribute to this
aim.

I. Why Consider Culturein the Social Inclusion of Ethnic Minorities?
Considering culture as an important aspect of saoialusion of ethnic minorities is

relatively new to the member states of the Europgaion. The ‘Lisbon Strategy’,

launched seven years ago with the aim of makindethehe most competitive economy



in the world and achieving full employment by 20t€sts on environmental, social and
economic pillars, designed to modernize the Eunopsacial model by investing in

human resources and combating social exclusionstAof targets was established in
order to achieve the goals set in Lisbon, accordmgvhich the member states are
expected to invest in education and training, andcéonduct an active policy for

employment. The Open Method of Coordination (OM@swntroduced as a means of
governance that uses soft law mechanisms, suchidsliges, indicators, benchmarking
and the sharing of best practices, and which ralieshe voluntary cooperation of its

member states, entailing the development of Nakidoton Plans.

The ‘Laeken Indicators’, a set of comparable prirand secondary indicators for social
exclusion that were established by the Social etiote Committee and presented to the
European Commission in 2001, focused primarily meome inequalities, access to and
participation in the labour market, and health, amlly marginally on education, not
mentioning cultural aspects as indicators for esioln. Although the new set of common
indicators, established in 2006 as a result ofrthlaunching of the Lisbon Strategy and
the streamlining of the OMC process, placed morphasis on educational attainment,
culture again does not play a role as an indic&tence, the motivation behind the study
on ‘The Aspect of Culture in the Social InclusiognEthnic Minorities’ was the fact that
the significance of culture in promoting the sodiatlusion of ethnic minorities and
creating equal economic opportunities has not genbfully recognized in the National
Action Plans on Social Inclusion adopted by the BEmber states under the OMC.
Some member states have included cultural policigbeir NAPs but, however, fail to
mention how these will enhance the social inclusam participation in the labour
market of ethnic minorities. For this reason, therdpean Commission has recently
drawn attention to the importance of culture inrpoting the inclusion of ethnic
minorities and immigrants and has identified cdtas a key policy area to be assessed
and evaluated,arguing that access to cultural activity is a qoaet of human existence
and is thus crucial for fostering a positive seokalentity. In its report of March 2004,

the Commission emphasized cultural policies as mtrale part of any approach to

! European Commission, “Community Action Programme Gombat Social Exclusion, 2002—2006:
Evaluation of the Impact of Inclusion Policies unttee Open Method of Coordination”, Call for Proplss
VP/2005/009.



addressing social exclusion and highlighted thesetspf culture in promoting social
inclusion in countries with high immigratiénSince then, some research funded by the
European Commission has focused on participatiaultural activities, cultural identity,
and regeneration of excluded communifiesnd the next report by the Commission
included an evaluation of policies on better acdessulture in the NAPs on Social
Inclusion 2004-2008. It also discussed for the first time the inclusiof ethnic
minorities but, at the same time, revealed thalimohad yet been established between
the two issues in any of the NAPs. Hence, the tqpessented four main areas of interest
related to culture: access to culture, problemsudtiire in remote areas, creative activity

and cultural activities to promote the social irsodun of ethnic minorities.

To advance the research in establishing an intrilvgk between cultural aspects and the
social inclusion of ethnic minorities, ECMI coordied a study to assess cultural policies
in the NAPs of five EU25 member states and one El&émber state. The selection of
Estonia, the Czech Republic, Latvia, the Slovak ubép, Slovenia and Sweden was
based on the value that each of these NAPs affotdeculture or the necessity to
implement cultural policies. Four of them had highted the issue of Roma/Sinti
exclusion from the socio-economic sphere. Swedes weluded, as its Agenda for
Culture 2006 promised synergy with the NAPs on &deiclusion and was expected to
serve as a good practice example. The NAPs evdlpattain to 2004—2006. While three
domains of social exclusion were selected by tlsearh teams for study—education,
media and public participation—this article focusas the language (and) education
policies introduced in the NAPs of the six EU membgtes and their impact on the

social inclusion of ethnic minorities in multicutd societies.

2 European Commission, “Joint Report on Social Isidn, Summarizing the Results of the Examination of
the National Action Plans for Social Inclusion (382005)”, COM(2003)773 final of 12 December 2003,
at http://www.europa.nl/employment_social/soc-mgottincl/com_2003_773_jir_en.pdf.

% Roberta Woodet al, “Report of a Thematic Study Using Transnationahfparisons to Analyse and
Identify Cultural Policies and Programmes that @baote to Preventing and Reducing Poverty and $ocia
Exclusion”, Centre for Public Policy, Northumbriaiersity, 2004.

4 European Commission, Commission Staff Working Doent, “Implementation and Update Reports on
2003-2005 NAPs/Inclusion and Update Reports on 2006 NAPs/Inclusion”, COM(2006)62 final of
23.03.2006.



I1. Language Education, Social Inclusion and Equal Opportunities

If we look at equal opportunities as an approaciprtaviding a social environment in
which people are not excluded from the basic a@iof society, such as education and
employment, the focus on cultural aspects to prensotial inclusion and as necessary

conditions for the creation of such an environnss@ms justified.

The choice of education as one main area for relsean policies aimed at social
inclusion and as a factor that in the long ternpbdb create equal opportunities was
therefore obvious, as education covers differedt@mplementary functions in minority
integration: it prepares the individual for life mnainstream society; it has, in general, a
positive impact on the self-esteem of memberslaiietminorities; it fosters intercultural
understanding between minority and majority popotet; and it helps to reinforce that
culture and literacy are intrinsically connecteduEation is also closely related to other

spheres of social life, such as employment andsadeethe labour markat.

Language is an essential part of ethnic identificatand serves as a vehicle for
transporting and transmitting cultural traditioEslucation can thus function as a means
of keeping alive minority groups’ traditions andhdmages. In modern nation states,
culture is usually passed on through educationthist respect, language education
policies that promote dialogue between minority amdjority are an essential
contribution to the social inclusion of ethnic mitties in ethnically heterogeneous states.
Sociological and sociolinguistic studies have icerg years provided evidence and now
take it, along with UNESCO, as axiomatic that ctaldlearn best in their own Iangugge.
At the same time, they have revealed problems dhiae at school and are language
related (e.g., when the teachers’ language difflemn that of the pupils). UNESCO
admits that “it is not always possible to use th@har tongue in school and, even when
possible, some factors may impede or conditiorugie”’ Language issues are widely
seen as one of the major causes of the greateofatehool failures and of the higher

number of school dropouts among minority childr&@thool is a major socializing

® Tove Malloy and Michele Gazzola, “Final Report ‘@ie Aspect of Culture in the Social Inclusion of
Ethnic Minorities’™, Report undertaken for the Epean Commission by ECMI, 2007, 17, at
http://www.ecmi-eu.org/no_cache/home/news/singlesagem/article/35/164/.
j UNESCO,The Use of Vernacular Languages in EducaioNESCO, Paris, 1953), 11.

