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CHAPTER 1.
INTRODUCTION

1.1. INTRODUCTION

The world is becoming increasingly interconnected due to technology and
communication systems. Frequent contacts between different cultures raise significant
issues, and this complexity in societies’ demands answers for more and more

questions.

Communication between cultures is not a new phenomenon - it has existed since
human history began (Jiang, 2006; Niedermiiller, 1996). “What new is the systematic
study of exactly what happens when cross-cultural contacts” and interactions take

place (Samovar & Porter, 1985, p.1).

Though both intercultural and cross-cultural communication research have long been
related to understanding ecologically separated cultures with clear boundaries, these
boundaries are rapidly disappearing as technology and economic integration, often
called globalisation, has brought about two opposite processes. There is a process
where people more closely identify with each other, through global branding, shared
media, and the possibility of gaining knowledge about one another (Rosengren, 2004).
At the same time, there is what Featherstone (1990) calls a “localisation process”, with
intensifying identification with nationality and ethnicity, resulting in conflict and
misunderstanding, and leading to deep concerns about physical violence and racial

hostility (as cited in Jensen, 2004, p. 2).

A scientific study of communication is essential for several reasons. First, the desire to
make ourselves understood and to achieve our aims through communication is a
universal human trait and therefore it is necessary to understand how communication
influences people’s lives, their beliefs, attributions, attitudes and behaviour, and how
these factors are interrelated. Secondly, there is a need for more effective
communication in institutions (schools, hospitals, offices etc.), and we should know

how communication can contribute to or hinder the successful operation of these



institutions. Finally, scientific approaches can help us understand how cultural

diversity can affect the efficiency of communication.

Whether intercultural encounters have distinctive characteristics, namely if there is
difference between intercultural and intracultural communication, has been much
debated. From communication point of view, some workers argue that there is no
difference at all (Ma, 2003; Gudykunst, 2005a; Sarbaugh, 1988), while others (Jensen,
2004; Bennett, 1998) claim that cultures — including ethnicities or social groups -
include such patterns of perception and behaviour, along with approaches to
communication that make encounters ‘difference-based”, unlike monocultural

encounters which are “similarity-based” (Bennett, 1998, pp. 2-3).

With the current rapid pace of transformation in society, and continued conflict
between culturally defined groups of people, researchers seem to agree that culture is a
key factor in the process of understanding human behaviour, and within that,
communication (Kim &Hubbard, 2007). In spite of this, as Craig (2007) argues,
mainstream communication theory still appears reluctant to recognise cultural
differences, and there is similar criticism of the discipline of psychology (Segall et al.,
1998). The “acultural or unicultural stance” in social sciences can not be assumed any
longer (Kim & Hubbard, 2007, p. 225) as it does not satisfactorily promote an
understanding of the nature of differences.

Intercultural communication research generally has an “intrinsic interest for diverse
people and offers new frontiers to cross and explore” (Kim & Hubbard, 2007, p. 224).
As will be seen, this exploration can be conducted with various epistemological and
methodical approaches and theories, with culture defined either as characteristic of
countries, or “based on gender, social class, age” etc. (Gudykunst & Kim, 1997, pp.18-
19). Intercultural communication research is an interdisciplinary field applying
theories from other social sciences e.g. pragmatics, psychology, social psychology, and
sociology. This is why as a research discipline, the field of intercultural
communication is thought to offer much insight into exploring people’s relationships

in socially and culturally diverse societies.



Schools are the mappings of the social milieu of a society and as such often face
difficulties in coping with cultural diversity. International and national publications
show that the implementation of intercultural education — an approach to education
which is based on mutual appreciation and acceptance of cultures - is thwarted by
systemic problems such as the underachievement of minority students, poor discipline,
and a lack of cooperation with parents. Effective education for cultural diversity is
largely dependent upon successful classroom practices, and most important of all, on
effective communication between teachers, parents and their children. The problem is
that those involved, in many cases, lack social insight and knowledge of the processes

of intercultural communication.

1. 2. BACKGROUND AND DEVELOPMENT OF THE THESIS

My motivation and interest in writing this dissertation derived from personal
experience. Being a head teacher of a rural school where more than 60% of learners
were Roma, made me realise how important it is to get deeper knowledge of the
process of communication in everyday professional practice, particularly in an
intercultural context. The school | joined was characterised by a low standard of
educational achievement, a lack of communication between parents and teachers, and
regular physical violence and conflict. During my work | felt that | could get on well
with Roma families and | managed to handle conflict situations between learners, and
between parents and teachers. A year after leaving the school | returned to the village
as a researcher. My specific intention was to provide help for teachers, and to enable
them to improve their relationships with Roma parents by revealing those factors

which undermine cooperation and communication.

Realising that literature on intercultural education very rarely refers to findings
concerning intercultural communication research, my aim was to show how this
discipline can contribute to the field. My research findings interwoven with elements
of research literature will be presented in a model for practitioners addressing negative
relationships between teachers and Roma families. The sub-model will offer a possible
approach to conflict management based on the conclusions drawn in connection with

cultural frame switching.



This dissertation does not aim to find solutions to “Roma questions”. Roma parents in
this research context will be viewed as people belonging to one minority group among
many possible ones, who face problems finding their place in the majority society. For
this reason the research literature referred to here will be drawn from both Hungarian

and international publications.

The dissertation proposes a polydimensional approach to understanding intercultural
communication. This constructive, rather than reproductive approach, will inevitably
fail to fully exploit many of the important points provided by the literature, simply
because a comprehensive presentation of all theories would have exploded the frames
of this dissertation. Instead, only those theories and models will be reiterated and
explored over the course of the investigation which were found to be relevant and able
to contribute most directly to my research aims.

1.3. RESEARCH QUESTIONS AND RESEARCH METHODOLOGY

Research question one (RQI1) aims to explore Roma parents’ and teachers’
understanding and interpretations of the causes of their negative relationships. The
purpose is to identify factors teachers and parents find most salient in the forming of
this relationship. Furthermore, these factors will be examined in terms of whether they
can be interpreted as relating to perceived cultural differences (RQ2). A third research
question (RQ3) aims to uncover the actual realisation of these factors in
communication and examine how these factors operate as variables in the intercultural
communication process generally, and in conflict situations specifically. The research

questions of the dissertation are:

RQ1: What defines the negative relationships between Roma parents and school, what

factors affect them and how do parents and teachers account for them?

RQ2: To what extent these factors are related to perceived cultural differences?

RQ3:How is this relationship manifested in the communication between Roma

families and teachers?



Throughout the research the emphasis is on how teachers and Roma parents construe
their own realities (Berger & Luckmann, 1966), and how they construct meanings and
their own identities as they interact (Lincoln & Guba, 1985). This study will take the
ontological stance of constructivism alongside an epistemological stance of
interpretivism. Doing so, social entities will be seen not as predetermined, but rather as
collections of individuals actively attaching meaning, and attributing significance to
their conditions. The investigation will focus on how people “construct reality while
interpreting the acts of others and the world around them”, and how they interpret their

own behaviour within this context (Boeije, 2010, p. 6).

Qualitative research methodology seemed to be the most suitable for answering the
research questions. Therefore, to analyse the collected data, I have relied on qualitative
processes, which are typically descriptive, analytical, and interpretative (Lindlof &
Taylor, 2002; Mackey & Gass, 2005). As a result, the research presented here is open-
ended, focused on process rather than outcome, and unlike the carefully defined
research questions of quantitative studies, these hypotheses were generated during
research (Creswell, 1998). Qualitative data was collected relying on semi-structured
interviews with teachers, observations, research and personal diaries, documents, and

in-depth interviews with Roma parents.

1.4. STRUCTURE OF THE DISSERTATION

The dissertation is organised in two major parts. In the first | provide a critical survey
of the relevant literature in the fields of intercultural education and intercultural
communication, followed by empirical research focusing on Roma parents and

teachers.

Chapter Two aims to provide a comprehensive introduction to the schools of thought
concerning the concept of 'culture’ - from the sociocultural school to critical theories -
since the way this notion is conceptualised can affect the approach applied to
understanding its role in communication. Special emphasis is put on cognitive and
semiotic theories with special attention given to how the role of language in cultural

transmission and interaction is conceived. Language socialisation as a theoretical and

10



methodological paradigm is introduced, and the consequent examination of ‘cultural
awareness’ as a concept Will lead to the notions of intercultural competence and
cultural intelligence which will prove to be essential elements of effective intercultural

encounters.

Following the argument on the importance of intercultural competence, the concept of
intercultural education (ICE) is examined. The introductory part of Chapter Three
gives a brief overview of different educational approaches to the handling of issues of
cultural diversity with special reference to the schooling of ethnic minorities in
Europe. The chapter then goes on making a clear distinction between the concepts and
underlying practices of multicultural and intercultural education. This is followed by a
detailed overview of ICE research literature, and the identification of the most
frequently raised issues undermining successful implementation of intercultural
education practices. A separate part is devoted to the situation of the Roma as an ethnic

minority to provide a wider context for my research.

Chapter Four starts with an investigation of the extent communication presents
challenges for participants from different cultures, and examines how intercultural
communication (ICC) research approaches these theoretical issues. After defining
closely related terms, the chapter gives a thorough description of the metatheoretical
grounding of the research paradigms usually employed in ICC theory construction, and
systematises its inquiries along three major scientific approaches. Implications are
drawn for possible theories relevant to problems identified in intercultural education,

and criteria are set for further investigation.

The content of Chapter Five is guided by issues identified as problem fields in
intercultural education, as well as by the categories identified in my research findings.
The chapter aims to focus on the questions of values, identity, and trust, which all
contribute to deeper insights about the intercultural conflict process. All the theories
and models introduced add to the knowledge necessary to understanding the factors
which play a crucial role in the development of negative relationships between parents
and teachers. Throughout the chapter the applicability and merits of the highlighted
theories and models are examined through a critical lens. Though the discussion of
these concepts offers several insights related to intercultural educational encounters,

11



the chapter concludes that this understanding cannot be translated into effective
practice. Finally, the chapter advocates for a practical model to be developed which
enables teachers to reflect on their relationships and ICC with Roma parents, and to

manage intercultural conflict situations.

Chapter Six begins with the overview and justification for the approach selected for
this research. It then moves on to a more focused presentation of the research questions
and the methodology chosen to address them. Descriptions of the context, participants,
and the research instruments selected are provided, as well as an exploration of the

limitations of this approach.

Chapter Seven presents the findings from the field work and also indicates how these
relate to the research questions. Several categories and schemes are used to help locate,

understand, and compare the various responses provided in the recorded interviews.

Chapter Eight attempts to synthesise the research findings, using both intercultural
education and intercultural communication research literature to draw conclusions and
more easily explore the operation of crucial elements in the intercultural conflict
communication process. Discussion starts from a macro approach and analyses the
wider context of intercultural encounters as a way of getting deeper insights into their
political and social realities. The next part of the discussion focuses on intercultural
communication in conflict. It describes how multiple identities operate in conflict
situations and how the process of identity construction depends on the participants’
assumed cultural and personal knowledge of one another. This chapter also focuses on
the key factors identified in intercultural conflict situations. Special emphasis is put on
identity, values, uncertainty reduction, attributions, and interpretation of messages and

goals.

Chapter Nine introduces a process model based on the research findings. The model
depicts the operation of factors contributing to forming the relationship between Roma
parents and teachers, then by extracting the element of ‘Interaction’, it also
demonstrates a possible approach to conflict management in a context where the
participants (teacher and parent) share a cultural identity (Hungarian), but in which the
parent is bicultural (Roma and Hungarian). Finally, implications are drawn, and the

12



limitations of the research as a whole are discussed, and suggestions for further

research are made.

Chapter Ten provides a summary and conclusion for the dissertation. It begins with a
brief synopsis of the literature review and then returns to the research questions and
offers a summary of the answers this research has provided. The chapter also discusses
further the specific limitations of the research, and offers scopes for addressing these

issues in future works.
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CHAPTER 2.
CULTURE AND COMMUNICATION

2.1. INTRODUCTION

Culture is a crucial part of who we are and how we communicate with others, yet there
is no consensus on how it can be defined or to what extent it influences our actions and
communication. Before examining issues and problems faced by intercultural
education, and how intercultural communication research can contribute to the issues
within the field, it is advisable to obtain some insights into different interpretations of
the concept of 'culture' since the way this notion is conceptualised can affect the

approach applied to understand its role in communication.

2.2. CONCEPTS OF CULTURE

More than a century of exploration within the basic domain of anthropology, and
decades of sociology, psychology and management study have produced no fixed or
broadly agreed meaning of culture. Considered to be the antecedent of modern
definitions of culture, and the prevailing definition until the 1900s (Topcu, 2005),
Tylor (1871) says that “Culture or civilization, ... is that complex whole which
includes knowledge, belief, art, law, morals, custom, and any other capabilities and
habits acquired by man as a member of society” (as cited in Kroeber & Kluckhohn,
1952, p.43).!

Modern anthropologists approach the concept of ‘culture’ in two different ways. Some
interpret culture as being mainly symbolic; “relating to ideas, norms and values”, while
others extend the concept to “behaviour and material objects” as well (Alvesson et al.,
2004, p. 276). The first view refers to a kind of organised system of knowledge

! The dissertation is not aimed at dealing with the different interpretations of the terms ‘civilization’ and
‘culture’. Though Tylor uses these interchangeably, Elias (1998) gives a thorough explanation of
various interpretations.
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(Keesing & Strathern, 1998), while the second sees culture as the “pattern of life
within a community - the regular recurring activities and material and social
arrangements characteristic of a particular human group” (Goodenough, 1961, p.521).
Culture is in the realm of observable phenomena ‘out there’ in the world (Keesing &

Strathern, 1998).

These different approaches raise issues of whether culture should be seen as public or
private, where it can be found, and its relationship to language. Below, the different
concepts of culture presented by various schools of thoughts are introduced to show

how they approach these issues.

2.2.1. Sociocultural systems

As indicated above, theorists are divided as to whether they view culture as an integral
part of the social system or as a “conceptually separate, ideational system” (Allaire &
Firsirotu, 1984, p. 195). The first typology claims that “the cultural and social realms
are integrated into a sociocultural system” (Allaire & Firsirotu, 1984, p. 195), and
behaviour is actually the manifestation of these. The sociocultural school views culture
as “the man made part of the environment” (Herskovits, 1948), which means culture
entails not only material man-made objects, such as houses and cars, but also social
institutions, for example marriage and education, each regulated by laws, norms and
rules (Smith & Bond, 1993). These, as well as values, beliefs and social schema are
transmitted from one generation to another as part of cultural socialisation
(enculturation), and affect ways of thinking and behaviour. As Kroeber and Kluckhohn
(1952) claim, culture constitutes “patterns explicit of and for behaviour acquired and

transmitted by symbols, constituting the distinctive achievements of human groups’

(p.13).

The scholars viewing culture as a sociocultural system can be divided into four
schools. In the functionalist conception, culture is an “instrumental apparatus” which
helps “to cope with specific problems in the course of basic human need satisfaction”,
and manifestations of culture, e.g. institutions, function to serve the same aim (Allaire
& Firsirotu, 1984, p.197). Treating culture as an essence, functionalists strive to find

those subconscious fundamental assumptions and beliefs which control the members
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of a society (Schein, 1985). Hofstede (2003) calls these patterns “the software of
mind” with sources that “lie within the social environments in which one grew up and

collected one’s life experiences” (p.4).

Structural-functionalists see culture as an adaptive mechanism involving the
acquisition of values, beliefs and customs with the help of which people can live a

social life in a given environment (Allaire & Firsirotu, 1984).

Ecological-adaptationist and historical-diffusionist schools examine what processes
take place as cultures develop (Allaire & Firsirotu, 1984). Ecological-adaptation puts
emphasis on “socially transmitted behaviour patterns that serve to relate human
communities to their ecological settings” (Allaire & Firsirotu, 1984, p. 197). In this
view, sociocultural systems and their environments reciprocally affect each other. The
“historical-diffusionist school” views culture “as consisting of temporal, interactive,
superorganic and autonomous configurations or forms produced by historical
circumstances and processes” (Allaire & Firsirotu, 1984, p. 197). The main concern
here is the migration of cultural traits from system to system due to “acculturation and
assimilation processes” (Allaire &Firsirotu, 1984, p. 197).

2.2.2. Culture as Systems of Ideas

The opponents of the sociocultural school emphasise a difference between social and
cultural systems, though they acknowledge their interdependence (Allaire & Firsirotu,
1984). This conceptualisation sees culture as a system of ideas or as “inferred
ideational codes lying behind the realm of observable events” (Keesing, 1974, as cited
in Allaire & Firsirotu, 1984, p. 197). The ideational system uses culture to refer to the
“organised system of knowledge and belief whereby people structure their experience
and perceptions, formulate acts, and make choices between many alternatives. This
sense of culture refers to the realm of ideas” (Keesing & Keesing 1971, p. 20).

The four schools which will be examined have different concepts of culture, though
they share the view that the cultural realm can be found in cognitive structures and

products (Allaire & Firsirotu, 1984). Thus the advocates of the cognitive, structuralist
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and mutual equivalence schools believe that culture is “located in the minds” of its
members (Allaire & Firsirotu, 1984, p. 198).

The cognitive school views culture as a “system of knowledge” (Keesing & Keesing,
1971, p. 20) that includes “learned standards for perceiving, believing, evaluating and
acting” (Allaire & Firsirotu, 1984, p. 198); namely what people in a society must know
to function well. As an early representative of this tradition Goodenough (1964)

claimed:

“A society’s culture consists of whatever it is one has to know or believe in order to
operate in a manner acceptable to its members... Culture, being what people have to
learn as distinct from their biological heritage, must consist of the end product of
learning: knowledge ... by this definition, we should note that culture is not a material
phenomenon; it does not consist of things, people behaviour, or emotions. It is rather
an organization of these things that people have in mind, their models for perceiving,

relating and otherwise interpreting them” (p.36).

More recent cognitive conceptions of culture retain the tenet of culture as knowledge.
This kind of knowledge is not a collective one, but is comprised of the knowledge of
the individuals belonging to the same community. This ideational order is located in

people’s minds.

Applying concepts from schema theory, culture is seen as internal mental organisations
or schemata used for interpreting the world and deciding how to behave or how to say
things (Holland & Quinn, 1987). Schemata are built up from discrete items of
knowledge gained from experience (Holland & Quinn, 1987). Cultural schemata are
created through socially mediated experiences e.g., schooling, place of living etc.
which enable members of the same culture to make similar interpretations of social
interactions (Holland & Quinn, 1987). As Holland and Quinn (1987) claim, language
is the primary means of understanding and uncovering these models. For example,
metaphors and jokes express the shared beliefs of a culture, and understanding them is
only possible by way of the cultural schemata that underlie them. This belief that
cultural meanings reside in the individual members of a culture, has been criticised

(e.g. by Geertz, 1973) for focusing too narrowly on internal mental processes and for
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the assumption that internal meanings could exist separate from external interaction. In
addition, critical cultural theories negatively reflected on the static and fixed bounded
view of culture characteristic of these cognitive theories. Nevertheless, cognitive
theories are relevant to understanding ICC as they emphasise the role of shared
schemata in creating meaning, as well as raise the issue of the extent to which these

schemata or frames may be shared in intercultural encounters.

According to the advocates of the structuralist school (e.g. Lévi-Strauss) “culture is
made up of shared symbolic systems” that are products of unconscious mind processes
(Allaire & Firsirotu, 1984, p. 198). In their view, though cultural artefacts vary
between cultures, they are manifestations of the same, universal mechanisms of the
human brain. Structuralists are interested in revealing the universal structures and
processes of thought underlying cultural manifestations (Allaire & Firsirotu, 1984). As
Trompenaars (1993) puts it, there are no universal answers but universal questions and

dilemmas and researching culture should aim at finding these.

In the mutual equivalence school culture is also interpreted as a set of standardised
cognitive processes but its function is explained in terms of creating the “general
framework for the mutual prediction of behaviour among individuals interacting in a
social setting” (Allaire & Firsirotu, 1984, p.198). Mutual dependence in social
interactions means that the communicators construct a connected system of shared
meanings, and they have a shared belief in the situation. Wallace (1970) explains that
culture is made of “policies tacitly and gradually concocted by groups of people for the
furtherance of their interest, and contracts established by practice between and among
individuals to organize their strivings into mutually facilitating equivalence structures”
(as cited in Allaire & Firsirotu, 1984, p.198). Based on these, Gudykunst and Kim
(1984) provided a model of intercultural communication in which they conceptualised
the common underlying process of communication with people who are unknown to
each other, as is the case with communication with strangers. The unknown and
unfamiliar qualities of strangers in this case are culturally based, which in turn,
permeates all other sources of interpersonal differences, including sociocultural,

psychocultural, and environmental influences (see 5.5.1.).
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The fourth concept of culture, the symbolic or semiotic school provides “an
interpretive view of culture as a system of shared meanings and symbols” (Allaire &
Firsirotu, 1984, p. 198). It views culture as a public creation, saying that meaning is
created in public (Geertz, 1973). Therefore the semiotic school rejects the internal
private view of culture. For Rohner (1984) culture is an organised system of meanings
attributed by individuals to the persons and objects which make up the culture. It is
through culture that people can “communicate, perpetuate, and develop their
knowledge about attitudes towards life. Culture is the fabric of meaning in terms of
which human beings interpret their experience and guide their action” (Geertz, 1973,
p. 145). This implies that culture is not in “people’s heads but in the ‘meanings’ and
‘thinkings’ shared by social actors” (Allaire & Firsirotu, 1984, p. 198). “Man” says
Geertz, “is an animal suspended in webs of significance he himself has spun; I take
culture to be those webs’ (Geertz, 1973, p.5). For the semiotic school, to understand
human thought it is necessary to focus on the “public traffic in significant symbols”
(Geertz, 1973, p.45). Therefore, if the aim is to understand cultural meaning;
behaviour and social institutions, it should be understood in the context — in the
symbolic systems (Geertz, 1973) - in which they occur. Geertz (1973) argues that this
involves an interpretative process rather than the ‘hard science’ of looking for rules
and laws, so typical of cognitive theories. For Geertz (1973), ethnographic ‘thick
description’ is the appropriate method of investigating cultures. This means that
instead of searching for cultural universals, researchers should find the variety within
culture. The advocates of the semiotic approach claim that it is the way in which
concepts or patterns of a specific culture are organised that should be of interest.
Geertz rejects a “stratographic account of man” (1973, p.44) and believes that if we are
to give a full account of human existence, it is impossible to separate the neurological,
the psychological, and the cultural. As for the relationship between culture and social
structure, Geertz (1973) acknowledges that they are capable of integration, but
emphasises that this isomorphic mode is only true for relatively longlasting “stable”
societies (p. 144). However, in most societies where change is characteristic,

“discontinuities between the two...” structures prove more evident (1973, p. 144).

Halliday (1975), who also takes a semiotic view of culture, sees language as the main

symbolic tool of cultural transmission and interaction. Halliday believes that it is
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through language that we “learn how to mean” (1975; 1993, p.93), or rather, how to
perform acts of meaning. In the dynamic two way interaction between language and
culture, Halliday (1993) is interested in the role environment (especially social
structure) plays in children’s language development, and believes that “social structure

. is an essential element in the evolution of semantic systems and semantic
processes” (Halliday, 1979, p. 114). Society is seen as providing a range of possible
meanings from which choices are made (Cattell, 2004). Halliday refers to this as a

“meaning potential” (1993, p.113):

“The child’s task is to construct the system of meanings that represents his own model
of social reality. This process takes place inside his own head; it is a cognitive process.
But it takes place in contexts of social interaction, and there is no way it can take place
except in these contexts” (Halliday, 1975, p.139).

Yet, Halliday stresses, that the child should not be seen as “a passive recipient of the
language, but an active participant in the processes that develop it” (Cattell, 2004, p.
132). During conversations, the child builds a “picture of reality” and this is a salient
part of constructing a “social semiotic” (Cattell, 2004, p. 134). Social semiotic is “the
system of meanings that defines or constitutes the culture” (Halliday, 1975, p.139).
Cattell (2004) argues that it is not evident that a culture consists of a system of
meanings and proposes that social semiotic would be better defined as “the system of
meanings that is derived from the culture” (p.134). Halliday (1978) goes on to
elaborate the concept as “a reality in which things are because people are, and people
construe them in certain ways... He (the child) is not taking over a meaning potential
or a reality, that is ready made for him “out there”, on the contrary ... a child is
creating meanings, not imitating those he finds around him” (Halliday, 1978, as cited
in Cattell, 2004, p. 134).

According to semiotic perspectives, language and culture are closely intertwined, but
they are not viewed as synonymous, because there are other semiotic systems within a
culture, for example non-verbal communication or visual art, which are non-linguistic.
Nevertheless, language plays an important role “in that it serves as an encoding system

for many (though not all) the others” (Halliday, 1979, p.2).
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2.2.3. Vygotsky’s socio-cultural theory

Vygotsky’s (1962; 1981) psychologically derived socio-cultural theory also takes a
semiotic view of culture and describes how external social practices operate with
internal mental functions (Wells, 1999). Vygotsky (1962) focused on the internal
processes of human consciousness and their relation to the sociocultural context. Thus
the Vygotskian approach to understanding culture, with its focus on the psychological
aspects involved, complements sociolinguistically based theories (Wells, 1999). For
Vygotsky, language is considered to be the prime semiotic system for maintaining
culture, and he also provides a theory of how they are learned, and how they develop
together (Lantolf & Appel, 1996). He claimed that the different abilities and capacities
(e.g. perceptual, attentional, memory) children are born with are strongly influenced by

culture, socialisation and education (Davidova, 2008, pp. 58-60).

An essential element of Vygotsky’s theory is that all human interaction is mediated
(Lantolf & Appel, 1996). Vygotsky (1981) introduced the term “psychological tools”;
artefacts, symbols (with language as the most significant symbolic tool), and schemes,
which serve as mediators for the individual’s mental activity (p.136). By learning to
use these tools an individual also acquires the cultural meaning embedded within them
(Lantolf & Appel, 1996). Vygotsky’s (1981) claim is that individuals use
psychological tools for directing and controlling their physical and mental behaviour,

the same way as technical tools are used for manipulating the environment.

In Vygotsky’s theory (1978), the biological (internal) and the social (external) are
united by the mechanism through which the process of development occurs. Known as
the zone of proximal development (ZPD), ZPD is defined as “the distance between the
actual developmental level as determined by independent problem solving and the
level of potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers” (Vygotsky, 1978, p. 86). The
basic assumption behind this concept is that the child learns from society those
activities (for example work, play, education, literacy etc.) that the society has
constructed and placed value on. The child’s immediate environment provides
challenges for the child to solve, principally through the use of language (Vygotsky,
1978). When a child (novice) faces a problem, s/he is able to utilise the problem
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solving mechanisms offered by an ‘expert’ (adult or a more experienced peer) to
successfully complete the activity. After such experience, the learner gradually begins
to utilise the problem solving mechanisms with increasing independence until the task
can be solved without the presence of the ‘expert’. Overall, Vygotsky's theoretical
framework emphasises the central mediating role that language plays in the
development of the individual consciousness in sociocultural processes (Davidova,
2008).

2.2.4. Critical theories

Critical post-modernist theories generally reject the notion of culture as a static,
homogeneous entity. Advocates question whether there are clear boundaries between
cultures, as individuals can be members of many different communities and can have
multiple identities. Consequently, talking about national characteristics becomes
questionable. Critical theories of culture take a more dynamic perspective on culture
and reject the ide that language, culture and national identity should be treated as one
(see e.g. Scollon & Scollon, 2001). As, for example, Jensen (2004) argues, the
poststructuralist approach places the individual, rather than the culture in the centre of
attention. “It is the interpretations of the participant that determine what culture the
person belongs to” (Jensen, 2004, p. 4). Critical views on culture generally claim that
research should not focus only on describing and explaining interactions, but should
examine the underlying power relations (e.g. Bourdieu, 1991), the positions of
experience (Berger & Luckmann, 1966), cultural self-perception, and identity (among
others Collier & Thomas, 1988) etc. This influence of critical cultural perspectives on

many issues will be elaborated upon later.

2.3. LANGUAGE SOCIALISATION

The above theories concerning culture and its relationship to language have
highlighted the intertwining of the two concepts. Irrespective of schools of thought, it
can be claimed that it is through communication that culture is transmitted from one
generation to another and thus preserved. Charon (1999) sees culture as a “social
inheritance” since: “it consists of ideas that may have developed long before we were

born. Our society, for example, has a history reaching beyond any individual's life, the
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ideas developed over time are taught to each generation and ‘truth’ is anchored in
interaction by people long before death.” (p. 4) Values, norms and rules which are
considered central to a society are shared with each new generation. Transmission can
take various forms (e.g. stories, art, education etc.) and can have several 'carriers' (e.g.
families, teachers, friends, and media) but fundamentally culture is transmitted through
language and communication (Smith & Bond, 1993). “Communication makes culture a
continuous process, for once cultural habits, principles, values, attitudes, and the like
are “formulated”, they are communicated to each member of the culture” (Samovar &
Porter, 2004, p. 41). Culture and communication are intertwined so closely that
Edward T. Hall (1959) has claimed that “culture is communication” and
“communication is culture” (p.186). Imparting language to children and assisting their
language development is a part of their socialisation and a means of transmitting
culture (Réger, 2002). This learning process happens through interactions (first with
parents, carers, and family members, later with others) in which meaning is a mutual

creation between child and adult (Donaldson, 1987).

Language socialisation as a theoretical and methodological paradigm was developed in
the 1980s (Ochs & Schieffelin, 1984) with the aim of responding to — as Kulick and
Schieffelin  (2004) say — “two significant absences” in “the developmental
psycholinguistic literature on language acquisition”, and “the anthropological literature
on child socialization” (Kulick & Schieffelin, 2004, p. 349). One of these was the lack
of consideration of culture in language acquisition literature which was predominantly
concerned with sociolinguistic practices, universal and necessary conditions, which
facilitated children’s first language acquisition (Kulick & Schieffelin, 2004). Yet,
Kulick and Schieffelin (2004) also note that the majority of these studies were carried
out on white, middle-class mainly North American and European children, who shared
the same linguistic and sociocultural backgrounds. That is why “culture remained
invisible” (Kulick & Schieffelin, 2004, p. 349) in these studies. Despite this, studies on
language acquisition in non-Western communities threw light on the fact that aspects
which were supposed to be universal were actually culture dependent (Kulick &
Schieffelin, 2004).
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The problem with child socialisation studies was that researchers usually did not
consider language a crucial aspect of the process. ‘Enculturation’ as a concept used by
the Personality School, too often implied that there was no “agency” on the part of the
child, “who was simply an empty vessel into which culture was poured” (Kulick &
Schieffelin, 2004, p.350) and that enculturation of children was completed by the time
of puberty.

To compensate for the shortcomings mentioned above, the language socialisation
paradigm focuses on culture in language acquisition studies, and on language in child
socialisation studies. It is claimed that language acquisition is closely intertwined with
the process of becoming a member of a particular group (Schieffelin & Ochs, 1996),
which means that children experience “socialization through language and
socialization to use language” (Ochs, 1986, p. 2). During this process they gain
knowledge of how language functions in different situations (Schieffelin & Ochs,
1996). This tacit knowledge is acquired through exposure to and participation in
language-mediated interactions, thus language becomes a source from which children
‘learn’ their culture (Schieffelin & Ochs, 1996).

While the kinds of interactional routines that occur are similar across cultures, their
frequency and context, and the procedures for language socialisation can be different.
The social environment provides language patterns for children, which, as Réger
(2002) emphasises, are largely influenced by values and beliefs, as well as traditions of
interaction that a particular culture applies. Another very important element of the
language socialization paradigm is that interactions are considered to be “potentially
socializing contexts” (Schieffelin, 1990, as cited in Kulick & Schieffelin, 2004, p.350).
This means that socialisation can be seen as a continuing process (so it does not end by
puberty), and leads to further questions about how language socialisation works when

learning a second language as an immigrant.

The anthropological grounding of this paradigm is different from the psychological
basis of socio-cultural theory, but both see the relationship between novices and
experts as a key to learning development. During this process, the novices are
socialised into practices of their group with the help of more experienced members.
This happens mainly through language.
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2.4. INTERCULTURAL COMPETENCE AND INTELLIGENCE

There seems to be a general agreement that people learn cultural perceptions, rules,
and behaviours from a large variety of sources without being aware of it, and the
essential message of culture gets reinforced and repeated. However, awareness may
rise when one meets someone from a different culture and faces misunderstanding or
conflict. “Cultural distance” is created by different languages, social background or
different lifestyles (Triandis, 2003, p.18).

How people manage to communicate in intercultural encounters is often related to the
concepts of intercultural competence, (inter)cultural intelligence (CQ)? and cultural
awareness. The “components of intercultural competence are knowledge, skills, and
attitudes, complemented by the values one holds because of one’s belonging to a
number of social groups, values which are part of one’s belonging to a given society”
(Byram, Nichols & Stevens, 2001, p. 5). Skills refer to comparison, interpretation of
the situation and generally to the “ability to acquire new knowledge of a culture” and
its “cultural practices” (Byram et al. 2001, p. 5). Attitudes involve curiosity, openness,
and avoiding the assumption that one’s own values and behaviours are the only

appropriate ones (Byram et al., 2001; Byram et al., 2002).

Being aware of differences is a necessary but insufficient condition for understanding a
culture. Cultural relativism states that there is no good or bad, higher level or lower
level culture, rather that cultures are just different and unique (Herskovits 1973;
Falkné, 2008; Hidasi, 2004). However, familiarising ourselves with world views,
beliefs, traditions, and customs differening from our own culture as a reference point,
does not necessarily lead to acceptance. It cannot ensure objective observation, least of
all understanding, because as Sumner (1940) points out: “Ethnocentrism leads people
to see their own culture’s ways of doing things as ‘right’ and all others as ‘wrong’” (as

cited in Gudykunst & Kim, 1984, p. 5). 2

2 CQ stands for cultural quotient.

% The roots of cultural relativism go back to Herder’s work “Ideas for the Philosophy of History of
Humanity” (1784-91). The anthropologist, Franz Boas developed Herder’s ideas when he worked out
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Bakhtin (1986), in his “dialogue of cultures” perspective provides an approach to
understanding other cultures leading to a deeper knowledge of our own culture. With
Geertz (1973), he argues that while we need to interpret a foreign culture from the
perspective of that culture, this will give only a one-sided interpretation. It is also
essential to take an ‘outsider’ position, and examine the culture from our own
perspective. This will enable us to see aspects not evident to those in or of the culture.
In this way cultures enter into a dialogue, and this process promotes each culture to
have a deeper understanding of ‘itself” and ‘others’ (Bakhtin, 1986, p. 7). Cultural
awareness generally involves a process whereby the exploration of other cultures, in
which knowledge of another culture will eventually be modified and developed based
on experience and information (Jones, 1995), results in an ability “to evaluate critically
and on the basis of explicit criteria perspectives, practices and products in one’s own

and other cultures and countries” (Byram, 1997, p. 53).

Tomlinson and Mashuhara (2004) differentiate cultural knowledge from cultural
awareness claiming that the former is often equated with a stereotypical and static
view of a culture’s characteristics, while cultural awareness involves “perceptions of
our own and other people’s cultures” (p. 6). They argue that due to changing
experiences and perceptions, cultural awareness is dynamic and variable. Byram and
his colleagues (2001) claim that knowledge is not comprised only of primary
knowledge about a culture, but “knowledge of how social groups and identities
function” (p. 5), how they construe their social world, and the same kind of knowledge

about one’s own culture.

In the process of developing intercultural competence, one can achieve (as the term
quotient implies) a certain level of intercultural or cultural intelligence (CQ), which
can be further developed by reflective communication practice. This is a relatively new
concept in the field of intercultural communication (though it shares a lot of common

features with intercultural competence) which includes the ability to interact

the basic methodology that underlies modern anthropological research (Nguyen, 2003). Boas claimed
that “one could only begin to understand a culture by taking on a complete survey of its mythology,
religion, social taboos, marriage customs, physical appearance, diet, handicrafts” etc. (as cited in
Lowie, 1947).
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successfully across cultures (Thomas & Inkson, 2004). CQ can be achieved through
continuous learning about other cultures in interactions, the result of which is a skilled
and flexible communicator (Thomas & Inkson, 2004). Like intercultural competence,
the concept CQ involves attitude, but the emphasis is rather on attitude change:
“reshaping your thinking to be more sympathetic to the culture and your behavior to be
more skilled and appropriate when interacting with others from the culture” (Thomas
& Inkson, 2004, p. 15). Thomas and Inkson (2004) argue that efficiency in
multicultural “environments is based on three components: “the knowledge to
understand cross-cultural phenomena”, the “mindfulness to observe and interpret
particular situations”, and “the skill of adapting behavior to act appropriately and
successfully in a range of situations” (p. 20). Mindfulness means “switching off one’s
cultural cruise control” (Thomas & Inkson, 2004, p. 14) which, as Thomas and Inkson
(2004) argue, would be necessary as there is a tendency of most humans to follow
cultural norms and “scripts” that may not be helpful to rely on when interacting with
people from another culture. Thus the practice of mindfulness is the ability “to pay
attention in a reflective and creative way to cues” in the intercultural situation (Thomas
& Inkson, 2004, p. 15). Behavioural skills are developed by going through a cycle of
constant repetitions in which each situation presents a new challenge on which the
participant can build until cultural intelligence is ultimately achieved (Thomas &
Inkson, 2004). The actions each situation involves are: studying, observing, reflecting

and experimenting (see Figure 2.1.).

Knowledge ‘

Behavioral
Skills

Figure 2.1. Components of Cultural Intelligence (CQ) (Thomas & Inkson, 2004, p. 16)
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Triandis (2006) summarises the essence of CQ by claiming that being culturally
intelligent means that one only draws conclusions about a particular situation when the
necessary cues are given, and is able to apply this gained knowledge in other situations

as well.

2.5. SUMMARY

Different interpretations of culture have shown that theorists are divided as to whether
they see culture as a component of the social system, or as an ideational system. The
four schools of thought — viewing culture as systems of ideas - differ on whether
culture is public or private: the question of whether culture ‘can be found’ in the minds
of its members or in the products of minds (shared meanings and symbols) (Allaire &
Firsirotu, 1984).

Cognitive theories have been criticised for focusing too narrowly on internal mental
processes, and for that they tend to think of culture as a static and fixed bounded entity.
On the other hand, their merit is that they draw attention to the role of shared schemata
in creating meaning, as well as the extent to which these schemata or frames may be
shared in ICC.

Semiotic theories have emphasised the primary role language plays in both expressing
and constructing sociocultural context. Vygotsky’s (1962, 1981) sociocultural theory
highlights how both internal psychological processes and external social practices are
intertwined in the development of language and culture. Work on language
socialisation has provided a complementary perspective to this, emphasising the
central role of language, close environment and society play in promoting children’s
language development to become successful communicators and efficient members of
communities. Intercultural competence, cultural awareness and intercultural
intelligence have shown what the criteria of successful interactions might be. The next
chapter examines how schools cope with cultural diversity and what difficulties and

opportunities cultural heterogeneity may present to teachers, parents and learners.
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CHAPTER 3.
INTERCULTURAL EDUCATION

3.1. INTRODUCTION

There are different educational approaches to the handling of issues of cultural
diversity and especially the schooling of ethnic minorities in Europe. Minority
education programmes or schools that target cultural and language diversity can be
found in all EU Member States, but “school legislation and practices concerning
minority rights and their implementation in education frequently differ” to a great
extent (Luciak, 2006, p. 74). The reasons for these differences are influenced by the
relationship between the minority and majority groups and their relative status. “While
the ethnic composition in the new Member States has remained more stable”, the old
Member States have long been countries of immigration (labour migration, refugees,
family members that followed etc.) (Luciak, 2006, p. 74). Increasingly multiethnic
societies have put intercultural education on the agenda. The school as an institution,
and teachers specifically are expected to ensure social development “in an environment
where traditional values and cultures are challenged on a daily basis” (Le Roux, 2001,
p.42). However, the issues “confronting education systems in the twenty-first century
are far deeper than the political elites from dominant and majority populations tend to
project. These are not problems and issues emanating from immigrant minorities, but
are issues for all groups in society” (Gundara & Portera, 2008, p. 465). To understand
and actually live with cultural diversity has thus become a crucial issue in education.
Education is generally considered to be the key source of eliminating social
inequalities, prejudice and discrimination. If the role of education is to ensure a
socially just and equal society, which grants opportunities for learning and provides
“access to available resources for all its citizens”, (Le Roux, 2001, p. 42) then the
school as an arena of intercultural encounters could play a vital role in empowering
students to meet the challenges and requirements of diverse societies. However, as will
be shown, there are many questions concerning the practical fulfilment of this task,

which hither to remain unanswered.
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This chapter examines how effective intercultural education (ICE) can contribute to
creating equal education opportunities for all learners, and identify factors
undermining successful implementation of intercultural education practice. A separate
part will be devoted to the situation of Roma as an ethnic minority to provide a wider
context for my research. Finally, it will be argued that intercultural communication
research can contribute to a field where effective schooling is largely dependent upon
successful classroom practices and most importantly, on effective communication

practices between teachers, parents and their children.

3.2. DEFINITION OF TERMS

In intercultural education literature the terms ‘multicultural’ and ‘intercultural’
education have been used both interchangeably and for quite different approaches.
Leeman (2003) observes that the documents and reports of UNESCO and the Council
of Europe tend to use the term ‘intercultural’, whereas the OECD and workers in the
US, Canada and Australia usually opt for the ‘multicultural’ term. The underlying
principle behind their usage may be found in different interpretations of these terms. In
research literature they more often represent different approaches to education, and it is

this differentiation that will be used here.

“Multicultural education is neither a well-delineated field, nor a conceptually clear
area” (Le Roux, 2001, p.43) thus it should be defined as the philosophical and practical
antecedent of intercultural education. While multicultural education is often associated
with a “mere approach pertaining to the education offered to various ethnic groups”
(Le Roux, 2001, p. 44) and is often considered to be a one-sided, static approach
(Leeman, 2003; Gerganov et al., 2005), intercultural education conveys the message
that cultures should “have a reciprocal influence on each other within society”, and
that intercultural education is necessary for both minority and majority groups
(Leeman, 2003, p. 32).

The terminological change from multicultural to ICE in the 1980s was due to the fact
that the practices and the philosophy behind the multicultural approach were fiercely
attacked (Coulby, 2006). First of all because of its “familiar nationalist concern that
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school practices and knowledge should embody those of the state and only the state in
terms of language(s), religion, culture or values, according to the context” (Coulby,
2006, p.246). Secondly, because multicultural education “did not sufficiently and
directly address issues of racism” (Coulby, 2006, p. 246), and provided only a limited
and often stereotypical description of different cultures in its programmes. Although
the shift from multi to intercultural education did not result in a profound change, it
represented a change in thought concerning the education of learners from different
cultural backgrounds or, as they are often termed, ethnic minorities.

The main aim of ICE should be to help students learn how to “live in an ethnically and
culturally diverse society” on a national and global level (Leeman, 2003, p. 31).
Therefore, intercultural education is not a subject which can be taught according to
timetable (Le Roux, 2001). Luciak and Khan-Svik (2008) point out that the content of
intercultural education often reflects the different interpretations of the concept of
‘culture’. The suggestion that getting to know a culture would mean covering topics
like habits, customs, or traditions, reflects a functionalist understanding, which would
mistakenly imply that culture is stable, and cannot be shaped by individuals and
circumstances. Furthermore, it would appear that being the member of a culture is a
determining factor which “distinguishes group members from members of other
cultural groups in all respects” (Luciak & Khan-Svik, 2008, p. 496). “An information
package on other cultures” is less than enough for enabling people to live in an

ethnically and culturally diverse society (Leeman, 2003, p.32).

Diversity has to be valued and used as a tool to strengthen classroom dynamics.
Unfortunately, as Luciak and Khan-Svik (2008) observe, “the embedded issues of
power, justice, and inequality” are often ignored in educational practice though they
are essential elements to foster students’ understanding “how prejudices and
stereotypes develop and to learn to recognize consequences of racism” (p. 497). Luciak

(2006) claims that intercultural education will foster diversity if we

e “integrate different perspectives into our teaching rather than always teaching the

majority view;

e teach about minority cultures without using an ‘us’ and ‘them’ dichotomy;
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¢ avoid nationalistic views that do not take account of cultural diversity;

e allow minority and majority members to take a critical view of their own culture

and to recognize its complexities; and
e pinpoint discrimination and social inequalities” (p.79).

To achieve all these requires social insight; insight into prejudices and stereotypes,
manipulation of thought, intercultural sensitivity, and intercultural communication
skills (Leeman, 2003).

3.3. MINORITIES IN EDUCATION

Before the 1980s, many countries developed multicultural initiatives in education to
react to ‘problems’ within classrooms that were perceived with the presence of
increasing number of immigrants. At the beginning, the main focus was to ensure the
opportunity for immigrant children to learn the host country’s language for the time of
their parents’ residing and working in the given country (Gundara & Portera, 2008;
Luciak & Khan-Svik, 2008). The purpose of this dual approach was to support the
preservation of the immigrant children’s mother tongue and culture, and at the same
time offered the chance to learn the language and culture of the country in which they
were expected to live for a certain period of time (Luciak & Khan-Svik, 2008).
Gradually, families decided to stay and settle down in the host countries and, for
example, in the Netherlands, Austria, France and Britain many of the immigrants and
their offspring became nationals or citizens. It soon turned out that this dual approach
did not always result in a desirable outcome: neither the children nor their teachers
seemed to be able to overcome certain difficulties mainly related to learning and
behaviour problems. More and more learners were given the label of “being
disadvantaged and issues of difference became constructed as ‘deficit’” (Gundara &
Portera, 2008, p. 464) instead of being accepted as an asset. As such measures and
policies led neither to solving educational problems and conflicts, nor to the
improvement of social and economic conditions of minority groups, majority groups’
feelings of helplessness in finding solutions led to increasing racism and intolerance in

many countries (Gundara & Portera, 2008). The situation called for new initiatives in
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educational provision for minority groups. More and more argued for new approaches
which would assist changes in societies, and would be suitable to “respond to the

increasing trend towards societal heterogeneity and recognition of cultural diversity”
(Luciak & Khan-Svik, 2008, p. 494).

For a long time (and it is still in practice in many places in the world) the assimilatory
approach seemed to be a solution to the problems of educating ethnic minorities with
its focus on learning the host country’s culture and language, but as Luciak and Khan-
Svik (2008) observe, it was carried out by ignoring the migrant learners’ language and
culture. Recently the inclusive approach has found favour in many countries, in which
institutions ensure that minorities benefit from learning and participation without
“surrendering their own cultural identity and language” (Luciak & Khan-Svik, 2008, p.
494). This approach often includes teaching children’s mother tongue in schools

(Luciak & Khan-Svik, 2008).

Though education is often seen “as a means for promoting equality among different
strata, there is little evidence that this is indeed accomplished” (Kalekin-Fishman,
2004, p. 414). Educational attainment is closely related to later success in life but
results show that learners’ school achievement tends to reflect inequalities found in
society and the school as an institution tends to reinforce and enlarge social divisions
(Bourdieu, 2003). This produces a sense of failure not only among pupils and their
parents, but also among teachers and policy makers (Kalekin-Fishman, 2004). Families
see failure at school as a threat to their future hopes, while educators interpret it as a
sign of their inadequate professionalism. In response to the situation, educationists

have tried to identify the causes of problems and apply remedial procedures.

The most often dealt with issues concerning ethnic minorities in intercultural education

literature are:

e Low achievement in schools - (Luciak, 2006; Luciak & Khan-Svik, 2008; Leeman,
2003; Andriessen & Phalet, 2002; Foster, 2004; Kalekin-Fishman, 2004; Bhatti,
2006; Kyuchukov, 2000; Cozma et al., 2000; Kurucz, 2004)
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e The school system- selective school system, the phenomenon of segregation,
special schools, (Luciak, 2006; Gerganov et al., 2005; Igarashi, 2005; Havas et al.
2001, 2002; Pik, 1999; Kurucz, 2004; Rado, 2001)

e Discipline problems, conflict — (Leeman, 2003; Igarashi, 2005; Cozma et al., 2000)

e Parental involvement - lack of communication with parents (Foster, 2004;
Gerganov et al., 2005; lgarashi, 2005)

e ldentity - value conflicts, segregation, first language teaching (Coulby, 2006;
Andriessen & Phalet, 2002; Foster, 2004; Bhatti, 2006; Borgulya, 2008;
Kyuchukov, 2000; Day Langhout, 2005; Hedegaard, 2005; Katz, 2005; Szabé &
Radoé, 1993)

e Negative stereotypes, discrimination - (Leeman, 2003; Portera, 2004; Gilbert,
2004)

e Lack of teachers’ knowledge about cultures, lack of intercultural communication
competence — teacher training, attitude etc. (Luciak & Khan-Svik, 2008; Le Roux,
2001, 2002; Kyuchukov, 2000; Cozma et al., 2000; Leeman, 2003; Emerson, 1999)

Insights into difficulties faced by intercultural education will help to support my
research findings, as well as underpinning my argument for an opening towards

intercultural communication as a key to solving these problems.

3.4. UNDERACHIEVEMENT OF MINORITY GROUPS

The problem of the underachievement of certain minority groups or social classes has
been a long debated issue. Efforts to find remedies go back to the 1950s, when
researchers tried to find the connection between motivation, subculture and education
(see Lawton, 1974) as a possible answer concerning the underachievement of lower
social classes. Apart from intelligence quotient (IQ) studies (Lawton, 1974),
Bernstein’s (1971) theoretical frameworks became influential, in which he suggested
that children who are exposed to “restricted codes” in their families are at a

disadvantage when required to use and take part in interactions (e.g. in schools) where
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“elaborated codes” are applied. Furthermore, Bernstein believed that these
disadvantages (which are class system specific) are cumulative in adulthood as they
have an effect on employment, and finally result in a self-perpetuating cycle. Though
Bernstein’s theories have been criticised on many grounds, his idea of language
disadvantage still offers a model to consider especially if we take language

socialisation into account.

Leeman (2003) claims, that the ideological essence of intercultural education generally
gets less attention, and is given lower priority than the issue of school achievement. He
observes that the reason for the one-sided attitude of the majority is based on the
assumption that school achievement is the key to a minority group’s more active
participation and adjustment to the majority (Leeman, 2003). Leeman’s (2003)
research in the Netherlands underpins this by claiming that instead of intercultural
issues (e.g. inequality, racism, prejudice etc.), it is the equation of “success at school =
social success = prejudices disappear = intercultural education is no longer necessary”

that is most widely supported (p. 36).

There is extensive research on the factors causing the underachievement of certain
minority groups. Some are concerned with school adjustment (Andriessen & Phalet,
2002) others with the socioeconomic status of families (Babusik, 2001; D'Angiullia et
al., 2004). John Ogbu’s (1978) theory of minority academic school performance often
cited as the “cultural-ecological theory” has had a great effect on educational research.*
“Cultural ecology” 1is “the study of institutionalized patterns of behavior
interdependent with features of the environment” (Ogbu, 1990, as cited in Foster,
2004, p. 369).

Ogbu (1978) differentiates voluntary minorities (immigrants) who settle down in a
new country in the hope of gaining better opportunities than in their homeland, and
involuntary minorities (non-immigrants, “caste-like minorities””) who were born in the

country and still face problems of deprivation, prejudice, and unequal access to public

* Ogbu (1978) in his work analysed the situation of African Americans in the USA
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resources. According to Ogbu (1978), children (and parents) of voluntary minorities
have a strong belief in the education system (and opportunities in the host country),
irrespective of the linguistic, and cultural difficulties they face that are often
accompanied by the racist attitude of the majority society. In contrast, involuntary
minorities tend to see school as a hotbed of racism and prejudice; they have a strong
mistrust of school policies as well as in the dominant society. Ogbu (1999) claims that
there are two sets of factors that shape minority students’ school adjustment and

academic performance:

1. “how society at large and the school treats minorities (i.e. the system), and

2. how minority groups respond to those treatments and to schooling (i.e. community
forces)” (as cited in Foster, 2004, p. 369).

“Community forces” can be seen as ways in which minorities interpret the world, and
the society around them (their place in it), which include their explanations and
responses given to how the majority society treats them. Ogbu (2003) differentiates
five community forces that he finds to be influential concerning minority school
adjustment and performance and which, he believes, explain the sources of voluntary
immigrant learners’ better school results. These community forces have implications
for my research concerning Roma minorities, so a brief summary and description of

these forces are provided bellow.

e “Frame of educational comparison”. This means that voluntary minorities
compare the educational opportunities of the host country with their original
country. “The frame of comparison of non-immigrants are the educational

opportunities and benefits available to White Americans” i.e. the majority (Ogbu,

2003, p. 52).

e “Beliefs about the instrumental value of school credentials”. Immigrant minorities
believe that good education is the key to later success in life. Involuntary
minorities doubt that education would promote their getting along in their country.
They rather believe in “alternative strategies that require little formal schooling”

(Ogbu, 2003, p. 53).
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e  “Relationship with the ‘system’”. Though both groups experience conflict and
have little trust in the majority society, immigrants are not as “concerned about
social and residential segregation” because of — as Ogbu (2003) puts it — their
“optimistic, pragmatic attitudes toward schooling” (p. 53). Involuntary groups are
believed to be “more concerned with how they are treated or represented in the
curriculum” (Ogbu, 2003, p. 53) than with how well-trained and experienced the
teachers are. For voluntary minorities teachers are viewed as experts with “the

knowledge, skills and language” necessary to succeed in society (p. 53).

o “Issues of identity, culture, language and ability”. While voluntary minorities do
not tend to feel the threat of losing their culture and language during the process of
adjustment, “non-immigrants are suspicious of the intentions of the school
curriculum and perceive their collective identity and culture as oppositional”

(Hermans, 2004, p. 433).

e  “Educational strategies for achieving in school”. Voluntary minorities trust
schools and teachers and expect their children to meet the school requirements e.g.
good results, good behaviour. The educational strategies of non-immigrants,
because of the lack of trust, can be characterised by blaming schools and the

teachers for their children’s school performance. (Ogbu, 2003, pp. 52-55).

Ogbu’s cultural ecology theory and the operation of community forces have been
criticised because of his generalised depiction of different minority groups.
Furthermore, Hermans (2004) and other researchers have found examples which
contradict with Ogbu’s theory, namely that voluntary minorities would be
academically more successful than involuntary minorities. In Belgium or in the
Netherlands, children of Moroccan families - who migrated to Europe and thereby
considered voluntary immigrants - do not tend to do well in schools. Hermans (2004)
in his ethnographic research found that the community forces, which in Ogbu’s theory
operated for only involuntary groups, were in many ways similar to those effecting
Moroccan voluntary minorities. Hermans (2004) states that the reasons for this is that
“as long as a minority’s community forces are characterized by distrust and opposition,

whatever measures the system develops will have little impact” (p. 432).
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Ogbu’s theory is thought provoking as it goes beyond explaining and examining how
schools as institutions operate, and how families of different ethnic minorities relate to
them, but finds the roots of problems in the social order. His research provides “a
many-stranded contextual analysis of the factors that are likely to undercut children’s
chances at success in school” (Kalekin-Fishman, 2004, p. 415). The question of what
practitioners can do with this knowledge and how effective communication can relieve

this conflict remains open in intercultural education research.

3.5. IDENTITY AND CONFLICTING VALUES

Identity is an important concept in research on ethnic minority children’s development
but as Hedegaard (2005) warns, “it should not be given the status of an explanatory
principle for personal development” (p. 193). In spite of this, cultural identity is often
seen by schools as a factor that relates the individual to a specific society, its culture
and values (Leeman, 2003; Igarashi, 2005; Cozma et al., 2000). Unfortunately, this
view can easily lead to associating the person with a specific life style (Malik, 1996, as
cited in Hedegaard, 2005, p. 193). Family homes may hold different values and
expectations than the school, but as shown in the previous chapter, learning can take
place in all social interactions, so different settings should not be problematic if
conflicts between practices and value systems are settled in a mutually comforting
way. Hedegaard (2005) claims that conflict between school and home can affect
children’s motives and identity, both crucial for his or her personality development.
“Motives are related to persons’ dynamic relations with social others, while cultural
identity pertains to the individual’s relationship with one or more societies or social
settings, complete with institutional practices, values and traditions” (Hedegaard,
2005, p. 192). Hedegaard (2005) examines value positions in both school (e.g.
everyday practice) and the family traditions of Turkish immigrants in Denmark. She
observes that expectations for children’s work both in home and at school are closely
related to “value positions connected to different traditions” (p. 188). For example,
some families do not allow their children to go to camps and are reluctant to approve
P.E. lessons. The Turkish immigrants’ value positions become associated with both the
Danish and the Turkish forms of life. Hedegaard (2005) finds that Turkish families

have “their own community and family practice, which distinguishes from the
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imagined Danish life form and from the imagined Turkish life form in Turkey” (p.
188). How the knowledge of the Danish form of life is constructed is partly based on
imagination and mostly on experience. As a consequence of maintaining their own
cultural values, young people constantly feel that they are perceived as foreigners and
often feel stigmatised because of their Turkish background, in spite of the fact that
they have grown up in Denmark and they show “no sign of opposition to Danish
culture” (Hedegaard, 2005, p. 194).

The experience of being perceived negatively as an ethnic person may generate
repression and opposition, as pointed out by Day Langhout (2005). A study carried out
in a school in Woodson (Kansas, USA) tried to find out how schools attempt to make
different ethnic groups “invisible”. Day Langhout (2005) examines the different forms
of resistance; verbal, non-verbal, symbolic, facilitative, or oppositional etc. children
practice in reaction to feeling that their identities are threatened by other’s control of
their values, goals or assumptions. As a result of the oppressive attitude of the school
towards African-American and working class students, for example, as well as the
dominant narratives based on stereotypes and discrimination, she concludes that
teachers will constantly face and struggle with discipline and behaviour problems as
the children resist these pressures. Because of the attitude of the school, the children
either become withdrawn or belligerent, which both affect how they make their way

later in society (Day Langhout, 2005).

However, conflict does not only stem from different value positions or resistant
behaviour but also from the majority” s persistent negative view of ethnic minorities,
even in cases where the younger generation is ready to accept values of their host
country. Bhatti’s (2006) study examines the situation of the South Asian ethnic groups
in the UK and finds that clashing perspectives and attitudes make the two-way
communication between school and families impossible. On one hand, parents want an
education for their children that prepares them for the British job market, while on the
other hand they want to maintain their traditions which may seem old-fashioned, but
which represent values “built on knowledge passed on from generation” to generation
(Bhatti, 2006, p. 138). The striking finding of Bhatti’s work is that young people, who

would be willing to accept and adjust to different “forms of life”, are left alone to cope
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with the puzzled feelings of belonging to their own and at the same time to the
majority group. They get stuck between their parents’ expectations and their teachers’
perception of them, the latter based mainly on how teachers constructed their
knowledge and assumptions about their parents and their culture as a whole.

3.5.1. First language use

There are several factors that determine whether the language of an ethnic minority
survives or decays “in the context of more prestigious languages” (Giles & Franklin-
Stokes, 1995, p. 118). The pressure of acculturation, the low political, social, and
economic status, and poor institutional support for mother tongue preservation, all tend
to condemn ethnic minority languages to extinction (Giles & Franklin-Stokes, 1995).
There may be mobilising forces on side of minorities to maintain their own language
which are manifested in either refusing to accommodate to the language of the
dominant group, or in ‘failure’ to become proficient in the dominant group’s language
(which is due to the reluctance to manifest characteristics of the dominant group)
(Giles & Franklin-Stokes, 1995). Another form of resistance can be diglossia; for
example, different usage of “Standard” and “Black” English in public or in home
settings (Rubin, 1986). These are sociolinguistic actions conducted on behalf of
preserving ethnic language and identity, which have been the focus of much research
on second language learning (Giles & Johnson 1987; Gardner, 1985; Lambert, 1974;
Garner & Rubin, 1986). However, in some settings, the more pressing need for
economic survival dictates that the minority language becomes hidden (i.e. not used in
public). Similarly, there are cases when people face pressures to deethnicise their
discourse before higher-power position (see Banks, 1987), or when second and third
generations assimilate to such an extent that their speech sounds identical to the
dominant language (Giles & Bourhis, 1976 on West Indians in Britain). Some argue
that ethnic identity and language are so intertwined that “loss of the ethnic language
can lead to cultural suicide” (Giles & Franklin-Stokes, 1995, p. 118; see also Fishman,
1977), while others question this correlation between language and identity, claiming
that the loss of the former does not necessarily occur at the expense of the other
(Edwards, 1985).
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However, when children’s mother tongue development is at stake, there is much more
to consider. The 29" article of the United Nations Convention on the Rights of the
Child (1989)° states that the education of the child shall be directed to “The
development of respect for the child's parents, his or her own cultural identity,
language and values, for the national values of the country in which the child is living,
the country from which he or she may originate, and for civilizations different from his

or her own”.

As for mother tongue learning, its realisation varies within countries and according to
which minority is concerned. For example, in the case of Roma minorities, schools and
the majority at large seem to be reluctant to accept Roma language teaching in schools
(Cozma et al., 2000; lgarashi, 2005; Kyuchukov, 2000), while some countries, for
example Finland, follow the policy of representing the minority group’s presence (in
this case Swedish) by teaching its language as the first compulsory foreign language
(Coulby, 2006). Still, even in Finland, as Coulby (2006) notes, there are other
minorities (recent immigrant groups) whose languages, history or culture are not part
of the curriculum. In her overview of ethnic minorities’ situation in Britain, Bhatti
(2006) posits that although there was a considerable effort taken in the 1980s by the
Government to provide mother tongue instruction for minority children such as South
Asians, these lessons were mainly limited to after school activities, and after a while
both focus and funding of these programmes faded away. In response, South Asian
communities have organised their own language classes in mosques, which again may

lead “children to feel that their home languages are not accepted in schools” (p. 138).

Similarly, Denmark used to have a policy of providing native language instruction to
all migrants, however in 2002 local municipalities became obliged to offer this kind of
instruction only to pupils coming from certain countries e.g. members of the European
Union (Luciak, 2006). Possible reasons for these failures in native language instruction
could be the low level of teacher training, the lack of native teachers (Luciak, 2006;
Kyuchukov, 2000) and as Bhatti (2006) observes that “bilingualism is not always seen

as an asset by monolingual teachers” (p. 137).

° http://wwwz2.ohchr.org/english/law/crc.htm
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3.5.2. Segregation or integration

Prejudicial attitudes and practices are embedded in societies and are very difficult to
change (Gilbert, 2004). Macpherson’s (1999) definition of institutional racism has
been used as a starting point in constructing anti-discrimination policies in many

organisations and schools. He identified institutional racism as:

“The collective failure of an organisation to provide an appropriate and professional
service to people because of their skin colour, culture, or ethnic origin. It can be seen
or detected in the processes, attitudes and behaviour which amount to discrimination
through unwitting prejudice, ignorance, thoughtlessness and racist stereotyping which

disadvantage minority ethnic people” (as cited in Gilbert, 2004, pp. 254-55).

Closely related to the issue of identity is the organisation of education for migrants and
ethnic minorities within the school system which can be realised in segregation,
assimilation and integration. Segregated schools can be seen as the result of

inappropriate educational provision. Luciak (2006) discerns five types of segregation:

1. “intra-class segregation” (differentiation within a class)

2. “intra-school segregation” (separating minority groups or classes for remedial

purposes)

3. “inter-school segregation” (predominantly rural schools becoming segregated due

to segregation of ethnic groups)

4. “inter-school segregation” (different school systems: mainstream and special

schools)

5. “inter-school segregation caused by organizing private, foundation or faith schools

in addition to the State school system” (p. 76).

Luciak (2006) finds that despite every effort to “improve schooling of minorities and
to introduce intercultural education”, there is still a “trend towards segregation” (p.
77). Segregation in some instances can be interpreted as voluntary separation of

minority groups, e.g. Hungarian minorities’ educational separation to avoid
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assimilation in Romania, or the establishment of the Gandhi Secondary School in
Hungary with the purpose of cultivating talented Roma students. Although educational
success in the above cases does not depend on integration, as Katz (2005) notes, these

separate systems do not promote intercultural dialogue and understanding.

As Hedegaard (2005) claims, identity is a key to children’s personal development
which can be promoted by ensuring children’s feelings of belonging to the group they
share common values with and get positive reinforcement from. In striving for
belonging to a group which is actually rejectionist, many valuable assets can be lost;
one’s culture with its traditions and values, language, and most importantly one’s
identity. A real integrative approach to education would suppose mutual acceptance of
each other’s cultures, and an awareness that people can belong to various social
categories at the same time (Forray, 1997). A supportive school environment can
provide the basis for changing attitudes and handling prejudice and discrimination.

Teachers can be the key factors of this long lasting process.

3.6. TEACHERS

The attitudes, values and commitments of classroom teachers can be identified as
among the most essential factors governing the progress, problems and prospects of
intercultural education (Banks & Lynch, 1986). A teacher’s effectiveness within a
classroom of culturally diverse students and in teaching multicultural curriculum
content is directly correlated with the quality of their professional preparation for this
task (Le Roux, 2001). Yet despite the fact that school populations are becoming
increasingly diverse, the “predominantly white middle-class teaching force” is proving
ill-equipped to cope with this fact (Le Roux, 2001, p. 46). Many researchers argue that
teacher training programmes neglect or ignore diversity issues in formal education
with only a few exceptions (Le Roux, 2001; Luciak, 2006; Etxeberria, 2002; Luciak &
Khan-Svik, 2008). This fundamental failing on the part of professional training in
education is often obvious to the teachers themselves, who recognise the gap “between
their own life experiences” and the “cultural backgrounds of most of their students”
(Le Roux, 2001, p. 45). However, regardless of this awareness, teachers prove only

prepared to change their methods when short-term results are guaranteed, and even
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then, to only make alterations that are compatible with their personal ideas, and which

are suited to solving problems that they have experienced themselves (Leeman, 2003).

Confronted by educators with a limited understanding of their situation, students are
unable to develop a sense of trust in their teachers. While it is true that a teacher who
actively opposes discrimination in the classroom will win the respect of their pupils, in
cases where the classroom environment is one of distrust, discrimination is mistakenly
attributed by both students and parents as the cause of the student’s low grades and
behavioural problems (Gerganov et al., 2005). The Roma tend to be particularly
vulnerable to this rationale, as it supports the prevalent belief that the majority of the
Roma’s negative experiences can be directly attributed to racism and societal
misunderstandings (Etxeberria, 2002). Rather than recognising their own culpability,
both parents and teachers are more inclined to find faults in each other’s attitudes: the
Roma parents’ tendency to shift all negative responsibility to the teachers is
reciprocated by the teachers themselves, who tend to accept the stereotype that Roma
parents have little to no interest in their children’s academic progress, and are
unwilling to cooperate with schools (Domingez, 1999). Without a sense of mutual
trust, parental involvement remains limited, and without the essential interactions, a
severe lack of communication develops between the teachers and guardians
(Etxeberria, 2002).

