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1. Introduction

k The homogeneous linguistic and cultural space of the nation state is increasingly
proving to be a fragile artificial construct with crumbling foundations, Viewed in
historical perspective, we have known about its character as an artefact for quite
some time. The uniform linguistic and cultural nation has not always existed, quite
the contrary : itis a 19th-century invention, a project in which vast amounts of mon-
ey and political energy have been invested for some two hundred years now. The
wide range of regional cultures and languages that characterised old Europe was,
so it seems, successfully merged into a system of hermetic linguistic and cultural
spaces within which monolingualism was experienced as a more-or-less “natural”
state of affairs.

The myth of linguistic and cultural homogeneity has never represented the real
situation in Europe’s various nation states. Despite this, however, its actual linguis-
tic-cultural complexity has now attained a new historical level, primarily as aresult
of vast migratory movements. Consequently, ever greater linguistic, cultural, social
and political heterogeneity may now be found in arestricted area, affecting all Euro-
pean states. This development is particularly evident, however, in the megalopolises
of northern and western Europe. A city such as Hamburg, where just under one third
of the population has an immigrant background, and where the share of pupils with
immigrant parents meanwhile accounts for almost 50 per cent of the population, is
now less the exception than the rule in Europe.

Buthow can one approach the “new” phenomenon of multilingualism construc-
tively ? The public sphere, the educational system and politicians have proven help-
less in this regard. Public institutions (and not only in the sphere of education), in-
fluenced profoundly by the project of the monolingually conceived nation state, are
largely unable to deal with the new problems, and respond with the wrong instru-
ments to phenomena they find disconcerting, and which — with their institutional
grammar — they find completely abnormal and experience as a threat. The various
comparative studies on the educational system point to enormous deficiencies in the
school system, which is still a long way from adapting to the new situation.' There is
aray of hope, however, because, in Germany, reading results for young people with
an immigration background have improved considerably since PISA 2000.? Never-

Taylor, S. (2009). The Caste System Approach to Multilingualism in Canada- Lin-
guistic and Cultural Minority Children in French Immersion. In T. Skutnabp.
Kangas, R. Phillipson, A. Mohanty & M. Panda (Eds.), Social Justice Through
Multilingual Education. Toronto: Multilingual Matters.

I See OECD, PISA 2009 Results: What Students Know and Can Do. Vol. V: Learning
Trends: Changes in Students Performance since 2000. Paris 2010.

2 See Klieme, E. et al., PISA 2009. Bilanz nach einem Jahrzehnt, Miinster 2010,
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theless, the PISA 2009 study, too, shows that young people from immigrant back-
grounds in Germany still face huge disadvantages in both the first and the second
generations.” And the integration debate, which is totally hysterical at times, re-
flects a widespread insecurity that extends way beyond the educational system.

The debate needs to be carried out in a more objective tone. It seems, however,
that we lack the knowledge, based on experience, to approach the new problems in a
calmer and more and reasoned manner. The present state of multilingualism in ur-
ban contexts appears to be without precedent. But is this really the case?

Historically, multilingualism has always been the rule rather than the exception.
Multinational empires, such as the Hapsburg Dual Monarchy, the Ottoman Empire,
the Russian Empire (and its successor, the Soviet Union) have developed institu-
tional mechanisms for dealing with their own, specific varieties of multilingualism
and cultural diversity.’ Even the classical West European nation states — such as
France, Spain, England and Italy — have been compelled, over the past few decades,
to integrate what remains of their historically existing multilingualism into elabo-
rate institutional structures and to deal with them institutionally. One need only
think of Catalonia and the Basque Country, South Tyrol, Wales, Corsica and Brit-
tany.” Germany would appear, at first sight at least, to have escaped this trend. If one
looks more closely, however, it is evident that Germany, too, has its own autochtho-
nous linguistic minorities whose special features are recognised by the law and dealt
with by special institutional regimes.®

But how are the special regulations for the Sorbs, Danes and North Friesians
related to the integration problems facing the immigrant populations? Far more
than one might think at first. This is the underlying assumption of the present con-
tribution. In both cases, it is essentially a question of institutions adequately proc-
essing multilingualism — primarily in the field of education, and also in the electron-
ic mass media, in the way the administration and courts communicate with citizens,

3 OECD, PISA 2009 Results:Potentiale nutzen und Chancengerechtigkeit sichern. Paris
2010 (available electronically only: http://www.oecd-ilibrary.org/education/pisa-
2009_9789264095359-de).

4 See the contributions by Pernthaler, P., Das Nationalititenrecht Osterreich-Ungams,
and Zaffi , D., Nationalititenpolitik und Autonomie im Zarenreich, in: Pan, C./Pfeil,
B.S. (ed.).Zur Entstehung des modernen Minderheitenschutzes in Europa. Handbuch
der europdischen Volksgruppen Bd.3, Wien u.a. 2006, pp.42-106, 107-131.

5 See Stahlberg, D., Minderheitenschutz durch Personal- und Territorialautonomie,
Miinchen 2000; Ruiz Vieytez, E.J./Kallonen, M., Territorial Autonomy and European
National Minorities, in: European Yearbook of Minority Issues 2 (2003), pp. 247-281;
Hannum, H., Autonomy, Sovereignty, and Self-Determination, Philadelphia, rev.
ed. 1996.

6 See, in this connection, the recent work by Oeter; S., Die Entwicklung der euro-
piischen Sprachenvielfalt und die Rolle der Minderheiten, in: Bergner, C./Weber, M.
(ed.), Aussiedler- und Minderheitenpolitik in Deutschland, Miinchen 2009, pp. 151 -
175.
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in the promotion of culture, and in language use in hospitals, as well as in other so-
cial institutions.

Without any doubt, the problems facing members of traditional linguistic mi-
norities and those of immigrants differ quite considerably On the whole, members
of the “autochthonous™ minorities cannot complain of their being inadequately in-
tegrated, on the contrary: in a certain sense, they are too well integrated. In some
respects, their assimilation has progressed to such a degree that preserving a culture
and language distinct from German consumes a great deal of energy and time, such
as when it comes to establishing a special bilingual school system, as is the case with
the German-Danish minority in Schleswig-Holstein, and the German-Sorb minoz-
ity in Saxony. On the other hand, there are blatant shortcomings in the integration of
second and third-generation immigrant children, Without an adequate knowledge
of German, the appropriate (formal) certificates of education and, as a result, help in
gaining access to the labour market, a considerable part of the immigrant population
faces the threat of being branded a structurally reinforced underclass whose partic-
ipation in, and integration into, German society is quite precarious.”

Given these problems, the question arises as to whether it is not possible to learn
from experiences gained from classical minority protection measures — even to the
point of adopting successful institutional arrangements in order to find suitable an-
swers to the challenges presented by linguistic diversity in the “ultra-diverse” so-
cieties on which immigrants have left their mark in contemporary Europe.® This is
not a plea for an collective legal approach which collectively “recognises” immi-
grant groups as minorities that must be independently institutionalised, nor is it a
plea for concentrating exclusively on promoting their native tongues at school. It is
obvious that linguistic integration, in the sense of promoting immigrant children’s
knowledge of German as a vehicle of integration, is extremely important. Alterna-
tive ideas with a different focus or even demands have been raised neither by im-
migrants themselves nor in the academic context of German immi gration research.’
However, if one grasps bi- or multilingualism as a positive resource for human be-
ings growing up and living in this constellation, then school support becomes es-

7 See the in-depth analysis by Esser, H., Sprache und Integration: Die sozialen Be-
dingungen und Folgen des Spracherwerbs von Migranten, Frankfurt u. a. 2006,

8  See also Medda-Windischer; R., Old and New Minorities: Reconciling Diversity and
Cohesion, Baden-Baden 2009. See, too, Gamlen, A. , International Migration Data and
the Study of Super-Diversity. Gottingen (MPI MMG Working Paper No. 10), 2010.

9 There is still no evidence to support the assertion, often made in relation to the
“controversy over bilingualism” (see again Esser’s contribution in this volume), that
advocacy of a bilingual perspective entails implicit or explicit emphasis on the primacy
of the languages of origin. See, for instance, Reich, H. H., Die Gegner des Her-
kunftssprachenunterrichts und ihre Argumente. In: Deutsch lernen, Heft 2 / 2000,
pp. 112-126.
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sential; in other words, complementary to the promotion of a second language, im-
migrants’ family languages also need to be systematically developed.'’