Ibid.



institution of society and, as such, it exerts sqmgver over its pupils. Children of
minority groups who do not have the same culturad &nguistic background as the
majority pupils are likely to encounter problemdiaonflict® Education is thus a key
element in the collective combat of social exclasiand is necessary to improve
knowledge, which again translates into better jpipastunities but also into a better
understanding of society’s explicit and implicitaferes and rules. Recent studies in
different multiethnic societies in which there iseodominant language and one minority
language have shown that those members of sodmetly dpeak both the dominant
language and the minority language have had the jbbsopportunities, followed by
those only speaking the dominant language, whitesgéhonly speaking the minority

language have had problems in accessing the joketfar

Education also plays an indispensable role in tbasttuction of individual and

community self-esteem and representations. In lgfhthis, it is difficult to clearly

identify, specify and isolate the channels throughich education fosters social
inclusion. However, social scientists have meansafpreting educational phenomena
as well as analytical and empirical tools to supplmeoretical insights and advise policy
makers at their disposition, such as cost-effentge analysis (CEA). By focusing on
partial analyses, useful insights can be provided ased as input for general

discussiort?

Language and education are both central to thedtomand maintenance of the modern
nation states, as education and the language(tjrated in and through education play
a key role in establishing and maintaining thewralt and linguistic shape of the nation
state. There are various underlying factors thativate the introduction of language
policies at a national level in regard to the ediocaof national minorities, ranging from
state control and the aim of assimilation to resfachuman rights! At the same time,
European nations with heterogeneous ethnic comgosiand/or high immigration flows

are increasingly coming to understand the impo#gasfdntegrating their ethnic minority

8 See, for example, Suzanne Romaim@nguage in Society. An Introduction to Sociolirsigs (Oxford
University Press, Oxford, 2000), 205—-206.

° See, for example, Britta Korth, “The Limits of lgumage Revival’, 2001, at
http://www.cimera.org/files/biling/en/Korth_Languargvival.pdf

19 Malloy and Gazzola, “Final Report on ‘The Aspettailture...”, 55.

1 Compare Christina Bratt Paulston and Kai Heidemafihe Education of Linguistic Minorities”, in
Thomas Ricento (ed.)language Policy. Theory and Meth{®lackwell, Oxford, 2006), 292-310, at 298.
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communities into the social life of mainstream stcas a factor that guarantees political
stability, as the social exclusion of members diet minorities carries the potential
danger of escalating ethnic violence. On the otfaexd, cultural diversity and plurality of
ideas should be seen as an important source odlsaciovation:? thus enriching the
cultural life of society as a whole. Policies arebulations for promoting cultural
diversity are central to the formation and mainte@aof modern nation states. Education
and the language(s) legitimated in and through &titut play a key role in establishing
and maintaining the cultural and linguistic shapehe nation state. However, policies
regarding the language education of minoritiess By language policies, can only be
successful in the long run if the whole socio-awticontext of the society concerned is

positively inclined towards the promotion of culiifand linguistic) diversity.
[11. Language Education Policies under the OMC in Six EU Member States

The six country reportd that resulted from the evaluation study and tipemeby Tove

H. Malloy and Michele Gazzola to the European Cossinit* served as the basis for
this comparison of six National Action Plans. Theicture used in this chapter allows for
the grouping made in the initial phase of the reseavhen it was decided that the teams
on the Czech Republic, the Slovak Republic, Slavamd Sweden would concentrate on
social inclusion policies addressing Roma minaitend, in the case of Sweden and
Slovenia, policies on immigrants. The research teémmm Estonia and Latvia would
form a second group that would study policies aflusion addressing the Russian-

speaking populations of these two member states.

12 Milada Horakova and Pavel Bares, “Final Report dbz&epublic’, ECMI Working Paper No. 29,
October 2006, 8.

13 |bid.; Antoinette Hetzler, Marcus Persson and Elin linndFinal Report Sweden”, ECMI Working
Paper No. 34, October 2006; Aksel Kirch, Tarmo Kuasd Mait Talts, “Final Report Estonia”, ECMI
Working Paper No. 30, October 2006; Michal Vaseddagdaléna Sadovskd and Barbora \¢&8ea,
“Final Report Slovakia”, ECMI Working Paper No. 3¢ctober 2006; Mitja Zagar, Miran Komac, Mojca
MedveSek and Romana Bester, “Final Report Slove®&MI Working Paper No. 33, October 2006; and
Brigitta Zepa, llze Ece, Evija Kave and Inese@ule, “Final Report Latvia”, ECMI Working Paper No.
31, October 2006. All of the above papers are abbl for download at
http://mww.ecmi.de/rubrik/58/working+papers/.

4 Malloy and Gazzola, “Final Report on ‘The AspetCailture ...”



A. NAP Policies in Regard to the Education of R@md Immigrants in the Czech

Republic, the Slovak Republic, Slovenia and Sweden
1. Slovenia

(&) Promotion of Social Inclusion and Equal Oppoitias for Ethnic Minorities in

Slovenia’s National Action Plan on Social Inclusi@®04—-2006)

The Slovene NAP on Social Inclusion 2004-2006 ,listsorder of importance, the key
challenges that the Slovene government faces irptbmotion of social inclusion and

creating equal opportunities:

— Further developing an inclusive labour market pr@moting employment

as a right and possibility for all;
— Ensuring appropriate education;
— Ensuring suitable living conditions for all;
— Reducing regional differences;
— Improving the provision of services; and
— Ensuring income and means for a decent standairdry. *°

One of the four major aims stated in the NAP ifamlitate participation in employment,
primarily through the programmes of the Active Eayphent Policy (AEP). Under the
second main objective—to facilitate access to rness) rights, goods and services—the
NAP lists access to education and access to cullinesthird main objective is to prevent
the risk of exclusionby promoting e-inclusion, preventing exclusion frowork,
preventing discrimination and preventing other ferwf exclusion (ensuring, among
other things, access to school) and the last mgectve of the NAP is to ensure support
for the most vulnerable members of society—amongchvithe Roma population is
listed—in gaining employment, in education, withubmg needs and with social

inclusion.