The breach between teachers and parents may stem from misdirected culpability, but
its consequences are far reaching. Not only does the lack of communication between
the two groups discourage parental involvement among the ethnic minorities, but it
even succeeds in broadening the gap between the parents’ and teachers’ perceptions of
one another’s roles in the problem (Hughes & Kwok, 2007). As isolated groups, both
parents and teachers are able to consolidate their conflicting views and fuel one
another’s: the teachers’ maintain that the parents are uninterested in participating at
school and do not value their children’s educations (Etxeberria, 2002; Hermans, 2004),
and as both a cause and a consequence, minority parents feel uncomfortable at schools
until eventually their involvement is reduced to compulsory meetings with principals
and teachers about the problems faced by their children such as the inability to “keep

up in class, hygiene issues” etc. (Fernandez, 2006). In such cases the parents’
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experiences of school are purely negative ones, and often communication on such
contentious issues serves to “widen the gulf between parents and the school”

(Fernandez, 2006, p. 377) rather than mend it.

In a survey conducted by Domingez (1999), 83.5% of teachers claimed that all parents
should participate in school activities, but made a distinction between involvement and
intrusion when 45.9% strongly agreed that parents should not interfere with the actions
of the teacher. Several other distinctions are also held; parental involvement is said to
take the form of volunteer work, assistance with homework and attending school
functions, while the parent-teacher relationship is characterised by the levels of
respect, mutuality, warmth and trust demonstrated between the two groups (Vickers &
Minke, 1995). Further advantages of a good relationship between the parents and
teachers can be seen during a child’s early school adjustment period, and leads to
children exhibiting higher levels of emotional, social and behavioural development,
(Hughes & Kwok, 2007) as well as increased academic engagement and achievement
over the course of their school careers. These forms of academic socialisation include
changes in parental expectation as families become more involved in their children’s
lives at school. It has been found that the expectations of parents concerning their
children’s attainment can have an important influence on subsequent academic
achievement (Hill & Craft, 2003), and as such provide a good example of the

importance of communication, trust and respect between parents and teachers.

After elaborating upon these crucial aspects, the situation of the Roma as an ethnic
minority will be outlined. Though this chapter aims to portray the conditions of ethnic
minorities in education in general, the Roma people are the main participants of my
research, and as such it may be helpful to explore their past and present situation in

education.

3.7. THE ROMA ETHNIC MINORITY
The number of European Roma is estimated to be about 7-9 million people (Liegeois,
1994, as cited in Ringold, 2001). Around 70 per cent of the European Roma population

live in Central and Eastern Europe, and in some countries within the region, the
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percentage of self-described Roma exceeds 5 per cent (Ringold, 2001, p. 21). The
estimated figures show that concerning the population density of Roma residents in 38
European countries, Hungary lies in the fourth place (7%), after Romania, Bulgaria
and Spain (Katz, 2005; Ministry of Foreign Affairs, 2004). However, this number is
largely dependent on the methods by which data is gathered; for example in the census
of 2001, around 190,000 people® identified themselves as Roma, despite the
sociologists’ estimate placing the Roma population at 500.000 people (Radé, 2001).
The former number is considered to be an underestimate since many Roma do not
want to be identified publicly (Forray & Mohacsi, 2002). The reason for this
reluctance may lie in the Roma’s subjection to distrust, rejection, and other forms of
discrimination within their communities. Findings related to negative attitudes towards
the Roma in Central Europe reinforce this hypothesis (European Values Study (EVS),’
Open Society Roma Initiatives, 2005)®.

Posavec and Hrvatic (2000) identify two characteristic forms of coexistence that have
led to the current situation of the Roma: (1) “if they have lived in a relatively isolated
and separated rural (or suburban) settlement, they tend to have preserved their national
and cultural self-awareness, but have been left permanently underdeveloped and
impoverished in comparison with the rest of the population; (2) in those instances
where they have coexisted or intermarried with the majority population, they have
gradually lost their specific ethnic identity through the process of assimilation, but they
have been able to significantly improve their standard of living” (p. 93). As a
consequence of this separation and assimilation, the majority still know little about the
Roma language, culture or history and the same lack of knowledge characterises
“assimilated” Roma students as well (Kyuchukov, 2000). Kyuchukov (2000) after

examining the mainstream curriculum in Bulgaria concluded that:

® http://www.nepszamlalas.hu/hun/kotetek/kotetek.html

" www.europeanvalues.nl

8 Attitudinal Study of Roma and non-Roma Citizens in Central Europe 2005. Countries involved:
Bulgaria, Croatia, Czech Republic, Hungary, Macedonia, Montenegro, Romania, Serbia, Slovakia.

Source: http://www.soros.org/initiatives/roma/focus/matching
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e ‘“nothing is written about the Roma and their history in history textbooks;

e nothing is written about the Roma and their influence on world music and culture

in music textbooks;

e nothing is written about Roma writers and the influence of Roma on world

literature in literature textbooks” (p. 276).

It can be assumed that similar tendencies would be found in many Eastern and Central
European countries. Kyuchukov (2000) concludes that “the Roma and their culture are
invisible in the textbooks that the majority of children read” (Kyuchukov, 2000, p.
276).

The problems most often mentioned in research literature in connection with educating
Roma children seem to be universal, the source of which may be the common history
of the Roma throughout different countries of Europe (e.g. Bulgaria, Romania, Czech
Republic, Hungary, and Croatia etc.). In the communist era, the education system
claimed to ensure equal access to education for all, which in reality meant that Roma
culture and traditions were not respected and that the “Gypsy question” was considered
“a social problem rather than a minority issue” (Ministry of Foreign Affairs, 2004,
p.3). A decree issued in 1961 by the Hungarian Socialist Workers' Party declared that:

“Policy directed at the Gypsy population shall start from the principle that despite
certain ethnographical characteristics they do not constitute a nationality.” “Many
people see this as a minority issue and recommend developing the 'Gypsy language'
and setting up Gypsy-language schools and colleges, Gypsy agricultural cooperatives,
etc. These views are not only mistaken but also harmful as they preserve the
segregation of Gypsies and slow down their integration into society” (Ministry of

Foreign Affairs, 2004, pp. 3-4).

The communist philosophy of ‘equality’ was realised in a unified educational school
system which required compulsory schooling and standardised worldviews. Though
the increased enrolment reduced illiteracy among Roma (lgarashi, 2005), this
assimilatory view emphasised standardisation and deeply affected disciplinary

measures in schools; it did not tolerate children’s different attitudes, beliefs, and
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deviant behaviour (Igarashi, 2005). As a consequence, “individual differences were
regarded as deficits or defects” (Igarashi, 2005, p. 444) and the use of special schools
(although originally they were established to cater for children with disabilities) to
address these problems became widespread. Ringold (2000) claims that this (the
establishment of special schools) is “one of the most damaging legacies of the socialist
era for the education of Roma”, as “it has resulted in the continuous exclusion of Roma

children from mainstream education” (as cited in Igarashi, 2005, p. 444).

The high ratio of Roma children in remedial special schools is still a phenomenon in
many countries despite having nothing to do with the capability of Romani children
(Kurucz, 2004). Special schools form just one type of segregation in the education
system. Learning difficulties and discipline problems are often reasons cited for
schools to exclude Roma students and give them private student status. Those who exit
the education system have almost no chance returning to it (Kurucz, 2004). Research
focusing on schools attended by a high percentage of Roma children found that
segregation may take form spontaneously and unintentionally where the proportion of
Roma children in school is the consequence of majority children being withdrawn to
other schools (Kurucz, 2004, Havas et al., 2001, 2002). More Roma students are often
perceived to present more conflict and difficulties for majority parents and teachers
alike, so in many rural schools in Hungary, this kind of segregation tendency seems to
be a rather irreversible process.

Case studies on Roma minorities in Czech Republic, Bulgaria, Croatia and Romania
examined the effects of integration on learners and their parents, and the factors which
can undermine the successful implementation of intercultural education. Gerganov and
his colleagues (2005) conducted comparative research in two schools following the
implementation of a desegregation programme in Bulgaria in 2001. They examined the
adaptation processes of Roma children in a homogeneous Roma school run by the
local Roma organization and in an ethnically mixed school. In the structured
interviews, children’s self-efficacy and self-esteem, attitudes towards the school,
behavioural management, cognitive engagement and future goals, optimism, and peer
relationships were examined. Roma children were found to adapt better in school when
they study in ethnically mixed classes with the support of a Roma teacher assistant.
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Roma children in mixed classes showed greater independence and were more
cooperative in class and benefited from the “dynamics of mastering and performing
different roles” (Gerganov et al., 2005, p. 504).

Igarashi (2005) conducted an ethnographic case study at two primary schools in the
Czech Republic. Both schools offered support programmes for Roma students but the
underlying beliefs and practices were different. One school was a Roma community
school, the other an old school with a large percentage of Romani students. Igarashi’s
(2005) examination of the rationale behind the schools’ policies and their practical
realisation has interesting implications. In the community school, Roma teaching
assistants, in partnership with the Roma community, implemented Roma culture and
history to the curriculum and successfully promoted children’s positive attitude to
school. Teachers were aware of the importance of building trust, and they were
concerned of the school’s protective yet segregated environment. The principle in the
other school was not to provide any specific measures for the Roma students. Equal
education was understood by the practice of treating Roma as non-Roma. Though
practically there was almost no contact between school and families, Roma parents
evaluated the school’s non-differential policy positively (Igarashi, 2005, p. 449).
Parents in both schools were concerned about their children’s education, but they
tended to be indifferent to their children’s studies of Roma culture and they were

uncommitted towards the Romani language. Students shared their parents’ opinions.

This strong intention of integration in the majority society was shown in the study of
Cozma et al. (2000) in Romania. The research aimed to understand how Roma
children perceive school and how ethnic Romanian and Roma children perceived each
other in that school environment. The findings showed that more than half of the Roma
children did not want to attend an all-Roma school or learn Romani, while 70% of the

Romanians thought the Roma should have their own institutions.

Seemingly Roma students approve of the idea of attending integrated schools but
support for this is lacking on part of the majority. The attitudes of Croatian high school
students were investigated in the frames of an empirical study in Croatia (Posavec &
Hrvatic, 2000). The topics focused on in the study were: values, national stereotypes,

the acceptance of different cultural behaviours, and the “desired social distance” to
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certain national and ethnic groups, religions etc. (Posavec & Hrvatic, 2000, p. 101).
One subpart of the study was to gain insight into stereotypes regarding Roma and the
desired social distance from them. Findings showed that negative stereotypes about
Roma people prevailed with the exception of the positive stereotype that the Roma are
resourceful (71.6% agreed with this statement) (Posavec & Hrvatic, 2000, p. 101). The

results again demonstrated the widespread negative attitude toward the Roma.

The disadvantaged status of the Roma is also reflected in their school achievement.
Furthermore, Kurucz (2004) points at issues such as the high drop-out rate, and the
extremely low number of Roma students studying in secondary schools and
universities. Hungarian sociological research claims that the above mentioned
problems are consequences of several factors. Pre-school education in kindergartens,
rural underdevelopment, the low expectations of teachers, and discriminative attitudes
can be crucial factors contributing to the failure of Roma children in schools (Kertesi
& Kézdi, 1996; Rado, 2001; Babusik 2001; Havas et al., 2001, 2002). The limited
involvement of Roma parents in their children’s school activities, the “parents’ general
apathy towards their children’s schooling” (Fernandez, 2006, p. 376) and a lack of
cooperation and communication between the school and the family (Posavec &

Hrvatic, 2000) are also frequently mentioned problems.

The issue of retaining Roma culture and in particular teaching and learning Romani
seems to be even more controversial. Though there are well supported arguments for
mother tongue language instruction, for instance that introducing Romani language
into schools would “make the educational process more interesting and attractive for
Roma children (Kyuchukov, 2000, p. 275) and the scientific evidence is that
supporting mother tongue development would promote second language acquisition
(Cummins, 1981), studies have shown that in many countries not only the
representatives of the majority group but also Roma people tend to question the
necessity of learning Romani in schools. The reason for this may lie in the lack of
value attributed to Roma language in succeeding in society. Research in Bulgaria
(Kyuchukov, 2000; Gerganov et al., 2005), Czech Republic (Igarashi, 2005), Romania
(Cozma et al., 2000) have found the same results. One student taking part in lgarashi’s
(2005) case study expressed this the following way:
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“My father wants us to belong to white people. So he never taught us Cikansky. He
does not see the value of being Roma in Czech society. My father has been
unemployed. He speaks Czech with a Roma accent and every time he applies for a job
he is told that the position has already been filled. | know my father left school after
the sixth grade but he behaves as if he were a university graduate. He can’t get a job
because he is Roma. Learning Romany is useless. Why do | have to learn about Roma

culture or history?” (p. 450)

As described above, policies towards Roma have for a long time been policies of
negating their culture and existence as a group. These policies have taken a variety of
forms (from exclusion to assimilation) and resulted in the present conditions. Posavec
& Hrvatic (2000) conclude that “the existence of prejudice, and negative attitudes
toward Roma, as well as the limited knowledge of Roma culture and lifestyle are some
of the reasons for the failures to improve the educational level of Roma children” (p.

104).

There are human and cultural costs of long lasting discrimination. Many Roma seem to
be willing to sacrifice their language and culture for the sake of being treated and
perceived as equal. The question is to what extent schools as institutions are

responsible for this happening.

3.8. SUMMARY AND IMPLICATIONS

This chapter has argued that intercultural education is strongly recommended for all
schools irrespective of whether they deal with children of multicultural background or
are seemingly homogeneous. However, as it has been shown, effective intercultural
education does not mean only teaching and learning about other cultures, but it
involves concepts like discrimination, prejudice, inequalities and awareness of others’
values, feelings, beliefs and attitudes. Despite steps being taken from the assimilatory
view towards integration, most countries continue to find it difficult to cope with some
of the issues that diversity presents. Underachievement of minorities, discipline
problems, and a lack of parental involvement have been found to be crucial problems,
the solutions of which are often hindered by the organisation of the school system,
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teachers’ inappropriate training, negative stereotypes and discrimination, and a conflict

of values between school and home.

“The policies, practices and perspectives of the prevailing dominant culture influence
educational content and approach” (Le Roux, 2002, p. 37). Minorities’ culture must
not be sacrificed for the sake of maintaining the dominant culture as has been the case
for Roma in many countries. Intercultural education programmes should aim at
boosting the self-esteem of minorities, as pride in one’s identity and strong affiliation
to a group or groups would motivate students to become more successful. This would

promote the final goal of eradicating prejudice (Banks, 1981).

The problems have been identified, but the question raised in the introductory part of
this chapter has not been answered in its entirety. One crucial aspect concerning the
practical handling of these sensitive issues seems to be lacking from intercultural
education research as a whole, and that is the role of communication. Effective
teaching and learning in classrooms can be achieved through effective communication
(Le Roux, 2002). Successful intercultural communication would promote intercultural
knowledge and mutual acceptance (Le Roux, 2002). In contrast, miscommunication
can be a source of frustration, lack of parental involvement, conflict, and
underachievement. Thus effective education presupposes effective communication
skills from teachers, parents and students as well. Teachers therefore have to “be
sensitive to the potentially problematic outcomes of intercultural communication” (Le
Roux, 2002, p. 37) and this entails an adequate knowledge of the intercultural
communication process. Though Coulby (2006) argues for the need for dialogue
between social sciences and intercultural education research to be reinforced both
thematically and theoretically, the field appears to ignore the findings of intercultural
communication research. My assumption is that intercultural communication research
can contribute to more efficient communication between parents, students and

teachers.
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CHAPTER 4.
INTERCULTURAL COMMUNICATION

4.1. INTRODUCTION

At the end of the previous chapter I argued that the solution to the difficulties faced by
intercultural education; identity and value conflict, integration of minority students,
underachievement, and lack of cooperation with parents is largely dependent on
communication. The aim of this chapter is to investigate to what extent communication
presents challenges for participants from different cultures, and examine how
intercultural communication (ICC) research approaches these issues. This will be
achieved through studying inquiries of ICC research in general, then discussing
theories relevant to intercultural education in particular based on certain criteria.
Before discussing the issue of values, identity, trust and conflict in intercultural
communication theories, an examination of the systems of beliefs and practices that
guide the field of study is crucial. This will help support the argument for applying

qualitative research in my study.

4. 2. DEFINITION OF TERMS

There are different approaches to researching culture and communication, among
them: international, developmental, cross-cultural, and intercultural. International,
intercultural and development communication inquiries have developed as separate but
interrelated areas of research. The tie that binds the three areas of research together is
that each is concerned with the interrelationship between communication and culture
(Asante & Gudykunst, 1995). International communication has been used to refer to
the study of mediated communication, comparative mass communication systems, and
to the study of communication between national governments (Jandt, 1998); while
development communication is “the application of communication with the goal of
furthering socioeconomic development” (Rogers, 1995, p. 67). Nowadays the terms
transnational and transcultural communication have become more widespread in

response to globalisation and increasingly multicultural societies, which have
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challenged the traditionally established monolingual communication standpoint, and
offered new perspectives on researching multilingual communication, code-switching
or applied communication strategies (Block, 2004; Sandra, 2001). The fields of
research most relevant for this work, however, are those described as cross-cultural

and intercultural communication.

The concepts of intercultural communication and cross-cultural communication reflect
the two major areas of ICC research. Because they are related to one another and share
all but a prefix they are often used as synonyms but they are not interchangeable terms.

The term ‘cross-cultural’ traditionally means a comparison of certain phenomena
across cultures (Gudykunst & Kim, 1984; Jandt, 1998), for example, “comparing and
contrasting the communication patterns of people of one culture with the
communication patterns observed in people from a different culture” (Levine et al.,
2007, p. 208). This approach is grounded in terms of nations, and tends to treat
cultures as stable, static (or at least slowly changing) phenomena (Topcu, 2005). Its
research methodology tends to apply standardised tests in which findings are
statistically analysed and compared and general, universal conclusions are drawn
(Levine et al. 2007). Cross-cultural research is often criticised for working with
definitions and constructs which are not equally valid across each of the cultures
compared, and for the way it interprets the effect of culture. Culture in research is often
seen as the “main effect” on communication (i.e. direct cause for observed differences)
instead of as a “moderator” (i.e. exists for a “relationship between culture and a
variable™) (Levine et al., 2007, pp. 210-211).

Stewart (1973) defines intercultural communication as “communication under
conditions of cultural differences” (p. 13). A more current view holds that
“intercultural communication generally involves face-to-face communication between
people from different national cultures” (Gudykunst & Mody, 2002, p. iX). These
rather broad definitions have initiated two issues being discussed among scholars:
firstly, whether cultures should be seen and studied as abstract entities with clear
boundaries; and secondly, whether there is enough evidence for putting such a great

emphasis on differences between intercultural and intracultural communication.
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Lin Ma (2003) argues that definitions of intercultural communication easily and
mistakenly imply that individuals from different cultures would be dissimilar simply
because of the difference of their cultures. She notes that every communication
involves the elements of uniqueness and difference whether intracultural or
intercultural. Furthermore, she argues that it is wrong to assume that cultural difference
would affect the pragmatic success of communicative interaction between participants
(Ma, 2003). °

Undoubtedly there is a certain universality of people and situations, since it is the
elements of similarity that enable people to communicate as well as they do. That is
why most theorists in ICC claim not to view this intercultural-intracultural
communication difference as a qualitative one; but instead aim to define the nature of
divergence. Gudykunst and Kim (1984) argue that though the variables influencing
intracultural and intercultural communication are the same, in certain situations some
variables have a greater impact on the communication than in others. Sarbaugh (1988)
claims that the differences lie in “those of prescribed or accepted ways to deal with the
physical survival needs and accepted or prescribed ways of relating to other people in
the activities of surviving together” (p.28). He assumes that “as the level of
interculturalness increases, the energy required to communicate increases, and the
likelihood of achieving the intended outcome decreases” (1988, p. 30). Sarbaugh
(1988) views the degree of ‘interculturalness’ as being dependent “on the degree of
heterogeneity” between the experiential backgrounds of individuals (as cited in Kim,
1988, p. 13). Throughout this dissertation the nature of intercultural communication

will be seen as a question of perception (Niedermiiller, 1996), and will be defined as “a

% Ma’s argument stands mainly on the grounds of language philosophy, especially that of Wittgenstein.
Her paper criticises intercultural communication theories along three dimensions; claiming that ICC
theories generally treat cultures as abstract entities, most scholars still base their theories on the code
model and they have a mechanistic view of communication, and finally questions the thesis that

‘language and cultures are intertwined’.
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contact between persons who identify themselves as distinct from one another in
cultural terms” (Collier & Thomas, 1988, p. 100). Thus the emphasis will be put on
how people construe one another and to what extent this construction affects their
communication behaviour. It will be argued that this largely depends on the context

and individuals themselves.

4.3. THEORIES OF INTERCULTURAL COMMUNICATION

If theory construction is determined by how research attempts to “describe, understand
and explain a certain social phenomenon” (Boeije, 2010, p. 5), then theories “are nets
cast to catch what we call the “world”: to rationalize, to explain, to master it. We
endeavour to make the mesh ever finer and finer” (Popper, 1968, as cited in Gudykunst
& Nishida, 1995, p.17). Dubin (1969) claims that theories have two distinct goals in
science: first to understand and then to predict the phenomena being studied. In
prediction the focus of attention is on outcome, while understanding constitutes
processes of interaction among variables in a system. All theoretical perspectives in
intercultural communication strive for understanding; however, researchers tend to
interpret what constitutes ‘understanding’ in different ways (Gudykunst & Nishida,
1995). This tendency is manifested in various approaches to and different forms of

theory construction resulting in diverse goals, and a focus on levels of analysis.

4.3.1. Metatheoretical grounding

Gudykunst and Nishida (1995) claim that “the assumptions theorists make regarding
social science are a function of the paradigms they use” (p.18). By paradigms Kuhn
(1970) means “accepted examples of actual scientific practice — examples which
include law, theory, application, and instrumentation together — provide models from
which spring particular coherent traditions of scientific research” (p.10). “Paradigms
reflect issues related to the nature of social reality and to the nature of knowledge”
(Boeije, 2010, p. 6). The paradigm referred to as ontology investigates “whether the
social world is regarded as something external to individuals or as something that
people are in the process of fashioning” (Boeije, 2010, p. 6). Epistemology - the nature
of knowledge - is “concerned with whether there is one single route to truth or that

diverse methods are needed to grasp the meaning of social experience” (Boeije, 2010,
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p.6). Based on these metatheoretical assumptions regarding the nature of science and
society, theories tend to be categorised mainly along two dimensions; objectivist and
subjectivist (Burrell & Morgan, 1979). Burrell and Morgan (1979) present these two
basic positions on four issues (ontology, epistemology, human nature and
methodology) as dichotomies. This distinction (see Table 4.1.) has been argued by
many scholars as presenting statements that are too extreme (Deetz, 1996; Willmott,
1993; Gudykunst & Nishida, 1995), suggesting that it is more sensible to view them as

the end points of continuums (Gudykunst & Nishida, 1995, p.18).

SUBJECTIVE APPROACH OBJECTIVE APPROACH

Ontology:

Nominalism: There is no “real” world
external to individual,; “names”,
“concepts”, and “labels” are artificial and
used to construct reality.

Realism: There is a “real” world
external to the individual; things exist,
even if they are not perceived and
labelled.

Epistemology:

Antipositivism: Communication can only
be understood from the perspective of the
individual communicators; no search for
underlying regularities.

Positivism: Attempts to explain and
predict patterns of communication by
looking for regularities and/or causal
relationships.

Human nature:

Voluntarism: Communicators are
completely “autonomous” and have “free
will.”

Determinism: Communication is
“determined” by the “situation” or
“environment” in which it occurs.

Methodology:

Ideographic: To understand
communication, “firsthand knowledge”
must be attained; analysis of subjective
accounts.

Nomothetic: Research should be based
on systematic protocols and scientific
rigor.

Table 4.1. Burrell and Morgan’s assumptions about the nature of social science (1979,
pp. 3-7 presented in Gudykunst & Nishida, 1995, p. 19).
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In intercultural communication theories three major scientific approaches are
differentiated; positivist, humanist and systems (Kim, 1988; Jiang, 2006)."° A
positivist approach generally takes a realist position related to ontology, saying that
there is a “real” world external to individuals” (Gudykunst, 2005b, p. 62). Reality is
seen as singular and objective, independent of the knower. Research is required to be
based on scientific rigour, and should aim at explaining and predicting patterns of
communication by finding “regularities” and “causal” relationships (Gudykunst,
2005b, p. 62). Positivists assume that practical reasoning and pragmatic logic helps
scholars simplify and predict or “even manage real phenomena” (Jiang, 2006, p. 410).
The objectivist perspective believes that behaviour is determined by the situation or
environment, and ‘culture’ is treated as an independent variable which impacts
behaviour, beliefs and values (Burrell & Morgan 1979; Topcu, 2005). Theories
constructed by the objectivist approach are thought to be best developed deductively
and incrementally (Lincoln & Guba, 1985). The task of researchers is to systematically
propose then test explanations based on existing, verified knowledge (Lincoln & Guba,
1985).

The subjective approach challenges positivist notions by claiming that “there is no
‘real’ world external to the individual” (Gudykunst, 2005b, p. 62) as “concepts’ and
‘labels’ are artificial and used to construct reality” (Gudykunst & Nishida, 1995, p.
19). The subjective approach does not strive to reveal underlying regularities and
causal relationships; it tries to “understand the nature of the phenomenon as it unfolds”
(Jiang, 2006, p. 411).

Realities are seen to be “socially constructed by and between human beings in their
expressive and interpretive practices”, thus communication as well as behaviour can be
understood from the perspective of the individual (Lindlof & Taylor, 2002, p. 11). The

interpretive approach mainly focuses on the “historical meaning of experience and its

19 The terms “objectivist”, or “positivist” are distinct yet related labels to research as they are usually
characterised along the same dimensions (Lindlof & Taylor, 2002), so these terms will be used

interchangeably as will the terms; “subjectivist”, “interpretivist” or “humanist”.
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developmental cumulative effects” at social and individual levels (Kim, 1988, p. 17).
“Knowledge of social realities is constructed from the interdependent nature of
researcher and researched” (Lindlof & Taylor, 2002, p.11). The analysis of subjective
accounts, experience and deep understanding of human actions and their motives are
the focus of research. Guided by these goals, theorists endeavour to maintain the
original context of the situation with the participants involved. That is why
“knowledge is gained through prolonged immersion and extensive dialogues practised
in actual social settings” (Lindlof & Taylor, 2002, p.11). As a consequence, theories
are developed inductively by testing “tentative explanations” (Lindlof & Taylor, 2002,
p.11).

As for the aims, the objectivist tradition tends to emphasise the goal of prediction,
while the subjective approach focuses on the goal of understanding (Kim, 1988).
Objectivists argue that the purpose of social science is to develop “universal
generalisations”, subjectivists, in contrast, claim that social scientists should
understand specific instances and not generalise across cases (Geertz, 1973;
Gudykunst & Nishida, 1995, p.19).

The objective/subjective dichotomy is present in communication research as well as in
psychology and sociology. When these two approaches to theory are contrasted with
approaches to cross-cultural research, the objective approach often seems to be equated
with “etic” cross-cultural research and the subjective approach, with “emic” research

(Gudykunst & Nishida, 1995, p. 19).*

Brislin (1983) argues that this distinction should be used rather as a metaphor for
culture specific (emic) and culture-general (etic) approaches (as cited in Gudykunst &
Nishida, 1995, p. 20). Berry (1980) presents a summary of the distinction as follows:

1 The distinction between emic and etic approaches to cross-cultural research goes back to Pike’s
(1966) discussion of phonetics (vocal utterances that are universal) and phonemics (culturally specific

vocal utterances).
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EMIC ETIC

studies behavior from within the | studies behavior for a position outside the

system system
examines only one culture examines many cultures, comparing them
structure discovered by the analyst structure created by the analyst

criteria are relative to internal

O criteria are considered absolute or universal
characteristics

Table 4.2. Berry’s summary of the etic-emic distinction. (in Gudykunst & Nishida,
1995, p. 20).

An etic approach to research assumes that there are universal types of problems people
have to face and solve throughout the world. The aim is to compare cultures based on
categories of universal behaviour in an attempt to draw patterns of similarities and
differences across and between cultures. More specifically, etic constructs consist of
accounts, descriptions, and analyses that are considered to be meaningful and
appropriate by scientific observers, so the revealed constructs must meet the criteria of
being precise, logical, replicable, and observer independent (Brislin, 2000; Yeganeh et
al., 2004). In contrast, emic research is generally subjective in nature and considers
members of different cultures as unique. It claims that cultural phenomena can be
understood from within the system, namely from the context and from the viewpoints
of its members (Nguyen, 2003). Findings of emic research are analyses and
descriptions drawn by eliciting interpretations and meanings created by the members
of the researched culture (Brislin, 2000; Nguyen, 2003; Yeganeh et al., 2004).

Advocacy for a combined emic-etic approach is increasing. This would enable
researchers to gain knowledge about the culture in the given investigation, while
avoiding cultural bias in such a way that would allow them to deal with ‘real’ cultural
differences (Berry, 1990; Brislin, 2000; Yeganeh et al., 2004).

A similar distinction is applied when comparing approaches to cross-cultural
psychology and cultural psychology. While cross-cultural psychology deals with
cultural similarities and differences across cultures, cultural psychology focuses on
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human behaviour in the given cultural milieu (Nguyen, 2003). Cultural psychology
generally maintains that culture and mind are intertwined, so it is not possible to find
universal laws for how the mind works. That is why psychological theories elaborated
in one culture are likely to be questionable when applied to another (Nguyen, 2003).

The systems approach integrates the “external ‘objective’ patterns and the internal
‘subjective’ experiences of individuals” (Kim, 1988, p.18). The systems approach
views human communication as a transactional, dynamic phenomenon and argues
against the “insensitivity” of the positivist approaches (Kim, 1988, p.18). This
perspective emphasises that communication is interactive and that “interactive
elements of a given entity (system) must be viewed as codetermining the outcome
being investigated” (p.18). The “structure of a system” and the “modes of information
exchange” within the system as well as between the system and its environment are
examined (Kim, 1988, p. 18; Jiang, 2006). The systems approach is similar to the
positivist tradition in the sense that it strives to identify law like “principles and
patterns of interaction” among system elements (Kim, 1988, p. 18). At the same time,
it has commonalities with the humanist approach in that it views communication as
“an emergent and interactive process” and emphasises “the whole of a communication
system” (Kim, 1988, p.18). Therefore, the systems approach integrates both the
“external” and the “internal experiences of individuals” (Kim, 1988, p. 18).

4.3.2. Issues of intercultural communication theories
Gudykunst (2005b) delineates three major approaches that have been used in

theorising about intercultural communication:

1. theories in which “culture has been integrated with the communication process in

theories of communication”,

2. theories that have been “designed to describe or explain how communication varies

across cultures”,

3. theories that have been “generated to describe or explain communication between

people from different cultures” (pp. 61-62)
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The first category refers to theories adapted or applied from the field of
communication research to explain intercultural communication. These theories vary
in respect to whether culture is viewed as part of the communication process (e.g.
Applegate & Sypher, 1988; Cronen, Chen & Pearce, 1988) or whether communication
is seen as creating culture (e.g. Philipsen, 2002). The second category covers theories
mainly from cross-cultural research which are based on research findings in one
culture generalised to other cultures (e.g. Gudykunst & Nishida, 2001), or theories
which are designed to explain in what sense communication is different across cultures
(e.g. Kim, 2005; Ting-Toomey 1988, 2005a). The third category represents theories
designed for the purpose of explaining intercultural encounters in terms of exactly
what happens when people from different cultures communicate (e.g. Gudykunst,
1988, 2005¢c; Y.Y. Kim, 2005a). The table (see Table 4.3) below provides a summary

of these categories and the scientific approaches to theory construction and more.

THEORIES IN WHICH CULTURE HAS BEEN INTEGRATED
WITH COMMUNICATION THEORIES

Positivist Humanist Systems

A Constructivist theory of
communication and
culture (Applegate and
Sypher, 1988)

Coordinated Management | Cultural Convergence
of Meaning (Cronen, | Theory  (Barnett &
Chen & Pearce, 1988: | Kincaid, 1983; Kincaid,
Pearce, 2005) 1988)

Speech  Codes Theory
(Philipsen et al., 2005)

Cultural Communication
Theory (Philipsen, 2002)

Expectancy Violation
Theory (Burgoon, 1978)
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THEORIES THAT HAVE BEEN DESIGNED TO DESCRIBE OR EXPLAIN
HOW COMMUNICATION VARIES ACROSS CULTURES

Positivist Humanist Systems

Dimensions of cultural
variability (Hofstede,
1980, 2003)

Face Negotiation Theory | o ¢ micciosure (Wolfson

(Ting-Toomey, 1988, and Pearce, 1983) Coordinated Management
2005a) of Meaning (Pearce &

_ Rules Theory (Pearce and | cronen, 1980)
Conversational Wiseman, 1983)
Constraints Theory (Kim,
M.S., 2005)

Interaction Adaptation
Theory (Burgoon &
Hubbard, 2005)

THEORIES THAT HAVE BEEN GENERATED TO DESCRIBE OR

EXPLAIN COMMUNICATION BETWEEN PEOPLE FROM DIFFERENT

CULTURES
Positivist Humanist Systems
) ) Intercultural Transformation:
Anxiety/Uncertainty A Systems Theory (Kim &
Management Theory Ruben, 1988)
Gudykunst, 1988, 2005¢ i ’
(Gudy _ ) | Cultural Identity theory Network Theory (Yum,
Integrative Theory of (Collier and Thomas, 1988)
communication 1988)
(Y.Y. Kim, 2005a) adaptation (Ellingsworth,
1988)

Table 4.3. Focus and scientific approaches to theory construction

Concerning their inquiries, theories can be grouped (Gudykunst 2005a) as focusing on:

o the effective outcome of encounters — e.g. Cultural Convergence Theory (Barnett &
Kincaid, 1983; Anxiety/Uncertainty Management Theory (Gudykunst, 2005c);
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Effective Group Decision Making Theory (Oetzel, 1995); Integrated Theory of
Inter-Ethnic Communication (Y.Y. Kim, 2005a)

e accommodation and adaptation — e.g. Communication Accommodation Theory
(Gallois et al., 1995, 2005); Intercultural Adaptation Theory (Ellingsworth, 1988);
Co-cultural Theory (Orbe, 1998)

e identity negotiation and management - Identity Management Theory (Imahori &
Cupach, 2005), Identity Negotiation Theory (Ting-Toomey, 2005b);
Communication Theory of Identity (Hecht et al., 2005)

e acculturation and adjustment — Communication Acculturation Theory (Y.Y. Kim,
2005b); Anxiety/Uncertainty Management Theory of Adjustment (Gudykunst,
2005c¢); Communication in assimilation, deviance, and alienation states theory
(McGuire & McDermott, 1988); Schema Theory of Adaptation (Nishida, 2005)

e communication networks — Outgroup Communication Competence Theory (Y.Y.
Kim, 1986); Intracultural versus Intercultural Networks Theory (Yum, 1988);
Networks and Acculturation Theory (Smith, 1999).

It can be seen that the spectrum of inquiry is wide, and is extended further by new
research findings due to changing needs and more complex questions emerging from
issues concerning multiethnic diverse societies, which in turn require varying research
methodologies. Referring back to the issues identified in Chapter Three, it seems to be
promising that intercultural communication research can contribute to the field of
intercultural education. However, finding the right answers needs careful selection and
critical analysis if applicable theories, research methodology and findings, and tools

for professionals in education are to be established.

4.4. IMPLICATIONS FOR FURTHER EXAMINATION

Jensen (2004) divides the field of intercultural communication into two main
traditions: the functionalist and the poststructuralist approaches. Traditionally,
functionalist research has conceptualised the culture of a nation as relatively stable,

and based on this assumption supposed that culture has an influence on people’s
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behaviour, concepts and communication (e.g. individualist vs. collectivist traits, see
5.2.1.). However, Levine and his colleagues (2007) doubt whether this concept can be
justified, as: “Treating nations and cultures can be either extremely useful or highly
misleading” as “nations can have multiple cultures and be comprised of peoples with
many different cultural groups” (Levine et al.,, 2007, p. 208). The functionalist
tradition has put emphasis on predicting how culture would influence communication
and tended to identify “culture as a barrier” against effective communication (Jensen,
2004, p. 3).

The postsructuralist approach uses a rather philosophical attitude to intercultural
communication. This approach is different from dominant functionalist thinking in the
sense that it stems from the individual rather than the culture (Jensen, 2004). The focus
is on the “importance of labelling and constructing ‘the other’” (Jandt & Tanno, 1996,
as cited in Jensen, 2004, p. 4). The postsructuralist tradition offers insights into
participants’ positions of experiences, power related issues, cultural presuppositions,

cultural self-perceptions, identity etc. (Jensen, 2004).

Both traditions will play an important role in the present research as the ultimate aim is
to find a model for professionals which can be used as a tool in specific, everyday
contexts. Thus it is necessary to set the criteria of further analysis. Theories, models,

and research findings will be examined according to the parameters below:

e how culture is examined; as a fixed national entity or treated flexibly;
e how culture is perceived; as a dynamic or a static phenomenon;

e the aim of research; cross-cultural comparability or by gaining deeper knowledge

of a culture;

e consideration of micro and macro factors influencing communication;

emphasis put on the individual,
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e to what extent theories or research findings can promote everyday interaction or
conflict resolution; how theories and research can be built on and applied in

specific contexts;
e whether or not theories or findings are applicable to intercultural education.

The set parameters for examination suggest that the dissertation will focus on
individual subjective interpretations, and examine social relations between individuals.
Furthermore, instead of predicting behaviour based on patterns (Lincoln & Guba,
1985) or cultural traits, the emphasis will be put on how teachers and Roma parents
construe their own realities (Berger & Luckmann, 1966) in a specific context; how
they construct meanings and their own identities as they interact (Lincoln & Guba,
1985). To understand these factors, it is essential to examine the impact of both the

micro and the macro environment on the participants (Jiang, 2006).

Consequently, the proposed theoretical framework of the dissertation is grounded in
the ontological stance of social constructivism and in the epistemological stance of
interpretivism. The terms; social constructionism and social constructivism are often
used interchangeably - as Tsetsura (2010) referring to Yerby (1995) notes —both terms
“share the idea that knowledge is not absolute and cannot be separated from the
knower” (Tsetura, 2010, p. 164). Despite being aware that constructivism emphasises
mainly “personal subjectivity” (Burleson, 1989, as cited in Tsetsura, 2010, p. 164),
while social constructionism focuses on “the social, interactive, and complex
performative relations between individuals’ identities” (Shotter, 1992, as cited in
Tsetsura, 2010, p. 164), and since both focuses are of interest, | intend to use these

terms interchangeably.

4.5. SUMMARY

This chapter first established the concepts of intercultural and cross-cultural
communication and opted for Collier and Thomas’ (1988) definition. Then it examined
the metatheoretical grounding of intercultural communication research and found that
paradigms related to the nature of social reality tend to be categorised mainly along

two dimensions: objectivist and subjectivist. After describing how scholars in research
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practice approach this social reality by emphasising either the goal of prediction or the
goal of understanding (Kim, 1988), a similar dichotomy was shown to be found in
psychology and culture related research as well as in etic-emic and cross-cultural -
cultural psychology approaches. Finally, the systems approach was introduced

presenting a merged form of the objective-subjective dichotomy.

Research approaches to theory construction were presented in a table delineating the
most prominent theories in the field. Some parameters for further examination were set
and it was argued that for the ultimate aim of the present study - to provide a model
addressing the negative relationships between teachers and Roma parents — the
assumptions of the social constructivist school of thought and the research practice of

qualitative methodology appear most appropriate.
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CHAPTER 5.
BRINGING THE FIELDS TOGETHER

5.1. INTRODUCTION

The previous chapter set the criteria based on which theories and models will be
examined. Their selection has been guided by issues identified as problem fields in
intercultural education, and has been reinforced by my research findings. The chapter
aims to focus on the questions of values, identity, and trust, which all contribute to
deeper insights about the intercultural conflict process. All the theories and models
introduced will add to the knowledge necessary to understand what factors play a
crucial role in the development of negative relationships between parents and school
(teachers). Throughout the chapter the highlighted theories and models will be

examined through a critical lens as their applicability is emphasised.

5.2. VALUES

The aim of this section is to explore what role cultural values identified as a source of
conflict in schools play in intercultural encounters. The concept of ‘value’ in the
functionalist approach to culture appears as a determining factor that shapes people’s
initial expectations, attitudes, and behaviours toward approaching for example work or
conflict (e.g. Hofstede, 1980; Ting-Toomey & Oetzel, 2001; Ting-Toomey 1988,
2005b; Schwartz, 1994,). Thus values are inevitable elements of traditional models of
culture (e.g. Kroeber & Kluckhohn, 1952; Hofstede, 1991; Trompenaars & Hampden-
Turner, 1997). In the most elementary model, often referred to as the ‘iceberg model’,
culture consists of two levels: level of values as an “invisible level”, and a “visible
level of ... behaviour and artefacts” (Dahl, 2004, p. 4). Hofstede (1991, 2003) in his
‘onion model’ (see Figure 5.1) outlines four layers with values at the core which form
the most hidden layer of culture. Values are defined as “broad tendencies to prefer
certain states of affairs over others” (Hofstede, 2003, p. 8), as they are seen as “a
learned organization of rules for making choices and for resolving conflicts” (Rokeach,

1973, p. 161).
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Figure 5.1.Hofstede’s ‘onion’ diagram (2003, p. 9)

In Trompenaars and Hampden-Turner’s (1997) model, basic assumptions are at the
core level. These core values are thought to influence other visible values in the above
layers. Spencer-Oatey (2000) proposes to combine basic assumptions and values
claiming that it is difficult to separate the two. In her model, the inner core of culture
(basic assumptions and values) is encircled by the level of beliefs, attitudes and
conventions. Samovar and Porter (2004) put values and beliefs, under the umbrella
term of cultural patterns by which they mean “a system of beliefs and values that work
in combination to provide a coherent, if not always consistent model for perceiving the
world” (p. 50). Beliefs are viewed that “serve as the storage system for the content of
our past experiences, including thoughts, memories, and interpretations of events”
(Rogers & Steinfatt, 1999, as cited in Samovar & Porter, 2004, p. 48). They are
accepted as truths claimed to affect individuals’ actions and behaviour in
communication. Beliefs are viewed as the basis of a person’s or a nation’s values
(Samovar & Porter, 2004). However, the functionalist view emphasises rather the
domain of the collective. On these grounds, values are seen to be transmitted by
family, media and school, therefore tend to be relatively stable (Samovar & Porter,
2004). Thus functionalists believe that cultures can be characterised by holding

specific values.
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The post-modern and constructivist traditions, as well as modern philosophy of
language criticise the assumption that the term ‘value’ would refer to one specific
concept, namely that there would be a standard, normative meaning of this word.
Below, two entirely different approaches to understanding meanings of values;
Hofstede’s (1991, 2003) value analysis and Nordby’s (2008) philosophical analysis

will be discussed and their implications will be drawn out.

5.2.1. Hofstede’s approach to value analysis

Hofstede’s (1980) initial work aimed at addressing the lack of a “universally
applicable framework for classifying cultural patterns” (Dahl, 2004, p. 14). Applying
the inductive technique, first he surveyed a great number of participants from various
cultures about their work related values and preferences in life. After this, he rank-
ordered the cultures in terms of each dimension and outlined a map of clusters of
cultures based on these dimensions. The first four identified dimensions of cultural
variability were: low-high power-distance, masculinity-feminity, individualism-
collectivism, and low-high uncertainty avoidance (Hofstede, 2003). In later studies

(1991) he added the dimension of Confucian Dynamism or Long-Term Orientation.

Hofstede (2003) argues that both ends of each dimension exist in all cultures, but one
tends to dominate. “Individualism pertains to societies in which the ties between
individuals are loose: everyone is expected to look after himself or herself and his or
her immediate family. Collectivism as its opposite pertains to societies in which people
from birth onwards are integrated into strong, cohesive ingroups, which throughout
people’s lifetime continue to protect them in exchange for unquestioning loyalty”
(Hofstede, 2003, p. 51, italics original). Communication in individualist-collectivist
cultures is claimed to be influenced by norms and values. Uncertainty avoidance
expresses how people of a certain cultural group can tolerate ambiguity and
uncertainty (Hofstede, 2003). Cultures’ high or low-uncertainty avoidance defines the
roles of norms and rules to guide behaviour (Hofstede, 2003). Hofstede (2003) claims
that in low uncertainty avoidance cultures norms and rules are not followed as strictly
as in high uncertainty avoidance cultures. Deviant behaviour is not acceptable in high
uncertainty avoidance cultures, and members tend to strive for consensus in, for

example, conflict situations (Hofstede, 2003). High-power distance cultures tolerate
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inequality, with people accepting power as part of the social order. Low-power
distance cultures, in contrast, value equality (Hofstede, 2003). Members of low-
distance cultures believe in the legitimate use of power. The major difference between
masculine and feminine cultures is how gender-roles are perceived in a culture.
Members of cultures high in masculinity value ‘“recognition”, ambition, and
“assertiveness” (Hofstede, 2003, pp. 79-85). People belonging to cultures high in
feminine value, show preference for good “relationship”, “cooperation” and “security”
(Hofstede, 1980, 2003, p. 82). Hofstede developed the long-term orientation in life
dimension with Michael Bond (Hofstede & Bond, 1988). In this fifth dimension,
which is linked to Confucius, long-term orientation is characterised by “persistence,
ordering relationships by status and observing this order, thrift, and having a sense of
shame”, whereas short-term orientation is characterised by “personal steadiness and
stability, protecting your ‘face’, respect for tradition” and “reciprocation of greetings,

favours, and gifts” (Hofstede, 2003, pp. 165-166).

Hofstede’s merit is - as Dahl (2004) notes - that his work “reduces the complexities of
culture and its interactions into five relatively easily understood cultural dimensions”
(p.14), but it offers only a general analysis. It treats cultures as nations, so the
possibility to get to know more about, for example, different ethnic groups within a
culture, is limited. Furthermore, these dimensions suggest that cultures are relatively
stable and static. Hofstede’s (1980) concepts, particularly individualism/collectivism,
have become the most frequently discussed and researched concepts (e.g. Intercultural
Conflict -Oetzel et al., 2007, Ting Toomey’s Face Negotiation Theory 1988, 2005b;
Kim’s Conversational Constraint Theory 1993 etc.), so Hofstede’s work has
undoubtedly had a great influence on cross-cultural research, which - as has been
argued above - tends to rely on comparisons of cultures ignoring individual

differences.

5.2.2. Nordby’s modern philosophical approach to values

Nordby (2008) applies a rather different approach in examining the role values play in
intercultural communication. Relying on modern philosophical discussions on
language and communication (i.e. Wittgenstein’s philosophy of language), he argues

that “intercultural communication typically fails when communicators have different
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values and do not acknowledge that culturally shaped values are different from beliefs
and thoughts” (Nordby, 2008, para. 1). Furthermore, he claims that being aware of this

difference is crucial to understand challenges in intercultural communication.

To support his arguments, Nordby (2008) states that factors that make successful
communication difficult are; people’s differing beliefs about the world, and lack of
knowledge about each other’s beliefs. In specific situations these can provoke different
reactions. One possible reaction is ignoring the other person’s beliefs and experiences
by simply ascribing beliefs to the person s/he would not have. Another reaction - quite
typical of those who “have the power to act in the way they think is reasonable” (2008,
para. 7) - is to attempt to change the other speaker’s belief by providing information in
the hope of rearranging the person’s factual beliefs and existing knowledge. Nordby
(2008) claims that in many conflict situations, those in power believe that it can be
rationally explained how to “conform to new ways of living” (para. 7). However, as
Nordby (2008) argues, it is people’s personal values shaped by specific social and
cultural history, not beliefs, that tell how they want to live their lives, and “these values
are not subjects to rational discussion” of what is true and what is false (para. 7). To

support his argument, he has interpreted the word ‘value’ in three different ways.

In the first interpretation, “values are properties we ascribe to actions we think of as
ethically good or wrong” (Nordby, 2008, para. 16). However, when people make
“ethical statements”, they “do not believe that actions are good or bad” in relation to
some ordered rules (para. 17). In this formulation, values are very similar to beliefs
about what norms to follow and what behaviour to expect from others in interpersonal
relations. Nordby (2008) argues that the fact that people may ascribe different values
to actions, which can cause cultural disagreement, does not present such a great

challenge in communication, as these values are closely related to beliefs.

In the second interpretation, values can be understood as “general concepts people
believe in” (Nordby, para. 18). These concepts of value (e.g. justice, democracy, etc.)
are norms which are approved by most people. These fundamental concepts of value
“are always experienced as valid from a particular point of view, woven into a
person’s social and cultural context” (Nordby, 2008, para. 18). Again, these values do

not present a communicative challenge that is different from communicating beliefs, as
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understanding what general concepts a person believes in is “equivalent to

understanding what beliefs he has” (para. 19).

However, in Nordby’s opinion, the third concept of value may present real
communicative challenges, as it is “intimately connected to the ways individuals wish
to live their own lives” (Nordby, 2008, para. 19). This personal feature, as he argues, is
quite the opposite of those values which are understood as abstract concepts people
generally believe in. Personal values are fundamentally connected to ‘forms of life’,
e.g. “the activities in which we like to participate” (Nordby, 2008, para. 19). This
means that “understanding what personal values an individual has is not equivalent to
understanding what general values he believes in” (para. 20). Consequently, to
understand an individual’s personal values means being aware of “how he wishes to
live his life” (Nordby, 2008, para. 31) and this has nothing to do with understanding
what thoughts and beliefs that person has. As Nordby (2008) claims, in order to
communicate successfully, participants in interactions must share many beliefs.
However, personal values are subjective in nature, so they are not related to general
beliefs about the world, rather to individual preferences. So they cannot, and do not

necessarily have to be shared.

5.2.3. Implications

Within a hermeneutical approach to understanding, Nordby (2008) has argued that
personal values cannot be “directly subject to rational criticism”, as “trying to explain
why it is rational to conform to a culturally shaped specific way of living therefore
involves, in a fundamental sense, oppression of value meaning” (para. 46. italics

original).

Nordby’s (2008) analysis is particularly thought provoking for the educational context
as it shows that the assumption behind the attempt to make minority groups realise that
they should conform to the majority’s way of living, this way giving them ‘new
beliefs’ about how they should ‘like’ to live their lives, is fundamentally mistaken. The
other problem with this type of strategy, as Nordby (2008) argues, is that it ignores
individuals’ personal values as well as “the way these values underlie their form of

living” (para. 37). Criticising one’s personal values can be experienced as offensive,
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since the way people live their lives, and the way they want their environment to be is
an important part of the their personal identity. In real-life it is crucial to focus on these

values, as it is these that people express while communicating with others.

Nordby’s (2008) arguments, grounded in philosophical views, provide practical
insights into everyday intercultural interactions. They focus on the individual, thus
avoid generalisations about cultures. The issue of how participants in the interaction
can become aware of each other’s beliefs and personal values will be further
elaborated when discussing the role of trust and self-disclosure in intercultural
communication. As has been shown, personal values are communicated in interactions,
and they tell a lot about how people want to live in their environment. The other

important feature of personal values is that they are part of personal identity.

5.3. IDENTITY

Traditionally, social sciences have been concerned with what are considered primary
identities (whether ethnic or national), and how these affect behaviour and attitudes
towards minority and majority groups. In recent research literature however, there has
been a considerable ideological shift away from this “melting pot” assimilatory
standpoint towards a “more pluralistic”, integrative perspective on intercultural
relations (Kim, 2007, p. 238). This shift has resulted in a more flexible and liberal
view of one’s identity, and assumes that people adopt identities dependant on social
situations rather than intrinsic tendencies (Woodward, 2004). In the post-modern
models, the self is “fragmented” (Fornas, 1995, p. 222; Hall & McGrew, 1992) and
“contains multiple, often contradictory identities which do not constitute a coherent
self” (Durovic, 2008, para. 10).

5.3.1. Cultural and ethnic identity
Identity was long supposed to have one affiliation that really matters, a kind of
“fundamental truth” (Maalouf, 2001, p. 2), an essence or inner core determined once

and for all at birth which never changes and dictates one’s identity. The investigation
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of cultural identity is hallmarked by Erickson’s (1950) psychological work, which
described identity development as a process during which the identities of the
individual and of the group become one. He claimed cultural identity to be an essential
part of the individual. As De Vos (1990) states, cultural identity “provides a sense of
common origin, as well as common beliefs and values...” and serves the basis of “self-

defining in-groups” (as cited in Kim, 2007, p. 240).

In intercultural research, the functionalist approach focuses on finding a “national
mind”, a “particular characteristic identity” of a given nation (Rogilds, 1995 as cited in
Jensen, 2004, p. 87). Contrastingly, the post-structuralist approach proposes an
extended view, which can include ethnicity, nation, gender, profession and hobby as
well (Jensen, 2004). As Jensen (2004) claims, this approach avoids the concept that
people have a single, determining identity. The constructivist perspective represents a
general view namely that “cultural identity is a form of social identity constructed in
relation to other people” (Jensen, 2004, p. 11). According to the post-modern,
entwined with social-constructivist understanding, identity is a social construction
(Campbell 2000; Jensen 2004; Durovic, 2008). Therefore, identity involves the
interrelationship between the personal and the social. According to this view, people
can belong to more cultures at the same time, depending on context and sometimes on
free choice (Meyer, 2009). The context may involve the topic the participants are
talking about, how people position themselves in the interaction, and how they
perceive and how they are perceived by others. This way, conversations will actualise

what identities people in an interaction find salient.

Ethnic identity theory emerges from social identity theory (Tajfel & Turner, 1979)
which is concerned with the crucial role group membership plays in developing
individual identity, as this kind of membership influences social categorisation and
comparison, this way having an effect on self-esteem (Hargie et al., 2008). Social
identity is seen as “that part of an individual’s self-concept which derives from his
knowledge of his membership in a social group (or groups) together with the value and
emotional significance attached to that membership” (Tajfel, 1978, p. 63 italics
original). Therefore, “self-concept is shaped and reinforced by membership of social
groups and categories” (Hargie et al., 2008, p. 794). Categories and social groups can
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be such as: class, gender, occupation, ethnicity, nationality. Individuals divide people
into social categories that are usually evaluated positively or negatively according to
values attached to them (Tajfel, 1978). These “value differentials” tend to enhance
further “the subjective differences on certain dimensions between categories and the
subjective similarities within categories” (Tajfel, 1978, p. 62). This process results in
all social divisions between the in-group and the out-group, according to which people
maintain a distinction between social groups they feel they belong to and those to
which they do not (Hargie et al., 2008). The motivation behind this proclivity may be
related to and explained — as Harwood and his colleagues (2005) say - by the “need for
positive self-esteem, positive identity, and the reduction of uncertainty” (as cited in
Hargie et al., 2008, p. 794). However, while people claim to have a shared cultural
identity, or as Bourdieu (1991) puts it “identity-as-sameness” (p. 37), they also define
themselves as unique and different from their own groups, claiming “identity-as-
uniqueness” (Bourdieu, 1991, p. 37). This means that when people identify with many
different groups, they can alter their group affiliations depending on context (Joseph,
2004).

5.3.2. Constructing identities in interactions
Identities are formed through interactions (Woodward, 2004; Durovic, 2008) since as
people position themselves in social encounters, they take up different identities thus

they are “defined and redefined” throughout a life-time (Jenkins, 1997, p. 142).

In claiming that identity is a social construct, Joseph (2004) means that people have an
“instinctive capacity to construct identities” by interpreting inputs like language, voice,
dress etc. (p. 2.). Based on experience of meeting people, making and testing
hypotheses, individuals gain knowledge, and put this knowledge “to work in every
social encounter” (Joseph, 2004, p. 3). Both experiences from the past (childhood) and
experience by the present define how individuals construct identities (Woodward,
2004). This knowledge, being subjective in nature, can imply two consequences.
Firstly, the interpretations people make can be based on presumed knowledge resulting
in negative stereotypes toward the other, secondly, individuals can never be conscious
of the other person’s self, as the other’s experiences are not known. This argument can

be best supported by Joseph’s (2004) words about knowledge: “It is as unique as our
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own life experience, and when we put it to work to construct the identity of someone
else, we are constructing something that involves who we are at least as much, and

often much more, than who they are” (p. 3 italics original).

By multiple identities Joseph (2004) understands individuals’ “various roles with
regard to others” that shift according to the context (p. 8). Identity, as a complex
phenomenon, combines people’s self-concept as well as the way they are perceived by
others, so it “involves the internal and the subjective, and the external™; “it is a socially
recognised position” (Woodward, 2004, p. 7). As Woodward (2004) argues, with their
clothes and behaviour, people “symbolise the sort of person” they believe others want
to see (p. 12). That is why identities may differ on their salience and intensity in a
particular context (Ting-Toomey, 1986; Alba, 1992).

The following three sections will further elaborate:

= on what basis people construct the identity of others,
= how individuals react to the incongruity between the way they identify themselves
and the way they are perceived, and

= how cultural frame switching works in case of multiple identities in interactions.

5.3.3. A poststructuralist approach to identity in intercultural communication

Jensen (2004) developed a model for intercultural communication applicable in
multiethnic societies, from post-structuralist approach. The aim of the model is to offer
practitioners and students analytical tools “to think through an intercultural
communication process and reflect upon it from a new perspective” (Jensen, 2004, p.
6). It consists of four basic concepts Jensen (2004) claims have to be taken into

account when taking part in intercultural encounters.

One of the analytical tools Jensen (2004) offers is cultural identity. Rejecting the
functionalist perspective, namely that the national identity will always be the main
identity, Jensen (2004) follows the constructivist perspective that cultural identity
should be seen as “a form of social identity constructed in relation to other people in a
given period of time” (p. 11). Cultural identity is not limited to concepts such as

ethnicity or nation but holds different identities such as gender, profession etc. She
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claims that the actualised identity has to be examined in context (Jensen, 2004).
However, the different fragments of “floating identities” can be analytically
distinguished only momentarily (Jensen, 2004, p. 13). The concept of cultural identity
is offered for use in two ways. Professionals need to be trained to realise that others
have multiple identities, and they have to be conscious of their cultural presuppositions
when constructing the identity of others (Jensen, 2004). Furthermore, they should be
conscious of their own cultural identity and, in a way, monitor how and when they

actualise their different identities in encounters (Jensen, 2004).

Positions of experiences “refer(s) to the fact that all interpretations are bounded in
individual experiences, but although the experiences are subjective, they are related to
the social position of a person” (Jensen, 2004, p. 6). This concept, as Jensen notes,
originates from Gadamer’s (1989) term “horizon of experience” by which he meant
“the range of vision that includes everything that can be seen from a particular vantage
point” (as cited in Jensen, 2004, p. 6). Understanding the other, interpreting signs (see
Joseph, 2004) is largely dependent on, and at the same time can be limited by people’s
previous experience. That is why, as Jensen (2004) claims it is not adequate to see
“cultural differences as the only differentiation to interpretation”, but the horizon has
to be taken into account too (pp. 6-7). This horizon can be limited by the speaker’s
social position in society. Positioning as a concept is closely related to the social
constructivist view, and resembles Bourdieu’s (1986) term ‘habitus’ whereby the self
is viewed as a product of the “discourse” and “social field” in which it is located.

Davies and Harré (1990) define positioning as:

“the discursive process whereby selves are located in conversations as observably and
subjectively coherent participants in jointly produced story lines. There can be
interactive positioning in which what one person says positions another, and there can
be reflexive positioning in which one positions oneself. However, it would be a
mistake to assume that, in either case, positioning is necessarily intentional. One lives
one’s life in terms of one’s ongoing produced self, whoever might be responsible for

its production” (as cited in Jensen, 2004, p. 7).

For Jensen, positions of experiences can be seen as an analytical tool in interactions as

it shows:
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= that different positions define the “interpretation of the communication”,
= people “have different opportunities to give different positions of themselves”,

» how individual differences are interconnected with structural differences (pp. 6-7).

In Jensen’s (2004) words the concept of cultural presuppositions “refers to knowledge,
experience, feelings and opinions we have towards categories of people that we do not
regard as members of the cultural communities that we identify ourselves with” (p. 8).
The knowledge people have about others, irrespective whether it is inadequate or
prejudiced will provide a basis for how they are seen, and how their communication
will be interpreted. “The cultural presuppositions of an actor will always be part of

available discourse in society” (Jensen, 2004, p. 8).

Hall (1997) summarises the meaning of discourse as a “particular type of
representation. A discourse is a group of statements, which provide a language for
talking about — i.e. a way of representing — a particular kind of knowledge about a
topic. When statements about a topic are made within a particular discourse, the
discourse makes it possible to construct the topic in a certain way. It also limits the
other ways in which the topic can be constructed” (as cited in Jensen, 2004, p. 8).

Cultural presuppositions as a concept raises awareness about how people characterise
and categorise others on the basis of their own group values. This concept is in
accordance with ethnocentrism and explains why people tend to idealise their own
culture, while others’ are seen as inadequate. Jensen (2004) argues that “while the
actors’ understandings are constructed on the basis of discourses in society, cultural
presuppositions could be described as the actors’ actual use of discourses in society”
(p. 8). Observing how the participant describes others may give insights into his or her
values. Thus cultural presuppositions can become a “practical tool to be aware of the

discourses and discursive formations in everyday life” (Jensen, 2004, p. 8).

Cultural self-perception “is the way in which an actor expresses a cultural community
as the one he or she identifies with” (Jensen, 2004, p. 9). Cultural self-perception is

intertwined with cultural presuppositions, “as it is through the construction of ‘the
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others’ we construct narratives about ourselves” (Jensen, 2004, p. 9).* Cultural self-
perception is a concept that resembles beliefs as it is often the hidden assumption about
“the right way” (Jensen, 2004, p. 9) to organise life. Cultural self-perception is a useful
analytical tool to understand how individuals see their own cultural group. It can throw
light on what other communities the actor identifies with and which communities the
actor feels distinct from. It also gives insight about the speaker’s ethnocentrism

(Jensen, 2004).

In her model Jensen (2004) outlined key concepts speakers must be aware of when
taking part in intercultural encounters. Below the focus will be narrowed on what
happens when participants feel discrepancy between how they want to position
themselves in an encounter (which fragment of their identity is activated) and how the
other speaker identifies them.

5.3.4. Perceiving ethnic identity

Durovic’s study (2008) focuses on the processes individuals go through when in
intercultural communication interactions they feel and experience that their
counterparts’ perception of their ethnic identity “is not consistent with their self-
image” (para. 4). She has identified several reactions and examined how they affect
intercultural communication interactions. The participants of the study were
individuals with different ethnic backgrounds living in the same country, and the
emphasis was on perceived misconceptions of ethnic identity. When conceptualising
ethnic identity as a concept, the social constructivist perspective is followed. In the
study, Durovic (2008) works with two concepts relating to ethnic identity: ethnic
identity values, and ethnic identity salience. Divergent ethnic identity salience
expresses individuals’ attachment and loyalty toward their own group(s) which “varies
in significance depending on time and context and in relation to other group members”
(Durovic, 2008, para. 25), whereas ethnic identity values include characteristics people

associate with their specific ethnic group(s). Drawing on Berry’s (2004) work, it can

12 5ee narratives of the self, Hincham & Hincham, 1997.
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be assumed that the extent to which perceived misconceptions of identities affect

individuals depends on their ethnic identity salience, namely, whether they:

» identify strongly with their own culture but weakly with the dominant culture — the
ethnic-oriented identity option,

= identify weakly with their own culture but strongly with the dominant culture — the
assimilated identity option,

= identify strongly with both cultures — the bicultural identity or integrative option,

= identify weakly with both cultures — marginal identity (pp. 176-179).

Irrespectively which category individuals belong to, experiencing negative
presumptions about one’s ethnic identity triggers certain reactions. The collected data
(based on both quantitative and qualitative research) have found reactions such as
indifference, surprise, and in certain cases; irritation, frustration or anger (Durovic,
2008). Semi-structured interviews revealed that certain feelings acted upon were
situational and contextual dependent. Many participants were found to react with
passivity, which was thought a consequence of former negative experience relating to
the phenomenon, or neutral relationship with the other person. Furthermore, Durovic
(2008) lists bad timing and poor language skills as well, as possible factors. The
counterpart’s perceived attitudes turned out to be crucial in reactions. Negative
attitudes mainly provoke “subtle corrections” or “angry comments”, while neutral
stereotypes only “result in reprimands when they are expressed in a manner which is

found offensive” (Durovic, 2008, para. 63).

In sum, Durovic (2008) has found that reactions depend on the individual’s choice; the
participant decides whether to be active or indifferent when perceiving misconception.
The study did not aim at examining how the response to being corrected influences the
further development of the interaction, or whether the manner (polite or offensive) has
any effect on the counterpart’s behaviour. | am going to elaborate these later in my

model.
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5.3.5. The mediating role of identification in cultural frame switching

An example investigating the issue of cultural identity is Verkuyten and Pouliasi’s
(2006) research from the field of cross-cultural psychology. Biculturalism from
psychological perspective is fascinating because it deals with the coping skills of the
individual in different cultures, as well as how knowledge is construed and organised,
and includes issues of identity development, among others (Verkuyten & Pouliasi,
2006). Closely related to biculturalism is the phenomenon of cultural frame switching,
which serves as an explanation for individuals’ variable cultural values and attributions

influenced by culture relevant stimuli (Ramirez-Esparza et al., 2006).

The questions Verkuyten and Pouliasi (2006) raise are related to biculturalism and
within that to individuals who belong to more than one culture. The study examined
cultural frame switching among bicultural Greek participants residing in the
Netherlands. The authors’ aim is “to show that group identification can mediate, in
part, the relationship between cultural frames and perceptions and attitudes”
(Verkuyten & Pouliasi, 2006, p. 312).

Building on the model of Hong et al. (2000), which brings a “dynamic constructivist
approach” to understanding frame switching (p. 709), the authors apply the premise
“that culture is not internalised in the form of an integrated ...structure” but rather as
“domain-specific knowledge structures, such as categories and implicit theories”
(Hong et al., 2000, p. 710), and “private and collective self-cognitions” (Verkuyten &
Pouliasi, 2006, p 312). Furthermore, they claim that individuals are able to acquire
more than one cultural frame even if “these systems contain conflicting theories”
(Hong et al., 2000, p. 710). “However, these frames are not thought to guide thinking
simultaneously” (Verkuyten & Pouliasi, 2006, p. 313). Thus cultural specific
knowledge gets activated and affects perception and behaviour “only when the relevant
meaning systems are cognitively accessible and fit contextually” (Verkuyten &
Pouliasi, 2006, p. 313). They believe that “when a given cultural frame is salient,
culturally specific beliefs, norms and standards govern people’s thinking and acting”
(Verkuyten & Pouliasi, 2006, p. 313). This thought is linked to the social identity
perspective and self-categorisation theory in particular. As shown above, the social
identity theory is concerned with how groups and categories to which individuals
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belong determine the way they see themselves. The main idea of the self-
categorisation theory is that “different forms of perception and behaviour arise from
different categorical definitions of the self” (Verkuyten & Pouliasi, 2006, p. 313). It is
argued, that group identity activation (salience) brings about self-stereotypes in

accordance with the stereotypic ingroup characteristics (Verkuyten & Pouliasi, 2006).

Based on these, Verkuyten and Pouliasi (2006) claim that showing national icons to
participants, using Dutch or Greek languages in the questionnaires would activate
different cultural constructs and group identities. This way, group identification would
lead to different “forms of self-stereotyping, attitudes and attributions” (p. 314).

