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This collection of texts deals with problems of learning and teaching mother 
tongue in school. It is the harvest of the EUDORA intensive program MTE 
(Mother tongue education in a comparative perspective) summer school 
held at Tolmin, Slovenia in August 2004. 

MTE was initiated and lead from the beginning by Professor Friedrich Buch-
berger (PADB in Upper Austria, Linz). He as a top specialist of European 
educational systems headed the fi rst summer school in Linz 2002 in an en-
thusiastic and energetic way. Unfortunately he became severely ill in spring 
2004 and could not take part in the Tolmin summer school, where three EU-
DORA intensive programs were held simultaneously. We want to dedicate 
this volume to him, and with it we wish him all the best for his recupera-
tion. 

At the beginning of MTE three universities - Helsinki, Linz and Riga - par-
ticipated in the Linz summer school in 2002. The following summer of 2003 
in Tolmin the network had enlarged to nine universities, especially their ped-
agogical units. Ten students and eight teachers participated in MTE there. 

MTE has now changed its name to IMUN (originally in German; in English 
approximately: Innovative mother tongue didactics of less frequently spo-
ken languages in a comparative perspective). It sounds relatively complicat-
ed; more popularly we could call it “Innovative MTE university network”. 
The latest to join the network is Akdeniz University from Antalya, Turkey, 
which will be the host for the next summer school in August-September 
2005.

This volume is divided into three thematic sections. Section A deals with 
problems of the relations between mother tongue as well as second languag-
es and identities. Professor Christian Horst from the Danish University of 
Education discusses profoundly the numerous international agreements and 
their expressed right for mother tongue education. The fulfi lment of this 
right is nowadays a very hot issue in migrating Europe with immigrants and 
refugees, where young people fi nd themselves in a dilemma between their 
mother tongue and the major language in the new surroundings. This natu-
rally has its impacts in the development of personal and group identity.

PREFACE

Siegfried Kiefer (PADB Linz, Austria)
Kari Sallamaa (University of Helsinki)

Siegfried Kiefer, Kari Sallamaa
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Professor Martin Ehala from the Tallinn Pedagogical University focuses in 
his article on developing multiple identities in multicultural environments. 
He shows the importance of MTE in maintaining lingual skills as basis for 
identity work. 

The Latvian doctoral students Inga Pavula and Sanita Lazdina present lan-
guage textbooks aimed at students who acquire Latvian as their second lan-
guage. This topic is very important in multicultural Latvia with a large mi-
nority of especially Russian speaking people. An elementary part of MTE 
and its pedagogic deals with the evaluation of teaching materials, textbooks 
included.

Section B deals with changing ideas of mother tongue education and its 
methods. Professor Piet-Hein van de Ven from the Netherlands analyses pro-
foundly the various discursive meanings of MTE and its scientifi c paradigms. 
The tension between traditional as well as new rhetoric and linguistic ap-
proaches has their impacts in MTE‘s identity. In his second article he deals 
more practically with classroom discourse analysis in an international com-
parative perspective. He also points out the problem of monologic, repetitive 
and reproductive methodology in teaching literature, which is still the main 
route in many European countries. 

His student Anke van Lankvelt has prepared an article presenting her action 
research project about the professional development of teachers in the Dutch 
language, especially encouraging independent students to focus on writing 
skills.

Professor Sigmund Ongstad from Oslo University College discusses the rela-
tions between general didactics (didaktik as he wants to put it in a Norwe-
gian manner) and subject didactics (fagdidaktik) in MTE. In the Scandinavi-
an countries the stress has changed from the former to the la� er causing new 
problems. This refl ects abandonment of the goal to off er becoming teachers a 
‚Bildung‘, a wholeness of personality building elements; the new methodol-
ogy underlines more specifi c skills in teaching the subject. Ongstad describes 
also his interview materials of some Norwegian MTE teachers.

Preface
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Katrin Aava from the Tallinn Pedagogical University writes in her article 
about the new importance of communicative skills and respective methodol-
ogy in MTE. The subject means not only teaching and learning applied lin-
guistics, reading and writing, literature and media, but demands more gen-
eral abilities in communication with all necessary media involved. MTE is 
above all social communication between individuals and groups. Katrin is 
trying to fi nd new approaches using the so called symbolic convergence the-
ory (SCT) created by Ernest Bormann from the University of Minnesota. The 
old paradigms trusted in the monologic fl ow of knowledge from teacher to 
pupil. SCT points out communicative competence and its impact in building 
social identity.

Section C examines the role of literature in shaping European identities, the 
importance of children‘s literature in this work as well as multimedia tools in 
these fi elds. Professor Kerstin Munck from the Swedish Umeå University 
focuses on a wide range perspective to diffi  cult problems of the European 
identity discussing some important literary works like the Nobel Prize win-
ner Hungarian Imre Kertész‘s novel Fateless: Experiences from Nazi concen-
tration camps and the German classical Bildung. Marguerite Yourcenar‘s 
novel Memoirs of Hadrian (originally 1951) discusses in a historical fl ash-
back the actual questions of European ethnic and cultural variety, the mod-
ern multiculturalism. Already Henry James‘s The American (1877) problem-
aticized cultural diff erences and convergences between the continents.

Kari Sallamaa, docent of literary didactics in the Research Centre for Educa-
tion of Languages and Literature, University of Helsinki, participates in the 
volume with two articles. „European heritage in literature and European 
identities“ was originally given as a workshop in the fi rst MTE summer 
school in Linz 2002. Sallamaa is interested in Europe‘s borders and divisions, 
its historical shaping, and the impact of this on the identity of modern Euro-
peans. He is dealing with these problems in both of his texts; they form a 
kind of continuation. He points out the responsibility of intellectuals, writers 
and philosophers, teachers included in promoting progressive and demo-
cratic values in school and media. In the second article he discusses ‚cultural 
archaeology‘, his variation of Michel Foucault‘s ‚the archaeology of knowl-
edge‘. He tries to show, that mythical-historical areas and empires, like Sar-
matia and Greater Austria cause eff ects in the political unconscious of nowa-
days‘ Europe.

Siegfried Kiefer, Kari Sallamaa
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Milena Blažić, professor of the University of Ljubljana is an internationally 
known expert of children‘s literature. She is off ering in all of her four articles 
a wide range overview of this literary genre(s). First she gives a generalised 
sketch of Slovenian children‘s literature. The three following texts deal with 
reader/writer response-based methodology in examining children’s litera-
ture. Especially she presents the Slovenian multimedia project World from 
Words, where she is an active producer. Multimedia methodology can be an 
important tool in teaching and learning literature in general. 

Her student Urška Gale gives in her contribution an insight into the world-
wide success of J.K. Rowland‘s Harry Po� er series. Gale is examining the 
possibilities of using this bestseller in children‘s literature to promote educa-
tion of literature at primary school level. Although Harry Po� er is relatively 
conform in its a� itudes, even in using elements of fantasy literature, the se-
ries can help children to wide out their perspectives in the genre and at the 
same time to all kinds of children‘s and young adult literature. This is an el-
ementary part of identity forming.

Iina Armila from the University of Helsinki is an elementary school teacher 
preparing her doctoral thesis about using Kalevalaic poetry as a teaching 
method. The metre is known from the Finnish national epos, Elias Lönnrot‘s 
Kalevala, but it is based on folk poetry. The method combines poetry, song 
and instrumental music (the Finnish national instrument kantele) to an inte-
grated whole and aesthetic experience. This infl uence reinforces innovative 
structures of thinking. In her contribution Armila is seeking theoretical back-
ground for her work in classical semiotics, especially Roland Barthes and 
Algirdas Greimas.

We hope that the collection at least partly refl ects the enthusiastic and warm 
atmosphere of the Tolmin summer school. At the same time the texts can give 
more long-lasting impulses for interested teachers, teacher students and 
their educators in refl ecting the many theoretical and methodological prob-
lems of mother tongue education in various countries and cultures.

Linz and Helsinki, 2005

Siegfried Kiefer                                                            Kari Sallamaa

Preface
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Abstract

The article examines how the right to mother tongue education is situated between 
political pluralism and cultural monism related to diff erent value systems within the 
construction of the nation state. 

In the historical process this duality has involved increased political, social and eco-
nomic rights but also the development of mono-cultural identity politics to reduce 
ethnic complexity and with that the risk of social fragmentation. The educational 
system has been one of the most important agents in this development in which the 
development of the national language became the medium and the site of the common 
education and collective memory.

Educational research from OECD (PISA) has repeatedly documented a general un-
derachievement of ethnic minority children in our school systems and reveals the 
failing capacity of our national and mono-cultural school systems to deal with ethnic 
complexity. The construction of a multicultural perspective which recognizes the 
present and increasing ethnic complexity of our societies due to globalization and 
trans-national co-operation invites the mono-cultural nation states to realize their 
multicultural potential by extending the principle of equal opportunity to include 
the right to mother tongue education for all and in this way contribute to the strug-
gle against underachievement and discrimination.

Abstrakt (in Danish)

Artiklen beskriver, hvorledes re� en til modersmålsundervisning er spændt ud mel-
lem demokratisk politisk pluralisme og det nationale monokulturelle perspektiv, 
forankret i to forskellige værdisystemer i relation til nationalstatens udvikling. I den 
historiske proces har denne dualitet skabt grundlag for øgede politiske, sociale og 
økonomiske re� igheder, men de� e er sket samtidig med udviklingen af en monokul-
turel, national identitetspolitik, hvor man tilstræbte at reducere den etniske komple-
ksitet som et ønske om at reducere risikoen for kulturel opsplitning eller fragmenter-
ing. Det nationale uddannelsessystem er og har været en af de mest betydningsfulde 
agenter i denne sammenhæng, hvor modersmålet (nationalsproget) blev medium for 
uddannelse og sæde for den kollektive erindring.

THE RIGHT TO MOTHER TONGUE 
EDUCATION

Christian Horst
(The Danish University of Education)

Christian Horst
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Uddannelsesforskning fra OECD (PISA) har gentagne gang vist, at etniske minor-
itetsbørn klarer sig generelt dårligere i skolen end majoritetsbefolkningen, og viser 
dermed, at det nationale monokulturelle skolesystem ikke magter den etniske komple-
ksitet. Udviklingen af et fl erkulturelt perspektiv på nationalstaten, som anerkender 
den stigende etniske kompleksitet, kan skabe mulighed for at realisere disse nationers 
fl erkulturelle potentiale ved at udvide princippet om lige mulighed for alle ved at 
inkludere re� en til modersmålsundervisning for alle, og på denne måde bidrage til 
kampen mod de etniske minoritetsbørns dårlige skoleresultater og mod diskrimina-
tion.

Keywords

Mother tongue education, equal opportunity, multicultural society, rights, 
integration

Introduction

The ongoing federative development of the European Union based on uni-
versal values as expressed in the constitutions of liberal democratic states, 
the European Convent and the conventions on human rights raises a number 
of questions to the individual nation states concerning education and the 
relationship and the status 

 -between national languages, (NL)
 -between national languages and regional minority languages,   
 (RML) 
 -between national languages and the languages of recently se� led  
 minorities: immigrants, refugees, and stateless peoples, (IML) .

The social, ethnic, linguistic and religious complexity of our societies is a so-
cial fact and though western societies throughout the 19th and 20th century 
have struggled for the development of democracy and human rights, the 
struggle for “the self-evident, fundamental, basic linguistic right to maintain 
and develop one’s mother tongue”   is still a passionately disputed subject 
and children from diff erent ethnic minorities are referred to very diff erent 
educational positions. Denmark can serve as example to illustrate this:

Ethnic minority children coming from the diff erent European countries in 
the European Union (i.e. French and Spanish children in Denmark) are enti-
tled to receive mother tongue education, refl ecting relations between nation-
al languages (NL), according to EU-Directive 77/486/EEC. 

The right to mother tongue education
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Ethnic minority children belonging to regional national minorities (i.e. Ger-
man children in Denmark, or Danish children in Germany) are entitled to 
receive mother tongue education, (RML), according to The European Char-
ter for Regional and Minority Languages (1992/2002).

Ethnic minority children coming from Iceland and belonging to the EEA-
countries (The European Economic Area, the former EFTA area), Greenland 
and the Faeroe Islands were not entitled to receive mother tongue education 
in Denmark (IML) by principle, but were granted this right, probably due to 
historical relationship.

Ethnic minority children belonging to so-called Third Countries, i.e. Turkish- 
or Arab-speaking children in Denmark (IML) are not entitled to receive 
mother tongue education, but some children receive some mother tongue 
education depending on local policies. Why these ‘double standards’ and 
why this discrimination of children in the same learning situation? 

Further, if you look at the status of diff erent ethnic minorities, minority lan-
guages and the right to mother tongue education there is a discrepancy be-
tween the increasing number of international convents , declarations and 
texts that are supportive to human rights and ethnic minority rights and the 

absence of political willingness to adapt these texts in national law and im-
plement them in national school systems, i.e. a discrepancy between rhetoric 
and action . The right to mother tongue education for ethnic minorities ex-
pressed in language minority rights (regional and national minorities) and 
linguistic human rights (migrants, refugees, dispossessed peoples) holds a 
rather weak position in this development.

The answers I am going to unfold in the following is based on an under-
standing of 

1) How opposing and complementary value systems are intertwined in the 
social construction of the nation state in order to show how democratic po-
litical pluralism is interacting with cultural monism or cultural 
homogeneity. 

2) This duality leads to a situation where the liberal nation state fi nds itself in 
an ambivalent position and negotiates the condition of the ethnic minority 
children in education as an expression of the relationship between the nation 
state and ‘the other’ or ‘the stranger’. The ‘other’ is defi ned either as a re-
gional and national minority or seen as an articulation of interstate relation-
ship. This perspective will be illustrated with a case-story.

Christian Horst
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3) Mother tongue education for ethnic minority children ends up in an am-
bivalent position where the modern nation state tends to disregard the com-
mon situation of all ethnic children as being in the same educational situation, 
and where the consequences are severe linguistic discrimination of a number 
of children in their educational development and school career.

4) Results from educational research emphasize the need to recognize mother 
tongue and diverse cultural backgrounds in the construction of the curriculum 
in order to support equal opportunity for all.

Opposing value systems in the construction of the nation state

The construction of the diff erent democratic nation states included pluralism 
within the political fi eld but cultural and linguistic homogeneity became the 
dominant feature within the socio-cultural fi eld. The national languages devel-
oped not only as the medium of general communication but also as a common 
functional medium of instruction and thus became the collective mental site 
for the common narrative through which adherence, recognition and loyalty to 
the new nation state were refl ected. 

This duality between the constitutional and institutionalized political plural-
ism with increasing political, economic and social rights  and ethnic monism is 
rooted in opposing values in the construction of the nation state, Fig.1.

Figure 1. Construction of a democratic national identity (linguistic and cul-
tural homogeneity).

National  Culture:
Producing political 
pluralism and 
cultural homogeneity 
internally - and 
strangers and non-
citizens externally.

Philosophical and political texts

Free and obligatory school, Equality and meritocracy

Politics:
The democratic
political system

Educational and cultural 
institutions

The political process: 
Development of
a) Positive rights, participation,
b) Negative rights,
protection
(Negotiation of the social 
contract

Legitimised priority given to 
a specifi c culture: language, 
history, and belief system. 
Construction and negotiation 
of concepts embracing the 
homeland and the people. 
Belonging and recognition.

DEMOS
(abstract)

ETHNIE
(concrete)

Constitutional texts: social contracts
Univeral Values:  Particular Values
Tripartite divison of Power, Rule Jus soli
of Law, Human Rights  Jus sanguinis

The right to mother tongue education
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The modern nation state can be seen as one historical form among other pos-
sible forms of creating community. The purpose of the fi gure is to sketch out 
how the opposing character between universal values and particular values 
as diff erent principles became rooted in concrete social formations or socie-
ties and to stress the important role of education in this process.