The present contribution will begin by briefly examining the “state of the art” of
contemporary instruments of minority protection. This situation can be reconstruct-
ed relatively easily from the standard legal propositions contained in the two per-
tinent conventions of the European Council, i. e. the Framework Convention for the
Protection of National Minorities'' and the European Charter for Regional and Mi-
nority Languages.'? Their standards codify what might be considered the European
states’ common stock of regulations for the protection of linguistic minorities. The
second section begins by examining migration to Germany {(chapter 3) and then
looks at the linguistic situation of immigrants of both gender, which differs greatly
from that of the traditional linguistic minorities (chapter 4). In a fifth — synthesising
—conclusion, we shall attempt to draw some provisional conclusions: which instru-
ments from the toolbox of classical minority protection measures are useful for pre-
paring constructive answers to the problems facing immigrant groups today ?

The premise underlying these considerations is that multilingualism is, in itself,
a positive resource, and that its productive application and promotion can make a
significant contribution towards further societal development. For a long time, this
was viewed quite differently in the ideology of a nation state fixated on the norm of
monolingualism. Nowadays, however, in a world characterised by mass migration
and growing economic, social and political integration, it is almost impossible to
avoid critically questioning this assessment, and not to regard existing forms of
multilingualism as a positive step that deserve further promotion and development.

10 The “bilingualism controversy” essentially revolves around the question of whether
the promotion of bilingualism has any individual and social value for adolescents
living in a bilingual situation, or whether only the second language has any significance
or value. This question cannot be answered solely on a empirical basis. It inevitably has
a normative dimension, the disclosure of which is also an expression of intellectual
honesty. The arguments advanced in this controversy have been presented and pu-
blished many times. See, for instance, Gogolin, I/ Neumann, U. (Hrsg.), Streitfall
Zweisprachigkeit — The Bilingualism Controversy. Wiesbaden 2009.

11 The text of the Framework Convention can be viewed on the homepage of the Council
of Europe under: http://conventions.coe.int/Treaty/Commun/QueVoulezVous.as
pINT=157&CL=ENG.

12 For the wording of the Charter see the homepage of the Council of Europe under:
http://www.coe.int/t/dgd4/ education/minlang/textcharter.

2. The state of the art of legislation on minorities:
the protection of linguistic diversity in Europe

The protection of minority languages (or rather of the speakers of minority languag-
es) as a subject of international law is nothing particularly new. Here, it is worth
recalling the agreements on the protection of minorities* (Art. 27 IPBPR)* con-
cluded during the inter-war years, as well as the adjudication of the European Court
of Human Rights (ECHR), in the 1970 s and 1980 s, on the basic standards, derived
from Article 8 ECHR, for dealing with minority languages.”” These matters only
became an independent subject of regional (European) international law after
the far-reaching changes took place in Eastern Central and Eastern Europe after
1990. National conflicts re-erupted that had been put on hold for decades and which
were, in some respects, the direct legacy of the Paris Peace Treaties signed after the
First World War. Both the OSCE and the European Council took up this issue. The
endeavours of the OSCE soon culminated in the Copenhagen Document — the dec-
laration of the Copenhagen summit (1990).' This declaration constituted the basic
document formulating the fundamental material standards regarding the protection
of minorities; at the same time, there was further progress at the international level
with the creation of the office of the High Commissioner on National Minorities."”

In contrast to the above, the Council of Europe’s efforts to create internationally
binding treaties were far more time consuming. The project for a charter on regional
and minority languages, originally proposed by the Congress of Local and Regional
Authorities, gained new momentum thanks to the political changes of 1990."® At the
same time, endeavours were made to prepare a general convention to protect nation-
al minorities. A number of quite ambitious projects foundered on the resistance of
the member countries, however. This was especially true of the project for a proto-

13 See Hilpold, P.,Minderheitenschutz im Volkerbundsystem, in: Pan, C./Pfeil, B.S.
(ed.).Handbuch der européischen Volksgruppen Vol.3: Zur Entstehung des modernen
Minderheitenschutzes in Europa, Wien 2, p. 156 ff.

14 See Niewerth, J. Der kollektive und der positive Schutz von Minderheiten und ihre
Durchsetzung im Volkerrecht, Berlin 1996, pp. 71 ff., 80 ff., 96 ff.,131 ff., 143 ff.

15  See Hiligruber, C./ Jestaedt, M., Die Europiische Menschenrechtskonvention und der
Schutz nationaler Minderheiten, 1993, especially p. 42 ff., as well as Frowein, J.,
Rdnr. 8 zu Art. 8,in: Frowein, J.A./Peukert, W., EMRK-Kommentar, Keh! et al., 2.
Aufl. 1996, and de Varennes, F., Using the European Court of Human Rights to Protect
the Rights of Minorities, in: Pentassuglia, G., Mechanisms for the Implementation of
Minority Rights, Strasbourg 2004, p. 83.1f

16 On the endeavours of the OSCE see Thornberry, P/ Amor Martin Estébanez, M.,
Minority Rights in Europe. A Review of the Work and Standards of the Council of
Europe, 2004, p. 17 1.

17  On the office of the High Commissioner see Neukirch, C., Simhandl, K./Zellner, W.,
Implementing Minority Rights in the Framework of the CSCE/OSCE, in: G. Pen-
tassuglia, Mechanisms for the Implementation of Minority Rights, 2004, p. 159 ff.

18  See. Thornberry/Martin Estébanez (note 16), p. 137 f.




col supplementing the ECHR, (the European Court of Human Rights), and of the
proposal presented by the Venice Commission to draft a European convention on
the protection of minorities.'” Both agreements contained relatively powerful con-
trol mechanisms in the form of state and individual control proceduresz‘) —amove
onto new terrain that went too far for the states involved.? The core content of these
draft agreements was revised, however, only to reappear in much diluted form in the
Council of Europe’s Framework Convention for the Protection of National Minor-
ities. Basically, this convention again revised the general human rights and prohib-
itions on discrimination, specifically taking into account the classical problems of
ethnic and ‘national’ minorities.? It contains only a few isolated provisions that dea]
specifically with the protection of minority languages, however.

The situation is different with regard to the European Charter for Regional or
Minority languages, which was prepared — parallel to the Framework Convention
— for adoption and, like the Framework Convention, too, went into force in 1998,
The convention adopts a so-called ‘4 la carte’ approach. In other words, it lists a
large number (well over one hundred) of protective standards and commitments
to provide funding (graduated according to the degree of protection) for the
most important areas of language protection: the states are expected to choose a
certain number of these standards — at least thirty-five in fact — which are to adapted
to the specific situation of each of the languages to be protected.”

As the Language Charter goes into far greater detail on the protection of minor-
ity languages than the Framework Convention, the present contribution shall focus
on the protection standards contained in the former and on experiences gained so
far; here, we shall use Germany’s table of commitments as a benchmark for deter-
mining which instruments classical minority protection uses in practice.

We shall start with the field of education, whose importance for the preservation
of minority languages can hardly be overestimated. The Charter foresees a gradu-
ated succession of options for each of the five areas relevant to this field: kinder-
gartens and preschools, primary schools, secondary schools, vocational training,
and university education: pupils are educated in the minority language; bilingual

19  Foradetailed analysis see Niewerth (note 9) p. 206 ff., 211 ff.; see also Klebes, H., Der
Entwurf eines Minderheitenprotokolls zur EMRK, EuGRZ 20 (1993), p. 148 ff., as
well as Malinverni, G., The Draft Convention for the Protection of Minorities. The
Proposal of the European Commission for Democracy through Law, Human Rights
Law Journal 12, 1991, p. 265 ff.

20 See Niewerth (note 14), p 208 ff, 213 ff.

21 See Boysen, S., Binfihrung Rdnr.10, in: Boysen, S. et al., Handkommentar zur Eu-
ropéischen Charta der Regional- oder Minderheitensprachen, Basel 2011 (forth-
coming).