The research presuppositions were as follows:

= Bicultural individuals will “evaluate themselves and their group differently
depending on the cultural frame: Greek or Dutch”. ™

= |If the Greek cultural frame is salient, participants will give “a more positive
evaluation of the social self”, while in case the Dutch cultural frames is salient the

“personal self” is rated more positively.

= “Self descriptions would differ between the two bicultural groups™.** In the Greek
context, they would be stereotypical for the Greek traits, whereas in the Dutch

context, Dutch stereotypes would be overwhelming for self-description.

= “As attitudes and values endorsed in collectivist and individualist cultures differ
substantially”, “family integrity and friendship” would be “endorsed more strongly
by bicultural participants when a Greek cultural frame is activated” (Verkuyten &
Pouliasi, 2006, p. 314).

13 Based on the cultural variables; individualist/collectivist.
4 Bicultural participants were presented randomly with either the Dutch or the Greek version of the

guestionnaire.
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In sum, “cultural framing was expected to affect ethnic group identification, and
identification, in turn, was expected to affect self-evaluation, self-stereotyping, and

attitudes toward family integrity and friendship” (Verkuyten & Pouliasi, p. 314-315).

The research has proved that self-evaluation, self-stereotypes and attitudes toward
family integrity and friendship were affected by cultural framing. When the Greek
culture was activated, participants evaluated the personal self less positively, but they
emphasised family integrity and friendship. The situation was different in case the
Dutch culture was activated when participants focused more on personal values. The
researchers found that priming one culture considerably affected group identification,
which in turn, had an effect on perceptions and attitudes, thus it can be claimed that
identification acted as a mediator. Finally, the authors concluded that “social identity
principles are important for understanding the experiences of bicultural individuals”
(Verkuyten & Pouliasi, 2006, p. 312).

The main implications of this research are that in case of multiple identities, context
plays a decisive role in activating different cultural frames. The contextual cues in this
study partly seem to be artificial (icons on the questionnaires) however, the use of
languages, either Dutch or Greek in the questionnaire, supported Joseph’s (2004)

argument that language plays a primary role in identity construction.

5.3.6. Implications

Different approaches to the issue of identity have been shown. Jensen (2004) following
the post-structuralist tradition, provided a model useful for especially retrospective
thinking about what factors affect intercultural conversations. She identified four
concepts, which serve as analytical tools: identity, positions of experiences, cultural
presuppositions and cultural self-perception (Jensen, 2004). Jensen’s (2004) model
views the communication process from the position of the individual. Furthermore, it
avoids treating cultures as fixed entities and puts emphasis on the multiple nature of
identity. Jensen’s thoughts give further implications for my research, and this is the
question of agency. Identities are shaped not only by social structures but also by
individuals’ participation in forming their own identities (Woodward, 2004). This may

result in tension between structure and agency. The question of how much control
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people have in constructing identity and how much control or constraint is exercised

over them is well addressed in Jensen’s (2004) model.

Durovic’s (2008) study has drawn attention to the consequences of misconceptions
about our partner’s ethnic identity, mainly from the point of view of the perceived. She
examined what reactions are triggered in such discrepancies. Durovic (2008) examined
the issue following a humanist tradition. The study threw light on mainly the first
phase of an encounter, and did not deal in depth with the further development of the
interaction. However, it shows how relevant it is to construct the other person’s

identity in accordance with his or her self-identification at the particular moment.

Verkuyten and Pouliasi’s research (2006) has provided a step further in seeing how
people’s cultural frame-switching affects their attitude and self-stereotyping. The work
follows the positivist research traditions in the field of cross-cultural psychology, and
relies heavily on Hofstede’s (1980, 2003) individualism-collectivism cultural
dimensions. The research confirmed that cultural framing has an effect on group
identification and individuals’self-evaluation, self-stereotypes and attitudes (Verkuyten
& Pouliashi, 2006). Furthermore, that group identification, to some extent, mediates
the relationship between cultural framing and cultural constructs. In the research,
bicultural participants were treated as if they could belong only to the two given
cultures, which implied that the concept of culture was equal to that of the traditional
definition, and cultural identity was supposed to equate with either of the two. The
other shortcoming of the research is that it cannot account for the processes involving
cultural frame switching in real-life situations, as the study used icons and language as
primes to activate cultural knowledge. However, as will be shown, in real interactions
where participants with multicultural identities share a common language, different
situations (i.e. changing of the context) may activate different cultural frames

according to their salience.

How open individuals are to cultural differences, and to what extent they tolerate the
other’s misconceptions largely depend on their level of trust. The next part, with its
focus on the issues of trust and self-disclosure, links the already discussed concept of
identity with the concept of intercultural conflict.
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5.4 TRUST

Literature on conflict and negotiation often refers to openness, trust and understanding,
three concepts that, according to Grunig & Grunig (1992) are interrelated and
inseparable. Trust is a multifaceted concept that has been shown to be essential for
good relationships between individuals, and developing positive attachment to one’s
own group (Burke & Stets, 1999). Tardy and Dindia (2006) claim, that trust is related
to disclosure in two main ways. First, trust positively correlates with disclosure, as
people are more willing to disclose personal information to a person they trust.
Second, in case of disclosure, people tend to think that they are trusted by the other
party (Tardy & Dindia, 2006). Without trust, those in conflict may become estranged
(cognitively, affectively, and physically) instead of working together to resolve their
disagreements (Ting-Toomey, 1997). Paradoxically, while trust can only be achieved
through communication, an absence of trust leads to lack of hope in resolving conflict

situations constructively, and communication inevitably breaks down.

5.4.1. Trust and social capital

Trust is closely related to the concept of social capital. Social capital is often defined
as the individual’s connections through a series of networks which yield mutual
support and commitment from those they are connected to (Borgulya & Kiss, 2010).
Baum and Ziersch (2003) suggest that social networks are the “ties” between people or
social groups and they form the structure of social capital (p. 321). Kawachi and

Kennedy (1997) define social capital along three dimensions:

= credibility and trust in the environment;
= help received and provided for others;
= civic cooperation in associations (being engaged and fulfilling duties within such

communities).

Social capital scholars note three functions of social capital with reference to their
context and function: bonding, bridging, and linking. Szreter and Woolcock (2004)
suggest that bonding social capital involves trusting and cooperative relationships,
bridging social capital refers to relationships of respect and mutuality, and linking
social capital refers to the norms of respect and trusting relationships (pp. 650-652).
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Trust is generally considered a fundamental element of social capital, but it is not
obvious whether trust is the consequence of strong social capital or a factor for it
(Skrabski, 2008). Luhman (2000) sees trust as a social complexity reducing
mechanism while others interpret trust as a belief in the other party’s ethical and fair
behaviour during interactions. According to Baum and Ziersch (2003), trust relates to
the cognitive aspects of social capital, thus understanding the concept can be a key to

understanding social capital. At least three forms of trust exist in literature:

= “trust of familiars” — the presence of trust within existing networks;
= generalised or “social trust” — trust that is extended to strangers;

= institutional trust —trust in institutions (Baum & Ziersch, 2003, p. 321).

Siegrist (2001) makes further differentiations between interpersonal and social trust:
by the former he means trust in a particular person during face-to face interactions.
This type of interaction enables the participants to observe each other and give
continuous feedback. Social trust is expressed towards an entity, groups of people,

organisations and their representatives.

Wilson and Putnam (1990) point out that all negotiations require a minimum level of
trust but that trust is always difficult to obtain when motives coincide (e.g. in conflict
situations when both participants want to win over the other). In communication, the
significance of openness and understanding is considerable, since “the better the
mutual understanding, the better the working relationship” (Fisher & Brown, 1988, p.
64). Interpersonal trust is achieved through the repeated demonstration of reliability
and dependability during social interactions. Over time, this mutuality is emphasised
and encourages more faith in a contributor’s responsiveness to the other’s needs
(Rubin & Levinger, 1995). Thus “trust building depends heavily on reliable words and
dependable actions” (Ting-Toomey & Oetzel, 2001, p.41). Conversely, distrust is
about violations of reliability and issues of “sustained scepticism” in which those
involved “second-guess” each other’s intentions and actions (Ting-Toomey & Oetzel,
2001, p. 40). “In a tension filled intercultural conflict scenario, adversaries will often
view the relationship with distrust because interpersonal faith is broken and the other
party is perceived from outgroup-one of the distant ‘them’” (Ting-Toomey & Oetzel,
2001, p. 40).
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5.4.2. Trust and self-disclosure

Foley and Duck (2006) claim that disclosure, which can be viewed as a sign of trust,
plays a decisive role in developing and maintaining the relationship and enhancing the
success of communication. Allport (1954, 1979) in his Contact Hypothesis argues that
relationships between groups can be improved through more contact and information.
Contact Hypothesis has resulted in a considerable amount of controversy and further
research in the field, from which a consistent finding is that learning and gaining more
knowledge about the outgroup promotes contact with it (Hargie et al., 2008). Studies
on Social Identity Theory have indicated that maintaining intercultural relationships
can reduce negative stereotypes towards the other group; furthermore, self-disclosure

is a key element in this process (Brown & Hewstone, 2005).

Turner et al. (2007) list three reasons why disclosure can play an important role in
multicultural contexts. “Firstly, the process of listening to disclosures increases
empathy for, and understanding of, the other side. Secondly, disclosures from outgroup
friends are seen as particularly important and therefore highly valued”; thirdly, self-
disclosure is seen as a proof of mutual trust since trust allows more information to be
shared and appreciated (as cited in Hargie et al., 2008, p. 796). Thus self-disclosure
plays an important role in trust building as well as in deepening relationships and

encouraging cooperation.

Finally, the other crucial element of self-disclosure is shaping identity. As Anderson
(2000) states, “the self is possible only in the web of connected lives” (p. 2), so the self
is shaped and construed again and again in interactions. As Baxter and Sahlstein
(2000) claim, it “cannot be separated from other; rather, other helps to construct self in
an ongoing dialogue” (p. 293). As summarised by Hargie and Dickson (2004), “Self
can be thought of as a social construction and self-disclosure is a process between
individuals in which selves are shared, shaped, negotiated and altered” (p. 225). Based
on the above written, Hargie and his colleagues (2008) conclude that: “Given that
disclosure exchange is central to the formation of identity, it can be argued that, in
divided societies, little change can be expected in the sets of ingroup and outgroup
ascriptions, together with associated outgroup negativity, when intergroup

communication of this nature is absent” (p. 793).
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All theories and research findings discussed so far have aimed to get closer to the
process of intercultural communication to provide answers to the questions raised by
intercultural education research. There is one common thread, though not directly
addressed in all of the above notions, namely that they all involve the concept of

conflict.

5.5. CONFLICT IN INTERCULTURAL COMMUNICATION

Conflict is an inevitable feature of human contacts but it is not necessarily a
determining factor in how the quality of interpersonal relationship is assessed. It can be
present in various social situations ranging “from stranger-to-stranger interaction” to
interpersonal and intergroup settings (Hammer, 2002, p. 3). In a conflict situation it is
rather the applied competencies to manage conflict that contribute to whether the
relationship will move “along a constructive or destructive path” (Ting-Toomey &
Oetzel, 2001, p. 3). If managed competently, conflict can help individuals to express
their needs, clarify misunderstandings as well as strengthen common interests and
goals (Ting-Toomey & Oetzel, 2001).

Ting-Toomey and her colleagues (2000) define conflict as “an intense disagreement
process between a minimum of two interdependent parties when they perceive
incompatible interests, viewpoints, processes, and/or goals in an interaction episode”
(p. 48). Geist (1995) extends the concept with “divergent interpretations, struggles for
control, and multiple perspectives” (as cited in Hammer, 2002, p. 4). Fisher (1990)
views conflict as “a social situation involving perceived incompatibilities in goals or
values between two or more parties, attempts by the parties to control each other, and
antagonistic feelings by the parties toward each other” (p. 6). In Hammer’s (2002)
opinion, the “elements of perceived disagreements” together with “strong negative

emotional reactions” can be seen as the two fundamental features of a conflict process
(p. 4).

When involved in conflict, people may have different expectations how the conflict
should be handled. These expectations, as many argue (e.g. Ting-Toomey & Oetzel,
2001; Gudykunst & Nishida, 1986; Hofstede, 1991), are based on the underlying
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cultural values and norms, thus they vary across cultures. Intercultural communication
research predominantly approaches the issue of intercultural conflict - within that for
example conflict style preferences - under the rubrics of individualism-collectivism
(see Ting-Toomey & Oetzel, 2001; Gudykunst & Nishida, 1986; Hofstede, 1991), and
high-low context communication systems (see Hall, 1976; Hammer, 1997). These both
suggest that “core cultural differences are found in terms of the degree to which
individuals use direct or indirect approaches to resolve conflict across cultures”
(Hammer, 2002, p. 15). Though emotions are considered to be universal, the extent to
which they are expressed in conflict situations is often seen as culturally dependent.
Emotional expressiveness in conflict has been shown to vary along masculine-
feminine (Ting-Toomey, 1988), high-low uncertainty avoidance (Gudykunst & Kim,
1997) and high-low power distance culture systems. These approaches are rather cross-
cultural as they are descriptions or comparisons of conflict situations across cultures,
and their underlying assumption is that understanding cultural values would promote
successful intercultural communication and conflict management (Gudykunst, 2003;
Ting-Toomey & Oetzel, 2001). However, recent research has moved beyond this focus
and tends to put greater emphasis on individual and situational factors that are claimed
to influence conflict behaviour (e.g. Oetzel et al., 2003, as cited in Oetzel et al.,
2007).

5.5.1. Gudykunst and Kim’s model (1984)

Though not designed specifically to explain intercultural conflict, one early attempt at
modelling the intercultural communication process is Gudykunst and Kim’s (1984)
organising model for studying communication with strangers (see Figure 5.2.) The
origins of the model go back to the Uncertainty Reduction Theory (Berger 1979,
Berger & Calabrese, 1975) which assumes that participants try to reduce uncertainty
when they meet a stranger by making predictions about his or her possible behaviour.
Uncertainty reduction involves both proactive and retroactive explanations; first
predictions about others’ attitudes, beliefs, feelings and behaviour are made, followed
by explanations for the stranger’s behaviour (Berger, 1979; Berger & Calabrese, 1975;
Smith & Bond, 1993). In Gudykunst and Kim’s model (1984), communicative
predictions are based on cultural, sociocultural, psychocultural and environmental

influences, which act as filters. Filters influence how people interpret messages
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encoded by strangers and what predictions are made about the strangers’ behaviour
(Gudykunst & Kim, 1984). As they claim: ‘Without understanding the strangers’
filters, we cannot accurately interpret or predict their behaviours” (Gudykunst & Kim,
1984, p. 35).

Gudykunst and Kim (1984) argue that intercultural communication must be seen as a
dialogical process, in which parties involved have mutual influence on each other and
both are influenced by their conceptual filters. They claim that intercultural
communication can be characterised along the same variables and processes operating

as other types of communication.
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Figure 5.2. An Organizing Model for Studying Communication with Strangers
(Gudykunst & Kim, 1984, p. 30)

Gudykunst and Kim (1984) use the term stranger to refer to those relationships “where
there is a relatively high degree of strangeness and a relatively low degree of
familiarity” (1984, p. 22). They argue that this relationship can be viewed as varying

along a continuum from involving total strangeness to total familiarity. At one end,
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individuals communicate with strangers and they mainly rely on categorical (i.e. group
membership) information, whereas at the total familiarity end little categorical data is
used (Gudykunst & Kim, 1984). The concept of the stranger originates from the
German sociologist, Georg Simmel’s essay (1950), published in 1908. Simmel (1950)
views strangers as people who carry both the characteristics of nearness (physical) and
remoteness (i.e. different values, norms and worldviews). Schuetz’s (1944)
understanding of the concept is broader, as he considers anybody, approaching a group
different from their own, acting as a stranger. The term stranger includes immigrants,
sojourners to other cultures and/or people who just want to be a member of a small
community or social group e.g. a club, a family etc. He argues that strangers lack
“intersubjective understanding” as they are unfamiliar with the social world of the
group they are approaching (as cited in Gudykunst & Kim, 1984, p. 21). Parillo (1980)

summarises Schuetz’s perspective from the stranger’s point of view:

“Because this is a shared world, it is an intersubjective one. For the native, then, every
social situation is a coming together not only of roles and identities, but also of shared
realities — the intersubjective structure of consciousness. What is taken for granted by
the native is problematic for the stranger. In a familiar world, people live through the
day by responding to daily routine without questioning or reflection. To strangers,
however, every situation is new and is therefore experienced as a crisis” (Parillo, 1980,

as cited in Gudykunst & Kim, 1984, p. 21).

Barth (1969) focusing on ethnic groups in his definition, identifies some other crucial
elements of the process of perceiving someone as a stranger: “The identification of
another person as a fellow member of an ethnic group implies a sharing of criteria for
evaluation and judgement. It thus entails the assumption that the two are
fundamentally ’playing the same game’. On the other hand, a dichotomization of
others as strangers, as members of another ethnic group, implies a recognition of
limitations on shared understandings” (Barth, 1969, p.15). In this sense, the degree of
strangeness does not depend only on the number of encounters or the level of
familiarity, but rather on shared understanding. Shared reality, familiarity with the

social world of a particular group, being aware of norms, roles and identities and
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behavioural patterns are all among the key elements to successful communication
between people (Hall, 1960).

Gudykunst and Kim (1984) identify four types of influences which determine the
communication with strangers: cultural, sociocultural, psychocultural and
environmental influences. This categorisation resembles Miller and Steinberg’s (1975)
who argue that people use three levels of data when they make predictions about other
people’s behaviour: cultural (i.e. postulates, norms, and values), sociological (i.e.
membership in social groups), and psychological (predictions are based on the

specific people with whom we are communicating).

According to Gudykunst and Kim’s model (see Figure 5.2.), people make predictions
about other people’s behaviour based on certain cultural data. These data can originate
from knowledge about the other culture based on experience, or in the absence of this,
predictions are made on the basis of the speaker’s own cultural experiences (Miller &
Steinberg, 1975). This kind of knowledge or lack of knowledge thus acts as a filter,
and at the same time, one’s own culture influences how a stranger is perceived. The
discussion of cultural influences focuses on three components of culture: postulates,
ends and means (Gudykunst & Kim, 1984). Postulates are interpreted as the things
people take for granted as “the way things are” as they are learned in childhood
(Gudykunst & Kim, 1984, p. 40). The most general postulate held by people of a
certain culture is their world view. Gudykunst and Kim (1984) claim that
understanding postulates guiding strangers’ behaviour can help with interpreting and
predicting their behaviour. Values are closely related to ends, as they “imply a
preference for certain types of actions” (Triandis, 1972, as cited in Gudykunst & Kim,
1984, p. 49). Olsen (1978) views social values as the desirable ends or objectives of
people’s social lives (as cited in Gudykunst & Kim, 1984). Gudykunst and Kim (1984)
assume that each culture has norms and rules which include the prescribed and
proscribed methods for achieving these goals. They also determine how to behave, that
is why they are often sources of perceived inadequate behaviour. Dahl (2004) notes
that studies focusing on value orientations, which are “related to the ideals shared by a

group” (Trompenaars, 1993, p. 3), tend to give an abstract picture of behaviour, while
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research dealing with norms, rules and manners of a cultural group tends to be more

concerned with it.

Sociocultural influences on the communication process can be affected by the
individuals® group-belonging, the roles they fill in social life or in the interaction, and
how people define interpersonal relationships. In the model, individuals are seen as
members of many different social groups. Gudykunst and Kim (1984) differentiate
between membership groups and reference groups. Membership affiliations are based
on conscious feelings of belonging to a group (e.g. family, social class, ethnic group,
occupational group, nationality). People usually claim to be members of this group in
order to get affection and avoid social isolation or because of restraints acting upon
them that keep them in their group (Janis & Smith, 1965). Reference groups are groups
people would like to belong to, which is why they tend to follow their rules and norms
as guidance as to how to behave (Gudykunst & Kim, 1984). Individuals learn through
socialisation which groups to avoid, and at the same time how to see their own group
in a favourable light (Gudykunst & Kim, 1984). This tendency can lead to inaccurate
attributions and predictions about the behaviour of strangers from the outgroup
(Allport, 1979). As a consequence, individuals’ communication with strangers is
claimed to be influenced by the groups they belong to and the roles they fill in a
particular group (Gudykunst & Kim, 1984). Roles are seen as “a set of behavioural
expectations associated with a particular position in a group” (Gudykunst & Kim,
1984, p. 67). Gudykunst and Kim (1984, pp. 69-75) delineate four dimensions along

which role relationships differ across cultures:

degree of personalness of the relationship,
degree of formality expected,

degree of hierarchy present in the relationship,

M o

degree of deviation allowed from the “ideal role enactment” (loose and tight social
structures (Mosel, 1973, as cited in Gudykunst & Kim, 1984, p. 73).

They argue that “since roles tend to vary across cultures, it is necessary to know
strangers’ role expectations if we are to understand and accurately predict their
behaviour” (Gudykunst & Kim, 1984, p. 82).
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The variables operating in psychocultural influences are “those involved in the
personal ordering process” (Gudykunst & Kim 1984, p. 34). This process is assumed
to give stability to psychological processes (both cognitive and affective) (Gudykunst
& Kim, 1984). The cognitive variables are categorisation, stereotyping and attribution
processes while affective variables include concepts such as prejudice, attitudes and
discrimination. Social cognition can be seen as a dialectical process which involves
both the process of grouping certain elements and data based on similarities as well as
dissociate them based on differences (Gudykunst & Kim, 1984). Putting discrete
elements into groups is a necessary condition for individuals to process information
and think (Neisser, 1976, Allport, 1979) and, after Durkheim, Elwell (2003) claims
that these categorisations are the manifestations and collective representations of mind.
Forming social categories serves as an orientation system for individuals to define their
own role and place in the society (Tajfel, 1974). Categorisations influence the way
people interpret the world and the predictions individuals make about other people’s
behaviour. The whole process depends on “attributes of the things”, “the context”, “the
skills and knowledge” people possess (Cole & Scribner, 1974, p. 100). However, as
Bruner’s (1983, 2005) theory of cognitive growth shows, the categorisation process is

not the same throughout lifetime.

When the elements being categorised are people, the categorisation process is defined
as stereotyping (Schaefer, 2007). Stereotypes “refer to any categorization of individual
elements concerned with people which mask differences among those elements”
(Brislin, 1981, p. 44). Brislin (1981) argues that stereotypes are “absolutely necessary
for thinking and communication ... a fact which must be realized in any analysis of
interaction between individuals from different backgrounds” (p. 44). In case of
intercultural encounters for example, they help people reduce uncertainty about
intentions and beliefs of members of other groups, and reduce the need to get personal
information about the other, so attention can be paid to other aspects of the interaction
(Smith & Bond, 1993). The other function of stereotypes is that differentiating one’s
own group from others strengthens group belonging thus contributes to establish a self-
concept (Tajfel, 1978).
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Gudykunst and Kim (1984) warn that stereotypes may cause people to make incorrect
inferences and predictions about strangers’ behaviour in the process of
communication, and problems arise when they are held rigidly and do not allow
perceiving individual differences. “Such discrepancies may result in
misunderstandings, low interpersonal attraction, rejection, and even overt hostility and
conflict” (Albert, 1986, p. 43). “Stereotypes are likely to be consensually held if one’s
own group has a long history of living together with the outgroup within one’s
borders” (Smith & Bond 1993, p. 171).

While stereotyping is an attempt to explain who others are, attribution, usually with the
same reasoning antecedents, tries to explain the underlying causes behind what others
did (Lalljee, 1987). In other words, attribution as a cognitive variable is concerned
with how individuals try to draw inferences about the causes of “behaviour as
observed” (Heider, 1958, p. 37). The attributions people make can have crucial
consequences for their own behaviour toward others (Albert, 1986). Jones and Nisbett
(1972) argue that people (actors) usually interpret their own behaviour differently than
do people who observe them. They suggest that actors usually attribute their own
behaviour to situational factors, whereas observers attribute the behaviour to
characteristics of the actors (Jones & Nisbett, 1972). Nisbett et al. (1973) offer two
probable cognitive explanations for these divergent perspectives. The first is related to
focus of attention. Actors’ attention at the moment of the action is directed at the
situational cues with which their behaviour is coordinated. Thus actors may interpret
their behaviour as a reaction to the situation. For observers, however, it is not the
situational cues that are salient, but rather the actors’ behaviour. The other explanation
for the differential bias of actors and observers stems from difference in the nature and
extent of information possessed (Nisbett et al., 1973). In general, actors know more
about their own past behaviour and present experiences than the observers, so they are
prevented from interpreting their behaviour in terms of personal characteristics
(Fincham & Hewstone, 2004, p. 213).

Jaspers and Hewstone (1982) examined intercultural attributions and they drew the

following conclusions:
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1. “Behaviour of members of other groups perceived as out-of-role and unexpected
from the perspective of one’s own group is more likely to lead to person
attribution.

2. Since social categorization in terms of cultural differences is probably very salient
in such situations, the person attribution will be associated with the perceived
differences in culture.

3. The same behaviour which gives rise to person attribution cross-culturally may
lead to a situational attribution within a particular group or culture because social
categorization does not covary with the behaviour, but is constant” (as cited in
Gudykunst & Kim, 1984, p. 89).

Gudykunst (1998) further claims that both “egocentric bias” (the inclination to
perceive one’s own behaviour as appropriate), and “ego-protective bias” (attributing
success to personal dispositions but failures to situational factors) play a crucial role in
intercultural communication. Furthermore, people tend to stop their search for
interpretations of behaviours as soon as perceived “relevant and reasonable
interpretations” have been found (p. 148). Finally, people have a tendency to
“overemphasise negative information about strangers’ behaviours” (Gudykunst, 1998,

pp. 147-148).

Affective variables like attitude, prejudice and discrimination are very strong
determinants of how strangers are perceived. Prejudice is “a negative attitude toward
an entire category of people” (Schaefer, 2007, p. 41). Schaefer (2007) warns that
“prejudice involves attitudes, thoughts and beliefs, not actions”, while discrimination
is action as it “involves behaviour that excludes all members of a group from certain
rights, opportunities, or privileges” (p. 41). However, both of them are claimed to be
categorical (Schaefer, 2007, p. 41). Gudykunst and Kim (1984) believe that prejudice
“can be ... conceptualised as varying by degrees or amounts”, so it should not be seen
as a dichotomy (p. 97). Brislin (1979) claims that prejudice may perform several
functions. Firstly, “People want to be well liked by others in their culture. If such
esteem is dependent upon rejecting members of a certain group, then it is likely that
people will indeed reject members of the outgroup” (Brislin, 1979, p. 29). Secondly,
prejudice protects people from information that “might damage their self-image (ego-
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defensive function)” and has a value-expressive function as it allows individuals “to
express important aspects of their lives” (Gudykunst & Kim, 1984, p. 99). Finally, the
knowledge function means that prejudice assists people in “organising the world”
around, with relying on already constructed categories instead of focusing on incoming
stimuli (Brislin, 1979, pp. 29-30; 2000).

The very last layer, embracing all discussed so far is environmental influences.
Gudykunst and Kim (1984) claim that the environment and particularly the
“perceptions of the environment” influence the communication with strangers (p. 115).
They argue that physical environment (climate, architecture etc.) has an influence on
the feelings, emotions, attitudes of the perceiver, and that this environment has a direct
impact on the predictions people make about others’ behaviour and the way they

interpret incoming stimuli (Gudykunst & Kim, 1984).

Gudykunst and Kim’s (1984) model is an attempt to provide a full account of the
communication process by synthesising theories and findings of social- and cross-
cultural psychology, anthropology and sociology. As for the approach to examining
cultural processes, the authors’ is etic in nature (see 4.3.1.). Though the
communication process is claimed to be viewed as dynamic, in many instances it
seems to lack the constructive nature of communication (e.g. forming attributions,
positioning) and is limited to the coding-decoding model of communication. Although
the model gives account of cognitive and affective processes of the individual, all
influences which affect how strangers are perceived are claimed to be determined by
culture. Individuals tend to be treated as if they were “captives of their cultures”
(Samovar & Porter, 2004, p. 24), so their attitudes (stereotypes, ethnocentrism, and
prejudice) are claimed to be dependent on and the result of socialisation in a given
culture. The model lacks the concept of multiple identities, or the agency of the
individual. Thus following the principles of cross-cultural communication research, the
authors tend to treat cultures as fixed entities, and the model limits itself to making
strangers’ behaviour easily predictable only in the initial stage of the interaction. The
merit of the model lies in its thorough overview and synthesis of theories and
conceptualisation of essential factors contributing to deeper understanding of

intercultural communication.
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5.5.2. A culture-based situational conflict model

Ting-Toomey and Oetzel’s (2001) Culture-Based Situational Model (2001) takes the
“cultural variability perspective”, claiming that values of individualism-collectivism
and power-distance are key elements to understand how conflict management varies
across cultures (p. x.). In addition, the model concerns individual personal attributes
and situational factors as well. Cultural value dimensions are argued, as mediated
through situational features, to affect the way people “experience the conflict, define
the conflict, and attribute meanings to the micro-events that take place in the conflict”
(Ting-Toomey & Oetzel, 2001, p. 28). Four clusters of factors are identified in their
model (see Figure 5.3.):

1. “primary orientation factors: cultural value patterns, personal attributes, conflict
norms, face concerns,

2. situational and relationship boundary features: intergroup boundaries, relationship
parameters, conflict goal assessments, and conflict intensity,

3. conflict communication process factors: conflict styles, facework strategies,
emotional expressions, conflict rhythms,

4. conflict competence features” (Ting-Toomey & Oetzel, 2001, p. 28).
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SITUATIONAL FEATURES

Ingroup/Outgroup Perceptual Boundaries
(e.g., ethnocentric lens)

Relationship Parameters
(e.g., control vs. affiliation)

Conflict Goal Assessments
(e.g., task vs. relational issues)

Conflict Intensity and Resources
(e.g., high & low intensity)
Person A Person B

PRIMARY ORIENTATION
FACTORS

Cultural Value Patterns
(e.g., collectivism)

PRIMARY ORIENTATION
FACTORS

Cultural Value Patterns
(e.g., individualism)

CONFLICT PROCESS FACTORS

Conflict Interaction Styles
(e.g., competition vs. avoidance)

Emotional Expressions
(e.g., engaged vs. restrained emotions)

Personal Attributes
(e.g., interdependent self)

Personal Attributes
(e.g., independent self)

Fecework Behaviors
(e.g., defending, apologizing)

Conflict Competence Skills
(e.g., monologue vs. dialogue)

Conflict Norms
(e.g., communal norm)

Conflict Norms
(e.g., equity norm)

Fece Concems
(e.g., other-face)

- J

Fece Concerns
(e.g., self-face)

w

CONFLICT COMPETENCE CRITERIA &
OUTCOMES

Appropriateness, Effectiveness, Satisfaction, Productivity

Figure 5.3. An Intercultural Conflict Episode: A Culture-Based Situational Conflict
Model (Ting-Toomey & Oetzel, 2001, p. 29)

Primary orientation factors refer to those “factors that create primary differences
between cultural members in an intercultural conflict episode” (Ting-Toomey &
Oetzel, 2001, p. 28). Cultural value patterns and personal attributes, though the
authors acknowledge the possibility of individual variability, are considered to be
culture specific. Personal attributes are concerned with how the self is conceptualised
in the intercultural conflict situation (for more details see Table 5.1.). Conflict norms
are claimed to be influenced by cultural values and personal attributes. The authors
define conflict norms as the “prescriptive standards that we apply to assess culturally
“reasonable” or “unreasonable” behaviour in a conflict situation” (Ting-Toomey &
Oetzel, 2001, p. 34). What norms people prefer to use are assumed to be varied

according to value dimensions. The last factor within the primary orientation cluster is
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face concerns. Ting-Toomey’s conflict face negotiation theory (1988) is originally a
theory focusing on conflict which “has been expanded to integrate cultural level
dimensions and individual-level attributes to explain face concerns, conflict styles, and
facework behaviors” (Gudykunst, 2005b, p. 67). Ting-Toomey (1988) argues that
conflict is “a problematic situation that demands active facework management from
the two interdependent conflict parties” (p. 213). “Face is a cluster of identity and
relational based issues” (Ting-Toomey & Oetzel, 2001, p. 36) (e.g. respect, trust,
credibility, etc.) and — as Ting-Toomey and Kurogi (1998) define, it is “a claimed
sense of favourable social self-worth that a person wants others to have of her or him”
(as cited in Gudykunst, 2005b, p. 67). Facework means the communication behaviour.
Ting-Toomey’s (1988) theory claims that people in all cultures try to maintain their
face in conflict situations and they expect others to respect their needs. The main
dilemma people meet in case of conflict is whether they should preserve their own face
or “satisfy others’ face-need” (Ting-Toomey, 1988, p. 221). Ting-Toomey (1988)
argues that members coming from collectivistic or individualistic cultures use different
face-saving strategies. Face has simultaneous affective (feelings of shame and pride),
cognitive (considering how much to give or receive) and behavioural levels (Ting-
Toomey, 1988). Ting-Toomey and Oetzel (2001) in their model — referring to Rogan
and Hammer (1994), and Ting-Toomey and Cole’s (1990) concepts -work with three
dimensions of face: locus of face, face valence, and temporality (p. 36). Locus of face
expresses “concern for self, other or both” (p. 36). Face valence covers “whether face
is being defended, maintained or honoured”, while temporality means “whether face is

being restored or proactively protected” (Ting-Toomey & Oetzel, 2001, pp. 36-37).

The second cluster of mediating factors relates to situational and relationship
boundary features (Ting-Toomey & Oetzel, 2001, pp. 37-39). Similarly to Gudykunst
and Kim’s model (1984), the environmental setting in a particular situation is defined
as a crucial factor, as well as the nature of relationship people have with the other
party. The concept of ingroup-outgroup boundary draws on Triandis’ (1995)
definition, whereas ingroups are seen as groups of people “about whose welfare a
person is concerned, with whom that person is willing to cooperate without demanding
equitable returns, and separation from whom leads to anxiety” (as cited in Ting-

Toomey & Oetzel, 2001, p. 38). On the contrary, outgroups are seen as groups of

101



individuals who “carry very different characteristics or attributes” which usually
“conflict with one’s ingroup standards” (Ting-Toomey & Oetzel, 2001, p. 38). The
authors argue that members of these groups are perceived as “disconnected, unequal,
or threatening” (2001, p. 38). The ingroup-outgroup bias is claimed to be influenced by
“group-based and individual-based ethnocentrism and prejudiced tendencies” (p. 39).
The authors claim that if the outgroup’s negative perception is dominant, this can be a
hotbed of negative stereotypes and prejudice (Ting-Toomey & Oetzel, 2001).
Following the works of Rubin and Levinger (1995), and Lewicki and Bunker (1995),
relationship parameters are examined in terms of three dimensions: “competition-
cooperation, affiliation-control, and trust-distrust” (as cited in Ting-Toomey & Oetzel,
2001, p. 39). Relationship parameters influence how people frame a conflict, how they
view their relationship, and the conflict task (Ting-Toomey & Oetzel, 2001). As
conflict can be seen as a “mixed-motive arrangement” (Ting-Toomey & Oetzel, 2001,
p. 40) depending on goals of participants; motives to compete or cooperate differ in
their intensity during the interaction. “Affiliation involves social ties...”, “as well as
relational rapport and support”, while control “involves social dominance and
submission issues, as well as respect and deference orientations” (Ting-Toomey &
Oetzel, 2001, p. 40).

The participants’ definition of the conflict situation influences how and what goals
operate in the interaction (Ting-Toomey & Oetzel, 2001). How people perceive
conflict, and how participants interpret different goals in conflict are supposed to vary
across cultures. After Wilmot and Hocker (1998), goals are differentiated as content
conflict goals, relational and identity-based conflict goals (as cited in Ting-Toomey &
Oetzel, 2001, p. 42). Content-conflict goals involve “substantive issues external to the
individual”, while relational-conflict goals are understood in terms of “how individuals
define or would like to define the particular relationship (formal vs. informal) in the
conflict episode” (Ting-Toomey & Oetzel, 2001, p. 42). Identity-based goals are
defined in dichotomies like: “validation-rejection, approval-disapproval, respect-
disrespect, valuing-disconfirming of the individuals in the conflict episode” (2001, p.
42). In conflict situations, rejecting someone’s idea or opinion can be interpreted as
rejecting that person’s deeply held beliefs (Ting-Toomey & Oetzel, 2001). Resembling
Davies and Harré’s (1990) idea of positioning (as cited in Jensen, 2004, p. 7) Ting-
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Toomey and Oetzel (2001) warn that arguments or disagreements over content or
relational issues at surface level may often hide identity conflict problems beneath.
Conflict goals are all believed to be linked to the underlying beliefs and value patterns
of the culture and the individuals.

The third cluster is conflict communication process factors which involve - building on
Ting-Toomey’s (1988) face negotiation theory - conflict interaction styles, conflict
facework behaviours (Ting-Toomey, 1988), conflict emotional expressions and
conflict rhythms in the intercultural conflict process (Ting-Toomey & Oetzel, 2001, p.
45). Conflict style is defined by Ting-Toomey and her colleagues (2000) as “patterned
responses to conflict in a variety of situations” (p. 48). They are generally
conceptualised along two dimensions. Rahim (1983), for example, focuses on the
individual’s concern for self or concern for others. Based on these, he delineates five
conflict styles: dominating style (high self/low other concern), obliging style (low
self/high other concern), avoiding style (low self/other concern), integrating style (high
self/other concern) and compromising style (moderate self/other concern) (Rahim,
1983, pp. 368-370). Ting-Toomey and Oetzel (2001) expand these with three other
conflict styles, as they say, “to account for the potentially rich areas of cultural and
ethnic differences in conflict” (p. 46). They are: emotional expression, third party help,
and neglect (Ting-Toomey & Oetzel 2001, p. 47; Ting-Toomey et al. 2000). Emotional
expression is concerned with how emotions guide communication behaviours, whereas
third-party help means involving an outsider “to mediate the conflict” (Ting-Toomey
& Oetzel 2001, p. 47). Neglect is characterised “by using passive-aggressive responses
to sidestep the conflict but at the same time getting an indirect reaction from the other
conflict party” (Ting-Toomey & Oetzel 2001, p. 47). Among others, the participants’
feelings, and their self-construal (the way they define themselves) are claimed to be
determing factors of what role individuals play and how they evaluate their
relationships in the conflict situation (Ting-Toomey & Oetzel, 2001). Resulting from
the combination of the two components of self, Ting-Toomey and Oetzel (2001)
differentiate biconstrual, independent, interdependent, and ambivalent conflict styles.
They vary depending on the range of conflict repertoires to deal with the conflict

situations (see Table 5.1.). The authors claim that biconstruals tend to be more flexible
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and adaptable, while ambivalents prefer to use neglecting conflict style (Ting-Toomey
& Oetzel, 2001, p. 50).

Conflict rhythms refer to “tempos, pacing, and rhythms in managing various conflict
schedules and issues” (Ting-Toomey & Oetzel, 2001, p. 56). Applying Hall and Hall’s
(1987) concept, monochronic- and polychromic-time cultures are differentiated in
respect whether they mainly ‘“concentrate on one thing at a time” in conflict
(monochronic), or they can be characterised as putting more emphasis on “completing
human transactions than on holding schedules...”(Ting-Toomey & Oetzel, 2001, p.
56). Emotional expressions and conflict styles will be further discussed in relation to
Hammer’s (2002) Intercultural Conflict Style Model (see 5.5.3.). The primary
orientation factors and situational features are supposed to influence all these above
discussed processes (Ting-Toomey & Oetzel, 2001). Hence it follows that they are the

basis of evaluating people’s communication competence.

Conflict competence features are concerned with appropriateness, effectiveness,
satisfaction and productivity (Ting-Toomey & Oetzel, 2001). Appropriateness refers to
proper behaviour in the exchange, whereas effectiveness refers to “the degree to which
conflict adversaries achieve mutually shared meanings and integrative goal-related
outcomes” (Ting-Toomey & Oetzel, 2001, p. 59). Perceptual filters (as argued in
Gudykunst and Kim’s (1984) work) may distort this process. Ting-Toomey and Oetzel
(2001) emphasise that interaction satisfaction is highly dependent on whether salient
identities have been positively addressed in the interaction. Productivity relates to
“outcome factors”, that is achieved goals, and “new directions in resolving the conflict
problem” (Ting-Toomey & Oetzel, 2001, p. 60)

Ting-Toomey and Oetzel’s (2001) culture-based situational model of intercultural
conflict is based on the assumption that the values of individualism-collectivism and
small-large power distance, and their link to individual self-construals affect
individuals’ underlying assumptions about an intercultural conflict situation. In the
model, special emphasis is put on situational and relationship parameters which are
claimed to moderate both the effect of cultural - and individual-level factors and
conflict process-level factors. Finally, conflict processes have been shown to influence
the degree to which individuals feel whether the conflict was managed competently or
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not. The model claims that individuals tend to approach and see the conflict situation
through the lenses of their cultures; their underlying beliefs, values, biases, and
expectations. The model can be evaluated as being more flexible compared to
Gudykunst and Kim’s model (1984) in perceiving and taking account of individual
differences (e.g. conflict facework behaviour, self-construals etc.), but still lacks the
idea of multiple identities and does not put special emphasis on their possible change

in conflict situations.
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INDIVIDUALISTIC
CULTURES

COLLECTIVISTIC
CULTURES

SMALL POWER DISTANCE

LARGE POWER DISTANCE

The sense of self

Have strong independent sense of
self:  autonomous, self-reliant,
unencumbered, rational choice
makers.

Have strong interdependent sense
of self: Ingroup- bound, obligatory
agents, relational peacemakers.

Horizontal self-construals: prefer
informal-symmetrical interactions
regardless of one’s position, status,
rank.

Vertical ~self-construals:  prefer
formal-asymmetrical interactions
with respect to one’s position, title,
and age.

Make sense of the environment
through autonomous-self lenses.
Worry about their unique self.

Make sense of the environment
through ingroup-self lenses.

Worry about what others think of
their face image.

In  conflict:  voice  personal
opinions, strive for personal goals,
and assertively express conflict
needs.

In conflict: tend to be circumspect;
preference for self-restraint and
self-monitoring strategies.
Practice other
communication.

centred

Conflict Norms

Tend to prefer to use of the equity
norm in dealing with reward
allocation.

Prefer the use of the communal
norm in conflict.

Face concerns

More concerned with protecting or
preserving self-face images.

More concerned with either
accommodating the other-face-
images or saving mutual-face
images.

Asserting and saving self-face
images.

Observe the facework
deference in interaction

respect-

Ingroup-outgroup perception

Have greater self-face concerns
with both ingroup and outgroup.

Make greater distinction between
ingroups and outgroups.
Practice grater other-face concerns
with ingroup, but greater self-face
concerns with outgroup.

Conflict goal assessment

Relational conflict goal preference:
intimate, informal.

Content issues usually supersede
relational issues.

Relational conflict goal preference:
non-intimate, formal. Relational
conflict goals usually supersede
content goals.

Conflict style

Independent- self individuals tend
to use more dominating conflict
styles.

Interdependent-self individuals
tend to wuse more avoiding,
obliging, integrating, and

compromising styles.

Table 5.1. Summary statements from Ting-Toomey’s and Oetzel’s Culture-Based Situational Model (2001)




5.5.3. Hammer’s Intercultural Conflict Style Model (2002)

Hammer (2002) examines conflict styles based on the principles of pragmatics of
communication. He provides “a measure of intercultural conflict styles”, called the
Intercultural Conflict Style Inventory (ICSI), that tries to account for different conflict
styles by identifying generalisable patterns of different cultures (Hammer, 2002, p. 6).
Hammer (2002) first examined how disagreements and emotions are expressed in
different cultures then identified specific conflict styles along four theoretical
dimensions. These are: Direct/Indirect and Emotional Expressiveness/Restraint scales
in intercultural conflict (Hammer, 2002). The intercultural conflict style model (see
Figure 5.4.) “identifies four basic, cross-cultural conflict resolution styles” (Hammer,
2002, p. 27).

Direct
A
Discussion Engagement
Style Style
Accommodation Dynamic
Style Style
. \ 4
Indirect < >
Emotional Emotional
Restraint Expressiveness

Figure 2.4. A Model of Intercultural Conflict Style (Hammer, 2002, p. 30)

The Discussion style “describes an approach to conflict resolution that emphasizes a
more verbally direct approach for dealing with areas of disagreement and a more
emotionally restrained or controlled manner for dealing with each party’s emotional
response to a conflictual interaction” (Hammer, 2002, p. 27). People preferring to
employ this style in conflict resolution usually follow the “maxim, “say what you

mean and mean what you say” (Hammer, 2002, p. 27). This means that this is a
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“verbally direct approach” for dealing with disagreement; however, intense
expressions of emotions are controlled as they are considered to be potentially
dangerous and believed to hinder the successful conflict resolution processes (p. 27).
Hammer warns (2002) that talking about the disagreement directly implies that the
“discussion should be based on objective facts”, and the contending parties should be
careful not to offend the other by directly expressing their own personal feelings (p.
27).

The Engagement style “emphasizes a more verbally direct and confrontational
approach toward resolving conflict that is infused with an emotionally expressive
demeanor” (Hammer, 2002, p. 28). Hammer (2002) claims, that the operation of this
style in conflict situations presupposes mutual sincerity which is realised in direct

expression of opinion and emotions.

The Accommodation style “describes an approach to conflict resolution that
emphasizes a more indirect approach for dealing with areas of disagreement and a
more emotionally restrained or controlled manner for dealing with each party’s
emotional response to conflict” (Hammer, 2002, p. 28). This style strives “to ensure
that a conflict does not “get out of control” (Hammer, 2002, p. 28) by maintaining
emotional calm and using ambiguous, indirect speech. Participants employing this
style try to establish “harmony to counter relationally damaging disagreements among
the parties” (p. 28).

The Dynamic style “involves the use of more indirect strategies for dealing with
substantive disagreements coupled with more emotionally intense expression”
(Hammer, 2002, p. 28). As Hammer (2002) argues, this style is manifested in more
ambiguous discourse and expression of emotions (than the accommodation style),
accompanied by “such linguistic devices as hyperbole, repetition of one’s message”

and usually involvement of “third party intermediaries” (p. 28).

This theoretical model and the four oulined intercultural conflict styles offer one
approach to gain insight into how different cultural patterns operate in conflict
situations. The Intercultural Conflict Style Inventory, as Hammer (2002) states, “offers
an empirical measure of intercultural conflict style that can be used in research studies”
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(p. 29). He further argues, that “the overall intercultural conflict style (Discussion,
Engagement, Accommaodation, Dynamic) can be determined at both the individual
level (a person’s own conflict style) and then compared to various culture group

profiles (aggregate level conflict style)” (p. 29).

5.5.4. Implications

Three models, all concerned with intercultural conflict but examined from varying
perspectives have been introduced and evaluated. Gudykunst and Kim’s (1984) model
focused on the initial stage of an encounter with strangers, which involves the element
of conflict, since as it is claimed, cultural, sociocultural, psychocultural and
environmental filters influence the way strangers are perceived. Ting-Toomey and
Oetzel’s (2001) model proved to be more concerned about the situational nature of
conflict, subsequently special emphasis was put on situational and relationship
parameters which are claimed to moderate both the effect of cultural - and individual-
level factors and conflict process-level factors. Hammer’s model focused on (2002)

Direct/Indirect and Emotional Expressive/Restraint approaches to resolving conflict.

The three models examine the intercultural communication process as one which is
strongly influenced by one’s culture, with its underlying beliefs, values and
expectations. As a consequence, none of the models could really account for
individuals’ multiple identities, affiliation to more than one culture during the course
of interaction. From the perspective of practitioners (i.e. teachers) they all offer the
possibility of getting deeper insights about the process of intercultural communication
but lack the depth of the practical realisation of managing intercultural conflict
competently. Furthermore, the predictive and descriptive nature of these models cannot
account for how the content of the encounter can create a conflict situation and how to
manage it in accordance with people’s cultural frame switching i.e. different identity
salience during the interaction. Hammer’s (2002) model can give insight into different
conflict styles but its applicability in everyday encounters particularly in education is
rather limited. To sum, the three models undoubtedly add to knowledge about
intercultural conflict situations, and can raise practitioner (i.e. teacher) awareness about

the conflict process, but they do not provide an adequate practical tool for managing it.
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5.6. SUMMARY AND IMPLICATIONS

This chapter has tried to follow the line of investigation started in the chapter on
intercultural education where the issues; under achievement, values, identity, lack of
communication and trust were identified as possible causes for inadequate practice of
intercultural education. It was argued that intercultural communication research could
contribute to gain deeper insights into these issues, and this chapter has tried to address

them to provide the basis for practical help and constructing tools for practitioners.

First, different interpretations of values and their effect on intercultural communication
have been examined. Hofstede’s (1980, 2003) framework has proven to be applicable
as it simplifies cultural differences into five cultural dimensions. However, it has been
argued that Hofstede can provide only a general framework for understanding. As the
framework treats cultures as nations, the possibility to get to know more about for
example different ethnic groups within a culture is limited. Furthermore, these
dimensions suggest that cultures are relatively stable and static. Nordby’s (2008)
analysis of different meanings of values has drawn attention to the crucial point that
personal values have to be respected, which offers practical hints for intercultural
encounters. He has argued that criticism of one’s personal values can be experienced
as offensive, since the way people live their lives, and the way they want their
environment to be, is an important part of their personal identity. In real-life it is
crucial to focus on these values, as people do express their values while

communicating with others.

Different approaches to the issue of identity have also been shown. Jensen’s (2004)
post-structuralist understanding of intercultural communication and model outlines
perspectives useful for especially retrospective thinking about what factors affect
intercultural conversations. Four concepts have been discerned serving as analytical
tools: identity, positions of experiences, cultural presuppositions and cultural self-
perception (Jensen, 2004). Jensen’s (2004) model views the communication process
from the point of the individual and avoids treating cultures as fixed entities thus
putting emphasis on the multiple nature of identity. It has been shown that individuals
participate in forming their own identities which may result in tension between

structure and agency. Durovic’s (2008) study has drawn attention to the consequences
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of misconceptions about our interlocutor’s ethnic identity, mainly from the point of
view of the perceived. Her research has shown how advantageous it is to construct the
other person’s identity in accordance with his or her self-identification at the particular
moment. Verkuyten and Pouliasi’s (2006) research has demonstrated that people’s

cultural frame-switching affect their attitude and behaviour.

It has been argued, that competent communicators can treat even conflict situations in
a way that confirms mutual interest and strengthens relationship. Trust, which is
closely intertwined with self-disclosure during the course of interaction, is an
inevitable element of cooperation particularly in educational setting, where the
participants’ goals are common even if approaches to achieve them vary due to

different cultural or individual beliefs and values.

Finally, different models have been examined relating to conflict situations. Successful
management of conflict situations depend on people’s expectations. Gudykunst and
Kim (1984), Ting-Toomey and Oetzel (2001) as well as Hammer (2002) argue that
these expectations are affected by individuals’ cultures. Cultures in these models are
treated as fixed entities. From the perspective of practitioners (i.e. teachers) they all
offer the possibility of getting deeper insights about the process of intercultural
communication but lack the practical realisation of managing intercultural conflict
competently. Furthermore, the predictive and descriptive nature of these models can
not account for how the content of the encounter can create a conflict situation and
how to manage it in accordance with people’s cultural frame switching i.e. different

identity salience during the interaction.

The discussion of values, identity, intercultural conflict, and trust offers several
insights for intercultural educational encounters, but they do not translate this
understanding into effective practice. In order to manage intercultural communication
effectively, more should be known about how people perceive these encounters, how
they define and interpret the relationship dynamics in these interactions. A practical
model incorporating these could support practitioners to manage intercultural conflict
situations competently, offering possibilities both for proactive and retrospective
thinking about the communication process. In the followings, my research endeavours
to answer these questions, and provide a model to meet these demands.
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CHAPTER 6.
RESEARCH METHODOLOGY

6.1. INTRODUCTION

This chapter will begin with the overview and justification for the research approach
selected in this investigation. Over the course of this study, the factors that can
undermine successful intercultural communication (ICC) between teachers and Roma
families are explored, as well as how the participants interpret the causes of
misunderstandings, and how this negative relationship becomes manifest in

encounters.

This chapter will then move on to a more focused presentation of the research
questions and the methodology chosen to address them. There will be descriptions of
the context, participants, and the research instruments selected, as well as an
exploration of the limitations of this approach. It must be noted that the small number
of participants and the individual nature of their responses will limit the extent to
which any findings can be generalised. However, it is hoped that by providing enough
detail in the final account, elements of these individual situations will provide a

cohesive picture which can be utilised in other intercultural education contexts.

6.2. QUALITATIVE RESEARCH

The question of which research methodology is most appropriate in exploring the
complex relationships between people coming from different cultures, the relationship
of culture and communication, and how to interpret the factors affecting the

communication process in intercultural settings, is a significant one.

Qualitative research is generally based on the assumption that individuals play an
“active role in the construction of a social reality”, and as Boeije (2010) argues,
research methods should aim to “capture this process of social construction” (p. 6).
The ontological stance of constructivism states that individuals are not predetermined

but that “human beings attach meaning to their social reality”; therefore, human action
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should be regarded as “meaningful” (Boeije, 2010, p. 6). The epistemological stance
termed ‘interpretivism’ is concerned with “how people construct reality while
interpreting the acts of others, and the world around them”, and how they go on to
reflect these interpretations in their own behaviour (Boeije, 2010, p. 6). “Qualitative
researchers generally agree upon the assumptions attached to constructivism and
interpretivism, but there are many nuances, traditions and specifics which cause the
qualitative research practices to be very diverse” (Boeije, 2010, p. 7-8). The research
practice followed in this study focuses on understanding how individuals give meaning
to their lives (Boeije, 2010) by interpreting their own experiences, assumptions, and

behaviour.

Qualitative data was collected, relying on semi-structured interviews with teachers,
observations, personal diaries, documents and in-depth interviews with Roma parents.
The obtained data was viewed in a holistic fashion, which may, as Patton (2002)
“assume[s] that the whole is greater than the sum of its parts" (p. 40), but also allows
for the researcher to construct a picture which throws light on both “micro-level
phenomena” and the “broader sociocultural context” (Mackey & Gass, 2005, p. 163).
Thus, the research questions in this qualitative research tend to be general and open-

ended, with no precise preliminary hypothesis (Creswell, 1998).

In an attempt to ensure the credibility and transferability of the data obtained, data
collection was not restricted to one occasion (in case of interviews) but families were
revisited over a period of time, and conversations were initiated in as many contexts
and situations as possible. Also, triangulation has been used in order to explore issues
from all possible perspectives and to reduce observer bias. Informal conversations with
teachers and Roma parents, observations, studying educational documents and relying
on my personal diary extended by field work notes allowed not only triangulation of
findings but also highlighted unexpected aspects of research issues. Similarly, in
exploring teachers' beliefs about the negative relationship with Roma parents, various
data collection methods (e.g. documents, observations) were helpful in uncovering
knowledge about the complexities of teachers’ experiences and assumptions, and in

supporting the conclusions of the study.
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6.3. THE STUDY

6.3.1. Research questions

As has been stated above, categories may emerge and hypotheses may be generated
during research in qualitative studies and research questions can change during the
process. As knowledge gained during field work was socially constructed, the focus
changed depending on circumstances, as did shared accounts leading to a coherent
picture of the problem and its causes. As Johnson (1995) claims, qualitative research
should "engage in research that probes for deeper understanding rather than examining
surface features” (p. 4). The initial interest of this research was to understand what
defines the negative relationship between Roma families and school. During the initial
phases of the research period questions emerged which would lead to possible
explanations about factors affecting this relationship as well as to assumptions about

perceived cultural differences. The final research questions (RQ) are listed below:

RESEARCH QUESTIONS

RQ1: What defines the negative relationship between Roma parents and school, what

factors affect them and how do parents and teachers account for them?
RQ2: To what extent these factors are related to perceived cultural differences?

RQ3: How is this relationship manifested in the communication between Roma

families and teachers?

The first research question aims to explore the participants’ understanding and
interpretation of the causes of their negative relationship with one another. This may
then result in identifying some factors teachers/parents find most salient in the forming
of this relationship. Furthermore, these factors can be examined in terms of whether
they can be interpreted as relating to perceived cultural differences. The third research
guestion aims to uncover the actual realisation of these factors in communication and
examine how these factors operate as variables in the intercultural communication

process generally, and in conflict situations specifically.
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6.3.2. Research context

The field work for this research was conducted in a small village situated in the south
of Hungary. The population of the village is about 4200. The number of Roma
inhabitants can only be approximated, as only a small proportion of the expected Roma
presence (which is commonly cited as 30% of the total village population) registered

themselves as Roma prior to the Roma minority local government election in 2010.

According to the accounts of local teachers, around 60-70% of the 170 students at the
village school are of Roma origin. Based on annual reports made by school
management for the village council, the school displays many of the problems
characteristic of institutions with a high concentration of Roma students: poor school
performance, discipline problems, poor living conditions of the students, the low
qualification of parents, a high rate of parent unemployment, and inadequate
cooperation between families and the school (Balazs & Halasz, 2000; Balazs, 1998;
Simon, 2009).

The number of students at the school has been decreasing steadily since the late 1980s.
In the earlier years, as many as 400 students attended the local school as a result of
school district regulations through which it was compulsory for the inhabitants of a
particular district to attend an appointed school. By the end of the 80s, regulation of
this kind became more lenient (Forray, 1989), and when free school selection was
introduced in 1985, many parents chose to register their children at schools in the
nearby town. With this change, mainly those families who could not afford the travel
expenses continued to attend the village schools, as larger institutions were considered
more prestigious. As a large portion of underprivileged families were Roma, so too

were the majority of the students left attending the school.

Teachers had difficulty coping with the challenges of what seemed like a greater Roma
presence in the classrooms. This resulted in heightened disciplinary problems and
eventually led to a decline in the standard of education at the school. In a form of

‘spontaneous segregation’, the increased percentage of Roma students at the school led

151985 Law on Public Education
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to a mistaken perception that the village school was exclusively Roma. Coupled with
the increasingly negative reputation of the school, these generalisations would
contribute to the isolation of the school within the community, and fewer non-Roma
students felt encouraged to attend.

The table (see Table 6.1.) shows how over time the number of students has been
decreasing, the number of students with learning difficulties (SLD) and the number of
children coming from families (HHH) where the parents are undereducated (8 or less
completed classes), have a permanent unemployment status, or suffer from residential
deprivation (thus making them eligible to receive regular supplementary family

allowance), has been increasing.

Kurucz (2004) argues that the private student status is also a form of segregation.
Through this system, disruptive or challenging children can be taken out of normal
classes and made to attend the school once or twice a week for private tutoring. By

excluding the children from typical schooling practise, they are left with the

responsibility for their own studies.

Number of Number of Nurrr;\t/):ltreof HHH
students SLD P students
students

2006/2007 229 9 6 106
2007/2008 221 16 8 90
2008/2009 173 18 8 No data
2009/2010 164 24 4 No data
2010/2011 171 20 4 No data

Table 6.1. Data based on annual reports of the study school

6.3.3. Researcher’s role

Winter (2000) argues that while quantitative researchers try to ‘“disassociate
themselves” from the research process, involvement is claimed to be necessary in
qualitative research (para. 18). Patton (2002) supports researcher's involvement by
arguing that the real world is too complicated, and it changes too rapidly to be

understood without the presence of the researcher. Because of the nature of the
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interviews, the emic approach was followed, which tries to reduce the distance
between the “knower and the known” (Adkins, 2002, p. 332), which means that the
researcher becomes an active facilitator of the interview. This role, however, requires
several ethical issues to be considered. Cohen and colleagues (2000) state that “ethical
concerns need to be addressed at the outset of the research process and acknowledged
as it is undertaken. Professional codes exist to provide guidance, but the responsibility

for upholding them must lie with the individual researcher” (p. 49).

It is important to provide some background knowledge about how | became involved
at the school and in the lives of the Roma community. The declining student
population and growing concern for the school led the local government to measures to
improve the situation. In 2006, when the former headteacher’s contract was not
extended, | was appointed the headteacher of the school and kindergarten. One year
later, due to political changes in the local government, the former head was reelected.
During my work as a teacher and headteacher, | put special emphasis on keeping
contact with Roma and non-Roma parents and children, and creating an “educational
culture” of mutual understanding, respect and trust, all achieved through regular
contact and communication. All of my experiences, impressions and observations were
recorded in a narrative format in my personal diary, which later provided helpful
insights for my field notes and interviews. For one year, after leaving the school, I
maintained contact with some of the children but | was not present in the life of the
community. When | returned with my research aims, all the Roma families | asked

warmheartedly agreed to participate and invited me to their houses as a researcher.

Thus the choice of this particular setting was based on the fact that | had a degree of
background knowledge about the location and the participants, which gave me an
“insider” perspective on the context of the research (Richards, 2003). Moreover, as |
was already familiar to many, although not necessarily all the families, my role in the
community as a researcher could be more readily accepted than it otherwise would
have been. Though this familiarity is supposed to ease the task of providing insider
perspectives, the researcher has to remain objective and take “outsider” views as well
(Hammersley & Atkinson, 1995; Richards, 2003). Consequently, it was necessary for
me not to take important features of the context for granted, and accept one party’s
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views on certain events without considering the other party’s perspectives. The ways
of achieving this were the keeping of a research diary, conducting interviews with
teachers, initiating informal conversations with village citizens, making observations at

the school and consulting official reports.

6.3.4. Selection of participants

The participants for the interviews were selected from the parents of the children
studying at the school. In many instances the families had children of different ages
and could provide some information about the kindergarten, as well as the primary
school itself. The group of participants was partly “purposively” selected (Cohen et al,
2000). The selection criteria was based on the background knowledge of how Roma
themselves differentiate between each other, and which relied on their origins and
socio-economic status. This categorisation is manifest in different neighbourhoods of
the participants. Apart from this, the whole research process started with the president
of the Roma minority government, as a spokesperson for the community and he was
asked to suggest a family | could visit and talk to. From this time on, each family

suggested another one they thought had “something to tell me”.

After the interviews | encouraged informants to keep contact and offered my help in
case of trouble, hoping that it would encourage my contacts to report any news. A few
families took this opportunity, which provided me with even deeper insights into
conflict matters with the school, as well as giving me the chance to act ethically by not
abandoning my participants after my work with them was complete.

The issue of conducting interviews with the teachers was more challenging.
Familiarity with the teachers was thought to be a disadvantage as it limited the scope
of gaining real insights into their opinions and feelings in connection with Roma
families. This was why a semi-structured interview was designed, which was
conducted by a student research assistant. At first, the current headteacher attempted to
select interviewees for the researcher, but this was avoided by preliminary negotiation
concerning the attributes of the teachers, namely that to get a wider picture the research
needed representatives from the management, and teachers with varying professional

experience. Guiding the selection of participants was important because | knew from
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my experience that teachers and especially the management were very sensitive about
the Roma issue, and suspicious of any research which would question their
professionalism in the light of the context outlined above. Because of this there was a

grave danger that the data collected would be misleading in important respects.

6.3.5. Field Work

The official research field work started in the spring of 2008 and lasted until 2010, but
as been mentioned, data collection started much earlier, during the academic year of
2006/2007 in the form of my personal diary. In 2008 the first task undertaken was to
get in contact with the president of the Roma minority government which was
followed by selection of participants. Next the first interviews were conducted which
were followed by others either on my request or on participants’ inviting or getting in

contact with me.

6.4. RESEARCH INSTRUMENTS

6.4.1. Interviews

Interviews, according to Richards (2003), are one of the “main sources of data” of
qualitative research (p. 15). They are an effective way to obtain in-depth personal
information, explain attributions and attitudes. Furthermore, they provide an
understanding of personal viewpoints that would be difficult to achieve through
surveys. Interviews are widely used in studies of culture and communication to
provide ethnographic information on participants and settings. Getting to know
different perspectives on situations, promotes understanding and explanation of
interactions (Davis, 1995; Gumperz, 2003; Scollon & Scollon, 2001).

However, one has to be aware of the subjective, or rather the “intersubjective nature”
of interviews (Cohen et al., 2000, p. 267). Interviewing is comprised of much more
than skills in questioning, listening and interpretation, least of all using the interviewee
as only an “informant” (Mason, 2002, p. 226). Mason (2002) warns that interviews
cannot “unearth” relevant data because it is not in a form that can be uncovered (a

“static decontextual” existence), but that they offer the opportunity for the interviewer
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and interviewee to participate together in a process of “knowledge construction” (p.
227). The interview and the interviewer “cannot be in all relevant contexts to witness
the operation of practices and processes”, and that is why asking the participants to
narrate relevant situations to the focus of inquiry is significant (Mason, 2002, p. 227).
“The researcher needs to devise questions and modes of asking which both anticipate
and discover the range of contexts” participants have experienced (Mason, 2002, p.
227). “Knowledge gained in this way is a co-production since it is dependent upon the
combined efforts of interviewer and interviewee in conjuring up the relevant contexts
from which they think, talk, act and interpret” (Mason, 2002, p. 227).

Collected data will vary depending on the structuring of the interview (Cohen et al.,
2000), as well as on the degree of control; that is to what extent the interviewer
controls the direction, and the subjects of the interview (Richards, 2003). The power
relationships between the interviewer and the interviewee can also influence the
interviewee’s answers, and willingness to disclose feelings (Cohen et al., 2000).
Researchers must be aware though, that each interview can offer only a limited insight
into social processes, so it seems to be rational to conduct and compare a series of
interviews. In the case of my research, as the number of interviews grew, general
patterns began to take shape from what once appeared to be discrete stories.
Supplementing interviews with both follow up interviews and other data sources was

found to be useful in constructing a more holistic understanding of the issues.

Consequently, this research used a number of different interview techniques over an
extended period of time and also made use of many other data sources. One part of
each interview was semi-structured with a pre-determined set of questions and
question order, which in the course of the conversation became extended by themes the
participants found important to share. The question wording and order was often
changed during the interviews. Nevertheless, some degree of standardisation was
needed, so that comparisons could be made between participants’ background and

attitudes towards the same topics.

All of these interviews were audio recorded and then transcribed. The subsequent
analysis was qualitative with responses coded to aid the identification of patterns,

relationships, and significant events. The audio recorded interviews were also
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supplemented by informal interviews or short conversations, both face-to-face and by
telephone, as opportunities and needs arose. Since audio recording was impractical
given spontaneous nature of these less formal interviews, any data was recorded

through notes made directly after the interview.

6.4.2. Observation

Participant observation is an "intense social interaction between researcher and the
subjects, in the milieu of the latter" (Bogdan and Taylor, 1975. p. 5). Hammersely and
Atkinson (2007) note that combining participant observation with interviews can
promote deeper understanding “as data from each can be used to illuminate the other”
(p. 102). Experience gained as a participant observer can promote understanding and
interpretation of participants’ views. | was a passive participant when | observed
lessons in the school, and more ‘involved’ when I visited families, Roma cultural
festivals, and was invited to a Roma wedding. However, | did not participate fully in
all activities as in case of “complete participation” (full membership in a group)
(Dewalt & Dewalt, 2002, p. 21).