Reading Figure 1 from the right side you can see that at a certain time in his-
tory a given ethnie  or ethnic group, a concrete people who share a common 
territory, and who are interrelated by bonds of solidarity expressed in vary-
ing degrees of common language, symbols, beliefs and mores have chosen to 
re-negotiate power relations within a binding framework of universal val-
ues, most o� en in a very dramatic social process. This social movement is 
expressed in the transformation of philosophical texts into constitutional 
binding texts in which the feudal subject is transformed into a citizen with a 
universal perspective on man’s unalienable rights and the people into a citi-
zenry, or what I call the demos aspect of the social identity (le�  side of the 
fi gure).

Particular values

If we follow the ethnie string in Figure 1 the position of the dominant culture 
as the cradle of national identity and belonging is legitimized in the legal 
system by the invention of two principles: 

 1) Jus soli referring to a particular right refl ecting a historical right  
 to a specifi c territory .

 2) Jus sanguinis referring to a particular right when you belong to 
 a specifi c people.

Both principles relate to a particularity based on the constructions of mytho-
logical origins where the historical mixes with the sacral, symbolised in the 
blood and the soil (‘we were here fi rst’). As a liberating political process it 
was carried through by a dominating cultural group from which the com-
mon historical myth was constructed and from which common cultural sym-
bolic systems and language developed. 

This position becomes the signifi er of unity – the nation and its people against 
an outside hostile world. The development and maintenance of the new na-
tional culture implied the transmission of histories, mythologies and beliefs 
in diff erent cultural and educational institutions developed by political ma-
jority rule (political pluralism), with no offi  cial space for equality between 
cultures (monism). The fear of ethnic fragmentation as a possible source for 
destroying a fragile and newly established political unity nurtured assimila-
tion and oppression of ethnic minorities and generated general 

Christian Horst
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tensions between centre and province/region. The culture of the majority be-
came institutionalised to such a degree that it no longer considered itself to 
be a one culture among others but turned into the naturalized position within 
the territory.  An articulation of this can be found in the discursive structures 
in numerous statements about ‘rendering particular cultural rights’ to ethnic 
minorities when all what is asked for is equal treatment. The argument is in-
versed.

Universal values

The universal values include social practices related to two sets of rights con-
stituting citizenship :

 a) A set of positive rights, guaranteeing the right of the citizen to 
 participation in the political life, the right to interpret ‘the good 
 life’ (freedom of expression, organisation etc.), negotiated in an   
 open political process - a political struggle at all levels, (from a   
 school commi� ee to a national election).

 b) A set of negative rights, protecting the individual against 
 aggression or repression from other individuals, groups or the state  
 parties (violence, imprisonment etc.).

Both sets of rights developed within and were guaranteed by Rule of Law and 
exposed through open and public political negotiations. However, the func-
tioning of such a system demands the development of competent political and 
cultural institutions and competent citizens. The answer to this is the educa-
tional system.

The multiple roles of education

When the democratic society pursues the development of equal opportunity 
for all citizens the role of education becomes a central instrument in realizing 
this ambition:

 1.The development of the child’s capacities takes place through the  
 teaching of diff erent school subjects. The continued development 
 of school subjects constitutes the generalized foundation for the   
professions and refl ects a relationship between the individual, the   
state and the labour market (the material structure of the nation).

Equal opportunity and equality among individuals are then to be obtained 
through free and equal access to the educational system and success is only 
to be dependant of the capacity of the individual (meritocracy). This has led 
to numerous struggles about educational methods, the content of curriculum 
and the structure of the school system.

The right to mother tongue education
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 2. The development of democratic ‘Bildung’ or a civic culture in or 
 der to assure and encourage participation in democratic institu  
 tions, structures and practices. The successful transmission and 

 development of this aspect has led to improved political rights   
 (women and socially marginalized groups), improved social and  
 economic rights (health, social benefi ts etc.) and improved cultural  
 rights (improved educational system: less selection and increased  
 incorporation of the preconditions of the children in education), in 
 formation and cultural institutions.

 3. The development of national identity by sharing the same lan  
 guage, history and belief systems . Within the school system this is  
 refl ected in the importance given to mother tongue education, na 
 tional history, literature, poetry, music and arts and the diff erent  
 narratives refl ected in the school’s diff erent subjects.

The educational system thus combines the freedom of the individual and the 
development of equal opportunity with the social and democratic aspects of 
the state (universal values), but formed through national identity politics (par-
ticular values).

These aspects are intertwined in one social and historical process but refl ect 
separate value systems. Both are reproduced in the educational system and 
cultural institutions as a result of permanent political negotiation and consti-
tute a moving horizon for how to interpret a common national and cultural 
‘we’, i.e. the creation of national identity and belonging.

Equality and oppression

The point here is that the construction of the modern nation state establishes 
two important features:

 1. A political platform for the realisation of individual universal 
 values (political pluralism) based on inclusiveness when 
 belonging to or adapting to the national or cultural majority 
 (citizenship). 

 2. A cultural platform for exclusion and oppression of other 
 groups and individuals when identifi ed as non-nationals, i.e. the   
 non-citizens,  ‘the other’, ‘the stranger’, ‘the ethnic minority’ or 
 ‘the deviant’ by referring to particular values. 

In this way an important part of the national identity is maintained in the con-
struction of ‘the other’. On the historical scene these ‘others’ or ‘strangers’ ap-
pear as:

Christian Horst
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 1) National ethnic minorities (Basques, Saami, Kurds, Catalonians,  
 etc.);

 2) Colonized and dominated peoples (First nations in Australia,  
 USA, Canada, former USSR etc.);

 3) Immigrated and se� led ethnic minorities (slavery, labour migra 
 tion and refugees);

 4) Stateless, o� en stigmatized, people – or just as o� en nomadic,  
 ‘border-crossing’ peoples (Romi, formerly Jews, Palestinians).

The cultural encounter between the nation state and the diff erent types of 
‘strangers’ has most o� en been about reducing and excluding cultural diver-
sity, either by assimilation at one end of a continuum or by diff erent types of 
social segregation in homelands, bantustans, reservations and ghe� os at the 
other end, o� en implying diff erentiated social and civic rights - or fi nally by 
ethnic cleansing or genocide.

The recognition and the struggle against these forms of unequal treatment of 
the ‘other’ go as far back as to the First World War and the establishment of the 
League of Nations and the construction of the principle of people’s right to 
self-determination. A� er the Second World War minority rights have become 
present in a number of international declarations, conventions and protocols, 
but there seems to be a long way from the recognition of ethnic minorities and 
cultural and linguistic rights in offi  cial international declarations to the trans-
formation of these rights into binding legal texts – both on the international 
level and within the diff erent nation states . 

Particular and universal values and the recognition of ethnic minorities

In this continued struggle for the recognition of ethnic minorities there is a 
very clear distinction between the recognition of regional and national minori-
ties and the development of their rights and the somewhat more diffi  cult situ-
ation of migrated and dispossessed populations.

The diff erence between the two diff erent categories of ethnic minorities is a 
continued refl ection of the duality between the development of democratic 
political pluralism and cultural or ethnic monism, i.e. the non-recognition of 
other cultures within the nation state.

The recognition and the development of rights of regional and national mi-
norities are closely related to the understanding and interpretation of par-
ticular values, the recognition of a culturally united human group rooted in

The right to mother tongue education
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a specifi c territory (jus sanguinis, jus soli).  In fact most of the regional and 
national minorities can claim a cultural heritage that has as long and as 
strong historical roots as the dominant national culture. The recognition of

 this can be traced in the development of rights in the western democracies as 
a slow movement in which you have had to accept that assimilation of the 
minorities did not take place. And the rendering of ethnic minority rights 
becomes a reciprocal confi rmation of particular values. This development 
can be traced in diff erent texts: 

The United Nations International Covenant on Civil and Political Rights 
1966/1976:

Article 27.

“In those States in which ethnic, religious or linguistic minorities exist, per-
sons belonging to such minorities shall not be denied the right, in commu-
nity with the other members of their group, to enjoy their own culture, to 
profess and practice their own religion, or to use their own language.”  

Document of the Copenhagen Meeting of the Conference on the Human Di-
mension of the CSCE (1990) .  

(32) To belong to a national minority is a ma� er of a person’s individual 
choice and no disadvantage may arise from the exercise of such choice.

Persons belonging to national minorities have the right freely to express, pre-
serve and develop their ethnic, cultural, linguistic or religious identity and to 
maintain and develop their culture in all its aspects, free of any a� empts at 
assimilation against their will. In particular, they have the right…..

CSCE, Vienna Follow-Up Meeting .

 Pinciple 19. 

“They will protect and create conditions for the promotion of the ethnic, cul-
tural, linguistic and religious identity of national minorities on their territory. 
They will respect the free exercise of rights by persons belonging to such 
minorities and ensure their full equality with others.”

The European Charter for Regional and Minority Languages (1992/2002). 
(Extracts). 

 Article 8 – Education
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“1 With regard to education, the Parties undertake, within the territory in 
which such languages are used, according to the situation of each of these

 languages, and without prejudice to the teaching of the offi  cial language(s) 
of the State:

a i to make available pre-school education in the relevant re 
  gional or minority languages; or…

b i to make available primary education in the relevant re  
  gional or minority languages; or….

c i to make available secondary education in the relevant re 
  gional or minority languages; or….

d i to make available technical and vocational education in  
  the relevant regional or minority languages; ….

e i to make available university and other higher education 
  in regional or minority languages; …

f i to arrange for the provision of adult and continuing edu 
  cation courses which are taught mainly or wholly in the  
  regional or minority languages; “.

The italics in the texts follow a historical development from “not being de-
nied rights”, to “have the rights” and to “be free of any a� empt of assimila-
tion against ones will”. This is followed by demands to the state to “protect 
and create conditions for the promotion of  ...identity” and fi nally the states 
“undertake” measures to make mother tongue education available. In rela-
tion to the state parties we here fi nd a move from passive acceptance to active 
intervention in behalf of the ethnic minorities .

Do newly se� led ethnic minorities have a right to mother tongue educa-
tion?

The period a� er the Second World War has been characterized by decoloni-
zation, labour migration, the fall (Soviet Union) and the rise of diff erent 
forms of interstate relations (i.e. the federative development of the European 
Union) in an increasingly globalized world with mass-mobility as one of the 
dominant features. The regulation of the conditions of migrating 
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populations has become an important issue for the European Union and the 
individual nation states, refl ecting the implementation of human rights as 
part of common fundamental principles. The EU as a social system has rec-
ognized its multicultural character and the negotiation of these positions has 
developed a set of European standards: 

Council of Europe: Framework Convention on the Protection of
    National Minorities.
   European Convention on Human Rights

United Nations:  International Convention on the Elimination of  
   Racial Discrimination

European Union:  Race Equality and Employment Equality 
   Directives

How far goes the sovereignty of the nation state in relation to common Euro-
pean standards?

How far are these standards binding for the individual nation states concern-
ing the development of equal opportunity for all migrants? Can the human 
rights question about equal opportunity and equal treatment for all migrat-
ing persons be overruled by interstate relationships?

In the following I will use a case-story from the Danish national context 
about the right to mother tongue education to illustrate how these questions 
are negotiated and how diff erent chains of argumentation develop in diff er-
ent social fi elds.

A Case Story

In July 2004 a Turkish family fi led a case against the Danish state for not sup-
porting the teaching of Turkish language to their children. The case had been 
under way for some time because it is a very costly aff air, and it took some 
time before The State County (Statsamtet) decided to allow a free process for 
the family, (a process without costs for the family). The court has not fi nished 
its work and there is so far no verdict in the case. The case opens up for to two 
positions:

1) The interrelationship between Turkey and Denmark as expressed in the 
Association Agreement between Turkey and EU, according to which Turkish 
citizens in the EU-countries and Turkish relations to EU shall comply as 
much as possible with EU-internal standards where it is possible.
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The aspect under scrutiny is the relationship between citizens from a foreign 
country and the hosting nation state and the way in which a contractual rela-
tionship is realized in a specifi c social fi eld, education. The persons are not 
primarily considered as residing individuals but as representatives of a state, 
i.e. you could call the relationship and “the inter-state perspective”. 

This perspective relates to the sovereignty of the nation state and its right to 
defi ne and interpret the position of immigrated minorities according to its 
own political vision, including a preferential position for the ethnic majority 
or national culture. 

2) On the other hand the case can be understood as a case of discrimination 
as the Danish state provides mother tongue teaching to some children with 
ethnic minority background but not to others.

The aspect under scrutiny here is question of equal opportunity and equal 
treatment. It is maintained that all children of ethnic minority background, 
i.e. non-members of the ethnic majority, are in the same fundamental posi-
tion concerning language instruction and schooling and should be given the 
same opportunities, irrespective of interstate relations and/or the historical 
causes of their minority position. You could call this position “the human 
rights’ perspective” or “the universalistic perspective”. Which position will 
take the lead?

Looking into the arguments for the two positions the ambivalence between 
democratic pluralism and cultural monism reappear. Or, is the modern na-
tion ready to fully accept its new multicultural reality?  To deal with these 
questions we have to go a bit into the historical scene for mother tongue edu-
cation in Denmark. 

Mother tongue education in Denmark

The history of mother tongue education goes as far back as to 1976. Instruc-
tion in the mother tongue was at that time considered to be a value in itself, 
and was supposed to support the children in a situation of return migration. 
When international labor migration formally stopped because of the 1st Oil 
Crisis in October 1973, the immigrants started bringing their families into the 
host countries . During the period from 1976 and 2002 mother tongue teach-
ing and the development of Danish as a second language (DSL) developed 
slowly, but turned also into two of the most disputed questions in the educa-
tional debate of ethnic minorities. Mother tongue education was never devel-
oped as an ordinary school subject with curricular plans, curricular guide-
lines and formally educated teachers and developed teaching materials. The 
quality of the teaching varied a lot depending on the local school authorities 
. 
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In 2001 the present liberal-conservative government came into power with 
the parliamentary support of the right wing nationalist party, The Danish 
Peoples Party (Dansk Folkeparti, DF).  The government parties are generally 
internationally and human rights oriented, but when contracting with the

 nationalist party they had to review their policies on ethnic minorities and 
immigration .  A part of this revision included a review and change of the law 
concerning mother tongue education (L142, 23rd of May 2002). The new law 
stopped the general state support to mother tongue education and le�  the 
fi nancing of this type of education to the local school authorities. It goes 
without saying that mother tongue education turned into a popular item of 
how to reduce local public spending.

The new law confi ned the mother tongue education to include children cov-
ered by The European Charter for Regional and Minority Languages 
(1992/2002), or by interstate relations. Children from the EU-countries were 
covered according to EU-Directive 77/486/EEC: 

Article 3

Member States shall, in accordance with their national circumstances and 
legal systems, and in cooperation with States of origin, take appropriate 
measures to promote, in coordination with normal education, teaching of the 
mother tongue and culture of the country of origin for the children referred 
to in Article 1. (1)OJ No C 280, 8.12.1975, p. 48. (2)OJ No C 45, 27.2.1976, p. 6. 
(3)OJ No C 13, 12.2.1974, p. 1.

Children belonging to The European Economic Area (Lichtenstein, Norway 
and Iceland) and Greenland and the Faeroe Islands were not covered by any 
interstate contractual relationship. The children from the North Atlantic cul-
tural space were granted mother tongue education within the new law, be-
cause the Danish state “would not place these children in an inferior position 
to that of the EU-citizens”  . 

The consequences of this law are many. Children from Third Countries (Tur-
key, Asia, Africa, Middle East, and Latin America) lost their access to mother 
tongue education which meant that diff erent ethnic minority children fre-
quenting the same school did no longer have the same access to mother 
tongue education. 