5 Government of Slovenia, “National Action Plan apcil Inclusion (NAP/inclusion 2004-2006)", 2004,
at http://ec.europa.eu/employment_social/socidusiem/docs/nap_incl_2004_si_en_version.pdf.



(b) Assessing Language Education Policies for thelusion of Roma Children in

Slovenia

Although the inclusion of Roma children and childi&f other ethnic minority groups in
the Slovenian educational system is based on timeiple of equal opportunities and
includes special rights with regards to their mottmgue and culture, the situation of
Roma pupils in primary school is worse than thapwabils from the majority population.
The dropout rate among Roma children is still mbaher than that of their Slovene
counterparts and Roma pupils are over-represemteprimary schools with adapted
programmes. There is no data available at the matievel on the exact dropout rate but
partial research studies and the latest populatgmsuses show that the share of Roma
with incomplete primary school education is mucghler that that of ethnic Slovenes.
One of the reasons for this is the lack of knowéedmong Roma children of the Slovene
language; in standard tests of children upon entry primary school, Roma children’s
results are usually worse, mostly because theydaiinderstand the tests or the manner
of testing was in discrepancy with their culturele§juate didactics and methodology for
the teaching of the Roma language have still nenb#eveloped (exercise notebooks,
Roma language textbooks, etc.). Moreover, the nunolbdeachers with an adequate

command of the Roma language is still [5w.

Therefore, the Slovenian NAP 2004-2006 strongly leasjzes the education of the
Roma. The goals mentioned for education policies tar improve the educational
performance of Roma pupils, respecting their caltamd, at the same time, involving the
majority in this process. Among the policies engesh by the NAP, two aim at language
education policies: the development of methodsdaching Slovenian to Roma pupils;
and the introduction of the Roma language as aromgdt subject. Furthermore, the
inclusion of Roma culture, history and identity tine implementation of the school

curriculum is included.
(i) Methods for Teaching the Slovene Language tm&®upils

This strategy is currently being developed and or@cete measures have yet been taken.

However, the possibility of teaching Slovene as g¢beond language in primary school

16 Zagar, Komac, Medvesek and Bester, “Final Replotehia ...", 66.



systems is expected to bring about better schanlltee of Roma pupils as a direct
outcome. In the long term, a better command ofSlevene language is supposed to
make inclusion into society easier for Roma childriey enabling them to attain higher
education and enter the labour market. Activitiésied at adjusting didactics and
methodology accordingly are foreseen for the pezi@ds—-2010.

(i) Introduction of the Romani Language as an Opdil Subject

The National Action Plan for the Implementationtbé Strategy on the Education of
Roma in the Republic of Slovenia, adopted in Aug@®d5, and the NAP 2004-2006
propose the introduction of the subject of Romamliute and language in primary
schools, with three main expected outcomes. Fjrsklg preservation of the Romani
language is an essential element of Romani cultdreimproved command of their
mother tongue will also lead to a better commandhef Slovene language and will
contribute to an overall better school performandewever, to implement this project,
the necessary conditions need to be in place, asidhe standardization of the Romani
language and the preparation of teaching mategalsgitions which have not yet been
created. Preparations in that direction are ongbimgthe introduction of the Romani
language into the curricula from the first gradewards is still some way away.
According to the research team from Slovenia, tiygeals of experts that mother tongue
learning is not only the right of members of ethmimorities to preserve their ethnic and
cultural identity but also a necessary conditiongood school performance have not yet

been translated into policiés.
(iif) Introduction of Roma Teaching Assistants

One of the expected outcomes of introducing Roraehieg assistants in primary school
in Slovenia is to build up a positive Roma idenatyd higher self-esteem among Roma
children, through better school performance andedeses in the rate of school dropout
among Roma pupils. The Roma assistants work aé,cd@bool and community level and
their roles vary, as professional standards havgetdoeen established for this post. The
NAP 2004-2006 plans the adoption of professionahddrds for the Roma assistant

position no sooner than 2008, while the assistaatideen introduced regionally as a pilot

7 bid., 92.



project. Therefore, it is difficult at this poimd tmake statements on the effectiveness of
this measure. However, as it is the only measurteims of education policy that is
already in place, the Slovenian research team xehtto ascertain the impact of the

Roma assistant policy.

The objectives of the policy are manifold: the Ramsaistant’s role is to contribute to the
Roma children’s improved school performance, rdiseir self-perception, establish
improved communication between them and teachedstleeir parents and teachers, and
to decrease the school dropout rate among Roméspilipie effects of introducing Roma
assistants can be evaluated by looking at diffessgects: improvement in school
performance, increased interest of Roma pupildtending school, increased interest of
Roma parents in the school work of their childnemprovements in the relations among
pupils in class and better inclusion of Roma puipilsafter school activities. In 2005, the
first generation of Roma assistants was educatezl one year pilot progra?ﬁ,which
consisted of theoretical (lectures) and practicalork experience at schools or
kindergartens) components. In 2006, the Regionale@ment Agency Mura Ltd
carried out a survey to evaluate the work of Ros®stants participating in the project.
Their work was evaluated in two ways: through tbbjective estimations of the Roma
assistants themselves and of the teachers andtémetters who worked with them; and
by objective indicators, such as school reportcdentation) on the performance of
Roma pupils. The survey discovered that, in gendred Roma assistants positively
evaluate their own work and the Roma pupils’ pregr& he teachers and head teachers
who were asked about the effect of Roma assistanthe school performance of Roma
children attributed the better learning resultsRaima children to the Roma assistants.
Most teachers expressed the conviction that the eRassistants’ work contributed to
better communication between Roma pupils and othsgrils, between teachers and
Roma pupils, and between teachers and Roma pai@rgsmajority also believed that
Roma assistants had a great impact upon bettersinal and motivation of Roma pupils

at school.

18 The project ‘Roma Education and Information Cerigeoordinated by Regional Development Agency
Mura Ltd and so is financed by the Community Ititi@ Equal. The anticipated results of the propaet:
the establishment of a national professional stahfta Roma assistants; education and trainindneffirst
generation of Roma assistants; introduction ofRbena assistants’ work in schools and evaluatiotheif
work; the establishment of the Roma Education afarination Centre and the legal basis for its ofj@na

1C



The evaluation of school documents provides morgctibe indicators, such as
improved school performance, greater motivatiorttes part of Roma children or more
active participation in school work. However, ibges difficult to attribute with certainty
the positive changes exclusively to the Roma as#istwork. Changes might have been
brought about by the gradual reformation of primsghool and the transition from an
eight year primary school system to a nine yeang@ry school system since 1999/2000.
As the objective observations of increased perfoceacf Roma children are actually in
accordance with the subjective perceptions reggrtie success of the Roma assistants’
work, however, it may be anticipated that Romasaasts to a large extent contributed to

the positive changés.