6.4.3. Diary

Hammersely and Atkinson (2007) argue that diaries can be “adjunct to fieldwork”, and
especially to participant observation (p. 126). While working at the school and later
throughout the research project | kept a diary putting down feelings, reflections, case
studies, and details about how the research proceeded. This helped to follow the
“natural history” of the research (Hammersley & Atkinson, 1995, p. 192) as well as
“bring otherwise hidden progress to light” (Richards 2003, p. 267). Notes promoted
the interpretation of the data, and in certain cases threw light on some aspects of
interviews that needed further investigation. The research diary served as a useful
resource for noting down the families’ living conditions, extra information, comments

and impressions that the interviews could not record.

6.4.4. Documents
It was also helpful to examine local documents related to the school. Saville-Troike
(1989) claims that documents can provide a valuable source of historical and
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“background information on a community” (p. 107). Hammersley and Atkinson (1995)
argue that “rather than being viewed as more or less biased sources of data, official
documents and enumerations should be treated as social products: they must be
examined, not relied on uncritically as a research resource” (p. 168). In this study the
documents analysed included annual reports of the school management presented to
the local government, the Quality Insurance Policy of the Institution, Pedagogical
Programme™® etc. and educational documents of Hungary (i.e. Acts on Public
Education).

6.5. DATA ANALYSIS

To analyse the qualitative data that resulted from the interviews, the data was first
transcribed from the tape recordings of the interviews. Several reflections and
qualitative analyses were applied to properly address the research questions in this
study. This method of developing a research supported by a body of evidence that
starts with a set of field notes and interview data is a grounded theory mechanism
(Glaser & Strauss, 1967).

Within the frames of this method,

= a constant comparison was employed to help identify underlying themes and sub-
themes,
= the frequency of ideas was investigated, and

= the intensity of ideas was concerned.

The constant comparative method was used to help analyse the interview data. The
data was initially transcribed and categorised then this data was used to identify
passages that shed light on the topics of the research questions (Charmaz, 2007).
Interview quotes were grouped together as well to organise the findings and create a
more cohesive picture about the issue under investigation. This method helped to

identify emergent and recurring themes, develop preliminary assumptions and

18 Intézményi Minéségiranyitasi Program, Pedagogiai program
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conclusions, as well as to interpret social meanings. Each transcript was then screened
again to check the accuracy of interpretations and reveal hidden meanings (Charmaz,
2007).

To be able to identify themes and sub-themes, the study focused on frequency; the
total number of times a concept, or an idea was mentioned. This means that many of
the quotations chosen below reflect a common theme that emerged in the interview
data. The ideas cited in these particular quotations expressed a general feeling that was
mentioned with a high frequency, and thus raised awareness of the possible
significance of the theme (Charmaz, 2007). Such attention to frequency of ideas and
emerging concepts resembles the quantitative technique, but the emphasis here is on
issues, themes, and words appearing in such quantity which directs the researcher to
investigate further the quality (i.e. significance) of the phenomenon.

The last criterion for quotation selection was based on intensity of the idea articulated
by the participants. Issues which were expressed using powerful and affective
language, or were accompanied by high emotional excitement, or the interviewee
appeared particularly convincing about the significance of a certain idea, then that
statement received greater consideration than others, even if it was not mentioned so

often.

Finally, to assure that the themes and patterns identified as a result of the transcribed
interviews were accurate, it was necessary to verify the researcher’s interpretation of
the data by performing a member check. Lincoln and Guba (1985) claim that “a
member check, in which data, analytic categories, interpretations, and conclusions are
tested with members of the invested groups from whom the data were originally
collected, is the most crucial technique for establishing credibility. Member checking
is both formal and informal, and it occurs continuously” (p. 314). In addition,
“member checking may be conducted at the end of an interview. . . .maybe conducted
in interviews by verifying interpretations and data gathered in earlier interviews. . .
maybe conducted in informal conversations with members” (Erlandson, et al., 1993, p.
142). | fulfilled this member check by discussing the qualitative results with two
participants in the village, and asked individuals to verify the themes that had emerged
from the data. Both members were excited to participate in this part of the study and
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were quick to provide feedback on the themes and sub-themes suggested. Feedback

indicated strong support for the majority of the themes.

6.6. ETHICS AND RISKS

Because a large amount of qualitative research pertains to self-disclosure and the
relaying of personal information, issues of ethics and risk are highly significant.
Although these concerns must always be taken into account, the context of this
research meant that the moral aspects of the study were especially important. As
members of a disadvantaged minority, the Roma contributed to the research from a
position of vulnerability, and as an outsider, my treatment of sensitive subjects had to

be carefully managed.

Boeije (2010) cites trust as the basic concept underlying qualitative research and in
achieving the balance between effective information gathering and ethical methods.
While developing trust between the researcher and participant has the advantage of
encouraging contributions and discussion, the researcher also has a responsibility to be
aware of contentious subject matter (Boeije, 2010). My interviewees knew me prior to
my research activities, and so trust was easily established. Having gained the
confidence of the participants, | had to remain sensitive to topics they might not be
willing to talk about, despite their growing eagerness to share their opinions. There
were other ethical challenges in working with teachers. Hatch (2002) notes that
teachers can be coerced into participating in studies about which they would otherwise
have had reservations because they perceive themselves as subordinate to the
researcher. Teachers may feel reluctant to say no to ‘experts’, or to give the impression
they have something to hide, but generally are reluctant to speak about their problems,
because talking about their failures would threaten their professionalism (Hatch, 2002).
“Full disclosure of research intentions” and an emphasis on the fact that participation

is voluntary are necessary (Hatch, 2002, p. 67).

This form of informed consent is also essential when dealing with vulnerable groups.
All involved must be fully aware that participation is not compulsory, and researchers
must avoid using their position of authority to influence those whom they would like to
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study (Hatch, 2002). In the case of my research, these challenges were met by ensuring
that all informants were protected by a code of confidentiality and were informed of
their role in the research process. In this way the risk of deception was averted and the
interviewees could speak freely without fear of being recognised. In addition to this,
the interviews with the teachers were carried out by an assistant, as my prior
experiences as the headteacher of the school would have made it difficult for the
teachers to speak candidly. It was in this atmosphere of transparency and trust that all

of the interviews were conducted.

According to Boeije (2010), another ethical issue is the extent to which the research
can be helpful or harmful for the participants. Hutchinson and Hutchinson (1994)
claim say that talking about sensitive experiences can be painful or affecting, and the
researcher must be aware that participants may be protecting themselves by omitting
answers to certain questions (as cited in Boeije, 2010). Nevertheless, recounting
experiences to an attentive listener can provide a sense of relief and because
interviewees are encouraged to reflect upon events, issues may be illuminated that help
them “make sense of their past and present experiences” (Sque, 2000, as cited in
Boeije, 2010, p. 51). Recognising that one’s opinion is valuable improves an
individual’s confidence, especially for those who feel deprived of acknowledgement
and appreciation. Participants may also be motivated by the idea that they can
contribute to solving the chosen problem, and it is the responsibility of the researcher
to ensure that their work provides the basis for sustainable improvements (Boeije,
2010). I believe that this idea of a long-term obligation on the part of the researcher is
essential, and that the well-being of the interviewee should be taken into account even
after the interview is completed and the researcher has withdrawn from the situation.
By being aware of the influence of the research process on those involved, researchers
can ensure that participants are protected, and that emphasis can be put on the benefits
for all (Boeije, 2010).

6.7. VALIDITY /TRUSTWORTHINESS
Researchers have to prove that their studies are credible (Golafshani, 2003). While in

quantitative research the emphasis is mainly on “instrument construction”, in
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qualitative research, “the researcher is the main instrument” (Patton, 2001, as cited in
Golafshani, 2003, p. 600). Golafshani states that “when quantitative researchers speak
of research validity and reliability, they are usually referring to a research that is
credible, while the credibility of qualitative research depends on the ability and effort
of the researcher” (Golafshani, 2003, p. 600). She also claims that “Although
reliability and validity are treated separately in quantitative studies, these terms are not
viewed separately in qualitative research. Instead, terminology that encompasses both,
such as credibility, transferability, and trustworthiness are used” (Golafshani, 2003, p.
600).

Cohen, Mannion and Morrison (2007) insist that validity is “the touchstone of all types
of educational research” (p. 134), and argue for the need for authenticity rather than
positivistic notions of predictive and “convergent validity” (p. 150). They show that
qualitative methods can address aspects of validity as long as the researcher locates
discussions of validity within the research paradigm being used, so that the natural
setting is the primary source of data which is “socially situated”, “culturally saturated”
(p. 134), and “context bound” (p. 167). This form of validity is concerned with process

as well as outcomes, with the researcher “part of the researched world” (2007, p. 134).

Triangulation has long been a tool for demonstrating validity in qualitative research
(Campbell & Fiske, 1959). The type of methodological triangulation that is used most
frequently in education involves the use of several methods such as interviews,
observations, documentary sources and case studies that have been applied in the
current study. The meaning of reliability in qualitative research is not so much the
measure of consistency, replicability and dependability to which it refers in
quantitative studies (Cohen et al., 2007). Rather, “in qualitative methodologies
reliability includes fidelity to real life, context and situation specificity, authenticity,
comprehensiveness, detail, honesty, depth of response and meaningfulness to the
respondents” ( Cohen et al., 2007, p. 149).

A number of techniques are proposed for establishing trustworthiness, including
prolonged engagement in the field, observation, ethnographic descriptions,
triangulation of data, diaries etc. to establish dependability and conformability
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(Lincoln & Guba, 1985). Many of these techniques have been employed in this

research.

6.8. METHODOLOGY AND LIMITATIONS

One of the limitations of the methodology applied to this research is related to its
generalisability. Due to number of participants and the single setting of the study, the
conclusions reached through this study may not be applicable at a larger scale.
Richards (2003) notes this dilemma when he points at the difficulty of balancing the
need in qualitative research to focus on unique elements in a research setting with the
wider relevance of research to other research fields. It is argued that for qualitative
research the concepts like transferability (the relevance of the research in other
settings), and “resonance” (Richards, 2003, p. 265) are of more concern than
generalisation (Guba & Lincoln, 2005). To ensure transferability, the researcher should
provide enough details for other researchers to “share in the researcher’s
understandings and find instantiations of them in their own professional experience”
(Richards, 2003, p. 266). This study will attempt to do this through providing an in-
depth analysis in which a variety of data sources are used to construct a detailed
picture of the participants’ environment. As teachers are part of a large group of the
teaching profession and as my Roma sample may share features with other Roma
peoples in the world it is probable that their views and interpretations of their situation

will be transferable to other, similar settings.

The other limitation may have been the role of the researcher as a former
teacher/headteacher in the study school. As previously discussed the researcher’s
familiarity with the setting could involve not only the advantages of getting an insider
view concerning the life of Roma families, but may also restrict possible insights into
the teachers’ perspectives. By employing a critical reflexivity (Hammersley &
Atkinson, 1995) towards the research process as it developed, these limitations were

controlled and made explicit where unavoidable.
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6.9. SUMMARY AND CONCLUSIONS

Through triangulation of these multiple data sources the research aims to build up a
detailed and in-depth description of the causes of the negative relationship between
Roma parents and school and to examine how this is realised in intercultural
encounters. The multiple perspectives recorded in the research, including participant
perceptions, researcher interpretations, and wider social contexts, were expected to
present a multidimensional and dynamic characterisation of the researched issues. The
research aims to offer macro level characterisation to account for how intercultural
relations operate in this community, and is supported by the “micro- analysis” (Saville-
Troike, 1989, p.133) of how the factors affecting this relationship emerged through
intercultural encounters. The combination of them may provide a holistic answer to the
research questions. It is hoped that through identifying the factors affecting the
negative relationship, as well as examining the participants’ communication in the
context of their environment, parallels can be drawn with other settings in which

intercultural education faces similar difficulties.
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CHAPTER 7.
FINDINGS

7.1. INTRODUCTION

This chapter presents the findings from the field work and draws on how they relate to
the research questions. In order to answer the chosen research questions, interviews
with 15 families and 6 teachers were transcribed and analysed. Several categories and
schemes were used to help understand and compare the various answers provided in
the recorded interviews, which promote deeper understanding of the subject matter.
This analytic induction allows the researcher to identify patterns in the data and
provide a detailed account of a particular phenomenon. This kind of “thick
description” throws light on how different variables are related to one another,

enabling the researcher to outline an integrated framework (Geertz, 1973).
The research questions

RQ1: What defines the negative relationship between Roma parents and school, what

factors affect them and how do parents and teachers account for them?
RQ2: To what extent are these factors related to perceived cultural differences?

RQ3: How is this relationship manifested in the communication between Roma

families and teachers?

The objective of this qualitative analysis was to gain a better understanding of the
context-specific processes that shape the relationship between Roma families and
school. In addition, the role of different socio-cultural backgrounds was investigated
in this relationship, as well as its manifestation in the communication process. The

findings below help to clarify many of the underlying factors that affect this
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relationship. The observations found in the interview data permitted a deeper
understanding of the important role identity, trust and values play in conflict situations.
Furthermore, the findings have provided evidence that a tool is needed for reflecting
on the communication process in a way that would allow practitioners to proactively
consider forthcoming conflict situations. In summary, the findings reinforced the need

for a communication model.

7.2. OBSERVATION

As has been described in the methodology section, there were two Kkinds of
observations made. External participation was incorporated in classroom observations
where the focus was on teacher-student communication. | observed all the participant
teachers’ lessons while I worked at the school, so they took place earlier than the
interviews. Naturally, the validity of these observations is dubious due to the
Hawthorne effect (Landsberger, 1958), whereby the teachers improved or modified
some aspects of their behaviour because of being studied by their colleague/researcher.
However, these observations can give useful insights into teachers’ attitudes and their
communication style with students, as teachers were mainly concerned with
demonstrating their methodological expertise. Altogether eight lessons were observed
in both lower primary and upper primary classrooms. Balanced participation involved
visiting Roma festivals, while a more active observation took place while visiting

families in their houses.

7.3. DOCUMENTS

Document analysis throughout the research included reading over annual school
reports made by headteachers since 2006, the public documents of the school i.e.
Pedagogical Programme, the Quality Insurance Policy of the Institution, Rules of
Organisation and Operation Management'’, and the Law on Public Education 1993.
VXXIX.

7 pedagogiai Program, MinSség Iranyitasi Program, Szervezeti és Miikodési Szabalyzat
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7.4. DIARY

Throughout and before the research | wrote a diary. While | was a headteacher | kept
notes of my thoughts, observations and stories about families, hoping that my
experience and my professional practice would one day contribute to others’ work as
well. In fact, the research diary was a follow up of my personal diary with more field
notes and observations. Though a personal diary is quite subjective in nature, the data,
reports and comments in my diary, with the addition of my field notes proved

extremely useful in triangulation and in avoiding researcher bias.

7.5. INTERVIEWS

In the first round, 15 interviews were recorded with each family. The average
interview length of recordings was 93 minutes and the length of the total recordings
was 23 hours and 30 minutes with the parents, and 4 hours and 70 minutes with the
teachers. The initial interviews were semi-structured (Cohen et al., 2000) in the sense
that 1 had a pre-planned set of questions and topics to be covered in each interview.
However, as | gradually gathered more information over the course of the field work
and as the categories based on constructing and interpreting data took shape, the

interview questions and the orientation for the interviews varied depending on context

and content, and on the participants themselves.

EAMILIES NUMBER OF PARTICIPANTS PRESENT
CHILDREN DURING THE INTERVIEW
F1 7 1 (father)
F2 8 8 (6 children, mother, father)
F3 6 2 (mother, grandmother)
F4 4 1 (mother)
F5 2 2 (mother, father)
F6 4 2 (mother and her daughter)
F7 3 4 (mother and her 3 daughters)
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EAMILIES NUMBER OF PARTICIPANTS PRESENT
CHILDREN DURING THE INTERVIEW
F8 2 2 (mother and her son)
F9 2 2 (mother and her daughter)
F 10 6 1 (mother)
F11 3 3 (mother and her 2 daughters and son)
F12 2 3 (mother and father, their son)
F13 2 2 (mother and her daughter)
F14 3 4 (mother and her 3 daughters)
F 15 2 1 (mother)

Table 7.1. Families involved in the research (recorded interviews: 38 participants: 19

adults, 19 children present)

7.5.1. Participants

The participants of this investigation were the teachers and parents (see Table 7.1.) of
children who belong to the HHH'® category. Despite the disadvantaged circumstances
that the investigated families share, each will be further characterised in terms of their
family background, living conditions and status by the areas in the village in which
they live. Similar background information will be provided about the teachers. For the
purpose of differentiating between the situations of the participants, and to draw
attention to the social relevance of their opinions, it is useful to describe the three
distinct areas from which the participants come. These districts will be used to refer to

later.

1. The privileged Roma precincts are areas scattered around the village in which the
better-off Roma have homes. This community of skilled workers originated in the

1960s, when families living in rural hamlets were encouraged, by a government

18 | aw on Public Education 1993.LXXIX.121.§/14. and 11/1994 (VL.8.) MKM 39/D §
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promoting centralisation, to settle in the village. The interviewees from these areas
are mainly the descendants of these migrants. These Roma are considered the most
similar to their Hungarian neighbours. Their houses reflect their social standing,
for while these Roma are not rich, they live comfortably in painted houses with

private bathrooms and central heating.

Known in the village as “Roma Row”, this single street is the home of a variety of
Roma peoples. While some can trace their ancestor to the area, many of the
inhabitants moved in more recently due to family ties. Often, when a Roma from
another village or town marries into a local family, their relatives move in closer to
the new extended family. These later additions to the community tend to be
unemployed and can live bereft of basic facilities such as bathrooms. The
impoverished state of many of their homes is emphasised all the more by the fact
that their immediate neighbours maybe of the former category, who have lived
long enough in the village to have inherited nice houses and established themselves
in the community. These native occupants often voice their disregard for living in

such close proximity to the other, less fortunate, Roma.

The slum area of the village is the home of the most deprived Roma families.
Originally these clay homes were built for peasants, from the days when the area
was the property of landowners. While maintained, the conditions of these houses
have not improved since then. These poorest families have no choice but to live in
squalor, in makeshift houses with no more than two rooms and shortage of

facilities.

Family One (F1): My first interviewee was the president of the Roma minority

government. He has seven children, and has been with his wife for 35 years. He is the

only participant who invited me to his office for the interview, though this, rather than

a sign of reluctance to accept me into his home, was a gesture of pride in his position

and status. This distinction was made clear when | was invited to the wedding where

he and his wife remarried (after years of being refused a church wedding because of

their relationships as distant relatives). Before his being elected as the president of the

Roma Minority Government, this interviewee earned most of his living by buying and

selling scrap iron. He devotes most of his time to organising events to collect and
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distribute funds to the Roma community. At the time of the research, only two of his
daughters went to the village school, but in the past all of his children had attended the
institution. He says he is Romungro, but while he himself does not speak the Roma
language, he is working hard to advocate for it to be taught at the school. Throughout
the interview he affected a particularly refined register. He and his family live on

‘Roma Row’.

Family Two (F2): This is one of the families | visited several times during the
research. The parents and the 7 children live in a tattered house with two rooms and no
bathroom in the “Slum area” of the village. Their eldest son fell in love with a
Hungarian girl, who became pregnant and was consequently disowned by her parents.
Since then, the family furnished a small, shack-like house for the young couple, and
registered both mother and child under the name of the head of the family. This means
that there are now 12 people living in the house. They are a caring family, who face
very serious economic difficulties from day to day, but they are proud of what they
have. The father was brought up in a foster home and is very proud of the family he
now has. He is recognised and respected in the village for the reliable work he does on
request. All their children, with the exception of the oldest son, go to the village

school.

Family Three (F3): The single woman and her mother look after her niece’s six
children, having saved them from going to a foster home when the birth mother went
abroad. Last heard of from a refugee camp in Germany, the birth mother sent back the
children she had taken with her, where they were to join their siblings in a foster home.
On the request of their grandmother, the children were adopted by their aunt and now
live together in a neat home with two rooms. The older woman, whose husband used
to be a musician, was proud to show off their small bathroom and a built-in cupboard
where all the children’s clothes are kept. While the family live on Roma Row, they

make a decisive effort to distance themselves from their neighbours.

Family Four (F4): This family has four children. The head of the family is the strong
willed mother, whose father was Hungarian. She has faced many challenges in her life,
especially during the period in which her husband was in prison. Although she has a
determined personality, she conducts herself very subtly. She tries her best to
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cooperate with the school and kindergarten, as she says, she really cares about her
children’s education. She used to live on the “Roma row”, but she and her family
moved to the privileged precinct where they now rent their house. She suggests this is
the reason other Roma consider her conceited and snobbish.

Family Five (F5): This family of four live in a neat two-storey house in the privileged
precinct. The mother is a modest character, who was originally from another village.
She used to speak the Roma language, but stopped after her marriage, as her husbhand
does not speak it himself. While theirs was the nicest of the houses | visited, the
mother complains that they dare not buy nice things because she, her husband, and two

children are the target of jealousy.

Family Six (F6): Living on Roma Row, two of the four children in this family are
from the mother’s previous marriage. These children, a son and daughter, often visit
their father, who is especially well-off and lives in a town, with a lifestyle very
different from theirs. The children have the opportunity to experience aspects of life
they would otherwise be deprived of, such as owning a car and having a private
bathroom. The mother has a lot of problems with her two elder sons; the younger was
forced to become a private student because of his behavioural issues, while the elder
boy is the gang leader in his class of ‘difficult’ students, who have been separated from

the rest of the form.

Family Seven (F7): The mother is the member of the local minority government and
the leader of a local Roma dancing group for children. She and her husband have three
daughters, all of whom attend the local school. They say they are Romungro and live a
modest but satisfied life on Roma Row, despite the fact that the father has been in

prison.

Family Eight (F8): There are two children in this family. The son was born with a
birth defect, which means that his mother has spent his childhood fighting to ensure
that he is properly cared for and given the opportunity to develop despite his physical
and neurological difficulties. After kindergarten, the family was advised to send the
boy to a special school, but indignant about the implications of this, and worried about

their son’s safety as well as costs, both mother and father were strongly against the
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measure. After confrontations with both the school board and the local government,
the family eventually conceded. Not long afterwards, however, safety and comfort
continued to be an issue, and the parents chose to transfer him back to the village
school. There, his situation has not improved due to constant bullying from his peers.
The second child went to vocational school after completing primary school, but much

to her mother’s regret, dropped out for a boy before she had finished her course.

Family Nine (F9): When the younger of the two girls in this family was born with
birth defects, her parents sued the hospital. By the time | was conducting my research,
the family had already been in court for over 3 years. Like families F8 and F5, they
live in the privileged Roma precinct of the village. The mother cannot work because
the school does not provide all day supervision for her daughter, and she must look
after her child during the day herself. | remain in regular contact with this family.

Family Ten (F10): Living under miserable conditions in the slum area, this is a family
of six children. Both parents drink, and during my time at the school their children

were taken into care by the authorities.

Family 11 (F11): My knowledge of this family is based on only a single, brief
interview. Rather than discussing their Roma origin, the parents preferred to talk about
their three children’s progress at school. The father is a Hungarian from another
village, and was opposed by his own parents when he chose to marry a Roma woman.
They live modestly in the privileged precinct of the village, and have studious children

(two daughters and a son).

Family Twelve (F12): This family consists of two well dressed and hard working
boys. They and their parents live in the slum area, and while both parents work, they
struggle economically. The family regularly attends church.

Family Thirteen (F13): This single mother brings up her two children alone. While
both are very well behaved, neither attains exceptional results at school. The family is
proud of their Roma origin, if only to the extent that the older daughter was awarded a

prize in a Roma story-telling competition.
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Family Fourteen (F14): All three daughters in this family are successful at school.
They live comfortably with their mother in the privileged precinct of the village while
their father takes trips to work abroad. This family preferred not to talk about their
Roma origin, and instead focused the interview on the subject of their children’s

education.

Family 15 (F15): One of the two children of this family is markedly talented. He is
exceptional in all of the subjects he studies, and participates in extra-curricular
competitions. Being a sensitive, nervous sort of child, he suffers from bullying at
school. With a home in the privileged precinct, the boys’ parents make every effort to

provide their children with everything, from books to a computer.

Teachers:

Teacher One (T1) has been teaching for more than 30 years and has since gained both
a social status and a managerial position at the school. Her experiences have left her an
authoritative and confident woman, and one who has witnessed all of the changes in
the village since the days that the student population was as high as around 400 to
recent times. She says that she loves working at the school.

Teacher Two (T2) began her career in the kindergarten and has been teaching for

more than 30 years. She claims not to enjoy teaching as much as she once did.

Teacher Three (T3): Despite having worked for more than 30 years, T3 is the quiet,
resigned sort of teacher who suffers from disobedience and disrespect when she cannot
control her class. Although she is not an assertive person, she is both collected and

refined in her manner.

Teacher Four (T4): Having taught at the institution for more than 30 years, T4 is now
the headteacher of the school. She has a very assertive and headstrong demeanour.
Very suspicious of the aims of the research, she drew a somewhat deceptive picture of
the school when speaking about its pedagogical practices, and her statements turned

out to be contradictory even during the interview.
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Teacher Five (T5): While this teacher has been working for more than 20 years, she
began her career in another village. She conducts herself with confidence, and was the
only interviewee who expressed the opinion that methodological changes at the school
would lead to improvements, admitting that they are not really aware of how to do it.

Teacher Six (T6) has been in the profession for more than 25 years. She is very
creative in her teaching technique, and has been teaching art and drama. Generally, she
has a good relationship with her students. Throughout the interview she was the only
one who dared voice a critical view of her colleges and herself. She admits that she is

not very popular among her colleagues. She has since left the school.

7.6. INTERVIEW ANALYSIS
To ensure validity and reliability triangulation seemed to be very useful during the
research. Observations, documentary sources, the personal diary as well as the field

notes promoted the analysing process.

The interview extracts have been numbered and their original version can be found in
the appendix at the end of the dissertation. Where the Hungarian terms and expressions
used by participants were found to be of special interest concerning style, word choice,
or they were limited in scope to be translated properly, they were explained in

brackets.

7.6.1. Parental involvement - different interpretations of “caring”

Based on the interviews with teachers, the issue of parental involvement was identified
as one source of negative relationships. This concept appears with intensity and
frequency in teachers’ interpretations of problems concerning the majority of Roma
families, with an emphasis placed on the word “caring”. Analysing the interviews has

shown that teachers and parents interpret the meaning of “caring” in different ways.

For teachers caring means that parents should try to meet the expectations and
requirements of the school. Teachers expect children to be clean, disciplined, and bring

all the books and other equipment with them when coming to school. Caring for
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teachers also means to show interest in the child’s education. The following quotes

show how teachers construe the meaning of caring from the school’s perspective.

Extract 1.

T4: They [Roma children] are undisciplined in the sense that they do not keep to the
rules- the school regulations [hazirend] - they are late, it’s because they do not
take these things seriously. [Being late] ten minutes or 15 minutes doesn'’t
matter, so this kind of sloppiness is still typical. And yes, when we tell the
parents that these ten minutes will add up to a lesson skip, and that this absence
must be justified... well these are things parents don’t take seriously at all. But

then I can’t say that there are notorious truants, like there used to be.

Ex. 2.

T1: They are not concerned about the child. Full stop. That’s it. Those [children]
who do well, in their case it does not matter whether they are Roma or not. Their
parents are here in parent-teacher meetings. Those we have problems with, well,

it’s difficult to involve them - to involve them in doing something for the child.

Ex. 3.

T2: There are no parents. The child is discourteous and dirty... They do not have
school equipment, but I see signs of it [lack of parental background] in that the
children are unkempt, dirty. You see, there is no checking, there is no
responsibility..... There is no parental support. They don’t just not check the
child’s learning, they don’t check the child at all.

Ex. 4
T5: What we can see is the signs of apathy, | mean, the child is untidy.

An interesting example of the observer’s paradox is the headteacher’s answers to the
questions. Throughout the interview her comments and interpretation of certain events
sharply contradicted her colleagues’ accounts. Though as it has been implied there was
only one teacher who seemed not to show any concern of being interviewed and
expressed her thoughts directly, all the other teachers tried to control how they gave

voice to their opinions i.e. always emphasising that they do not generalise. However,
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their approach to the problem could reveal a lot about their underlying assumptions
and beliefs. Especially in the case of the headteacher, it was a challenge to interpret her
interview and to recognise the connotations of her manner and the ideas she expressed.
The following remark, which contradicts her colleagues’ general opinions, was made

at the beginning of the interview. Later, she grew less diplomatic.

Ex. 5.

T4: [ would not say that cleanness is a typical problem, because in today’s world, 1
think, nobody is so poor that they don’t have a bathroom, as it used to be 20 or
30 years ago, when Roma families really couldn’t afford a bathroom or washing
facilities. It is not characteristic, even - and | put this term into inverted commas-
the “Roma row” Roma, if I may, have bathrooms, so this is not a problem. I'm
not saying that everyone is always extremely extra neat, because there are
exceptions, but it is not typical for most of them to be untidy or unkempt, or for
the children not to be dressed properly. There are three/four families we have
problems with, but not just us, the child-welfare service does as well

[gyermekjoléti szolgalat].

Examination of the perceived causes of not caring about children reveals not only
macro factors affecting Roma parents’ behaviour i.e. unemployment, but also
underlying assumptions about cultural differences as well. These differences are seen
rather in the value system, and some assumptions tend to be based on stereotypes and
prejudice. They are as follows: not working is a lifestyle, Roma parents and children
do not have aims, and families have a lot of children for the purpose of getting more

money.

Ex. 6.

T3: The problem lies in that a generation has grown up who are at home and try to
live on the dole. And what the children see is that you can get by this way, and
that this is a lifestyle for them. This is a serious problem which we could have
called a kind of motivation earlier- a way of saying that you must study, but now
they do not have goals. Or they have the kind of goals like “I will get by as my
mother and father, who can get by family allowances and unemployment
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benefit”. This is the model they want to follow. The parents are still in bed when

the children leave for school.

Ex. 7.

T5:

Going to school and studying there, is like going to work. It supposes a kind of
daily routine. But children, who have never seen their parents getting up early
and going to a workplace, they lack this experience. How could I make them feel

responsible if they have never seen a good example?

Ex. 8.

T1:

Many parents can’t bring themselves to check whether the child has brought his
or her school bag to school. They are not concerned about their children. As a
third party, we sometimes feel that they give birth to get more family allowance.
They do. There are more and more of them [of these children]. We do not feel
that parents care about them, they expect everything from institutionalised

education.

Ex. 9.

T2:

It depends on the value system in the family. But you cannot generalise. There is
a Roma student, for example who goes to our school, and her mother comes up
to me regularly to ask “Would you please tell me how | could help my child?
What shall I buy him, because we don’t have much money, but I'll buy what he
needs because this is the most important.” And this child will learn, and this
child will succeed. Because there is a value system in this family. It is important
for the child to study. So that s/he learns more, and I'll [the parent] support

her/him as | can.

The interviews also shed light on how the parents perceived the concept of caring, and

what family ties and their children meant to them. Stark contrasts can be found

between how teachers and parents interpret parental roles, from the affection parents

demonstrate towards their children, to observations made in connection to hygiene

issues. All Roma participants expressed the value of devotion to their children. The

first example is that of a mother who was ready to fight against the local government
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to avoid her child being sent to a special school. The second interviewee gives account

of the ways in which Roma parents are different from Hungarian ones.

Ex. 10.
F8: I will do everything for this child. They can take my house from under my feet,
but if I say I'm not going to let him go to that special school, because this or that

person says he is stupid, then I won't, whatever happens.

Ex. 11.

R:  What is your dream or wish?

F6: Jesus, for all the four [children] to stay with me. | wish I could make such big
rooms that all of them would be here. One big bathroom - but this is only my

dream. I'm a princess who is dreaming (she laughs).

R:  Your son has been admitted to a secondary school, so he is on his way...

F6: Yes, but you know, he spends most of his time with his father, and I'm really

worried that he will bring him up in a Hungarian way, not in the Roma.

R: What does this mean?

F6: | don't want to offend you, but Gypsies love their children more than
Hungarians. We are more concerned for them. When my son was in hospital we
were told that we mustn’t stay with the child at night. We fought for the right to
stay there, most Hungarians just went home. My partner slept on a rubbish bin,
because there wasn't any room in that little hospital ward. When there is trouble,
it's enough for us to sleep two/three hours - When it is for the child. When we
sleep together, it does not just mean that we don't have beds, but because we

want to make them feel that they are safe.

The following conversation took place while | worked at the school. The dialogue and
narrative were recorded in my diary (see Diary 1. in appendix). The parents’ children
were taken to a care home from the school and the kindergarten without informing the

parents, as authorities hoped to avoid a violent confrontation.
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Ex. 12.

F10: | have nothing but those children, and they took them away. They say | didn't
look after them, | didn't care. They had nice clothes, a lot of clothes, because we
received them. They [authorities] say they were starving, and shabbily dressed,

this is what the social worker [gyamiigyes] said. That we have no bathroom...
R:  What are you going to do now?

F10: I don't know, but my husband had to be kept back not to kill someone. I'll do
everything to get them back. They say if the house is in order, I'll get them back.
Those bastards. My little ones, they are everything to me. | go to the

kindergarten for them and they are nowhere. What are these people made of?

In response to teachers’ opinion about Roma parents’ caring and feeling of
responsibility, is the example of the single woman who adopted 6 children abandoned
by her niece. The grandmother asked her to adopt the children and they gave up their
comfortable life for the sake of the children. The grandmother speaks about the

situation as follows:

Ex. 13.

F4: Of course, it is hard. But what can we do? The little ones were weeping here and
begging us not to send the older ones into the foster home. We live in 2 rooms,
eight of us, but you can see we live in tidiness... and that girl may turn up one

day (she cries).

Although teachers accuse parents of a lack of caring, they contradict themselves by
acknowledging close family ties at the same time. It should be observed, however, that

teachers usually expressed this observation with some negative connotation.

Ex. 14.

T1: The only occasion when parents do not hesitate for a second to enter the school
building is when they believe that their child has been subject to psychological
or physical abuse, or has experienced an injustice, be the abuser a teacher or a
student. Well, this is the time when they are self-assured [6ntorvény(i] and want

to do justice themselves.
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Ex. 15.
T6: They are very child-centred; their child must not be hurt.

Ex. 16.

R: Do they spend their allowance on their children?

T1: Yes, I'd like to say that for many years I've had the experience-, as | have a
private shop in the village- that if they have money, they buy everything for the
child. But the problem is that they are not consistent when it comes to child
rearing. | mean that they [the children] should appreciate what they get. Yes,
they [the family] get the August increased family allowance and they spend it in
the shop. But, by the time it [the purchases] should be taken to school, they spoil

it, or use it at home. They cannot appreciate what they get.

The question of hygiene emerged with high intensity and frequency as a very sensitive
issue for parents. Being tidy and clean appears to have a vital importance for Roma
families. The way they approach this issue reveals a lot about what cleanness means to
them. Again, if compared with how teachers perceive this word, it becomes evident
that Roma parents place more emphasis on it, and saying that the child is clean has
other underlying meanings. Cleanness can be interpreted as the symbol of adjustment
and meeting the expectations of the majority, or can be closely associated with a kind
of social position that few Roma are able to acquire. The latter became evident from
the grandmother’s comment when, after talking about her husband, who used to be a
respected musician and always looked so neat, she said “you could never find a speck
of dirt on him”, and she added that some teachers’ parents used to ask for money and
cigarette from her husband. “Now”, as she added, “these teachers look down upon

us”.

The following quotes show how important the issue of cleanliness is for Roma parents
and how much effort they make to conform to the demands of society concerning

hygiene and appearance.
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Ex.17.

F13: | don't have nice clothes, but my children are always clean and wear nice
clothes. The girl sometimes asks to buy this or that, and my heart is bleeding
when | have to say no, because we don't have enough money. But if I can, | give

them everything.

Ex. 18.
F12: They must be clean, and they have to behave themselves. This is what counts.

Ex. 19.
F10: Smelly? I'll tell you why they are smelly. I do wash, but we have enough clothes
as well. We share one room, we wash in a washbowl, the elder helps the others.

smelly...

Ex. 20.
F6: Sorry for our living circumstances, we should have replaced the windows earlier
but you know, we tend to prefer having nice clothes and food. We don't have a

bathroom, but we are very sensitive about having nice clean clothes.

Ex. 21.

F2: These people know nothing about us, they don't know how we live. None of them
have ever been here. They don't know what it means to give a bath to a child or
to wash. We don't have a bathroom. My wife always puts clean clothes on the
children. If they wear the same clothes, it doesn't mean that we don't wash. You

know what, we don't want to see them either.

7.6.2. Education - belief in the system

The other issue, which is closely related to the concepts of caring and parental
involvement, is how parents approach the question of education and learning. The
parents unanimously claimed that they find learning important. Opinions only varied in
respect to the extent to which they felt competent in supporting their child. This

reveals that parents’ upbringing has, in turn, led them to feel unequipped to motivate
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and support their children. Interviewees often referred to their own parents, who did

not demand educational achievement from them.

Many parents cited the problem of the premature development of Roma girls, referring

to it as a tradition deeply embedded in their culture. Though parents all expressed a

wish to avoid girls getting married or having children too early, they seemed to see it

as an unavoidable factor that will affect their lives. Though not always satisfied with

their children’s results, parents seem to be satisfied with their children’s abilities.

Ex. 22.

R:  How important is your children’s learning for you?

F7: Learning is very important. | always tell them that they learn for their own sake,
not for me. Of course it doesn't mean that | wouldn't be proud if one day she was
called up in the school year closing ceremony and got given a reward in public. |
would be so proud of her. My parents were not really bothered whether or not |
studied, but this is not so now.

Ex. 23.

F8: She started [her daughter] the vocational school, she completed year 9, then she
failed and then had a boyfriend and she left the school, and left her home as
well. This is what | cannot get over. | don't know what I've spoilt.

R:  Did you wish she achieved more?

F8: Yes. | wanted her to complete this school so much. At least that... that would be
the minimum.

Ex. 24.

R: How do you try to encourage them to study?

F2: We tell them every day to learn. This little one studies well, the elder started well

too, but you know, no matter how hard we wish for it, it doesn't matter that we
dream about their education, if they are 16 or 17 it all becomes very difficult. We
don't know what they are going to be when they grow up, what we are going to

get from them.
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Ex. 25.

F1: This elder daughter, she could be a clever student. The others have not been
highly educated, but she..., I hope she will be. I hope. But I'm afraid that at the
age of thirteen she will go in the wrong direction. We seem to have it in our

culture.

The following, longer quote, illustrates the complex feelings of the parents towards
school and teachers. On one hand, they are proud and grateful for the feedback they get
for their well-disciplined children, on the other hand the hidden suspicion of prejudice
and discrimination lingers beneath their statements. The sentence referring to the letter
“c”, meaning Gypsy “cigany”, seems to have been engraved in many parents’
memories from their kindergarten and school experience. This alludes to the times and
practice in the socialist era, when in school registers, a student’s ethnic identity was

indicated by a small letter “’c” next to their names.

Ex. 26.

F5: Mother: I'm satisfied with them [children]. They are loved by teachers, because
they are polite. They [teachers] greet me when we meet and tell how polite they
are. Both of them [both children]. Of course, that letter ,,c” will always be there
in front of their names. They don't have to be like this one or that one, they must
be different. Neither of them is a genius, but we want them to be thought of as
different from the others. That's all | can give to them. Perhaps, hopefully they

will have an easier life.

| don't think they have much chance to get into a high school, but I sit down with
them, we study together; when it is necessary my husband [too], because he is
good at maths. They don't like studying. The reason for this may be that both of
them learn very slowly, at a slow pace, more slowly than the others. They would
need more time. | give them the time they need at home, but in the school, the
teachers prefer working with the ones who are quick on the uptake, who finish
earlier. They are easily forgotten. This means trouble in lessons. There should be
more classes to ensure that those lagging behind could catch up with the others.
They don't deal with the problem children but are speaking about caring for the

talented ones.
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Even in cases in which the child’s achievement at school is not a problem, the
interviews reveal that challenges are encountered by these families as well. Gifted
Roma children have to face feelings of separation, overcome socioeconomic
hindrances and have to have the courage to compete with others. Parents of children

like these have to sacrifice a lot for their children’s success.

Ex. 27.

F15: I know he is talented, because that’s what the teachers keep saying. I'd like him
to achieve more than we did. | want him to be educated, but I don't know how it
will turn out. Children keep pestering him, he is very sensitive- that nervous
type-, so in case of a problem he starts to flounder and cry. Teachers do not

know what to do with him, and the children are jealous.

Ex. 28.

R:  How have your children become such excellent students?

F11: | don't exactly know. It is probably because she [the eldest] had classmates she
had to compete with. Her siblings just followed her. But we used to tell them as
well, that they have to study. Now they schedule when and who gets the room
first to be on their own to study, because they don't have their own rooms. They

are very good children.

Ex. 29.
F14: At the beginning | sat down with them every day. We studied together. | did
everything, their duty was to study. And here is the result of it. It was natural for

the other two to follow the first one’s example. I'm very proud of them.

As it has been shown, there are families in which the children are successful at school.
These parents have not had a superior education to the others, but demonstrate more
trust in the system. This finding is supported by examining how the parents, whose
children do not do well at school, interpret the causes of their children’s failures. Their
“attribution theories” root in perceived discrimination and distrust. In terms the use of

frequency of certain expressions, it is very interesting to note that parents often
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mention the word “kiemel” which implies not only being rebuked, but also of being

discriminated against and excluded.

Ex. 30.

F6:

Andris [her son] used to be good at subjects. Why did he give up studying? I’ll
tell you. Because he was deceived. The teacher kept telling him, that if he went
on studying so hard, he would get a scholarship. You know my son, he loves
money. And he has the brain. So what happened was that at the end of the year,
another child got the scholarship, and he felt he had been cheated. Nobody

should wonder why he doesn’t like learning any more. He was deceived.

Ex. 31.

F7: Once | went to the school to observe classes, as a member of the Roma minority

R:

government. You know, because of the disciplinary problems. To see what was
happening there. What | saw was that it is always the good ones who answer; the
weak ones do not get any attention. Once after completing a task, the teacher
asked who did it without any mistakes. She didn't realise that one child raised his
hand and she didn't give him a 5. The emphasis shouldn't be put on the excellent
ones, but rather on the ones, like my daughter, who would need encouragement...

but she becomes silent after being humiliated.

[turning to her daughter] What did they say to you?

F7 [daughter]: Once X [she tells the name of the teacher] asked me a question |

couldn’t reply to. And she said: No wonder, I might have guessed you wouldn’t

be able to.

The issue of perceived discrimination appears with high intensity, and particularly

amongst families where there are a lot of problems with the child’s behaviour or where

there are children with special needs. In the latter case, parents feel as though they are

at the mercy of favouritism.
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Ex. 32.
F2: Once they shut my son in the toilet in the kindergarten because he misbehaved. It

wasn’t just him, but they punished only him. He is always singled out [mindig 6t
emelik kil.

Ex. 33.

F13: There are favourites, and this is what children should not see. Once a mother
brought in a lot of toys and the kindergarten teacher immediately said that this
toy would be good for XY. And children see this. Nowadays they generalise, and

if a child is mischievous he or she must be a Gypsy.

Ex. 34.
F3: 1t is not only him who is mischievous. He is always singled out [kiemelik] in
front of the others, then of course he refuses to give in. The psychologist didn’t

understand why the child was sent to him.

Ex. 35.

F9: I've called you because | have just been to the school. Imagine, she [headteacher]
asked me in, because | wanted to talk about the child's development. They send
her home every day after the third or fourth lesson, and imagine, she interpreted
the situation so that | should be grateful for their efforts, that they deal with the
child. 1 told her that according to the medical documents she should be provided
with extra lessons because the school gets money for this. I'm very scared that
they want her to be a private student. I can’t teach her, I sit down with her every
day, but I can’t teach her, how will I find a job if I have to sit at home all day,

because they don’t want to do their job?

Ex. 36.

F6: They asked me in [to the school] because the child misbehaved. There were a lot
of teachers there, and the social worker [gyamiigyes]. She’d realised too that
they had it in for this child. There is another child they always throw out. The
ones they do not find likable they have done with. We had to fight for keeping
him at school. The headteacher said that a lot of parents said that if my son goes
back then they will take their children away to another school. There are other
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mischievous children, but very interestingly they are not thrown out to be private
students. I told her that it’s very interesting, because I think children are taken
away because of the teachers not the children. And | said that the whole teaching
staff should be replaced... she did not like it. Now three times a week we take
him to school, he mustn’t meet the others, because of course they tease him, then
he fights, so he has to wait in front of the staff room and wait for a teacher to
take him for private tutoring. We told the headteacher that she should rap the
knuckles of the others, because it is not always his fault if he gets in trouble.

Analysis has detected contrary views on the values of the education system on the part

of parents and teachers. The most striking finding is that although teachers tend to

blame parents for the child’s negative attitude to school which consequently manifests

in behaviour problems, teachers are the ones who have the least belief in the worth of

education.

Ex. 37.

T2:

They [the Roma families] can’t find an aim. This what the system should help
with. | had a conversation with a Roma father during a consultation hour
[fogado ora] last year, and for example we talked about a lot of things, and he is
a miner, and he works. And we talked about - he has older children too - and he
can’t persuade his child [the one who goes to the school] to study. I told him,
that | believe it, because if the two of us now discussed what perspectives he can
offer the child, what to study, what he should say... What should the child study?

Let’s list some work places and trades in this country...

Ex. 38.

R:

T1:

How are these good learners received by the society later?

We have students with extension [kitiné tanuld]. They will not be accepted [by
society]. Somebody can be an excellent student here. These 34 years have taught
me... They are not accepted. Or s/he won't succeed later. I don’t think they ever
will.... Shall I tell you the reality? As I see it, you can’t break out of this circle; it
is very hard to break out of this circle. I don’t think they’ll be accepted more

easily.
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Teachers’ opinion about the Roma people’s aspirations emphasises the perceived

cultural differences and hidden prejudice which are disguised in generalisation. The

striking feature of the following quotes is that teachers admit that they cannot envision

any prospects for these children while at the same time attributing all the responsibility

to the system and the parents rather than themselves. This conclusion is further

supported by document analysis.

Ex. 39.

T1:

They [children] don 't have a vision of the future, and though it can’t be said that
their culture means they would have a vision of the future, this is typical of not
only Roma people. Those living from day to day, well they don’t have a vision of
their future. And their parents don’t either. Neither the parents nor the children
do. We teachers can say to parents that it [the situation] would just be worse if
they hadn’t made their children study. But those who have- still don’t have a job,
so those who don’t learn won’t have a job anyway. So the problem is that these
children, for example, don’t understand the concept of getting a salary. Has the
family allowance arrived? This is what the usual conversation is about. They go
as far as to ask me “Do you get family allowance?” So they have no idea how
people get income, and if they face any problem the solution they come to is

asking for allowance. This is very typical.

Ex. 40.

T4: They expect a solution from the school. Yes, we feel it. | don’t mean that that’s

Jjustified, but it’s evident - what can | expect from an unskilled person to help the
child at home? The parent could help with- this is what | usually say to them-
making sure that the child’s things for school are in their bag; that the child
gets to school in time, that s/he spends the whole day at school; helping with
checking that when the child gets home s/he wouldn’t throw the bag into a
corner, but takes out the books for at least half an hour, and parents could
check, and ask for the homework and even if they can’t help, they should make
sure that the child sits down, does the homework, or picks up a book. This is

what they could help with.
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Although teachers claim that parents should learn how to feel responsible for their
child’s development, they do not seem to believe the families are capable of doing so.
Those parents, whose children in the lower primary are in the school all day, do not
have the opportunity to practice the skill of promoting the child’s learning, but are
expected to do so later. This can be seen from the following extract, which is from the

same interview and provided by the same teacher as above.

Ex. 41.

T4: In lower primary, we try to keep the children in the school building as much as
possible. Then the parents don’t have to deal with whether the child has done the
homework, or has taken the school bag home. Parents have to deal with only

what the child does at the weekend. For these parents this is a great help.

Ex. 42.

T2: This is a social problem. No matter how they [authorities, society etc.] try to
bundle the problem on us. We can’t solve this problem locally. People do not
have prospects. I can’t persuade boys in upper primary, or girls, that “you must
learn because...” I ask them what they would like to be, and they say, “an
allowance applicant”, or they say “I'm going to get married and I will live on

my husband’s earning”. So this is the outlook. Or a little one says: “burglar”.

The school’s Pedagogical Programme, especially the mission statement, reveals a lot
about the extent to which the management and teachers are ready to embrace the
pedagogical challenges they face. The mission statement states that “the school
endeavours to ensure its learners’ mental and physical development and their close
relationship to nature”. In addition, the document refers to the importance of
cultivating traditions, but makes no reference to Roma culture at all. The extract of the
document concerning the aims and tasks of the school starts with an introductory
paragraph summarising the pedagogy of personal development. The six points listed
appear to be categorically rejected in the school’s practices, especially in issues of
correcting the gaps in family socialization, correcting children’s behavioural problems,

and adopting the role of a social worker in relationships with families.
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Parents, with a few exceptions, generally tend to be more optimistic about the value of
education and about the prospects of their children. They do not have high
expectations but simply express the wish that their children achieved more than they
have.

Ex. 43.

F4: The truth is that | always tell them: They do not study for me, they study for
themselves. They do not choose a trade for me, but for themselves. I did not have
a say in what they liked. I know that in today’s world, it is very difficult to find a
job, and this is impossible without learning. If they have ideas then | support

them, so that they can achieve what I couldn’t. So that he has what I didn’t have.

Ex. 44.
F7: 1'd like him to have a good trade.

Ex. 45.

R:  What would you like them [children] to achieve?

F5 [father]: All | can say is that all | wish for is not to have to turn in my grave. | want
them to keep up what | have achieved. Just to keep up the level. I don’t want
more. I don’t expect anything special from my son, just to work, to do his work,
this is what I'm teaching him. The problem is that many in the village hide away
from work. How important is learning? For me, maths is very important. | told
him: If you can’t count, you’ll be deceived. If you can’t count quickly in head,
well it stinks. I have made him cry several times because of this. | get up early

every morning and | immediately count.

Ex. 46.
F15: He [her son] will be more. He will get on better. I couldn’t learn, my parents

didn’t care at all whether I studied or not.

Ex. 47.
F4: 1 was brought up by my mother, as my father did not want me, and left us. Still, |

was given his name. She brought me up alone with my grandpa. My average
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result was 3,7. My mother never said anything, whether | took home five 5s or
five 1s she always signed them. She never said that | should study to achieve
something in life, to be someone. My son, when he was little, once said that he
will be a burglar [when he grows up], then we explained what this means.

Afterwards he said, “OK, then I'll be a policeman”.

The next transcript gives a very succinct summary of how one interviewee interpreted
why it is that he finds education important for her daughter’s future. This includes his
experience of what it means to be deprived of valuable things and to be humiliated, but

to stand up in spite of it all.

Ex. 48.
F1: They can take away everything from you, your clothes, your bag... your hair can

be cut™, your skin can be cut, but your mind cannot be taken away from you.

7.6.3. The role of trust

Another recurring theme was that of trust. What | experienced during my visits was
that these families are willing to trust those who get involved or show interest in their
lives. Before starting the research interviews, | was told by someone who led training
sessions for Roma minority government representatives that the indicators of whether
Roma people welcome a stranger in to their houses is first whether the person is let in
or not, and then whether s/he is offered a drink. | was invited in for a coffee by all of
the families, but my most memorable experience was with the grandmother of F3. The

following extract is from my research diary.

DIARY 2. (MARCH 2008)

I didn’t really meet Ildiko while I worked in the school, but in spite of this, she greets
me very nicely. First she is rather abrupt, but after half an hour she speaks in a free
and easy manner, especially after the grandmother joined us. The grandmother at the
beginning looks at me with suspicious and wary eyes, but after a while (she was

listening to the radio very loudly in the kitchen) she suddenly turns the radio off and

19 Cutting a girl’s hair and skin means losing her dignity.
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joins us and it turns out that she was actually listening to us. She calls out in the

kitchen: “Just don’t dare say, that the headteacher is nice! She punished my little

grandson and put her out in the cold in a thin shirt...”. This is the moment that the

“stranger in the house” ice breaks. lldiko offers me coffee and apologises for her

shaking hands. Some neighbour appears, but the grandmother just waves at her,

signalling that she is busy now ...

The presence or absence of trust has proved a crucial factor contributing to whether

parents self-disclose themselves to teachers, whether they are willing to follow the

teachers’ advice, and crucially, the extent to which they approve of the teachers’

actions related to their children’s school work and behaviour. The headteacher’s

answer to the question of how much parents trust her demonstrates again certain

unreliability when it comes to her responses, especially in the light of her own

comment on parents’ sincerity and the remarks of others (including a teacher). It is

interesting to see how both grandmother and the headteacher refer to their knowledge

of each other based on past experience.

Ex. 49.

R:

T4:

Do Roma parents turn to you for advice?

Yes, of course. | must say, almost with everything, from family matters to private
problems, so they are very open to me, because I’'ve been teaching here for a
long time, and I know practically all these children’s mothers or fathers and I
have a sort of relationship with these children when they enter the school, | have
known them for generations. | enjoy their trust, and they know that they can

always turn to me, I'm always available.

Ex. 50.

F3:

She treated my grandson very badly. Very badly [he was the child who was put
out in the cold]. When I went to the school, she told me to shut up. I said, “You
could be my daughter, shall I shut up? You used to be a begger just like me. A
begger just like me. Are you well off now?” ... I know the whole horde. I'm glad
I can’t go in now [she is ill] because 1'd just see how they are pestering my little

grandchildren. They just go into the staff room, have coffee, and in the meantime
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the children beat each other. They say, “you are this Gypsy and that Gypsy...”
Earlier if someone called the other a Gypsy in a rude way [ciganyoztak]*®, they
were punished. Liza talked back, she thought it was unfair; then they said,
“You’ll be like your mother”. Only Liza was punished, they don’t give a damn

about poor people.

Ex. 51.

T6: The thing I can’t stand at all is when they close the door of the staff room behind
them, and they start gossiping about families, from the very private things to the
children. And, yes, the headteacher takes the naughty child into the staff room as
well, and yells her head off, in front of everyone. | feel so embarrassed that |

have to watch it, that I'm a part of this whole thing.

Ex. 52.

R:  Are the parents sincere?

T4: Well, not really. I'd say, and I'm speaking about Roma parents, that there are
Roma parents who, for some reason, think that they are more than the other
Roma. Because for example they can ensure a more cultured environment for
their children - they have a job or a qualification. They are the ones who are
more reserved. That parent would be reluctant to wash their dirty linen in public,
or any problems, than the average Roma, who have more problems, and who are
more open, 1'd say. Those who are sly, those who are more educated are usually
more concerned about how much they say about themselves or about their

families in public. They are a bit different.

2 . . . 59 . <, Lh)
% 1n Hungarian there is a verb “ciganyozni” which means that someone calls the other person “Gypsy

with all the negative connotations.
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DIARY 3. (SEPTEMBER 2006)
Today K. laughed at me, because I couldn’t recognise that one of our students is

Roma. “Really? ’- | asked. “Certainly. Though it can’t be really seen, I knew her

grandfather”.

As revealed from the above, teachers show disdain towards parents who do not want to
accept their Roma origin, in spite of the fact that in such a small community, everyone
seems to be aware of one another’s heritage. There is a kind of knowledge each party
retains about the other and, which cannot be challenged or forgotten. The grandmother
keeps in mind the earlier social position of the headteacher and her family, while the
headteacher uses her perceived knowledge of the Roma parents to insist on the social
category to which they belong. The above has a lot of implications on social positions
and power. Those who live well and are educated, they are considered to be sly by
teachers. They cannot be, nor want to be guided or discuss their private lives with
teachers, as they do not trust them. The following quotes give insight into how teachers
interpret their roles as advisors, and the parents’ intentions in asking for advice. How

teachers perceive parents in these encounters reveals a lot about cultural stereotypes.

Ex. 53.

R: Do they ask for advice?

T1: Yes, they usually do. But they rather turn to us to defend their child, to find
excuses, to explain why the child doesn’t study, so the problem is that they do
not raise them [children] to be conscientious, and aware that they have to study
and they have to accept the rules.

Ex. 54.

R:  Are the parents sincere?

T1: If our relationship is good, then yes. But if not, they tend to assert their rights,
and then don’t mention their responsibilities- and if we try to refer to them, they
are reluctant to accept it. Are they sincere? [ think they aren’t. Or the
relationship is not there, or if we have one, then it doesn’t matter whether they

are Roma or not Roma.
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Another source of the parents’ distrust lies in the lack of communication between
themselves and the teachers. Parents often feel that they are being reprimanded or
instructed by the teachers when they meet them, and complain about the style of
teachers’ communication. It has already been shown that though teachers expect
parents to act responsibly, they do not help them in this learning process. This
contributes to problems in communication, as by dismissing the parents’ capabilities,
the teachers lose the opportunity to offer suggestions for patterns of appropriate
communication to the parents. In this case, the word “appropriate” is defined as

mutually satisfying and comforting.

Ex. 55.
F2: You know what the teacher did? She asked the children how many times they

have a bath a week. Why don’t they dare to ask us?

EXx. 56.

F1: I'm not going to name her, but it was very strange; you know, I went into the
school, and one of the teachers | used to go to primary school with - we used to
be in the same class, we spent our childhood together - she said:” Good
morning” [J6 napot.]*. Why? What has changed? Why can’t she say, “Hello
Zoli, have you come in?” So as, you know, to show respect. There are very

serious problems here; I can’t make contact with them. There is no cooperation.

Ex. 57.

F4: Sometimes they talk to parents as if they were idiots; yes, because a lot of
parents have had only eight years of primary school, or even less, and they have
college or university degrees, and they don’t think that parents could know
anything about life issues. [konyit az élet dolgaihoz]. They [teachers] may have
been taught it, but they live in it- | mean the Roma family. As the Roma live in it.
They read newspaper; watch TV, the news as well, so they are informed in some

way or another.

2! Greeting him in a formal way.
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It has been shown that the Roma parents’ attitude and their level of trust towards
teachers depend on several factors. However, the frequency and intensity of themes in
the interviews have indicated that one of the most crucial factors is how parents feel
about how fair the teacher is with their child. They lose trust easily in a teacher who
uses insulting words in the classroom, or punishes the child without justification.
Parents hardly ever question their children’s credibility when they get into trouble at
school. The teachers reiterated this point, saying that the only occasion in which
parents do not hesitate to enter the school building is when they believe that their child
has been subjected to either physical or verbal insult by their peers or a teacher. In
such instances — as | have shown above — parents tend to be resolute, and want to

impose justice unilaterally.

EX. 58.

F2: | have the right to punish my son if | feel he deserves it. But his teacher, she just
keeps nagging him without any reason, as if there were no other children in the
classroom who would misbehave. | usually try to be polite when | go to the
school, but if | feel she was not fair | lose control...

Ex. 59.

F4: This is what families jump at [erre ugranak] most, how, in what ways, do
teachers punish. I think the same is true for Hungarians as well. They just defend
their families. We had a dispute [affér] in the kindergarten, as one of the
kindergarten teachers decided to slap on Rebi’s hand. I couldn’t take the child to
the kindergarten, but only up to the shop for a while, because she stopped there
and didn’t want to enter the kindergarten. She must have had a reason to do so.
Her hand was red. I knew she was telling the truth... The way I first reacted was
that | go in and beat her too. But then the accusations began, that they had
problems with my child, and she [kindergarten teacher] didn 't do anything and
that my child was lying. There were never any serious problems with my
children. Neither with this girl nor with the boys. So I believed my child. She
cried for three months. Finally | said: OK, she is not going to the kindergarten.
She didn’t admit it. Even when parents were standing in a queue in front of the

kindergarten head’s office with complaints, they kept saying that the child did’t
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tell the truth. That was when I felt that they don’t believe us because we are
Gypsy.

Ex. 60.

F13: Yes, there are a lot of Roma children in the school. But it is not only Roma
children who are bad, but Hungarians as well. I've heard that once a Hungarian
initiated a fight and the Roma just tried to defend himself. Who was punished?
Yes, the Roma. This shouldn’t happen. When I used to go to kindergarten and
school, there was a letter ,,c” beside my name. Nowadays they don’t write it
there, but it’s still there, there is an invisible letter , ¢’ there, this is like a
stigma. I don’t think they will wipe it off. They don’t write it down, but it is there.
And it affects how we can be treated.

The question of physical punishment emerges as a complex point of contention. There
are a lot of parents who are aware that they should not beat their children, and are
consequently confused as to how to discipline them. Once a mother complained to me
that teachers tell her to discipline her child. Although she was aware that beating him
was inadequate she felt at her loss as to how to proceed. While there are parents who
still believe in the power of corporal punishment, they continue to insist that it should
not be applied by others, and that only they have the right to judge their children.
Adding further complexity to this issue, corporal punishment during their own
schooling is a recurring theme in the parents’ narratives, and their accounts show how
beatings instilled them with both a long term sense humiliation and a respect for the
effectiveness of such forms of discipline. In the latter case, parents expressed the
opinion that through their reputations, certain teachers had gained the privilege of
disciplining their students in whichever way they wanted, but although parents
approved of this retrospectively, they would be revolted if the same were to happen

during present times.

Ex. 61.

F2: The elder one was slapped by the teacher last year, because he trampled a grass
snake to death. I went in, and you know what happened? She called the child a
savage and she denied slapping him. The other children witnessed that my son
was telling the truth. Then | became very agitated, and | said that she can beat
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the child that comes out of her, but if I don’t beat mine, she doesn’t have the

right to either.

Ex. 62.

F12:

In our times, wow, how scared we were of teachers! But | respected all of them.
Yes, we were afraid of them. By now everything has changed. | say, they should
not follow [those ways], they should depart from their past. They shouldn’t beat
children, but still, those rappings [kormdsok]?? were really efficient!

Ex. 63.

F7:

Yes, at that time everything was different. 1 had Hungarian friends - many of
them still greet me if | happen not to recognise them for some reason. Yes, many
a time were we given one or two slaps. There was a teacher who gave such sharp

slaps, that 1 still feel them on my cheek though I'm 45.

Ex. 64.

F15:

F15:

A long time ago, there was a headmaster. Well, he was honest. He was
obnoxious, but I truly loved him. If he saw that you are trying hard, if he saw
that you don’t understand but that you re interested in the thing, or he saw you
make an effort, then he was totally different. He was as happy as a lark [madarat
lehetett fogatni vele], he was very kind. But if he saw wickedness [kutyasagot], he
reacted the same way - he didn 't feel pity for that child then - he’d throw this big
bunch of keys at the child, so that he or she would just snap in half.

Is the problem to do with lack of strictness?

Not strictness. They are like horses [the children]. They don’t know what “come
here” and “go” [basic instructions horses follow: “mi a tiiled mi a hozzad”]

mean. They don’t know anything.

22 The child was made to purse his/her fingers and would be beaten on their fingertips with a ruler.
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EX. 65.

F8:

I'll never forget. There was a Hungarian boy, we were in class 8. I still
remember his name. He said “Damn Gypsy” to me. But why did he say it?
Because before this, he’d tripped me over [elcsankazott], and I'd said “you
rotter”. He said “You damn Gypsy” again. And then the PE teacher, GL asked
him to go up to him and he called him ‘tubby’ [hasi-pasi], because this was the
way he was mocking him. “What did you say to Magdi?” And the boy said
“Nothing.”

“Don’t pretend I'm deaf, you don’t get to decide whether I can hear or not. Let
me decide what | heard”. And then he said. “Who do you want to get the slap
from - Magdi, or me? Choose! ” | used to be much smaller than now. The child

answers “Neither”.

“Choose from whom!” And the boy finally said, “from Magdi”.

And then the teacher says that if [ don’t dare give two honest-t0-god [becsiiletes]
slaps, he’d give the third one, but that it would be so big, that the boy would hit
the roof [leszedi a csillagot is az égr6l]. The child started begging me [she is
showing with her hands], “please beat hard”! And I tell you, he got two equally
big ones, on both sides. Of course, they weren’t that big, but his cheeks were red.

This is what teachers used to be like.

As has been revealed, trust is closely related to respect. Parents cherish memories of

teachers who took care of them. They appreciate and recall positive images of teachers

who show personal interest in their lives and children. Parents seem to know how

teachers should approach them, and in their narratives give insights about how to

improve the relationship.

EX. 66.

F1:

Parents would love it, but unfortunately only a few [children] do go on studying.
What teachers should show is that this is important for them as well. | still
remember my teacher, who came to our house at the end of the village in his car.

My mother sent him a message that | was very ill, and I had a high temperature,
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but in reality there was a lot of snow, and I didn’t have shoes. There was a lot of
snow, and he came, and my mother said again that I couldn’t go to school,
because I was ill. The teacher saw that I wasn'’t ill, so we had to admit that we
didn’t have anything to put on my feet. He took me out in his arms and put me
into his Trabant, and took me to school. He respected me, | was important to
him. I'm over 50 now, but I still have to cry when I remember how it felt that he

did it for me.

Ex. 67.

F10: There are a few of them, who deserve respect. They are the ones who do not look

down on us, who know that my child has good abilities but needs
encouragement. Or my son’s teacher, who is just, and punishes not only him but
others as well if they misbehave. You know, she knows that he suffers from

epilepsy and pays special attention to him. Well, they deserve respect.

EX. 68.

F4:

The teachers...they don’t know the background. We are strangers to each other.
They should go and visit these families. They shouldn’t just ask the parents in but
should go and see them once or twice. The kindergarten teachers do come, but
the school teachers don’t. Because otherwise, the parents may not have time
because they may work by day [napszamba jar], or they are afraid that they will
be looked down upon. They could have a talk at home, and the teachers could
see the family environment, and it would be easier to help. ‘Cause then the

teacher knows where that child comes from.

Ex. 69.
F13: Do you know how many parents came to the parental meeting? Altogether four,

including the teacher. Where are the other parents then? If |1 were a teacher, I
would love to go and visit them. No wonder parents do not feel like going to the
school, if they are 8 to 10 in the family. But teachers think that if the parents do

not come, they won 't go either.
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Ex. 70.

F1: They should go to workshops like I do [as he is the president of the Roma
minority government]. They should go too. There is no shame in learning about
the Roma culture. They say there is this integrated education in the school. The
child goes up to the teacher and says- “Look teacher how | can dance!” This is
not integrated education. We should teach Hungarians that we have culture,

dance and music.

My grandson, you saw it at the wedding, he wasn’t even one, and he could
already dance. We have such different feelings that we say, when the child is

born he comes out of his mother dancing. They should know about it.

7.6.4. Identity: Ethnic identity and group belonging

As for the question of whether the participants described themselves as Roma, all
answered with a yes, but the comments accompanying the answer differed to a great
extent. Those who expressed their pride in being Roma were usually involved in Roma
associations or in the minority government, and were determined to retain Roma
traditions and culture. The president of the Roma minority government expressed this
in the following way:

Ex. 71.

F1: For me, this means that I feel that I'm Roma. It is an honour for me, to state, that
I am Roma, though | do not claim that it is good to be a Roma, ...I'm not
expressing myself correctly ... but I know, that we are different from other
people, and somehow, | would like our culture, our traditions — though I am
aware that the old culture cannot be brought back- but what I say is that

everybody who likes being Roma, must try not to lose our culture and traditions.

Ex. 72.