22 See Thornberry/Martin Estébanez (notel6), p. 100 ff.

23 See Thornberry/Martin Estébanez (notel6), p. 149 ff., and Elle, L., Die Europiische
Charta der Regional-oder Minderheitensprachen und die Sprachenpolitik in der Lau-
sitz, Bautzen 2004, p. 12 ff.

school mgdels, in which a part of the lesson is held in the minority language, and part
in the majority language ; instruction of all classes in the minority language’as a Sec-
ond or third language ; and, last but not least, the minimal option of Ouarantef;ino an
adequate curriculum in the minority language as a regular school :ubject for ctixil-
dren from the families of the minority concerned.? The Federal Republic of Ger-
many has chosen the fourth - albeit weakest — option for almost all languages (with
an eye on almost all the German states affected). On the face of things theré is no
reason to object to this, since it is, on the whole, appropriate for the soci’o-linguiqtic
situation of minority languages in Germany. However, we should not overlook‘the
fact that.a more suitable arrangement for preserving and promoting minority lan-
guages lies in teaching the children in the minority language itself, as has long since
been the case in a number of European regions (Catalonia, Wales, South Tyrcc)l and
countless regions in Eastern and South eastern Europe), or at least providing pelrt of
the schooling in this language, in which at least some of the subjects are taught in th
minority language.? srmie
If a decision is made in favour of the less effective options, an effort should at
least be made to observe the basic overall conditions applying to models of this na-
ture. Here, too, language is to be taught as an “integral part of the curriculum”,*{. e
at least as a (compulsory) optional subject taught in standard German school t,errﬁi—'
n.olo'g.y.27 Furthermore, the supply must also cover the demand in al] places where a
significant number of speakers live; continuity must be ensured at all levels of ed-
ucation.” In other words, a situation must be avoided in which the minority lan-
guage can be learned at nursery school, but not at primary or secondary school ;
only to be offered again in the upper forms of secondary school level II in (Volun:

24 ”(F)t? tl}lge specific éontent of the obligations contained in this option see Woehrling, J.-M
¢ European Charter for Regional or Minority Languages. A Crit; oM
Strasbourg 2005, p. 144 ff. S y Languages. A Critical Commentary,

25  Some comments on the efficiency and effectiveness of bilingual school models will be
presg:.t.lted in the following section. The explicit wording of Art. 8 Abs. 1 lit. (b) (iii), lit
() (iti) and 1it. (d) (111) of the Language Charter. . ' &
- E;ﬁ;&gg%ﬁlﬁgéldmg of Art. 8. Para. 1 lit. (b) (iii), Kt (¢) (iii) und lit. (d) (ii}) of

27 Asinthe concretisation of the provision by the Committee of Expetts of the Council of
Europe ~ see the 2nd evaluation report of the committee of experts on Germany of 16
Jupe 2005, paras. 247, 254 ff., available under: http:/fwww.coe.int/t/dgd/education/
r_mnlang/Report/EvaluationReports/GermanyECRML2_en.pdf, and the 3rd E\jalua—
tionsbericht des Expertenkomitees zu Deutschland of 3 April 2008 pglras 266 f.
404 ., 473 1., 550 ff., 666 ff., available under: http://www.coe.int/t/,(1g4/edilcati01;}

minlang/Report/EvaluationReports/GermanyECRML3 df; i
(rors 150, o 150, y _en.pdf; see also Woehrling

28 According to the Expert Committee’s interpretation of the requirements in Art. 8
Para. 1 (b) (iii) - see, for example, the 2. Evaluationsbericht zu Deutschland v. 16 J;Jni’
2005 (Anm.27), paras. 172 ff., sowie den 3. Evaluationsbericht zu Deutschla.nd of 3r
April 2008 (Anm.27), paras. 265 ff.




tary) study groups held outside normal school hours. Although this scenario sounds
absurd, it is more typical than unusual of the educational situation of the autochtho-
nous minority languages in Germany.”

Teacher training also presents problems. Taking seriously the obligations nor-
mally adopted with the ratification of the Language Charter would require massive
investments (and this is particularly true of the situation in Germany) in both quan-
titative and qualitative improvements in the instruction of instructors who teach ei-
ther minority languages or other subjects in the minority language.®” The second
constellation in particular calls for a qualitatively different form of teacher training
than that normally available to teachers teaching languages: be they domestic or
foreign. In addition to imparting the ability to teach alanguage ‘as a subject’, teach-
er training courses should also nurture teachers’ ability to teach other areas and sub-
ject matter in the minority language.”' So far, no systematic teacher-training pro-
grammes have been available in Germany that are geared to this task. Teachers
who are nevertheless employed in such ways have access to advanced or further
training courses only, which by no means provide blanket or sufficient coverage.

Unlike the standards prevailing in the field of education, regulations on the use
of minority languages at courts of law and in dealings with the public authorities
have no real intrinsic value when it comes to protecting established linguistic do-
mains or passing a language on to further generations. Symbolically, at least, such
regulations are supposed to secure minority languages certain areas of language
use, including that of the public sphere. This is seen as a gesture to speakers that
their language is not a mere “kitchen language” for use at home and in the family,
but, as far as communication is concerned, a fully-fledged language that can be used
anywhere, and whenever required: even for highly complex and technical admin-
istration and legal matters.” Where provisions on official use are taken seriously,
this also has the positive side-effect of compelling the state to develop correspond-
ing terminologies in the minority language for modern, technical-administrative
areas of application, and to create incentives to at least translate the most important
legal texts.*

Of very fundamental importance here, alongside the area of education, are the
mass media (especially radio and television) and more recently, the Internet, which

29  See the description of the situation in the 3. Evaluationsbericht des Expertenkomitees
zu Deutschland (Anm.27), paras. 45 ff., 51 ff., 190 ff., 257 ff., 323 ff., 400 ff., 470 If.,
544 ff., 666 ff.

30 According to the conclusions of the Committee of Experts — see, for instance, the 2m
Evaluationsbericht on Germany as of June 16™ 2005 (note 27), paras. 186 ff., 200 ff.,
481 ff., as well as the 3™ Evaluationsbericht on Germany as of April 32008 (note27),
paras. 212 ff., 276 ff., 417 ff., 486 ff.

31 See Woehrling (note. 24), p. 157.

32 On this see Woehrling (not 24), p. 159 ff.

33 On this see Art. 9 Abs. 3 of the Language Charter; see Woerhling (note 24), p 177 f.

is awakening ever greater interest™ The provisions of the Language Charter envis-
age that the state will at least assume the responsibility to guarantee both sectors a
sufficient supply of programmes in the minority languages. In a broadcasting con-
vention of the German variety, such provisions can easily become a nuisance: it is
almost impossible — with regard to both private and public-law broadcasters ~ to
guarantee a specific result. Here, the state has to at least explore all available ave-
nues in order to fulfil these requirements: whether in the form of corresponding li-
censing conditions, ‘must carry’ obligations, or appropriate programme commis-
sionBSSin the broadcasting legislation of the German states, as well as in state trea-

Finally, the Kulturforderung (promotion of culture), which is devoted to an en-
tire series of Charter provisions, deserves mentioning here. The Language Charter
expresses a clear preference for multi-level promotion schemes in which the actual
programme work is left to the representatives of the linguistic minority, with the
state funding the sponsoring organisations.* In this respect, the results vary consid-
erably in Germany : some linguistic groups have been more or less granted de-facto
cultural autonomy in the form of institutional sponsorship ; others live from hand to
mouth, inching their way from one project to the next, and sometimes even going
through phases without any sponsored projects.

3. The current state of affairs: immigrant minorities
and their educational opportunities in Germany

For many years after the Second War, Germany remained one of the most attractive
immigration regions across the globe. This trend is no longer apparent. During the
last decade, Germany has again become more of an emigration country. Even so, the
migration balance remains a positive, even though the annual increase in the num-
ber of immigrants has declined. In 2005, 18.3 per cent of the population had an im-
migration background. In 2007, the figure was 18.7 per cent.’

These figures conceal a wide range of legal statuses, which also have conse-
quences for the education system. Firstly, they can be roughly classified as foreign-
ers (ca. 9 per cent of the population) and Germans with an immigration background
(ca 10 per cent of the population. Approximately two-thirds of the latter comprise

34 On the importance of the media in protecting minority languages see the in-depth
analysis by Moring, T./Dunbar, R., The European Charter for Regional or Minority
Languages and the Media, Strasbourg 2008, p. 6 ff., 17 ff.

35 See Woehrling (note. 24), p. 200 ff., and Moring/Dunbar (note 34), pp. 35 ff., 48 ff.
36  Onthis see Art. 12 Para, 1 lit d,e and f of the Language Charter.

37  These and the following facts are based on: DeStatis, Bevolkerung mit Migrations-
hintergrund — Ergebnisse des Mikrozensus 2009. Fachserie 1 Reihe 2.2.




emigrants of German origin and/or their spouses and children who emigrated from
Eastern Europe after 1980 and found themselves in a privileged position vis-a-vis
other groups of immigrants. Of legal significance here, too, is the fact that approx-
imately 34 per cent of those with an immigration background who live in Germany
originate from European Union member states and thus enjoy extensive rights to
move freely within the EU.

Over the past two decades in particular, differences in the national origins of
immigrants have been quite considerable. Whereas in the 1980 s, most of those
who emigrated to Germany came either from countries with which “guest-worker”
recruitment agreements existed or from the former Eastern Bloc countries, nowa-
days the region of Asia/Oceaniais second only to the European Union in this regard.
The largest single countries of origin for immigrants remain Turkey and Poland, the
successor states to Yugoslavia, and the Soviet Union.