The situation of the Polish children illuminates how disconnected the dispo-
sitions are from the questions of equality and the quality of education. With 
the new law the Polish children lost their mother tongue education because 
they at that time were not members of the EU, but they had it back by 1st of 
May 2004 with Poland’s entry into the EU. 
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The point here is to spot how a nationalist party as a participating part in 
political pluralism strengthens cultural monism (Danishness) and how the 
chains of argumentation adapt to this on the political and administrative lev-
els .

The interstate perspective

The majority of the politicians in Parliament (Folketinget), the juridical de-
partment of the Ministry of Education and a number of lawyers insisted that 
the two mentioned texts (The European Charter for Regional and Minority 
Languages and the EU-Directive) were the only binding texts with a clear 
reference to mother tongue education. Looking at these texts from an inter-
state perspective persons from states who were covered by the same binding 
text were treated equally.  No other texts (conventions, protocols etc.) were 
brought in. 

The human rights’ perspective

Opposed to this set of arguments the human rights’ perspective recognizes 
the existence of only two binding texts, but considers it to be important to 
relate these texts to other texts in order to establish a framework of reference 
that includes agreed intentions and more recent developments. The position 
focuses especially on the child’s position and its possibility to succeed in 
school on equal footing with the ethnic majority and those minority children 
who have access to mother tongue education.  There are at least four fi elds of 
reference:

 1) The European Parliament, 

 2) The United Nations,

 3) The International Labor Organization,

 4) CSCE (OSCE)

The European Parliament

As early as in 1990 the European Parliament  combined mother tongue edu-
cation with the anti-discriminatory measures refl ected by the report made by 
Glyn Ford. Among a number of measures to be implemented special refer-
ence was made to the Directive on mother tongue education:

“Proposal 24: Directive 77/486 EEC: “extend the Directive to include the chil-
dren of immigrant workers from third countries”.
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A couple of years later The European Parliament, with decision A3-0399/92, 
21st of January 1993, made it very clear that they wanted to improve the 
teaching conditions of the immigrant children from Third Countries and 
suggested the European Commission to extend Directive no. 77/486/EEC: 

European Parliament. Decision nr.  A3-03999/92.  (21.01.93)  Education of im-
migrant children.

From the Preamble : 

The European Parliament

 A. Recognizes the importance of Directive no. 77/486/EEC as an im 
 portant step towards the realization of the free mobility of the EU  
 citizens, though it is still insuffi  cient …. 

 B. Urges the necessity to extend this directive to children from 
 Third Countries legally residing in EU……

 P. That immigrants by principle have a cultural right to receive sup 
 plementary education in the culture and the language of their 
 home country”…..

 

 “1. approves the progress that has been made in relation to the re 
 alization of Directive no. 77/486/EEC, but thinks that the 
 actual situation of the immigrants and especially the fact that they  
 have fallen behind in education and employment demands that 
 the policy that has been implemented according to this directive  
 must be intensifi ed…..

 14. requests the member states according to their national condi  
 tions and their legislation to off er the children of immigrants teach 
 ing in the language of the host country that is integrated in the edu 
 cational plans and with an extended teaching in the mother 
 tongue and support initiatives that citizens form Third Countries  
 take to cultivate their language and culture.,….”

There can be no doubt that the European Parliament since the early nineties 
have supported mother tongue education and wants to widen out the obliga-
tory character of Directive 77/486/EEC so that it includes the immigrated 
workers from outside the EU. The decision was followed up by integrating 
the perspective in educational programmes with considerable funding .
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This development has been taken serious by the Commi� ee of the Regions in 
their text on ‚Intercultural education‘ :

“3.2.11. The COR notes that the Council Directive of 1977 on education of the 
children of migrant workers requires Member States to provide children of 
EU migrant workers with free tuition to facilitate initial reception adapted to 
their needs in the language of the host country. It also requires Member States 
to take appropriate measures with the support of the children‘s countries of 
origin to promote teaching of their mother tongue. The Member States com-
mi� ed themselves to extending these provisions wherever possible to the 
children of migrant workers of non EU nationals. (Italics by CH)

3.2.12. With regard to the education of children of third country origin, the 
COR stresses the need for an understanding not only of the language of their 
host country but also of the language, culture and heritage of their home 
country or country of origin. It points out that this is particularly relevant for 
second and third generations should they wish to return to their home coun-
try. It underlines that in any event, the preservation of their cultural roots and 
heritage are important stabilizing factors and important on a psychological 
level as well as contributing even further to the richness of cultural diversity 
in the EU.”

These decisions from the European Parliament, though not binding, do in-
vite politicians on the national level to argue for an improved educational 
situation for the ethnic minorities and reconsider the importance of mother 
tongue education for all. 

The United Nations

The United Nations have engaged in the question in several texts and seen 
together they are fairly clear about the issue: 

1. United Nations Declaration on the Rights of Persons Belonging to Nation-
al or Ethnic, Religious and Linguistic Minorities.  Adopted by the General 
Assembly in its resolution 47/135 of 18 December 1992

Article 4

“3. States should take appropriate measures so that, wherever possible, per-
sons belonging to minorities may have adequate opportunities to learn their 
mother tongue or to have instruction in their mother tongue.”
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2. International Convention on the Protection of the Rights of All Migrant 
Workers and Members of Their Families.

Adopted by General Assembly resolution 45/158 of 18 December 1990 (In 
force sine July 2003 ).

Article 45

“2. States of employment shall pursue a policy, where appropriate in collabo-
ration with the States of origin, aimed at facilitating the integration of chil-
dren of migrant workers in the local school system, particularly in respect of 
teaching them the local language. 

3. States of employment shall endeavour to facilitate for the children of mi-
grant workers the teaching of their mother tongue and culture and, in this 
regard, States of origin shall collaborate whenever appropriate. 

4. States of employment may provide special schemes of education in the 
mother tongue of children of migrant workers, if necessary in collaboration 
with the States of origin.” 

3.  The United Nations International Covenant on Civil and Political Rights 
1966/1976:

Article 27.

“In those States in which ethnic, religious or linguistic minorities exist, per-
sons belonging to such minorities shall not be denied the right, in commu-
nity with the other members of their group, to enjoy their own culture, to 
profess and practice their own religion, or to use their own language.”  

4. Convention on the Rights of the Child. General Assembly resolution 
44/25 

of 20 November 1989 (Entry into force 2 September 1990). 

Article 29 

“States Parties agree that the education of the child shall be directed to: 

(c) The development of respect for the child‘s parents, his or her own cul-
tural 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 diff erent from his or her own; “
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The International Labor Offi  ce

1. R151 Migrant Workers Recommendation, 1975 

The General Conference of the International Labour Organisation, 

“7.

1.

…

c) generally, to promote their adaptation to the society of the country of em-
ployment and to assist and encourage the eff orts of migrant workers and 
their families to preserve their national and ethnic identity and their cultural 
ties with their country of origin, including the possibility for children to be 
given some knowledge of their mother tongue”. 

2. C143 Migrant Workers (Supplementary Provisions) Convention, 1975 

Article 12. 

“Each Member shall, by methods appropriate to national conditions and 
practice: 

f) take all steps to assist and encourage the eff orts of migrant workers and 
their families to preserve their national and ethnic identity and their cultural 
ties with their country of origin, including the possibility for children to be 
given some knowledge of their mother tongue;”

CSCE

1.  Vienna Follow-Up Meeting.A Framework for Europe‘s Future . 

“43) Aiming at ensuring eff ective equality of opportunity between the chil-
dren of migrant workers and the children of their own nationals regarding 
access to all forms and levels of education, the participating States affi  rm 
their readiness to take measures needed for the be� er use and improvement 
of educational opportunities. Furthermore, they will encourage or facilitate, 
where reasonable demand exists, supplementary teaching in their mother 
tongue for the children of migrant workers.”
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A number of international bodies have thus incorporated perspectives on 
mother tongue education in their texts that represent supporting a� itudes to 
equal treatment, equal opportunity, and anti-discrimination for diff erent eth-
nic minorities but they seem to be disregarded by the authorities when nego-
tiating mother tongue education on the national level. For an excellent and

 short presentation see Batelaan & Coomans (1999) who have related some of 
these perspectives to intercultural education and the understanding of ethnic 
minorities  .

Preliminary conclusions

Though the liberal democracies are founded on equal opportunity and equal 
treatment negotiated through a system of political pluralism it has been very 
diffi  cult to:

 a) develop and recognise the rights of regional and national mi  
 norities and assure their right to mother tongue education and 
 their cultural legacy. This has happened through a democratic ne 
 gotiation of particular values within the nation state.

 b) develop and recognise the rights of newly se� led minorities (mi 
 grant workers and dispossessed people) within a system of inter 
 state relations. This has happened trough a democratic negotiation  
 of equal treatment and equal opportunity of persons covered by 
 the same interstate agreement.

This situation leaves a number of ethnic minorities as legally residing citi-
zens in a situation in which they experience discrimination and unequal 
treatment in a number of social fi elds were they are in the same material 
position as other ethnic minorities and confronts the nation states with its 
own fundamental values (p.10: European standards). The Turkish case story 
shows the dilemma.

Multiculturalism or cultural monism?

The mobility of the globalized society has intensifi ed the existing ethnic com-
plexity of our societies

In a study of the politics of the multicultural society Parekh (2000) focuses on 
how diff erent conceptions of the ethnically and socially complex society off er 
diff erent frameworks of interpretations or create the proper logics of norma-
tive responses to experienced problems.
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The multicultural position opens up for a possibility to overcome the duality 
in the democracies between political pluralism and cultural monism by incor-
porating cultural pluralism in the fi eld of political pluralism . 

Diff erent conceptualizations structure the description and interpretation of so-
cial problems in quite diff erent ways and normative responses to social prob-
lems will vary as sketched out in Figure 2.

Figure 2. Normative responses to social change

A pluralistic project based on 
negotiating equality between a 
dominant majority culture and 
ethnic minorities.

Risk: Establishing group rights 
that maintain oppression within 
these groups legitimized by 
culture/tradition (i.e. gender 
relations and religious practices). 
Confrontation with individual 
liberal rights.

Transformative educational 
measures:
Organise teaching to be 
grounded in complex ethnic 
and social conditions (use 
of languages and cultural 
backgrounds to reach common 
goals):
 - Transformative   
 measures aiming at all  
 groups;
 - Resources are spent 
 on curriculum   
 development and  
 teacher training

A monocultural project based on the 
negotiation of equality between the 
dominant majority culture and the 
ethnic minorities through assimilation 
and re-education of the individual.
Maintain a ‘naturalized’ preferential 
position for the dominant ethnic 
group.

Risk: Exposing the ethnic minorities as 
social problems and turning them into 
‘objects’ of majority politics.
Confrontation with individual liberal 
rights, (i.e. housing and quota, forced 
se� lement). 

Progressive educational measures:
Education adapts the preconditions of 
minorities to majority norm (Danish 
language, Danish norms, education of 
parents):
 - Compensatory and remedial  
 measures, aiming at the   
 ethnically diff erent (linguistic  
 support, pull-out);
 - Resources are spent  
 on organisation and reduction  
 of complexity bussing,   
 immersion etc.)

Multicultural society Culturally homogenous society
Ethnically and socially 
complex reality, empirically 
observable

Diff erent normative responses in diff erent 
social fi elds, i.e. in the fi eld of education
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If you hold a position in which you interpret a complex ethnic and social re-
ality in terms of a culturally homogenous society, you tend to take normative 
measures to maintain this interpretation. Ethnic minorities will then be seen 
as diff erent from naturalised cultural or national norms, and social and po-
litical legacy from the nation states tends to confi rm this position. The main 
problem will be to reduce ethnic complexity by limiting immigration and 
further assimilation policies in order to maintain the dominant position of 
the national majority. 

As social problems within ethnic minority groups are seen as related to their 
ethnicity, the ethnic majority will make the minorities the object of demo-
cratic decisions, which will eventually turn them into being the social prob-
lem per se. In educational se� ings the underachievement of ethnic minority 
children will be interpreted as a result of their lack of profi ciency in the ma-
jority language and of their cultural incompetence. This defi cit view leads to 
a natural development of compensatory or remedial interventions to further 
the minorities´ linguistic and cultural competence in the majority’s language 
and culture. In order to achieve a reduction of ethnic complexity within the 
individual school, local systems of ‘fair’ distributions of the ‘social problem’ 
develop such as bussing arrangements and quotas (e.g. a maximum of 25% 
of children with ethnic minority background in each school in a given mu-
nicipality). Thus social problems within an ethnic group become an inherent 
part of the ethnic identity.

This position can lead to confrontations with the principle of equal opportu-
nity and equality of treatment . If you hold a position in which you interpret 
a complex ethnic and social reality in terms of a multicultural society found-
ed on democratic values, you realize that the institutions and structures of 
the culturally homogeneous society are incapable of serving the diff erent 
ethnic groups according to the same standard as the ethnic majority. Within 
education, one consequence might be a transformation of institutional prac-
tices in order to make public institutions and schools more inclusive and to 
open curriculum for all students. Among the tools are the development of 
teaching material that refl ect ethnic complexity and the onset of appropriate 
in-service training for teachers. Thus languages and cultures get new re-
sources in education, and these are being brought into the curriculum as re-
fl ections of both local and international complexity. This position involves a 
discussion about group rights versus individual rights and draws the a� en-
tion to the risk of recognizing or legitimizing oppressive cultural practices 
towards women and children which have led to accusation against multicul-
turalism for gender blindness .
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The challenge of political and cultural pluralism 

The ideology of the culturally homogeneous nation state lives between the 
fear of ethnic fragmentation founded on the recognition of ethnic complexity 
and the increased marginalization of ethnic minorities on the labor market 
and in education as documented in reports from the European Commission 
and OECD  based on the non-recognition of an ethnically complex citizenry 
in its structures and institutions; a situation which is likely to nurture diff er-
ent forms of radicalism.

One of the ways to overcome this situation is to construct new inclusive na-
tional visions and narratives: 

The ethnic majority will have to incorporate the ethnic minorities in a ‘new’ 
multicultural national ‘we’ to become the vision for a common political fu-
ture (for both majority and minorities). The construction of the new ‘we’ will 
have to focus on how to negotiate equality between the ethnic majority and 
the ethnic minorities in diff erent social fi elds, and what consequences are to 
be taken in diff erent institutions (national and local level), i.e. linguistic, cul-
tural and social competencies in relation to labour market, education, hous-
ing, health etc.

The ethnic minorities will have to reconstruct their cultural narratives inside 
the framework of a political democracy, the modern welfare state. Their nar-
ratives will have to leave behind the part of the culture that is incompatible 
with democratic values and principles, typically the separation of the sacred 
from the profane, or the church from the state, equality between the sexes, 
freedom of the individual. A comparable process to how the modern demo-
cratic states critically are re-interpreting their own pre-modern and pre-dem-
ocratic periods.

Within the European Union this development is under way and takes place 
through the development and implementation of the European standards. In 
the fi eld of anti-discrimination the Race Equality and Employment Equality 
Directives are the fi rst important steps. Within education there have been a 
number of initiatives concerned with multicultural education and education 
in citizenship has been strongly promoted over the last years . Research in 
bilingual education has confi rmed the importance of mother tongue educa-
tion as an integrated part of curriculum development and subject learning .