F6: 1 proudly say that I'm Roma. Well if the Gypsies were hanged, I know I would be
hanged and killed too, I can’t deny it. Although there is a little Hungarian part in
me, I consider myself Roma. My mother’s father and his family are all
Hungarians and they behave like Hungarians. I don’t need that.
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Ex. 73.

F12: I've always taken it on, myself. When I got to the hospital, they say I don’t look
Gypsy at all. ‘Cause I've always cared how I look, I dye my hair, it’s usually
brown and fair. Now it’s black, even then they couldn’t tell- an old lady entered
the room and she said ““ I wouldn’t have thought that you are Gypsy”, and I told
her, “Ireally am a Gypsy.”

Another source of pride seems to emerge from despairing situation of families who
live in extreme poverty. They find solace in the rationalisation that though they are
negatively characterised, they stick to values such as work ethic and honesty. These
families are the most isolated, as they belong to neither Roma groups nor mainstream

society.

Ex. 74.

F2: We proudly accept our race. After all, you can say that someone is Gypsy or
someone is Hungarian... we are Gypsy. There are poor people of both kinds. You
know, those who are doing a bit better now, they forget that they used to eat
carcases at the co-operative farm as, yes, we did too. Now if they have some
money, they go to Tesco and they waste it... so it is better for us as we are, on

our own.

[father joins]

We are trying very hard to live our life with honesty,; I work, but I haven’t found
my brick yet, if you see what | mean [i.e. he hasn’t found anyone to help him,
mentor him]. You know, the problem is, that we are going to stay like this till the
world ends. Gypsies will be Gypsies. The problem is that people do not
differentiate between bad Roma and good Roma, they see the same in all of us.

The majority of participants did not demonstrate this sense of pride. Although they
categorically described themselves as Roma, this was due to the invariable perceptions
of others rather than their perceptions of themselves. All of these families expressed a
wish to be treated as “Hungarians”. They did not see any point in denying their

ethnicity, but felt forced into a category they did not really value.
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EX. 75.

F8: Shall I say, there are 2 kinds of Roma here in this village. There are the
scumbags [alja népe] and then the others who strive to keep up with the times;
there is this one and that one. And | tell you, when something wrong happens,
they do not say that X or Y did something or that you did something, everyone is

involved as a whole. I could never swallow this bitter pill.

But this is what is happening in the whole country. Unfortunately. Why don'’t
they just say XY, I don’t mind if they add that the person is Roma, but the person

must be named. They shouldn’t take the whole horde as one.

There were situations, in which the straightforward question of whether the
participants described themselves as Roma was not considered appropriate, as the
families showed signs of standing apart from this issue. Despite being aware of the aim
of the research, they mainly wanted to express their strong dissatisfaction with how
Roma people live and to show pride in being able to distinguish themselves from them.
They did not have any affiliation to the group. The following extract is from an
interview which was made during the final stages of the research. The background of

the story was recorded in my diary:

DIARY 4. (MAY 2006)

I was sitting with these two lovely and bright Roma girls. They came to my house with
the news that one of them had been admitted to university. | was proud, because | felt |
had contributed to their success. When we were in the middle of the conversation
about their plans and studies, | made a comment that Zsuzsi, as a student, could apply
for Roma scholarship to get more financial support for her studies. The air froze. They
gazed at me with puzzled and embarrassed faces. This was the moment when | realised
that we had never talked about them being Roma, and it was evident that they did not

want to talk about it at all. They did not want to be perceived as Roma.

The elder sister did not apply for the scholarship, but the younger sister’s university

career progressed differently. Later the mother talked to me about it:
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Ex. 76.

F14: For a long time, we did not want to speak about this topic at all. We sort of
pretended that we didn’t realise that people look at us and think: they are Roma.
We did everything to avoid every situation where we could be associated with
them. My daughters are excellent students. They have university degrees. Our
attitude to things changed when Kati managed to get a Roma scholarship and
spent a summer in Brussels in the parliament. This was the first time we felt that
there could be some advantage to being a Roma.

It is interesting to consider how both Roma parents and the teachers perceive those
who do not want to accept that they are Roma, or be perceived as such. The
headteacher’s opinion of these parents is especially revealing when compared to how
the parents interpret their own conditions and how they are perceived. The contrast in
opinions shows the discrepancy between the teacher’s views on Roma culture and the
experiences and knowledge of the parents themselves. In reference to her initial
interview, it can now be seen how the headteacher’s prejudices surfaced gradually as
the interview advanced. The contradiction lies in how teachers keep emphasising they
do not differentiate, on the other hand, their diction and thought processes reflect their

negative perceptions of Roma people.

Ex. 77.
T1: We don't differentiate between Roma and non-Roma. This Roma question is
rather a family problem. There are Roma families who cause a lot of problems,

but we never use the word Roma.

Ex. 78.

T4: They look down upon and disparage their own race, and they’d rather not claim
to be Roma. It’s so sad, we have a girl of Roma origin ( her mother and father
are both Roma)- she is really an excellent student, and yes, it is true that they
changed their names from Kalanyos to I don’t know to what, which sounds less
Gypsy, but they are all the very spit of black Gipsies [kikopott fekete ciganyok].
And the child can’t get a Roma scholarship, and were very sorry for that, as the
whole thing is about an excellent student, and this kind of student would get the
most support, financially and in everything. Yet the parents, thump their chests
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[6nérzetesen veri a mellét] and don 't sign the paper to claim that they are Roma.
In spite of the fact that here, everyone knows for sure... maybe not about the girl
- she has brown hair, but her skin is white anyway- so maybe a stranger

wouldn’t be able to tell that she’s Gypsy, but we know.

In the course of conversations parents often told stories about how their children
approach the question of their being Roma. In the families where the parents talked

about it, this topic was treated as a source of amusement.

Ex. 79.

F4: During his childhood, Sanci didn’t want to accept that he was Roma for the
longest time. He said he was black. He is Roma only up to his ankle. It took a
long time to impress it on him [belérogziteni] that yes, “you are Roma, because |
am Roma and your father is Roma as well. ” He shouldn’t deny it, because that’s
what he’s like, and that’s it. If he wanted to go on to secondary grammar school,
then 1 would emphasise that he is Roma, and he is brave to do this - to go on
with his studies. I don’t say he is Hungarian, | say he is Roma, because there are

only a few of them like him.

Ex. 80.
[sitting with the family talking about the Roma culture, and what it means to be a

Roma]

F2: [I'm not Roma -says the 12 year old daughter. [the others start laughing]

It can’t be seen on me.

[mother] You are Roma, and you proudly accept your race.

Ex. 81.

F6: Richie [7 years old] he tells everyone that he is Gypsy. When he goes dancing-
because he dances in a Gypsy folk dance group- he always says that he puts on
his Gypsy clothes. (she laughs) You know the black trousers and the white shirt.

But why would he deny it if everyone is amazed how he dances.
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How children learn and become accustomed to being perceived as Roma, along with

its negative consequences, is well illustrated in the following extracts. The narratives

show that children soon experience how it feels to be rejected and the ways in which

they can react to this.

Ex. 82.

F4:

One of my acquaintances’ child wanted to join the local big folk dance group,
but they rejected her. They were afraid because it would be a change, and of
what the others would say. Even the adults’ attitude is that if a Roma gets in,
she’ll come once and then stop, and that way, why should they buy that expensive

folk costume for her? Distrust. This is the problem. That this little girl couldn’t

even try.

Ex. 83.

F5: My son’s cousin kept saying in the kindergarten that he is not Roma. You know
what the kindergarten teachers did? They asked the mother to tell the child and
teach him that he is Roma. They asked her to. It is ridiculous, isn 't it?

Ex. 84.

F6: Bea learnt very early on what it means to be a Gypsy. Once we were in a shop,
where we actually spent quite a lot of money on clothes. There was a young shop
assistant there who opened the door “to clean the air” while we were inside. Bea
asked me why she did that. And | said, because she finds us smelly. When we
were leaving the shop, she called back, although she was only about 11 years
old, “Now you can close the door, but anyway we do wash”.

Ex. 85.

R:  Are teachers concerned about people calling others Gypsy [ciganyoznak]?

F8: No, it doesn’t count as such a rude word these days. The least is if somebody is

called a “Stupid Gypsy”, but they [the children] use such rude words that 1
wouldn 't like to say any more about it, as they say very rude words. But calling
someone Gypsy; it is common both among teachers and children as well, and

this is a big problem. I tell you, because it happened that there was a boy who
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fought with someone because he was called Gypsy. The headmaster called him in
his office, he shouted the boy’s head off, he may have given him a slap [fiilest] as
well, then he held a mirror in front of him and said: “Kiddo [6csém], look into it,

aren’t you a Gypsy ”?

There are complex factors which lead Roma people to deny their ethnic identity. The
issue of generalisations made by the majority in connection with the Roma people was
brought up with a high intensity in almost every family. On the most part, the Roma
parents found it offensive that while they try to lead an honest life and adjust to their
society, they are forced by others, into the same category as the people they are trying

to separate themselves from.

Ex. 86.

F1: [I'm struggling with the fact that people, when they say that for example, Natalia
Kiss did something, call the person by name if she is Hungarian. | get so
frustrated when they say that the Gypsies did something- a row- and they don’t
say that it was done by XY but by ‘GYypsies’, because there were two people there
for example. Because if Natalia Kiss or Agnes Kovdcs were there, people would
whisper to each other that “Oh, Natalia Kiss did something, but don't tell
anyone...” You see? But they they dehumanise, generalise the whole thing and
they - Look, | even have goosebumps, this is really irritating and bothers me a
lot.

Once a person came into my office [he is the president of the Roma minority
government] and said that please tell to your fellows, people, friends, not to
enter my shop. | said, “excuse me Béla, my dearest [egyem a szép szived], who
shall I say this to? Please try to explain, who? Who are my people, my friends,

IENTe

my fellows, who? Tell their names. ...” “Let’s agree,” I say, “that the thing is,
that it is your business what you do, but I cannot call to the Gypsies, | can just

talk to KJ or GZ.”

This resistance against categorisation ultimately results in a lack of unity among Roma
people. In considering the nuptial traditions of the Roma, it becomes evident that they
are more interested in which Roma origin the person belongs to, than whether or not
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the person is Hungarian. The best example of this is F2, where the head of the family
had the young Hungarian girl and her baby registered in his name. The parents did not
care where the young girl came from; they immediately received her into the family. It
was striking, however, that these Roma families showed high level of distrust towards
those Roma who had managed to achieve something in life. They were suspicious of
those who became members of the Roma minority self-government in the village, and
often accused them of stealing charity clothes and food or of looking down on them.
The same distrust can be noted towards those who live in ‘nice houses’ or who have
enjoyed a lifestyle better than most. Roma people are generally open to the mainstream
society, but are aware of prejudice against them. The way they defend themselves is by

trying to distance themselves from the “criminal” Romas.

Ex. 87.

R: Do you think it will be easier for the children?

F7: No, Unfortunately not. Definitely not. It will be more difficult for them. There is
more racism. And Roma people keep quarrelling with each other instead of
uniting. 1 remember when we used to live in the slum area; in the evenings
people gathered, and they talked or quarrelled, but the children played together.
Contrary to now, when Roma children have more problems with each other than
with their Hungarian fellows. But the media and the Hungarians are responsible
for our quarrels. They just want to make divisions, some people are taken out
who very quickly forget where they came from, but nobody cares about the big

problems.

Ex. 88.

R: Isthere a unity among Roma people?

F6: Some unite, some split. But if there’s a row, they unite. Attila always says, that if
he is a bit lit up, and gets into trouble that’s when people dare to pick on him
[emberkednek vele] because he is alone [he is from another village]. They would
attack him in groups, so we try to avoid them.

172



Ex. 89.

F4: It is rather money [that causes people to differentiate between each other], it is
like that everywhere. It is rather the financial things. If some Roma gets along,
looks pretty, or her children wear nicer clothes, they are dressed properly
because they handle their money well [megfogja a pénzt], then the usual
response is: “Where is it from? She must have stolen it”.

Ex. 90.

F2: We don’t go out anywhere; we don’t keep contact with the relatives, my wife’s

family. I grew up in a foster home, and they were not pleased when we met. And
you know, the biggest problem is that no matter how hard we try to get along
with integrity, here we have these 6 children, and now even this small baby, my
son’s child. I haven'’t been to prison, I don’t cheat, I don’t lie, we try to bring up
the children and teach them manners [rendre nevelni], but it is very hard. We
will always be looked at as Roma who steal. It doesn’t matter that I try to behave
and live the way they [Hungarian people] wish- I’ll remain a stranger in this

country, just because I'm Roma.

In the light of the above it is not surprising that Roma parents are generally

disinterested in preserving their culture and having their children learn about Roma

culture at school. The majority of Roma people in the village, with the exception of the

Lovari speaking underprivileged groups, do not speak the Roma language. The

following quotes give a summary of thoughts how parents approach the question of

teaching Roma culture at school, as well as their perceptions about being Hungarian or

Roma.

Ex. 91.

F8: [don’t think it is important. What will that child achieve with the Roma language

in life? Nothing. Roma people are sullied anyway, aren’t they? ... I don’t see any
sense in it. Traditions!? “Shall I tell what the silly Gypsies are like?” In
inverted commas, of course- you see my point, don’t you? This is the situation
now, as | see it: One group is killing the other, since God knows how many

groups there are. Who belongs to whom, damn all, I don’t care.
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Ex. 92.

F9:

It is possible that their culture [Lovari] can be taught, but ours [Beas] cannot.
There are no elderly people. When | gave birth to Petra, there was an elderly
lady who lived on the opposite side of the street. She was a very distant relative
of mine [szegrdl végrél rokonom volt]. She told me not to cross the road for 6
weeks, and not to leave the baby alone. She went to the shop for me. | almost
died of boredom. Once, the baby was in swadding-clothes, | went over to her. It
was winter. Well, she was in trouble. Then she said “Sit down”. Then she took a
pinch of salt, bread and garlic she put it into a handkerchief and put it into my
pocket, then sent me home. She made me promise that after sunset [ wouldn’t let
anybody in the house. She gave her a bath for three months. They [children]
cannot learn traditions from me. There are no musicians here, or carvers
[tekn6vajok]. They were Beas, my grandfather used to be a trough carver, but |
haven’t got the faintest idea how and why. My father used to play in a band. 1
sort of think that, OK, I'm Roma, but I don’t think about whether I'm Gypsy or
Hungarian. We all have red blood.

Ex. 93.

F13: There in the slum area, they sort have the culture. I don’t mean to offend them,

but they live in another world. They preserve their traditions, but they don’t want
to see the present situation and the world. They think that because they haven'’t

achieved anything, then the whole world can go to hell.

Ex. 94.

R:

Do you get offended when you are treated as a Roma?

F15: I don’t get offended, I don’t take it to heart. | have red blood too. Ok, there may

be differences in our social situation, or our family trees are different. But I'm

Roma as much as Hungarian.

Ex. 95.

F5: We try as a family to hold together.

R: Isyour husband from the village?

F5: Yes, he is local, I'm from Hidas, I'm not local.
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F5:

F5:

F5:

F5:

Was it difficult to adapt to this?

Yes, because of the rankings of Roma origins. It was very hard for me when | got
here. They were strange. Romungros are different by nature from the Hidas
Romas. There are Beas and Romungro there too [her former village], 7 don'’t
know these types. People were more together there. Old people kept the youth
together, but they are dying out too. The elderly spoke the language there. When
I met my husband, | spoke our language fluently, this is how | talked to him. |
think it took me a week at least to realise that any time | spoke to him he
answered in Hungarian. I asked him why and it turned out that he didn’t speak

the language. Gradually, | forgot it.
Don’t you speak to the children in the Roma language?

No, only words. Jozsi understands a few words to some extent, but Szilvi doesn t.
Zoli came up with the idea that we should ask for Roma language teaching, but
we didn’t want it so much. What for? What will the child do with it? There are

only a few people left who speak the language.

Isn’t it difficult for the children to find where they belong, being Roma or

Hungarian?

Yes, it’s very hard. There are some who even deny that they are Gypsy. I don’t
feel ashamed of fit, I'm proud of it. I could teach my children that they are not
Gypsy, Jozsi could even deny it because of his skin colour. But no way. It’s
important for them to know. We are like this and that’s it. We try to behave
ourselves in life, and everywhere, to adjust to others, but we don’t always

succeed. Because we are always oppressed.
Do you feel so?

Yes, and they immediately make their minds up about you.

7.6.5. Communication between Roma families and teachers

As previously mentioned, the Roma people strive to adjust and “behave” according to

the expectations of the majority. This adjustment is manifest in the use of speech

registers that they think Hungarians use, and sometimes results in awkward speech

patterns that even other Roma find comical. This implies that Roma people are aware
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of differences in tone, and register applied by them or others (i.e. more educated
people), but most often they themselves decide which to apply depending on the

situation.

EX. 96.

F6: It can irritate me. It is extremely irritating, when they [Roma] try to behave like
Hungarians. Like for example my sister. If we go somewhere, | speak the same
way as now, for example to my doctor, but my sister: “Doctor whatever”, she
tries to speak in a very artificial, affected way [moderizalt] so much that we just
laugh at her. But I've seen other things as well, for example a Hungarian woman
who was with a Gypsy child. She wanted to behave like a Gypsy because her
husband was Gypsy- I knew him. We all knew she wasn’t Gypsy. She wanted to
behave, as rudely as a Gypsy does. It was marring [leégetett]. / wouldn't like to
repeat what she said, but she pronounced her words, so she spoke in a stupid
way. Yes, sometimes we do speak like that, we can sometimes speak in a very

rude way.

Based on the participants’ narratives some common features of the Roma speaking
style and register can be highlighted. It is pertinent to pay special attention to the
headteacher’s description of conflict situations, in which she identifies the offensive
speaking style as a cultural trait, and hints that learning how to communicate with
Hungarians is a necessary skill for when the Roma parents inevitably find themselves

in court or in discussion with police.

Ex. 97.
F4: If I'm offended in an office in Szekszdrd, then I let my voice out. I think this is
Roma people’s weapon. This overbearing behaviour [hangoskodas]. Especially

for a woman.

Ex. 98.

T4: The problems with Roma people are, for example; civilised human behaviour.
But again, I must say that this is their culture, it’s a part of it. They often say,
“please, forgive us headteacher Madame [igazgatd néni], this is the noisy way

we usually talk to each other. We are not angry, but this is how we do it”. And
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this is when I say that they can turn down their volume, that they don’t have to
shout, and that we can sit down and talk things over, they don’t have to shout
and start loud. They must be taught too, | think, how to communicate, how to
arrange things; if | enter an office not to start with shouting, and waving
[documents] about and howling, because this isn’t accepted anywhere. I always
tell them that “If you go to an office, or court or the police, or to the certificate
office, you don’t start with pushing the door open, and howling, saying “where is

he, who did it”, because it is not tolerated anywhere.

Many teachers talk about their inability to discipline their students. During my

observations it was striking to notice that teachers sometimes used similar registers to

that of children i.e. loud voices; casual, often slang words; and sloppy pronunciation.

In other cases, the teacher emphasised their positions of authority to a very different

effect. This is how one of the teachers spoke about this.

Ex. 99.

T6:

The problem is that many of the teachers can’t do anything about the discipline
problems. They use a style with children which encourages the child to answer
the same way, so it is a vicious circle. Today children are not afraid of talking
back. And then they [the teacher and student] start insulting each other’s mother
[anyazas], which is a losing situation for the teacher. Sometimes they [the
teachers] cannot scold somebody without using rude words. Yet the main point
would be to avoid shouting, and to teach, to show an example. | think there are
about three teachers in the staff | have never heard shouting. The same with
parents. Management plays it so that we behave in a civilised way to those with
whom they have no problem, and if there is problem, then all means are allowed

to be used.

The following observation shows how teachers can miss the chance to gain children’s

trust and instead, opt for using the conflict situation to humiliate them.

DIARY 5. (NOVEMBER 2006) OBSERVATION: YEAR 2

Classroom management: There is one boy in the classroom Gino, who is the leader of

them all. He is quite small in size, but ready to fight at any time. The teacher hands out
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large sheets of wrapping paper to the children and asks them to read a text and find
the key words. The pictures of the key words [i.e. bear] have to be found in
newspapers and magazines and stuck on the wrapping paper. The boy is puzzled at
first, as he has such bad eyesight that he cannot read the text. The teacher asks him
very loudly to put on his glasses. The children look at him with malicious grins on
their faces. The teacher adds, turning to me, that the boy has them in his bag, but he
doesn’t like wearing them. She orders the boy to take them out of his schoolbag. They
are very old fashioned, with surprisingly thick lenses. The boy doesn’t put them on, but
bends his head very low, he is very embarrassed. Then he suddenly decides to tease the
others to gain back his leadership. The teacher has more and more difficulty
controlling him. Finally, when the children have finished, she puts the boy’s empty
wrapping paper on the blackboard, next to other children’s work and says: “This is

Gino’s work”. The children laugh. He pretends to smile too.

One parent explained how he imagines the proper management of Roma children
would be like:

Ex. 100.

F1: The little Roma children are very sensitive creatures. Much more sensitive [than
the others]. To say that “Oyi, you! Get into the classroom!” [Huzzal be az
osztalyba 6csém!] Or “Look how your hair looks today” this doesn’t lead
anywhere. Instead, they just should say “You would look so pretty if you combed
your hair” and things like that. I'm sure they would be happy as larks [madarat
lehetne fogatni veliik]. Why do they [the teachers] have to speak in this vulgar
way, this scornful way? Why do they humiliate them? Do they [Roma children]

understand only this?

The narratives concerning conflict situations have led to insights about why parents
behave the way they do (or, as is often described as ‘a Gypsy way’), and what it is that
makes them use their “weapon”. Causes of inappropriate behaviour or conflict include;
the feeling of being looked down upon, suspicion of prejudice, values being questioned

by strangers, and people using their social authority against them.
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Ex. 101.

R:

F2:

I’ve heard of cases when parents bashed up teachers.

Yes, there were. What triggers this? I wouldn'’t say that being Gypsy does. The
mentality, well, it’s true that we are more abrupt [hirtelenebbek]. But I wouldn’t
generalise. We have the same blood in our veins, but there are, for example,
wives who steer their husbands to beat the teacher. But this is the only way they
can prevail. But it depends on the teacher to some extent as well. I'm a jumpy
person too, | can be rude too, but I can settle things in a civilised way too

[disztingvaltan megbeszélni dolgokat].

Ex. 102.

F1:

| got very angry when once the school director ordered me to go into the school.
He did not ask me, he ordered. He said, “Zoli, be in the school by nine
tomorrow”. Wow, I thought, Am I a dog or what? - to order me about? | went in,
but what I said and how I said it, well, I'm not proud of it. I'm a very polite and

nice person, so you shouldn’t think I usually behave like this...

Ex. 103.

F8:

You must have a sense of what I'm like, Nati. But when I got this document from
the kindergarten that my child must go to a special school, | was shocked and

then I went to this teacher and I say:

“You know my dear? I'm telling you my version of this rubbish”: “You,” I say,
“have just graduated, haven’t you?” She looks at me, and she is blushing,
“Don’t blush, because this is the truth” I say, “You have just graduated, haven'’t

you?”

She said yes. “Then“, I say, “Do you see what we are talking about? “You, - |
say - “what have you experienced in life? Nothing”- | say- “You see, you only
started your teaching career. But this means that you shouldn’t have an attitude

like this, my dear. That’s it.”

179



Ex. 104.

F10: My children are the most important thing in my life. If they are hurt, | lose
control, and yes, then | behave like a real Gypsy, in a very ugly way. | have the
right to defend them, and if they [the teachers] can’t, I arrange things myself.

Ex. 105.

F14: [ can’t ignore it when someone doesn’t treat me the way I should be treated. For
example, if they keep me waiting longer than other people. Once | was in a
beauty saloon... I felt [ was not treated properly. I stood up, and said to the
beauty specialist- though | had known her for years - “My dear, you can be sure
that I'm not going to come here any more, nor my daughters.” These are the
situations that I feel that they think I behave this way because I'm Roma, but I
feel I behave like this because I want to be treated properly. I don’t know how

others do it.

7.7. SUMMARY OF FINDINGS

Through the exploration of the negative relationship between Roma parents and
school, a number of sources for dispute were identified. Amongst these were the
central themes of parental involvement; perceived differences in value systems;
opposing views on education; issues of prejudice and negative stereotypes; distrust;
and conceptions of identity. Each of these components emerged from the interviews
conducted with Roma families and teachers, revealing both the divergence in opinion
between the two groups, and the indicators of their conflict. By treating each topic
individually and in the context of perceived cultural differences, these themes are
established as the key contributors to the relationship in question, and the foundation
for further understanding of the communication between the Roma families and the

school body.

The issue of parental involvement appeared with high levels of both intensity and
frequency in the school teachers’ perceptions of the problems concerning the majority
of Roma families. The underlying misunderstandings connected with this concept

included differing interpretations of words like ‘caring’. For the teachers ‘caring’ on
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the part of the parents meant striving to meet the expectations of the school, following
the rules and demonstrating an interest in their child’s education. To the parents, the
same term was a reference to the strong devotion that all of the Roma participants
expressed towards their children. While these two interpretations are not necessarily
mutually exclusive, the interviews showed that the parents’ duty towards their children
often manifested itself as a defence of the child against perceived threats from the
outside (such as the teachers themselves), rather than as an obligation to
unconditionally support the school. Another example is the word ‘cleanliness’, the
interpretations of which ranged across the two different cultures, and appeared
especially significant for the Roma families. In reaction to the stereotype that Roma
are typically dirty and unkempt, the Roma perceive cleanliness as the key to
assimilation, and a symbol of social status. To differentiate themselves from the
archetypal Gypsy, the Roma families endeavour to meet the hygienic expectations of
the majority, and put a great emphasis on the values of neatness and appearance.
Despite this, the teacher’s perceptions of cleanliness show that the parents’ efforts

generally go unacknowledged, and that the Roma students remain scruffy in their eyes.

Differences in culture play an essential part in generating such conflicting
interpretations of roles and expressions, and yet it is also true that perceived divisions
can lead to further misunderstandings. For example, the teachers insist that the children
are brought up in an environment in which they are not provided with positive
examples and instead are taught by their parents that unemployment is lifestyle and
that life goals are unnecessary. In response, the Roma parents maintain that these
accusations are unjustified, and emphasise the importance they place on their child’s
upbringing, education and appearance. Based on the fact that the teachers are ignorant
of their true conditions, the parents reject the teacher’s reflections, and are offended by
the suggestions that they raise large families for monetary purposes, and do not invest
in their children’s futures. For their part, the Roma parents exhibit their own signs of
stereotyping, and claim to love their children more than Hungarian parents do. In the
light of these comments, the teachers’ observation that a drawback of the Roma’s
child-centric temperament is that they stubbornly attempt to solve their child’s
problems unilaterally becomes an illustration of a larger issue: The parents feel that

their actions are justified in a way that their Hungarian counterparts cannot understand,
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while in turn the teachers expect no improvement from them, attributing the parent’s
shortcomings to their culture. In such a way, mutual prejudice and the assumption that
the Roma and Hungarians are by nature dissimilar, leads to a greater rift between the

two groups.

The importance of education was a principal theme in many of the parents’ narratives.
Studying was considered important, with the only variation being the extent to which
the parents felt competent in supporting their child’s learning. The parents voiced
concern about the modes in which they should encourage and motivate their children,
having been brought up themselves by parents showing little to no interest in their
educational achievement. Despite feeling ill-equipped to support their children, the
majority of interviewees repeatedly referred to their efforts to endorse their children’s
studying, and how they stress the fact that their children are learning for their own
benefit and not for them. Hopes of a better future were common to all of the Roma
interviewees. The parents’ effort and enthusiasm was all the more striking in contrast
to the attitude of the teachers. It was found that despite their difficult living conditions
and the challenges of responding to regular discrimination, the parents were less
pessimistic than the teachers, who seemed quicker to bemoan the value of education
and its impact on the children and their prospects. Ironically, the teachers
simultaneously maintain that it is the parents who are uninterested in the children’s
futures, and even go so far as to ascribe this to a fundamental cultural difference
between the Roma and themselves. The teachers’ sense of despondence stemmed from
their belief that their students would not be able to break out of the vicious circles of
Roma life, and that the greatest problems lay out of their own control, in the system
and the attitudes of the parents. This results in a lack of effort on the part of the
teachers to improve relations with parents, and an environment which only proves to
confirm the parents’ belief that they are being discriminated against. The common
view amongst parents is that their children are being singled out unfairly, citing stories
in which only their children were punished. The parents complain that mischief is
automatically blamed on the Roma students, and are consequently less willing to

accept responsibility for any misbehaviour associated with their child.
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Despite the Roma parents expressing commitment to the idea of improving their
children’s prospects through education, the issue of premature sexual activity amongst
Roma girls seems to be one that is considered unavoidable. While almost all the
families voiced the desire that their daughters avoid early marriage or childbearing,
few of them seemed to expect this to happen. This distinction between the parents’
belief in their children’s potential in education, and the seemingly inescapable modes
of Roma adolescence, is all the more interesting in the context of the teachers’
misgivings about the positive influence of schooling. For while the Roma families are
not always satisfied with their children’s results, there was a unanimous belief amongst
the families that this was not due to lack of ability on the part of their children. This
insight is in stark contrast with the teachers’ notion that although their students should
be motivated to succeed, very few of them were actually be capable of it.

Perceptions of discrimination play a large part in forming the opinions of the Roma
families. The idea that their children are being unfairly set apart from their classmates
IS a recurring one mentioned with high intensity by families struggling with children
with behavioural or learning difficulties. Confident that there should be both inclusion
and equality in the classroom, the parents demonstrated sensitivity towards issues of
favouritism and assimilation. Although Roma parents share the conviction that their
children should be allowed to belong, they also assume that prejudice and
discrimination continue to exist in the classroom. Unable to forget their own
experiences and the symbolism of the letter ‘c’ which was once written alongside
every Roma’s name on the register, the families remain suspicious of the teacher’s
motives when rebuking or disciplining their child. Convinced that they are being
treated on the basis of their Roma heritage, the parents are quick to attribute any
problems experienced by their children to the prejudice of the school. This notion of a
constant threat leads to greater defensiveness on the part of the parents, and a distrust

towards the teachers.

Trust is a critical factor affecting the relationship between parents and teachers. While
concerns about discrimination influence the parents’ deliberations about the teachers,
the teachers also demonstrate a suspicion of parents whom they consider to be
rejecting their Roma origin. The nature of village life means that the history and

183



origins of each family is considered common knowledge, and irrefutable.
Consequently, those Roma who appear to be distancing themselves from their
backgrounds are seen as false. In such a way, those families not conforming to what
their community perceive to be their social standing are distrusted, while at the same
time, those same families feel as though their heritage is a stigma, and cannot trust the
outsiders they regard as judging them for being Roma. Rather than the foundation for
trust, a knowledge of each other’s backgrounds leads to heightened suspicion from
both sides. The results of this is that parents refuse to be counselled by the school from
a position of perceived vulnerability, and that consequently, the teachers accuse these
parents of an arrogant dismissal of important factors for a mutual understanding, such
as self-disclosure and an openness to advice. Yet according to the parents, trust must
be earned. In my own experience, | found that families were willing to have
confidence in those who showed an interest in their lives. They also described the
respect they felt towards their own teachers, who had been strict but showed a personal

investment in their education.

The subject of discipline emerged over the course of the interviews as a point of
contention, as while parents voiced a reverence for the corporal punishment which had
been so effective during their own childhoods; many agreed that this is no longer
acceptable. In connection with this, parents felt that only they were in a position to
rightfully punish their children, despite also admitting insecurity as to how to go about
this. In spite of an unfamiliarity with discipline techniques that do not include physical
chastisement, the parents trusted themselves more than the teachers to judge and
reprimand their children’s actions. This sentiment stemmed from the Roma parents’
doubts about fairness in the classroom. The parents explain that they have lost faith in
teachers who use insulting language or who appear to be unjustly critical of their
children, based on the assumption that their children are being discriminated against.
Without confirmation from the teachers of a mutual respect and sincere concern for
their children’s wellbeing, the parents struggle to value the role of the teacher. This
disparaging attitude is reciprocated by the teachers themselves, and leads to an impasse

in parent/teacher relations.
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In matters of interaction it is important to distinguish between the communicating
parties and to be aware of the differing identities which contribute to the dynamic in
place. In this case, culture was central to the relationship between the parents and the
teachers, and so the concept of identity was especially relevant. From the interviews
with parents, there appeared to be various approaches to the question of ethnic identity
affiliation, ranging from pride in their Roma heritage to a denial of it. Interviewees
involved in Roma associations or the minority government stressed their Roma
traditions and culture and the importance of embracing them. The same sort of pride
was exhibited by those who found consolation in their ethnic loyalties and sought
comfort in belonging to a group other than the one that they feel disadvantaged by.
Other families feel forced to accept their Roma origins because of the unrelenting
views of their society, and have resigned themselves to the label they feel unable to

escape.

The treatment of Roma languages amongst the village families reveals a further
response to the issue of ethnic identity: unconcerned with preserving their native
tongue, many families are equivocal in defining themselves as either Roma or
Hungarian, and prefer to accept both identities instead. Reluctant to isolate themselves
from either culture, these parents impart to their children an awareness of their
ethnicity while simultaneously making every attempt to adapt to the norms of the
majority. This strategy is taken to the extreme by those families who deliberately reject
their Roma background. Sensitive to the negative depictions of the Roma, these
families chose to ignore this part of their heritage, and distance themselves from those
whose behaviour and living conditions they feel conform to the stereotypes. This
disinclination to affiliate themselves with the rest of the Roma community leads to a
lack of unity which can be felt in interactions between different groups of Roma.
Interviewees showed evidence of being more suspicious of Roma allegiances than the
threats posed by members of the majority society. For their part, the teachers make a
concerted effort to avoid being implicated in this issue, and regularly reiterate that as

far as they are concerned, it does not matter whether a student is Roma or non-Roma.

The use and connotations of language are a further indication of varying perceptions of
identity amongst the Roma families and the school teachers. The speech registers
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applied in conflict situations are interpreted by the teachers and parents differently, and
are used to make judgments about one another. The teachers criticise what they
consider the typical Roma style of speaking, deeming it uncivilised and ineffectual.
While teachers consider these nuances cultural traits, the parents interpret similar
brazen diction and tone as the teachers imposing their authority on their students and
them. Neither group considers this behaviour appropriate, yet continues to rationalise it

in a way that both reflects on and accentuates their perceived cultural rift.

7.8. SUMMARY

This chapter presented the findings from the field work and also indicated how these
relate to the research questions. After introducing the research instruments in more
depth again, some background information about the families and the teachers was
provided. Various themes and sub themes were identified which allowed for some

more in-depth analysis of the underlying themes and subject matter.

The central themes revolving around RQ1 were: parental involvement; perceived
differences in value systems; opposing views on education; issues of prejudice and
negative stereotypes; distrust; and conceptions of identity. Perceived -cultural
differences were found to play an essential part in generating conflicting
interpretations of roles and expressions, and it was revealed how perceived divisions

could lead to further misunderstandings.

A full answer to question one (RQ1) and research question two (RQ2) was offered,
however, one of the overall aims of the research is to develop an understanding of how
the factors affecting the negative relationship between Roma parents and teachers
operate in intercultural communication. To achieve this, a more detailed account of
these will be given in chapter eight and nine based on both earlier theoretical

discussion and the data gathered over the course of this investigation.
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CHAPTER 8.
DISCUSSION

8.1. INTRODUCTION

The previous chapter attempted to answer the research questions based on the results
of the field work. These aimed to answer what factors affect the negative relationship
between parents and teachers, how the participants define this relationship (RQ1) and
to what extent the causes can be related to perceived cultural differences (RQ?2).
However, to be able to design a model for practitioners addressing the negative
relationship between parents and teachers, these factors as variables in the intercultural
communication process have to be examined in more depth (RQ3). This chapter aims
to synthesise the research findings with both intercultural education and intercultural
communication research literature, to be able to draw conclusions and more easily
identify the crucial elements of the intercultural conflict communication process, and

to provide an analytical tool for professionals in chapter nine.

8.2. MACRO FACTORS AFFECTING THE INTERCULTURAL RELATIONSHIP AND COMMUNICATION
Murray and Sondhi (1987) argue for the vital importance of analysing the wider
context of intercultural encounters as a way of getting deeper insights into their
political and social realities. This means that in the presence of power- relations,
and/or perceived social and cultural distance between participants, only the thorough
examination of context can highlight the meaning of individual utterances. This wider
focus lets researchers realise correlations which anyway would stay hidden (Murray &
Sondhi, 1987).

8.2.1. Socio-political influences
The Roma parents’ assumptions of how the society and the school treat them as
minorities, based on Ogbu’s (1978) cultural ecological theory, resemble Ogbu’s

(2003) involuntary minority groups’ ways of thought. The parents tended to report
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problems of deprivation, prejudice and negative stereotypes. They generally showed
signs of mistrust in school policies and in the dominant society as a whole. However,
as the findings suggested parents have not always experienced this kind of attitude
from the majority society as they treasure vivid memories from their childhood when
the communist system, with its ideological emphasis on equality and equal
opportunities for Roma people, aroused less perception of negative stereotypes and

discrimination. One of the parents spoke about this as follows:

Ex. 106.

F6: The school used to be called Pioneer Group of Gyorgy Dozsa No. 423. When the
command “Attention!” [Vigyazz!] sounded, wow, | still remember, around the
same number of children went to this school, around 423. I can’t forget this, 1
still have this picture in my mind. [talking about a school ceremonial assembly,
when children had to wear their uniforms] Everyone was standing there, in blue
and red ties. There was no Gypsy or not Gypsy question. This is the reality, and
a fact that there were a lot of us. Everyone tried to keep up with the times. | mean
in dressing and nature [behaviour]. Attitudes were different on both sides. When
[ started the first year, there were a few pupils who couldn’t even utter a yelp
[megnyikkanni] in Hungarian, there were some. | have very happy memories of

my school years.

Other research results (e.g. Igarashi, 2005) have pointed out, that this communist
philosophy (and the creation of a unified school system) with the strong assimilatory
view has led to the parents’ indifferent attitude to Roma culture and language. While
parents cherish memories of the past, the letter “c” (meaning Gypsy “cigany”) on
school attendance registers has become deeply built in their consciousness and

language use, reminding them of the stigma which defines their place in the society.

Socio-political influences i.e. immediate social, economic and political conditions can
affect how majority treats minority groups (Murray & Sondhi, 1987). Murray and
Sondhi (1987) argue that when the unemployment rate is high in a country, there can
be communities (e.g. ethnic minority groups) who are in more in need of benefits and
welfare assistance. If the majority suffers from economic constraints as well, this

situation may result in greater resentment of minority groups by the majority which
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may render the latent racism active (Murray & Sondhi, 1987). This phenomenon can
be observed in teachers’ attitude to and interpretations of parents’ permanent
unemployment status, the assumed satisfaction of “living on the dole” and having
more children for the sake of benefits. This means that teachers attribute Roma
parents’ desperate situation to internal causes (Heider, 1958) i.e. lack of effort and
intention to work, while at the same time their negative view of Roma prospects and
the worth of Roma professional work are attributed to external causes (Extracts 37, 39,
40).

Ogbu’s (2003) findings suggest that involuntary groups do not consider education to
be the key to their children’s success. Whereas this research has shown that parents
have a strong belief in the value of education, they do not necessarily have a strong
belief in the school itself. A striking finding is that it was generally teachers who did
not believe in the worth of education, attributing this to the assumption that Roma
people would never be accepted as equal members of this society. As T1 put it “Shall |
tell you the reality? As I see it, you can’t break out of this circle; it is very hard to
break out of this circle.” Parents’ strong adherence to the benefits of education is
based rather on a socially distributed knowledge (Berger & Luckmann, 1966)% than on
socialisation experience, having missed the latter because their parents did not bother
about their educational achievement. Due to this gap in socialisation, parents seem not
to have acquired the normative role for parent behaviour and communication in an
institution like school, nor how they as parents can motivate and encourage their
children to study. However, parents do have experience of the roles teachers fulfilled
during their education in the past. According to them, teachers used to be more caring

and just, even if they used corporal punishment quite often as a disciplinary measure.

My analysis has shown that teachers show no intention of actively filling the gaps in
children’s socialisation. Somlai (1997) explains this with the process of “modern
socialisation” where parents and teachers do not strive to rectify the lost balance of
roles that used to be shared by parents and teachers alike in the children’s socialisation

process. Educational psychology has shown that generally children are judged to be

2 Knowledge is seen as socially distributed, and socially constructed in society.
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academically successful if they are able to manage (monitor, direct, initiate etc.) their
own classroom performance (Zimmerman & Martinez- Pons, 1986; Schunk, 1986 as
cited in Dopkins Stright et al., 2001), and this self-regulatory process can be more
understood if it is examined in the interactions of their socialisation settings (Rogoff,
1992 as cited in Dopkins Stright et al., 2001). Parents’ function as the children’s
metacognitive mentors in providing the necessary information and emotional support
to enable children to conceptualise problems and employ appropriate strategies to
solve them (Vygotsky, 1978; Davidova, 2008) seems to be less advanced concerning
education (as defined by meeting the requirements of the school). Though parents in
my study provide adequate emotional support, they describe their “instruction”, as
limited to providing a TV set, or DVD player for their children. While the role of
‘mentor’ above means mainly supporting the child’s school achievement by helping
with homework, teaching learning strategies etc., it is important to note here that its
absence does not imply that there would be no “traditional Romany education”

(Fernandez, 2006) in families.

8.2.2. Educational policy

Despite national and international efforts to ensure ethnic minorities’ — in this case
Roma children’s - rights to preserve their culture and identity in the frames of
intercultural or integrated education policy, prejudicial attitude and negative
expectations of teachers and the majority society as a whole are still deeply embedded
in everyday practices (Havas et al., 2001; Gilbert, 2004; Portera, 2004). My analyses
have thrown light on similar results. Though the school | studied cannot be claimed to
follow a segregation policy, it has become the victim of inter-school segregation
(Luciak, 2006), caused by the majority parents’ decision on taking their children to

other town or village schools from this “Gypsy school”.

Studies (Gerganov et al., 2005; lgarashi, 2005; Leeman, 2003) have proved that Roma
children can benefit from integrated education; however, the case of this school has
shown that both teachers and parents are unable to cope with social tendencies which
can be characterised by mistrust and negative attitudes towards Roma. In spite of the
fact that the majority of children in the school are Roma, the school policy reflects no

sign of putting special emphasis on dealing with Roma language or culture in the
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school curriculum, which is explained by teachers’ attitude that the Roma question is
non existent. Thus the situation concerning children’s and teachers’ knowledge about
Roma culture is similar to that of Kyuchukov’s (2000) finding who concluded that
Bulgarian mainstream curriculum did not contain anything about Roma history,

literature, music in spite of the large number of Roma children in education.

My findings about how Roma people respond to the present treatment by the society
(i.e. “community forces”) (Ogbu, 1999, as cited in Foster, 2004, p. 369) have shown
different reactions from Ogbu’s involuntary (non-immigrant) minority groups. While
Ogbu (2003) observes that involuntary groups are concerned with their representation
in the school curriculum, and perceive themselves as oppositional, the majority of
Roma parents in this study manifested a different attitude. While this may be the
effect of the long-lasting oppressive and negative attitude of the majority society,
Roma people expressed their very strong assimilatory wish when saying that they try
to live their lives as Hungarians, and want to stand apart from those Roma who
“deserve disdain”. They blame the media and people’s negative stereotypical thinking
for the generalised picture which discredits even those who try to live an honest life

and this attitude causes conflicts among Roma as well:

Ex. 107.
F2: Gypsies will be Gypsies. The problem is that people do not differentiate between
bad Roma and good Roma, they see the same in all of us.

These macro factors on the context of the situation are also realised in communication.
The intent to be perceived as Hungarian is manifested in employing “careful” speech
with polite forms and sophisticated word choice, usually of foreign origin; i.e.
moderizalt médon — in an affected way, affér — dispute, disztingvailtan megbeszélni

valamit - settle things in a civilised way etc.

8.3. GROUP BELONGING

As has been implied above the experience of prejudice and perceived negative attitude
towards them has affected the way Roma approach their culture and identity. Tajfel
and Turner’s (1979) social (ethnic) identity theory stresses the importance of
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belonging to a group, as social identity strengthens one’s self-concept and ensures the
comforting feeling of being part of a community. The social group people belong to
helps to provide a reference point of how to categorise others (Hargie et al., 2008) and
to reduce uncertainty (Harwood et al., 2005, as cited in Hargie et al., 2008).

8.3.1. Roma parents’ group belonging

In the light of these, there may be concern about those Roma people who openly deny
or accept reluctantly their Roma ethnic identity. Taking the poststructuralist
understanding of identity, which views individuals as belonging to more cultures and
having multiple identities at the same time, raises the question what group these people
actually belong to - the one, which mostly rejects them, or the one they are assumed to
belong to, but with which they do not feel they share values. Another phenomenon is
that those Roma who identify themselves strongly with the Hungarian group, and stand
out with qualifications or achievements in life, do not tend to occupy the bridge roles
between the two groups. The reason for this is, as Weinemann (1982, as cited in
Barnett & Lee, 2003) observes, that individuals who take the bridging roles tend to be
peripheral in their own groups, and as | experienced, less comfortably integrated in the
other group. Probably these individuals become the most isolated ones in both

communities.

Even those who identified strongly with their ethnic identity considered Hungarians as
their reference group (Gudykunst & Kim, 1984), that is, the group they claim to and
would like to belong to. However, as for norms and values, they often expressed their
criticism of Hungarians e.g. their child rearing practices. All participants’ negative
attitude to out-group was usually targeted at groups of Roma whose socioeconomic
background was the worst and usually lived in the slum area of the village. They were
the Lovari families who live themselves first of all as Gypsies; they do not tend to
deny their ethnic identity. Beas families’ identification was characterised as both with
the Beas and Hungarian groups and they continuously distinguished themselves from
the Lovari. In sum, all participants claimed to be Hungarian, the answers varied in

respect of the strength of the parents’ group belonging to Roma.
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The Roma parents’ lack of knowledge about their own culture can be recognised in the
fact that only a few were able to refer to and identify the different groups of Roma,
even the one to which they belonged. In spite of this, in accordance with the findings
of Kyuchukov (2000), Gerganov and his colleagues (2005), and Igarashi (2005), Roma
parents questioned the necessity of learning about the Roma culture and Roma
language in school. These are probably the costs of the pressure of acculturation and

assimilation, as well as these people’s low political, social and economic status.

8.3.2. Children’s group belonging

Johnson and Tuttle (1989) argue that examining the educational system as part of the
wider context of research can give useful insights into how members of a society view
themselves and others. So far | have discussed the salient issues concerning parents’
identification, but it is also useful to summarise how their children experience their

own and their parents’ situation in this respect.

As has been shown, what children learn at home through socialisation may be different
from the values and expectations of the school (Campbell, 2000). However, even
perceived disadvantages can be ‘“corrected” especially in interactions if these
encounters are seen as “potentially socializing contexts” (Schieffelin, 1990, as cited in
Kulick & Schieffelin, 2004, p. 350). This means that the school is responsible for
ensuring communication settings which promote children’s personality development
and their motivation and identity (Hedegaard, 2005). Feeling of acceptance by the
cultural group(s) is very important in the development of cultural identity, particularly
during adolescence (Campbell, 2000). As for motives, which Hedegaard (2005)
explains as the persons’ dynamic relationship with other societies (i.e. social groups)
and institutional practices, it can be concluded that Roma children learn at a very
young age how to relate to the majority society’s negative attitude towards them. In
school they develop different forms of resistance which are mainly manifested in
aggressive or mischievous behaviour against teachers, but this kind of behaviour can
also be found in their relationships with other Roma children. As a twelve year old girl

said in the interview:
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Ex. 108.
F7: In my class, out of 20 students there are only four who are not Roma. But mainly

the Roma beat each other.

Though children, just like their parents, do not know much about their ethnic culture,
their identification is mainly focused on the Hungarian or Roma/Gypsy question. In
the previous chapter | presented examples of children who tried to deny, children who
followed their parents’ decision on denial, and children who aggressively stood up

against being perceived as Gypsy with all its negative connotations.

The school policy to make these children invisible in the sense of not reinforcing their
identities deprives them of a feeling of belonging, and the chance to strengthen their
self-image. Though parents have memories of culture in which their relatives and
communities were living, their children “inherited” a culture they do not know much
about. They have to cope with the feeling of belonging to two cultures; Hungarian
which tends to categorise them as belonging to the out-group, and the Roma which has
fading roots. If culture is seen as a “socially shared activity”, and “property of a group
rather than an individual” (Nieberg, 1973, as cited in Barnett & Lee, 2003, p. 260)
which derives from the “society’s social conventions” rather than from “the internal
conditions of the individual” (Barnett & Lee, 2003, p. 260), then Roma children’s
cultural belonging and their identity to ensure their balanced personality development
should be strengthened. If parents felt it important to retain their cultural traditions and
their cultural heritage, this would promote the negotiation of the shared meaning of
symbols, and communication as a shared symbolic process would create and sustain
“collective group consciousness” (Bormann, 1983, as cited in Barnett & Lee, 2003, p.
261). The school, as a differentiated social setting could do the same, thus promoting
children’s appropriate accommodation behaviour (Gallois et al., 2005) in different

social and cultural contexts.

8.3.3. The effects of ethnic identity affiliation on conflict interactions
Ethnic identity affiliation poses questions how teachers can approach parents and
children in an intercultural communication situation, particularly when facing conflict.

The concept of multiple identities suggests that individuals have various roles toward
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the other that shift according to context (Joseph, 2004). Roma people in different
situations project the kind of person they want to be seen (Woodward, 2004) and
teachers should be able to realise what role parents emphasise in a particular setting
(e.g. the distressed person who needs help, the angry parent who asserts his or her

rights etc.) to find the appropriate communication strategy that fits the circumstances.

The roles played are closely related to the issue of power in interactions. As my
findings have shown, teachers often use their social dominance when talking to
parents, manifested in a magisterial style and employing diminutive suffix e.g. “lde
figyeljen apuka!- Listen Daddy!” or “[Ha igy folytatja] Nem lesziink igy joba,
Magdika! — [If you continue this] We won’t get on well, Magdika!”.

Parents, who have strong accommodation and acculturation tendencies, usually accept
these roles, and address the teacher —submitting to the lower position — with very polite
forms, often similar to how a student would call or speak to the teacher e.g. “Igazgato
néni- Headmistress Madame”. They are the ones who concerning their facework
behaviour do not share personal viewpoints with teachers, and follow a conflict
avoidance strategy (Ting-Toomey, 1988), or as Hammer (2002) puts it;
accommodation style (p. 28). As for their goals in interactions they can be
characterised as caring for the relationship, so they have a concern (Rahim, 1983) for
the teacher. Parents use avoiding or sometimes integrating styles to settle conflict
(Rahim, 1983).

Parents, who have stronger identity affiliation, are generally more open in interactions
and in conflict usually employ the “engagement style” (Hammer, 2002, p. 28) which
means they are more confrontational with teachers. They do not tend to accept their
lower power status. The reason for this is probably that the rejection they meet in
everyday life reinforces their ethnic identity affiliation and triggers the feeling of
opposition, which is manifested in their behaviour. As for their facework behaviour in
interactions, they tend to use more direct, “self-face conflict styles” (Ting Toomey,
1988). For them the goal of interaction or conflict is rather to feel that the process i.e.
conflict management (Ting-Toomey & Oetzel 2001, p. 21) has been successful that is
they have avoided being “treated as a Roma who can be looked down on”.
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The implication of this is that it is actually not the culture that determines how Roma
individuals behave in situations, be it conflict or an everyday interaction, but rather
how they feel their ethnic identity is perceived by others, and whether they agree with
the identity, and the role the other person ascribes to them.

8.4. IDENTITY CONSTRUCTION IN INTERACTIONS

Lincoln and Guba (1985) claim that participants in interactions construct not only
meanings, but they construe each other’s identities as well. They do it based on
knowledge, which is not absolute, as it “arises” from the interaction, thus it cannot be
separated from the “knower and known” (Littlejohn, 1992, as cited in Leeper, 2001, p.
96; Yerby, 1995).

The complexity of avoiding misconceptions of the other person’s ethnic identity can
be seen in how the participants expressed their different views on their ethnic identity
salience; perceiving themselves as primarily Roma or Hungarian or both. Based on the
findings, this problem has been identified as the main source of many conflicts which
were manifested mainly in behaviour change. Both Roma parents and teachers gave
account of situations where parents who usually behaved in a “polite” and “descent”
way lost their temper and behaved aggressively to manage the conflict situation. 1 am

going to explore this issue in more depth.

8.4.1. Cultural frame switching in conflict situations

A possible approach to understanding the above mentioned problem — parents’
inappropriate behaviour — is the investigation of the concept of cultural frame
switching. The concept of multiculturalism will be employed but limited to
biculturalism to more easily understand the process of cultural frame switching, while
maintaining the social constructivist view. Biculturals are defined as individuals “who
have internalized two cultures to the extent that both cultures are alive inside of them”
(Hong et al., 2000, p. 710), which can guide their feelings, thoughts and actions.
Applying this definition seems to be sensible when speaking about people who, like

Roma, have internalised both the Hungarian and Roma cultures.
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Constructivist research does not consider culture as “internalized in the form of an
integrated and highly general structure”, which would predetermine “an overall
mentality, worldview, or value orientation”, but rather it takes the form of a “loose
network of domain-specific knowledge structures, such as categories and implicit
theories” (Hong et al., 2000, p. 710; Bruner, 1990; Verkuyten & Pouliasi, 2006).
Research (Hong et al., 2000; Verkuyten & Pouliasi, 2006; Ramirez-Esparza et al.,
2006; Benet-Martinez et al., 2002) focusing on how “pieces of cultural knowledge
become operative in particular interpretive tasks” (Hong et al., 2000, p. 710) found that
they can be activated by accessible constructs (see Verkuyten & Pouliasi’s study in
5.3.5.). Biculturals are supposed to have “two cultural meaning systems or networks of
cultural constructs” (p. 711). As Hong and her colleagues explain, if culture A is
primed, it activates network A, “elevating the accessibility of the network’s categories
and the implicit theories the network comprises” (Hong et al., 2000, p. 711). If the
activation results in cultural frame switching this can affect participants’
interpretations of the world, interpretation of behaviour, attributions, values, and even
personality (Ramirez-Esparza et al., 2006; Hong et al., 2000; Benet-Martinez et al.,
2002).

My findings suggest that it is not only the language of the given culture or visual cues
that can elicit cultural frame switching, but strong emotional influences as well,
particularly in conflict situations, when one’s identity, values or power (positioning)
are threatened. In these situations these primes may activate categorisations and
stereotypes which are likely to guide inferences when individuals want to interpret the
other’s behaviour or actions. These are usually related to the stereotypes about the
majority’s negative perceptions of them, and they trigger defensive actions. These
factors are claimed to account for Roma parents’ change of behaviour in conflict
situations which is characterised by teachers as “aggressive”, by parents as “the Gypsy
way” to manage conflict. This kind of response unfortunately results in reinforcing the
cultural stereotype that Roma people are aggressive, in spite of the fact that parents

themselves did not approve of this behaviour.

The findings have revealed that parents varied to a great extent regarding Roma group
belonging and group affiliation. However, the manifested behaviour after cultural
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frame switching was the same, irrespective of whether the parents claimed to have
strong, neutral or negative Roma group affiliation. However, the primes which

triggered activation seemed to differ.

If parents’ Roma group affiliation was strong, they were found to be very sensitive to
perceived prejudice and lower power position in interactions and perceived
mistreatment resulted in cultural frame switching. The following extract underlies this

argument (see also Extracts 95; 102).

Ex. 109.
F2: If you welcome me like a dog, I wouldn’t behave differently either. With a proper
approach [rairanyultsaggal], attitude [hozza valé allassal], you can talk even to

those who are very harsh, or more dangerous.

The majority of parents who did not demonstrate a sense of pride in being Roma,
although categorically described themselves as belonging to this group usually reacted
the same way. These parents’ response to being treated with disdain, or being subjects
of generalisation along with the mismatch between their own identification and the
other’s perception of them caused cultural frame switching. A similar cause can be
identified in the case of those who generally try to hide their Roma origin (see Extracts
97; 105).

The other source of conflict thus resulting in cultural frame switching was when
parents felt that their value system was threatened. Closely related to this is the belief
in the appropriate parental roles such as strong devotion to their children (see Extracts
58; 104).

Research (Hong et al., 2000; Ramirez-Esparza et al., 2006; Benet-Martinez et al.,
2002) generally tends to imply that the process of cultural frame switching happens
unconsciously as a result of priming; however, as my research findings have shown,
multicultural individuals can employ this shift consciously as well. Campbell (2000)
has come to a similar conclusion adding that the immediate cultural context determines

which cultural identity the speaker finds relevant at a particular time.
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In sum, Roma parents usually interpreted these conflict events as “having the right” to
behave the way they did as they had a justified reason. If the communication style and
registers are examined in these reported conflicts, it is really striking to find that this
aggressive conflict style and threatening behaviour seems to be the only way for
parents to feel agency and power in the interaction, as this approach usually makes
Hungarian people (teachers) withdraw, or at least the feeling of being looked down
upon can be avoided. It is crucial to note here though, that while cultural frame
switching can frequently occur in conflict situations, this does not mean that all
conflict situations lead to Roma parents’ aggressive behaviour, or if it happens, the
interaction could not be brought back to the right course. This issue will be further
elaborated in chapter nine. In the following section, the key factors which lead to or
help to avoid conflict situations will be examined.

8.5. KEY FACTORS IDENTIFIED IN CONFLICT DYNAMICS

Conflict often stems from people’s perceptions of one another’s inappropriate
behaviour and from miscommunication, which “can easily spiral into a complex,
polarized conflict situation” (Ting-Toomey & Oetzel, 2001, p.1). In a polarised
context, values and identities may be threatened, trust questioned, biased attributions

made, and communication goals may be mistakenly interpreted.

8.5.1. Conflicting values

As shown earlier, both teachers and parents assume differences in each other’s value
systems, which affect their relationship to a great extent. The core of this is their
different beliefs about the world, and lack of knowledge about each other’s beliefs
(Nordby, 2008). Teachers shaped by their specific social and cultural history tend to
ignore Roma people’s beliefs and experiences, and with their assumed power attempt
to change these beliefs by giving instructions and trying to guide parents how they
should live. My findings support Nordby’s (2008) assumption in that it is people’s
culturally shaped personal values, not beliefs that tell how they want to live their lives,
and they cannot be rationally discussed or negotiated. This is exemplified in the
different interpretations of caring which reflect Super and Harkness’ (1997) claim that
parents may “hold particular ethno-theories about raising their children”, and these
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may differ from those of teachers to a great extent (as cited in Hauser-Cram et al.,
2003, p. 814).

Nordby (2008) construed the concept of value on three levels (see 5.2.2.). In the first
interpretation values can be seen as good/bad descriptors people attach to actions they
“think of as ethically good or wrong” (para. 16). Teachers, with their explanations of
why they find parents so careless, actually ascribed values to parents’ unemployment
(“staying at home”), suggesting that parents find “not working” ethically a good thing.
Teachers also questioned Roma families’ values in having more children by suggesting

that they just procreate to get more money.

Nordby’s (2008) second interpretation is that values are understood as general
concepts people believe in. The concepts of “respect”, “trust” or “equality” are held to
constitute norms for all participants involved. Roma parents often referred to the “red
blood” all people have, but expressed their doubt whether this was evident for

everyone in the society.

The third interpretation of the concept of ‘value’ is connected to how individuals want
to live their lives (Nordby, 2008). Criticising personal values is generally experienced
as offensive, because they are part of the person’s identity. A good example of this is
when Roma parents were disparaged by teachers for going out to Roma dance events
at the weekends, even more, taking their children, instead of staying at home. The
mother whose greatest pleasure was dancing and to show off with his three year old
son’s dancing skills, found the teacher’s comment really insulting. Similarly, the
personal values behind spending money while it lasts on nice clothes, food, and on
children, is viewed critically by teachers. Personal values show a great individual
variety, but with some interest and effort, in conversations, teachers could find out

what the other’s personal values are, as a good basis for trust building.

Hauser-Cram and her colleagues (2003) claim that there are no studies on how the
“teachers’ perceptions of the values inherent in cultural and socioeconomic
differences” affect their judgements (p. 814). My research has shown that the
perceived mismatch between the culture of teachers and the culture of children’s

families has negative consequences on the relationships, and the effects of these
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perceptions on their judgements of families can be observed in teachers’ attitude to

parents.

8.5.2. Trust - the role of knowledge

The question of trust has appeared both at the interpersonal and social levels (Siegrist,
2001). Belief in the institution and the education system has already been touched
upon above. Findings that educational strategies of Roma for achieving in school
(Ogbu, 2003) “are overshadowed by feelings of distrust and alienation” (Hermans,
2004, p. 433), and the tendency for parents to distrust the school and teachers as
experts and generally blame them for their children’s low school performance, are
similar to those of Gerganov and his colleagues’ (2005) results. In parental
interpretations, children’s negative attitudes to school are the result of the teachers’
discriminatory behaviour; however, when teachers’ arguments are examined they
claim their only problem is to do with parents. This means that distrust at the
interpersonal level was found to be a crucial issue. In the presence of trust people’s
relationship can be characterised with positive emotional attachment, committed
relationship, and a strong group affiliation (Burke & Stets, 1999). Generalised or social
trust (Baum & Ziersch, 2003) relates to trust extended to strangers. Gudykunst and
Kim’s (1984) model defined the term ‘stranger’ to refer to “a relatively high degree of
strangeness and a relatively low degree of familiarity” with a person (p.22). In the light
of these, an important point to be made here is that people can remain strangers to each
other, irrespective of the number of their encounters, if there is a lack of shared
knowledge of norms, values, roles and identities. The feeling of not knowing each
other appears in both parent and teacher narratives. “I'll remain a stranger in this
country, just because I'm Roma” says a father, and adds that teachers do not know
anything about them; how they live and feel, while T5 said:

Ex. 110.
T5: The worst thing is that you can never tell what to expect from them. Sometimes
they [parents] are so aggressive; sometimes they behave like a child who needs

support. You can never predict how they will react, never.
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8.5.3. Uncertainty reduction and attributions

The urge to reduce such uncertainty very often leads participants to rely on their
categorisations and stereotypes (Berger & Calabrese, 1975) as well as enter into
explanations of certain behaviours and situations involving both proactive and
retroactive explanations. The proactive explanations, or cultural presuppositions
(Jensen, 2004) were mainly based on either negative or positive experience. The
feeling of distrust towards teachers stemmed mainly from bad experiences, either in
childhood or adulthood as a parent, and was fed by the conviction that teachers do not
take care of Roma children. Uncertainty appeared in the forms of relational,
relationship and self-uncertainty (Knobloch & Solomon, 2005), which effected how
participants interpreted situations, especially the content of interactions. Relational
uncertainty was present when Roma parents expressed their doubts whether they
belonged to either group (Roma or Hungarian), self-uncertainty was felt in their
perceived roles in the relationship with teachers, while relationship uncertainty could

be found in their various interpretations about their own and teachers’ roles.

Parents believe (as they claim “based on experience”) that teachers are convinced that
as they are educated and have more knowledge, they have the right to show disdain
towards Roma and ignore their knowledge and experience in life. As one participant in
Fernandez’s (2006) research summarised it: “The only difference between them and us
is that we are willing to learn from them, but they won’t learn from us. And, anyway, it
still is not enough to say that people should, on a day-to-day basis, recognize us for

what we are, just with words, we must be genuinely accepted and valued” (p. 382).

Etxeberria (2002) claimed that Roma people tend to “have an idealised view of their
own reality”, and believe that “their negative experiences are entirely due... to racism
and societal misunderstanding” (p. 297). His claim that self-criticism is lacking in
Roma is not supported in my findings. Roma parents were found to be critical with
themselves concerning their lack of abilities to motivate or discipline their children.
Furthermore, they admitted the overwhelming affection they have towards their

children which is manifested in pointless waste of money and spoiling them.

202



Retroactive explanations usually appear in the form of attribution theories when the
participants, based on their perceptions of the situation and relying on selected
information interpret the causes of the other’s actions (Ogay, 1998). Information is
selected through filters, which according to Gudykunst and Kim (1984) can be of four
types which actually define the nature of perception: psychocultural, sociocultural,
cultural and environmental. The findings suggest that sociocultural and psychocultural
influences seemed to affect the encounters to the greatest extent. As the extracts have
shown, many conflict situations emerged from the fact that the parents’ intended role
did not match the teachers’ perception of the roles played in the interaction. These
situations easily led to parental assumptions about the teachers’ superior behaviour

which was often linked to perceived prejudice.

Experiences like these form the basis of explanations of the causes of behaviour and
predictions of future interactions. As Ogay (1998) warns, it is very difficult to discover
the cause of behaviour because social interactions are actually “chains of behaviours”
“which are all responses to other behaviours, and these themselves cause other
behaviours” (p. 272). In addition, as participants probably do not perceive this chain of
behaviours the same way, it becomes almost impossible to find the real source of
conflict (Watzlawick et al., 1972, as cited in Ogay, 1998). The first implication of this
assertion is that the first encounter plays a decisive role in what information the
participants will find primary in judging others’ behaviour in the future (Ogay, 1998).
Secondly, this also means that if, for example, the school policy and the teachers
themselves have a good reputation, this general belief will serve as the basis of
perceiving and interpreting their actions. Thirdly, it is crucial to raise teacher (as well
as parent) awareness about their egocentric and ethnocentric bias, which can distort the
clear understanding of the situation by using one’s own cultural frame of reference (i.e.

norms of behaviour) in attributing meaning to the behaviour of others (Ogay, 1998).

8.5.4. Goals - interpretation of messages

Uncertainty also influences how individuals formulate and interpret messages, and has
an impact on self-disclosure and on the intimacy of topics discussed in encounters.
Messages are usually distinguished as relational and content messages (Knobloch &
Solomon, 2005). Relational messages refer to “implicit meanings that define the nature
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of the relationship” (Bateson, 1972, as cited in Knobloch & Solomon, 2005) while
content messages are defined as “the denotative meaning of the words” (Knobloch &
Solomon, 2005, p. 352). The study observed that misunderstood relational messages

often led to misinterpreted content messages; e.g. “caring” or “cleanness”.

Uncertainty about a conversation partner’s goals can undermine the ability to interpret
the message and properly infer the other’s goal in the interaction. Boromisza (2003)
argues that misunderstandings are usually due to the misinterpretations of one
another’s intentions in the communication and they have social consequences, namely
that they can affect the future relationship of the conversation partners. Palomares
(2008) defines conversation goals as “desired end states ... that require interaction
with others to be achieved” (p.109). Goal detection is the process, by which people try
to “infer the goal(s) others are pursuing” (Palomares, 2008, p. 109). Accurate goal
detection promotes understanding the interaction and recalling of past events (Taylor
& Crocker, 1981, as cited in Palomares, 2008).