For educational institutions, a few other aspects are important that distinguish
the immigrant population from the traditional one. Groups of people with immigra-
tion backgrounds, for instance, are, on average, much younger than those without
such backgrounds (34.4 as against 45.3 years of age). People with immigrant back-
ground consequently account for a higher percentage of pupils and students at ed-
ucational establishments than the average for the population as a whole would sug-
gest. According to the representative PISA 2009 study, approx. 26 % of all 15-year-
old pupils of both sexes have an immigration background.” In a number of German
metropolitan regions, children between the 0 and 6 years of age with an immigration
background accounted for 50 % or more of the total number of children in this age

category. In these regions at least, we can expect a substantial increase in the number
of pupils with an immigration background in educational establishments in the fore-
seeable future.

Also of relevance is the fact that immigrants are more likely to live in precarious
social situations than those who have traditionally lived in Germany. According to
international comparative studies on school performance (e. g. PISA), the relation-
ship been educational success and pupils’ social and economic situation, as well as
the cultural capital of the family of origin, is greater in Germany than in almost any
other OECD member country that has participated in these studies.” Consequently,
the absence of general school-leaving certificates is more common among immi-
grants than amongst non-immigrants (approx. 14 % as against approx. 2 %). The
same is true of vocational certificates (approx. 44 % as against approx. 20 %.)
As a result of their low educational standards, people with an immigration back-
ground aged between 25 and 65 years old are often unemployed twice as frequently
as those without this background (approx. 12.5 % as against approx. 6.5 % of all
gainfully employed people) or those who are employed only marginally.

38  Klieme et al. 2010 (note 2).

39 OECD (2006) Where Immigrant Students Succeed — A Comparative Review of Per-
formance and Engagement in PISA 2003. OECD, Paris, OECD.
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schooling is obligatory only for children and yortllS;)I;:ogec\};rl;nﬁ;\}:est;:(iire‘l‘al o
Z:t); I;zilace (;f stlay’f;.or “residence” in Germany. Hence, although they have aC:il;tl?tr?(;
aschool, thisright cannot be asserted b iti Y
have a'right to be accepted by a specific scho)(/)lt.h ?Zfl?ltdhrzlrit;isci I}]/zlu?lo th:os elaffe'C;ed
gx‘ecilflous l?gal status face the danger of being completely exclude%dpfroﬁne \th .
tion. D.e'splte the unequal implementation of the human ri ght to education ;;Cfl'
no em;.)mcal connection between immigrants’ legal status and their ad. ssion to
educational establishments.*? on o
imeg;/;gznce sh?ws, hoge;er, that relationships do exist between group-specific
N practices and those related to young immi 5’ ‘

one hand, and their educational success onythe gt;r;ﬁz%rriﬁ;;z%? 1titeamrs' Oil -
accgrded (later) emigrants within the framework of integration ol,ic sg m eggs
particularly relevant that existed up until 2005 and were finan[;ed )f/or ie mt e,
out of the “Garantiefonds Schul- und Bildungsbereich” (a fund desiggled toriS (z)irrllsc e,'
German language courses for young adults). As a result, this group found }tpgelf in
mu'cf.l better. placed with regard to educational success than other immierant ..
Th1's 1s empirically evident in the fact that children and young people if the %roupsf
emlgl:ants from the former Eastern bloc countries (so-called (Spiit-) Aussie%ilm'lp (')
less disadvantaged educationally, than other immigrants. Hence, for example . al'e
than 60 per ?ent of those in this group gain higher qualiﬁcations’ as com Sl'eélm(?ifl
or}ly 40 % of all other immigrants.** Conditions for (Spit-) Aussiédler arezls bWl
with regard to both their entering the labour force and theirincomes: a roxiO ett]e .
16'per gent of them are unemployed, a far lower number than that fo-unljipamorrln a(t)ihy
er immigrant groups (approx. 38 %).* It is, therefore, essential to view the i%nmi:

grant population differentiatedly with res i
. lor spectto access to educat i
of social participation. onndoterfields

40 i/(;}lg;,d ﬁ.téllliechtsstatus LlI'ld Bildungsc_hancgn — Die staatliche Ungleichbehandlung von
. 276_28%fuppen und ihre Folgen, in: Migration und Soziale Arbeit, Heft 3/4, 2010,
41 gﬁiﬁ (h)Inati‘(/)n:s HEIAH;HI Right.s Cpuncil, Report of the Special Rapporteur to the rightto
ucati Asszgzg{y " é;ﬁﬁ}gﬁgggggﬁ g}gg;).any. Addendum to the Implementation of

42 Thereisno evid f childr i i
R ence of children and young people with a precarious legal status being

43 Séhn (note 40), p 278.
44 Sohn (note 40), p 281.




4. The current state of affairs: the languages of immigrant
minorities in Germany

Whereas many of the demographic features of the immigrant population can be de-
scribed in a relatively well-founded manner thanks to the official data and other sta-
tistics collected from a large sample, this does not apply to their linguistic situation.
The languages of immigrant minorities are not recorded in the European documents
that are cited in the second part of this contribution. Unlike the situation in other
regions to which immigrants have moved, no surveys have been conducted on im-
migrants’ mother tongues in the various countries of Europe.® In 2007, Hamburg
was the first German state to record the languages — apart from German — spoken at
home when children were registered for a place at school.

The fact that the data available on the national origin of the immigrants says little
about their linguistic situation is due to the fact that most countries across the globe
are multi-lingual. The following points illustrate this:

According to population statistics for the year 2007, approx. 55,000 immigrants
migrated from Turkey, approx. 20,000 from Poland, approx. 5,000 from Ghana,
approx. 2,500 from India and one person from Lesotho. According to demographic
data on languages, 34 languages are spoken in Turkey, 14 in Poland, 79 in Ghana,
436 in India and 5 - no less — in Lesotho.*® Reference to an immigrant’s country of
origin thus only provides a soft indicator of his/her linguistic situation. Estimates
made on the basis of regional surveys, suggest that — in the metropolitan regions, at
least — around 200 different languages of origin at least are spoken among immi-
grants in Germany."’

In contrast to the languages of autochthonous minorities, those spoken by im-
migrants in Germany enjoy virtually no privileges in the area of education. Differ-
entiated analysis is called for here:

Some of the languages spoken by immigrants are part of the canon of academic
foreign languages in Germany. This is true, for instance, of Russian, which is spo-
ken in a wide variety of dialects by immigrants from the various successor states to
the Soviet Union. It also applies to immigrants from the European countries where
the Romance languages are spoken, as well as to those from Africa and Latin Amer-
ica. In Germany, Italian, Spanish and Portuguese are counted among the official
school languages, even though they are taught relatively rarely at schools. And

45  Forasurvey of the strategies of the statistical survey of immigrant languages see Exira,
G. and D. Gorter (2001). The other languages of Europe. Demographic, sociolinguistic
and educational perspectives. Clevedon, Multilingual Matters.

46  Lewis, M.P., (Hrsg), Ethnologue: Languages of the World, Dallas, Tex 2009 SIL
International.

47 A survey conducted for the city of London revealed that ~ in addition to English —
approximately 350 languages are spoken by schoolchildren there: Baker, P./Mo-
hildeen, Y., The Languages of London‘s schoolchildren, in: P. Baker, P./Eversley, J.,
Multilingual Capital, London, Battlebridge 2000, p. 5-60.

this: also applies to many immigrants from Africa, India and the Asiatic countries
which French and English - as legacies of the Colonial Period — are amon tlhles .
fic%al languages, or those widely used for communication, However neithegr the 01{—
ficial documents on the foreign languages taught in both the cu;ricula andegl .
framework plans at schools relate to the task that native speakers of these langua §
Cf)l_lld Fake on nor is any consideration shown on a more practical level for t}%e sgzs
cific situation of these pupils. Reports on educational practice frequently point gu;
that learners who, in their daily lives, have access to one of the foreign language
taught at schools are not encouraged to choose the corresponding course(s) agnd %u-z
indeed actually prevented from doing so. One reason for this, among others, is that it
is more difficult to evaluate pupils’ performance in a foreign language v’v};en the
language concerned is also that spoken by pupils at home,*

Somg of the other immigrant languages have been granted certain privileges in
an EU directive that came into effect in 1977.% This directive recommends to kthe
me'mbe‘:r states that the children of “migrant workers” —i. e. from those countries in
whlch.mdividual member states have, or have had recruitment contracts for workers
—be given the opportunity to receive lessons in their native tongues in addition tg)
spppqrt in learning the language of the host country. Depending on “their domestic
situations and legal systems, and in co-operation with the countries of origin”
member countries ought to provide instruction in the immigrants’ native tongues 50
Sucl-1 lessons ought to fulfil a dual purpose, namely: to facilitate immigrants’ ir{t.f>~
gration into their host country, as well as to prepare them for their retumcto the coun-
try of origin.