A combined and continued eff ort within these domains will probably con-
tribute to forward a situation in which all children one day will have a right 
to mother tongue education.
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Abstract 

To respect and protect linguistic and cultural diversity is one of the core principles of 
UNESCO and EU. The paper argues that cultural and linguistic diversity is a herit-
age of the communication means of the past. Relative isolation, both in informational 
terms as well as mobility led to parallel cultural developments within each informa-
tion fi eld which in turn lead to linguistic diversifi cation as well as formation of the 
cultural heterogeneity. The rise of information age has considerably changed the na-
ture and width of the information space for almost all ethnic communities. Therefore, 
emerging information technologies hand in hand with increasing economic possibili-
ties for dissemination of information are inevitably directed towards the decrease of 
cultural and linguistic diversity. However, the maintenance of cultural and linguis-
tic diversity depends also heavily on various cultural and social psychological fac-
tors. The paper outlines the main social psychological factors infl uencing the ethno-
linguistic vitality of a culture or ethnic group and reveals their structural relation-
ships, for example the prestige of the culture, cultural distance and utilitarianism. 
These factors are organised into the equation cultural gravity which could be used to 
calculate the ethnolinguistic vitality of a certain culture or ethnic group. Based on 
this equation, suggestions are made how to enhance the ethnolinguistic vitality of 
lesser used languages and cultures in the broad framework of mother tongue educa-
tion. 

THE ROLE OF MTE IN LANGUAGE 
MAINTENANCE AND DEVELOPING 
MULTIPLE IDENTITIES 

Martin Ehala
(Tallinn Pedagogical University)

Martin Ehala



37

Kokkuvõte (in Estonian)

UNESCO ja EL põhiprintsiipe on respekteerida ja kaitsta keelelist ning kultuurilist 
mitmekesisust. Käesolevas artiklis esitatakse seisukoht, et keeleline mitmekesisus on 
pöördvõrdelises suhtes kommunikatsioonivahendite arenguga. Suhteline isolatsioon 
niihästi  informatsioonilises kui ka logistilises mõ� es on viinud erinevates infoväl-
jades paralleelsete kultuuriliste arenguteni, mille tagajärjena kujunes välja keeleline 
ja kultuuriline mitmekesisus. Infoajastu saabumisega on informatsioonivälja ulatus 
peaaegu kõigi etniliste rühmade jaoks olulisel määral avardunud. Seetõ� u on uued 
infotehnoloogiad koos avarduvate majanduslike võimalustega info levitamiseks on 
paratamatult viinud keelelise mitmekesisuse kahanemiseni. Siiski sõltub keeleline ja 
kultuuriline mitmekesisus paljuski ka kultuurilistest ja sotsiaalpsühholoogilistest 
faktoritest. Artiklis tuuakse välja põhilised sotsiaalpsühholoogilised faktorid, mis 
mõjutavad etnilise rühma või kultuuri vitaalsust (kultuuriline prestiiž, kultuuriline 
distants ja utilitaarsusprintsiip). Nende faktorite põhjal on koostatud kultuurilise 
gravitatsiooni võrrand, millega on võimalik arvutada välja etnilise rühma või kultu-
uri vitaalsust. Seda võrrandit aluseks võ� es on esitatud e� epanekuid, kuidas ohus-
tatud keelte etnolingvistilist vitaalsust tõsta, seda eeskä�  emakeeleõpetuse raamides.

Keywords

Ethnolinguistic vitality, language a� itudes, mother tongue education, lin-
guistic diversity, multiple identity, self-categorisation, information fi eld

Introduction

One of the core principles of UNESCO, the Council of Europe and EU is to 
respect and protect linguistic and cultural diversity. The “UNESCO Univer-
sal Declaration on Cultural Diversity“, adopted by the UNESCO‘ s General 
Conference in November 2001, declares that “as a source of exchange, inno-
vation and creativity, cultural diversity is as necessary for humankind as bio-
diversity is for nature. In this sense, it is the common heritage of humanity 
and should be recognized and affi  rmed for the benefi t of present and future 
generations“. The Article 22 of the Charter of Fundamental Rights of the Eu-
ropean Union, adopted in Nice on 7 December 2000, states that the „Union 
shall respect cultural, religious and linguistic diversity“. The Council of Eu-
ropean Union’s resolution of 14 February 2002 on the promotion of linguistic 
diversity and language learning in the framework of the implementation of 
the objectives of the European Year of Languages 2001 emphasises that „all 
European languages are equal in value and dignity from the cultural point of 
view and form an integral part of European culture and civilisation“.
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Yet at our time, the time of the global village, to protect cultural and linguistic 
diversity is not an easy task. Admi� edly one language becomes extinct in 
each week.  Although there are at present around 6000 to 7000 languages, 
from 50% to 90% of them could become extinct within this century (see 
Krauss 1992, Crystal 2000). While there is some international recognition that 
a few domains such as science and higher education might be threatened in 
national languages (Communique 2003:6), generally the endangered lan-
guages are those that have neither offi  cial status nor legal protection.

While it is important to work for legal protection of minority languages, it 
may not be enough: in our era of global information exchange, the fate of a 
language may depend less of its legal status than the a� itudes of its speakers. 
There are a number of known cases where the linguists have been more con-
cerned by protecting an endangered language than the speakers themselves. 
Thus, unless the a� itudes of the speakers do not favour language mainte-
nance, it is li� le what the specialists can do to protect the language. 

This formulates the problem of this article: how are the language a� itudes 
formed, and what possibilities there are to infl uence these a� itudes. For this 
I outline the informational bases of linguistic and cultural diversity and make 
the factors infl uencing language a� itudes explicit; then I discuss the implica-
tions of these factors to the mother tongue education.

The notion of information space 

Both language and culture are socially shared sets of norms and rules. They 
become to be shared by communicative processes, i.e. they are disseminated 
among the people who share the same communication sources. The fi eld of 
infl uence of these sources constitutes an information space. Thus an informa-
tion space is a spread area of a cultural centre just like a spread area of noise 
is the area where the noise, coming from its source is heard.

Similarly as the spread areas of diff erent sources of noise can overlap, so the 
diff erent information spaces can overlap, too. And just like the noise, the in-
formation coming from the closest source is heard be� er than information 
coming from the more distant ones.   This, of course, is the case only when 
both sources are of an equal strength.  If the more distant source is consider-
ably stronger, it can overshadow its closer competitor.

The width of any given information space defi nes the possible limits of cor-
responding culture and language – the limits cannot be larger than the max-
imum number of people belonging to this information space. Because of 
fainting of the signal, the borders of an information space are newer sharp, 
thus the actual limits of the culture and language it creates are always small
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er than its actual coverage. Since the information spaces can overlap, there 
are o� en smaller information spaces within a larger one. Those defi ne the 
borders of various subcultures, dialects and minorities.

Diversity as a function of information technology

In traditional cultures without writing, the information space is formed on 
the basis of oral information exchange. As oral communication is limited in 
time and space, the groups formed on oral information exchange cannot be 
large. Writing extended the possible width of the information space beyond 
personal contacts, creating a possibility for the formation of larger communi-
ties. Further, the invention of printing technology explosively widened the 
possible strength of information sources. Depending on material resources 
(and literacy, of course), the same information could from then on be dis-
seminated many times more eff ectively. The consequence of this process was 
the formation of modern nations. 

Thus, the cultural and linguistic diversity is a heritage of the communication 
means of the past. Relative isolation, both in informational terms as well as 
mobility led to parallel cultural developments within each information fi eld 
which in turn lead to linguistic diversifi cation as well as formation of the 
cultural heterogeneity. 

The rise of information age has considerably changed the nature and width 
of the information space for almost all ethnic communities. The number of 
communities living in an absolute isolation is decreasing as well as the 
number of those whose contacts with other communities are sparse. There-
fore, emerging information technologies hand in hand with increasing eco-
nomic possibilities for dissemination of information are inevitably directed 
towards the decrease of cultural and linguistic diversity. Although forceful 
assimilation as well as genocide has o� en contributed to it, most of the loss 
of linguistic and cultural diversity is due to informational processes.

Expansion of the information space, caused by emerging new information 
technologies always introduces a new system of values and a new hierarchy 
of social prestige for a less advanced group. Its old discourse enters into an 
intensive dialogue with the new discourse introduced by the new expanding 
information space. This dialogue may lead to a more or less substantial trans-
formation of the old discourse, but it may lead to abandoning the old dis-
course together with the old language. The ultimate decision is made on the 
individual level, and is based on the choice between competing identity dis-
courses (values and belief systems) the individual has access to. 

The role of MTE in language maintenance and developing multiple identities

40

The dynamics of linguistic and cultural diversity

As the advancement of informational technology and the concentration of 
wealth that improves information dissemination seem to be irreversible 
processes, there is apparently no escape from ever increasing loss of cultural 
and linguistic diversity. However, information technology is not the single 
parameter that determines the extent of diversity. I try to illustrate these com-
plex processes with the analogy of gravitation.

Each social group could be said to have a cultural mass which applies a re-
spective force of cultural gravity, just like do physical bodies such as planets 
and stars. The larger the group and the higher its status, the larger is its force 
of cultural gravity. This force of cultural gravity a� racts people just like the 
earth a� racts a falling apple. The strength of the force of cultural gravity is 
also aff ected by the overall distance between the cultures. The overall dis-
tance is a sum of informational (presence in immediate communication 
sphere), geographic and cultural (similarity of values and practices charac-
teristic between the groups) distances. Thus, the larger is the diff erence of 
cultural masses between two groups and the smaller the overall distance be-
tween them, the higher the gravity that a� racts the people from the low sta-
tus group to the prestigious group.

Although it would be extremely hard to calculate it mathematically, the 
growth potential P for any culture could be expressed by the following for-
mula

P= (M1-M2)/r

where M1 is the cultural mass of the group G1, M2 the cultural mass of an-
other group G2 and r the overall distance between them. If P is negative, the 
group has a tendency to assimilate to the other group, if it is positive, to at-
tract members of the other group. The larger P is, the stronger the tendency. 
In the case when P is 0 the groups are culturally balanced and diversity is 
maintained. Obviously, most of the cultures have multiple contacts, so that P 
should be calculated for each relevant pair. When all the values of P are add-
ed we obtain the total potential of that particular group which shows wheth-
er the group is assimilating, stable or expanding. As the situation of P=0 is at 
least theoretically possible, there should be a possibility for maintaining the 
linguistic and cultural diversity, too.

The index of utilitarianism

Each culture functions as interplay of innovation and tradition. The fi rst one 
is grounded in what could be called the utilitarian discourse in the sense of 
Scollon and Scollon (1995), the second in the identity discourse. 
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The most important principles in the utilitarian discourse for our discussion 
are the following: 1) humans are defi ned as rational economic entities, 2) 
‘good’ is defi ned as what will give the greatest happiness for the greatest 
number, and 3) values are established by statistical (i.e quantitative) means. 
(Scollon and Scollon 1995). 

The principles of the identity discourse are: 1) the essence of humanity is 
emotional; 2) the notion of “good” is set by the moral authority; 3) values are 
defi ned by tradition. The success of the identity discourse relies on emotion-
al a� achment of a person to his important others and the heritage as well as 
to his immediate surroundings – the cultural landscape. This a� achment is 
created by one’s upbringing and education and thus it is dependent on the 
structure of the family and the nature of the educational system in this com-
munication space.

It must be noted that in a self-suffi  cient communication space the utilitarian 
discourse and the identity discourse are in a modest confl ict of innovation 
and tradition, characteristic to many well-functioning societies. The two dis-
courses clash in the situation of intensive cultural contact between two com-
munities of unequal technological development and wealth. In this contact 
two languages and two identity discourses come into competition in a new 
information space.

The principles of the utilitarian discourse work for economy in a communi-
cation space, unifying linguistic and cultural practices. In the case of intense 
cultural contact, a low gravity culture is immersed into the information space 
of an expanding high gravity culture creating diversity within the larger in-
formation space. For the members of the dominant group the change is not 
large as they do not acquire the dominated language or their cultural prac-
tices. The changes are large for the members of the low status group as they 
need to know the new language and new cultural practices for pure utilitar-
ian purposes.

As all diversity, including the cultural and linguistic diversity, has a plain 
economic cost, the utilitarian discourse starts to work for abandoning mar-
ginal cultural practices within its limits. O� en it means discarding education, 
TV-programmes or literature in one’s own language. Also, given the utilitar-
ian principles there would be no need for more than one language in one’s 
immediate space of communication. The more the new language overtakes 
the functions of the old one the stronger becomes the urge to discard the old 
language altogether. Thus the utilitarian principles favour larger cultural 
communities and work for consolidation of values within the single commu-
nication space. At the same time these principles also work for reducing cul-
tural and ultimately linguistic diversity.
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As the utilitarian principles are symbolic, diff erent groups may diff er in re-
spect to the salience of the utilitarian discourse in their information space. 
The less salient these principles are the more conservative is the culture. As 
this infl uences the growth potential P, the index U, designating the salience 
of utilitarianism, should be included to the formula for calculating P:

P = U (M1-M2)/r

In the extreme case where U is 0, i.e. the utilitarian principles are not present 
at all in a given communication space, indicating a totally conservative cul-
ture, P becomes equal to 0 for all values of M and r. This means that the group 
is stable irrespective of its relative gravity: in the case of a low status group, 
the members are too conservative to assimilate; in the case of a high status 
group, it is too conservative to accept any new members from outside.

The interesting feature is that P is culture specifi c. There is no objective value 
for P; it can only be calculated from the point of view of G1 to have some 
predictive force for this group’s behaviour. The reason is that assimilative 
processes are made on an individual level by the people who belong to the 
same group G1. This means that all the values of the variables in this for-
mula are also culture specifi c, not objective. As the parameters are subjective, 
their values are to some extent variable.

This means that although the objective processes of advancement of informa-
tion technology and concentration of wealth constantly reduce the value of P 
for smaller cultures, the change could be balanced by symbolically changing 
the values of U, M1 or r.

All these variables are partly dependent on the particulars of cultural dis-
course in G1. By gradually changing the discourse, it is possible to increase 
the perceived status of the group (i.e. M1) or to reduce the value of U. Simi-
larly, by increasing the cultural distance between groups, it is possible to in-
crease r, the overall distance between the cultures. For this, it is important to 
know the discursive processes that govern this process. 

Optimally positive distinctiveness

According to the hypothesis, presented above, the main tool for protecting 
linguistic and cultural diversity is ultimately discursive: constructing a posi-
tive group identity, (increasing M1), enhancing its cultural distinctiveness 
(increasing r) and rising in-group loyalty and solidarity (reducing U). Of 
course, some would at this point certainly see here a ghost of xenophobia, 
intolerance and violence that a� empts have generated. 
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For example Mikael Hjerm (1998) argues, relying on the Swedish and Nor-
wegian data from the 1995 International Social Survey Programme (ISSP) 
“Aspects of national identity”, that nationalist sentiments are in a strong cor-
relation with xenophobic a� itudes. Based on these fi ndings, he calls into 
question any possibilities of constructing ‘good’ nationalism. He states that 
“fi rst, even if nationalism is based on national independence the reason for 
this independence o� en boils down to that the people of one nation imagine 
that there is a diff erence between themselves and some other people and that 
in the long run they are be� er off  with their own nation-state. Therefore, they 
in some sense are superior to other peoples and nations.” (Hjerm 1998: 5.2)

Thus, it is likely that ideological a� empts to protect linguistic and cultural 
diversity would necessarily increase xenophobia and out-group discrimina-
tion. The question is then is there a possibility to avoid it.

Social psychological research on minimal groups (i.e arbitrary groups, cre-
ated for the experiment only, groups that have no history, no shared beliefs 
etc) has shown that even ad hoc group categorisation leads to in-group fa-
vouritism and out-group discrimination (Tajfel 1970). The same results were 
obtained even when the assignment to the groups was made explicitly ran-
dom (Billig and Tajfel 1973). This indicates that out-group discrimination is a 
phenomenon that is inherent in the intergroup situation itself (Tajfel and 
Turner 1979). If the in-group bias is indeed so universal, the behaviour may

 well have biological roots. Be as it may, so long as humans have social groups 
of any type, there will always be in-group bias. This may not necessarily be a 
bad thing.