2. The Czech Republic

(a) Promotion of Social Inclusion and Equal Oppwitias for Ethnic Minorities in the

Czech National Action Plan on Social Inclusion (26R006)

The Czech NAP does not explicitly establish a catioe between cultural policies and
social exclusion but its overall orientation empbas the economic aspect of social
exclusion and therefore promotes policies for eyplent. The NAP also emphasizes the
issues of education, including extracurricular edion. Here, the document does not, as
one would expect, establish a link to cultural atpeof social inclusion. However,
stressing the importance of education at leastghigrbalances the overall concentration
of the NAP on economic aspects. The Czech NAP ptgstion to the issue of access of
disadvantaged groups to education, thus directigeming ethnic minorities, a point that
is repeated in the section dealing with the situatf the Roma. Access to education is,
however, dealt with only in close relation to th@nka community; in relation to
immigrants, only the creation of foreign languagetibooks is mentioned. Extracurricular

education and further education is mentioned anglation to the general populatith.
(b) Assessing Language Education Policies in trec@Republic

In the Czech Republic, the educational situationtred Roma is similar to that in

Slovenia. It is reported that “around 60% do nomptete elementary education, 29%

19 Zagar, Komac, Medve$ek and Bester, “Final Replortéhia ...”, 103.
2 Horakovéa and Bares, “Final Report Czech Republic 58—60.
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complete only elementary education and 9.3% competondary or upper secondary
education! The general situation has improved in the lasadedut the status of the
Roma has not improved in comparison to other etroaps. Educational policies aimed
at improving the situation of the Roma are similarregard to design and expected
outcomes to the Slovenian ones. The overarchindg) gfoaducational policies for the
Roma is ‘equalizing action’, i.e., to help Romaldten “to bring about a significant
change in the present situation in which a high Imemof Roma children attain only the
lowest possible level of educatioff’Among the main policies, the preparatory classes
programme is worth mentioning here, as it is adar@sto all children from socio-
culturally and linguistically disadvantaged envinments and therefore it is not a policy
exclusively designed for Roma children. This progree started in 1997/1998 with the
goal of preparing the entrance of disadvantageldrem into primary school and to limit
their risk of failure during the first cycles ofigrary school, translating into an increase
in the school performance of pupils over the yeliiis. not yet possible to gather reliable
data on the specific effects of this policy andparticular, it was not possible to gather
disaggregated data for Roma pupils in particulapgratory classes or data on education
assistants and support for Roma higher and untyegsiucation. Roma assistants were
also introduced in the Czech NAP; they work mostlypreparatory classes and in the
first grades of primary schools, while projects aitrextending their role to higher classes
in primary schools. Some of the most relevant iattics in this case are the level of
education attained, the school performance of thmd(in terms, for example, of marks,
etc.) and the discrimination level of the majoriddso in this case, no figures are
available to assess the impact of the educatioistass policy on Roma children’s
performance. As each school is individually resgaesfor hiring assistants and for
monitoring and evaluation, no data are collected gystematic way from the centre. As
no data are available to assess the effects of Rbma assistant policy on the
achievements of Roma pupils, no comprehensive cosgmabetween Slovenia and the
Czech Republic can be conducted. Nevertheless, $igores related to the subjective
assessments of head teachers in the schools wlena Bssistants work suggest that
attitudes are more favourable in Slovenia and thatperceived utility of Roma assistant

activities is lower in the Czech Republic. Althoughservers expressed a generally

2bid., 88.
22 hid., 87.

12



favourable attitude towards these policies and rtheipact, one of the major
shortcomings noticed has been the lack of coondindietween ministry policies, which
has had a negative impact on the effectivenesh@foverall management of funds
allocated to policies in favour of the Roma. Herlte,increase the effectiveness of the
implementation of the Roma Integration Policy Cqicét is necessary to re-assess the
current financial support system and to proposeramndéwork that will permit the
implementation of the long-term measures proposdtie Concept at the local level and

in cooperation with all the relevant partnefs”.

3. Slovakia

(a) Promotion of Social Inclusion and Equal Oppwitias for Ethnic Minorities in the
Slovakian National Action Plan on Social Inclus{@v04—-2006)

The Slovakian National Action Plan on Social In@bms focuses in a rather one
dimensional manner on economic inclusion. The 3dovesearch team therefore
concluded that the “National Action Plan of the &l Republic Regarding the Decade
of Roma Inclusion 2005-2015", approved by the gowemnt of Slovakia, represents a
more usable, though rather limited reference. Husument, introduced by the World
Bank and the Open Society Institute, approachasgesssf social inclusion in a more
complex way. It was approved and adopted by thereRlan cabinet as part of the
Decade of Roma Inclusion, launched on 2 Februa@p 20 Sofia, Bulgaria. One of the

NAP’s top priorities is education:

The integration of the Roma to a great extent meguihat the negative
attitudes of the majority population be changedhaps by systematically
altering the content of education. In the field eflucation, human
development with special emphasis on marginalizech&y communities
iIs implemented on three basic levels: 1. trainiegchers and assistant
teachers; 2. creating textbooks and manuals fah&a and parents; 3.

transforming the curriculurff.

23 i

Ibid., 94.
2 Government of the Slovak RepublNarodny akny plan Slovenskej republiky k Dekadelegovania
rémskej populacie 2005-2015 [National Action Plaintlee Slovak Republic Regarding the Decade of
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The document establishes basic goals and identiftésators for monitoring the impact
of measures to improve the access of Roma childrexdlucation and the quality of their
education. However, the document is extremely vagurmulating these goals and
fails to explain exactly how they will be achievédirthermore, meeting these goals will
require substantial funding from the state budgetthe document foresees the necessary
funding only for 2005, not beyond. Nevertheless, Brecade of Roma Inclusion provides
a political framework for the governments of thetjgating countries to declare their
willingness to help their Romani citizens integratel overcome their social exclusion.
Given that the programme will span a decade, winateegoals are achieved or not
depends largely on future administrations in thiéedént countries and their level of