This guideline forms the background for the establishment of so-called Mutter-
sprachlicher Unterricht which still exists in some of Germany’s western states. In
the German states this can be found in two different organisational forms and h‘ere
and there, as a combination of both: on the one hand as courses offered by the; Ger-
man state where candidates are resident, and integrated, in principle, into the stan-
dqrd curri.culum; on the other hand as courses offered by the consulates of the coun-
tries of origin in co-operation with the cultural authorities of the respective German
states. Courses of this nature have never enjoyed more than marginal status in Ger-
many. They have never been genuinely integrated into the standard school curricula
offered by the various German states. During the past decade, offers of such courses

48  Corresponding references can be found in the interviews with experts in Gogolin, 1./
Neumann, U/ Reuter, LR. (Hrsg.), Schulbildung fiir Kinder aus Minderheiten in
Deutschland (1989~1999), Schulrechtlich, Schulorganisation, curriculare Fragen
spr.aclghche Bildung. Miinster 2001. A more recent analysis of these positions i: re—’
quired.

49  Directive of the Council of 25 July 1 isi i

. y 1977 on school supervision for th y
migrant workers (77/486/EWG). pervision for the children of

50 {-‘xrt. 3, Counf:.il guideline (note 49); on the history of the guideline and a critique thereof
see Bops—Nunmng,. U., M. Hohmann, et al. (1983). Aufnahmeunterricht, Mutter-
sprachlicher Unterricht, Interkultureller Unterricht, Miinchen, Oldenburg.




have been cut back everywhere. There is, however, no reliable data on how many
pupils have taken advantage of them. The function of such courses within the frame-
work of the Berechtigungswesen has always been a matter of controversy. In some
federal states, pupils’ marks appear in the standard certificates. Only in exceptional
cases are pupils prevented from advancing to the next class. One of the structural
weaknesses of this form of instruction is that participation was—and in some regions
still is — conditional upon pupils having the nationality of the state concerned, or of
their at least being able to demonstrate credibly that their affiliation to an ethnic
minority that represents the specific language under discussion. Exceptions to
the rule have always been made.” However, exceptions prevent instruction courses
from being accorded the status of a “standard” curriculum that is principally open to
all pupils.

Among the other limitations associated with this measure relating to the way
immigrant minorities learn languages was and remains the fact that they are basi-
cally aimed only at immigrants who come from one of the eight states with which
agreements (on the recruitment of foreign workers) were concluded in the 1950 s
and 1960 s. Only a few federal states and regions have gone beyond these. In the
meantime, however, immigrants originating from more than approximately 200 dif-
ferent countries are registered in Germany. Although immigrants (along with their
partners and children who have come to join from the former states with which re-
cruitment agreements were signed) still constitute a significant share of the immi-
grant population in Germany, the measures taken will not be able to deal with the
growing linguistic heterogeneity arising from the diversity of countries of origin
noted above.

In addition to these “public” schemes aimed at promoting immigrants’ native
tongues, Germany — like all other European countries — offers a broad range of
so-called community schools. These are privately sponsored by the immigrants
themselves — often by their religious communities, parents’ associations, etc. —
with the aim of preserving their mother tongues and offering their children and
youths access to literature in these languages. Sometimes these schemes are con-
nected with the exercise of religious rites. Unlike in England® and France, for ex-
ample, information on such schemes in Germany, i.e. the form they assume, their

51  As in the case, for instance, with the bilingual teaching models that are jointly sup-
ported by the consulates in some of the federal states. In the Federal State of Hamburg,
for example, bilingual primary schools teaching pupils in German and Spanish or
Portuguese are co-financed by Spain and Portugal. The fact that some of the pupils
whose mother tongue is Spanish or Portuguese and who are taught in these model
projects, originate from Latin America or Affica is tacitly tolerated. Gogolin, L., U.
Neumann, et al. (2007).

52 Creese, A. and A. Blackledge (2010). “Towards a socio-linguistic of super diversity.”
Zeitschrift fiir Erziehungswissenschaft (ZfE) 13(4): 549-572.

intenti9ns and their extent, is available at best for certain regions or specific cases.>
When it comes to formulating assumptions on the number of pupils taking advar;t-
age of such schemes, there is just as little basic information as there is speculation
about which schemes are available in which languages. The achievements of pupils
participating in these schemes do not receive any public recognition. k

To su'mmarise, it may be said that the languages of imimigrant minorities in Ger-
many enjoy purely marginal status in the educational system. Only under excep-
tional circumstances are they integrated into the regular school system. When
they are, however, they are generally considered to be inferior than they are
when they are associated with participation in regular courses in a foreign language.

5. Conclusions

The situation of the languages of immigrant minorities is thus great similar to that of
a great number of “minor” languages of autochthonous minorities who very fre-
quently also find themselves in a completely marginalised situation in both the ed-
ucational system and the official language regime. The alternative for speakers of
these languages is bleak: either they become more-or-less completely assimilated

i: e. tbey try to escape the hidden discrimination practised at the expense of linguis-’
tic minorities by adapting to the way the majority uses language — or they adapt to a
state of social marginalisation in which not only the speakers themselves, but also
their children and grandchildren are denied full participation in society. The situa-
tion of Roma in many European countries provides merely the most drastic example
of this. It does not mean, however, that there are not countless other examples. With
re ga.u*d to individual speakers, and under certain circumstances, this entails their not
having a full command of a language, which may even mean (under certain circum-

stances) in both the majority and the family language. In other words, they master
parts of both languages, but neither language completely.™ If the language used by

families does not permit access to written language, their linguistic competence will

53 Fiirstenau, S. and H. Niedrig (2007). Jugend in transnationalen Riumen. Bildungs-
laufbahnen und Zukunftschancen von Migrantenjugendlichen mit unterschiedlichem
Rechtss.tatus. Jugend, Partizipation und Migration. Orientierungen im Kontext von
Integration und Ausgrenzung. T. Geisen und C. Riegel. Wiesbaden, VS Verlag.

54 This concept is popular, but it is based on a misunderstanding. It assumes the existence
of what could be called a “perfect command of languages”. In actual fact, however,
language, no matter how well developed, is always imperfect. The notion that someoné
has a command of the entire stock of expressions in a certain language is an illusion.
The reality is such that each and every person has a command of a greater or lesser
number of varieties or registers of a language (e. g. the register of everyday orality; the
register of an academic or vocational subject), i.e. depending on the situation o;' in
other words, concrete access to the respective register. ’



remain at the oral level. Such competence can, of course, be quite well developed.
On the whole, however, it will not suffice for the speaker to have a command of the
formal, standardised and publicly fully recognised variety of his or her language,
which is conveyed via the medium of writing, and whose acquisition depends on
a command of the written language. In many cases, the majority language is not
acquired to the degree necessary for participating extensively in society and enjoy-
ing a successful education. Studies show that even when foreign pupils complete a
full education at a German school, it often does not suffice for them to acquire “com-
petence in academic language, in other words: in a variety of language that is spo-
ken in public and command of which is expected from “successful” people*®,

If one or several persons fail to develop their language skills sufficiently, it will
have consequences for their social participation and also limit their occupational
opportunities. The remarkable thing — as experience gained from protecting tradi-
tional minority languages shows — is that the marginal status of the language of their
country of origin in the educational system will be accompanied by a low level of
language command: if people do not have access to literature in this language, it will
be almost impossible for them to develop variations in the language that are bound
to the medium of writing (such as literary or academic modes of expression).* Of-
ten, the purely oral language that people acquire from their families is heavily
marked by dialect. If written language, or rather “academic language”, which is
characteristic of the formalised domains of language used in literature, science, eco-
nomic and politics, is not developed further, people will not be able to use their fam-
ily language within the various contexts of modern professional life. In other words:
it will be almost impossible for these people to “capitalise” on it.

This unfortunate result of the marginalisation of languages of both immigrant
minorities and of a large number of autochthonous minorities stands in marked con-
trast to the public rhetoric of the various European states which, in a large number of
international and national forums, repeatedly stress the importance and value of
multilingualism for the various societies in a Europe whose countries continue to
grow together.

— Atthe level of the Council of Europe, the intrinsic value of linguistic diversity has
been emphasised in a number of conventions (especially in the European Lan-
guage Charter). The “Common Reference Frame for Languages” and the model

55  On the concept of “bildungssprachliche Fihigkeiten™ and their relevance for academic
success see Gogolin, I. et al., Programmtriiger ForMig: Forderung von Kindern und
Jugendlichen mit Migrationshintergrund. Bilanz eines Modellprogramms, Miinster
(just published)

56  Bilaysstok, E/Luk, G./Kwan, E., Bilingualism, Biliteracy and Learning to Read. In-
teractions Among Languages and Writing Systems. Scientific Studies of Reading (91,
43-61.

of bi- or rather trilingualism, pay tribute to the ideals multilingualism as a new
utopian model for Europe.