As Tajfel and Turner (1979) argue, individuals strive to sustain or enhance 
their self-respect. Social groups however may have either high or low pres-
tige, and thus, by comparing one’s own group with reference to other rele-
vant groups, one tries to maintain a positive social identity. Accordingly, the 
in-group bias is a natural result of a person’s positive self-esteem.  There is 
li� le hope to get rid of it, there can only be possibilities to fi nd an optimal 
balance between the respect towards one’s own social identity and the re-
spect towards others. I call this optimally positive distinctiveness (OPD). The 
hypothesis is that groups with OPD will maintain healthy and stable inter-
group relations in contact se� ings.

Although the in-group bias is a natural phenomenon, it is possibly also dan-
gerous as it is hard to determine at which point the OPD is exceeded and the 
group is constructing a confl ictual identity discourse, particularly as the in-
group favouritism is o� en employed by politicians to mobilise the masses for 
social change. This is especially evident when the identity discourse is 
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constructed on a single feature, be it ethnicity, religion, social class or gender. 
Identities constructed on one feature are inherently more confl ictual, as they 
do not allow overlapping of group membership. In reality individuals be-
long simultaneously into diff erent social groups and have potentially multi-
ple social identities. 

Multiple identities

According to Barvosa-Carter (1999:113) multiple identity is „a concept in 
which the self is made up of a number of diff erent but integrated identities. 
Each identity is a frame of reference that includes a scheme of values and a 
set of meanings and practices. These identity frames of reference (or identity 
frames) are related to a nearly endless array of possible social identities“ 
Thus, a person is familiar with a number of distinct identity discourses which 
are possibly overlapping and may even be partly contradictory. 

An important feature is that people use their partial identities situationally 
and relationally, i.e they foreground the identity that best serves their imme-
diate needs in that particular situation and the one which is shared with oth-
ers in this context. This phenomenon is called identity adaptiveness and the 
empirical social psychological research has shown that people tacitly make 
good use of the positive stereotypes that are associated with some of their 
multiple identities, depending on situation (Pi� inski, Shih and Ambady 
1999). Of course, if negative stereotypes of one’s social identity is made sali

ent in a situation where these stereotypes are relevant, this debilitates per-
formance. For example Steele and Anderson (1995) found that African Amer-
ican students underperformed in a verbal test when the stereotypes about 
black people were made salient.

Thus, multiple identity is benefi cial in two respects, fi rst, it reduces the pos-
sibility of confrontational social distinctiveness and it enables individuals to 
optimally perform in diff erent social contexts and situations. Constructing 
multiple identities is a communicative process by which shared social beliefs 
are generated over various social categories. For some categories the identity 
construction is more intense, for some other categories less so. Consequently, 
the corresponding identities have diff erent salience within the totality of 
one’s multiple identity. 

As the extent of current loss of linguistic diversity shows, the multiple ethnic 
or national identities tend not to be stable, but lead constantly to abandoning 
the disfavoured identities.  The solution would be to fi nd the balance be-
tween the facets of ones’s multiple identity. This is a real challenge for social 
engineering, but knowing the parameters that infl uence the growth potential 
P, there is at least some indication how, by using social creativity, the issue
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 could be tackled.  This is where the educational system, and particularly also 
mother tongue education (MTE) gains its importance in maintaining the lin-
guistic and cultural diversity.

MTE in constructing optimally positive distinctiveness

The central for the social identity are the shared beliefs, values and practices 
(see Bar-Tal 2000 for an extensive analysis). Together they form what I have 
called the identity discourse. In the case of ethnic groups it is formed on the 
basis of the myths, history, religion and the conception of homeland of the 
group (see Smith 1999 for a detailed discussion). The identity discourse is sta-
ble and conservative. New features could be added, but to change the identity 
discourse in large extent would be almost impossible. For example in the So-
viet Union, an extensive a� empt was made to design the national identities 
and to construct a new supranational identity of soviet people. Although the 
experiment lasted around 70 years (in Estonia nearly 50 years), the regime 
could not replace the old national identities, only minor changes, some unin-
tentional, took place.

The identity discourse is disseminated and maintained through shared infor-
mation channels, mostly by mass media and educational system. In contem-
porary open world, people are infl uenced by several, o� en competitive infor-
mation spaces. Large and powerful cultures disseminate their values o� en 
internationally; small and less powerful groups have fewer channels with 
local coverage.

The educational system, being centrally administrated and non-commercial 
has a good potential to shape the identity discourse within its domain. As the 
identity discourse is to a large extent verbal, expressed by the literary works, 
MTE is in a special position amongst the school subjects in constructing and 
maintaining it. Based on the social psychological analysis of group dynamics 
and intergroup relations, summarized in this paper, I outline a few general 
principles that should be taken into account in developing the MTE curricu-
lum and content. How these principles are manifested in each particular case 
is culture-specifi c and needs to be tailor-made for each ethnic group.

1) Self-categorisation 

The main features of a given group’s identity discourse should be analysed 
and assessed about the content, whether positive or negative symbols pre-
vail, what is their meaning and possible impact on group behaviour. Based 
on this analysis the curriculum and its content should be modifi ed for OPD. 
This means for large and high status groups, having dominantly a positive 
self-esteem, the content of the curriculum should be constructed so that to 
reduce in-group bias if evident in the discourse. Occasionally even high 
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status groups feel threatened even there are insuffi  cient reason for this. Cul-
tural material should be found that could help to reduce the perceived 
threat.

For small low status groups, the content should be made so as to enhance 
group’s self-esteem. This could be done by giving a meaning to the existence 
of this group and hope for the future. First, the raison d’etre of this group 
should be specifi ed on the basis of available cultural material (myths, litera-
ture, customs, beliefs etc). If necessary, it should be invented. Second, the 
concept of salvation, the turn of the status should be provided. Hope should 
be given that there is something by which the group could become great and 
enhance it status. Either task is not an easy one, as the small low status groups 
usually have a shortage of suitable cultural material.

2) Relations to outgroups

Two principles need to be followed: generosity and respect. The fi rst is more 
relevant for high status groups whose identity is not threatened. The lower 
the status of the group the less it is possible to appeal to generosity, as it may 
be felt threatening to the group’s distinctiveness. The goal for fi nding cul-
tural material for promoting generosity is to reduce the outgroup bias of the 
dominant group towards minorities. Its main features are willingness to ac-
cept minority members as members of the dominant group, and their cul-
tural contribution to the dominant culture.

Respect is important to both the high and low status groups; it means under-
standing the values and practices of the outgroup that may be diff erent from 
that of the ingroup. Respect also means being greater than the history. In the 
past, there has o� en been intergroup confl icts and violence. For this reason 
the understanding of the historical events can be diff erent. Respect means 
accepting the diff erent value assignments to these events. For smaller na-
tions, respect towards others could easily be perceived as an important con-
tribution to the group’s self esteem. Having been dominated by more power-
ful groups in history provides a good start not to pay back its own suff ering 
to other. Respectfulness could be a feature in which smaller nations could 
stand out amongst the larger and more prestigious groups.

3) Multiple identity

The goal here is to bring out the richness of the diff erent sides of the set of 
multiple identities. O� en the MTE stresses only one, major facet of the mul-
tiple identity. More a� ention is needed to other possible identities, particu-
larly in their symbiosis with the main ethnic or national identity. Particularly 
important is to concentrate on these sides that enable to cross the bounda-
ries
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 of the main ethnic identity. Also the levels of supra-identities need to be ad-
dressed, such as the larger regional (Baltic, Nordic etc) or the European one.

In addressing the multiple identities, the adaptive value of this phenomenon 
should be fore grounded in appropriate context, for example, the European 
identity in the context of American or Arabic identity, regional identities in 
the context of larger units etc. Also the adaptive benefi ts of the local identity 
in the context of the national identity are worth considering.

Conclusion

Engineering the identity discourse is not an easy task, as there are multiple 
societal forces that are in a constant work in maintaining or modifying it. 
These forces may have partly diff erent views about the identity of the group, 
its position and future development. Also, the cultural pa� erns are not easily 
changed. Thus, it is not at all guaranteed that such a� empts through the MTE 
would be successful. 

One that must be taken into account is that the process should be very subtle 
and long-lasting. As said, societal beliefs do not change easily, and every at-
tempt to force a change is most likely to have the opposite eff ect. Yet it is 
certainly worth trying, for the sake of improved intergroup relations.

This article outlined some basic processes that have eff ect on intergroup rela-
tions. By knowing and using these processes, it is in principle possible to 
design the identity discourse disseminated through the MTE. How this is to

 be done, and how much intervention is needed, could only be decided on 
each particular case separately, taking into account the cultural and historical 
circumstances. This is a vast task, demanding extensive work on analysing 
the particular identity discourse and also a fair amount of creativeness to 
fi nd the best symbolic expression for the features to be introduced or 
changed.
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Abstract

The author will off er to look upon how and why the aspects of intercultural education 
enter the contents of Latvian as mother tongue (L1) and Latvian as the second lan-
guage (LAT2). What are the diff erences between L1 and LAT2? This is the question 
posed by a teacher of Latvian as mother tongue. There is a more and more felt ten-
dency in Latvia today, that there appear linguistically heterogeneous classes in 
monolingual Latvian language instruction schools, i.e. pupils whose native language 
is not Latvian are si� ing in Latvian as mother tongue classes and learning it. Thus 
this question becomes very topical: how should these children learn the Latvian lan-
guage? as their mother tongue? as the second language? as a foreign language? How 
do these conditions change in the language acquisition process, in teacher‘s work, 
how could teacher‘s professional, didactic training, the learning content ascribed in 
the state documents and modern teaching materials help to solve these questions?

Latvian language - mother tongue and second language, language acquisi-
tion

Language in the life of the society is not only the means of communication 
and the symbol of ethnic belonging but also an eff ective factor of the interior 
politics of the state. If several languages are used in the society then the lan-
guage choice may promote or hinder the participation of the population in 
the political and economic life as well as it ensures the transfer of informa-
tion. Taking into consideration the signifi cant importance of the language in 
the life of the state, the ethno-linguistic processes in the country usually are 
purposefully managed.

LATVIAN AS MOTHER TONGUE AND 
AS SECOND LANGUAGE – ASPECTS 
OF INTERCULTURAL EDUCATION IN 
LATVIAN LANGUAGE TEXTBOOKS 

Inga Pavula
(University of Latvia)
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Latvian as the mother tongue and Latvian as the second language - what is 
the diff erence? The teacher who teaches the Latvian language at school may 
pose this question because in most cases he/she has not heard about the sec-
ond language and its methods of teaching. In reality they are as if two unre-
lated worlds, which exist parallel and defi nite like an unconscious arc infl u-
encing each other (e.g., textbooks and their use, teachers are surprised that 
Latvian language textbooks for Russian schools are so interesting). The meth-
odologies precisely describe what each language - mother tongue, second 
language, foreign language means but the teachers teaching Latvian as the 
mother tongue do not understand these terms because in none of the univer-
sities the students – as future mother tongue teachers - are off ered an insight 
into the methods of second language teaching. 

The key principles of the teaching methods of the European Union deter-
mine that the most eff ective methods in language acquisition, teaching and 
research are those which are in conformity with the needs of the language 
learner in the social context. The European Union has promoted the ap-
proach, which is based on the communicative needs of the language learner 
and the use of such materials and methods, which would allow the language 
learners to fulfi ll these needs and which would correspond to their specif-
ics.

„European Language Framework“, which determines a unifi ed methodo-
logical approach to language learning, states that „Formulation of the aims 
and results of the language teaching and acquisition should be based on the 
assessment of the needs of the language learners and the society, on the tasks, 
activities and processes which the learners should perform to satisfy these 
needs and on the competencies and strategies they will have to develop”. It 
is said that in order to participate eff ectively in the communication the lan-
guage learner has to learn or acquire

- the necessary competencies

- the ability to use these competencies and

- the ability to use the necessary strategies to make these competencies work 
The new basic school standards of the native language of the minorities ap-
proved in 2004 Latvian as the mother tongue and Latvian as the second lan-
guage. To a varying degree it refl ects the change of these paradigms.

The term of the competencies - communicative, linguistic, socio-cultural and 
language learning competence is new to them.
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The present study will be devoted to the problems of forming and develop-
ing the socio-cultural competence in Latvian as the mother tongue and Latvi-
an as the second language acquisition process:

1)  we will study how the socio-cultural competence is treated in the stand-
ards;

2)  in order to form and develop this competence the key principles of the 
intercultural education should be observed in the teaching/learning process

3)  both the content and the way how this content is being delivered are im-
portant in implementing the principle of intercultural education

4)  the teacher has a very important role in the language learning process 
therefore he/she must, fi rst of fall, know what intercultural education is and 
how to implement it in order to facilitate the development of learners‘ socio 
cultural competence

5)  one of the supports in the implementation of the principles of intercul-
tural education could be the teaching materials, the textbooks

2. Socio-cultural competence in language standards and school practice

Knowing that the socio-cultural competence develops from information to 
understanding, which forms the a� itude and infl uences the action (knowl-
edge-a� itude- action) we studied the content of the socio cultural compe-
tence in the mother tongue and the second language; it is clear that the moth-
er tongue orients more on knowledge and understanding while in the second 
language the action aspect is also present. 

Latvian as mother tongue: The aim is to develop the learner‘s competence in 
the Latvian language, which is demonstrated in the learner‘s ability to ex-
press him/herself and communicate in the Latvian language and realize its 
role in the development of his/ her personality, in retention of the national 
identity, in development of the intercultural dialogue and in awareness of the 
nation‘s culture.

Socio-cultural competence: It deals with  the mother tongue, state language, 
ethnic minority language, the language situation in Latvia, language as a 
part of a personality and a nation‘s culture, and as a means of gaining aware-
ness, language as a means of preserving an individual‘s national identity, 
respect for the mother tongue and languages of other nationalities, as well 
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as the tolerance towards people who pronounce words and sentences diff er-
ently, language enrichment and responsibility for one‘s own language qual-
ity.

Latvian as second language: The aim is to develop the competence of stu-
dents in Latvian as a second language in order to promote their integration 
in Latvian society and provide the foundation for the acquisition of educa-
tion. 

Socio-cultural competence: It is dealing with the understanding of cultural 
aspects in Latvia and the intercultural dialogue: Everyday life, living condi-
tions, interpersonal relationships, values, convictions and a� itudes, social 
customs, rituals, national festivities, the cultural environment in Latvia, tra-
ditions and social changes; the observation of cultural traditions and publicly 
accepted norms in communication; the understanding of and an ability to 
participate in the intercultural dialogue.

Acquisition of literature: The literature content is in compliance with the fol-
lowing elements from the standard of compulsory education in Literature: 
literature as a part of culture; comprehension of literary works, creative ac-
tivity; literature as an art of writing, according to the genre (genres of folk-
lore, literary tales, plays, stories, novellas, poetry).

Cooperation: The development of cooperative skills for working together, to 
ensure eff ective communication and the use and development of each stu-
dent‘s Latvian language.

Certainly, the socio-cultural competence is connected with the understand-
ing and implementation of intercultural education. Until now the Latvian 
language instruction in schools ascribed the intercultural education with re-
gard only to Russian language instructions in schools. If the teachers are of-
fered professional development courses on intercultural education, bilingual 
education, neither the school administration nor the teachers think that this 
information would be needed though there are pupils at school whose native 
language is not Latvian.

It means that though there dominates a public view that the Latvian lan-
guage teachers have problems if there are children in the class whose Latvian 
language level diff ers greatly from the bulk because their native language is 
another one and the language used at home and in everyday life is another 
one too (usually the Russian language) than the one they are actually study-
ing. We can see that the teachers are still at the level of the so called uncon-
scious non-competence because they do not see and do not think that there 
are problems.
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More likely the children and their parents have problems; however, it is pos-
sible that both majority and minority children have problems.