commitment®
(b) Assessing Language Education Policies in Sliavak

In Slovakia, where the Roma represent 1.7% of tujation (unofficial estimates that
take into account the so-called self-declaratiasbf@m regard a figure of around 9% as
more realistic), the educational situation of Ropogils is similarly bleak to that in the
other two Central European countries presentedeab@wong the key factors mentioned
as reasons, language and cultural barriers regw@arerge. Insufficient knowledge of the
Slovak language and the lack of availability of emtion in the Romani language are
cited as a significant cause of the poor perforraasicRoma children, especially those
from isolated settlements. According to the findingf the State School Inspection, in
99% of schools with pupils from socially disadvaygd backgrounds (mainly Roma)
surveyed, the Romani language was not used inetiiehing process in the school year
2002/2003. The remaining 1% was composed of a ssesof use of Romani by Roma
teaching assistants. While there is no specifiormation on the share of Roma children
who do not speak Slovak, general data show thate $80f of Roma have Romani as
their mother tongue. Language barrier issues apiéntly cited as the cause for the need
for Roma assistants, one of whose key roles is asdmanslating to children. A number
of available reports argue that cultural barrielso aepresent a major cause of poor

performance of Roma children in the education syst€hildren from segregated

Roma Inclusion 2005-2015{Urad viady SR, Bratislava, 2005), cited in VasgclSadovska and
VaSe&kova, “Final Report Slovakia ...", 53.
% Vasecka, Sadovska and V&igeva, “Final Report Slovakia ...", 53-55.
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settlements often enter the system unadjustedetauhiural habits of the majority. They
are often used to a less hierarchic environment kac# a feeling for authority.
Traditional education among the Roma has been hethe&ation geared towards
community survival, with less emphasis on individperformanceé® Such language and
culturally based barriers can be bridged by pedagbgssistants for Roma children.
Roma pupils are often automatically assigned tocigpeschools, where even basic
education is very limited. The debate among pali@kers covered different approaches
to resolve this issue, in particular whether or spécial schools should be abolished,
what (if any) should be the role of Romani in sdeoand the possible role of
multicultural education or intercultural activitieShe policies designed and partly
implemented in the framework of the Slovakian NAR $ocial Inclusion address the
primary school level, where the general goal i;mtoease the educational performance of
Roma pupils by improving the training and preparatof pupils and by reducing the
percentage of Roma children attending special gshostitutions, mainly by improving
the material conditions in which Roma pupils liveadastudy. According to the
government, school attendance has increased dcathatand Roma children are
performing much better but, at present, no hard @ias yet been published to support
this claim. Also in Slovakia, Roma assistants acéve, with early projects in this
direction having been carried out by nongovernnentganizations for more than ten
years. The government has only started to implent@st policy more systematically
since 2005. Again, no data is available as to ffects of this policy or to costs. The
second field of intervention in favour of the Rowsancerns higher education. The main
goals that the government wants to pursue are d¢eease the percentage of Roma
attending high schools and to increase the pergentd Roma attending university
education. Finally, efforts should be made to ditaba study department of Romani
language and literature in universities. The ttarda of intervention envisaged in the
NAP is supporting the lifetime education of Romahwinfinished educations from the
perspective of applying for a job on the labour ketirThe goal would be to reduce by

50% the ratio of Roma with unfinished educations.

% hid., 93.
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4. Sweden

(a) Promotion of Social Inclusion and Equal Oppwitias for Ethnic Minorities in the
Swedish National Action Plan on Social Inclusio82—-2006)

Sweden has developed ambitious NAPs, aimed priynatiblleviating poverty through
increasing work and lifelong learning. Focuses aituce and the social inclusion of
ethnic minorities are touched on in policies ona&thimprovement as well as on
integration into the labour market. The Swedish NABllow the basic objective of
substantially reducing by 2010 the number of pe@ileisk of exclusion because of
social and/or economic vulnerability, irrespectofeethnic background. In a 2005 report
concerning the progress in meeting the objectivesosit in the NAPs, the Swedish
government stated that integration goals had tomiaénstreamed into all activities.
Among these goals were equal rights, obligatiorts @portunities for all irrespective of

ethnic and cultural backgrouAd.

The measures to achieve these goals primarily fooysromoting employment. In 2004,
Sweden adopted an action plan for employment {hetied an inclusive labour market
with emphasis being placed on those groups whosgcipation is below normal
(immigrants, young people and the elderly). In rdg® education, an NAP policy for
pre-schools is expected to ensure that all childvrease native language is not Swedish
are given support to improve their ability to cormuate both in Swedish and in their
native language. A four year pilot project involgisubject teaching in the pupils’ mother
tongues in grades 7-9 of compulsory school in gegeel areas intends to improve the

education situatioff

(b) Assessing Language Education Policies in Swédeed at the Social Inclusion of

Immigrants

In Sweden, as a matter of principle, no statisacs established with reference to
ethnicity. Thus, integration goals are measurechbyitoring statistics related to ‘persons

born outside Sweden’ or persons ‘who were bornnatlger country’. However, even

27 National Action Plan (NAP), 2005. “Sweden's Report Measures to Prevent Poverty and Social
Exclusion” (Regeringskansliet, Stockholm, 2005), at
http://ec.europa.eu/employment_social/social_inch/socs/2005/se_en.pdf.

8 See Hetzler, Persson and Lundin, “Final Reportdgwe..”, 11-16.
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these statistics are not available for all of théicators set out in the NAPs. Sweden is
one of the European countries with the largest gntagn of inhabitants born in another
country; according to the 2002 census, 11.8% ofS3hedish population are born in
another country and an additional 9.6% of the pagoh born in Sweden has at least one

parent who was foreign boff.

Also in Sweden, there are major differences indtlecational performance of these two
groups. People with a foreign background generadisform worse than people with a
Swedish background and significant differences agritie two groups exist also in the

domain of adult education.

Pursuing better social integration through languagi@ing in education has been one of
the main policy interventions adopted in Swedenprbwing the communication
capabilities of minorities is seen as a cornersfooleey to foster social integration. Two
policies in particular are worth noting: the polity strengthen the competence in the
native languages of children in compulsory schogkther with the teaching of Swedish
as a second language; and the policy that aimsctease the Swedish language skills of
adult immigrants. All immigrants are labelled a®nrSwedish born’, without further
distinguishing their ethnicities, which does ndbwal for distinction between different

needs and backgrounds.