— Atthelevel of the EU, ever more people are pompously committing themselves to
the model of multilingualism.”” As enlightening as this might seem as a normative
model for a Europe struggling with a diversity of languages and cultures, the or-
gans of the EU and the member countries are finding it difficult to live this model
in practice.

— At the levels of national planning and of creating a general framework, great im-
portance has also been attached to promoting multilingualism — at least at the
rhetorical level of programme papers, plans and models.”®

If these models and rhetorical formulae were taken seriously, huge changes in the
orientations and supporting structures of the educational system would become
necessary. A functioning multilingualism under the conditions of modernity re-
quires a good command of several languages as both written and standard languages
—astate rarely attained by those speaking the languages of immigrant minorities in
Germany. A policy specifically aiming at multilingualism would demand the alpha-
betisation of migrant children in their respective countries of origin, with the par-
allel (disynchronous) promotion of German as an everyday and academic language.
Examples can be found in traditional schools for minorities which show that this
form of schooling can produce excellent results: as is the case at the schools for
the Danish minority in Schleswig-Holstein, which give children a bilingual educa-
tion; or the Sorb-German model schools “2Plus” in Saxony”. Measures to imple-
ment school policies that advance multilingualism would, with a relatively low in-
vestment (since people already speak the languages) allow Germany’s vast linguis-
tic potential (which already exists in the form of vital minority languages) to devel-
op, rather than to decline, as is currently the case. This especially true since the lan-
guages spoken by immigrant minorities are by no means simply languages spoken
over small areas , but are, in an age of globalisation, potential linguistic capital with
far-reaching application.

57 See, for instance, the decision of the Council of 21 November 2008 on a European
strategy for multilingualism, Amtsblatt. Nr. C 320 of 16/12/2008 pp. 0001 -0003.

58  See, for example, Chapter 3 of the National Integration Plan of the German Federal
Government, which attaches great importance to the promotion of multilingualism.

59 A scientific evaluation of the linguistic development of pupils of both gender at Sorb-
German model schools revealed that children who speak Sorb at home attained ba-
lanced bilingual skills. Their knowledge of German after six years in these model
classes was better than that of children from control groups who were taught in German
only. Furthermore, pupils who speak only German at home gain basic communications
skills in the Sorb language. See Gantefort, C.,/Migai, N.,/Gogolin, I./Roth, H.-J., Ein
Weg zur Zweisprachigkeit. Bilanz des Modellprojekts ,2Plus® sorbisch-deutsche
Schulen in Sachsen nach sechs Jahren wissenschaftlicher Begleitung. Abschlussbe-
richt an das Land Sachsen 2010. Z.P.v, Miinster 2011.
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The European Sprachenleitbild “2+4-1", which proposes fostering people’s 1.
guistic abilities in their native tongues, would, if consistently pursued, mean slaugh-
tering a number of “sacred cows” in the various national educational systems, Firgt
and foremost, there is the dogma that children in a specific linguistic and cultura)
region influenced by a nation state must be taught to read and write solely in the
majority language. Certain special arrangements in minority school systemg
have already contributed towards challenging this dogma (by way of exemptions),
A genuine policy aiming at multilingualism would, however, demand far more sys.
tematic use of the options that allow children to learn to read and write in their moth-
er tongues than national educational policy-makers care to admit.

Political and societal interest ought to focus on the level of language gained at
school in the learners’ mother tongues and the respective national majority languag-
es, and not on giving a certain language precedence —however that might be — from
the very start. Teaching pupils to read and write at primary school does not, inci-
dentally, solve the problem — as experience gained at schools with the traditiona}
minorities shows. The evaluation of the “2Plus” model experiment (see FN 46)
showed that the language(s) must continue to be consistently taught at secondary
schools, too, because the development of educationally relevant language skills re-
quires far more time than the four years of primary school teaching customary in
Germany. Under the present state of research, it is not possible to say whether
such policies place an exceedingly heavy a burden on the resources available for
education. What is needed here is an economic cost-benefit balance that takes
into account not only investment in a consistent multi-lingual policy, but also the
gains that could thus be achieved at the social, cultural and economic levels. Anyone
wanting to properly implement a truly consistent multi-lingual policy in the sphere
of education would have to establish new legal norms, adapted to the modified mod-
el, for the school educational system. When developing these norms, it would be
possible to draw, on a grand scale, on experience gained with the legal regime pro-
tecting traditional linguistic minorities. In this legal regime (part of which was in-
stalled decades ago), reliable figures, based on experience, are available on how cer-
tain institutional arrangements interact, which mistakes and dead-ends ought to be
avoided, and which forms lead to considerable success in certain contexts. Hence,
guidelines must therefore be, on the one hand, the interests and needs of the pop-
ulation groups affected. Social discrimination against, and marginalisation of, these
groups must stop. New school programmes must offer credible alternatives that give
the children concerned opportunities to become occupational integrated and to par-
ticipate socially without becoming alienated from the lifestyles and traditions of
their parents. On the other hand, schemes of this nature should definitely not be mar-
ginal, squeezing the pupils affected into additional courses held during peripheral

hours outside the regular school curriculum.® There are good reasons why the per-
tinent provisions of the European Charter for Regional and Minority Languages on
education demand that corresponding school courses should be offered in minority
Jlanguages “as an integral part of the curriculum”. This is one of the constant points
of contention whenever it comes to the practical realisation of the treaty: From the
standpoint of the committee of experts (as the pertinent “treaty body”) such inte-
gration into the regular curriculum (i.e. having the status, in Germany, of at least
one voluntary compulsory subject) is absolutely essential if the schools are to offer
courses in the minority language in ways that credibly “regularise” a multi-lingual
education. From the perspective of the governments affected, this insistence is rath-
erirritating, for, after all, very many models for “educating minorities” are based on
a marginal position of teaching lessons in the minority language. From the stand-
point of the Minister of Culture, “regularisation”, in the sense of integration into the
curriculum, would simply cost too much money.

If multilingual education is to succeed, the languages concerned must be used
regularly at school. The very different arrangements made in the classical minority
schooling approach show various ways in which this can be achieved. There is no
single standard model of multilingual education: hence this contribution cannot ar-
gue in favour of applying tel quel a specific model of multilingual education from
the domain of minority schooling to immigrant groups in Germany.®' There is, how-
ever, one thing that people can learn from the wealth of experiences that the classical
linguistic minorities have had with muiti-lingual school education, and that is to
stabilise the variety of options and of multilingualisms over the next few genera-
tions.

There is great scope for designing a system of multilingual school education: the
options for flexible use of supplementary resources, such as those available to the
immigrant communities themselves, are considerable. It is high time that the enor-
mous potential and opportunities for both cultural and economic development,
which go hand in hand with the existence of increasingly mass phenomena of in-
dividual multilingualisms, can no longer be wasted by marginalising existing is-
lands of multilingualism.

60  On the reality of the institutional embeddedness of languages of origin in Germany see
Langenfeld, C., Integration und kulturelle Identitdt zugewanderter Minderheiten,
Tiibingen 2001, pp. 44-209.

61  Hartmut Esser’s comments are mistaken here when he insinuates that we “resolutely”
advance positions for diverse groups of migrants in Germany; the same regulations
ought to be created especially in the educational system as those that already in exist in
minority schools. The transferability of certain arrangements from the minority school
system is a research question that requires urgent clarification; we merely advocate
taking up this research task instead of repressing it for being “bothersome”,
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2.5. A Reaction to Gogolin and Oeter

Hartmut Esser

Ethnic inequalities in education and, more generally, ethnic stratifications in the
West-European industrialised nations as a result of more recent international mi gra-
tion movements, are without doubt a problem for society that demands our full at-
tention and requires open reflection. The public debates are full of assumptions
about the causes of these and there is no shortage of suggestions about how to rem-
edy them, occasionally with reference to scientific proof, but also often influenced
by certain interests and ideological prejudices, a fact that some of those putting for-
ward such proposals hardly attempt to conceal. Taking a somewhat simplified ap-
proach, the different standpoints can be divided into two camps. The first assumes
that the immigrants in question do not migrate as collectively associated “minori-
ties” (and also do not see themselves as such), but as individual families and/or ex-
tended families. Accordingly, all measures that aim to deal with the problems as-
sociated with every migration movement can be solved most effectively by address-
ing the respective problems on an individual basis, for example, by providing sup-
portin schools or by solving problems in communications with public authorities or
services providers. In other respects, the increasing “heterogeneity” within society
brought about by immigration is understood as a diversity of milieus and lifestyles
thatis to be welcomed. These should live side by side and enjoy equal rights but, like
other milieus and lifestyles, they do not require any special organisation on the part
of the state. The other position, by comparison, favors institutionalisation of the cul-
tural and language heterogeneity that immigration has brought about at a collective
level. The solution to the problem of integrating immigrants and the emerging het-
erogeneity ina collective “acceptance” of the diverse immigrant groups would be as
independent institutionalised minorities within the framework of the respective na-
tional states.