Palomares (2008) claims that people tend to suppose that others pursue a primary goal
(e.g. persuasion); “the central and defining focus of an interaction” (p. 110). At the
same time, participants are aware that the conversation partner has secondary goals as
well; recurring ‘“‘constraints” (e.g., maintaining politeness) that “do not define the
interaction” (Palomares, 2008, p. 110). The reason for the varying focus is that while
individuals theorise about the causes of their own behaviour in forms of multiple
reason explanations, they are likely to rely on simple, primary goal inferences when
they think about the conversation partner’s goals (Palomares, 2008). The implication
of this is that it is crucial for the speakers in an encounter to infer each other’s goals
accurately, so the goal of the interaction must be communicated clearly, as “certainty
in goal inferences is a central element” (Palomares, 2008, p. 110). Goal inferences are
likely to begin at the beginning of the conversation, sometimes they even precede

them, but they may change during the encounter especially if conflict occurs.

Hewes (1995) argues that people usually “accept problematic messages at face value”,
and if uncertainty is high, they tend to reinterpret the initial interpretations of the
other’s goals (as cited in Palomares, 2008, p.111), which may spiral into a complex

conflict situation where accurate interpretation becomes more and more difficult.
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Wilmot and Hocker (1998, see 5.5.2.) differentiate content, relational, identity, and
process goals (as cited in Ting-Toomey & Oetzel, 2001, p. 41). The dynamics of
changing one’s own goals as well as inferring other’s goals in interactions will be
discussed in more details in the model in chapter nine, but two examples of their

operation are thought to be useful to get a deeper insight.

The situation described in Extract 50 exemplifies how different goals and various
inferences operate in a series of conflict situations. The grandmother relates that her
granddaughter had a fight in school with another child who, during the conflict, called
her Gypsy. The teacher intervened and punished the child for fighting, in spite of the
fact that the girl claimed she fought because she was called a Gypsy. When the child
talked back, the teacher said “You will become like your mother”. The grandmother
finished the story line by saying that “Only Liza was punished, they don’t give a damn

about poor people”.

If the different goals and goal inferences are examined in this conflict situation it can
be seen that the participants were led by various goals and interpreted others’ goals in

different ways.

Different content goals may have led to the conflict between the children which
intensified when the child perceived rejection by the other child, and to defend her
identity and dignity, she became aggressive. The teacher intervened, her primary goal
was first to discipline the child who misbehaved. The teacher did not pay attention to
the child’s complaint as she inferred that the child’s primary goal was to cause trouble.
After the child perceived that the teacher did not value her identity, her primary goal
became identity-based to protect her dignity, she talked back. When the teacher
perceived the child’s disrespect her identity-based goals became primary and she
wanted to emphasise her own status, and demand respect. The teacher’s comment
about the child’s mother deeply offended the girl’s values. Finally, the grandmother’s
interpretations were different from the participants’ involved. She did not care about
the cause of the conflict. She attributed multiple goals to the teacher’ behaviour and
she found that they indirectly threatened her dignity and she attributed the teacher’s
behaviour to prejudice.
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Another example of how participants interpret one another’s goals was found in
answers relating to asking for advice and to parents’ self-disclosure. Teachers
attributed some parents’ lack of disclosure to their slyness and exaggerated pride (see
Extract 52). If parents asked for advice their primary goal (content goal) was inferred
as having a hidden motive, or as process goals (see Extract 53). As shown, accurate

goal detection plays a decisive role in both self-disclosure and conflict situations.

8.6. SUMMARY

This chapter has attempted to synthesise the research findings with both intercultural
education and intercultural communication research literature in order to draw
conclusions and more easily identify the crucial elements of the intercultural conflict

communication process.

Discussion started from a macro approach and analysed the wider context of
intercultural encounters as a way of getting deeper insights into their political and
social realities. The analysis has thrown light on the possible causes of resentment
against the Roma minority group as well as on how they respond to and interpret this

situation.

Tension concerning the beliefs in the value of education has been discussed and
possible reasons offered. The chapter has also tried to throw light on the underlying

causes of Roma parents’ indifferent attitude to their Roma culture.

It was argued that social group belonging would promote these people’s self-concept
and would reduce their feeling of uncertainty (Harwood et al., 2005, as cited in Hargie
et al., 2008, p. 794). Furthermore, it was claimed that the implications are far reaching
if children are deprived of their cultural heritage.

The next part of the discussion focused on intercultural communication in conflict. It
described how multiple identities operate in conflict situations, and how the process of
identity construction depends on the participants’ assumed cultural knowledge about

one another. It was shown how challenging it is to avoid misconceptions of the other
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person’s ethnic identity in the light of the participants’ different views on their ethnic

identity salience; perceiving themselves as primarily Roma or Hungarian or both.

In relation to CFS, my findings suggested that it is not only the language of the given
culture or visual cues that can elicit cultural frame switching, but strong emotional
influences as well, particularly in conflict situations when one’s identity, values or

power are threatened.

This chapter also focused on key factors identified in intercultural conflict situations.
Special emphasis was put on values, trust, uncertainty reduction, attributions, and
interpretation of messages and goal inferences. All these closely related to concepts of

identification and identity construction.
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CHAPTER 9.
A MODEL FOR PRACTITIONERS

9.1. INTRODUCTION

The aim of this chapter is to develop a model for practitioners based on my findings
and discussion. The model attempts to depict the factors identified during the research
process in interactions between parents and teachers, and to provide a possible
approach to conflict management. The sub-model is specifically applicable to contexts
in which, the parent claims to be bicultural (in this case Roma and Hungarian) and
where the teacher is perceived as monocultural (Hungarian). In such a way, the model
offers guidance to teachers working in situations in which the teachers and parents
share at least one cultural identity. The implications of this study on further research
will be examined at the end of this chapter, as well as the limitations of the research

findings.

9.2. THE CRITERIA OF A GOOD MODEL

Mortensen (1972) in his book claims that one of the most important features of a good
model is that it reflects the underlying factors of communicative behaviour. This
implies that the emphasis is more on the determinants of the process rather than on the
structural (i.e. source, message, and receiver) attributes (Mortensen, 1972). As Berlo
(1960) points out, communication is a process, in which “we view events and
relationships as dynamic, on-going, ever-changing, continuous ... we also mean that it
does not have a beginning, an end, a fixed sequence of events. It is not static, at rest. It
is moving. The ingredients within a process interact: each affects all of the others” (p.
24). An ideal communication model should express this dynamic, interactive nature of

communication, and avoid depicting a static picture (Mortensen, 1972).

Good models should initiate questions and help to clarify the complexity of the
communication situation (Mortensen, 1972; Chapanis, 1961). Thus, as Chapanis

(1961) claims, a successful model does not strive to avoid complexities but to provide
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a coherent order which helps the following of the operation of factors in the encounter.
Good models also have a “heuristic value” (Mortensen, 1972, p. 54), which means that
they offer new insights into processes by contributing knowledge to familiar

phenomena.

It is not only the complex, multi-layered nature of communication which presents
difficulties in  designing a good model, but the dynamic characteristics of
communication contribute the additional challenge of studying a process that is as
dependant on the past as it is related to the present and future. Moreover, Westley and
MacLean (1957) argued that communication does not start with the person’s initiating
a conversation, but rather with the person’s selective response to the “physical
surroundings” (as cited in Lacy, 1989, p. 4). This implies that the constantly changing
milieu can change the nature of the communication process, including the changing

salience of variables operating in the situation.

Finally, a crucial determinant of communication which required attention in this model
was the nature of different interactions between people, their messages and their goals.
Some relationships are limited to isolated situations, others — as in educational context-
to recurrent events. Some relationships focus on one particular message, while others
have various and changing themes, all of which affect the participants’ goals in the

encounters.

9.3. THE MODEL

As has already been explored in the Discussion, context plays a decisive role in how
the conflict situation can be managed. When the model was designed (see Figure 9.1.),
the physical setting, the details of the relationship, the culture within which the
exchange takes place, as well as the specific situation itself, were each taken into
account, based on the influence they all have on the way messages are interpreted and
the participant’s relationship is formed. Based on the research findings and discussion,
the following assumptions are made about the factors affecting the negative

relationships in general, and about the conflict situation in particular:
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Assumption one: Every intercultural conflict situation is affected by the participants’

reflections on, and evaluations of, previous encounters.

Assumption two: Experience is gained through the reflections, conclusions and
attributions made by one participant to explain the other’s behaviour and the causes of

the conflict.

Assumption three: The causes attributed to the previous conflict situation can affect
the process and the outcome of the conflict situation. Based on explanations, people
construe knowledge about the other person or the other person’s culture, which can
easily lead to biased knowledge (especially if the encounter involved emotional

frustration).

Assumption four: This assumed knowledge provides a basis for forming expectations
towards the next encounter i.e. the atmosphere of the encounter, the roles played, and

the goals and motives of the other.

Assumption five: Misunderstandings can occur due to different cultural
interpretations of messages. This means that seemingly neutral topics can trigger

emotions if the values or meanings attached to words vary between the two cultures.

Assumption six: The outcome of the interaction is largely dependent on the goals of

the interaction; what goals the participants have and how they infer each other’s goals.

Assumption seven: Conflict situation may occur if participants do not construe and

perceive each other’s identities in a mutually satisfactory way.

Assumption eight: Cultural frame switching (CFS) can be a reaction to a perceived
incompatibility of values, norms and goals, or a lack of a shared construction of

cultural (ethnic) identity.

Assumption nine: Resolving an intercultural conflict requires appropriate conflict
management techniques employed by teachers that involve: cultural awareness,
ethnocentric bias free attitude, and intercultural competence.

210



REFLECTION —» EXPERIENCE
Evaluation of the Reflection
event
Attributions
Conclusions
Positive Negative
Explanations

»  KNOWLEDGE

T~

Assumed personal

Assumed cultural

knowledge knowledge
Family Characteristic Cultural Biased
background features awareness knowledge,
of the other attributed to negative
the person stereotypes

Figure 9.1. The model of negative relationships

INTERACTION
Physical .
¥ Roles Goals Topic
settings
I
N Expected Proper goal Neutral or
Familiar roles inference positive
played
I
. Expected Incorrect TC;TS ;esns
Threatening roles goal easily’
violated inference misunderstood
Identity

conflict

Constructed in a
satisfactory way

o CFS gets response
o CFS does not lead to

Not constructed but
attached

o CFS gets no response
o CFS leads to conflict




In depicting the model for the negative relationship between families and schools, four
phases of the communication process (with a focus on conflict situations) were
identified and isolated for the purpose of explanation (see Figure 9.1). The relationship
between teachers and the parents is not defined by single interactions, but develops
over the course of multiple encounters. Every intercultural encounter is dependent to a
great extent on how the outcome of the previous one was interpreted. It is due to this
observation that the first consideration of this model must be the mutual history of the
participants, which has been described here as their ‘Experience’. Based on
experience, people gain ‘Knowledge’; which will be referred to as ‘assumed
knowledge’ in this context, because of the possible bias involved. Following this are
the factors contributing to the communication dynamic of the third phase, the
‘Interaction’ itself. The conclusion is the period of ‘Reflection’ at the end of the
encounter, in which the participants decide whether or not the issues discussed were
resolved - they evaluate the event and try to explain the causes. This final stage is
essential, as it will be this information that is taken forward to influence upcoming

interactions.

9.3.1. Reflection, Experience and Knowledge

Before approaching an encounter, every individual tries to anticipate the content, the
scene, and the atmosphere of the situation, as well as those participating in it. Each of
these serves as a basis for expectations by one of the participants. How these
expectations will be realised in the actual conversation - how appropriate these
presuppositions prove to be - depends to a large extent on how much experience the

participants have about encounters similar to the one they expect.

Participants may form knowledge about each other in two ways: whether by striving to
see and understand the individual in their interaction partner (with his or her unique
experiences and personal background), or by approaching the person with an
ethnocentric bias, and assumed cultural knowledge. As assumption three suggests, the
latter method often leads to stereotypes, examples of which include T4’s assertion that
rowdy mannerisms are a Roma characteristic, and the teachers’ regular descriptions of
Roma parents as being unambitious and dismissive of their children’s education (e.g.
Extracts 7, 8, 98).
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Generalisations are common across both groups, with instances of parental prejudice
such as F6’s claim that the Roma care more about their children than the Hungarians
do about theirs. Such attitudes result in mutual suspicion and lead to misinterpretations
of one another’s actions. Entering the interaction with a number of preconceptions,
participants are more likely to detect aspects of the encounter which reinforce their
initial perspectives. Rather than trying to establish the true causes of conflict, the
participants attribute one another’s faults to culture rather than individual concerns.
Consequently, the practice of relying on assumed cultural knowledge based on an
ethnocentric perspective has been found to be restricting rather than insightful.
Contrastingly, cultural knowledge that promotes interactions is knowledge about how
social groups and identities function and how they construe their social world (Byram
etal., 2001).

In cases in which the participants know one another’s personal history, or have some
background information about their counterpart’s past, this assumed personal
knowledge can form expectations concerning the nature of the interaction. A clear
example of this phenomenon is in the case of F3 (Extract 50), who described her
familiarity with the headteacher’s origins and familial status, and based on these and
her own heritage, had assumed that the headteacher would be obliged to treat her with
respect. F3’s personal knowledge of the headteacher led her to predict the dynamic of
their subsequent interaction, and to put in place a number of suppositions preceding the
encounter itself. In such a way, F3 developed a notion of the sort of behaviour she
would accept from the headteacher and had established a hypothetical route she
expected the encounter to follow. These expectations were later shattered when F3
found that she was not treated in the manner she had assumed she would be. While F3
considered this a betrayal of unspoken conventions, this had further effect on the

nature of the relationship between the grandmother and the teacher.

Nonetheless, gaining personal knowledge about the other should be promoted, for
while an acquaintance with a participant’s history has been shown to lead to further
complexity, information disclosed by the communicators to one another in person can
only be encouraged. By gaining knowledge which is offered by the participants
themselves, trust develops, and both parties are able to come away from the experience
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with a greater understanding of how they are perceived by one another. It is important
to note, however, that this received information must then be applied for the purpose of
improving the interaction. Together, these factors seem to contribute to whether or not
the participant considers their previous experience a positive or negative one.

In terms of communication, an interaction can only be considered positive when it is
mutually so, and in such cases, the following encounter is likely to run smoothly, as
both parties will enter the interaction with shared optimism. In the former instances,
participants will approach new encounters with suspicion and resentment which must
be countered during the interaction itself. Examples of such experiences include F8
who believed that the headteacher did not give sufficient value to the sensitive issue of
her disabled child being bullied at school (see Case study in appendix). In the context
of the issues being raised, F8 (mother and father) were offended by what they
considered the teacher’s indifferent manner. Another encounter with the same family
illustrates the significance of status and the transfer of power during interactions; the
parents had been unsatisfied with the response of the headteacher to their previous
complaints, and had called the police to intervene. When the police failed to arrive, a
conversation with the headteacher led F8 (mother) to infer that the teacher had gone
over their heads to call off the police. Not only had the topic of their conflict been a
contentious one, but the headteacher had imposed her authority in a way that would

influence the family’s resulting actions.

The behaviour of the headteacher led the parents to feel both insulted and powerless,
provoking the father into taking the issue into his own hands and beating the two boys
who had been bullying his son. This case provides a perfect example of a negative
experience that will inevitably continue to influence relations between the family and
the school. Both parties were culpable of misconduct, the issues in question were
sensitive and of great importance to one or both groups, and most important in terms of
their next interaction, neither side was satisfied by the result of their interaction, and no

resolutions were found.
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9.3.2. Interaction

It is within the context of the previous encounter that the atmosphere of the subsequent
interaction is created, and yet factors such as the immediate environment and initial
settings of the new meeting also influence what follows. The most significant of these
have been identified as the physical environment, the approach to the topic i.e. goal
inferences, the value attached to the topic, the participants’ expected roles, and the

construction of identity.

The participants’ perceptions of themselves and the role they hope to play within the
context of the interaction can be influenced by other factors separate from their
relationship to the school. Indeed, a participant enters an interaction with both a notion
of his own role, and a preconception of the role of his/her counterpart. These initial
conditions then set the tone of the impending encounter, as while each participant has a
notion of what to expect from the other, they also presume that their counterpart will
accept the version of themselves that they portray. This phenomenon is best illustrated
in the case of F1 (Extract 56), who described an inability to communicate with his
former classmate, when she did not respond to him as such. Because his old friend did
not recognise the role from which F1 hoped to communicate, F1 was unable to
comfortably interact at all. In extreme cases, where previous conflict was not resolved
appropriately, role expectations are totally violated- such as in the case of the father

(Case study - part 4) who decided to take revenge on the boys who bullied his son.

The setting of the interaction can have an equal effect on the success of the
communication between the participants. In the case of F8, the parents had been
unaware that they were about to attend a council meeting when they were invited in to
school. Unacquainted with the fact that there were issues concerning their disabled
son’s admission to primary school, they were shocked to find a room full of council
and school representatives. Already, the atmosphere was enough to place F8 in a
perceived position of vulnerability, and, indignant, the parents refused to make
compromises or to concede the points raised by the committee. In this case, the
environment in which they found themselves had a direct influence on the parent’s

willingness to cooperate (Case study — part 1).
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The manner in which a topic is introduced is similarly significant; when an issue is
approached abruptly, parents are more likely to reject suggestions made to them, due
to treating the teacher’s goals with suspicion. When F6 (Extract 36) was informed by
the headteacher that her son must become a private student or other parents would
transfer their own children to other schools, the lack of diplomacy was striking, and led
the parent to respond in a similarly harsh manner. Heated topics trigger emotional
frustration which can be manifested in change of conflict style, word construction, or
register. Offending one’s personal (Nordby, 2008) or cultural values may lead to

similar feelings and even to aggressive behaviour.

The participants’ responses to issues are catalysed by the goals they communicate.
Within the description of assumption six, four types of goals are identified: content
goals, relational goals, identity, and process goals (Wilmot and Hocker, 1998 as cited
in Ting-Toomey & Oetzel, 2001, p. 41); each of which can be assumed by the
participants and which are likely to change over the course of the interaction. In the
same way that each participant begins with an initial role, each interaction has an
original goal, which is provided by the participant who initiated the encounter.
Examples of this include teachers who invite parents in to school with the objective of
discussing hygiene, learning or discipline issues (e.g. Extract 35, 36, 103), or when
parents have meetings with teachers to complain about bullying or discrimination (e.g.
Extracts 58, 59, 61). In these instances, one or the other of the participants supplies the
primary goal, and it is then for their counterpart to interpret this goal and offer their
support- be it in reiterating the goal and offering a method for achieving it, or by
providing a compatible alternative. Each participant’s response to the other’s principle
goal is strongly influenced by their primary identity and perceptions, and it is through
this filter that they contribute their own understanding of the situation and their
personal goals. Because of this, it is common that if the participant’s primary
perceptions of one another are not consistent with their perceptions of themselves (in
that person A sees person B differently from the way in which person B views
himself), their primary goals will also be incoherent with one another. In such a way it
can be seen that participants’ attitude towards identity will influence their

interpretation of the original goal, subsequently altering their concept of self and their
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role in the interaction. In such a way, an individual’s salient identity and

communication goals are interlinked and interdependent.

Goals are relayed between communicators, reinterpreted and reflected back, causing
alterations in salient identities and perceptions each time. This trend is illustrated in
the example of F4 (Extract 59), who was provoked by her child being slapped into
going to the kindergarten herself with the process goal of revenging her child. She
describes being met with accusations as her child’s teacher tried to convince her of her
child’s guilt. This led her to take decisive action, and by extracting the child from the
kindergarten completely, achieved what had now become the content goal of putting
an end her child’s issues. F4’s description of her experience also draws attention to the
significance of ethnic identity salience in the development of the interaction. While F4
(Extract 59) is an extreme case which concluded in the breakdown of communication
and mutual distaste, there are many variations of the final state of the participants’
relationship. Even when an interaction ends in a way that can be considered negative,
an awareness of the concluding conditions can provide the basis for improved

relations.

The interconnection of identities and goals can also provide the framework for
successful communication. For this to be achieved, and for issues to be resolved, both
participants must share a common view of their mutual goal in the interaction, from
the perspective of mutually accepted identities. Only if each participant’s salient
identity is perceived by the other and the same goal has been established can the issue
be resolved; as when the purpose of the interaction has been identified, solutions can

be found accordingly.

The process model has shown what factors can lead to negative relationship, the
phases of its development (Experience, Knowledge, Interaction, Reflection), and how
each of these related to the others. This fulfils the aim of the dissertation, which was to
model the process of how negative relationships are formed based on teachers’ and
parents’ interpretations. Nevertheless, there are more considerations to be taken into
account. Apart from making teachers aware of the factors and how they operate, this
research should also be able to provide practical solutions. Indeed, two of the questions
I was most often asked by teachers while | was working on my dissertation were “OK,
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but will you be able to tell me what to do with a frantic Roma parent?” and “Do you

have any ideas then, about how to solve this Roma question?”

As stated in the introductory part, | cannot aim to give a full response to either of these
questions, as neither were the subject of the research. Nevertheless, the first challenge

is pertinent, and | will make an attempt to answer the first of the two queries.

9.4. MANAGING CONFLICT

By now it has been shown that almost all factors operating in this negative relationship
relate closely to the issue of identity, including: ethnic identity affiliation, ethnic
identity salience, multiple identities and how individuals construe their identities. As
examples have revealed, conflicts were always preceded by bad experience;
unresolved conflict situation, perceived prejudice, inappropriate perception of one’s

identity, questioned cultural values, and the intermingling of power relations etc.

As shown, Roma parents shape and reshape their ethnic identity through their
interactions with Roma and non-Roma people, but at the same time they maintain and
shape their Hungarian cultural identity through social interactions (with teachers for
example). These multiple identities can be held simultaneously, but as Hall and
McGrew (1992) have argued, they do not always co-exist comfortably. Roma parents
strongly wish to identify with the “Hungarian group”, but at the same time they often

feel that they are not accepted by the members of this group.

The discussion of the phenomenon of cultural frame switching (CFS) has shown that it
occurs due to interactive triggers, and there was a suggestion that it is in response to
particular influences that Roma parents behave as they do. The emphasis here should
be put on the “in response to” aspect of this point, as it would be a misinterpretation
of the findings and an over-generalisation to conclude that aggressive behaviour is the

result of cultural frame switching, as any individual can manifest behaviour like this.

Another false implication would be to say that Roma culture is characteristic of such
aggressive behaviour. Responses to the misconception of one’s identity can include

withdrawal and avoidance, especially if this is in reaction to values and beliefs being
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offended over the course of an interaction, as Day Langhout (2005) and Durovic
(2008) have shown in their research. Instead, if inappropriate behaviour is approached
as an indicator of an affront having been made against one’s culture or identity, the
solution to conflict lies in examining how teachers can become aware of this in the
interaction. Thus the sub-model offered below is a model of intercultural
communication, where different ethnic/cultural identities are at play within school
context. To achieve this, a very simple modelling technique inspired by Berne (1972,
1996) will be presented, and the presentation will be supported with real life practical

examples.

The context of the model is as follows:

The participants are a teacher (T) and a parent (P). Throughout the encounter, the
teacher acts as the conflict manager. They both share one cultural identity (Hungarian)
which they both identify with. The parent also holds a Roma cultural/ethnic identity,
which he/she can identify with to varying degrees. The presupposition is that
successful intercultural encounter is likely to happen if the participants base their
conversation on their Hungarian identities, so the Hungarian identity is maintained
during the interaction by both participants. This is based on the assumption that in this
case participants share a learned meaning system (i.e. beliefs, values, shared meanings
etc.). The other reason for establishing the conversation on the Hungarian “identity
ground” is that teachers are not familiar with the meaning systems of the Roma
culture, and Roma parents have been shown to demonstrate a strong affiliation to their
Hungarian identity. Keeping in mind that we can never be sure what is actually
happening in people’s minds, this model tries to illustrate how a parent’s Roma
identity is activated during an interaction. The aim is to show that if teachers can
realise when they offend the other’s cultural identity, and are able to react sensitively
to cultural frame switching, conflict can be managed. The suggested approach to

conflict management follows a set of essential rules:

1. The teacher’s aim must be to conclude the encounter with a positive outcome.

This may appear to be a statement of the obvious, but it is crucial that the teacher
approaches an interaction with a relational goal with which to propel the
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communication and manage the situation. Without this positive intention on the part of

the teacher, interactions are more likely to end unsatisfactorily for both parities.

2. The teacher must always respond to the perceived salient identity of the other.

This means that if the teacher observes that the parent shows signs of frustration,
expressed by a change of style (e.g. raising voice, or being withdrawn), then the
teacher must interpret this as a response to what and how was said. Equipped with
appropriate (bias free) cultural knowledge and skills, the teacher must try to become
attuned to the salient identity of the parent and respond accordingly.

3. If the teacher initiates the encounter, he or she always has to make sure that the

opening of the conversation is targeted at the Hungarian identity.

This means that the conversation cannot start with problems presented in a manner or

mood which is fed by negative stereotypes or assumed knowledge.

4. The teacher has to accept that the parent may switch identities during the

interaction.

This statement claims that parents, as biculturals, are capable of misinterpreting the
teacher’s messages or goals (especially in cases where their experience can be

characterised as mainly negative) which they will naturally react on.

5. The teacher’s aim is to make sure that before closing the encounter, the

parent’s salient identity is the Hungarian one.

According to the findings, the above point would mean that the parent would no longer
be motivated to feel defensive during the conflict situation. This is because when
identity construction has been successful, the values, beliefs, and the participant’s
sense of community belonging have not been offended. In such a way, the parent
leaves the conversation feeling comfortable and unthreatened.

6. The teacher, playing the role of a conflict manager, must not perceive CFS as a

conflict.
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This rule regards teachers, stating that they cannot abandon or reject continuing
conversation based on what is perceived as the parent’s inappropriate behaviour. It
should only be by interpreting signs of disagreement or hurt that teachers should react
and respond, and judgements concerning manner and attitudes should be avoided.

These rules concern conflict situations and do not imply that parents should avoid
applying their Roma ethnic identity to conversations. Instead, these rules are made to
be employed in situations in which sensitive issues are at play, and in instances in

which there is a mutual possibility of inappropriate conflict management.

The conflict management process will now be supported and illustrated with examples.
Figures 1.a and 1.b model conflict free situations where the problem has been settled in
a mutually comforting way. This may involve the discussion of sensitive issues, but
are cases in which the outcome is positive. 1. a. presents a parent initiated encounter,

while 1.b. is initiated by the teacher.

Simple, conflict free encounter:

Case 1. The parent’s Hungarian identity is salient

1. a) Parent initiated conversation 1. b) Teacher initiated conversation

| Parent | |Teacher| | Parent | |Teacher
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Practical example on Figure 1.a):

The parent comes in to school to tell that she cannot pay for the child’s lunch, because
they have run out of money. The teacher offers possible solutions (paying later or in
instalments). The teacher does not make hints at the parent’s bad habit of wasting
money, nor does s/he enquire about the reasons for this problem unless an explanation

is offered by the parent. They agree on the possible solution and the parent leaves.

Figure 1.b) presents a teacher initiated conversation in which there is a problem with
the child:

The teacher invites the parent in to school, because there are discipline problems
concerning the child. The teacher tells the problem and asks the parent whether they
have similar problems at home as well. If she says no, the teacher initiates a
conversation about how the parent imagines the school could solve this problem.
Throughout the conversation the teacher ensures the parent that s/he wants to help,
because this is in the child’s interest as well. If the parent comments that they also
experience similar problems at home, the teacher takes note of it, offers help. The
parent leaves the uncomfortable situation with a positive feeling.

Case 2. The parent’s Roma identity is salient.

bbdd
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This is an example of successful conflict management:

This example is one taken from my own experiences in conflict management. The son
of F6, who was the gang leader of the school, got into a fight with a boy because of
jealousy. As shown in the findings part, matters of love are treated as highly sensitive
in Roma culture from even a young age. Demonstrating dominance in a partnership,
and especially in cases where the girl does not want to continue the relationship, can
lead to fierce confrontations with other boys to ‘save face’. I was aware of the situation
and | asked them to stop. They did, but because of my intervention, Andris could not
finish the fight and show the girl that he was a ‘real man’. In his anger he bumped a
little bit into me with his shoulder as he was passing, to show the others that | did not
have power over him. This was the beginning of a possible conflict. | very calmly
asked him to stop and come back to talk to me, but he did not react. | did not say it
again. | knew it would be detrimental to the situation to start shouting after him, and to

order him to come back, as | knew he would not come.

Instead, responding to his Roma identity, | called his mother and, showing an
awareness of how important the question of respect is in Roma families, especially
towards those who treat them fairly, told her what happened. | said that | was offended
because this was not the kind of behaviour I expected from him. In the next break, the
boy was in my office, very embarrassed and sincerely apologised for his behaviour. |
accepted his apology.

Case 3. The outcomes of the conflict situations are negative

3.a

3.b

or

i

Figure 3.a. shows an example in which the teacher does not respond to the parent’s

salient Roma identity
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A pertinent example on this is of T4 recollections of her conflict management on the
ground of her Hungarian identity, which she had tried to force on the parent. An angry
parent comes in to the school because his or her child was bullied. S/he is shouting and
the headteacher’s response is the following (a part from Extract 98):

T4: And this is when I say that they can turn down their volume, that they don’t have
to shout, and that we can sit down and talk things over, they don’t have to shout
and start loud ... I always tell them that “If you go to an office, or court or the
police, or to the certificate office, you don’t start with pushing the door open,
and howling, saying “where is he, who did it”, because it is not tolerated

anywhere.

Figure 3.b. shows a parent initiated conversation in which the teacher does not respond
appropriately to the salient identity.

As in situation la., the parent could approach the teacher with a monetary issue, but
rather than being offered solutions, the teacher tries to lecture the parent about what
the parent should do to improve, hinting at the stereotype of the Roma’s bad habit of
wasting money and asks for reasons for the family deficit. The outcome is negative.

The process model, and within that the sub-model, have shown what factors affect the
negative relationship between teachers and Roma parents, and has illustrated their

operations in the intercultural communication process.

9.5. LIMITATIONS OF THE MODEL

At the beginning of the dissertation | set the parameters for the examination of
intercultural communication theories, models, and research findings that were
supposed to support finding a model which would serve as a tool for professionals in

this field. These parameters were:

= how culture is examined;
= how culture is perceived;

= the aim of the research;
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= consideration of micro and macro factors influencing communication;

= emphasis put on the individual;

» to what extent the theory or research findings can promote everyday interaction or
conflict situation;

= whether or not the theories or findings are applicable to intercultural education.

Based on the social constructivist school of thought, the model has tried to take into
account people’s multiple identities in such a way that cultures were treated flexibly
and not limited to nations. Though the findings have led to two salient identities
(Roma and Hungarian) becoming the focus of discussion, even these were treated as
flexible and dynamic. The model has tried to take into consideration the macro and
micro factors influencing the parent-teacher relationships and put special emphasis on
individual interpretations. An approach to conflict management has been offered in the
form of a sub-model which attempted to fulfil the aim providing a tool for teachers
with which they can manage conflict situations with Roma parents, so it fulfils the

requirement of applicability.

Because human relations are complex and driven by many motives, it is very difficult,
almost impossible to depict a picture of relationships without simplification. However,
as Kaplan (1964) notes, “Science always simplifies; its aim is not to reproduce the
reality in all its complexity, but only to formulate what is essential for understanding,
prediction, or control. That a model is simpler than the subject-matter being inquired

into is as much a virtue as a fault, and is, in any case, inevitable” (p. 280).

Based on my findings, my aim was to find the crucial variables that operate and
emphasise the recurrent nature of encounters. I do not claim that the model has
accounted for every factor or variable operating in intercultural conflict situations,
because this would limit the participants’ “awareness of unexplored possibilities”
(Kaplan, 1964, p. 279). Instead, this model challenges teachers to investigate and

explore their own situations, and gradually find remedies to their own problems.

Nevertheless, the model can only be applicable if the participants are willing to reflect
on their relationships and the assumptions upon which they operate in communication
situations. This means that without this readiness to delve into their own cognitive and
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affective dimensions, the model will remain another of the many scientific models of
communication subject to criticism by scholars, rather than one accessible by those for

whom the model was created: the teachers.

9.6. IMPLICATIONS OF THE RESEARCH

The implications of the research are manifold. As for the focus of the research, the
examination of the wider research context has shown that it is necessary to thoroughly
examine the power-relations, and perceived social and cultural distances between the
target groups of people at a societal level to be able to understand the more specific

context and highlight the meaning of individual utterances.

The exploration of the causes of negative relationships and particularly how parents
and teachers interpreted them (RQ1) imply that the central themes emerging as
problems: lack of parental involvement, lack of communication, perceived differences
in value systems, opposing views on education, issues of prejudice and negative
stereotypes, distrust, and formation of identity; share a lot in common with

international tendencies.

As demonstrated, perceived cultural differences play an essential part in generating
conflicting interpretations of roles and expressions. Lack of adequate knowledge about
one another may lead to false attributions and to forming negative stereotypes about
one another’s value system and beliefs, and altogether increase the feeling of
uncertainty. Furthermore, uncertainty affects how goals are inferred and messages
interpreted. The study has shown that individuals rely heavily on their previous
experiences of encounters, and these often serve as a basis for approaching the next

conflict situation.

Within the view of social constructivism of one’s identifications the study paid special
attention to Roma parents’ ethnic identification and social identity. It turned out from
the research, that Roma parents’ ethnic identity salience (their attachment and loyalty
toward their own group) was generally very weak, which was explained by their strong
assimilatory wish to the majority society. This was seen in their indifferent attitude to

their children’s learning about their Roma culture or language. In the light of this, the
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study expressed worrying concerns about their self-concept, their children’s
personality development, and the lack of emotional support ethnic or social group
membership belonging could give; particularly in a society where the general attitude
to Roma tends to be negative.

The other crucial aspect of the study was the exploration of the operation of variables
in conflict situations where the participants, though they share a common language,
may belong to several ethnic/cultural groups. Understanding the phenomenon of
cultural frame switching was found valuable in explaining Roma parents’ conflict

styles and, as often framed by teachers, their aggressive behaviour.

The study has come to the same conclusions as Etxeberria (2002) saying that most
“teachers find themselves overwhelmed, bewildered and without clear ideas or
guidelines when presented with dilemmas pertaining to Roma pupils” (p. 298). “They
tend to have no in-depth knowledge of the culture, are unaware of the needs of the
Roma pupils (and parents) and are not equipped with the necessary material and

human resources to meet these specific challenges” (Etxeberria, 2002, p. 298).

The implications of all the above has led to the conclusion that the key to improve the
negative relationship between Roma parents and teachers is to develop both parties’
intercultural communication competence, and raise their intercultural intelligence. This
could be achieved first by providing trainings for teachers. These should first of all
focus on attitude change, which involves the issues of openness and awareness about
the impacts of one’s ethnocentric bias. Openness refers to showing interest, and
gaining knowledge about the other culture, which is not limited to getting primary
knowledge (i.e. music, literature etc.), but involves knowledge about how these social
groups function, and how they construe their social world (Byram et al., 2001).
Raising teachers’ cultural awareness would involve a process whereby the formerly
shaped cultural assumptions would gradually be modified and developed based on the

obtained knowledge and information (Jones, 1995).

It is equally important to link this knowledge to classroom practice, and to everyday
interactions with parents. This does not imply though, that Roma parents and teachers
have to be treated as a community of people belonging to a group which would
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manifest the same cultural traits, beliefs and values. Each situation contains individual
characteristics including several factors, for example the participants’ ethnic identity
salience, and teachers need to be able to interpret and mindfully react on the
participants’ needs and goals in an interaction. In an educational context trust building
is of utmost importance and can be achieved by expressing mutual interest in one
another’s values, lives and problems. Encouraging self-disclosure would help build

relationships which would prevent participants’ perceiving one another as strangers.

The process model aimed to show how the crucial variables identified in research
operate in intercultural encounters and it emphasised the recurrent nature of
encounters. To enable the teachers to apply the model needs knowledge about the
factors underlying the intercultural communication process. A crucial question to be
raised though is in connection with the participants’ attitude to change. The teachers’
role to be the sources of possible change in their relationships with parents depends on
their willingness to suspend their internal assumptions and attributions (Boromisza,
2003, p. 81) and their self-assured knowledge and instead, see the problems from the
others’ perspectives. They need determination to move beyond their existing
communication practices and become conscious communicators; managers of conflict
situations. Byram and his colleagues (2001) argue that to communicate successfully in
intercultural encounters needs “an ability to evaluate, critically and on the basis of
explicit criteria, perspectives, practices and products in one’s own and other cultures

and countries” (p. 7).

9.7. LIMITATIONS OF THE RESEARCH

Although the limitations of the research instruments and techniques employed in this
research have been discussed, it is worth reflecting on the scope and limitations of the
research as a whole. The single setting of this research and the relatively small number
of participants obviously restricts its generalisability to other contexts. The research
claimed to examine intercultural encounters in the sense that the two groups of people
considered themselves as culturally different from each other. Based on this, though
the participants spoke the same language and actually parents and teachers shared their

Hungarian cultural identity the relationships were examined as intercultural. Interviews
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and the analysis of communication between different language speakers may have

produced different results.

In spite of this it is hoped that by providing rich ethnographic accounts of the context
and through the participants’ narratives and interpretations, there may be some features
that can resonate with other research field contexts (Richards, 2003) and thus the
results of this research will be transferable (Lincoln & Guba, 1985). If so, other
researchers could approach a context similar to this, by realising connections and
familiarities, with more understanding of the environmental features, individuals’

values, norms and belief systems.

As was suggested in Chapter three on intercultural education it can be assumed that
this setting is not unique. Intercultural education faces problems generally similar to
those raised in my research, therefore while no two settings are likely to be identical,
the findings of this research should be of relevance beyond this research context and
relevant in situations where multicultural individuals - people of different ethnic
backgrounds - meet. Nevertheless, further studies in different contexts either
concerning Roma or any other ethnic identities are needed to test the validity of the

findings and claims presented here.

Another limitation is that most of the data was not naturally occurring, especially as far
as intercultural conflict situations are concerned. The conflict situations described were
recounted by the participants themselves, which may have been distorted due to
negative experience or bias. However, as is quite typical in case of narratives,
participants tended to “act out” their stories, that is, they told them in dialogue format.
Even if the dialogues could not be reproduced word by word, they gave insight into
many features of the conflict situation and especially into their different
interpretations. Future studies of intercultural conflict situations would benefit from
analysis of naturally occurring data, though this would raise more complex ethical
considerations, for example the consent of the participants taking part in the

interaction.

The other limitation concerns the assumption on which the research (especially RQ1)
was based, namely that Roma parents and teachers have a negative relationship in the
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given context. This assumption as earlier discussed was based on my familiarity with
the context, and actually this assumption led to the inquiry of the research. Throughout
the beginning phase of the qualitative research | was open to questioning this
assumption, but it was reinforced by the first interviews. The existence of negative
relationships was not a hypothesis that needed testing but rather a problem which

required investigation.

Though at the beginning of this work | claimed that the dissertation does not aim to
deal with the Roma question, the reader may sense some of the researcher’s sympathy
towards this ethnic minority. |1 would offer another interpretation by saying that the
source of this perceived bias is rather the researcher’s tolerant approach to ‘otherness’
and the strong belief in people’s capability to live in a culturally complex society. Thus
if teachers at some points seem to be shown in a negative light, this is a failing in an
attempt to criticise and question their practices in a constructive way, as they are

believed to be one of the main generators of change.

Related to the assumptions are the influences of the researcher and the research process
itself on the participants’ behaviour and responses. During the interviews the
participants might have become more aware of the research purposes which may have
affected the content of their responses. This was in a way inevitable in such a specific
context like this village. The main concern was to be aware of these influences, and to
attempt to control them as much as possible in interviews, and document the effects.

Finally, the researcher’s interpretations will inevitably affect what factors were found
to be crucial, what features of the environment were thought to be significant. Clearly
this research has concentrated on certain areas at the expense of other areas of the
participants’ experiences and environment. Therefore, this research cannot claim to be
a complete picture of the participants and their context. In sum, the ideas of the
participants and their experiences presented here are necessarily selective and
interpretative. It is supposed that by documenting these selections and interpretations
as part of the research process, and by the presentation and analysis of the findings,
other researchers will be able to determine trustworthiness, credibility, dependability
and transferability (Lincoln & Guba, 1985, Richards, 2003, p. 286) of the conclusions

drawn.
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9.8. FURTHER RESEARCH

The explorations of different aims and scope of research paradigms and research
methodologies in chapter four indicated the importance of examining the impact of
macro- or global contexts alongside the “psychological and linguistic aspects at the
micro level” (Jiang, 2006, p. 412). To get deeper insights into the underlying processes
of a specific research context it is argued that both macro- and micro-approaches are
necessary. Though the conceptual framework for the present research is interpretative
and the methodology employed is qualitative, in conducting a larger scale study
quantitative data may prove to be useful to get a view of for example, the attitudes or
human values (e.g. EVS) of the society.

To test the validity of the findings of the present study, particularly the factors
identified effecting the negative relationships and the intercultural conflict situations
between Roma parents and teachers, more research in Hungarian schools and in other
countries, where the number of Roma ethnic minority is considerable i.e. Spain would
be needed. The same applies to context where there are other ethnic minorities e.g.
Turkish or Moroccan in Germany and France. As this research was done in a village,

an urban setting may bring different findings to surface as well.

Though it was concluded in chapter four that treating nations and ethnic groups as
cultures can be “either useful” or ... “misleading” (Levine et al., 2007, p. 206) a study
would be helpful to test whether Roma people’s conflict style and preference for
certain registers would show common features, namely culturally identifiable patterns.
This would be of particular relevance to get deeper knowledge about cultural frame
switching. Discourse analysis could give valuable insights into the operation of key
factors identified in conflict dynamics. This deeper focus on micro discourse level
entwined with the wider ethnographically based techniques offered may prove

productive in understanding the operation of variables in the conflict situation.

The findings of the study lend themselves to a number of suggestions for teacher
development and teacher education. Research on attitude change or on the

development of teachers’ intercultural competence (if trainings outlined above are
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realised), would most likely entail longitudinal studies that investigate change over

time, and would provide an empirical basis for the evaluation of further trainings.

More research is needed to develop teaching approaches and materials to promote
classroom practice in intercultural education settings to enable teachers to ensure

children’s identity and personal development.
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CHAPTER 10.
CONCLUSIONS

At the beginning of this dissertation the question was raised as to what extent cultural
differences can affect our communication, and whether there is a considerable
difference between intracultural and intercultural communication. This research has
shown that as far as people perceive each other being culturally distant (Collier &
Thomas, 1988; Triandis, 2003) and this perception affects the effectiveness of their
communication and relationships, intercultural communication is a legitimate field of

research.

The concept of culture has been used flexibly, given that people can belong to many
cultures (Jensen, 2004; Hong et al., 2000) and it is the degree of belonging and the
contexts that define to what extent individuals are willing to share the meaning
systems or networks of cultural constructs with their community members (Jenkins,
1997). This approach strongly emphasises the poststructuralist tenet that individuals
can be multicultural, can hold multiple identities, and will actively switch between
these depending on context and their own intent (Jensen, 2004; Campbell, 2000).
Cultural identity was seen as a social construction (Berger & Luckmann, 1966;
Campbell, 2000; Jensen, 2004; Durovic, 2008); formed through relation to others in

interactions (Jensen, 2004).

A review of intercultural education research found that schools in Europe and
worldwide face similar difficulties of educating ethnic minority students like those in
the study school. International and national publications showed that implementing
intercultural education is thwarted by systemic problems such as underachievement of
minority students, poor discipline, and lack of cooperation with parents, among others
(Luciak, 2006; Luciak & Khan-Svik, 2008; Leeman, 2003; Andriessen & Phalet, 2002;
Foster, 2004; Kalekin-Fishman, 2004).
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My assumption was that as effective education for cultural diversity is largely
dependent upon successful communication practices between teachers, parents and
their children, intercultural communication research could contribute to the completion
of my research aims and more broadly to the field of education as a whole. ICC
theories and models turned out to offer valuable insights for use, but none of them
could completely meet the set criteria, so the need for developing a model which can

be applied in everyday practice emerged.

Through the exploration of the negative relationship between Roma parents and
school, a number of sources for dispute were identified. Amongst these were the
central themes of parental involvement; perceived differences in value systems;
opposing views on education; issues of prejudice and negative stereotypes; distrust;
and conceptions of identity.

The issue of parental involvement appeared with high levels of both intensity and
frequency in the school teachers’ perceptions of the problems concerning the majority
of Roma families. The underlying misunderstandings connected with this concept
included differing interpretations of words like ‘caring’, or ‘cleanliness’. The core of
this misunderstanding was explained with the tendency for teachers, shaped by their
specific social and cultural history, and assumed knowledge, to ignore Roma people’s
beliefs, values (Nordby, 2008) and experiences, thus the meaning of such concepts are
not construed on a shared cultural basis. Furthermore, it was observed that teachers
with their assumed power often attempt to change Roma parents’ personal values
(Nordby, 2008) by giving instructions and trying to guide parents how they should live
and behave.

As for how the society treats them, Roma parents tended to report problems of
deprivation, prejudice and negative stereotypes which resembled Ogbu’s (2003)
involuntary minority groups’ ways of thought. However, contrary to Ogbu’s (2003)
conclusions, my research has shown that parents have a strong belief in the value of
education. It was generally teachers who did not believe in the worth of education,
attributing this to the assumption that Roma people would never be accepted as equal
members of this society.
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Perceptions of discrimination turned out to play a large part in forming the opinions of
the Roma families. Parents generally assumed that prejudice and discrimination
continue to exist in the classroom. Parents were found to be quick to attribute any
problems experienced by their children on the prejudice of the school. Without
confirmation from the teachers of a mutual respect and sincere concern for their

children’s wellbeing, the parents struggle to trust the teachers.

From the interviews with parents, there appeared to be various approaches to the
question of identity, ranging from pride in their Roma heritage to a denial of it. The
study revealed that the experience of prejudice and perceived negative attitude towards
them has affected the way Roma parents approach their Roma culture and identity. It
was argued, that group belonging would promote parents’ and children’s self-concept
with all the values and emotional significance this membership can mean for the
person. Nevertheless, the constant attempt to adapt to the norms of the majority, make

parents unconcerned with preserving their Roma culture and language.

The most frequently emerging issue during the research was how parents wished to be
perceived ethnically and culturally; Roma or non-Roma (Hungarian). Perceiving that
incorrect values and significance were assigned to their Roma identity usually
triggered different, but mainly intensive reactions in parents. Similarly to Durovic’s
(2008) study 1 found that these misconceptions generated discontent either because
participants felt that they were placed in a category they did not want to identify with
(Roma), or they perceived being categorised based on negative stereotypes. The
complexity of avoiding misconceptions of the other person’s ethnic identity could be
seen in how the participants expressed their different views on their ethnic identity
affiliation; perceiving themselves as primarily Roma or Hungarian or both. This factor
was identified as the main source of many conflicts which was manifested mainly in

inappropriate behaviour.

The speech registers and speaking styles applied in these encounters were interpreted
by the teachers as the typical Roma style of speaking, deeming it uncivilised and
ineffectual, and by parents as their Roma “weapon” against discrimination and disdain.

Based on parents’ interpretations of these situations the research further developed this
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issue and examined to what extent these events can be explained with cultural frame

switching.

My findings suggested that strong emotional influences can be seen as primes,
particularly in conflict situations, when one’s identity, values or power (positioning)
are threatened. Cultural frame switching in these situations activated categorisations
and stereotypes, which in turn affected the interpretations of others’ behaviours. These
were usually related to the majority’s negative perceptions of them, and triggered
defensive actions. This kind of response resulted in reinforcing the cultural stereotype
that Roma people are aggressive, in spite of the fact that parents themselves did not

approve of this behaviour.

In depicting the model for the negative relationship between families and schools, four
phases of the communication process were identified and isolated for the purpose of
explanation. The relationship between the teachers and the parents was not defined by
single interactions, but seen as developed over the course of multiple encounters. The
first consideration of the model was the mutual history of the participants, which was
labelled as ‘Experience’. Based on experience, people were supposed to gain
‘Knowledge’ which was referred to as assumed knowledge because of its possible
biased nature. Following this were the factors contributing to the communication
dynamic of the third phase, the ‘Interaction’ itself. The conclusion was the period of
‘Reflection’ at the end of the encounter which was found to be essential, as it is this

information that is taken forward to influence upcoming interactions.

Experiences were found to form the basis of explanations and it was pointed out that it
is very difficult to discover the cause of behaviour because social interactions are
actually “chains of behaviours” (Ogay, 1998 p. 272). The urge to reduce uncertainty
was shown to lead participants to rely on their categorisations and stereotypes and
enter into explanations of certain behaviours and situations involving both proactive
and retroactive explanations (Berger& Calabrese, 1975; Gudykunst & Kim, 1984).
Lack of adequate knowledge about one another was proved to lead to false attributions
and to forming negative stereotypes about the other’s value system and beliefs, and
altogether increase the feeling of uncertainty. Furthermore, uncertainty affected how
goals were inferred and messages interpreted.
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The sub-model offered a possible approach to conflict management based on the
conclusions drawn in connection with cultural frame switching. It was argued that
teachers have to act as conflict managers in these encounters. If inappropriate
behaviour is approached as meaning a possible reaction to the offense of one’s culture
or identity, avoiding conflict lies identifying how teachers can become aware of this

process.

This research cannot claim to be a complete picture of the participants and their
context. Still, by providing rich ethnographic accounts of the context and through the
participants’ narratives and interpretations, there may be some features that can
contribute to other research. Nevertheless, further studies in different contexts either
concerning Roma or any other ethnic identities are needed to test the validity of the
findings and claims presented here.

More research would be needed to develop teaching approaches and materials to
promote classroom practice in intercultural education settings to enable teachers to
ensure children’s identity and personal development. Attitude change and openness
would result in the change of formerly shaped cultural assumptions (Jones, 1995).
Each situation contains individual characteristics and teachers, as “culturally
responsive” (Le Roux, 2002, p. 38) educators, need to be able to interpret and be
mindful of the participants’ needs and goals in an interaction. Trust, mutual interest
and respect will help build relationships and prevent participants’ perceiving one
another as strangers. As Peterson (2004) argues, “cultural intelligence is the ability to
engage in a set of behaviours that uses skills (i.e., language, or interpersonal skills) and
qualities (e.g. tolerance for ambiguity, flexibility) that are tuned appropriately to the

culture based values and attitudes of the people with whom one interacts” (p. 89).

“No educational system anywhere develops or exists independently or remains
unaffected by its social or historical roots. The policies, practices and perspectives of
the prevailing dominant culture influence educational content and approach” (Le
Roux, 2002, p. 37). The policy this school follows has been proved to suffer death by
several cuts in this context. The Roma parents have faith in education that ensures their

children’s future prosperity. They are just waiting for teachers to respond and support

237



them. I would like to close this work with my favourite quote of a Roma parent’s

fatherly advice to his daughter.

They can take away everything from you, your clothes, your bag... your hair can be
cut, your skin can be cut, but your mind cannot be taken away from you. [Mindent
elvehetnek téled, a ruhadat, a taskadat ... a hajadat levaghassédk, megvaghassak a

boérddet, de az eszedet, azt nem tudjak elvenni téled.].
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ORIGINAL HUNGARIAN EXTRACTS

Extract 1.

T4:

Fegyelmezetlenek, az, hogy nem tartjak be a szabalyokat vagy a hazirendet, hogy
késiink, mert nem vessziik komolyan ezeket a dolgokat, mi az a 10 perc vagy
negyed ora, ez a fajta lezserség, lazasidg még mindig megvan. Es amikor bizony
a sziiloknek azt mondjuk, hogy ezekbol a 10 percekbol is oOsszejon majd
valamikor 1 tanoranyi hidnyzas, és ezeket valamiképpen igazolni kéne, na, ezeket
nem veszik olyan komolyan, de mondom ilyen notorikus iskolakeriil6k mar

nincsenek, mint régebben.

Ex. 2.

T1:

Nem figyel a gyerekére, pont. Csak ez. Aki jo tanuld, az mindegy hogy roma,
vagy nem roma. Annak itt a sziiloje a sziiléin. Aki pedig problémas, az sokkal

nehezebben vonhato be. Abba, hogy kozdsen tegyiink a gyerek érdekében.

Ex. 3.

T2:

Nincs sziilo. A gyerek rendetlen, koszos, neveletlen...Nincs taneszkéz, de most
mar abban is megmutatkozik, hogy dpolatlanok, koszosak. Erti? Nincs
ellendrzés, nincs felelosség...Nincs sziiloi hattér. Nem, a gyerek tanuldsat nem

ellenorzik, egyaltalan nem.

Ex. 4.

T5:

Ex.5
T4:

Amit mi latunk, az az érdektelenség jele. Ugy értem, hogy a gyerek rendetlen.

A tisztasag nem jellemzé hogy probléma, mert a mai vildigban mar én azt
gondolom, hogy annyira nem lehet szegény senki, mint mondjuk, mint 20 vagy 30
evvel ezelott, hogy tényleg arra nem tellett a roma csaladokban, hogy a
megfelelo tisztalkoddasi feltételek meglegyenek, mert még itt is ha, az idézdjelben
mondom telepen lako cigany csaladokrol van szo ott is megtalalhato a

fiirdoszoba, tehat ilyen dolgok nincsenek. Azt nem mondom, hogy mindig
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mindenki mindenkor tulsagosan tulapolt, mert azért van naluk is kivétel, de nem
az a jellemzo, hogy a tobbségiik apolatlan lenne, vagy elhanyagolt, vagy, hogy
nem megfeleléen oltozteti a gyerekét. Van 3-4 csaldad, akikkel nem csak nekiink,
hanem a gyermekjoléti szolgalatnak is gondja van, de azok kozott vannak nem

roma csaladok is.

Ex. 6.

T3:

T5:

Ez olyan gondot jelent, hogy most mar felnott egy olyan generdcio, aki otthon
van, segélybdl prébal megélni. Es a gyerekek azt latjak, hogy meg lehet élni igy,
és ez egy életforma. Es ez gond, hogy motivdcionak régen lehetett mondani, hogy
tanulj, ma mar nincsenek céljaik. Illetve, hogy ez is egyfajta cél, hogy majd
megélek, mint anyam és apam, aki ebbol-abbol meg tud élni, segélybol, csaladi
potlékbol. Ez a minta. A sziilok sokszor még agyban vannak, amikor eljonnek a

gverekek az iskoldba.

Iskolaba jarni, ott rendesen tanulni, az olyan, mint dolgozni jarni. Egyfajta
napirendet, rendszerességet feltételez. De azok a gyerekek, akik még soha nem
lattak a sziileiket koran kelni, munkaba menni, nos, azoknak nincs ilyen jellegii
tapasztalatuk. Hogyan kévetelhetem én meg azt, hogy kotelességtudo legyen, ha

nincs ilyen jellegii tapasztalata?

Ex. 8.

T1:

Ex.
T2:

Arra nem képes sok sziilo, hogy azt megnézze, hogy a gyerek elhozza- e a
taskajat. Nem figyelnek a gyerekeikre. Kiviilalloként elofordul, hogy azt latjuk,
hogy azert sziilik, mert kaptak érte a csaladi potlékot. Nagyon. Tébb az olyan
Qyerek. Nem érezziik a sziiloi odafigyelést, mindent az intézményesitett neveléstol

varnak el.

Az értékrend hatdarozza meg a csaladban. De nem lehet altalanositani. Most is
idejar olyan roma tanulo, akinek az édesanyja rendszeresen odajon hozzam, és
megkérdezi, hogy , Legyen szives megmondani, hogy én miben segithetek a

gverekemnek? Mit vasaroljak neki, nincs sok pénziink, de én azt, ami kell,
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megveszem, mert az a legfontosabb.” Es ez a gyerek tanul, és ez a gyerek
ervényesiilni fog. Mert itt van az értékrend. Hogy fontos, hogy a gyereckem

tanuljon. Tobbet tudjon, segitsem, ahogy tudom.

Ex. 10.
F8: Mindent megteszek ezer’ a gyereker. Feliilem eladhassak a fejem foliil a hazat,
de ha én azt mondom, hogy nem engedem abba a specidlis iskolaba, mer ez meg

az azt mondja rda, hogy hiilye, akkor nem, akarmi is legyen.

Ex. 11.

R: Milenne a vagya?

F6: Jézusom, ha megmaradna a hdarom, és itt lenne nekem. Akkora szobdkat tudnék
csinalni, hogy mind itt legyen. Egy nagy fiirdo, de ez csak a vagyam, én vagyok a
kirdlylany, aki almodik [nevet].

R: A fidt felvették kizépiskoldaba, ez azt jelenti, hogy jo uton van.

F6: Igen, de tudja, sok idot t6lt az apjaval. Jobban félek téle, hogy 6 meg magyar

modon neveli. Nem roma modon.
R: Ezmitjelent?

F6: En nem akarom megsérteni, de a ciganyok sokkalta jobban féltik, szeretik a
gverekiiket, mint a magyarok. Amikor a fiam korhazban volt, azt mondtik
nekiink, hogy nem maradhatunk ott éjszakara. Mi harcoltunk, hogy jogunk van
ott maradni, a magyarok meg csak hazamentek. A parom a kukan aludt, mert
olyan kicsi hely volt a szobaban. Amiko’ baj van, akkor nekiink elég 2-3 orat is
aludni — amikor a gyerekér’ van. Amikor egyiitt alszunk, az nem azért van, mer’

nincs elég agyunk, hanem hogy érezze, hogy biztonsagban van.

Ex. 12.

F10: Nincsen nekem semmim sem, csak ezek a gyerekek. Es most elvették télem.
Aszondjdk, nem torédtem veliik rendesen, nem bantam veliik tisztesseéggel. A
segélyekbol ruhdztam én oket, szép ruhak voltak. Aszongydk éheztek, meg hogy
elhanyagoltak voltak, ezt mondta a gydmiigyes. Meg hogy nincs fiirdonk.
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R:

Mit fog most csindlni?

F10: Nem tudom. De a férjemet ugy kollott lefogni, hogy ne d6ljion meg valakit.

Mindent megteszek, csak visszakapjam oket. Aszongydk, ha a hdzat rendbe
rakjuk, visszakapom Jket. Azok a szemetek. Az én kicsikéim, 6k a mindeneim.

Megyek az oviba, és nincsenek sehol. Mibol vannak ezek az emberek?

Ex. 13.

Fa4:

Persze, hogy nehéz. De mit tehetnénk? Itt sirtak rittak a kicsik, mert volt rola szo,
hogy a két nagyobbik visszamegy az intézetbe, de a kicsik itt sirtak rittak, hogy
had maradjanak. Két szobaban éliink nyolcan, de lathassa, szép tisztan éliink, és

hatha egyszer hazataldl gyiinni az a lany, hatha megjon az esze. [sir.]

Ex. 14.

T1:

Az egyetlen alkalom, amikor a sziilok egy pillanatig sem haboznak, hogy atlépjék
az iskola kiiszobét, az akkor van, ha ugy érzik, hogy a gyerekiiket, lelki vagy
fizikai bantalmazas érte, vagy igazsagtalansag tortént vele. Akar tanar, akadr egy
gyverek volt az elkéveto. Na, ilyenkor van az, hogy ontérvényiiek és maguk

akarnak igazsagot szolgaltatni.

Ex. 15.

T6:

Nagyon gyerek centrikusak a sziilok, az 6 gyerekiiket senki ne bantsa.

Ex. 16.

R:

T1:

A segélyt a gyerekre forditjak?

Igen, ezt el szeretném mondani, hosszu évek ota tapasztalom, mert van egy kis
boltunk a faluban, hogy ha van pénziik, mindent megvesznek a gyereknek. A
probléma az, hogy nem nevelik kovetkezetesen, ugy értem, arra, hogy azt meg is
kell becsiilni, amit kapnak. Igen, az augusztusi kiemelt csaladi potlékot
megkapjak, és elkoltik a boltban. De mire hozni kéne az iskolaba, elrontjak,

otthon elhasznaljak. Nem tudjak megbecsiilni, amit kapnak.
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Ex.17.
F13: Nekem nincsenek nagyon szép ruhdim, de a gyerekek mindig tisztan és szép
ruhakban jarnak. A nagylany jon néha, hogy vegyiik meg ezt meg azt, verzik a

szivem, Mikor nem tudom, mert nincs pénz. De ha tudom, mindent megadok neki.

Ex.18.
F12: Tisztak legyenek, ez a fontos, és viselkedjenek.

Ex. 19.
F10: Biidosek? Na, megmondom én hogy biidések. Mosok én rajuk, de ruha is van

elég. Egy szobdban éliink, lavorbol tisztalkodunk, a nagyobbik segit a kicsiknek.
Biidosek...

Ex. 20.
F6: Elnezést, hogy igy éliink, mar ki kellett volna cseréltetni az ablakokat, de tudja,
mi jobban adunk a hasunkra meg a ruhdnkra. Nincs fiirdoszobank, de nagyon

tigyeliink rd, hogy tisztak és szépek legyenek a ruhaink.

Ex.21.

F2: Ezek az emberek semmit sem tudnak rolunk, nem is tudjak hogyan éliink. Itt
ugyan nem jart egy sem. Ezek nem tudjak mit jelent megfiirdetni a gyereket, vagy
mosni. Nincs is fiirdészobdank. Az én feleségem mindig tiszta ruhdt ad a
gyverekekre, attol még, hogy az ugyanaz, nem azt jelenti, hogy nem mossuk. Tudja

mit? Mi sem akarjuk latni oket itt.

Ex. 22.

R: A tanulds mennyire fontos?

F7: A tanuldas, nagyon. Mindig mondom nekik, hogy maguknak tanulnak, nem nekem.
De persze ez nem jelenti azt, hogy nem lennék biiszke, ha egyszer az évzaron
kihivndk a Ginat és kapna egy emléklapot. Nagyon biiszke lennék ra. Az én
sziileimet nem nagyon izgatta, hogy tanulok-e vagy sem, de ez azért mar

masképpen van.
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Ex. 23.
F8: Elkezdte a Kerit, a 9-et kijarta, aztan meghuztak, onnan meg baradtja lett, az
iskolat otthagyta, itthonrol elrepiilt. Amit a mai napig nem tudom lenyelni.

Magamat is okolom, nem tudom, hol rontottam el.
R:  Tobbet szeretett volna Magdi, hogy tobbet érjen el?

F8: En igen. Szerettem volna, hogy legaldbb ezt az iskoldt fejezte volna be. Legaldbb

ennyit, ez a minimum.

Ex. 24.

R:  Hogyan probdljik a tanuldsra észténozni 6ket?

F2: Mondogatjuk nekik nap mint nap, ez a Kicsi itt, ez még jol tanul és a nagyldny is
szépen kezdte, de tudja, valahogy hidba is akarndank nagyon, hiaba almodjuk azt,
hogy Ok tanultak legyenek, ha eljon ez a 16-17-éves kor, ez nagyon nehéz lesz.

Nem tudni mi lesz beldliik, mit kapunk majd toliik.

Ex. 25.
F1: Az idosebbik okos tanulo lenne. A tobbiek nem tanultak tovabb, remélem 6 fog.
De félek, hogy 13 évesen rossz iranyba megy. Ez ugy latszik, benne van a

kulturankban.

Ex. 26.

F5: En meg vagyok veliik elégedve. Nagyon szeretik ket a tandrok. Mert udvarias
gyerekek. Koszonnek nekem és mondjak, hogy mennyire tisztelettudo mind a
ketto. Persze, az a c betil, mindig is ott lesz a neviik elott. De neki nem kell azt
csinalni, mint a mdsiknak, vagy a harmadiknak, legyenek kiilonbek. Nem zseni
egyik sem, de legyen roluk kiilon véleményiik, hogy 6k kiilonbek, mint a tobbiek.
Ennyit tudok nekik adni. Nekik talan kénnyebb lesz az életiik.

Hogy valami nagyobb iskoldba eljussanak, azt nem hiszem, hogy esélyiik lenne,
de leiilok veliik, tanulok veliik, amikor kell matekbol a férjem, mert abbdl 6 a jo.
Nem szeretnek tanulni. Lehet, hogy az is szamit, hogy mindketté lassabb
tempoban halad, mint a tobbi. Nekik tobb ido kellene ahhoz. Itthon én adok idot,

de az iskoldaban a tanarok azokkal szeretnek dolgozni, akik gyorsak, akik elobb
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befejezik a feladatot. Ok elfelejtédnek. Bajba vannak az ordn. Tobb osztdily
kellene, hogy akik lemaradnak, azok utolérjék a tobbit. Nem foglalkoznak a

probléemas gyerekekkel, allandoan a tehetséggondozast szajkozzdak.

Ex. 27.

F15: Tudom, hogy tehetséges, mert mondjak. Szeretném, hogy & tobbet elérjen, mint

mi. Hogy 6 tanult legyen. De nem tudom, hogy lesz. Itt dllandoan piszkaljak a
gverekek, mert érzékeny, olyan ideges fajta, na akkor meg csapkod, meg sir. Nem

tudnak vele mit kezdeni a tandarok sem, a gyerekek meg nem szeretik, féltékenyek

ra.

Ex. 28.

R:  Hogyan lettek ilyen jo tanulok a gyerekek?

F11: Nem tudom, talan az volt, hogy olyan osztalyban volt, ahol volt vetélytarsa,
akivel mindig lehetett versenyezni, hogy ki a jobb, ez huzta. A tobbi testvére meg
ment utana. De azért mondtuk is nekik mindig. Ma mar beosztjak, ki mikor mehet
be a szobdba, hogy egyediil lehessen, tanulhasson, mert nincs kiilon szobdjuk.
Nagyon jo gyerekek.

Ex. 29.

Fl4: Az elején leiiltem veliik minden nap. Tanultunk. Mindent rendbe tettem, csak az
volt a dolguk, hogy tanuljanak. Es meg is lett az eredménye. A mdsik kettdnek
meg mar természetes volt, hogy 6 is igyekszik. Nagyon biiszke vagyok rajuk.

Ex. 30.

F6: Andris is jo tanulo volt. Miért hagyta abba a tanulast? Megmondom. Mert

becsaptak. A tandr dllandoan azzal biztatgatta, hogy ha igy folytatja, majd kap
osztondijat. Tudja, ismeri a gyerekemet, hogy mennyire szereti a pénzt. Megvan
az esze is hozza. Szoval az tortént, hogy év végen egy masik gyerek kapott
osztondijat, 6 meg ugy érezte, becsaptik. Ha elvették a kedvét ne csodalkozzon

senki. Becsaptdk.
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Ex. 31.

F7:

R:

Voltam bent oramegfigyelésen, mint a kisebbségi onkormdnyzat tagja, tudja,
mert problemak voltak a fegyelemmel. Hogy megnézziik mi a helyzet, mi folyik
ott. Hat, amit én lattam az az volt, hogy mindig a jo tanulok felelnek, a
gyengébbeket észre sem veszik. Egyszer a tanar néni megkérdezte kinek a
feladata lett hibatlan és észre sem vette, hogy az egyik gyerek jelentkezik és nem
irta be neki az 6tost .... Nem a kitiinékkel kell foglalkozni, azt hangsulyozni,
hanem az ilyeneket mint a Gina kellene batoritani, de 6 elhallgat miutan

megaldzzak.
[a gyerekhez fordulva]

Mit mondtak neked?

F7 [lany]: Egyszer a x [a tandr neve] kérdezett, de nem tudtam rd vilaszolni. O meg

erre azt mondta: ,, Hat nem is csodalkozom, gondolhattam volna”.

Ex. 32.

F2: Egyszer bezartak a fiunkat az oviba’ a WC-be, azt mondtik mert rossz volt.