Here are some views on intercultural and bilingual education expressed by the 
teachers of the Latvian language stated a� er the classes:

„A new set of questions appeared, I‘ll suggest my school administration and 
the colleagues to study this issue deeper and stop being teachers who work 
according to the principle: if you have come to our school- learn and fi ght, if 
not - go away”.

“There is a question- what to do if the Russian child learning the Latvian lan-
guage understands that s/he is unable to continue successfully? Should s/he go 
to the Russian language instruction school?“

„Sorry, but when I received today‘s agenda I thought that the topic about bilin-
gual education is not meant to be for me but thanks to the lecturer …..I am 
absolutely thrilled about the day. I learned so much about the bilingual educa-
tion I didn‘t know before - though people speak about it, the newspapers write 
about it but the Latvian language instruction school do not think that these 
problems refer to them”.

“At fi rst I thought that I don‘t need this session but we stayed because it was 
interesting, I gained a lot because I work at school where there are many mi-
nority children. They are diligent, lazy, smart, not so smart, etc. But there is 
always some lack of understanding - how does the child actually feel, why is 
s/he here, how does s/he perceive me, etc.?

“Now it seems that I will be able to understand minority children be� er be-
cause I came to the conclusion that you can‘t throw him/her into the pool and 
watch how s/he will swim but you should help this child- before I had not even 
thought that this child needs help...”

„I understood that to learn and to teach in another language actually is not so 
easy because you need special methods; maybe it is the fi rst step to make the 
teachers aware that you cannot work as you did before in a linguistically het-
erogeneous class, pretending that everyone knows and speaks Latvian as their 
native language.” 

„Learning Latvian as the second language is not so easy. Just placing pupils 
in the Latvian environment cannot immediately prepare them for full-
fl edged participation in the society life. There is a need for other methods, for 
qualifi ed, well-trained teachers. Such studies are elitarian all over the world. 
I think a� er some time also in Latvian language instruction schools some 
subjects, like, biology, chemistry, etc. should be taught in Russian, English or 
other languages.“
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Learning in the Latvian language instruction school the minority of the chil-
dren already are or will become bilingual but the Latvian language docs not 
become their native language! Then how to learn it? - as the native language 
(because the demands, the syllabus, the lessons are as in the native language) 
or as the second language (if the teacher has heard about the diff erence in 
methods and approaches and uses them). Do teachers know about inclusion 
of cultural elements, which Latvian and minority children perceive diff er-
ently? To be more precise, ,,what do we do if a child does not know some-
thing or does not understand Latvian?“

From the point of view of the second language acquisition both versions 
have their problems:

1) translations are necessary in language lessons , because they infl uence the 
native language speakers and the second language learners gain from them 

2) as regards the individual help - it is good as it is but ... there is no diff eren-
tiated approach if we help on the spot, because what are the other learners 
doing at that time. The result is they see there is no need to try it because the 
teacher will simply help me.

Thus the fi rst step is to help Latvian mother tongue teachers to get to the 
level of conscious non-competence in order to make them realize that there 
are certain problems. Then the desire and interest for more learning and so-
lutions will appear and of course methodological solutions will be off ered. It 
is possible that the teaching materials, textbooks could help to implement 
intercultural education in such heterogeneous situation.

3.  Intercultural education in textbooks

When studying the teaching materials for L2, L1 we found the criteria for 
intercultural education put forward by Peeter Batelaan (5) as very impor-
tant:

1. Developing a balance between diff erent intentions of education (qualifi ca-
tion, culture, social and personal development).

2. Ensuring interaction and cooperation possibilities within a heterogeneous 
group.

3. Ensuring possibilities of equal participation in the classroom interaction:

a) creating conditions which allow all children to participate in the educa-
tional process;
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b) taking into consideration the knowledge and skills of all children: Lan-
guage skills, knowledge of culture, children‘s individual skills and abilities.

4. The syllabus refl ects the reality of a multicultural society - it is not ethno-
centric but global. It speaks about people as individuals not as the stereotyp-
ical representatives of some groups.

5. The syllabus off ers knowledge from diff erent, even diverse perspectives.

D. Campbell in his turn considers that the implementation of intercultural 
education through textbooks and syllabus should change so that:

Development of prejudices and stereotypes will decrease;

The trust in teaching materials and strategies will decrease;

Elements of developing critical thinking will be included;

Cooperative learning, sharing and helping others will be used;

The dialogue between pupils and teachers will be facilitated;

Language and communication skills will be developed;

Texts and materials will provide general and complete understanding on so-
ciety and its history;

Teaching materials will reveal the diversity of cultures and will teach the skill 
to analyze from diff erent angles;

Materials will be based on pupils‘ life experience; they will help pupils to 
analyze and understand the real life situations (friends, violence, love, youth 
culture, music, drugs, etc.)

I consider that the demands for the teaching materials put forward by Der-
man-Sparks (10) are very important. They should: 

* Refl ect diff erent gender roles, cultural roots, social economic groups, age 
groups etc.

* Show precise images and information

* Refl ect diff erent languages
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* Refl ect everyday life of diff erent people

* Refl ect diff erent children and families in one group

* Refl ect diff erent lifestyles, religions, incomes, families

* Show people with diff erent experiences/backgrounds, diff erent races, cul-
tures, and their interaction on diff erent levels.

On the basis of the above stated ideas and conclusions we will off er a practi-
cal look at some tendencies in the Latvian language textbooks in the context 
of the studied problem.

The new standards and syllabuses envisage the use of the communicative 
approach in the teaching/learning process, which in turn envisages the use of 
diverse and diff erent teaching materials, excluding the possibility that only 
one textbook is used as a teaching/learning material in the language acquisi-
tion process.

LAT2 teachers have experienced diff erent periods in their work: a period of 
textbooks based on the grammar translation method with the politically ori-
ented texts, the transition period when modern text- books were needed but 
they simply were not available, a situation when it is possible to choose one 
of the many textbooks on off er or when it is possible to use several text-
books.

During the recent 7- 8 years we have stressed the fact that for teaching LAT2 
L1 textbooks cannot be used in minority schools though the school adminis-
tration and teachers think that the aim to speak the second language equally 
well as the native speakers can be a� ained if the same textbooks are used. It 
is forgo� en that the main thing is what we do and how we work with these 
books - so it is the methods of teaching; and o� en if we use L1 textbooks we 
do not a� ain the aim. Today speaking about the heterogeneous classes we try 
to recommend teachers to have a look at the second language textbooks, 
maybe there are some ideas, approaches, didactic elements how to improve 
work in the class where there are both native speakers and second language 
speakers with the aim to improve the Latvian language skills of both par-
ties.

How do teachers usually choose a textbook? First of all, if the book is in the 
school library and accessible to all pupils teachers work with whatever is
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 available. If the book is not in the school library, there is more freedom in 
choosing the book. However, in both cases the teacher has to do the book as-
sessment, the analysis- in the fi rst case to know what, how and where some 
additional materials should be used, how to improve the book to make the 
language acquisition process more eff ective; in the second case - to know and 
be able to justify why exactly this book had to be bought and used.

Teacher‘s skill to assess the textbook (teaching materials), to choose and to jus-
tify his/her choice has become an important professional competence. The 
textbook serves as a kind of a scenario in the teacher-pupils‘ interaction proc-
ess. It means that the teacher, fi rst of all, needs to know what the available 
choice is, where to look for the materials, what to study, what to pay a� ention 
to, how to decide whether these materials (textbooks) are appropriate to the 
needs of the particular learners, the language environment in which we live, 
the teacher‘s methodology and other aspects.

When evaluating the Latvian language textbooks and taking into account the 
theoretical ideas about intercultural education it should be stressed that teach-
ers can teach pupils to evaluate critically the situations described in the books 
in diff erent ways - choosing and using diff erent strategies to discuss with pu-
pils the content and exercises of the textbook, the a� itude of the authors and 
the pupils‘ diverse experiences.

The teacher‘s task is to help pupils have a look at the off ered materials, texts, 
pictures from a diff erent angle; if the book contains stereotypes, if the book 
does not picture diversity, then where to fi nd additional materials for class-
room use and discussion on diversity and the ways of being diff erent, to think 
about corresponding teaching methods, forms, about the involvement and en-
richment of pupils‘ experience in the language acquisition process.

If these aspects are not present in LAT2 teaching/learning materials: you can 
fi nd them

in the content - themes, proper names, formulation of the tasks;

in the forms and methods of work, the activities off ered;

in illustrations, pictures, photos.

The study performed in Latvia in 2002 ”The description of gender roles in the 
textbooks published in Latvian“ (11) paid a� ention to only one aspect of inter-
cultural education  - the stereotypes of gender roles; it looked upon the outer 
appearance and activities of boys and girls and recommended to discuss it 
with pupils if,, really boys and girls look like that and can be connected with 
the described activities and professions! Off er examples where boys and girls 
do many diff erent things where there is greater diversity of roles!“ (11).
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The aim of our study is not to recommend particular books but to show the 
ways how the teacher can observe intercultural aspects in the textbook, how 
to use them in the language acquisition process to improve the pupils‘ socio-
cultural competence. In the analysis of the examples, which follows we may 
try and think why there is a need to supplement something and how the 
teacher could compensate what the book lacks.

A. A possibility to communicate and cooperate in heterogeneous groups

The textbook may envisage exercises. However, if the teacher fi nds out that 
the textbook does not off er them s/he has to choose methods to put this crite-
rion in practice. For example:

- Out of 180 exercises - 24 for pair work, 20 for group work, 6 role plays. 6 
games

(Form 4, LAT2)

- Formulation of the exercises - discussion with the partner, fi nd out the ques-
tions ,discuss them in a group, change roles and act them, choose and justify 
your choice (Form 6, LAT2)

- There are more individual exercises and tasks oriented to a single pupil, 
where the only addressee is the teacher.... Do you know the game „...“? Tell 
the teacher its rules! (Form 3,  L1) 

- The native language books (Dz. Paegle 1994. - Form 7, 1993/6 - Form 6, 
which are still used) basically contain individually performed exercises 
which do not promote cooperation and assistance, thus do not facilitate com-
munication but rather the memorization of grammar rules and language 
regularities: “read the text and fi nd; write out the verbs, determine the tenses 
of the verbs., use the punctuation marks, correct the mistakes, remember, 
pay a� ention to“. Maybe for L1 learners it is not diffi  cult as it develops mem-
ory, reproduction skills but not the understanding and a� entive use of rules 
which are important for both L1 and especially for LAT2.
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B.  Do not develop stereotypes: gender roles, social-economic, age, ethnic ones

It is easier to state this aspect and at the same time this aspect largely depends on 
the authors‘ own stereotypes and opinions. In general it could be said that stere-
otypes are more pronounced in the books where most texts are author- created 
because they are strengthened with illustration. If the book uses purposefully 
selected texts there are no or there are much less of such stereotypes and also the 
pictures do not convey such information. The teacher himself/herself should be 
aware of personal stereotypes and should use several diff erent opinions, posi-
tions, examples as much as possible. For example:

- The content and pictures do not form gender stereotypes - all work is done to-
gether, both girls and boys play and learn together, sometimes one group is 
more successful, sometimes the other. (Form 4, LAT2).

- If at the elementary school stage only girls, mother, and grannies are connected 
with food and kitchen - what does it prove? Is it like that in all families? (Form 
1-3, L2)

- The age stereotypes - the depicted grannies and grandfathers visually corre-
spond to the great grandmothers and great grandfathers because the grand-
mother/grandfather of today is most likely still employed and do not wait for 
grandchildren from school (Form 1-3, L2)

The question - does the illustrator provide pictures according to the author‘s 
texts thus illustrating the author‘s idea and stereotype or does the illustrator give 
his/her own drawing - remains open? In any case the teacher should have a 
critical eye to view the book.

C. Give a just and balanced idea about the “others” and the “diff erent”

The diff erent is a rather broad term here and it is meant to be the factor that de-
velops tolerance for life in the society because it could be developed only in situ-
ations in which you face the diff erent.

D. Refl ect the diff erent: life styles, families, religions, incomes, etc. For example:

- the book off ers discussion about families with diff erent incomes, diff erent liv-
ing places, diff erent languages (Form 6, LAT2)

- the book off ers the family model - 2 parents and 2 children and 2 grandpar-
ents, but the society has more family models than that. Neither large families 
nor single parents are shown. What signals does it give to the children who 
come from such families - is there something wrong with me? Does it mean 
that in the evenings mothers always cook and fathers are out at work? (Forms 
1-3, L2)
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E. Refl ect the reality of the multicultural society. For example:

- The book off ers the Latvian cultural traditions and festivals but also envis-
ages possibilities of discussing and comparing them with pupils‘ experienc-
es, their national traditions thus leaching how to speak about something im-
portant to you in the second language, how to tell about one‘s national cul-
ture in the state language. (Form 4, LAT2)

- The proper names of the heroes depict the ethnic diversity of the society: 
Pauls, Ieva, Anna, Karlis, Stepans, Maksims, Madara, Martins, Viktors, Zane, 
Ričs, Saša, Juris, Igors, Sergejs, Ļena, Jana, Marĳ a...; (Form 4, LAT2)

- If only Latvian proper names are used it gives the idea that there are no 
other nationalities in Latvia

- The native language textbooks do not give any possibility to feel the diver-
sity of the society. The books basically off er texts from the literary heritage/ 
history which the pupils discuss and certainly through them acquire mental 
values, develop their literary and life perceptions but unfortunately - history-
based not seeing that today‘s society of Latvia is very diff erent, diverse and 
thus interesting. 

4. Conclusions on the textbooks in the intercultural aspect

The LAT2 textbooks refl ect more the ethnic diversity of the society at the 
same time preserving the stereotypes about the city and the countryside, 
gender roles, families. These stereotypes in most cases are due to the authors‘ 
own ideas and stereotypes which sometimes are strengthened by the artist‘s 
illustrations. Therefore it is important that books are developed by a team of 
authors - several authors, especially if they represent diff erent generations 
with a more diverse world perception; it is easier to escape from populariz-
ing the stereotypes, if the views are diff erent. More a� ention should be paid 
to the fact that there is a female dominance and to be aware of the consequent 
problems (the authors are women, teachers are women - we o� en forget 
about the boys‘ interests and then we wonder why boys are not interested in 
books and studies).

LAT2 textbooks off er suffi  ciently enough tasks for group work, for argumen-
tations, justifi cations, discussions, etc. - these are interactive, cooperative 
studies using modern language learning methodology which in general pro-
motes the development of the socio cultural competence.

L1 textbooks develop language speakers to use the correct language but do 
not give them ideas about modern life - the diff erences in the language use, 
problems, accents, dialects, mistakes, which sometimes makes people intol
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erant towards those who speak with accent and mistakes, in other words, 
towards those who are diff erent. The off ered forms of work promote the in-
dividual work but there is li� le cooperation and discussion, and the books 
do not show the ethnic diversity of the society. Basically using fi ction texts 
there are few stereotypes of the authors and the illustrators.

Conclusions:

Pupils and teachers who are diff erent use the textbooks in diff erent environ-
ments and circumstances - this is the reality of life, this is the society. How-
ever, we all wish the society to be diverse, interesting, understanding and 
knowing - also in a European context.
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Abstract

The research object is three Latvian second language textbooks for grade 9 that were 
published in 1990, 1997 and in December, 2004.  The subject of the research is texts 
used in these books. In the middle of 90’s a problem was raised – students learn a 
language, but do not know it - therefore it seemed useful to investigate textbooks, 
their structure and content. In the result one can fi nd that there is only one story out 
of all 56 texts in the book published in 1990 where students are the main characters 
and that reveals school life and students’ relationships. Other texts demonstratively 
u� er the ideology of Soviet times and reveal the events of World War II and its ac-
tions at the frontline. 