The two positions become particularly clear if we look at the question as to how
the respective receiving societies should deal with language heterogeneity — which
is in process of constant change — particularly in an attempt to avoid possible mar-
ginalisation of immigrants and ethnic stratification, that may occur if not immedi-
ately, then at least over generations. On the basis of this, the individual model as-
sumes that having a command of the language of the respective receiving context
(national, regional, local, institutional) is a basic prerequisite for success in the ed-
ucational system and on the labour market and therefore a vital factor in preventing
ethnic stratifications. Promoting (second) language skills is thus one key to solving
the problem of the “structural integration” of immigrants (and their children), and
this solution is understood as ensuring equal opportunities in education, on the la-
bour market and chances in life in general. And that, taking this into consideration,




tegration, not only for immigrants (see p. 177 £.) And secondly, the necessary insti-
tutional measures, the “establishment of new legal standards adapted to fit in with
the alered model”(p. 192), the “systematic presence of the language in question”
(ebd.) and the corresponding consistent promotion of the immigrant language
throughout the entire education system have been implemented hardly anywhere
to date. However, if one changed this situation, the “social discrimination and mar-
ginalisation”of immigrants could “end” (ebd.). Which is why, they conclude, it is
high time to undertake the necessary measures to make this happen. One piece of
proof in this respect, they explain, is the obviously relaxed situation of immigrants
from Eastern Europe and Russia who, thanks to their special circumstances, includ-
ing their legal “privilege” have found themselves in a collectively more favourable
environment with a better supportive framework from the very beginning (p. 185).
To put it briefly, it is assumed that, by transforming the individual status of immi-
grants as a mere aggregate of families and networks without further institutional-
isation to bring about a collective “acceptance” of them as an institutionalised “mi-
nority”, the problem of ethnic stratification and (thus) the problem of integration in
society will be solved more satisfactorily and on a more sustainable basis, and the
potentials that result from the emerging heterogeneity can finally be exploited in
real terms.
The question concerning the relationship between minorities defined by cultur-
al, religion or language as independently institutionalised collective units in other-
wise modernised, functionally differentiated and strongly individualised industrial
societies is too far-reaching for a short essay, which does not provide the space to
deal with the associated sociological, historical, legal, normative and political ques-
tions involved. In the essay by Gogolin and Oeter, some of these further-reaching
aspects are certainly addressed implicitly and a full analysis of their proposal would
have to go into these in detail (see more on this below). However, the clear focus —
which makes matters more simple — is placed on a problem that is easily definable.
At the heart of the matter is the question concerning the efficiency of measures to
promote native language skills with respect to the social and, in particular, the struc-
tural integration of immigrants and their children in comparison to other conditions
and measures. For example these include the early promotion of the respective sec-
ond language competences without taking a specific look at the first languages of
immigrant children. That s precisely the question which has already been dealt with
in great detail in the so-called “bilingualism controversy”! and which continues to
define the debate concerning an education policy that is adequate to deal with the
emerging diversity. If we do not want to reduce the discussion to whether different
languages have a value per se and do not want to leave out the economic aspects,
then the question arises concerning what benefits can be expected if the proposals
are carried out and how much they will cost. If we are not able to do everything si-
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multaneously and immediately — then how are we to set priorities, both with respect
to the measures to be taken and concerning the (immigrant) groups in question?
With regard to the central question this throws up concerning the efficiency of
measures to promote the native languages (in comparison to promoting the second
language which might be “one-sided”) in schools, current scientific research has
clearly proved that there are practically no effects whatsoever —either of a positive,
or of a negative nature. Behind such considerations, we have the hypothesis from
James Cummins, which states that learning the second language can only develop if
progress is made in the first language. This was also cited recently by Turkish Prime
Minister Erdogan in connection with his demand some years ago to set up Turkish
schools and keep up Turkish nationalism in countries outside of Turkey. However,
the Cummins hypothesis has not been proved empirically even after decades of
countless attempts to do so, at least not with the consistency and to the extent nec-
essary to reach such conclusions.? It has also not been possible to establish any ef-
fects that promoting the native language may have on academic ];)6:1"[‘01rmamce.3 The
debates and publications on the “bilinguality issue” have also not changed in this
respect and we are still waiting for proof that will give us an answer to the question
often asked which is actually simple to answer.*

From time to time, efforts have been made in this respect to carry out studies that
would seem to prove that bilinguality really does have positive effects on cognitive
development: learning two or more languages obviously leads to such effects, even
long-term stable effects such as reducing dementia in old age.” However, this has
nothing to do with promoting the first language, but rather is due to the fact that a
new language is learned in addition to the native language. This seems to leadtoa
cognitive mobilisation in general. We can also regard the “DESI Study” in a similar
light. It has often been cited in past debates as proof of this hypothesis, as it shows
that children of immigrants obviously learn English better than children from indig-
enous families.® This, however, can hardly have anything to do with competences in
the native language, because it cannot be expected that native-born children are
worse in this respect than immigrant children. It is more likely the same effect
that can be seen in the cognitive mobilisation that comes when a child is confronted
with learning a new language in addition to the native language. One could presume
that English is something like a third language for immigrant children, while that is

not the case among the indigenous children, for whom English is only the second
language and they have therefore not yet been able to experience a mobilising effect
prior to that. However, the results of the DESI Study have not been confirmed by

See Esser 2006: 263 ff.

3 Esser2006, Section 5.4. See more recently, now also with objective assessments of first
and second language among Turkish children and parents: Dollmann 2010: 107 1f.

Esser 2008b: 85 f.
5 See, for example, Bialystok 2008: 53-69.
Hesse/Gobel/Hartig 2008: 215 {f.

newer s s the regi i
) WI/)eé sulrveys su?h asthe I'egxonal comparison carried out by the Institute for Qual-
thye r(\)/e opment in Edu'cauon (IQB)in 2010.” What is more, the results arising from
e lc)as ?L?ufn of mmofnty languages can no longer be interpreted, which has been
p to now, as if they were a consequence es
he ca of the competenc he r
tive first language®. The first la i five otficial e
. nguage 1s generally the respective offici
of the country where these minorities li i o the Alkatian poci
se muinorities live (like French for the Alsati i
France). Learning the respecti inori case, Gorman iam D
' . spective minority language (in this case, Ger i
1s nothing more than learnin i e i Alsace)
g asecond language with all of the associ iti
mobilisations this entails. In cases li is, as 1 it T el e
- In cases like this, as well, an effect that, i
( - ( ass , , at, if at all, has to do
W:?) leai ning a new ldn.guage 1s interpreted as an effect caused by the first language
o rzllre yf.corr;pl ehensible false conclusion used to rescue the hypothesis that per
g a furst language leads to effects that facili i _
 a fir s cilitate the learning of a second |
guage.” Ultimately, it is also hardl  Eastorn
, y the legal status alone of resettlers fr
Europe and Russia that explai i rion parteti
plains their greater structural integrati i i
e that expl gration, particulary in
;;;?Edlés-%n t?o ’gtkllrklsh immigrants and their children, as introduced in an essa; by
a Sohn. e states that the children of res
. resettlers from Eastern Europe a
’ § nd
RrL;stism t.lad lrcl:Ieiir anantages from the very beginning in all relevant areas opf inte-
;gakin?gn in { e 1elcel\l/<mg country compared to other immigrant groups and — after
a closer look at the immigration circum is-2
: stances — even vis-a-vi i
: oser"oox 4 : V1S native-
23; n c}.nl‘ihen. This was also sgpported in the course of further integration by cer-
tan .pflwueges such as the provision of language courses (even though there is no
) pmczg ly sopnd datz} about this). In addition S6hn argues, this group is a special
fozu;t)’o 11211m1grants in that they identify almost completely with the receiving
coun Iydz.m have turned away emotionally from their origins — something which
18 Very1 ifferent among Turkish immigrants. This, if it was true, would be a prime
faxtamp.) e of the massive effect that an “assimilative” basic orientation has on the
in epslljty and §peed of a successful structural integration — perhaps also supported
iia‘ltn y cer tain collective privileges, which however are nor aimed at an ethnic mi
rity position or at promoting the original y e
ponw 1 g ginal language. However, exactly the opposite
‘ To put it bn.efly, the bengficial effects of promoting the native language accord-
;ng to thg previously submitted evidence obviously do not exist and the Cummins
P ()ilé):)tlhes;ls has also failed to gain any empirically sound foundations even after dec-
o s-In the course of the debate, this hypothesis was soon dropped without further
’ .cusm.on an@, 1.nstead, the value of language diversity per se was emphasised as a
1ormative principle that does not require further explanation; as a political goal set

Béhme/Tiffin-Richards/Schipolowski/Leucht 2010: 220 ff.
8  As for example Perir 2002: 433448 ; Bournot Trites/Reeder 2001: 27 -43.
See for example 2008: 7; Esser 2008a: 3.
10 Sohn 2010: 14-17.