Pedig nem csak 6 volt rossz, van rossz magyar gyerek is, de mindig 6t emelik ki.

Ex. 33.

F13: Vannak kedvencek, ezt nem szabadna észrevenni a gyerekeknek. Egyszer sok

jatékot hozott egy anyuka az oviba, az ovono kivett egyet és régton azt mondita,
hogy ez jo lesz XY-nak. Es ezt a gyerekek is latjak. Mostandban dltalénositanak,

hogy ha valaki rossz, az biztos cigany.

Ex. 34.

F3: Nem csak ¢ a rossz. Mindig a tobbi elott kiemelik, és akkor 6 sem hagyja magat.

A pszichologus nem értette, miért kiildték hozza a gyereket.

Ex. 35.
FO: Azért hivtalak, mert bent voltam. Képzeld el, behivatott, mer’ akartam is vele

beszélni a gyerek fejlodésérdl. Minden nap a harmadik - negyedik ora utan
hazakiildik és képzeld, az igazgato no ugy talalta a dolgot, mintha nekem kéne

halasnak lennem, hogy foglalkoznak a gyerekkel. Mondtam neki, hogy az orvosi
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papirjai alapjan neki tobb orat kéne kapnia, meg hogy én tudom, hogy ezért
Gérte kapnak tobb pénzt. Attol félek, hogy magdntanulénak akarjik kirakni. En
nem tudom tanitani, én leiilok vele nap, mint nap, de én nem tudom tanitani,
hogyan fogok munkat talalni, ha itt kell iilnom otthon egész nap, mer’ 6k nem

akarjiak a munkajukat végezni?

Ex. 36.

F6:

Behivattak ezert az iskolaba, hogy a Krisztofer rossz. Ott volt az dsszes tandr,
meg a gydmiigyes. O is észrevette, hogy mindig ezt a gyereket spécizik ki. Van
egy masik gyereK is, azt is mindig kirakjak. Aki nem szimpatikus, annak vége is.
Ki birtuk harcolni, hogy a gyerek az iskolaban maradhasson. Azt mondta akkor
az igazgato nd, hogy tobb sziilo is azt mondta, hogy ha a Krisztofer visszamegy,
akkor elviszi a gyerekét. Vannak mds rosszak is, de érdekes modon azokat nem
teszik ki magantanulonak. Mondtam neki, hogy ez érdekes, mert én szerintem
nem amiatt viszik el gyerekeket, hanem a tanarok miatt. Mondtam, hogy itt mar

az egész tanari kart le kéne cserélni - és ez nem tetszett neki.

Most az van, hogy haromszor egy héten elvissziik az iskolaba, nem szabad a
tobbiekkel taldalkoznia, mert ha piszkaljak, akkor megint verekszik, szoval ott kell
dllnia a tanari elott és var, hogy majd valaki viszi kiilon ordara. Szoltunk az
igazgato nonek, hogy koppintson mar azoknak a gyerekeknek a fejére is, mer’

nem mindig a Krisztofer a hibas, ha baj van.

Ex. 37.

T2:

Nem taldlnak célt [a roma csaladok]. Ezen segithetne a rendszer. Eppen roma
apukaval beszélgettem a fogadooran, még a tavalyi évben, példaul és
beszélgettiink sok mindenrél, és & bdnydsz, dolgozik. Es beszélgettiink arrdl,
hogy nagyobb gyerekei is vannak, hogy nem tudja rabeszélni [azt a gyereket, aki
még iskolaba jar], hogy tanuljon. Mondtam neki, hogy ezt elhiszem, mert ha itt
mi most ketten megbeszélnénk, hogy milyen perspektivit tud a gyereknek
mutatni, hogy mit és miért tanuljon, akkor mit mondjon... Mit tanuljon?

Soroljunk fel ebben az orszagban munkahelyeket, szakmakat...
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Ex. 38.
R:  Hogyan fogadja el késobb a tarsadalom a jol tanulo gyerekeket?

T1: Van itt kitiind tanulonk. Nem fogadjak be. Itt még lehet valaki kitiino. Ez a 34 év
arra tanitott, hogy nem fogadjak be. Vagy nem sikeriil neki, késobb. Azt
gondolom, nem is fog soha .... Mondjam a valot? Ahogy én latom, nem lehet
kitorni ebbol a korbol, nagyon nehéz kitérni ebbol a korbol. Nem hiszem, hogy

jobban elfogadjak dket.

Ex. 39.

T1: A gyerekeknek nincs, jovoképiik, az 6 kulturajukrol nem is mondhato el, hogy
Jjovokepiik lenne, de ezt elmondhatom a nem romakrodl is... A naprol napra élok,
nekik nincs jovoképiik. De a sziileiknek sem, és a gyerekeknek sem. Egyediil mi
pedagogusok azt tudjuk mondani a sziiloknek, hogy ennél csak rosszabb lehet,
tehat ha eddig sem késztette a gyerekeit tanulasra, és tanulassal sem kapott
munkat, akkor még ugysem fog. Tehdt az a baj, hogy ezek a gyerekek, azt a szot,
hogy fizetést kap valaki, azt nem értik. ,,Megjott a csaladi?” Ez a szokdsos
eszmecsere. Ugy, hogy el is jutnak addig, hogy a korombeli pedagégust is
megkérdezik, hogy ,,Kap csaladit?” tehat fogalmuk sincs arrdl, hogyan jutnak
emberek jovedelemhez és minden egyes problémdval szembenézve ahova jutnak

megoldas, az a segélykeérés. Ez nagyon jellemzo.

Ex. 40.

T4: Az iskolatol varjak a probléma megoldast. Igen ezt érezziik. Most nem azt
mondom, hogy joggal, de nyilvan egy képzetlen embertol mit is varhatnék el tole,
hogy otthon segitsen a gyereknek. Segiteni abban tud segiteni, ezt szoktam
mondani, ha ellenorzi azt, hogy a gyereknek a felszerelése benne van a taskaban,
ha idébe ideér az iskolaba, ha itt télti a napjat. Ha hazamegy, nem a sarokba
vagja a taskajat, hanem legalabb azt a minimum fél orat eléveszi, és kérje el a
gyerektsl. Ha segiteni nem is tudja, de iiljon le, irjon leckét, vagy vegyen egy

konyvet a kezébe. Ilyenbe tud nekiink segiteni, barmilyen képesités nélkiil is.
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Ex. 41.

T4: Alsoban amennyire csak tudjuk, bent probaljuk tartani a gyerekeket. Akkor a
sziilonek neki nem kell akkor azzal foglalkoznia, hogy csindlt e hazi feladatot a
gverek, hazavitte e a taskajat, neki csak azzal kell foglalkoznia, hogy hétvégén
mit csinal a gyerek. Ezeknek a sziiloknek ez nagy segitség.

Ex. 42.

T2: Ez tarsadalmi probléma. Hiaba gongydélitik lefelé, hogy oldjuk meg. Nem fogjuk
tudni mi itt helyben megoldani. Nincs az embereknek kilatasa. Nem tudom
meggyozni a felsé tagozatos fiukat, lanyokat, hogy te azért tanuljal
mert...Megkérdezem: ,, Minek késziilsz?”, azt mondja nekem: , Segélyesnek”
vagy azt, hogy , Férjhez megyek, eltart az uram”. Tehadt ezek a perspektivik.
Vagy a kicsi azt mondja ,,betoré” lesz.

Ex. 43.

FA: Hat az igazsag az, hogy én mindig azt mondtam, Nem nekem tanulnak, sajat
maguknak tanulnak. Nem nekem vdlasztanak szakmat, hanem maguknak. Ami
neki tetszik, én abba nem szoltam bele. Tudom, hogy a mai vilaghan
elhelyezkedni, tanulas nélkiil, nem lehet. Ha vannak elképzelései, akkor
tamogatom, hogy amit én nem tudtam megtenni, legalabb neki legyen. Hogy neki
meglegyen, ami nekem nem volt meg.

Ex. 44.

F7: Azt szeretném, hogy legyen egy jo szakmdja.

Ex. 45.

R:  Mit szeretne, mit érjenek el a gyerekek?

F5:  En csak azt mondom, hogy ne forogjak a siromban. Amit én elértem, azt tartsik

szinten. Akkor is csak szinten, nem kivanom a fiamtol, hogy igy meg ugy legyen,
csak hogy dolgozzon, csindlja a munkajat, arra nevelem. Az a legnagyobb baj,
hogy itt a faluban sokan elbujnak a munka elol is. A tanulas mennyire fontos?

Nekem a szamtan nagyon fontos. Megmondtam neki, ,,ha nem tudsz szamolni,

272



akkor atvernek. Has nem tudsz fejbe gyorsan szamolni, akkor balhé van. Sirva is

fakadt nem egyszer. En reggel kordn iigy ébredek, hogy szamolok.

Ex. 46.
F15: O t6bb lesz. Tobbre megy vele. En nem tanulhattam, a sziileimet nem is érdekelte

a dolog.

Ex. 47.

F4: Engem csak édesanydm nevelt. Edesapam nem vdllalt, el is hagyott minket. De
az 6 nevét kaptam. Egyediil nevelt o6regapammal 3,7-koriil voltam. Anyam nem
szolt bele, ha ot egyest vittem haza, azt is aldirta, ha ot otost, azt is. Soha nem
mondta, hogy nekem bizony tanulnom kéne, hogy legyen beldlem valaki, hogy
elérjek valamit az életben. A gyerek amikor kicsi volt eloszor azt mondta betéré
lesz, de aztan elmagyardztuk neki az mit jelent. Ezutin azt mondta, jo, akkor

rendor.

Ex. 48.
F1: Mindent elvehetnek toled, a ruhadat, a taskadat ... a hajadat levaghassak,

megvaghassak a borddet, de az eszedet azt nem tudjak elvenni toled.

Ex. 49.

R:  Fordulnak Onhéz tandcsért a roma sziil6k?

T4: Hogyne, hogyne, azt kell mondanom, hogy mindennel. A legsziikebb csaladi
problémakkal, vagy maganéleti problémakkal, legalabbis velem szemben ilyenek,
ugye én régota itt tanitok, ismertem ezeknek a gyerekeknek gyakorlatilag vagy
az anyjat vagy apjat, valamilyen kotédésem ezekhez a gyerekekhez mar akkor
van, mikor bejonnek az iskolaba, ismerem Oket az oseiktol kezdve. En élvezem a

bizalmukat, és tudjak, hogy hozzam mindig johetnek én mindig elérheto vagyok.

Ex. 50.
F3: Csunydn bant, nagyon csunydan bant az unokammal [az igazgatd nd, mikor
kirakta a gyereket a hidegbe]. Amikor bementem, mondta nekem, hogy fogjam be

a szamat. Mondtam neki, ,,Lanyom lehetnél! Fogjam be a szamat? Te ilyen
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koldus voltal, mint én. llyen koldus voltal, mint én. Jomodod van? Ismerem az
egész bagazst. Jobb is, hogy nem tudok menni, mert csak latnam, hova l6kodik
ide-oda az én édes kis unokaimat. Bemennek a tandriba, kavéznak, a gyerekek
meg kozben iitik egymast. Elmondja mindennek, ilyen cigany vagy olyan cigany
vagy. Régen ha ciganyoztak, biintettek. Liza visszaszolt, mert igazsagtalannak
gondolta, erre azt mondtik neki, hogy ,,olyan leszel mint az anyad”, csak a Lizat

biintették meg. A szegény népet leszarjak.

Ex. 51.

T6:

Amit a leginkabb nem birok elviselni, az az, amikor becsukjak maguk mogott az
ajtot a tandriban és elindul a csaladok kibeszélése, a legaprobb maganéleti
dolgaiktol kezdve a gyerekig. Ja, és ide hozza be az igazgato né a gyereket is, ha
rosszat csinalt, és itt orditja le a fejét, mindenki elott. Zavarban érzem magam,

hogy végig kell néznem, hogy részese vagyok ennek.

Ex. 52.

R:

T4:

Oszinték a sziil6k?

Hat azt nem igazan. Az nem egészen igaz, konkrétan roma sziiloket mondok. Ha
van olyan roma sziilo, aki valamilyen oknal fogva egy kicsit tobbre tartjia magat
a tobbi romanal, mert példaul kulturaltabb koriilményeket tud biztositani a
gyverekeinek, vagy van munkdja, vagy végzettsége az altalaban mar egy kicsit
zarkozottabb, 6 mar kevésbé teregeti ki a csaladi szennyest is vagy az egyéb
problémadit is mint altaldban a tébbi roma, akiknek sok problémdjuk van, és
nyiltabbak én azt mondom. Akinek mar van egy kicsi fifikdja, aki mar miiveltebb,
az meggondolja, mi az amit kifele kiad magdabdl vagy a csalddjardl. Ok mar

kicsiket masabbak.

Ex. 53.

R:

T1:

Szoktak a sziilok tandacsot kérni?

Igen, altalaban szoktak. De inkabb olyanokkal jonnek, hogy kivédjék a gyereket,
hogy elmagyarazzak, magyarazatot keresnek arra, hogy mitél nem tanul, tehat az
a baj, hogy tudatosan nem nevelik a gyerekeiket arra, hogy tanulni kell, és hogy

el kell fogadni a szabadlyokat.
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Ex. 54.

R:

Oszinték a sziil6k?

T1: Ha jo a kapcsolat, akkor igen, de ha nem, akkor hajlamosak arra, hogy a

jogaikat hangoztassak, és a kotelezettségekrol nem beszélnek, és ha mi
probalunk meg utalni erre, akkor ezt nehezebben fogadjdik el. De, hogy Oszinték
e, szerintem nem. Vagy nincs meg az a kapcsolat, vagy ha megvan, akkor meg

mindegy, hogy roma vagy nem roma.

Ex. 55.

F2:

Tudja mit csindlt a tanara? Megkérdezte a gyerekeket, hanyszor szoktak fiirdeni

egy héten. Miért nem mernek minket kérdezni?

Ex. 56.

F1:

Nem mondok nevet, de tudod nagyon furcsa volt, hogy akivel egy iskoldba
jartam, egyiitt jartunk egy osztalyba, egyiitt gyerekeskedtiink. Bemegyek az
iskolaba, és 6 azt mondja nekem: ,,Jo napot”. Miért? Mi valtozott? Miért nem
azt mondja: , Szevasz Zoli, bejottél?” Erted? Hogy megadtad a tiszteletet,
Nagyon komoly problémak vannak itt, nem tudok kontaktust teremteni veliik.

Nincs koperalas.

Ex. 57.

F4:

Néha ugy beszélnek a sziilokkel, mintha idiotdk lennének, persze mer’ nagyon
soknak csak a 8 altalanosa, vagy még az sem, ok meg diplomasok, foiskoldajuk
van, egyetemiik, nem gondoljak, hogy azért 6 is konyit egy kicsit a dolgokhoz az
élet dolgaihoz. Lehet, hogy & tanulta [a tanar], de & benne él. Ugy értem a roma
csaldd. Mer a romdk benne élnek. Ok is olvassdk az vjsdgot, nézik a TV-t a

hireket, tehat valahogy csak informalodnatk.

Ex. 58.

F2:

Nekem jogom van megbiintetni a gyereket, ha ugy érzem, hogy megérdemli. De a
tanar csak egyfolytaban piszkadlja, minden ok nélkiil, mintha mas gyerek nem is
lenne az osztalyban, aki rossz. Ha bemegyek az iskolaba, én probadlok udvarias

lenni, de ha igazsagtalan volt, akkor elvesztem a fejem...
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Ex. 59.

F4: Leginkabb erre ugranak a csaladok, hogy milyen modon biintetnek a tanarok.

De azt hiszem, a magyarokndl ugyanigy van. Csak védi a csaladjat. Volt egy
afférunk az oviban. Az egyik ovond ugy dontott, hogy megverte a Rebi kezét. A
gvereket jo ideig csak a boltig tudtam elvinni, ott megallt, nem volt hajlando
bemenni az ovodaba. Valami oka biztos, hogy volt. Piros volt a keze. Tudtam,

hogy az igazat mondja...

En is ugy reagdltam eldszor, hogy bemegyek és megverem az 6vénét. De aztin
jottek a vadaskodasok, hogy az én gyerekemmel gond volt, és az o6voné nem
csindlt semmit, és hogy az én gyerekem hazudik. Az enyémeimmel soha semmi
gond nem volt sem a ldnnyal, sem a fitikkal. Igy én hittem a gyerekemnek, sirt 3
hénapon keresztiil, és végiil azt mondtam kész, nem jar évoddba. .. O nem
vallotta be. Tagadtdk végig, mar amikor kint sorakoztak a sziilok a vezeté ovono
ajtaja eldtt panaszkodni, még akkor is azt mondta, hogy az én gyerekem hazudik.

Mer én akkor ugy éreztem, hogy ciganyok vagyunk, és azért nem hisznek nekiink.

Ex. 60.

F13: Hat igen, sok a roma az iskolaban. De nem csak a roma gyerek a rossz, van

koztiik magyar gyerek is. Hallottam mar olyat is, hogy magyar gyerek
kezdeményezett és a roma csak védte magdat. Kit biintettek meg, hdt igen, a
romat. Ezt nem szabadna. Régen, amikor én ovodaba meg iskoldba jartam, a
nevem mellett ott volt a c betii, hogy cigany. Ma mar nem irjak oda, de azért még
mindig ott van, latatlanban ott a c betii, ez ilyen bélyegszerii. Szerintem azt nem
torlik ki. Nem irjdk oda, de ott van. Es ez meghatdrozza azt, hogy hogyan lehet

veliink banni.

Ex. 61.

F2: A nagyobbikat pofozta mar fel tavaly tanar, mert eltaposott egy siklot. Bementem

és tudja mivolt? Mindenféle dllatnak elmondta a gyereket és le is tagadta, hogy
megtitotte. A tobbi gyerek tanusitotta, hogy a gyerek igazat mond. Na, akkor
ideges lettem. Es azt mondtam neki, majd azt a gyereket, aki ébeldle jott ki, azt

megverheti, de ha én nem verem meg, akkor o sem teheti.

276



EXx. 62.

F12: A mi idonkben, hu, hogy féltiink a tandroktol. De tiszteltem az osszeset. Igenis

tartottunk t6liink. Mdra megcserélédott az egész. En azt mondom, ha nem is
koveti, induljon ki az ember a multjabol. Ne verje a gyereket, azt nem mondom,

de azok a kormosok, hogy hatottak!

EXx. 63.

F7:

Igen, akkor még minden mas volt. Nekem magyar baratndim voltak, sokan maig
ram koszonnek, ha példaul nem ismerem meg Oket valamiért. Jo, volt olyan, hogy
kaptunk egy-egy pofont, volt olyan tandar néni, aki olyan csipds pofont tudott

adni, hogy még most 45 évesen is érzem az arcomon.

Ex. 64.

F15: Régen, aki volt igazgato. Na, az becsiiletes volt. Utdlatos volt, de oszintén

R:

szerettem. Ha ldtta az igyekezetet, latta, hogy nem érted, de érdekel a dolog,
akkor teljesen mas volt. Madarat lehetett akkor fogatni vele, annyira aranyos
volt. De akinél latta a kutyasagot, azzal 6 is olyan volt. Azt nem szanta am, az

ilyen kulcscsomot ugy odavagta a gyerekhez, hogy csak ugy nyekkent.

Az a baj, hogy nincs szigor?

F15: Nincs szigor, nem tudnak semmirdl sem, mint a lovak [a gyerekek]. Nem tudjik

mi a tiled, mi a hozzad, nem tunnak semmit.

Ex. 65.

F8:

Sose felejtem el. Volt egy magyar gyerek, 8. osztalyosok voltunk. Még a nevét is
tudom. Azt mondta nekem, te rohadt cigdany. De miért is mondta? Elétte
elcsankazott engem. Mondtam neki, te szemétlada, ez volt a legnagyobb, amit

rondat tudtam mondani. Azt mondja megint: te rohadt cigany.

Es akkor a testneveld tandr, a GL odahivta ,és mondta neki hasi-pasi- mert igy
csufolta, mit mondtal Te a Magdinak? Mondta a gyerek: Nem mondtam én
semmit. Ne siiketits Te engem, te nekem nem fogsz parancsolni, hogy hallok vagy

nem hallok? Had én dontsem el hogy mit hallottam? Es akkor mondta a tandr:
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Kitdl kéred a pofont Magditél vagy télem? Vilassz! En még nem ekkora voltam,
mint most, sokkal kisebb. A gyerek mondja, hogy: Senkitol. Valassz, hogy kitol.
Na, mondja a fiu, hogy Magditol.

Nekem meg azt mondja a tandr, hogy amennyiben nem merek két becsiiletest
adni neki, & adja a harmadikat, de gy, hogy a csillagot is leszedi az égrél. Igy
kényorgott a gyerek (mutatja) légy szives nagyot iissél. Es mondom akkor kapott
két egyformat, innen is meg onnan is. Nem volt persze azért akkora, de bepirult.

Ilyenek voltak a tanarok.

EX. 66.

F1:

Szeretnék a sziilok, de sajnos kevés [ha a gyerekiik tovabbtanulnal. Azt kéne a
tandaroknak mutatni, hogy fontos nekik is. Mdaig emlékszem arra, hogy az én
tanar bdcsim, a sajat kocsijaval lejott értem a falu végébe. Anyam azt iizente
neki, hogy nagyon beteg vagyok, lazas, pedig egyszeriien csak nem volt cipém.
Nagy volt a ho, és ¢ eljott, anyam meg mondja neki, hogy nem tud a gyerek
iskolaba menni, mert beteg. Latta a tanar bacsi, hogy nincs bajom, be kellett hat
vallani, hogy nincs mit a labamra venni, nagy a ho. Kivitt engem az olibe,
berakott a Trabantba és elvitt az iskolaba. Megadta nekem azt a tiszteletet,
szamitottam neki. Elmultam 50 éves, de még mindig sirnom kell, ha ragondolok

Milyen érzés volt, hogy ezt megtette.

Ex. 67.

F10: Van koziiliik néhany, aki megérdemli a tisztelet. Azok, akik nem néznek le minket,

az aki tudja, hogy a gyerek képes ra, csak batoritasra van sziiksége, vagy a fiam
tanito nénije, aki igazsdagos, és nem csak ot biinteti, hanem madsokat is akik
rosszak. Tudja, 6 példaul tudja, hogy a gyerek epilepszidas és figyel ra. Na ezek

megérdemlik a tiszteletet.

Ex. 68.

F4:

A tanarok ... nem ismerik a hatteret. Mintha idegenek lennénk egymdsnak. Ki
kéne menni latogatoba. Nem nekik kéne a sziilot behivni az iskolaba, hanem ki
kéne menni egyszer kétszer. Az ovonok meg jonnek. Az iskolabol a tanaroknak is

ki kéne menni. Mert az is lehet, hogy a sziilo vagy nem ér rd, vagy napszamba
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jar, dolgozik, vagy fél, hogy na most lenézik. Es otthon elbeszélgethetnének és a
csaladi koriilményeket is megnézné, és akkor konnyebb lenne segiteni. Mer’

akkor tudja, hogy honnan jon az a gyerek, mit lehet segiteni neki.

Ex. 69.

F13: Tudod hanyan voltunk a sziiloin? Negyen oOsszesen. A tanarral egyiitt. Féléves

Ilyenkor hol van a t6bbi sziil6? Ha tanar lennék, néemelyikhez elmennék szivesen.
Ha nyolcan, tizen vannak egy csaladban, nem csodalom, hogy nincs kedve. A

pedagogusban az van, hogy ha sziilé nem megy, akkor 6 sem.

Ex. 70.

F1:

El kellene menni a képzésre, mint ahogy én is jarok. Menjenek el 6k is azért. Nem
kellene szégyellni, hogy megismerjék a roma kulturat. Mondjak, hogy van ez az
integralt oktatas. A gyerek odamegy a tanarhoz és mondja aztat, hogy ,, Tanar
néni nézze, hogy tudok tancolni!” Ez nem integralt oktatds. Tanitsuk meg a
magyarnak, hogy nekiink van kulturank, tanc, zene. A kisunokam, te is lattad a
lakodalomban, még 1 éves sem volt, tancolt a kisgyerek. Minekiink annyira
masok az érzéseink, hogy amikor a gyerek mar megsziiletik, ugy jon ki az

anyjabdl, hogy tancolva. Ezeket tudniuk kéne.

Ex. 71.

F1:

Szamomra, nekem azt jelenti, hogy érzem, hogy roma vagyok, ez nekem egy
megtiszteltetés, hogy romanak vallhatom magamat. Mert nem azt mondom, hogy
jo romdnak lenni, ez nem jo kifejezés, hanem az, hogy valahogy tudom, hogy
masabbak vagyunk a masik embernél és szeretném azt, hogy a kulturankat és a
hagyomanyainkat valahogy, nem lehet igaz visszahozni mar, a régiekét, az igazit,
de prébdljuk a kultirdnkat a hagyomdnyainkat visszahozni... En azt mondom,
hogy aki szeret romanak lenni, igenis meg kell probalnunk azt, hogy ne vesszen
el a kulturank, a hagyomanyaink. Pld nem beszéljiik a cigany nyelveket, nincs is
cigany nyelv, mi csak mondjuk, hogy ciganyok vagyunk, de magyar ciganyok,

muzsikus ciganyok, igy szoktak mondani.
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Ex. 72.

F6: Biiszkén mondom. Na, most ha folakasztanak a ciganyokat, tudom, hogy engem
is felakasztandnak vagy kinyirnanak, mer’ az vagyok, nem tudom letagadni.
Habadr egy kicsi rész van bennem. En akkor is cigdnynak tartom magamat.
Anyunak az apukdaja meg az 6 rokonai mind magyarok, ugy is viselkednek, mint a

magyarok. Na, abbdl én nem kérek.

Ex. 73.

F12: En ezt mindig vallaltam. S6t mikor kérhdzba keriiltem azt mondtik, nem is nézek
ki ciganynak. Mer’ mindig adtam magamra, festetem a hajam, melirozom,
mindig ilyen barnds-szokés. Most fekete, még akkor sem mondtdik, bejott egy idos
néni és azt mondta én nem gondoltam volna, hogy maga cigdany és mondtam is

neki, hogy én tényleg cigany vagyok

Ex. 74.

F2: Mi biiszkén vallaljuk a fajunkat. Aztan lehet mondani, hogy valaki cigany, valaki
magyar, mi ciganyok vagyunk. Szegény ember van mindegyikbé’. Tudja azok,
akiknek kicsit jobban megy, azok elfelejtik, hogy ették ok is a dégot a TSZ-bdl,
ahogy igen, mi is ettiik. Most meg, ha van valamijiik, akkor a TESCO-ba jarnak
és elkoltik, na, nekiink akkor inkabb jo igy magunk.

EXx. 75.

F8: Mondjam azt, hogy kétféle roma van itt a faluban, van egy alja népe és egy
olyan, aki tortet arra, hogy a korral haladjon, van egy olyan szint és van egy
ilyen. Es, hogy elmondjam, ha valami van, akkor nincs az, hogy te csindltad,
személy szerint, akkor az egész bele van vonva. Ezt sosem tudtam lenyelni. Ezt a
békat. De hat ugyanez megy az egész orszagban. Sajnos, hogy ez van. Miért nem
mondjak, hogy XY, mondjanak nevet, felélem tegyék hozzda, hogy roma, de

nevezzék meg, és ne az nehogy mar az egész bagazs be legyen vonva.

Ex. 76.
F14: Sokadig nem akartunk errol a téemarol beszélni. Valahogy azt szinleltiik, hogy nem
vessziik észre, hogy madsok ugy néznek rank, hogy romak vagyunk. Minden létezot

elkovettiink, hogy elkeriiljiik, hogy barmi modon veliik hozzanak kapcsolatba. A
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lanyaim nagyon jo tanulok. Mar mindegyik diplomas. Valahogy akkor valtozott
meg a veleményiink, amikor Kati roma osztondijat kapott, és egy nyarat
Briisszelben toltott a parlamentben. Ez volt az elsé alkalom, amikor azt éreztiik,

hogy lehet abban valami jo, ha romak vagyunk.

Ex. 77.

T1:

Nem tesziink kiilonbséget roma és nem roma gyerek kozott. Ez a romasag inkabb
csaladi problémat jelent. Vannak roma csaladok, akik problémat jelentenek, de

hogy ,,a romdk”, ezt mi sohasem mondjuk itt.

Ex. 78.

T4:

Lenézik, megvetik a sajat fajtajukat, inkabb nem valljak magukat romdanak. Még
az is olyan sajnadlatos, hogy van olyan roma szarmazasu kislanyunk, akinek
anyja apja roma, nagyon jo tanulo kislany, igaz hogy a neviiket megvaltoztattak
Kalanyosrol nem tudom mire, ami kevésbé ciganyos hangzasu, de echte fekete
cigany mindegyik. Es Osztondijhoz nem jut ezért a gyerek, és mi szornyen
sajnaljuk, mert egy kitiind tanulo gyerekrdl van szo, és pont az ilyen gyerek
kapna meg a legtobb tamogatast, anyagiakban, mindenben, de a sziilo
onérzetesen veri a mellét és nem irja ala, hogy 6 roma. Pedig itt helyben egészen
biztosan tudja mindenki, bar a kislanyra ranézve nem feltétleniil, mert barna
haju, de fehér borii egyébkeént, lehet, hogy egy idegen nem mondanda meg, hogy
cigany, de mi tudjuk.

Ex. 79.

F4:

Sanci kiskoraban nagyon sokdaig nem vallalta, hogy 6 roma. Azt mondta, hogy ¢
néger. O csak a bokdjdig roma. Sokdig tartott belérégziteni, hogy igenis az vagy,
mert én is az vagyok, apa is az. Ne tagadja azert le, mert o ilyen és kész. Ha most
el szeretne menni gimibe, és akkor ki is hangsulyozom azt, hogy roma és ilyet
meg mer tenni, hogy tovabbtanul. Nem azt mondom, hogy magyar, hanem hogy

roma, mert ilyen kevés van.

Ex. 80.

F2:

En nem vagyok roma — mondja a 12 éves ldny [a tobbiek elkezdenek nevetni]
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Nem is latszik rajtam.

[anya] Te roma vagy, és biiszkén vallalod a fajodat!

Ex. 81.

F6: Richi mindenkinek mondja, hogy 6 cigany. Mikor megy tancolni, mert egy roma
tanccsoportban tancol, mindig azt mondja, hogy ,,felveszem a cigany ruhamat”.
[nevet] Tudja, a fekete nadrag, meg a fehér ing. Na, de miért is tagadnd, mikor

mindenki csak bamul, hogy hogy’ tancol.

Ex. 82.

F4: Volt az, hogy ismerds gyereke szeretett volna nagyon az itteni nagy néptanc
csoportba jarni. Nem fogadtdk be. Félnek téle, mert ez egy valtozds lenne, hogy
mit fognak szolni. Felnottek is ugy dllnak hozza, hogy most egy roma bekeriilt,
majd egyszer jon egyszer nem, mi meg megvessziik itt neki a draga felléporuhat.
Bizalmatlansag. Ez a baj. Hogy az a szegény gyerek még meg sem tudta

probalni.

Ex. 83.
F5: A fiam unokatestvére dallandoan azt mondta az oviban, hogy 6 nem roma. Tudja
mit csinaltak erre az ovondk? Megkérték az anyjat, hogy tanitsa mar meg a

gyerekének, hogy roma. Megkérték! Vicces nem?

Ex. 84.

F6: Bea hamar megtanulta, mit jelent ciganynak lenni. Egyszer egy boltban voltunk,
ahol egyéebkent altalaban elég sok pénzt koltottiink ruhdakra. Volt ott egy fiatal
elado, aki kiszelloztetett, mig ott voltunk. Bea meg megkérdezte tolem ezt miert
csindlta. En meg mondom neki, hat mert biidosnek taldl. Amikor kiléptiink,
visszaszolt, pedig csak koriilbeliil 11 éves lehetett, hogy: Most mar becsukhatja,

de kiilonben szoktunk mosakodni.

282



Ex. 85.

R:

F6:

Felfigyelnek arra a tandrok, ha valaki ciganyozik?

Nem, ma mar ez nem akkora csunyasag. Az a legkevesebb, hogy azt mondjak,
hogy te hiilye cigany, de ne mondjanak mar olyan dolgokat, hogy nem fokozom,
mert nagyon csunyakat mondanak. De ciganyozik itt gyerek és pedagogus is, ez a
nagy baj. Elmondom én, volt olyan is, hogy az egyik gyerek verekedett, mert azt
mondtak rd, hogy cigany. Behivatta az igazgato, leorditotta a fejét, tan még egy
fiilest is kapott aztan meg odatartotta elé a tiikrét, és azt mondta: Nézz bele

ocsém, nem cigdany vagy?

Ex. 86.

F1:

Nagyon kinlodok itten én avval, az emberekkel, amikor azt mondjak, hogy
példaul a Kiss Natalia csinalt valamit. Akkor a Kiss Natdlia nevét ki tudjak
ejteni, ha magyar. Es engemet annyira tud irritalni, mikor azt mondjak, hogy a
ciganyok csindltak valami balhét, és nem azt mondjik, hogy a X.Y. csindlta,
hanem a ciganyok, mert ott volt 2 személy, mondjuk. Mert ha a Kiss Natadlia vagy
a Kovdcs Agnes volt ottan, akkor csak dsszesiignak, hogy a Kiss Natdlia csindlt
valami, de ne mondd el senkinek. Erted? Amikor kozombésitik, dltalanositjak az
egészet és azt mondjak, hogy még borsozik is a borom latod, ez engem nagyon

tud irritalni.

Bejott egy személy és azt mondta, hogy a tarsaidra, embereidre, bardtaidra
szoljal ra [azért, mert O a kisebbségi dnkormanyzat elndke], hogy ne jojjenek be
hozzam [a boltjdba]. Bocsass meg Béla mondom, egyem a szép szived, Kinek
szoljak? Probald megmagyarazni, kinek szoljak, kik az embereim, barataim

haverjaim, kinek? Mondd meg a nevét.

. maradjunk annyiban, a masik dolog meg az, mondom, hogy a te dolgod
csindlsz, amit csindlsz, de én nem tudok szolni a ciganyoknak, csak ugy tudok

szolni, hogy a KJ-nak vagy a GZ-nek.
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Ex. 87.

R:

F7:

Gondolja, hogy a gyerekeknek konnyebb lesz?

Sajnos, nem. Hatdrozottan nem nekik sokkal nehezebb. Tobb a rasszizmus. Es a
romak is egymdst marjak, ahelyett, hogy ésszefognanak. Emlékszem régen, akkor
még a telepen laktunk, esténkeént egyiitt osszeiilt mindenki, beszélgettek, vagy
éppen osszevesztek, de a gyerekek kozosen jatszottak. Ehhez képest ma, a roma
gverekeknek tobb probléemajuk van egymdassal, mint a magyarokkal. De ezért,
hogy mi magunk kozt veszeksziink a média és a magyarok a felelsek. Ok ezt csak
elterelésnek szanjik, néhany embert kiemelnek, akik meg elfelejtik, honnan

jottek, de a nagy gondokkal nem akar senki sem foglalkozni.

Ex. 88.

R:

F6:

Van dsszetartdas a romak kozott?

Valamelyik nagyon, valamelyik széthuz. De ha balhé van, akkor Osszetartanak.
Attila mindig azt mondja, ha bepityokadzik és valami balhé van, akkor azé’
emberkednek vele, mer & egyediil van. Es akkor banddstul jonnének.

Megprobaljuk keriilni ket.

Ex. 89.

F4:

Inkabb a pénz, mindenhol ez van. Hat inkabb anyagiakban. Ha valamelyik
romanak jobban megy, csinosabban éltozik, vagy a gyerekei szebb ruhdkban
jarnak, rendesen oltoztetik a gyereket, megfogjak a pénzt, akkor mar a széveg:

Honnan van? Biztos lopott csalt.

Ex. 90.

F2:

Nem jarunk mi el sehova, nem tartjuk a kapcsolatot a rokonsaggal, a feleségem
csalddjaval. En intézetbe néttem f5l, nem oriiltek, hogy velem keriilt dssze. Es
tudja, az a legnagyobb baj, hogy hidba akarunk tisztességgel bodogulni, itt van
ez a 6 gyerek, meg most a kicsi is, a fiam gyereke, én bortonbe sem voltam soha,
nem csalok, nem hazudok, probdljuk a gyerekeket rendre nevelni, de nagyon
nehéz. Rank mar mindig is csak ugy néznek, hogy ciganyok vagyunk, akik lopnak.
Megprobalhatok én ugy élni és viselkedni, ahogy ok akarjik, akkor is csak egy

idegen maradok ebben az orszagban, csak azért, mert roma vagyok.
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Ex. 91.

F8: En nem tartom fontosnak. Na, most a roma nyelvvel mit fog elérni az életben?
Semmit. Igy is el vannak dztatva a romdk. Ertelmét én abszolit nem litom az
egésznek. Mer a néphagyomany, hogy ,,majd én elmondom, hogy a bolond
cigdny milyen”. 1dézdjelbe téve. Erti, hogy mondom. En igy ldtom a mostani
helyzetet: egyik oli a masikat, mert isten tudja hanybol all az egész csoport. Ki

milyen fajta, a gércs, aki beléjiik all, engem ugyan nem érdekel.

Ex. 92.

FO: Az 6 kulturdajukat [lovari] lehet, hogy lehet tanitani, de a mienket nem. Nincsenek
idosek. Amikor én megsziiltem a Petrat volt itt egy idos néni a tuloldalon.
Szegrol-végrol rokonom volt. Azt mondta, 6 hétig nem mehetek at
utkeresztezodésnél, meg ne hagyjam egyediil. Elment nekem a boltba. Megevett
az unalom. Egyszer, még a gyerek polyaban volt, dtmentem hozzd. Nagy tél volt.
Na, annak minden baja volt! Aztan azt mondta. ,, (7jjél le”. Csipetnyi sot,
kenyeret, foghagymat vett elo és bebugyolalta, beledugta a zsebembe, és ugy
kiildott haza. Megigértette velem, hogy ha lemegy a nap, mar senkit sem engedek
be. O fiirdette 3 honapos kordig. Télem hagyomdnyt nem nagyon tudnak tanulni.
Nincsenek is muzsikusok itt mar, meg teknovadjok, azok a bedsok, oregapdam
teknovajo volt, de halvany gozom sincs, hogy milyen okbol. Apam zenekarban
muzsikdlt. En mdr 1igy vagyok vele, hogy rendben, roma vagyok, de nincs olyan

bennem, hogy cigany vagyok vagy magyar. Piros vériink van.

Ex. 93.

F13: Ott kinn a telepen, még ugy ahogy megvan a kultura. Nem bantom Jket, de
valahol 8k mas vilagban is vannak. Ok jobban érzik a hagyomdnyokat, a mostani
helyzetet meg vilagot viszont nem akarjak nézni. Azt gondoljak, hogy ok nem

ertek el semmit, akkor le van ejtve az egész vilag.

Ex. 94.
F15: Nem szokott bantani, ilyet mar nem veszek fel, nem szokott zavarni. Nekem is
piros vérem van, neki is. Jo lehet, hogy ilyen szocialis alapon masképpen allunk,

vagy mdasabb a csaladfa. De ugyanugy vagyok cigany is és magyar is.
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Ex. 95.

F5:

R:

F5:

R:

F5:

F5:

F5:

F5:

Probalunk, mi a csalad osszetartani.

A férje a falubdl valo?

Igen, ¢ itteni Roma, én hidasi vagyok. Hidasi, nem itteni.
Nehéz volt beilleszkedni?

Igen, mert megvannak a besorolasok. Nekem nagyon nehéz volt, amikor
idekeriiltem. Furcsak voltak. A romungrok mdsak természetileg, mint Hidason,
ott is van beds is és romungro is, nem tudom én ezeket a fajtakat. Ott jobban
osszetartottak. Az oregek hoztak éssze a fiatalsdagot, de ok is kihalnak. Az oregek
ott beszélték a nyelvet. En mikor a férjemet megismertem, én perfektiil beszéltem,
ugy beszéltem hozza. Hat szerintem 1 hét is eltelt, kapcsoltam, hogy ha én ugy
beszéltem hozza, 6 mindig magyarul valaszolt. Kérdeztem mért, aztan kideriilt,

hogy 6 nem tud gy beszélni. Es akkor szépen lassan én is elfelejtettem.
A gyerekekkel sem beszélt soha?

Nem, csak szavakat, amit a Jozsi ugy- ahogy megerti, de Szilvi, az mar nem. Jott
itt a Z. avval, hogy legyen nyelvtanitds, de azt meg mar annyira nem akartuk.

Minek? Mit kezd vele? Alig beszélik mar csak néhdanyan a nyelvet.
A gyerekeknek, nem nehéz megtaldlni a helyiiket?

De, nagyon. S6t, van olyan, amelyik le is tagadnd, hogy cigdny. En nem
szégyellem, én biiszke vagyok arra, hogy cigany vagyok. Ugyanugy a gyerekeket
is tanithatnam arra, hogy nem cigany vagy, pedig a Jozsi letagadhatnd, a bore

vegett is. De ilyen nincsen.

Fontos, hogy tudjak. Persze. Mi ilyenek vagyunk aztan és kész. Probalunk mi jol
viselkedni az életben, meg mindenhol, alkalmazkodni a masikhoz, de nem mindig

jon dssze. Mer’ azért csak mindig elnyomnak minket.

Erzédik?

Hogyne. Es mdar mindjart dontenek.
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Ex. 96.

F6:

De nagyon tud idegesiteni. Kegyetleniil tud idegesiteni. Amikor ugy probalnak
meg viselkedni, mint a magyarok. Mint példaul a hugom. Ha elmegyiink
valahova. En ugyanigy beszélek, mint most, példaul az orvossal, de a hiigom:
Doktor ur, igy meg ugy, a hugom modorizaltan akar beszélni, annyira, hogy
rohogiink rajta. De lattam olyat is, hogy magyar né volt, csak cigany gyerekkel.
Az meg ugy akart viselkedni, mintha cigany lenne, mer a férje az volt, azt
ismerem. Tudtuk mi, hogy nem cigany. Olyan rondan akart viselkedni, mint egy
cigany. Es leégetett minket. Es nem szeretném ismételni, de olyan beszédeket
ejtett ki, szoval nagyon hiilyén beszélt. Lehet, hogy mi is elejtjiik, mi is tudunk

idonként csunyan beszélni.

Ex. 97.

F4:

Engem, ha megsértenek Szekszardon egy irodaban, akkor én is kiengedem a

hangomat. Szerintem a romdknak ez a fegyvere. A hangoskodas. Egy nonek meg

foleg.

Ex. 98.

T4:

Magdban a romdkkal olyan problémadk vannak, hogy a kulturalt emberi
viselkedés szabdlyai. De most megint azt kell mondanom, hogy ez az ¢
kulturdjuk, hozza magaval. Szoktak is mondani, hogy ne haragudjon igazgato
néni, mi ilyen hangosan szoktunk beszélni egymassal. Mi nem haragszunk, csak
igy szoktunk. Es akkor szoktam nekik mondani, hogy nyugodtan lejjebb lehet
venni a hangerdt, nem kell itt tivoltozni, szépen le tudunk iilni és megbeszélni
mindent, nem kell itt orditozni mingya’ fontrol kezdeni. Meg kell oket is tanitani,
azt gondolom, hogyan kell kommunikalni, hogy hogyan kell tigyeket intézni, ha
bemegyek egy hivatalba, akkor nem ott kezdem, hogy nekiallok és iiviltozok, és
lobogtatom, meg kiabalok, mert ez sehol sem elfogadott norma. Mindig mondom
is nekik, ha ilyen van, hogy ha maga bemegy egy hivatalba, birdsdagra vagy
rendorségre, vagy okmanyirodaba, ott sem beldkjiik az ajtot, és tivoltiink, hogy

na hol van és ki csinalta, mert ezt sehol nem fogadjak el.
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Ex. 99.

T6:

Sokan, az a baj, hogy nem tudnak mit kezdeni a fegyelmezéssel. Olyan stilusban
beszélnek a gyerekkel, ami azt valtja ki, hogy a gyerek is ugy szol vissza, és ez
egy ordogi kor. Ma mdr a gyerckek nem félnek visszaszélni. Es akkor
megkezdodik az “anyazas”, amibol a tanar csak vesztesként keriilhet ki. Sokszor
még megszidni sem tudnak valakit anélkiil, hogy ne tragar szavakat
hasznalnanak. Pedig a lényeg pont az lenne, hogy ne orditozzunk, hanem ugy
tanitsunk, hogy példat mutatunk. Taldan, ha vagyunk harman itt, akiktol még nem
hallottam, hogy orditoztak volna. A sziilokkel ugyanez a helyzet. A vezetés,
akikkel nincs gond azokkal eljdtssza, hogy kulturaltan viselkediink, ha gond van,

akkor meg minden eszkéz megengedett.

Ex. 100.

F1:

A kis roma gyerekek sokkal érzékenyebb lények. Sokkal érzékenyebbek. Azt
mondani nekik, hogy “Huzzal be écsém az osztdalyterembe!” vagy “Hat neked
meg milyen ma a hajad?”, az nem vezet semmire. Helyette, ha annyit
mondananak, hogy “Milyen csinos lennél, ha megfésiilkodnél” meg ezekhez
hasonlot, biztos, hogy még madarat is lehet veliik fogatni. Miért kell ilyen

karomkodoan, lenézden beszélni? Miért kell megaldzni 6ket? Ok azt értik meg?

Ex. 101.

R:

F2:

Hallottam olyanrdol, hogy valamelyik sziil6 megtépett egy tandart...

Voltak esetek. Mi valtja ki? Nem lehet azt mondani, hogy a ciganysag. A
mentalitas, az igaz, hogy hirtelenebbek vagyunk. De azért nem lehet
dltalanositani. Ugyanaz a vér folyik az ereikben, mégis van olyan feleség, aki
ravezeti a ferjét, hogy iisse meg a tanart. Csak igy tud érvényesiilni. Valamilyen
szinten a tandrtdl is fiigg. En is fesziilt gyerek vagyok, én is tudok durvdbb lenni,

de tudok disztingvaltan megbeszélni dolgokat.

Ex. 102.

F1:

Nagyon ideges lettem, amikor az iskolaigazgato parancsszora kérte nekem, hogy
menjek be az iskoldba mdsnap. Nem kérte, parancsolta. Igy mondta: , Zoli,

holnap reggel 9-re azonnal benn legyél nekem az irodaba”. Azt a mindenit
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gondoltam, mi ez, mondom, kutya vagyok én, hogy gy parancsolgat? Bementem
mdsnap, és amit mondtam és ahogy mondtam, hdt nem vagyok rd biiszke. En

nagyon udvarias ember vagyok, ne gondold, hogy igy szoktam viselkedni...

Ex. 103.

F8:

Mostanra mar biztos levetted, hogy milyen vagyok Nati. De amikor az ovodabol
megkiildték azt a papirt, hogy a gyereknek specialis iskoldba kell jarnia, na,

akkor mentem és mondom a tanarnak:

Tudod draga csillagom — mondom, — én elmondom neked kerek perec az én
verziomat. Te, mondom, most végeztél, igaz mondom? Ram néz, vérésodik. Ne

vorosodj, mer ez az igazsdg, mondom. Most végeztél, ugye? Azt mondja, lgen.

Akkor - mondom, latod, akkor mirdl beszéliink? Te —mondom - mit tapasztaltal
az életben, még semmit, mondom, hallod, nalad még csak most kezdédik a palya
igazan. De akkor neked nem igy kéne odadllj a dolgokhoz! -mondom. Na, errdl

kérem ennyit.

Ex. 104.
F10: A gyerekek a legfontosabbak az életemben. Ha bantjak oket, akkor eszemet

vesztem, és igen, akkor ugy viselkedek, mint egy igazi ronda cigany. Jogom van
megvédeni Jket, és ha 6k nem tudjak [a tanarok], akkor magamnak Kkell

elrendezni.

Ex. 105.

F14: Na, azt nem tudom figyelmen kiviil hagyni, ha valaki nem ugy banik velem, ahogy

kell. Példaul, ha tovabb varatnak, mint masokat. Egyszer kozmetikaban voltam...
Ugy éreztem, nem megfelelden bdnnak velem. Feldlltam és mondtam a
kozmetikusnak, hogy — pedig mdr évek ota ismerem- , Draga szivem, biztos
lehetsz benne, hogy én ide tobbet nem jovok, de a lanyaim sem.”. Ezek azok a
helyzetek, amikor ugy érzem, ok azt gondoljak, hogy azért viselkedek igy mert
roma vagyok, de én azt érzem, hogy azeért, mert azt akarom, hogy rendesen

banjanak velem. Nem tudom, masok hogy csindljak.
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Ex. 106.

F6: Annak idején mi voltunk a 423 sz. Dézsa Uttoré Csapat. Amikor elhangzott, hogy
vigyazz! Hu, ma is emlékszem. Kb. ugyanennyi gyerek is jart ide akkor, kb. 423.
Ezt nem tudom elfelejteni, még most is elottem a kép. Mindenki ott allt, kisdobos,
kék nyakkendoben, meg pirosban. Nem volt akkor, olyan, hogy ciganyok vagy
nem ciganyok. Ez tény és valo, hogy akkor nagyon sokan voltunk. Mindenki
probalt a korral egyiitt haladni. Ugy 6ltozkédésbdl, iigy természetben. Mds volt a
hozzaallas mindkét fél részérol. Amikor elkezdtem az elsd osztalyt, volt par
gyerek, aki meg sem tudott nyikkanni magyarul, mert volt olyan. En boldogan

emlékszem vissza az iskolas éveimre.

Ex. 107.
F2: A cigdanyok, ciganyok maradnak. A baj az, hogy az emberek nem tesznek

kiilonbséget jo roma és rossz roma kozott. Mindannyiunkban ugyanazt latjak.

Ex. 108.
F7: Nalunk az osztalyunkban husz tanulo koéziil négy nem roma. De leginkdbb a

romak verik egymadst.

Ex.109.
F2: Ha ugy fogadsz, mint egy kutydt, én sem fogok maskent viselkedni. Megfelelo
rairanyultsaggal, hozza valo dllassal, még a legdurvabb, legveszélyesebbekkel is

lehet beszélni.

Ex. 110.

T5: A legrosszabb ebben az, hogy soha sem tudhatod, hogy mire szamithatsz.
Valamikor olyan erdszakosak, aztin néha meg, mint ugy viselkednek, mint egy
gverek, akinek tamogatasra lenne sziiksége. Egyszeriien sohasem tudhatod elore,

hogyan fognak reagdalni, soha.
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DIARY

DIARY 1. (FEBRUARY 2007.)

Rettenetes nap volt. Két nappal ezeldtt tudtuk meg, hogy ma fogjak elvinni a R.
gyerekeket. Mivel 2 kicsi még dvodaba jar, a tobbi meg 1 kivétellel ide az iskolaba, a
gyamiigyesek ugy dontottek, hogy itt nalunk, meg az oviban szedik Gssze Oket.
Mindenki rettenetesen fesziilt volt. Zsuzsatol félt a legjobban mindenki, meg a 2
nagyobb gyerektdl, hogy hogyan fognak reagalni. A renddér felajanlotta, hogy itt
marad, mondtam, hogy nem kell.

Aztdn minden gyorsan lezajlott. A nagyobbik lany csak azt hajtogatta, hogy 6 kiugrik
az ablakon, a kisebbik csak sirt. En olelgettem 6ket, nyugtatgattam. A gyamiigyeseken
meg a falu gondnokon kiviil senki Sem mert bejonni. Délutan érkezett Zsuzsa. Akkor
jott az ovibdl. Szegény mintha reménykedett volna, hogy talan a tobbi gyerek itt van.
Az oviban nagy jelenet volt. Kimentem elé, behivtam. Itt mar megtort volt, nem
agressziv. Megoéleltem. Megkérdeztem mit fog most tenni. Biztattam, hogy rendbe kell

rakni a hazat, és akkor biztos visszajohetnek.

It was a terrible day. We learnt it two days ago that the R. children will be taken away.
As the two little ones go to the kindergarten, the others, except one, attend this school,
the social workers decided to collect them here and in the kindergarten. Everyone was
terribly tense. People were most scared of Zsuzsa, and the other two elder children,

how they will react. The police officer offered to stay, I said it wasn’t necessary.

Then everything happened so quickly. The elder girl just kept repeating that she would
jump out of the window, the younger one just cried. Everyone was scared to come in
except the social workers and the villageman. Zsuzsa arrived in the afternoon. She’d
just come from the kindergarten. Poor her, she seemed to hope that the others were
here. There was a big wrangle in the kindergarten. | went out to meet her. I invited her
in. She was down-hearted, she wasn’t aggressive any more. I hugged her. I asked
what she was up to now. | reassured her that if they put the house in order, they can

definitely come home.
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DIARY 2. (MARCH 2008)
Ildikéval nem igazan taldlkoztam az iskoldban, amig ott voltam, de ennek ellenére
kedvesen fogad. El0szor sziikszava, de fél ora elteltével mar kozvetlenebbiil beszélget,

kiilondsen miutan a nagymama is bejon, leiil és beszélget veliink.

A nagymama az elején eléggé gyanakodva és szigorian néz ram, de miutdn egy ideig
kintrdl (a hangos radion keresztiil) hallgatja, mirdl beszélgetiink, lekapcsolja a radiot
¢és egyszer csak bekialt: ,,Csak azt ne mondd, hogy az igazgatond jo! Kitette a kis
unokamat a hidegre biintetésbdl, egy szal ingben!” majd bevonul hozzank a szobaba és

csak mesél és mesél. Ekkor torik meg az ,,idegen van a hazban” 1égkor.

I1dik6 kavéval kinal, szabadkozik a remegd kezei miatt. Egy szomszéd néni is atnéz,
valami rokonféle, a nagymama ekkor mar ki sem megy hozza, csak jelzi feléje, hogy

most nem ér ra. ..

DIARY 3. (SEPTEMBER 2006)
Ma a K. [T4] kinevetett, amikor az egyik gyerekrdl beszEltiink, és én elcsodalkoztam
mikor azt mondta, hogy cigany. ,Persze”, valaszolta, ,,igaz nem latszik, de mar a

nagyapjat is ismertem”.

DIARY 4. (MAY 2006)
Ultem itthon ezzel a két kedves, okos roma lannyal. Azért jottek, hogy elmondjak,
hogy az egyikiiket felvették az egyetemre. Biiszke voltam, mert Ggy éreztem, hogy

ehhez a sikerhez én is hozz4jarultam.

A beszélgetés kozepén, amikor a terveikrdl beszEltiink, megjegyeztem, hogy Zs. tudna
majd roma tanulményi Osztondijra palydzni. Megfagyott a levegd. Zavart képpel

bamultak ram.

Ekkor jottem ra, hogy soha nem beszéltiink arrol, hogy 6k romdk, és nem is akartak

beszélni rola. Nem akartak, hogy romanak lassam oket.
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DIARY 5. (NOVEMBER 2006)

ORAMEGFIGYELES 2. OSZTALY

Dzsin6 vezéralak az osztalyban. Elég kicsi, de barmikor kész a verekedésre. A tanito
csomagold papirokat oszt ki, megkéri a gyerekeket, olvassak el a szoveget és talaljak
meg a kulcsszavakat benne. A szavak képeit kell Gjsagokban megtalalni pl. macit, és

azt a nagy lapra kell ragasztani.

Dzsind zavarba jon, mert elég rosszul 14t és nem tudja elolvasni a szoveget. A tanitd
hangosan megkéri, hogy vegye fel a szemiivegét. A gyerekek kardrvendden lesnek ra.
A tanit6 hozzam fordul, és azt mondja, hogy benne van a taskdjaban, csak nem szereti
viselni. Felszolitja, hogy vegye el a szemiiveget. SZTK keretes szemiiveg, meglepden
vastag lencsével. Nem veszi fel, csak lehajtja a fejét, nagyon zavarban van. Aztan
hirtelen ugy dont, hogy piszkalni kezdi a tobbieket, hogy visszanyerje a tekintélyét.
Egyre nehezebb fegyelmezni. Végiil, amikor a gyerekek végeznek, a tanitd Kiteszi
Dzsin6 lires lapjat a tdblara a tobbi gyerek munkéja mellé. A gyerekek nevetnek, 6

meg mosolyt szinlel.
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CASE STUDY

PART 1.

The parents were invited to a meeting in to school. They thought they were going to

discuss their disabled son’s admission to the village primary school.

“We entered, and I didn’t know what
they wanted. I was very calm. I didn’t
know what it was all about; and the
notary, he says- | was the scapegoat! —
he says that the problem is, as I didn’t
want to let my child go to this ‘special
school’.... He said that the problem was
that I’d have to register the child in
three days and the notary has already
written an order for the court and that
there’d be consequences if we didn’t.

| was surprised, because before, the
headteacher had given me a promise
that this school would take my child.
And for me it turned out just then that
they wanted to send my child to
Paradicsompuszta [a school  for
mentally disabled children].

I cried as much as an animal.”

“Bementiink, nem tudtuk mit akarnak.
Higgadt voltam, nem tudtam, mirdl
van sz6, mondja nekem a jegyzd, én
voltam a biinbak, mondja, hogy olyan
gond van, hogy én nem akartam a
gyereket az intézetbe beiratni, és azt
mondta, az a gond, hogy a gyereket 3
napon beliil be kell irathom. Es a
jegyz0 ur, és a hatarozatot mar ki is
hozta, ¢és komoly kovetkezményei
lesznek, ha nem igy teszek.

Meglepddtem, mer az Igazgatdé ur
igéretet tett, hogy folveszik ide. Es
szdmomra ott esett le, hogy
Paradicsompusztara akartak elkiildeni.

Annyit sirtam, mint az allat.”

Another woman at the committee hearing had tried to persuade her to follow and

accept the proceedings. Her response was telling:

»If you gave life to a child who is ill,
that’s your problem. But my problem
starts here. This is my unique case, and
right now we’re speaking about that.
How to put him in ...? You know
what? If a pebble blossoms, sweetie”,
and I wasn’t far from-... because | used
to speak to her formally, but then I
talked to her informally. ...

If you were in my position, what would

»Ha betegen sziiltél meg egy gyereket,
az a te problémad. Ez itt az ¢én
probléméam, itt kezdddik. Ez az én
egyedi esetem. Es most err8l van szo.
Mi az, hogy betegyem, tudod mikor,
majd ha a kavics kiviragzik, draga
csillagom, és akkor mar nem volt
tolem messze, mert én Ot azelott
magaztam, és most letegeztem. ...

...Mondtam neki: Te, most ha forditott
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you do? And now let’s put a full stop at
the end of these things. If it’s a fight, let
it be a fight!”

helyzetbe lennél mit tennél? Itt most
pontot tesziink a dolgok végére, ha
harc, legyen harc!”

PART 2.

The mother tells the story how his husband left home after the above incident saying
that “he has some work to do”. She did not have any idea where he had gone. After an
hour he came home and tears were gushing from his eyes and he told he went to check

how the school looked and wanted to see the children there.

Finally, the child attended the mental institution despite the resistance of the parents.

Later the child was taken to a special school in town, following which he was finally
allowed back to the village school. Even there, the child was subjected to a lot of
bullying. The following extract is an example of what happened after the child was

beaten at school.

“I talked to my son’s form teacher
because, yes, I’d already shouted the
other kid’s head off. I couldn’t do
anything else, because | had to let off
steam somehow. But it wasn’t enough,
so I went to talk to the child’s parents
as well....

The head teacher said that we shouldn’t
react on our own straight away, it’s
enough if we just go to her; we should
draw her attention to the problems, and
after this, she told Isti, this is what she
said, he shouldn’t immediately snitch,
why didn’t he turn to her when there
were problems.

Wow, let me not tell- and I told her,
that I'm very sorry my Kati, this is not
how it works, this works like this: |
want to know about every single thing,
every single move.

Because I tell you, that I wouldn’t fight,
I wouldn’t struggle for him so much,
I’d let him get on the way he would

,Beszéltem az osztalyfonokével, mert
hogy hat igen, lelivoltottem annak a
gyereknek a fejét. Nem tudtam mit
tenni, valahogy le kellett vezetni €s

akkor ugye ez nem volt elég,
megkerestiik a sziiloket...
A Kati mondta, hogy nem kell,

egybd’, hogy mi Iépjlink, hanem majd
0 rendezi. Neki kell jelezni. Ezek utéan,
meg azt mondta az Istinek, hogy
annyit mondott neki, hogy nem Kkell
mindig egybd’ 4rulkodni, miért nem 6t
kereste meg, ha gond van.

Most hadd ne mondjam, mondtam
neki, hogy ne haragudj Katikam, ez
nem igy mikddik, ez Ggy mikodik,
hogy ¢én minden, minden egyes
dologrol, mozdulatrdl tudni akarok.

Mert megmondom neked, nem
harcolnak, nem kiizdenék érte annyira,
hagynam hogy boldoguljon, ha
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were he a healthy child. But he’s not.
And he’s really dependant on us.
Totally. And then she said, alright, she
said, she apologised and said she hadn’t
meant it that way.”

épkézlab gyerek lenne. De nem, 6
igenis rank van szorulva teljes
mértékben. Hat azt mondja, hogy jo,
mondta, hogy ne haragudjak, nem igy
gondolta.”

PART 3.
Later, the child was beaten again. The parents were not satisfied with how the case

was settled, rather not settled at all.

Kati couldn’t do anything, so we called
the police. And my husband, if I don’t
calm him down, would have flattened
the other boy, so I say “if you beat him,
he ever won’t get up again” They
slapped Isti so much. ... Then my
spouse told Kati that we had phoned the
police; and then we were waiting for
the police and they were supposed to
come by 11. Kati said to my husbhand,
“Well Istvan, you shouldn’t have gone
for the police.”

I know it’s very bad for the reputation
of the school. But no. We had to do
something. And then the child came
home from school, and the police
phoned that they would probably come
at around 3 in the afternoon, and they
didn’t come even then, or ever at all.
And you know what, | think that the
police were phoned and called off. I'm
not stupid.

R: Do you think Magdi that the school
phoned the police?

I don’t know Nati. My husband told the
police in a nutshell that my child was
abused, and so that he wouldn’t have to
arrange it himself, could they please
come.

And | wonder what would have
happened if he hadn’t told Kati earlier.

Kati nem tudott mit tenni. Felhivtuk a
rendorfokot. Az emberem, ha én nem
csititom, nekiment volna, leiitotte
volna, mondom neki, ha te megiitod,
ott marad, Ugy megiitotték az Istit...
Akkor a parom mondta a Katinak,
hogy kihivtuk a renddrséget. Aztan
vartuk a renddroket, 11 re volt, hogy
ideérnek. Kati meg azt mondta a
férjemnek, hogy hat Istvan, nem
kellett volna egybdl a renddrokért
menni.

Tudom ¢én, hogy ez nem jo fényt vet az
iskolara. Mer nem. Valamit kell
tegylink. Aztan a gyerek hazajott az
iskolatdl, és a rendorok telefonaltak,
hogy talan délutan 3-ra, nem jottek
akkor sem, maskor sem. Es tudod mit?
En Ggy latom, hogy fel lett hivva,
vissza lett hivva a rend6r. Hat hiilye
nem vagyok.

R: Gondolod Magdi, hogy felhivtak az
iskolabdl a rendéroket?

Nem tudom Nati. Az emberem
diohéjban elmondta a renddrdknek,
hogy bantalmaztdk a gyereket. Ne 6
jarjon el, legyenek szivesek kijonni.

Kivancsi lettem volna, ha akkor nem
mondja a Katinak, akkor mi lett volna.
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PART 4.
When the child was beaten again, the father took steps. Very interestingly, the mother
did not tell this part of the story, but instead, by accident, the headteacher told the end

of the story when asked about her incidents.

This really happened to a Gypsy parent.
The child was in upper primary and he
had learning difficulties. They asked me
to take him back and to integrate him. |
said ok; he used to go to the special
school, and | understood the parents,
because he has many problems. So |
said we’ll take your little boy because
we have the facilities. But there were
problems, because the others teased him.

This is what I say: One can’t learn to
tolerate if someone’s different [massag
elfogaddsa] in a single day, you can’t
even expect that from adults. The fact
that | take this child into a classroom
community- it doesn’t matter that we
talk to his teachers and the children a
million times, saying that he’s like that,
you should take care of him, that he
should be looked after, he’s a bit more
sensitive... but these children don’t
work like that; that, ok, they’d be able to
understand it all from the first minute.
Because children aren’t like that.

Because every child has a level of
cruelty, some teasing, some pestering,
and this is what this parent has difficulty
accepting- why it is always her child
who’s insulted. That’s why I told her
that if the child had come here from the
first year, or from Kkindergarten, his
classmates would have accepted him the
way he was, they would have grown up
together... and it’s definite that in year 7
none of the children would even think of
teasing or mocking him. But it takes
time.

But what happened was that the father
barged into the school, he even slammed
the classroom door where there was a

Ez tényleg cigany sziilovel volt. SNI-s
folsés  kisfia.  Vegyem  vissza,
integraljam. Jo rendben, korabban a
Szivarnyba jart, meg is értettem a
sziiloket, mert mozgéas problémadja is
van a kisfiunak, felvallaljuk, jogsink is
van. De voltak problémak, mert a fiat
piszkaltak.

Ez az, amit én mindig mondok, hogy a
massag elfogaddsa nem megy egyik
naprol a masikra, ezt még a felndttektdl
sem varhatjuk el. Az, hogy ¢én
beviszem, hiaba viszem be egy felsds
osztalykozdsségbe, hidba beszéliink a
tanaraval milliom egyszer a
gyerekekkel is, hogy &6 ilyen,
vigyaznotok kell ra, kimélni kell, 6
kicsit érzékenyebb. Ezek a gyerekek
nem ilyenek, hogy jo, akkor az elsd
pillanattol fogva tudomasul veszik, a
gyerek nem ilyen.

A gyerekekben alapvetden benne van
bizonyos fajta kis gonoszkodas, kis
piszkaloédas, macera a masik gyerekkel
szembe, €és ezt ez a szilé nagyon
nehezen fogadja el, hogy miért van az,
hogy az 6 gyerekét még mindig. Hat
ezért, mondtam neki, hogy ha ez a
kisfia els6t6l idejart volna, vagy
ovodatodl és a tarsai igy fogadtdk volna
el, igy néttek volna fel idaig, a tarsai,
holt biztos, hogy 7-be ezt a kisgyereket
eszilkkbe sem jutna piszkdlni, vagy
gunyolni. De hat ez id6.

De hat tortént az, hogy ez az apuka
berontott, ratérte az  ajtot az
osztalyteremre, ahol tanora volt,
bement ¢s két gyereket tigy lepofozott,
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lesson, and he slapped two boys like a
beast. He actually ripped them away
from their desks, but the children
managed to escape and ran down to me,
they stood behind me, and they were
shouting “please Kati néni, save us!”
Now you can imagine it, when a father
like him, like a beast of prey, barges in
and shouts like an animal. And | have to
behave in a moderate and tolerant way,
and say something; “please calm
down...”

Were there any consequences of this
case?