In the case of the first policy—language trainimgflbin the native language of ‘non-
Swedish born’ pupils and in Swedish—the impactaoiguage training on the equality in
school performance of Swedish born and non-Swedlish was the focus of the study.
The policy is based on the idea that both langubgee to be strengthened, in a similar
manner to the policy of strengthening the Romanglege in Slovenia. Here, the utility
of teaching Swedish receives no particular explanatOn the other hand, two main
reasons are given to justify teaching in the natarguage: better development of the
cognitive capacities of pupils and ideological mresrelated to freedom of choice, i.e.,
the right to maintain links with one’s original twdal heritage. A question immediately
arises. Which language should be strengthenedndtige language or the language

spoken in the country of immigration? After carefidliberation, Sweden has answered

2 pid., 22.
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this question with ‘both’, arguing that childrenegeto establish a cultural identity in a
native language in order to establish a good bfasithe language of the country of

immigration. The language theory is based on rebedesigned to show the development
of cognitive capacity. Without a firm language asbase language, the cognitive
development of a child who immigrated to anotheurtoy with another language

develops cognitive learning problems. Swedish $pdmas accepted this principle of
child development and thereby strengthens the ed¢inguage used actively at home in
order to create the best possible conditions ferdhild’s assimilation into a Swedish-

speaking society. The study wanted to assessdflémguage training policy has been
effective in reducing the percentage of students mutside Sweden with incomplete

final grades from compulsory school.

Another policy to be assessed in terms of its éffe¢he provision of classes in native
languages at pre-school level. According to the #steNAP, “pre-schools should strive
to meet every child with another native languageeothan Swedish with support to
develop his capacity to communicate just as weSiredish as in his native languag®”.
Traditionally in the Swedish system, children atieg pre-schools with a native
language other than Swedish (12% in 2001) partiegpan some form of supporting
activity in their native language. In 1990, for exade, 60% of children in pre-schools
received such support. However, due to the stroecemtralization of the Swedish
educational system beginning in the early 19902005 this percentage felt to 14%,
although, according to observations, the numbehddiren in need of special support has
increased. The main reason for this is that “alffrohome language activities in pre-
schools are a national goal, when costs were &eesf to local authorities programmes
were substantially cut. This indicates that loaatharities do not see this activity as a
priority.”®! The same trend is visible in compulsory schoolemetthe decentralization of
the responsibility for education from the centrdowal authorities likewise brought about
a decrease in the supply of classes in native Bgegl The main reason to explain this
trend is that the provision of classes in many laggs often is not feasible for small
school districts. Finally, the second languagening policy adopted in Sweden for adult

education (Swedish for immigrants, Sfi) was examingy the researchers. This

% bid., 26.
%1 bid.
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programme solely focuses on teaching the Swedisulsge as the key to access to the
domestic labour market. Although for this programiime per learner cost has increased
from 1996 to 2001, the percentage of immigrants stopped attending the programme
before completion does not seem to be negatividyec to the resources allocated to Sfi,
which does not necessarily indicate a problem loutlct be related to the fact that
immigrants leave the programme because they havelfa job or more effective ways

of learning the language.

The culture and language indicators show that tlegrammes introduced to foster a
multicultural Swedish society have proven inadeguiat helping children with non-
Swedish backgrounds to gain equality with theirostimates with Swedish backgrounds.
Programmes of classes in the native languages matvbeen sufficient to change this
discrepancy. The research study concluded thaptbgramme of social inclusion of
adults through strengthening their competency enStvedish language has not produced
the positive results once assumed either. The lamg#er of immigrants that drop out of
Swedish language courses is indicative that acasltln to a new country by
assimilating the language is problematic. AlthoByweden has placed emphasis on the
importance of multiculturalism and the importandeequality among all of Sweden’s
residents, the production-line approach to the $heslystem sends a clear assimilation
message. It is often argued that a reason fordfaileegration in Sweden is those with a
non-Swedish background do not know the Swedishulagg well enough to function in
the contemporary job market. This is a lively debiuat is often disputed. However, the
fact remains that immigrants have a much higher shtunemployment than native born

Swedish individual&?

B. Language Education Policies in Estonia and Laa®romoting the Social Inclusion of

Russian-speaking Minorities

Estonia and Latvia have been facing similar chglsnafter independence, such as the
reorganization of the education systems, the legii reassertion and promotion of
national identity and culture, and the manageméndrge Russian speaking-minorities.

Their approach toward social inclusion is very samithey place strong emphasis on

32 pid.
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employment and proficiency in national languageegarded as the necessary condition
for having better access to the job market. Howeeducational reforms have been
adopted in both countries in recent years to irsdhe knowledge and the position of
national languages in society, as well as amongmtyngroups. Although the results of

these reforms are not available yet, the trencate deems inclined in a positive direction

in both countries.

1. Promotion of Social Inclusion and Equal Oppoaittas for Ethnic Minorities in the

Estonian National Action Plan on Social Inclusi@0@4—2006)

In Estonian documents on social inclusion policgesial exclusion is defined primarily
with respect to the employment situation of a perddence, a good starting point to
understand Estonian inclusion policies is to obseitve economic and demographic
trends in the country. From 2000-2005, the Grossmé&xtic Product (GDP) of Estonia
has steadily increased at a rate between 7.1% @361 During the same period, the
unemployment rate has decreased from 12.8% to # s6wever, although the overall
economic outlook of the country is promising, enypt@nt remains the main focus of the
Estonian NAP on Social Inclusion. This is due tospgtent differences in unemployment
rates and average per capita income among etlesiclimong the unemployed, non-
ethnic Estonians are much more strongly represehtedethnic Estonians. In 2004, 31%
of the population in Estonia belonged to an etlgnaup different from the Estonian one
and 41% of the unemployed belonged to a differahinie group than Estonian.
Differences among ethnic groups exist also witlpees to the level of the average
income. It has been brought to light that “the agerincome of Russians and other non-
Estonians is slightly lower compared to ethnic BEtns”3* On the other hand, low
demographic growth and migrations in the labourcdotowards Western Europe
represent serious challenges to the economic groivithe country. The inclusion of
unemployed people into the labour market would cemspte this shortage in the labour
force. These resources are concentrated in sontieytar regions in the northeast and
southeast of the country, populated mainly by Russpeaking non-ethnic Estonians.

Poor knowledge of the Estonian language is oftéadcas the main reason for these

% Data from Eurostat.
3 Kirch, Tuisk and Talts, “Final Report Estonia ..12.
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regional differences. A survey of the situationuokemployed youth in the Tallinn and

Johvi regions concluded that:

[T]here is no significant difference in the levdl educational potential
among majority and minority nationalities but atetlsame time the
indicators of linguistic competence differ, whicatérmine possibilities in

labour careers at large, and regional differenceslaarly noticeabl&

Inclusion policies in Estonia thus focus on theedepment of linguistic skills in Estonian

for persons belonging to national minorities.