At the present moment students’ Latvian language knowledge has rapidly improved. 
One can notice the cohesion between the texts published in the book of 1997 and the 
students’ ability to use the language in oral communication. The question about 
wri� en language is up-to-date, so this fact was taken into account during creating 
the newest Latvian language textbook. 

Kopsavilkums (in Latvian)

Par pētījuma objektu ir izraudzītas trīs latviešu valodas kā otrās valodas mācību 
grāmatas 9.klasei, kas iznākušas 1990., 1997.gadā un trešā – iznāks šī gada 
decembrī.

TEXTS IN TEXTBOOKS OF LATVIAN AS SECOND   
LANGUAGE - REVEALERS OF FIXED TIME 
PROCESSES 

Sanita Lazdiņa
(Rezekne Higher Educational Institution)
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Pētījuma priekšmets ir šajās grāmatās izmantotie teksti. Tā kā 90.gadu vidū tika 
izvirzīta problēma – kāpēc skolēni mācās latviešu valodu, bet to nezina, lietderīgi 
šķita izpētīt mācību grāmatas, to struktūru un saturu. Atklājās, ka 1990.gada 
grāmatā no visiem 56 tekstiem ir tikai 1 stāsts, kurā galvenie varoņi ir skolēni un kas 
atklāj skolas dzīvi, jauniešu savstarpējās a� iecības. Pārējos tekstos uzskatāmi tiek 
pausta padomju laika ideoloģĳ a, a� ēloti II pasaules kara notikumi, darbība frontē.

Šobrīd skolēnu latviešu valodas zināšanas ir strauji uzlabojušās, vērojama kohēzĳ a 
starp 1997.gada grāmatā ievietotajiem tekstiem un skolēnu prasmi lietot valodu 
mutvārdu saziņā. Aktualizējies ir jautājums par rakstu valodas izkopšanu, tas tika 
ņemts vērā, veidojot jaunāko latviešu valodas mācību grāmatu, kas iznāks šī gada 
beigās.

Keywords

Textbook, context, content, structure, texts, language skills, pre-reading exer-
cises, grammar

I Introduction

In recent years we can notice that foreigners’ knowledge of the Latvian lan-
guage has considerably improved. In everyday communication mostly all 
students can understand questions or requests. The answer could be given in 
two ways: 1) it will be given in the Latvian language; 2) the student will an-
swer in his/her mother tongue – e.g. the Russian language because it is easier 
and he/she is confi dent that the second speaker will understand him/her.  

The improvement of language can be related both with arranging the ques-
tion about language politics (at the moment the state language in Latvia is 
the Latvian language), with the change of the society’s a� itude, with educa-
tion reforms in Latvia, and also with great a� ention that is paid to teaching 
aids for minority school students.  

The fi eld of research within the second language has both theoretical and 
practical importance: ‘a knowledge of second language acquisition may help 
educational policy makers set more realistic goals for programmes for both 
foreign language courses and the learning of the majority language by mi-
nority language children and adults’(Spada, Lightbown, 2002).
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II Defi ning the subject of the research

The author of this article has researched 3 textbooks of Latvian language as a 
second language: one of them is published in 1990, the second - in 1997 but 
the 3rd one has fi nished this summer and could be printed out this autumn.  
So the interval of their publishing is 7 years (1990, 1997, 2004). It was interest-
ing to investigate the changes in language teaching methodology, psycholo-
gy and linguistics during these 14 years and to see their infl uence to the con-
tents of teaching books.   

The comparison of 3 teaching books is a rather wide theme, therefore the 
author has chosen to study what kind of texts are used in textbooks for grade 
9 and what kind of pre-reading exercises are off ered there. Certainly, it could 
be interesting to research also a� er-reading exercises but it is a very wide 
theme therefore it cannot be done in one survey.  

III The structure of textbooks

At fi rst let’s take a look at the cover and title page of these books. The design 
of the book published in 1990 is not desirable for teenagers of 15-16 years. 
The title page is wri� en more in Russian not in the language that should be 
taught by the help of this book. There are only 3 words wri� en in Latvian 
”Latviešu valoda 9.klasei” (Latvian language for grade 9), the names of the 
authors and the publishing place are wri� en in Russian. 

Before the research of reading texts, the author has paid a� ention also to the 
structure of the books. The content of the book published in 1990 is arranged 
by lessons – there is the title of the text, the author and theme of grammar (for 
example, 3rd lesson – Latvian folklore, verb in the past). So in each lesson 
there is some grammar and lexical exercises and 1 or 2 texts. Lessons are not 
divided by themes. One text can be arranged in more than one lessons, for 
example, one story is divided in 8 lessons. For students it could be boring to 
analyse one and the same text. The choice of texts in this book is determined 
by the grammar theme. For example, the story in this book is chosen along 
with participants whose names are printed in bold in the text for students to 
notice them. The content and expressive means of the text are not interesting 
for students (the story is about a man who has injured his arm in 1941 near 
Leningrad and all of his spare time a� er the war he spends in his fl ower gar-
den, growing diff erent kinds of fl owers).  

The book published in 1997 and manuscript (2004) has got a topical principle 
- the content is arranged by themes (topics) that correspond to the peculiari-
ties of students’ age, interests, and sexes. For example, in the book of 1997
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 there is a chapter “The best thing in a world” (,,Vislabākā lieta pasaulē”) 
devoted to the multiplicity of language, or chapters “Theatre and dramatur-
gy” (,,Teātris un dramaturģĳ a”) and “The writers for youth” (,,Rakstnieki 
jaunatnei”) that give the insight to Latvian dramaturgy and modern prose 
where the main heroes are youth.  

Comparing the new book of 2004 and the textbook of 1997 we can notice that 
while choosing the themes for a new book, the biggest emphasis was to link 
them with other teaching subjects. In that way, Latvian language lessons can 
help to acquire also other subjects that are taught in bilingual way.  For exam-
ple, the chapter about the air (title “There – over the land” -,,Tur – augstāk 
par zemi”) has got the texts that supplement or repeat the knowledge in biol-
ogy and chemistry (air composition, pollution, ecological situation, etc). The 
second diff erence is the special a� ention paid to inter-cultural educational 
questions.  The new book has a� ractive themes that lead to discussions about 
stereotypes, tolerance, awareness and acceptance of diverse things (chapters 
“To be diverse – to be special” - ,,Būt atšķirīgam – būt īpašam”, “Neighbours 
– close and distant” - ,,Kaimiņi – tuvie un tālie”). 

The next diff erence is that the new book has got only works of Latvian writ-
ers and it is done because of two reasons: fi rstly, during Russian literature 
lessons students are also taught about foreign literature and, secondly, it is 
planned to implement the standard of Latvian language and literature that 
should be realized by secondary school (age range 10-12) students who learn 
the Latvian language as a mother tongue and who learn Latvian as a second 
language. Therefore, a� er graduating the grade 9, students should know the 
works of Latvian writers in order to follow the material taught during sec-
ondary school classes. 

In the book of 1997 there were used also the fragments of foreign authors’ 
works, but in the book of 1990 only the works of Latvian authors.  

IV Texts in textbooks and the principles of their selection

So, what kind of reading texts are off ered in the Latvian language book pub-
lished in 1990? 43 of 56 texts are fi ction texts (poems, the fragments of novels 
and stories, literal fairytales, folksongs, proverbs and sayings), 7 texts are 
about folklorists and writers (their biographies, insight to their creative 
work), 6 texts of publicistic genre (texts about job leaders, farmers, social ac-
tivities of Soviet times).
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43 of 56 – that’s a rather big predominance of literal texts. We can assure that 
7-8 years of Latvian language teaching was based on these works. It was the 
only book for students of grade 9, therefore it is interesting to observe what 
kind of literal works were put in this teaching book. 

Many works convey the ideology of Soviet times, glorifi cation of the Soviet 
Union, for example, the poem “Party card” (,,Partĳ as biedra karte”). There are 
a lot of literal works that reveal the events of World War II and the actions at 
the frontline. These texts, of course, were wri� en in the way acceptable to the 
ruling position of the Soviet Union by hiding or framing up the historical facts. 
Information about any writer contains and stresses his/her political position. 
For example, the exercise “read about Leons Paegle as a fi rst laureate of the 
Latvia’s Lenin prize, a revolutionary poet and a fi ghter for the socialistic revo-
lution and the victory in Latvia and all over the world”. Public texts also con-
vey the ideology of the Soviet times, make propaganda for certain values. One 
can wonder if the text about cooperative farm establishment and a girl who 
wants to become a calf-breeder, facilitate Latvian language acquisition for stu-
dents of grade 9. 

Only one text in a book published in 1990 has revealed students as the main 
heroes of the story; it shows their school life and mutual relations. 

While reading both in the mother tongue and in the second language (espe-
cially) a big signifi cance is paid to the exercises before reading a text. Reading 
in the second language does not diff er from the reading in the native language. 
‘But it is characteristic that while reading in the second or foreign language the 
reader cannot use all the sources good enough. So called ‘scheme theory’ is 
based on a fact that everything that is experienced and all the knowledge 
gained by the man is gathered and stored in his/her brains in certain units – 
schemes. When we read a new text, we start to activate those schemes that are 
necessary for comprehending the text, that is, we consciously and uncon-
sciously use the basic knowledge that we have. If the reader and the author of 
the text have got diff erent cultural experiences, there could be a risk that the 
readers will miscomprehend or misunderstand the content of the text because 
during the reading he/she cannot activate appropriate schemes’(Bakejūra, 
Mangerūda, 1999). 

A� er these conclusions one can reason that such kinds of texts, possibly, were 
not realizable and understandable for students of grade 9. Besides, there are 
not any pre-reading exercises that would help students to catch on and under-
stand the idea of the text. There are a lot of lexical exercises before the texts, but 
vocabulary tasks are uniform – they off er only the translation of the word, not 
off ering the other way for revealing the meaning of the word. The chapters 
contain a lot of grammar exercises that are not advisable before reading a new 
text.  
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Before a text there is the instruction ‘read’ or ‘read and translate’, for a poem 
– ‘read and learn’. During reading students are welcome to pay a� ention to the 
certain content. For example, the task before reading a poem “Disquietude” 
(,,Nemiers”) by Kārlis Skalbe is: see the sadness that is felt about the misfor-
tune of the revolution in 1905, or before the story “Through fi re and water” 
(,,Caur uguni un ūdeni”) by Arvīds Grigulis: see how the author reveals the 
cooperation among diff erent Soviet Army’s bodies. 

There can be found also tasks that are more oriented to the use of language and 
development of learning skills. For example, ‘read and write about Rainis bi-
ography; read a fairytale, think about its message’. Unfortunately, there are 
only few such kind of pre-reading exercises. 

V Authentic texts from other media

Now some words about the teaching book published in 1997. Besides the 
works of Latvian authors there are also the works of foreign literati. The fi ction 
fi ts to themes of the chapters and can be interesting for teenagers. This book 
contains all kinds of fi ction: prose, poetry, and dramaturgy. There are no texts 
that would convey the ideology of a certain time – this is the signifi cant diff er-
ence from the book published in 1990. The main heroes are mostly the students 
(pupils); the events described take place at school or home. The situations de-
scribed in texts are familiar to the students of grade 9; and it helps them to 
comprehend a text and to do the exercises. 

The novelty is that authentic texts are included in this book (1997). Such kinds 
of texts facilitate the conception in real life. These are theatre programmes, in-
formative booklets, real mass media materials – articles that reveal the readers’ 
point of view about some kind of a problem; youth thoughts that are pub-
lished in teenagers’ magazines. The book contains also interviews with young 
people – drugsters, celebrities and language and literature specialists.  For the 
fi rst time this book pays a great a� ention to business correspondence. These 
are le� ers with diverse emotional expression, for example, how to express  
love - romantically, sincerely, simply, with pathos; there are advertisements, 
applications, CVs, explanatory notes. The accent is put on the variety of diff er-
ent situations and what kind of vocabulary you should use towards a certain 
addressee. The chapter “I believe”(,,Es ticu”) contains also short fragments of 
the Bible, the 10 commandments”. For the fi rst time also informative texts ap-
pear that facilitate students to think – that could ease the communication 
among the people of diff erent cultures. 

Taking a look at the choice of texts in the new book one can fi nd 7 chapters. the 
authors stated a rule that each chapter should contain at least one literal text 
and at least one text taken from mass media. The book should contain diff erent 
genres of prose, poetry, and dramaturgy. 
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The most interesting and varied texts were found for examples in interviews 
with interesting and prodigious personalities (a pilot of an air-balloon; stu-
dents who tell about their experiences arriving in Riga and coming from ru-
ral areas; foreigners who went to Latvia; leaders of the youth international 
program; a young man who was studying to be a priest but later on reconsid-
ered his decision, etc.). Some texts taken from the press give useful informa-
tion for students about occupations, possibilities to get some summer jobs. 
These texts motivate their thinking and speaking about everyday things, for 
example, about their neighbour’s relationship, the role of advertisements 
nowadays, the aff ection for expensive things. For language teaching there 
are also used some press materials that describe diff erent unusual incidents 
(about a professor who has slept under a heap of books for several days; 
about a car-driver who has bi� en the policeman’s hand, etc.).  

The innovation of this book is the usage of texts found in the Internet. The 
variety principles were also taken into account in fi nding the texts – the book 
contains fragments from youth chat, for example, about the theme “Can eve-
ryone be what he/she wants to be?” or “What is common for man and com-
puter?”, or a discussion about the theme “You cannot get all the money”. 
Students are asked to use diff erent Internet addresses in order to get the nec-
essary information. For example, the chapter “City and world” invites stu-
dents to fi nd a web page of any city and to see its slogan, symbol and to 
evaluate its motivation. 

VI Individual speech, encyclopaedic texts

At the present time Latvian linguists have got one research object – to inves-
tigate the language of the individual. The authors of this new book consider 
that for teaching and learning the language it is useful to create the educa-
tional content that would respect both language as a system and language 
for real usage. Therefore teaching books should contain the examples of real 
language users, the dialogues of literal characters that is some kind of speech 
‘imitation’, and also the examples of the standard language. The analysis of 
diff erent language variants would form the students’ perception about the 
peculiarities of the spoken language (absence of words, peculiar syntax and 
other questions). But the fragments from expressions used in electronic me-
dia would arouse the discussion not only about the content but also about 
the form (which expression is logical, comprehensive, and which is not, and 
why…). 

The new book for grade 9 contains also such authentic texts like inscriptions 
in staircases of residential buildings (house cleaning schedules, prohibitions 
in staircases, regulations about the order and tidiness).
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There are also texts taken from encyclopaedias that provide the link with 
other teaching subjects, decontextualize the concepts making understand 
their meaning be� er. For example, a popular science text about wind and 
right behind it there is also a poem with the phrase “I need wings for loving 
you” or “gone with a wind, lull is holding us”. Students can use their knowl-
edge in chemistry in order to understand more deeply the prose “Scream of 
tin” - ,,Alvas kliedziens”. In the beginning of this prose there is a short de-
scription about tin as a chemical element, stressing the fact that the breakage 
of tin bar causes a noise that is called ‘scream of tin’. This can be compared 
also with a man - if someone is bending him/her, he/she can break (like a 
metal). 

Literal texts for new books are chosen according to a determined theme and 
thus widening the vocabulary of one topical fi eld. Grammar and lexical exer-
cises, reading texts of diff erent genres about one theme, some words are used 
many times and it helps to keep them be� er in mind.

While choosing texts, the authors looked for their artistic value, not only the 
content.