Yes, the other two parents came in
because it was my duty to inform them
that this had happened, as this had
happened in school time, and the father
had been so harsh and threatening. He
even threatened me, and those poor
children. We were forced into the
corner, | tried to push the children
behind me and he even tried to lean over
my shoulder to beat them. | thought that
I would be the next person to get beaten
up. In the end I had to threaten him with
calling the police. Because this is not
what should be done in an institution.
Nor on the street. ...To barge in to an
institution, and pounce on two children.
Yes, he was Roma, and | must add that
one of the two boys he beat was Roma
too. One of them yes, and the other one
no. And it wasn’t because of prejudice,
but because these two wicked, ugly kids
had teased his child. Ok, he had a point,
because it did happen, the two boys
admitted it.

But in the end, it became a police
matter.

mint az allat. Uvéltve kitépte ket a
padbol ¢és rohantak ide hozzam ¢és
bedlltak mogém ¢és kialtoztak, hogy
,,Kati néni védjen meg benniinket!”

Na, hat most képzeld el, hogy beront,
mint a davad az ilyen apuka, és ivolt
nekem, mint az allat, és nekem kell ezt
kulturéltan toleralni és mondani, hogy
tessék lenyugodni.

Lett kovetkezménye az iigynek?

Igen, bejott a masik két szild is, mert
nekem kotelességem, hogy értesitsem
Oket, hogy ez tortént, mivel ez
iskolaidében tortént, és mivel olyan
durva volt ez az apuka, és olyan
fenyegetden Iépett fel, és engem is
megfenyegetett meg a gyerekeket is és
szegények, ott szorultunk a sarokban,
16kdéstem magam mogé a gyerekeket,
mert még ott is a vallamon athajolva is
meg akarta Oket iitni. Azt gondoltam
magamban a kovetkez6t majd ¢én
kapom, és a végén mondanom kellett,
hogy jo, apuka, a renddrséget ¢én
értesiteni  fogom. Mert ezt egy
intézményben megtenni nem lehet.
Még utcan sem, Ugy meg kiilondsen
nem, hogy folrontok €s berontok egy
intézménybe ¢és nekiesek 2 masik
gyereknek.

Igen, 6 roma volt, és hozza kell tenni,
hogy az egyik fiu akit megiitott, 6 is
roma szarmazasu volt. A masik nem,
az egyik nem. Nem elditéletbdl, hanem
azért mert az a két gonosz ronda kolok
maceralja az 6 kolykét. Jo, volt neki
igazsdga, mert ez igy volt, el is ismerte
a két fiu. Renddrségi ligy lett beldle.
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MAGYAR NYELVU OSSZEFOGLALO

Az interkulturalis” kifejezés a mai vilagban egyre elterjedtebb fogalomma valik,
mivel a globalizacio és a feler6sodott mobilizacid olyan komplex tarsadalmakat
eredményezett, melyekben a mindennapi élet soran elkeriilhetetlenné valik kiilonb6z6
kultardk taldlkozdsa és kommunikicidja (Jensen, 2004). Ezek a taldlkozasok
alapvet6en, a kommunikacié folyamatat tekintve, nem kiilonbéznek a kultura azonos
(intrakulturalis) kommunikaciotol (Ma, 2003; Sarbaugh, 1988), mégis, ahogy sok
interkulturalis kommunikaciokutatd érvel, a kultara, az adott tarsadalmi kontextus
valamint az ezekbdl ered6 pszichokulturdlis ¢és szociokulturdlis tényezdok

Osszekuszaljak, megnehezitik egymas megértését (Jensen, 2004; Bennett, 1998).

Az interkulturalis kommunikacio, mint tudoméanyos diszciplina azt vizsgalja, hogy
kommunikacidos szempontbol mi torténik akkor, amikor kiilonbozé kultaraji emberek
talalkoznak (Samovar & Porter, 1985, p. 1). Azt, hogy valojaban mit is értiink
kultiran, hol szabhatok meg egy kultira hatdrvonalai, a kultGraértelmezés iskolai

kiilonféleképpen értelmezik.

Egy kozség altalanos iskolajaban igazgatoként eltoltott id6 vilagitott rd, mennyire nagy
sziikség van arra, hogy mélyebb ismereteket szerezzlink a kommunikacié folyamatarol
a mindennapi gyakorlati életben, kiilonosen interkulturalis kontextusban. Az iskoldban,
ahol kb. 60-70%-ban roma tanulok tanulnak, mindennapos a konfliktushelyzet, amit
megnehezit a sziilok és pedagdgusok sikertelen vagy éppen hianyos kommunikacioja,
egyre romlo viszonya. Munkam soran én Ugy éreztem, jol tudtam kezelni a konfliktus
helyzeteket, amit az is mutatott, hogy hossza tavil, jol miikodoé kapcsolatot tudtam
kiépiteni a roma csalddokkal és didkokkal, amit sok kollégdm nem mondhatott el

magarol.
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A dolgozat megirasanak a célja, hogy beazonositsam azokat a tényezoket, amelyek az
iskola és a sziil6i haz kozotti negativ kapcsolatot alakitjak, a sikeres kommunikaciot
befolyasoljak, és egy modell segitségével, az interkulturalis kommunikacié olyan
folyamatat irjam le, melyben az egy orszdgon beliil €16, k6zos nyelvet beszéld, mégis
eltér6 kultarajuk révén kisebbségnek szamitd sziilok és a tobbséget képviseld
pedagogusok a résztvevok. Fontos megjegyezni, hogy a dolgozat nem a roma
kérdéssel kivan foglalkozni. A roma csalddok, a kutatds kontextusaban egy adott
kisebbség csoportjanak tagjaiként jelennek meg, tehat a cél az, hogy a modell majd
nemcsak a magyarorszagi hasonld helyzetben 1évé iskoldk, de mas orszagok
kisebbségébdl szarmazo csalddok és iskola kdzti kommunikacidjanak vizsgéalatdban is

hasznosithato legyen.

A feltart tényezOk meghatarozasan tul, az értekezés arra a kérdésre is szeretne valaszt
kapni, mennyire tulajdonitjak ezeket a befolyasold tényezdket a kutatasban résztvevok
kultaraik - roma—nem-roma - kozti kiillonbségeknek. Tovabba, hogy ezek a tényezdk

hogyan is mitkddnek az interkulturdlis kommunikéci6 folyamataban.

A kultira és kommunikacid ez irany( megkdozelitése helyezte a kutatast az értelmezd
perspektiva és a szocialkonstruktivista vizsgalodasok keretei kozé, mivel a hangsuly
nem a kultardk leirasan van, hanem azon, hogyan latjak egymast a kutatas résztvevoi,
¢s hogyan értelmezik kapcsolatuk, egyiittmiikodésiik hianyanak okait. A kontextus
érdekessége, hogy a sziilok és tanarok rendelkeznek egy kozos kulturalis kerettel, a
magyarral. Azt, hogy ennek ellenére, miért is tekinthetjiik a roma csaladok és a tanarok
talalkozasait és kommunikéciojat interkulturdlisnak, leginkabb Collier és Thomas
(1988) definicigja tdmasztja ald, mi szerint interkulturalis kommunikacionak szamit
minden olyan kontaktus, ahol a résztvevé felek kulturdlis értelemben egymaést
kiilonbozonek latjak (p. 100). Marpedig, ahogy ezt a kutatas bebizonyitja, a problémak

okait sok esetben a felek (kiilondsen a tanarok) az eltérd kultiranak tulajdonitjak.

Az interpretativ paradigma jegyében a kvalitativ kutatds tlint a legmegtelelobb
modszernek arra, hogy a mélyben rejlé kiilonbozo értelmezéseket, meggydzodéseket
felszinre hozza, ezért a kutatds nem deduktiv megkozelitéssel, vagyis eldre felallitott
hipotézisekkel dolgozik, hanem az etnografikus kutatdshoz hasonloan, a kutatdo a

beszélgetések, megfigyelések soran tarja fel, alkotja meg feltételezéseit,
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kovetkeztetéseit (Lincoln & Guba, 1985). Boeije (2010) szerint, az egyén Onmaga
alkotja meg (konstrualja) sajat szocialis valosagat, és a kutato feladata az, hogy ezt a
folyamatot nyomon kovesse ¢€s leirja; megismerje, hogyan tulajdonitanak jelentést a
résztvevok sajat ¢s masok cselekedeteinek. Jelen kutatas esetében ennek alapjat 15
roma csaladdal és 6 pedagogussal tortént beszélgetés, interju sorozat adta. Ez a

terepmunka 2008- 2010 kozott folyt.

A kvalitativ kutatas a kovetkez6 kérdésekre kereste a valaszt:

» Hogyan lehet definidlni a roma sziilék és az iskola negativ kapcsolatat? Milyen

tényezOk befolyasoljak, és hogyan értelmezik ezeket a sziilok és pedagdgusok?

= Milyen mértékben tekintik ezeket a tényezdket a résztvevok a kulturdlis

eltérésekbobl eredbknek?

* Hogyan jelennek meg ezek a tényezok a sziilok és a tanarok kommunikéciojaban?

A kvalitativ kutatdsnak ¢és az interkulturalis kommunikéacio (IKK) kutatdsnak a
témahoz kapcsolodd relevans eredményeinek Osszehangolasaval sziiletik meg a
dolgozat végén az a folyamatmodell, melynek egyik kiemelt eleme a konfliktuskezelés
gyakorlati megvalositasarol szol tobb kulturaji kontextusban, a kulturdlis keretvaltas
jelenségére épitve. Ez a gyakorlati szempont azért is fontos, mert a dolgozat soran

mindvégig kritériumként szerepel a modell megalkotasdban az alkalmazhatdsag.

A DISSZERTACIO FELEPITESE
Az értekezés két részre bonthatd. Az elsd részben, amely az els6 6t fejezetet foglalja

magaba, a kutatdshoz kapcsolddd elméleti hatteret lehet megismerni.

Az els6 fejezet bemutatja a kultira jelentésének szamos megkozelitését, a nyelv és
kultara kapcsolatat. Az interkulturalis oktatas rész a szakirodalom alapjan beazonositja
a nemzeti-etnikai Kisebbség oktatasaval kapcsolatban leggyakrabban felmeriilt
nehézségeket. A fejezet ramutat az interkulturdlis oktatds kutatdsdnak egyik

hidnyossagara, miszerint — bar a problémak legnagyobb része megfeleld
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kommunikacioval kezelhet6 lenne — a szakirodalomban nem igazan hivatkoznak az

interkulturalis kommunikécid kutatas eredményeire.

Az interkulturalis kommunikécioval foglalkozé tovéabbi két fejezet mar a fent emlitett
allitasra épiil. A kutatasi paradigmak bemutatasa, az IKK kutatas altalanos érdeklodési
teriileteinek feltarasa aldtadmasztja azt a feltevést, hogy ez a diszciplina,
sokszinliségével hozzdjarulhat az interkulturalis oktatas mindségének javitasahoz, a
probléméak megoldasdhoz. Az oktatasi kontextushoz ¢és a problémakordokhoz igazodva

a fejezet végén meghatarozasra kertilnek a tovabbi vizsgalddas szempontjai.

Az 0todik fejezet mar célzottan vizsgélja az értékek, identitds, bizalom és konfliktus
témakoroket, tobbféle megkozelitésbdl. Bar ezeknek a vizsgalodasoknak az elsddleges
célja, hogy egy alkalmazhatd modellt nyujtsanak a mindennapi oktat6 munka szdmara,
a fejezet végén megfogalmazodik, hogy bar mindegyik targyalt teriilet hasznosan jarult
hozzé a problémak megolddsdhoz, mégis egy, a kutatds eredményeivel is megerdsitett

modell 1étrehozasara van sziikség.

A kvalitativ kutatas eredményeinek €s a szakirodalom relevans elemeinek szintézise
adja a roma sziilk és az iskola negativ kapcsolatat leird interkulturalis kommunikécios
folyamat modelljét. Ahhoz, hogy a modell a gyakorlati alkalmazhatosag kritériuméanak
teljes mértékben megfeleljen, a konfliktushelyzetek egy lehetséges kezelési modjat is

bemutatja. A tovabbiakban a fejezetek tartalmanak tételes ismertetésére kertil sor.

A kultura és kommunikacio fejezet célja, hogy feltarja, milyen modon értelmezik
kiilonboz6 iskoldk a kultira fogalmét. A szociokulturélis és eszmerendszer iskoldk
(Topcu, 2005 szoéhasznalata alapjan) kiillonb6zé megkdzelitésein keresztiil megmutatja,
hogy az iskoldk képviseldi a kultarat az embereken ,kiviil talalhatdo” objektiv
viselkedési kontextusként, vagy a szubjektiv értelmezésekben, eszmékben latjak
(Allaire & Firsirotu, 1984). Ezeknek megismerése azért is fontos, mert alapjat képezik
a késébbiekben bemutatott interkulturalis kommunikacié kutatds megkdzelitések

értelmezésének és elemzésének.

A kultura kiviil talalhato jellegét leginkabb a szociokulturalis iskola képviseldi valljak,

akik szerint a kultira a tarsadalmi rendszer része, mely az emberi viselkedésben, a

302



viselkedés termékeiben érhetd tetten (Allaire & Firsirotu, 1984). A szociokulturalis
iskolan beliili négy iranyzat (funkcionalista, strukturalis funkcionalista, 6kologiai
alkalmazkodas ¢s tarsadalomtorténeti iskola), bar kulturaértelmezésiikben mutatnak
eltéréseket, alapvetden a kulturat egy objektiv modon 1étezd entitasként latja. A kultira
jelenlétét a feltevések, normak, atorokitett szocializacidés sémak viszonylag allando
rendszerében keresik, melyek meghatarozzak az egyén viselkedését (Schein, 1985). A

kultarat egy statikus képzodményként kezelik, mely megfigyelhet6 és leirhato.

Az eszmerendszer-iskola ezzel ellentétben, a kultarat beliilre helyezi; az emberek
fejében meglévé eszméket, elképzeléseket, normadkat, attitidoket, gondolati
rendszerként fogja fel, egyfajta szubjektiv valosagként. Ez az iskola a kulturdlis és
tarsadalmi  szférakat (objektiv  valdsagot) kiilonvalasztandd, de egymassal
Osszefiiggdként kezeli (Allire & Firsirotu, 1984). Az iskola képvisel6i (kognitiv,
kolesonds egyenérték, strukturalista, szimbolikus iskola) kétféle irdnyvonalat
képviselnek abban a tekintetben, hogy a kultirdt hova helyezik; a kultira
képviseldinek elméjébe, vagy azt az elme altal Iétrehozott szimbolumokban és

jelentésekben érik tetten.

A kultiraértelmezés iskoldinak, és irdnyzatainak részletes bemutatdsa utan Vygostky
(1981) szociokulturalis elméletét mutatja be a fejezet, mely azt vizsgalja, hogyan
hatnak a tarsadalmi gyakorlatok (pl. interakciok) és folyamatok a bels6 mentélis
funkciok miikodésére. Vygotsky szerint a gyermek szocialis vilagba sziiletik, s
tanuldsanak folyamatdban kulcsfontossagi a masokkal valo interakci6. Ez a
kornyezettel torténd napi interakcid teszi lehetdvé szdmaéra a vildg értelmezését. A
hatékony tanulds kulcsa a medidtor (kozvetitd), akinek a szerepe nem csak az
értelmezések elmélyitésének ¢és megértésének segitése, de a kultira atadasa is

(Vygotsky, 1962, 1978, 1981).

A klasszikus iskolak vizsgdlata utan a dolgozat, a teljesség igénye nélkiil a kritikai,
posztmodern elméletek alapvetd nézeteit foglalja 6ssze. Ezen nézetek szerint a kultarat
nem lehet statikus, homogén entitasként kezelni, mivel a kultirak kozotti hatarvonalak
nehezen huzhatok meg. A kiilonbozd orszagokon beliil €16 egyének tartozhatnak

szamtalan csoporthoz, igy megkérddjelezdédnek az egy kulturdlis identitasrol, és a
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nemzeti karakterekrél nyujtott leird jellegli kultira megkdzelitések €s kutatasok

(Scollon & Scollon, 2001).

A leirt kultira elméletek tobbek kozt a nyelv és a kultura kdlcsonhatasat is vizsgaltak.
Iskolatol fliggetleniill mindegyik nézet vallja, hogy a nyelven, a kommunikécion
keresztiil 6roklodik at a kultira. Az, hogy a nyelv, és azon keresztiil a kultara hogyan
adodik at egy-egy kultiran beliil, a nyelvi szocializaci6 kutatasdnak kérdéskore. Ochs
¢s Schieffelin (1984) nyelvi szocializacié paradigmdjanak a dolgozat szempontjabol
fontos lizenete, hogy a nyelvelsajatitds folyamata szorosan egyiitt jar egy tarsadalmi
csoport tagjava valassal. A folyamat soran a gyermek a nyelven Kkeresztiil

szocializaloédik, és ezzel parhuzamosan a nyelvhasznalatra is szocializalodik

(Schieffelin & Ochs, 1996).

Az, hogy az egyén a szocializacio folyamata soran milyen kommunikacios
készségekre tett szert, nem csak a mindennapos interakciok soran, hanem mas
kultarabol érkezokkel valo taldlkozasaikor is megmérettetik. Ilyen esetekben valik
igazan tudatossa a sajat kultura, (nyelvi) szocializaci¢ altal atadott, €s sokszor meg
nem kérddjelezett, szabalyok, viselkedési formdk, felfogasok rogziiltsége. Kulturalis
tavolsag két ember kozott 1étrejohet az eltérd nyelvek, az eltérd szocidlis hattér, de az
eltéré életvitel kovetkeztében is (Triandis, 2003, p. 18). Az, hogy ezeknek a
talalkozdsoknak milyen lesz a kimenetele, az interakcios felek interkulturalis

kompetencidjanak, kulturélis intelligenciajanak fliggvénye.

Az interkulturalis kompetencia a mas kultarakbol szarmazodkkal valo sikeres
kommunikéicio képessége, melynek eredménye a mindkét oldal szamara
megelégedéssel jard kapcsolat kialakitasa. A mindennapi élet sikerességéhez azonban
nem a masik kultararol gytjtétt targyszerli ismeretek birtoklasa, hanem azok
alkalmazasanak képessége segit hozza. Osszegezve, ha az interkulturalis kompetencit
az interkulturdlis helyzetekben valdé helytallashoz  sziikséges képességek
Osszességeként definidljuk, akkor vilagossa valik, hogy az ismeretek fontos szerepet
kapnak, de éppen olyan fontos a megfeleld attitlid, és azok a készségek, melyek ezen
ismeretek alkalmazasat lehetévé teszik (Thomas & Inkson, 2004). Az interkulturalis

oktatési helyzetekben, mint késdbb kideriil, ezekre elengedhetetlen sziikség van.
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Az interkulturalis oktatas fejezet célja, hogy a nemzetkozi szakirodalom attekintésén
keresztiill megvizsgalja, milyen kihivasoknak kell megfelelniiik jelenleg a
multikulturdlis kontextusban miikddé iskoldknak. Kideriil, hogy az interkulturalis
nevelés/oktatas teriilete hasonl6 problémakkal néz szembe nem csak a romak, de a mas

nemzeti €s etnikai kisebbségek oktatasa terén is, mint a vizsgalt iskola.

A multikulturalis €és interkulturalis fogalmak tisztazasa utdn, a dolgozat a mai napig
sok eurdpai orszagban alkalmazott, nemzeti €s etnikai kisebbségeket érintd oktatasi

gyakorlatot irja le.

A sokszor ,,multikulturalis megkozelitésként” jellemzett irdnyzat, mely a 80-as évek
eldtti iddszakban valt elterjedtté, az ideiglenes munkara érkezd bevandorlod csaladok
gyermekeinek a mar meglévo oktatasi rendszerbe valo ,.konnyed” beillesztését célozta
(Luciak & Khan-Svik, 2008). Oktataspolitikai szempontbdl ez az iranyzat akkor valt
problematikussd, amikor egyre tobb csalad telepedett le a fogad6 orszagokban (pl.:
Hollandidban, Ausztridban, Franciaorszdgban, és Nagy Britannidban), és iddvel
allampolgarokka valtak. Az addig bevalt ’probléma-centrikus’ multikulturalis
megkozelités, mar nem minden esetben hozta meg a kivant hatdst. Nem voltak
elegendék az atmeneti intézkedések (pl. a célorszdg nyelvének megtanitasa),
hosszatavon fennalld, a pedagégusok szdmara problémaként megélt nehézségekkel
kellett szembenézni (Le Roux, 2001). Ezeket tobbnyire az eltéré kulturalis

(értekrendszer, vallas, hagyomanyok stb.) és szociokondémiai hattérben lattak.

Mig a multikulturdlis oktatast a szakirodalom gyakran gy hatarozza meg, mint a
nemzeti-etnikai csoportok szamara felajanlott egyiranyu oktatasi megkozelitést, addig
az interkulturalis oktatas egy kétiranyu folyamatként képzelhetd el, amelynek célja,
hogy a kiilonb6z6é kultirdk egyfajta kozos nevezdre jussanak egy adott kozosségen
beliil, és ez mind a kisebbség, mind a tobbségi tarsadalom érdeke (Le Roux, 2001;
Leeman, 2003). Bar ez utdbbi ideolodgiai sikon egyre elterjedtebbé valik, a nemzetkozi
szakirodalom attekintése alapjan megallapithatd, hogy még mindig nagy hangsullyal

emlitik a kdvetkezd problémakat a nemzeti-etnikai kisebbségek oktatasa terén:

* QGyenge iskolai teljesitmény
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= Szelektiv iskolai rendszer - a szegregacio jelensége, specialis iskolak

=  Fegyelmi problémak, alland6 konfliktusok

» A sziil6i részvétel hianya - a sziilokkel folytatott kommunikacié hidnya
» Identitas — értékrend kiillonb6zdségbdl fakado konfliktusok

= Negativ sztereotipiak, hatranyos megkiilonboztetés

= A tandrok kulturalis tudasanak ¢€s interkulturalis kompetenciajanak elégtelensége —

a tanarképzés megujitasanak sziikségessége

A fejezet a tovabbiakban mind a romdk, mind a kilfoldi orszagokban érintett
nemzeti/etnikai kisebbségek oktatasat vizsgalja, a felmeriild problémaék tiikrében. A
fejezet megvizsgalja az iskolai alulteljesités, az identitds és értékkiilonbségek, valamint

a bizalom és a tanari kompetenciak kérdéskorét.

Az iskolai alulteljesités egy igen intenziven felmeriilé kérdés a nemzeti és etnikai
kisebbség oktatasaval kapcsolatban. Leeman (2003) szerint sokan ennek megoldasaban
latndk a felemelkedés, és a békésebb egyiittélés zalogit. Ez a nézet azon a
feltételezésen alapul, hogy az iskolai sikeresség egyiitt jarna a tarsadalomba valo

sikeres beilleszkedéssel, ami hosszutavon az elditéltek eltiinéséhez vezetne.

Ogbu (1978) kulturalis-6kologiai elméletével a kisebbségek alulteljesitésérdl olyan
lehetséges magyarazatot tart fel, amely sok késdbbi kutatdsnak is alapjaul szolgalt. Az
elmélet lényege, hogy kiilonbséget tesz oOnkéntes (voluntary) és nem oOnkéntes
(involuntary) kisebbségi csoportok kozott; eldbbi alatt a célorszagba Onszantukbol
bevandorld kisebbséget, mig utdbbi alatt az adott orszdgban mindig is jelenlévd
kisebbségben ¢él6 csoportokat érti. Az O oktatdsi rendszerhez fiiz6d6 viszonyukat
vizsgalta meg. Ugy tallja, hogy a sajat elhatirozasukbol 0j orszagot valasztd
kisebbség, bar ugyanugy érzi a tobbségi tarsadalom elditéleteit, mint a masik emlitett
csoport, altalaban jobban bizik az oktatdsi rendszerben. Az 6 gyerekeik konnyebben
lekiizdik a nyelvi, az elditéletes, és a kulturdlis nehézségekbdl fakadd hatranyokat
(Ogbu, 1978, 2003). Ezzel szemben a masik csoport, az iskolara, mint az elditéletek
melegagyara tekint, ¢és kevésbé bizik a tobbségi tarsadalomban, ezért iskolai

eredményei is joval rosszabbak (Ogbu, 1978, 2003).
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A masik gyakran emlitett probléma iskolan beliil, hogy a kulturalis, vallési,
értékrendbeli kiilonbségek egyre tobb konfliktushoz vezetnek, mely egyes nemzeti-
etnikai kisebbséghez tartozo tanulok allando tanulasi problémaihoz, a megszokott

iskolai gyakorlatok (ruhaviselet, szabalyok) megkérddjelezéséhez vezetnek.

A dolgozat foglalkozik az anyanyelv szerepével a gyermekek fejlodése, identitastudata

szempontjabol.

Hedegaard (2005), az iskola és otthon értékrendjének kiilonbségeibdl fakado hatasokat
vizsgalta meg a gyermek személyiségfejlodésének tiikrében. Torok tanulok daniai
helyzetét vizsgdlva ramutat, milyen nehéz és ellentmondéasos helyzetbe keriil az a
tanuld, akinek az otthoni kdrnyezete elvarja a kulturalis tradiciok betartasat, mikdzben

az iskolai, a tobbségi tarsadalom kultirajahoz is probal alkalmazkodni.

Day Langhout (2005) amerikai példaval szolgal arra, hogyan probalja az iskola
»lathatatlanna” tenni a mas kulturakbol érkez6 didkjait szigoru szabdlyaival, kulturalis
identitasuk semmibevételével. Az intoleranciat, a masik kultraja iranti kozombosséget
latja a diakok visszahuzodéasanak vagy éppen az allandd ellendllas, agresszid, és

konfliktusok okainak.

A szegregacio-integracio kérdéskorét a dolgozat esettanulmanyokon keresztiil tarja fel.
Ezek leginkabb a roma kisebbséget érintdek. A Cseh Koztarsasagban, Bulgériaban,
Horvatorszagban ¢és Romanidban késziilt roma kisebbségekkel foglalkozo
tanulmanyok eredményeit ugy lehetne talan legjobban Osszegezni, hogy bar a roma
gyermekekre pozitivan hat az integracio, a tobbségi tarsadalom nagy része még mindig
kiilon intézményben latna éket szivesen (Cozma et al. 2000; Igarashi, 2005; Posavec &
Hrvatic, 2000; Gerganov et al. 2005).

A fenti eredmények tiikrében elgondolkoztato Hedegaard (2005) véleménye, miszerint
az identitastudat a kulcsa a gyermek személyiségfejlodésének, amelyet gy lehet
segiteni, hogy biztositjuk a gyermek hovatartozasi érzését egy olyan csoporthoz,

amellyel egyenld értékrendet oszt, és ahonnan pozitiv megerdsitést kap.
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A tanarok attitlidje, értékrendszere és elhivatottsiga fontos tényezdéi a sikeres
interkulturalis oktatasnak. A tanar hatékonysaga egy kulturalisan Osszetett osztalyban,
¢s a multikulturélis tananyag tanitasdban, szakmai felkésziiltségének fliggvénye (Le
Roux, 2001). Eurdpai jelenség az, hogy nagyrészt fehér, kozéposztalybeli tanitok
dolgoznak a multikulturalis iskoldkban, akiknek héattérismerete tanuloik kultarajarol
nem mindig elégséges (Le Roux, 2001, p. 46.). A megfeleld ismeretek hidnyaban
azonban gyakoribb a tanuld (és sziiléi haz) konfrontalodasa a pedagogussal, ami egyiitt

jarhat a kdlcsonos bizalom elvesztésével, a kommunikécié megszakadéasaval.

Az interkulturalis kommunikacié fejezet olyan fogalmak, mint pl. kultirakozi
(cross-cultural), nemzetko6zi, interkulturalis stb. kommunikacié kutatas fogalomkorét

vizsgalja meg eldszor.

A kultirakozi, vagy kultira Osszehasonlitd kutatdsok tobbsége a nemzeti kultura
szintjére vonatkoztatva vizsgdlodik, és a kultirdt leginkdbb, mint statikus
képzddményt tekinti a funkcionalista hagyomanyoknak megfeleléen (Jandt, 1998).
Felvetddik a kérdés, hogy a mai mar emlitett komplex tarsadalmakban ezek a kultarak

mennyire tekinthetok megbizhat6 kutatasi alapnak (Levine et al. 2007).

Az interkulturalis kommunikacio kutatas definicidi sem egyértelmiiek és megosztjak a
kutatokat a tekintetben, hogy mit is lehet interkulturdlisnak nevezni. A kritikdk
ellensulyozasara fogalmazodtak meg azok a definiciok, melyek nem tesznek
kiilonbséget interkulturalis és intrakulturdlis kommunikacié kozott, csak azt allitjak,
hogy kétségkiviill vannak olyan valtozok, amelyek ezekben a kommunikacios
helyzetekben jobban hatnak és valgjaban a kiilonbség mértéke képezi a kutatds
fokuszat (Kim, 1988). A dolgozat ebbdl a szempontbol Collier és Thomas (1988)
korabban emlitett IKK definiciojat tekinti mérvadonak. gy a hangstly azon van,
hogyan alkotjak meg a beszélgetd felek a masikrol alkotott képiiket, és ez mennyire

befolyasolja kommunikécidjukat.

A kovetkez6 alfejezet az interkulturalis kutatas elméleteinek metateoretikus alapjait,

kutatasi paradigmait vazolja fel.

308



A tudoményelméleti iranyzatok objektiv objektiv/pozitivista térfelén azok a kutatok
allnak, akik kutatasaikat a természettudomanyos kutatdsok mintdjara végzik. A
pozitivista kutatdsok szamara a cél a tudomdnyos torvényszerliségek feltardsa. A
kultarat, mint fiiggetlen tényezOt vizsgaljadk, amely hatdssal van az egyén
viselkedésére. A szubjektiv/interpretativ paradigma szerint nem létezik az egyénen
kiviill allo vilag, a cél a jelenségek oly modon valo feltarasa, ahogy azok
kibontakoznak (Jiang, 2006). A szubjektiv hagyomany megkozelitése szerint, az
egyének tarsas interakcidikon keresztiil konstrualjak meg sajat valosadgukat, szubjektiv
értelmezéseken keresztliil magyarazzak a vilagot, és masok cselekedeteit (Tsetura,
2010). Ebbol az kovetkezik, hogy a kommunikaciot és a viselkedést az egyén
szemsz0geébol nézve lehet csak megérteni (Lindlof & Taylor, 2002).

Az IKK kutatds harmadik, ’szisztéma’ (systems approach) kutatasi megkdzelitése
valdjdban a leirt dichotomia oOtvozése. Ez a megkozelités a kommunikaciot
tranzakcios, dinamikus folyamatként latja, és tiltakozik a pozitivista ,,érzéketlenség”
ellen (Kim, 1988, p. 18). Ez a perspektiva is probal torvényszeri jelenségekre
ravilagitani, de ezt az egyén ¢€s a rendszer (a kornyezet) egymasra kdlcsondsen hatod

informaciocseréje alapjan teszi (Kim, 1988).

A dolgozat az IKK kutatdsi paradigméak felvazoldsa utan megvizsgalja, hogy az
interkulturalis oktatds felvetett kérdéseinek megvalaszoldsahoz, vizsgalddasi témait
tekintve mennyire tud a tudomanyag hozzajarulni. Az értekezés egy Osszesitd
tablazatban mutatja be az IKK kutatds legfontosabb elméleteit azok kutatasi
megkozelitéseivel egyiitt, majd ezek fokuszai alapjan (Gudykunst, 2005b)
csoportositja az elméleteket. Az adott témak (hatékony kommunikacidés kimenet,
akkomodacio ¢és adaptacid, identitdsegyeztetés és menedzsment, kultGradtvétel és
alkalmazkodas, kommunikacids halok) alapjan a feltevés igazoltnak latszik, hogy az

IKK valaszt adhat az interkulturalis oktatas kérdéseire.

Az IKK kutatds elméleteinek ¢és modelljeinek tovabbi elemzéseihez
elengedhetetlennek taldltam kritériumok, paraméterek felallitasat, amelyek alapjan
elemezhetd, mennyire hasznosithatok a kovetkezd fejezetben bemutatott teoridk,

tanulmanyok. A vizsgalodas paraméterei a kultira megkozelitésére, értelmezésére, a
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kutatds iranyultsdgara, az egyén szerepére, az interkulturdlis oktatasban valo

alkalmazhat6sagara vonatkoznak.

A megadott paraméterek alapjan a dolgozat az egyéni szubjektiv értelmezésekre
fokuszal és a személyek kozotti tarsas kapcsolatokat vizsgalja. Viselkedési és
kulturalis mintak megallapitasa helyett (Lincoln & Guba, 1985) a hangsuly azon lesz,
hogyan alkotjdk meg a tandrok és a roma sziilok sajat valdsagukat egy adott
kontextusban (Berger & Luckmann, 1966), hogyan konstrualjak sajat maguk és a
masik identitdsat az interakci6é folyaman (Lincoln & Guba, 1985). Ebbdl kovetkezik,
hogy a disszertacidé elméleti keretei a szocidlkonstruktivizmus lételméletében, ¢és az

interpretivizmus ismeretelméletében gyokereznek.

A két teriilet talalkozasa cimi fejezet jarja korbe azokat a témadakat, melyekre az
interkulturalis oktatds fejezet mar utalt. Az értékek, az identitds, a bizalom ¢és a

konfliktus témakat vizsgalja a fejezet az IKK kutatas szakirodalma alapjan.

Az értékek a funkcionalista megkozelités szerint a kultrdk olyan meghatarozé
tényez6i, amelyek determinaljdk a kultara tagjainak attitlidjét, érzelmi reakcioit,
arculatvédési mechanizmusait, ¢€s viselkedését példaul konfliktushelyzetekben

(Hofstede, 1980; Ting-Toomey& Oetzel, 2001).

Hofstede  (1980)  értékkutatasra  iranyuld6  felmérése olyan  univerzalis
kultiradimenzidkat azonositott be, amelyek segitségével az egyes kultardk
Osszehasonlithatova valnak. Ez kutatdsok egész sorat inditotta meg. A fejezet ramutat,
hogy bar a grandidzus kultarakutatasok nyilvanvaloan hasznosak a kultarak

megismeréséhez, nem veszik figyelembe az egyéni eltéréseket kulturan beliil.

Nordby (2008) modern nyelvfiloz6fiai alapon nyugvo értékértelmezése innovativ
dimenzidkat nyit az érték fogalménak meghatarozasdhoz. Nordby (2008) harmadik
értekértelmezése szerint a személyes értékek szintje azt az ¢letformat jelenti, ahogy az
egyén a kornyezetében €lni akar, €lni szeret. Ez az a szint, amit a masik féllel nem kell
osztani, mert ez nem egyenld a hiedelemrendszerrel. Ez a megallapitas az oktatasi

rendszerben dolgozdk szdmara is elgondolkodtato.
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Az identitds témakdre kapja a disszertacioban a legnagyobb hangsulyt, melynek
fontossagat a kutatds eredményei is igazoltdk. A kulturédlis identitast sokaig a
személyben mélyen benne 1év0, egy igaz identitasnak tekintették (Maalouf, 2001). Az,
hogy mit tartanak az egyének elsddleges identitasuknak, ugy feltételezték, hogy
jelentdsen meghatarozza viselkedésiiket is. Ezzel ellentétben a posztstrukturalista
iranyzatok mar nyiltan allitjak, hogy az egyénnek tobbszords identitdsa van, és
valdjaban az identitds az interakcid soran alakul (konstrualodik) és ezek az identitdsok
ujra és Gjra definialédnak az életiink soran (Jenkins, 2006, idézi Durovic, 2008). Meyer
(2009) szerint az emberek tobbféle kulturahoz is tartozhatnak, és ezek k6zott szabadon

valtogatnak.

A dolgozat érinti még az etnikai identitas elméletét (Tajfel & Turner, 1979), ami a
csoporttagsag, a csoporthoz tartozas érzésének fontossagat hangsilyozza, kiilondsen az

egyén onértékelése szempontjabol.

Jensen (2004) posztstrukturalista modellje a kommunikacié folyamatiban fontos
elemként nevezi meg a kulturalis eldfeltevéseket, a tapasztalatok pozicionalasat, a
kulturélis identitast, és a kulturalis 6nképet. Jensen (2004) elmélete szerint minden
értelmezés a tapasztalatokban gyokerezik, amelyek szorosan dsszefiiggnek a személy
kulturélis elofeltevések mindazon tudést, tapasztalatot, érzéseket és véleményeket

foglaljak magukba, melyeket a kulturdlisan masik csoportba tartozordl alkotunk.

Durovic (2008) tanulmanya azért érdekes a dolgozat szempontjabol, mert azt a
kérdéskort vizsgdlja, hogyan reagilnak az emberek arra, ha masok tévesen
tulajdonitanak nekik egy-egy etnikai, vagy kulturdlis identitdst. A kutatdsdban
résztvevok majdnem mind megegyeztek abban, hogy leginkabb az irritalta oket, ha

érezték, hogy negativ sztereotipidkon alapult a megitélésiik.

Verkuyten és Pouliasi (2008) kutatdsa egy pszichologiai kisérlet, mely a kulturalis
keretvaltas jelenségén alapul. Hong ¢és tarsai (2000) tanulményai alapjan kettds
kulturalis identitasu résztvevoknél vizsgaljak, hogy a résztvevok egy-egy identitdsanak
aktivalasa mennyire befolyasolja a kulturaspecifikus normakat, hiedelmeket. Az

emlitett tanulmény a csoporthoz tartozés, és az dn-sztereotipidk valtozasat vizsgalja a
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kulturélis keretvaltast kovetden. A kulturdlis keretvaltas jelensége fontos szerepet

jatszik az értekezésben.

A bizalom szerepét a dolgozat egy tagabb keretbdl inditva a tarsadalmi toke és bizalom
szemszOgébdl sziikiti le az interperszondlis kommunikacidig. Vizsgalja az
intézményekbe vetett bizalom kérdését, valamint a masok felé nyitas, kitarulkozas
szerepét az identitas formalasdban ¢és a kiilonb6z0 csoportok kapcsolatainak

javitasaban (Hargie et al., 2008 ).

A fejezet zar6 része a konfliktus témakorét jarja korbe. Gudykunst €¢s Kim (1984)
modellje, bar nem célzottan a konfliktussal foglalkozik, azt vizsgélja, milyen tényezdk
jatszanak szerepet az idegenekkel folytatott kommunikéacio sordan. A modell Berger ¢és
Calabrese (1975) bizonytalansagkeriilési elméletére épitve azt feltételezi, hogy a
bizonytalansag elkeriilése céljabol a beszéld proaktiv €s retroaktiv magyarazatokat
gyart a masik viselkedésének, attitlidjének, hiedelmének és érzéseinek értelmezésére.
Gudykunst és Kim (1984) elmélete szerint ezek a kommunikécios eléfeltevések
jelentds mértékben a kulturalis, szociokulturalis, pszichokulturalis és kdrnyezeti sziirok
alapjan formalddnak. Azt allitjdk, hogy az idegen sziir6inek ismerete nélkiill nem
tudjuk megfeleléen értelmezni annak tizeneteit és viselkedését (Gudykunst & Kim,
1984). A dolgozat részletesen bemutatja ezeknek a szlirdknek az épitdelemeit,
melyekbdl késébb a pszichokulturalis (pl. attribiciok, elditéletek, sztereotipidk) és

szociokulturalis (pl. csoporthoz tartozas, szerepek) tényezdok bizonyulnak hasznosnak.

Ting-Toomey és Oetzel (2001) egy kultara alapu szituacios konfliktus modellt alkotott
meg. A modell azon a feltevésen alapul, hogy az individualizmus/kollektivizmus,
kis/nagy hatalmi tdvolsag értékdimenzioi €s azok kapcsolata az egyén Onképével
befolyéasoljak a konfliktusrol alkotott nézeteket. A modell a kutatdshoz Ting-Toomey
(1988) arculatvédés elméletével, a kommunikacios célok kategoriaival jarult leginkabb

hozz4, mivel erdsen statikus és nemzetekre lesziikitett kulturaértelmezésen alapul.

Hammer (2002) interkulturalis konfliktus stilusokat abrazolé modellje pragmatikai
alapokon nyugszik. Hammer arra alapozva vizsgalodik, hogy a nézeteltérések ¢és az
érzelmek hogy funkcionalnak kultirakozi kontextusban, és ez alapjan dolgozta ki

direkt/indirekt, érzelmi kinyilvanitas/elfojtas elméleti dimenzidit.
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Az interkulturalis konfliktus stilusmodellje négyféle megkozelitést vazol fel. A
konfliktus stilusok jol beazonosithatok, bar ezek alapjat is a kultirak nemzetekként

val6 kezelése adja.

A kutatasmodszer fejezet bemutatja a kutatas helyszinét, a kutatismodszertant, kifejti
a validitas és megbizhatdsag kérdését, és a kutatds korlatait. A kutatas gyakorlati
megvaldsitdsa sordn kiilonds hangstlyt kap az, hogy a résztvevok miként
tulajdonitanak jelentést cselekedeteiknek, tapasztalataiknak, benyomadsaiknak. A
kvalitativ adatok begytlijtése mélyinterjukkal, megfigyeléssel, dokumentumelemzéssel
¢s kutatasi napld vezetésével biztositotta azt, hogy a feltart eredmények hitelesek ¢és

megbizhatdak legyenek.

Az eredmények targyalasanal azokat az elemeket, tényezdket probaltam kiemelni,
melyek a leggyakrabban, és a legnagyobb intenzitassal fordultak eld. A fejezet elészor

a roma csaladokrodl és a tanarokrol nyujt hattér informéciot.

Az interjuk elemzése soran kideriilt, hogy mindkét félnek kialakult véleménye van az
iskola és a sziildi haz kozotti egylittmiikodés hidnyanak okair6l. A tandrok szerint
munkéjukat a leginkabb megnehezitd tényez0 a sziildi részvétel, a sziildi gondoskodas
hianya. Az interjuk néhany rejtett elditéletet is felszinre hoztak, miszerint a roma
szliloket nem érdekli gyermekeik iskolai eldmenetele, fegyelmezetlenek, nincs
felelosségtudatuk, nincsenek céljaik, és nem akarnak dolgozni, ami rossz mintat ad a

gyereknek.

A sziillék masképpen értelmezik a ’gondoskodds’ fogalmat. Mig a tanarok a
gondoskodas alatt a pontossagot, a felszerelés meglétét értették, a sziilok szamara a
gondoskodas az erételjes szeretet és védelmezés fogalmakat takarta. A roma sziilok
sztereotipidja is megfogalmazodott, miszerint a magyarok nem kényeztetik és szeretik

annyira a gyerekiiket, mint 6k.

A tanarok altal felvetett masik probléma a tisztasag kérdése volt. Megfigyelhetd,
hogy mindegyik csaladban, még ott is ahol nincs fiirdoszoba, a sziildk kiilondsen
kihangsulyoztak, hogy a tiszta ruha, a tisztalkodas mennyire fontos szdmukra. Az

elbeszélések alapjan az tiint ki, hogy a tisztasag a roma csaladok szdmara a
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beilleszkedés szimbdluma; azt fejezi ki, mennyire igyekeznek szakitani a régi

sztereotipiaval, hogy koszosak, apolatlanok lennének.

A masik kardinalis pont a tanari véleményekben a sziilok érdeklddése gyermekeik
tanulmanyai irdnt. A roma csaladok kivétel nélkiill mind kihangstlyoztak a tanulés
fontossagat. Nehézségeik leginkabb abban vannak, hogyan vegyék ra a gyerekeiket,
hogy motivaltak legyenek. Ennek oka valoészintileg az, hogy az ¢ szocializacidjukbol
hianyzik a tanulasra serkent6 sziildi minta. Sokan ki is fejezték ezt. A masik nehézség,
amire a sziillok hivatkoztak, az a fiatal lanyok korai érése, mely ellen Ggy érzik, nem

tudnak mit tenni.

Erdekes volt megvizsgalni azt, hogy a roma tanulok iskolai sikertelenségét milyen
okokra vezetik vissza a sziilok. Bizalmatlansag, diszkriminacid, mell6zés, ¢és a
kiszolgaltatottsag érzése keveredik a sziilokben és a gyerekekben egyarant. A dolgozat
bemutat olyan sziil6ket is, akiknek a gyerekei jol tanulnak. Elbeszéléseik alapjan

kideriil, mennyi kiizdelembe keriil mindez, ¢s mennyi aldozatot hoztak ezért.

A mélyinterjuk alapjdn megéllapithatd, hogy a roma sziil6k iskoldba vetett bizalmi
szintje tobb tényezd fiiggvénye. Az egyik ilyen tényezd a sziilok vélekedése arrol,
hogy mennyire talaljak igazsagosnak a pedagogust. Kénnyen bizalmukat vesztik, ha a
pedagogus megbantja, vagy megaldzza a gyermeket, kiilondsen masok elétt. Ha tgy
vélik, hogy igazsagtalansag érte gyermekiiket, a sértettség gyakran agressziv
kommunikécids stilusban tor a felszinre. Tobb sziild kifejezte, mennyire fontos lenne,
hogy érezzék, a tanarok gondoskodnak a gyerekrdl, hogy fontosnak tartjak ket. Sok
szill6 nosztalgiaval gondol vissza a régi idokre, amikor a tanarok bar fizikai
fegyelmezési eszkozokkel is éltek, mégis igazsagosabbnak tlintek. A dolgozat néhany
tanulsagos, de egyben igen szomoru torténetet tar fel arrdl, hogyan kezelte a régi

rendszer a roma kérdést.

A legintenzivebben felmeriilt téma az etnikai hovatartozés érzése volt. Vannak sziilok,
akik biliszkén wvallaljak, vannak, akik beletorédve, masok koézombosen veszik
tudomasul, vagy egyenesen tagadjak azt, hogy romak lennének. Osszetett tényezOk
vezetnek oda, hogy sokan megtagadjdk roma szarmazasukat. Erds intenzitassal meriilt

fel tobb csaladban az a probléma, hogy mennyire altalanosit a tobbségi tarsadalom a
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romakkal kapcsolatban. Sértének érzik sokan azt, hogy mig 6k probalnak tisztességgel
¢lni és beilleszkedni, allanddan egy kategoriaba soroljak dket. Tobb eset is példazza,
hogy a romak nyitottak a tobbségi tarsadalom felé, viszont tudatdban vannak annak,
hogy az elditéletek erésen élnek. Ez ellen ugy védekeznek, hogy megprobaljak
magukat elkiiloniteni az Oket negativan megitéld kornyezettdl és az tgymond
,bin0z6” romaktol is. Az ellendllas a bekategorizalassal szemben leginkabb ahhoz

vezet, hogy egyre erdsebb a széthuzas a romak kozott.

A roma csaladok igyekeznek beolvadni a tobbségi tarsadalomba, tehat szamukra
vilagos az iskolazottsag elénye. Erdekes eredményeket tart fel viszont a kutatas a
tanarok oktatdsba, sajat munkajukba vetett hitérdl. Ok nem hisznek abban, hogy

valéban kiemelkedhet az a roma gyerek, aki most kitind tanulo.

Felmertil a kérdés, hogyan lehet motivalni, kitartasra 0sztondzni a tanuldkat és a
sziiléket, ha maguk a tanarok sem hisznek abban, hogy munkajuknak meg lesz az
eredménye. Gyakran a kilatastalansag, elkeseredés tiikr6zddik a pedagogusok

mondataibol, mely érzés megkonnyiti a sztereotipiak, elditéletek kialakulasat.

Bar a kutatasok alatdmasztjak, hogy nagyon fontos a kulturalis hovatartozas érzésének
erdsitése, kideriilt, hogy a romék sem egységesek abban, hogy tobbet szeretnének
tanulni sajat kultarajukrol, megtanulni a nyelviiket. Az iskola, bar felvallalta a roma
kisebbség kulturajanak gondozasat, nem sokat tesz az ligy érdekében, inkabb a ,,cigany

iskola” megbélyegzés ellen kiizd.

Az eddigiekbdl talan kidertilt, hogy a pedagdgusok sztereotip képet alkotnak a roma
csaladokrol altalaban, és a megélt kildtastalan helyzet tulélésére bilinbak tedridkat
gyartanak. Nem biznak a szililék gondoskodasaban, tuddsiban, megélt
tapasztalataikban, ami sokszor kioktatdé hangnemben mutatkozik meg. A kolcsonos

tisztelet hianya jellemzi a sziil6i haz és az iskola kapcsolatat.

Az Eredmények értékelése fejezet célja, hogy a szakirodalom és a kutatdsi

eredmények szintézisével valaszoljon a kutatasban feltett harmadik kérdésre is.
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A fejezet a makro tényezOk feltarasdval kezdddik. A romadk helyzetét vizsgalva
megallapithatd, hogy Ogbu (1978) ’'nem Onkéntes’ bevandorldo csoportjaihoz
hasonldan a romak is Ggy tekintenek a tobbségi tarsadalomra, mint akik lenézik, és
negativ sztereotipidikkal bélyegzik meg Oket. A sziilok nem érezték mindig ezt az
ellenszenvet; sokan nosztalgiaval gondolnak vissza *uttérés’ élményeikre, amikor, ugy

vélik, nem volt kiilonbség roma ¢és nem-roma kozott.

Elgondolkodtatd ellentmondés ez annak tiikrében, hogy elbeszéléseikben ezzel
egyidejileg sokszor felemlegetik a ,,c” betli megbélyegzd hatasat (amit az iskolai
naploban a neviik mellé irtak), vagy a tanarok fizikai fenyitéseinek maradand6 lelki

emlékeit.

Az oktatasba vetett bizalom kérdésének tekintetében viszont eltérés fedezhetd fel Ogbu
(1978) csoportja és a vizsgalt csaladok kozott. Igaz, a sziilok a rendszerben, nem az
iskolaban biznak. A csaladok erdsen hisznek abban, hogy gyermekeik képzése jovobeli
boldogulasuk zéloga, de ahogy sokan kifejezték nem tudjak, hogyan 6sztondzzEék dket

tanulasra.

Vygotsky (1978) elméletére épitve a dolgozat megallapitja, hogy mivel a sziilok
¢letében nem volt jelen a tanuldsra biztatd sziiléi hattér, nem sajatitottak el azokat a
szliléi szerepeket, és azokat a modszereket, amelyek képessé tennék Oket, hogy
gyerekeik mentoraként, mediatoraként funkciondljanak, legalabbis az iskolai
elvarasoknak megfelelden. A sziil6k a pedagdgusoktol varjak a segitséget, €s emlékeik
alapjan van is elképzelésiik az idealis tanitd tipusrdl. Azonban a tandrok ezt haritjak,
mondvan, hogy a sziilékkel nem lehet egyiitt dolgozni, a tarsadalom késébb ugysem
fogja befogadni a jo tanuldkat, és elegiik van abbol, hogy toliik varjak el a helyzet
megoldasat, mikdzben ez tarsadalmi probléma. Somlai (1997), a modern tarsadalom
egyik hatdsanak latja a gyerekek szocializcidjaban résztvevok szerepelosztasanak

ilyen felborulasat.

A kutatasban szerepld iskola, annak ellenére, hogy nem Onszantabol lett szegregalt,
nem hajlandé tudomésul venni a roma gyerekek jelenlétét, igy Kyuchukov (2000)
bolgar tanulményahoz hasonldan itt is megallapithato, hogy a roma kultlra nincs jelen

az oktatasi tananyagokban. A tanarok ezt azzal magyarazzak, hogy szamukra nincs
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roma, nem-roma megkiilonboztetés az iskoldban. Az értekezés ramutat ennek a

hozzaallasnak a kovetkezményeire is.

Az er6s asszimildlodasi torekvés lehet az oka annak, hogy a roma sziilék egyre
kevésbé érzik, hogy fontos lenne kulturdjuk megodrzése, a roma nyelv tanitdsanak a
sziikségessége pedig egy az egyben elutasitisra keriilt. Ez Osszhangban van a

nemzetkdzi szakirodalom megallapitasaival.

Az értekezés felveti azt a sulyos problémat is, hogy a gyerekek csoporthoz tartozas
érzésének hidnya mennyire befolyasolja személyiségfejlodésiiket, identitastudatukat
(Hedegaard, 2005). A roma gyerekek a mai tarsadalomban két csoporthoz tartoznak; a
magyarhoz, amely tobbnyire a masik csoporthoz tartozonak tekinti dket, és a roméahoz,

mely kultara szdmukra gyenge gyokereket nytjt kulturalis ismeretiik hianya miatt.

A vizsgalat ezutdn a beazonositott tényezok miikodésére fokuszalt a kommunikaciod
folyamatdban. Hammer (2002) konfliktus sordan alkalmazott stilus valtozatai
kiilonbozoképpen jelentek meg a kommunikacid sordn, tobbnyire az etnikai
hovatartozas erdsségének, a konfliktus helyzet arculatvédésének (Ting-Toomey &

Oetzel, 2001) és a hatalmi viszonyok és szerepek elosztasanak fliggvényében.

A fejezet hosszabban foglalkozott azzal a kérdéssel milyen nehéz feladat lehet a
pedagogusok szamdra annak megéllapitasa az interakcid folyaman, hogy a sziild
melyik identitasa erdsebb (identity salience) egy-egy pillanatban. Ez kiilondsen azért
fontos, mert Durovic (2008) tanulméanya korabban jol ravilagitott arra, hogy a tévesen

megitélt identitas milyen kovetkezményekkel jarhat.

A gyakran problémaként felmeriilt kérdést, miszerint a sziilok kiszdmithatatlanok és
agresszivek, az értekezés a kulturalis keretvaltas jelenségével magyarazza. A sziilok
beszamoloi alapjan a dolgozat kovetkeztetése az, hogy kulturalis keretvaltast kivalto
mechanizmus lehet az er0s érzelmi behatas is, az identitas, az értékek és a
kommunikécioban elfoglalt pozicié fenyegetettségének érzése. A kulturalis keretvaltas
soran (amikor a roma identitas valik elsddlegessé) a sziilokben olyan erds
kategorizaciok, és elditéletek aktivalodnak, melyek - kiillondsen megélt tapasztalataik

tikrében - a masik fél szandékdnak, mondanddjanak és személyiségének
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félreértelmezéséhez is vezetnek. Kivaltodik a védekezési mechanizmus a vélt elditélet,
a méltatlan bandsmodd ellen, és ez a bizonytalansagérzet, a roma kultiraban
megengedett konfliktuskezelési stilusban nyilvanul meg. A tanarok ezt elleniik
iranyul6 agressziv, udvariatlan és kozonséges viselkedésnek latjak, mig a sziilok ezt a

dolgok ,,cigdny modon” vald elintézésének. Ahogy 6k mondték, ez a fegyvertk.

Sajnos a konfliktushelyzetek ilyen modon valod kezelése tovabb mélyiti a romak
agressziv természetérdl alkotott sztereotipidt, annak ellenére, hogy sok sziilé éppen a
visszavonulast valasztja ilyen helyzetekben. Az értekezés véletleniil sem kivanja azt
sugallni, hogy ez a stilus a romdk sajatja lenne, hiszen erre vonatkozdlag nem
ismeretesek kutatdsok, amik ezt megerdsitenék. A kovetkeztetéseim kizardlagosan a
szlldk és tanarok altal elmondottakra alapoztak. Ahogy a kommunikaciés modellben
ez kifejtésre keriil, az ilyen eseteket nem agresszioként, hanem az adott helyzetre vald

reagalasként kell felfogni, amely megfeleld technikéval kezelheto.

A konfliktus dinamik4jat befolyasold kulcstényezdk részletes vizsgalatat az értekezés a

kovetkezd kérdéskorokben targyalja részletesen:

» azitkozo értékrendszerek

* abizalom hidnya

* a masik csoportrol vélt kulturdlis, és az interakcidoban résztvevd személyrdl
alkotott személyes feltételezett tudas,

= abizonytalansag

*  az attribucidok

* valamint a célok és azok értelmezése, a konfliktus lizenetének interpretalasa

Ezeknek a tényezoknek a funkcioja a folyamat modellbe helyezve, példakkal

illusztralva valik vilagossa.

A kilencedik fejezet a folyamat modellt mutatja be. A negativ kapcsolatot leird modell
négy szakaszra épiil. A tanarok és sziilok talalkozasait nem egyszeri, hanem egymasba
kapcsolodd kommunikacios lanckeént képzeli el. Ezeknek a részei a Reflexio,

Tapasztalat, Tudds és maga az Interakcié. A modell feltevéseket fogalmaz meg a

318



kutatasi eredmények ¢s az elméleti attekintés alapjan. Az iskolai interkulturalis

konfliktus helyzetre vonatkoz6 feltevéseket az értekezés példakkal tamasztja ala.

» Az elso feltevés szerint, minden egyes konfliktushelyzetet befolyasol a résztvevok
korabbi taldlkozasuk végén levont, a konfliktushelyzet értékelésére és értelmezésére

vonatkoztatott reflexiodja.

= A reflexiok, kovetkeztetések, és a konfliktus helyzet okaira ¢és masok
viselkedésének magyarazatara vonatkoz6 magyardzatok alkotjdk meg az egyén

tapasztalatat.

= Az okok, amelyekkel a szereplok a konfliktushelyzetet magyarazzak,
meghatarozhatjak a kovetkezd konfliktushelyzet folyamatat és kimenetelét. Ennek
oka, hogy az adott magyarazatok alapjan a konfliktushelyzet résztvevoi tudast
képeznek a masik személyrdl és annak kulturdjarol. Ez a vélhetd tudéds sokszor

elfogult, kiilondsen, ha a konfliktust heves érzelmek, frusztracio jellemezte.

= Ez a feltételezett tudas képezi az alapjat az elvarasoknak, amelyekkel a legkdzelebbi
talalkozas elé néz példaul a sziild. Ezek az elvardsok vonatkoznak a masik fél

kommunikécidban betoltott szerepére, veélt céljaira, €s motivacioira.

» Félreértés adodhat szavak eltérd kulturalis értelmezésébdl is. Latszatra semleges
témak is gerjeszthetnek heves érzelmeket, kiilondsen, ha mas kulturdlis értékek,

jelentések kapcsolodnak egy szohoz (pl. tisztasag).

» Az interakcid kimenete jelentds mértékben fiigg a céltol, egymas céljainak
megfeleld értelmezésétdl. A félreértelmezett célok a kapcsolat romlasahoz

vezethetnek.

» Konfliktus helyzetet teremthet, ha a résztvevd felek nem megfelel6 modon alkotjak

meg (konstrudljak) egymas identitasat.

» A kulturalis keretvaltast kivalthatja az értékrendszerek, normdk és célok vélt

Osszeférhetetlensége, egymas identitdsdnak hibas konstrualasa.
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» Az interkulturdlis konfliktus helyzet kezelése olyan technikat igényel, mely csak
kulturélis tudatossaggal, etnocentrizmustdol mentes attitiddel, és interkulturalis

kompetenciaval kezelhetd.

Az értekezés gy talalta, hogy az IKK tényezdinek miikddése szoros Osszefiiggésben
all azzal, a sziilének éppen melyik kulturalis identitasa er6sebb az interakcid folyaman.
A roma sziilok folyamatosan formaljak ¢és atformaljak mind roma, mind magyar
identitasukat. Ahogy Hall és McGrew (1992) allitjak, a multikulturalis egyénekben
1évé kulturdk nem mindig férnek meg jol egymadssal. A roma csaladok erdsen
szeretnének a tobbségi tarsadalomhoz tartozni, €s ismerik is annak normait és
szabalyait, de ha azt érzik, hogy barmelyik (roma vagy magyar) identitdsuk sériil,
ahogy az el6z6 fejezet bemutatta, védekezésképpen roma identitasuk aktivizalodik. Ez

feltételezhetden nem megfelelonek itélt viselkedésiik egyik okanak magyarazata.

A konfliktuskezel6 kisebb modell erre épit, amikor megprobal gyakorlati utmutatot
adni a kulturdlis keretvaltdas kovetkezményeinek helyes kezeléséhez. A
konfliktuskezelésnek ez a megkozelitése olyan kontextusra alkalmazhat6, amelyben a
felek egy kulturdlis identitast (itt a magyar) osztanak, és a sziildnek van egy olyan
kulturalis identitdsa, amellyel a tanar nem rendelkezik (roma). Az alapfeltevése a
modellnek az, hogy a tanarnak, akinek a konfliktuskezelés a szerepe, arra kell
torekednie, hogy az interakcio soran mindkét fél a magyar kulturalis identitasat tartsa
elsddlegesnek. Ebben az esetben rendelkezik csak mindkét fél a kultira osztott
jelentésrendszerével, hiedelmével, normaival stb. (Ting-Toomey & Oetzel, 2001).
Persze ez nem jelenti azt, hogy a sziild ne valtogatna kulturalis kereteit, kiilondsen, ha
fenyegetve érzi a masik identitasat. A konfliktuskezelés masik fontos ’szabdlya’, hogy
a tanar a roma sziildnek mindig arra az identitasara reagaljon, valaszoljon vissza,
amelyik éppen érezhetden aktiv. A konfliktus helyzet kimenete akkor sikeres, ha
mindkét félnek a talalkozd végén a magyar identitdsa (Hungarian identity salience) az
erds. A konfliktuskezelés azonban megfeleld kulturalis hattértudast és kommunikacios

készségeket, interkulturalis kompetenciat feltételez.
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KONKLUZIO

A disszertacio elején felvetddott a kérdés, milyen mértékben befolyasolja két ember
kommunikécidjat kulturdlis kiilonbozdségiik, és van-e valdjaban kiilonbség az
interkulturalis €s intrakulturalis kommunikacio kozott. A kutatds arra a megallapitasra
jutott, hogy amig a kommunikal6 felek egymadst eltéré kultarajuk folytan tavolinak
érzik, és ez a nézet befolydsolja interakcioik sikerességét (Collier & Thomas, 1988;

Triandis, 2003), addig az interkulturalis kommunikacié kutatas egy legitim diszciplina.

Az értekezés a kultura fogalmat mindvégig rugalmasan kezelte, feltételezve, hogy az
egyén tobb kultura tagja is lehet (Jensen, 2004), és valdjaban a kontextus €s a kotddés
foka hatdrozza meg mennyire osztja csoportja érték, hiedelem és jelentésrendszerét
(Jenkins, 1997). A kulturdlis identitdst a szocialkonstruktivista felfogasnak
megfelelden pedig tarsas alkotdsnak (Berger & Luckmann, 1966) tekintette, amely a

masokkal valo tarsas interakciok soran formalodik.

A kvalitativ kutatds a negativ kapcsolatnak tobb tényezdjét is beazonositotta a
kutatasban résztvevok értelmezései alapjan. A leggyakrabban felmeriilt okok: a sziilok
részvételének, egylittmiikodésének hidnya; az értékrendszerek vélt kiilonbozdsége;
ellentétes nézetek az oktatasrol; az elditéletek és a negativ sztereotipia; a bizalom

hianya, és az identitas kérdése.

Az okok mogott szamos esetben fel lehetett tarni a kulturdlis eltérésekre
visszavezethetd problémakat. Ezek megjelentek mind az egymasrdl alkotott
sztereotipidkban, mind az egymassal folytatott kommunikéciojukban is. Tobb fogalom
pl. ,,gondoskodas” ,tisztasag” kapcsan lehetett kulturalis értelmezésbeli kiilonbségeket
felfedezni. Ezen fogalmak ko6zos értelmezése, tobbnyire a tanarok hidnyos kulturalis
hattértudasa miatt, nem jott 1étre az interakcio sordn, és ez sokszor fesziiltséget sziilt.
Egymas kulturdlis értékeinek elfogadasa, kiilondsen a személyes értékek (Nordby,

2008) tisztelete szintén problémaként jelentkezett.

A kutatds eredményei azt is megmutattdk, hogy a romdk hisznek az oktatési
rendszerben, bar nem igazan tudjak sziil6i szerepiiket kiteljesiteni ez iranyban, mivel

nem volt megfeleld mintdjuk. A kutatds meglepd eredménye volt az, hogy a tanarok

321



nem hittek abban, hogy a roma gyerekek helyzetén barmit is javithatna iskolazottsaguk

a tobbségi tarsadalom elutasito attitiidjére hivatkozva.

A szilék gyermekeik iskolai kudarcait tobbnyire a tanarok elditéleteire vezették
vissza. A sziilok tudjak, milyen tanit6 modellre vagynak, a tanarok ezt a jelenlegi

koriilményekre hivatkozva nem vallaljak fel.

A dolgozat legmarkansabban megjelend eleme a kulturalis/etnikai identitas kérdése
volt. Az értekezés kiemelte a csoporthoz tartozas kulcsszerepét a személyiségfejlodés,
a biztonsag, az onkép, a tarsas kapcsolatok formaldsdban, mégis aggasztd tényként
tarult fel az, hogy a romdk tobbsége ko6zOmbodsen azonositja magit roma
szdrmazdsaval, vagy egyenesen el is utasitja. Ez leginkabb abban nyilvanult meg, hogy
a szilék nem foglalkoztak a roma kultira tovdbbadasanak vagy a roma nyelv
tanitasanak kérdésével. A kutatas ezt az erds asszimilalodasi térekvésiikkel, a ,,biin6zo
romdkkal” valo allandd bekategorizélas elleni védekezéssel, az erds elditélettel valo

szembesiiléssel magyarazta.

Ezek a tényezOk a két fél kommunikacidjaban is megnyilvanultak, kiilonosen
konfliktus helyzetben. A tanarok sokszor kioktatd, lenéz6 hangnemben targyalnak a
szlildkkel, semmibe véve élettapasztalataikat, mig a roma sziilok, kiilondsen konfliktus
helyzetben gyakran viselkednek ,.elfogadhatatlan” modon. Az értekezés a kulturalis

keretvaltas jelenségével magyarazta ezt.

A tényezOk miikodését a negativ kapcsolat alakulasaban, kiilondsen a konfliktus
helyzetekben a folyamat modell foglalta dssze. A modell a kapcsolat alakulaséat a
reflexio, tapasztalat, tudas és az interakci6 szakaszaiban mutatja be. Az identitas, a
célok és jelentések értelmezése, az attribuciok, a kulturdlis €és személyes tudas
fontossaga mind szerepet kapnak a modellben. Zarasként a kulturdlis keretvaltas
jelenségére alapozva, a dolgozat egy lehetséges konfliktuskezelési megkozelitést is

felvazolt.

A kutatdsban részvevOk relativ kis szdma, és a kutatds helyszine, sziikiti az
eredmények altalanosithatosagat mas kontextusra. Az sem allithat6, hogy a kutatas

teljes képet adott a résztvevokrdl és az 0sszes valtozatot beazonositotta modelljében.
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Ennek ellenére, remélhetdleg a részletes etnografikus leiras, a résztvevok szavai €s az
esettanulmanyok lehetové teszik, hogy a kutatas néhany elemét mas hasonlé jellegli

kutatdsok is hasznositsak.

Attitidvaltasra, nyiltsagra, és a masik kultirajanak jobb megismerésére lenne sziikség
ahhoz, hogy a kutatas eredményei és kovetkeztetései beépiiljenek a tanarok és a sziilok

kommunikécidjanak  gyakorlataba, ezaltal javitva kapcsolatukat. Kulturalis

intelligencia és az interkulturalis kompetencia fejlesztésével lenne ez elérhetd.

A roma sziil6k hisznek az iskolarendszerben, a tanarokra véarnak, hogy tdmogassak,

segitsék Oket.

, Mindent elvehetnek téled, a ruhadat, a taskadat... a hajadat levaghassdk,

megvaghassak a borddet, de az eszedet, azt nem tudjak elvenni téled”

/ egy roma apuka kislanyahoz intézett szavai/
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