2. Promotion of Social Inclusion and Equal Oppaittaa for Ethnic Minorities in the

Latvian National Action Plan on Social Inclusio®(2—-2006)

A similar picture can be observed in Latvia. Thiuaion of minority groups and, in
particular, of the Russian-speaking minority, imifar to that of Estonia, although ethnic
diversity is higher in Latvia. Latvia has experied@a strong economic development from
2000-2005, with an average annual rate of growtBDP of around 7.9% in real terms
and an unemployment rate that has decreased fro#%1 2000 to 8.9% in 200%.
Employment and participation in the labour markealy@ crucial role in the definition of
social inclusion. Although “there are no substdndidferences in poverty and social
exclusion indicators between Latvians and non-laaitsj except for a very small minority
of Roma”?’ some differences in employment rates still existoag different ethnic
groups. In 2002, there were “50.8% of unemployesqes of Latvian ethnicity in the
total number of unemployed, 35.4% of Russian origid 13.8% represented other
ethnicities”*® demonstrating a slight over-representation in ysleyment of ethnic
groups other than Latvian. Poor knowledge of thiviea language is seen as the major

factor in explaining different patterns in employrheates among ethnic groups.

Ethnic integration related policies in Latvia areainty defined in the National
Programme “Society Integration in Latvia” (2001-8R0The programme covers cultural

policies, language policy, education policy, ciiitegration policy and, partially, social

% bid., 26.

*® Data from Eurostat.

37 Zepa, lace, Klave and Spule, “Final Report Latvia ...”, 19.
%8 bid., 18.
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integration policy. The goals for the language @plare also set out in the Language
Laws of 1989, 1992 and 199%.

3. Assessment of Language Education Policies iorisstand Latvia

Both in Estonia and in Latvia, educational polieteend language policies in particular—
are regarded as the key for the promotion of saegilision. The “Integration in Estonian
Society 2000-2007" programme is the framework etioical policy for minorities in
Estonia. The programme is articulated in four sudgmmmes (‘education’, ‘the
education and culture of ethnic minorities’, ‘theathing of Estonian to adults’ and
‘social competence’). However, no specific data Hazesen collected as to the
implementation of these sub-programmes, excepéexfpenditures for language courses
between 2000 and 2005. These show a fluctuatimgl ffeParticularly interesting is the
bilingual education programme (Estonian—Russiar}ed in four schools in 2000 on the
basis of the Canadian experience (134 pupils ial)toToday, more than 2,500 pupils
attend this programme but initial data on the tssathieved will be available only at the
end of 2007. The advantage of bilingual programneesthat, together with the
development of skills in Estonian, it allows foretlmaintenance of the linguistic and
cultural heritage of Russian-speaking children. sberdata shows that the knowledge of
Estonian among Russian-speakers is increasing minot possible to evaluate to what
extent educational policy outcomes explain thisrmepment, as nothing is said about the

role played by other factors, such as the media.

In Latvia, a specific programme called “Societyebpation in Latvia” (2001-2006)

addresses the social exclusion of ethnic minoritiaaguage policy, in particular, plays a
major role in this programme, with emphasis on témforcement of Latvian as an
official language in all the most important domagissociety. The reform of the Latvian
educational system started in the 1999/2000 scya with a preparatory phase until

2003. Four different models of bilingual educatltave been designed and implemented

% Detailed analysis of the language policies inBladtic countries can be found in: Priit Jarve, “gaage
Battles in Baltic States: From 1989 to 2002”, imifi@h Daftary and Francois Grin (ed$\gtion Building,
Ethnicity and Language Politics in Transition Coues (LGI, Budapest, 2003), 73-106.

40 Kirch, Tuisk and Talts, “Final Report Estonia ..43.
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by the Ministry of Education, all of which revolvaround the strengthening of the

Latvian languagé®

Assignments for additional payments for teachensatvian and of subjects in Latvian in
minority education establishments have steadilyeiased from 1999 to 2006 (+167%).
In 2006, the total amount of additional resourckscated to payments of teacher was
EUR 1,446,456. Moreover, more than EUR 12 milli@s lheen spent from 1996 to 2006
for the National Latvian Language Training Progranifsince 2004, the National
Latvian Language Training Agency), whose main diza been to “elaborate manuals for
minority education programmes, provide professiamaining courses for teachers in
teaching in Latvian and bilingually, as well as\liah language courses for the teachers
and other professional group¥The outcomes of bilingual programmes can at thiatp
hardly be assessed, as preliminary results wilpbklished during 2007. A complete
assessment will not be possible before 2009, wherfitst generation of students will

have graduated at the secondary level of education.

V. Perceptions and Acceptance of Language Education Policies in the Member

States

In Slovenia, Slovakia and the Czech Republic, simiolicies have been designed and
implemented to promote the social inclusion of Rwma population through education
policies. All three countries adopted a Roma amsigpolicy and preliminary preparation
for compulsory school. In the Czech Republic anav&kia, some forms of support for
the Roma at a higher education level are envisaQewlitative reports, focus group
conclusions and data gathered in surveys confighphblicies such as Roma assistants or
preparatory classes have had some general positpacts, even if it is difficult to
associate cost figures to them. However, one cseeth the general direction of changes
and improvements. While in the case of Roma asdssta Slovenia and in the Czech
Republic an overall improvement has been reporitedhe Swedish case preliminary
results suggest that policies adopted to reduceiffexence in educational performances

between Swedish-born and foreign-born students metebeen effectivé® Also, the

41 Zepa, lace, Klave and Spule, “Final Report Latvia ...", 32—34.
42 H
Ibid., 43.
43 Malloy and Gazzola, “Final Report on ‘The AspetCuilture ...”, 69.
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language education policies in Estonia and Latispldy very similar streaks and there
seems to be some improvement in the language &@oguisf the Russian-speaking
minorities of the respective official language. Hawar, a positive trend as to the decrease
in representation of the Russian-speaking populaiino unemployment cannot yet be
denoted.