Il For example, in th : g i i
b 11)7 f e performance measurements in the PISA Studies; see Esser 2006:




by the EU or as a potential that should not be judged merely from the point of view of
efficiency'? —and yet this was also not the issue involved in previous considerations
of the question concerning empirically provable effects for the educational and ca-
reer opportunities of children. And now this hypothesis has been taken on board
again, as if nothing had happened.

What, by comparison, has been proven regularly, are the strong cognitive mo-

bilising effects of learning the respective official language of the country, also in the
form of language “assimilation”, that is, no matter whether the native language
skills are given up or have deteriorated. The effects here are even more sustainable
the earlier the corresponding contact with the receiving society takes place. If there
is one measure that mitigates the many problems of integration right from the very
beginning then this is, according to everything we have learned up to now, having
children attend pre-school in ethnically mixed groups®, if possible mandatorily.
What works is not separating the children into independent language worlds
with their respective minority languages. One could also put it this way: if the fam-
ily fails to ensure that the necessary language acculturation to the education system
of the receiving society happens, then the educational institutions must step into the
breach and enable the necessary intercultural contacts — the earlier and longer, the
better. This, of course, should not have any effect on measures that might be pro-
vided to deal selectively and specifically with the respective problem in guestion in
(pre-)school, measures that also include support by teaching in the native language.
Such measures, however, can cease as soon as the problem has been solved and
should only be seen as long-term measures if the problem occurs re gularly —perhaps
because of continuing immigration or due to a lack of successful integration. With-
out a doubt, it would also be a good idea to pay more attention to the cultural, reli-
gious and social backgrounds of the immigrant children in educational institutions,
just as schools always have to deal with the particular heterogeneous and changing
circumstances of their pupils. However, that is not what we mean when we talk
about minority perspectives, which tend to regard the organisation of lessons in
the original languages as a rather divisive institutionalisation.

One could also certainly justify promoting native languages, as was done in the
debate above and allusively in the essay by Gogolin and Oeter, by defining thisasa
normative or political value per se. This does away, at least initially, with the ques-
tion concerning efficiency as well as the matter of other benefits or costs and side
effects. That paper argues in favour of both the high potential and the benefits for
society that come from language, as well as cultural and ethnic diversity, and there-
fore from the diverse native languages. It is for this reason, it states, that it would be
advisable to redefine immigrants as minorities and re-organise the education sys-
tem (and other areas such as the media). “An economic cost-benefit analysis” also
with respect to the possible “gains that could thus be achieved at the social, cultural

12 See, among others, Gogolin/Roth 2007: 32 f.; Gogolin 2008: 19 f.
13 Compare for example Becker/Biedinger 2006: 660684, Becker 2010: 139-163.
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pluralisation. For these reasons, Jiirgen Gerhards for example, positioned himselfin

his recently published book about “multilinguality in the united Europe”'® clearly
and with good reason against the current language policy of the European Union

which, like the proposal put forward by Gogolin and Oeter, promotes the language
heterogeneity and the minority languages in Europe and, in doing so, perhaps cre-
ates exactly what it aims to prevent, that is, the marginalization of those who do not
have a command of those languages which, according to the Babylonian super-di-

in particular English. This

versity of Europe (and the world) actas a lingua franca,
argument can be taken further in the case of immigrants to include the function and
the consequences Of deficits in having a command of the language of the respective

receiving context: while that may not be everything, without such a command, this
everything is almost nothing in terms of integration. If, by comparison, trans-cul-
tural understanding was safeguarded by everyone having a command of a respec-
tively relevant lingua franca, every further language and other types of pluralisation
would be possible and the then possible trans-cultural bonds would provide every
opportunity to exploit the diverse potentials that are always being talked about. But
only then! In the case of immigrants, or a least some groups among them, however,
we cannot expect this prerequisite to be fulfilled and, if itis not possible to do every-
thing all at once, priority should actually be givento promoting the respective lingua
franca. This includes learning the language of the respective receiving context and
then preferably English as well. Or, if the global language situation changes, the
emerging lingua franca.
If one justifies restructuring the education system to make it into a minority re-
gime by citing the value of languages per se and exclusively froma normative point
of view, it would actually be advisable to take into consideration every variety and to

do so again and again when faced with the immigration of groups that have not yet

been present or established as minorities. However, this is not possible, no matter

how well-intentioned policies may be. That is why, unawares, we come back once
again to the problem of efficiency, cost and effort. Ifitis not possible to carry out the
necessary institutionalisation for all of those involved and for all conceivable
groups of immigrants, we must define criteria with which this can happen — even
if one wants to believe that there are no differences in the usability and value of
the languages. This means in real terms that we have to define which immigrant
groups and language communities should be included and which not. One factor
that would seem to make sense is the criterion of group size, because in all proba-
bility this would be more advantageous than in the case of very small language mi-
norities or even individual persons. However, this would necessarily create some-
thing that we are aiming to prevent, namely the institutional discrimination of all of
those groups who, based on their group size, do not fit in to the newly-established,
multi-ethnic mainstream of integrated minorities. In a world of ongoing and hard-
to-forecast new waves of immigration this would be the rule.

16  Gerhards 2010.
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That is why we can take the debate down a level. The West would not be under
threat if there were Turkish, Russian, Polish or Vietnamese schools, especi
realistically seen, they would probably be used by the respective elites, wh
certainly be willing to accept a certain superfluousness in their usefulness.
er, this would not bring about a solution to the problem of the ethnicity-based lack of
(educational) equality, which is a problem for immigrant children in the lower strata
of education and those living in difficult circumstances, whose problem is not def-
icits in their first language, but very clearly deficits in the language of the receiving
country. They, unlike the elites, cannot afford the luxury of uselessness. Therefore,
it would be completely irresponsible, if this was merely left by the wayside, espe-
cially in view of the scientifically proven evidence of this uselessness.

Taking a broader look against the background of this problem, one has to ask
finally and briefly whether and how the establishment of independently institution-
alised collective units on the basis of ascriptive characteristics such as ethnic back-
ground or religion “fits” into the modern, functionally differentiated and clearly in-

dividualised industrial societies of the West, which are based on market exchange

and which are the preferred destination of international migration. At any rate, ply-
ralisation at a collective

levelis not imperative for the development of the potentials
of the emerging “super diversity”. Modern societies in particular, which are built
upon the principles of an unrestricted exchange of information and goods and
the norm of individual equal opportunities, have always provided room for even ex-
treme forms of cultural, language-based, reli gious and ethnic diversity, something
that is inherent in their structure, as it were, 1° Everyone can—in principle and within
the framework of the law, and also without strong identification with the receiving
country — maintain, relinquish or learn any and every form of language-based or
cultural variety. This is also something that entire groups on the basis of a voluntary
association or even as an institutionalised “minority” can do. This also includes the
variants of clear forms of maintaining a transnationally organised nationalism,
Open societies can tolerate this and they do not demand or enforce an “assimilation”
in any way whatsoever, even if this, in some aspects, as with deficits in |
competence, leads to serious individual disadvantages and the annoyance
stratification. In such societies all forms of multicultural constell
able and possible, including the individual variants of social div
lieus and lifestyles and the collective ones such as the establis
norities. Initially,
lective organisati
that are not actua
viduals involved

ally as,
o would
Howev-

anguage
of ethnic
ations are conceiv-
ersity of ethnic mi-

hment of ethnic mi-
we do not need to answer the question as to what extent the col-

on of minorities on an ascriptive basis generates transaction costs
lly necessary and is likely to restrict the perspectives of the indi-
in the long term, who then tend to want to leave the constrictive-
ness of the ethnic boundaries as soon as opportunities arise. The gradual deteriora-
tion of the Dutch system of pillarisation in the 1960s was already clear proof of the
fact that drawing collective borders on the basis of ascriptive characteristics in mod-

19 Por more details see Esser 2009: 366 ff.
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