Comparing the policies and their effectivenesdieitomes obvious that a policy firstly
needs to influence those contextual elements teacknowledged to be important in the
creation of a more favourable framework for intéigra in order to be successful and
have sustainable positive outcorfiésThat means that, for the creation of a positive
environment for the implementation of policies, tireund has to be prepared. First of
all, the attitude of the minority needs to be pwsly influenced in regard to policy
interventions. It has been reported that the Rdmanselves are sometimes the fiercest
opponents of social inclusion programmes. This ireguhat particular attention has to
be paid to the interplay between the self-repredgiemis of the minority and the character
of the policy proposed. One of the strong pointthefRoma assistant policy has been the
active involvement of families in the programme,iaththus creates positive attitudes in
the environment surrounding the implementationabfos| reform and avoiding possible
tensions between the school and family spheres.th&nocondition is that policies
explicitly take into account the attitudes of thejamity. The presence of prejudices and
stigmatization has been reported in almost all t@@sunder evaluation; hence, it needs

to be explicitly included in policy design. In Skkia:

A large part of the majority population perceiviks presence of the Roma
in Slovakia as a burden and this feeling is evemenotense when they
think of Roma being in their proximity [...] A largeart of the majority
population forms its attitude to the Roma underitifieence of prejudices
and stereotypes originating in ethnocentrism. Tigh lidegree of refusal
and widespread prejudices directly influences thleawiour of the Roma,
who often just fulfill the idea of the majority polation about therfr

*Ibid., 69.
5 vasecka, Sadovska and Véageva, “Final Report Slovakia ...”, 107.
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Finally, long lasting intervention is a preconditido allow for well structured and
integrated programmes and therefore to avoid dkam-and small-scale activities, the

presence of which is quite often a symptom of laiclong-term political commitmerit

Reforms of educational systems in the two membetestof Estonia and Latvia have
only started recently, between five and ten yeays. &onsidering that educational
systems are structurally slow to respond to charngesuld be premature to expect clear
results for evaluation of the effectiveness and-effectiveness of bilingual education
programmes. However, general attitudes toward lkaggupolicies can be observed.
Reforms can be carried out with general consensusealictated by the state, which
directly affects the attitudes and behaviours oséhconcerned. Attitudes, as mentioned
before, play a crucial role in creating a favoueatbthmework for inclusion policies to be
successful. According to an interview with Estorggreaking and Russian-speaking
students carried out in Estonia in 2006, many Rwsspeaking students claim that
“ethnic differentiation takes place in Estonia &hd main factor of this process is the
special status of the Estonian language as thenstianguage®’ Language policy
seems to be perceived by the interviewees as éfmssurce of exclusion rather than as
promoting inclusion in mainstream society. Accogdito the results of the same
interview research, “most of the Russian-speakinglents who participated in the
interviews believe career possibilities are de@amt their opinions about gaining higher
education in Estonia are pessimistl&This pessimistic view on the part of the Russian-
speaking population could possibly have been adbiol positively influencing the
attitudes of the minority toward language polidbegore their introduction.

In Latvia, it has been reported that “students @adhers have a positive attitude toward
bilingual education, believing that it represent@npromise in terms of minority
education reforms*® that “dominant attitudes about the shift towardyatem in which
most classes are taught in Latvian, however, wegative. During the latter phase of

education reform implementation, negative attitudesong target groups, particularly

¢ See, for example, Horékova and Bare$, “Final Reppech Republic ...”, 94.
47 Kirch, Tuisk and Talts, “Final Report Estonia ..24.
48 H
Ibid.
49 Zepa, lace, Klave and Spule, “Final Report Latvia ...”, 39.
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students, have been exacerbaf@diccording to some experts, the reform has been set
up in a hurry, without clear criteria and mecharsigor evaluatiort* In conclusion, more
attention should be paid in both countries to thitipal atmosphere in which reforms are
carried out and more efforts should be made to ptenpositive attitudes towards

language education reform.
V. Conclusion: Can the OMC Promote Cultural Diversity in the European Union?

Even though, at this stage, no clear conclusiomsbeadrawn on the effectiveness of
language education policies on creating equal dppities for all, the NAPs evaluated
have emphasized the importance of such policigharprocess of promoting the social
inclusion of ethnic minorities. Some NAPs attribtlie same importance to those policies
that involve both majority and minority groups inutal cultural understanding
processes. However, the study also revealed a npagdriem related to the policies
assessed: not all clearly aim at the promotion wfucal diversity—some appear to
follow the goal of assimilation, which is partictiavisible in language policies. Cultural
hegemony is a phenomenon whose appearance canretolted in multiethnic and
multicultural societies and it needs to be seripasldressed by the European Union and
its agenda of ‘Unity in Diversity'. In its Joint Rert on Social Inclusion from March
2006> the European Commission highlighted culture aseipus factor of difference
and promoted the celebration of different cultunethin a single society, emphasizing
access to and participation in cultural activi#gesa core part of human existence. Hence,
increasing access for minorities to the culturdivées of the majority community can
foster intercultural understanding in multiethnacieties, under the conditions that the
aim is not assimilation. One of the major resuftthe assessment of language education
policies and positive effect on the social inclusiof ethnic minorities in the study
presented here is therefore that ethnic minorisiesuld be seen as internal resources
enriching society. Understanding this requires adjak in which the majority is
encouraged to more strongly involve the ethnic mingopulation in the labour market

and which also convinces the minority members eirthalue to the society they live in.

*9|bid.
®1 See, in particulaibid., 51 and 74.
°2 European Commission, “Joint Report on Social Isicl ...”
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This value includes the different cultural and ursgic traditions these minorities

contribute to mainstream society.

If the status of social integration of ethnic mities in the member states under
evaluation and their eventual social inclusion egicated by improved intercultural
relations between minorities and majorities, it daes obvious that the six NAPs
evaluated are only an initial step toward the padilon of the goals set out in the Lisbon
Strategy. It has been argued that the OMC is taallsand insignificant to address such
an immense task as improving the social inclusibexaluded groups in the E&and

that it is merely a dialogue process because theCQidlicy has no supported legal

foundation in Community law and depends on the galbdf member states.

A major problem encountered in the evaluation dicpes aimed at better inclusion and
access to opportunities of ethnic minorities id thauffers from a lack of clearly defined
statistics concerning ethnic minorities in all b&tcountries of this first group, generally
as a matter of principle in these countries. Howewe order to develop effective
measures to address the social exclusion of etimiorities and create conditions
conducive to their access to opportunities, datedsdo be available on their current
situation. The OMC again appears to be too sofba to promote the collection of

reliable data in EU member states, relying solalyteir voluntary cooperation.

%3 See, for example, Mary Daly, “EU Social Policyeaftisbon”, 44(3Journal of Common Market Studies
(2006), 461481, at 478.
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