In recent years there is a tendency to develop students’ learning competence 
in Latvia therefore the book off ers also texts that encourage students to think 
about the learning process, learning strategies, diff erent learning styles and 
perception kinds, skills to put forward their own goals, aims, and tasks. 
‘Learning strategies are steps taken by students to enhance their own learn-
ing. Strategies are especially important for language learning because they 
are tools for active, self-directed involvement, which is essential for develop-
ing communicative competence. Appropriate language learning strategies 
result in improved profi ciency and greater self-confi dence’ (Oxford, 1990).

VII The newest textbook – why grammar again?

The structure of the newest textbook does not diff er much from the last one 
(published in 1997). However, during the last 7 years students and teachers 
put forward new requirements; and some new conclusions have aroused. In 
this book big a� ention is paid to the chapters’ and subchapters’ titles that are 
intriguing and provocative.  For example, chapters “To be diverse – to be 
special” - ,,Būt atšķirīgam – būt īpašam”, “There – over the land” -,,Tur – 
augstāk par zemi”, subchapters “How many worlds are in a city” - ,,Cik 
pasauļu ir pilsētā” (not only in the world there are many cities, but also in 
one city there are many worlds because each person is like one individual 
world) or “Born in Riga – famous in a world” - ,,Dzimis Rīgā – slavens 
pasaulē”, etc.
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The innovation in this textbook is the special grammar teaching questions, 
the communicative approach in grammar teaching. At the end of the book 
there are added grammar pages that off er summaries about the main gram-
mar themes and additional exercises which help students to check their 
knowledge about grammar rules. Why is there such a great stress on gram-
mar? The book published in 1997 was some kind of a protest against the 
edition of 1990. It was obvious that texts, translation methods, grammar 
teaching as a system and ignoring the signifi cance of language functionality 
could not facilitate students to use this language. Therefore the book pub-
lished in 1997 focussed on speech exercises, situations and games that im-
prove colloquial speech. Grammar teaching was put on a second place; be-
sides, it was not clear what kind of approach would be advisable for gram-
mar teaching. In other words, ‘a communicative approach helped learners to 
become fl uent, but was insuffi  cient to ensure comparable levels of accuracy’ 
(Schmi� , Celce-Murcia, 2002).

Now students do not have any big problems with the speech, however writ-
ing causes a lot of problems. Therefore, in the new book much a� ention to 
grammar and its modern teaching will be paid.

VIII Conclusion 

I have to name some inferences that rose during the research about the con-
tents of textbooks:

 o  The content of textbooks reveals certain society features, ruling  
 conclusions in pedagogy, teaching methodology, psychology, and  
 linguistics in appropriate time and place.

 o  The authors of teaching aids have a big responsibility in accom 
 plishing students’ language skills. 

 o  The selection of texts should be purposeful, varied in genres, 
 contents, and language. 

 o  Researches about interaction between textbooks and individual  
 linguistic performances of a certain time would be very useful. 
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Abstract

Content and function of mother tongue/L1 education (the schoolsubject 
Dutch in The Netherlands, English in the UK, etc.) are object of ongoing debate. This 
debate can be perceived as a paradigmatic discussion. Each paradigm diff ers from 
other paradigms by an own entity of subject topics, teaching- and learning activities, 
and legitimating topics and activities. Each paradigm is sustained by certain social 
groups. Each paradigm can be characterised by most times hidden perspectives on 
teaching, learning and educational objectives. 

MTE’s paradigmatic discussion can be understood from MTE’s history. Diff erent 
paradigms arise in diff erent periods and strive for dominance. Old paradigms are 
never replaced totally by new ones. The old ones maintain a status of strong alterna-
tives. MTE shows a debate between a literary-grammatical, a developmental, a com-
municative and a utilitarian paradigm.

The paradigmatic ba� le for dominance must be understood from more gen-
eral, social-economic and political debates on social and scientifi c power. 
Ma� hĳ ssen’s (1982) theory on rationalities and Englund’s (1996) concept 
‘metadiscourse’ are suitable for understanding these debates. They reveal 
which kind of cultural capital is dominant during a certain period.  Using 
Ma� hĳ ssen’s concepts these cultural capitals can be formulated as a literary-
religious, a technocratic and a communicative rationality. Dominant school 
subject paradigms represent the dominant cultural capital, at least on the 
level of rhetoric. The practice of MTE seems to be less discursive.

STABILITIES AND CHANGES IN 
(MOTHER TONGUE) EDUCATION 

Piet-Hein van de Ven
(Radboud University Nĳ megen, HAN University 
Arnhem/Nĳ megen)
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Abstrakt (in Dutch)

Over inhoud en functie van moedertaalonderwĳ s (het schoolvak Nederlands in Ned-
erland, Engels in Engeland, etc.) bestaan tal van opva� ingen. De contemporaine 
discussie over het schoolvak kan worden gezien als een discussie tussen verschillende 
vakparadigmata, waarbĳ  elk paradigma ten opzichte van andere een eenheid vormt 
van schoolvakinhouden, daaraan gekoppelde leer- en onderwĳ sactiviteiten en legiti-
maties voor inhoud en activiteit. Elk paradigma wordt ondersteund door min of meer 
af te bakenen sociale groepen en bevat een meestal verborgen visie op leren en onder-
wĳ zen, en op de functies van onderwĳ s. De paradigmatische discussie kan worden 
begrepen vanuit de geschiedenis van het moedertaalonderwĳ s, waarin verschillende 
paradigmata na elkaar opkomen en met elkaar strĳ den om dominantie. Oude para-
digmata worden niet zonder meer vervangen door nieuwe, maar blĳ ven bestaan als 
sterke alternatieven. Het moedertaalonderwĳ s wordt daarmee steeds pluriformer en 
toont de discussie tussen een literair-grammaticaal, een kindgericht, een communi-
catief en een utilitair paradigma. 

De dominantiestrĳ d en de uitkomst daarvan kan worden begrepen vanuit meer alge-
meen sociaal-economische en politieke gevechten om maatschappelĳ ke en weten-
schappelĳ ke macht. Ma� hĳ ssens’ rationaliteitentheorie (Ma� hĳ sssen, 1982) en 
Englunds (1996) concept ‘metadiscourse’ verhelderen die gevechten. Ze geven aan 
welk cultureel kapitaal gedurende een bepaalde periode dominant is; in termen van 
Ma� hĳ ssen betre�  het een literair-religieus, een technische en een communicatieve 
rationaliteit. Dominante schoolvakparadigma’s weerspiegelen dat kapitaal, zeker op 
het niveau van onderwĳ sretoriek. De onderwĳ spraktĳ k kent minder he� ige bewegin-
gen. 

Keywords

Paradigms of MTE; histories of MTE; metadiscourse on education; rationali-
ties; cultural capital.
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Introduction

Mother tongue education  is a multiform school subject. This is shown clear-
ly in international comparative research, which elucidates diff erent versions 
of mother tongue education within diff erent national cultures of education. 
These diff erent versions diff er e.g. in the way the topics of mother tongue 
education are connected to each other (van de Ven, this volume). At the same 
time there are strong similarities between the diff erent national versions of 
mother tongue education. Everywhere the subject seems to be a very dis-
cussed one, and not only its label is discussed: mother tongue, father lan-
guage, standard language, home language, or…? (van de Ven, 2004). Recent 
state of aff airs show the debate on mother tongue education in Poland 
(Awramiuk, 2002), where ‘the dynamics of change’ (ib.p. 165) cause a shi�  
from teaching grammar to developing communicative competence. They 
show the competition between teaching grammar and language learning 
through language use in Australia (Sawyer & Watson, 2001). They show the 
diff erent discourses of mother tongue education in England where the Per-
sonal Growth Model competes with the Cultural Heritage Model (Goodwyn 
& Findlay, 2002). They show e.g. how Slovenian language “became a sacred 
icon as refl ected in mother tongue education” in Slovenia, where new cur-
ricula implement “communicative approaches (…) in language, grammar 
and literature curricula and teaching” (Starc, 2004, p.103). In these surveys 
mother tongue education is characterised by discussion and change, discus-
sions on change. Histories of mother tongue education in diff erent countries 
show the same kind of debates on change concerning the subject’s topics, 
activities and legitimating, from the beginning of mother tongue education 
as an offi  cial school subject in educational legislation from the 19th century.   

In this contribution I present a tentative disentanglement of the discursive 
meanings of mother tongue education. My methodological approach is 
hermeneutic, “negative or depth hermeneutics, the hermeneutics of distrust 
or suspicion (…). It is called ‘negative’ because of its undermining intent and 
it is sometimes styled ‘depth hermeneutics’ because it purports to sound be-
neath linguistic surfaces to the unconscious (Freud) or to the economic-po-
litical conditions, the regimes of power, that control human communication 
(Marx, Nietzsche, Foucault)”(Crusius, 1991, p.5). My epistemological point 
of departure is to see mother tongue education as a social construction, and 
thus as a social phenomenon that might be understood as a product of hu-
man activity: “Our identifi cation with our community – our society, our po-
litical tradition, our intellectual heritage – is heightened when we see this 
community as ours rather than nature’s, shaped rather than found; one
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 among many which men have made”(Rorty 1982, p.166; italics by Rorty).. In 
this text I present mother tongue education as a arena of diff erent paradigms, 
which I reconstructed studying histories of mother tongue education in 
Western Europe. In this arena there are pa� erns of dominance, pa� erns of 
stability and change, and I try to characterise these pa� erns using the con-
cept of rationality as introduced by Ma� hĳ ssen (1982) and Englund (1996). In 
a last paragraph I explore the diff erences between the rhetoric and practice of 
mother tongue education, using Goodlad’s (1979) theory on curriculum do-
mains.  

Competing rationalities

In many Western European countries (and probably many more) there has 
been and still are hard debates on the structure, the content and the function 
of education. These debates strongly infl uenced the debate on mother tongue 
education. In order to understand such debates I use the conceptual frame-
works of Ma� hĳ ssen‘s rationality theory (Ma� hĳ ssen, 1982) and Englund’s 
(1996) concept of competing metadiscourses, which has a lot of elements in 
common with Ma� hĳ ssens theory . From a moderate point of view concern-
ing the relativity of knowledge, Ma� hĳ ssen distinguishes with Hirst (1974) 
some seven or eight distinguishable forms of knowledge “each of which in-
volves the making of a distinct form of reasoned judgement and is, therefore, 
a unique expression of man’s rationality. This is to say that all knowledge and 
understanding is logically locatable within a number of domains, within, I 
suggest, mathematics, the physical sciences, knowledge of persons, literature 
and the fi ne arts, morals, religion and philosophy” (Hirst, 1974), quoted by 
Ma� hĳ ssen (1982, p.19). Ma� hĳ ssen’s concept ‘form of knowledge’ refers to 
diff erent domains of reality. Each domain has its own way of knowing, with 
its own standards for what within the domain counts for valid knowledge in 
terms of ‘truth’, but also in terms of ethics and methodology. These domains 
can be seen as diff erent types of discourse. Ma� hĳ ssen analyzes the way so-
cial elites try to impose their worldview as the only valid one, and how this 
pursuit leads to the dominance of certain forms of knowledge, which become 
rationalities. A rationality is, according to Ma� hĳ ssen, a form of knowledge 
that has reached such a level of development, that its standards for valid 
knowledge outreach the own domain and count for other domains as well. 
Such a form of knowledge then is materialised. Ma� hĳ ssen refers to the reli-
gious form of knowledge, which is materialised in churches, the literary form 
of knowledge which led to many ‘temples of beauty’. Such rationality shows 
itself by self-evident ways of being and seeing, of perceiving society. 

Ma� hĳ ssen’s analysis concerns the ba� le of educational change in England, 
Germany, France and the Netherlands. His analysis elucidates what in a cer
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tain period is accepted as valid knowledge, what role education plays in the 
diff usion of that knowledge and how the struggle for the defi nition of valid 
knowledge can be understood. To summarize briefl y: What passes for valid 
knowledge, for legitimate educational objectives is the refl ection of the world 
view of an elite, that manages to formulate vital social problems in such a way 
that it pretends to solve those problems by means of its world view and the 
related defi nition of valid knowledge. This problem-solving pretension is an 
important aspect of rationality. The dominant worldview, the dominant elite, 
demands from education that pupils should develop themselves according to 
that view. Ma� hĳ ssen sketches how three successive rationalities have been 
dominant: a literary-religious, a technocratic and a communicative rationality.

Englund (1996) analyses the ongoing ideological struggle on education, main-
ly in Sweden. He perceives three diff erent metadiscourses on education, re-
lated to power and knowledge: a patriarchal conception of education, a scien-
tifi c-rational and a communicative. They outline three diff erent rationalities: 
value rationality, a technological or instrumental rationality and a communica-
tive one. Englund describes rationalities as ”diff erent meaning-creating con-
texts based in diff erent choices of content with which teaching can be 
arranged”(ib. p.19). Englund’s concept of rationality is much more restricted 
than Ma� hĳ ssen’s one, it is more the self-evident way of seeing education, 
which Ma� hĳ ssen sees as one of the characteristiscs of an overall ruling ration-
ality. But Englunds concept of ‘metadiscourse’ comes close to Ma� hĳ ssen’s 
concept of rationality, as will be shown in the next section. There are diff er-
ences between both analyses, but those are beyond the reach of this contribu-
tion. 

Ma� hĳ sen refers to three rationalities:

1. The dominant rationality from c. 1500 -c. 1800 is a literary-religious one, a 
combination of the former dominant religious form of knowledge and the new 
strong alternative of the literary form of knowledge. Reality is seen as “an ide-
al reality, which can be made understandable in terms of absolute and univer-
sal characteristics. This is done by using the central concepts of ‚true‘, ‚good‘, 
‚beautiful‘ and their application to man aiming at perfection” (Ma� hĳ ssen 
1982, p.72). Man aspires to that perfection and he reaches a higher degree of 
excellence “as he reaches a higher degree of self -development in ( ...)   three (...) 
respects. The morally best-developed people are those who have penetrated 
furthest in the classical literary masterpieces and who have acquired the high-
est degree of schooling in refl ective thought. Because of this they have been 
called social leadership” (ib. p.73). The classic languages and mathematics con-
stitute the core of the curriculum: the spiritual richness of literature and the 
mental exercise of grammar and mathematics. The dominant social group is 
the aristocracy. The ‚humaniora‘ are the dominant disciplines, representing an 
interpretive, but absolute defi nition of knowledge. 
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Englund refers to a value rationality, which “has its starting-point a value or 
certain values that are to be reproduced or that can be discussed” (Englund 
1996, p.21). But the historically dominant form of value rationality has o� en 
meant “that religious and/or ideological value has been all-pervading and 
not open to question” (ib. 21). It’s connected to a patriarchal conception of 
education and shows an idealistic defi nition of science, a segregated school 
system, distinguishes elite and mass, and has a preference for history, culture 
for the elite education. 

2. In the 19th century, a technical rationality becomes dominant, according to 
Ma� hĳ ssen. The rise of technology, science and industrialisation creates so 
many social problems that the problem-solving pretension of the literary-
religious rationality is undermined. A diff erent form of knowledge becomes 
dominant in which reality is seen as a “material reality, which can be made 
controllable in terms of technology and science. The central concept is ‚utili-
ty‘ in everyday life” (ib. p.80). What ma� ers is discovery, application, pro-
duction, control. The standard of excellence is (practical) intelligence and 
hard work. In short, one‘s own achievements determine one‘s place in soci-
ety. The bourgeoisie is the dominant social elite. Technology and science are 
the dominant disciplines. They are the main suppliers of curriculum materi-
al. Literature and art come last. This technical rationality does not completely 
supplant the literary-religious view. The la� er remains a very strong alterna-
tive. 

Englund labels this rationality as a technological one, rooted in science, o� en 
declared to be value-free and sharply distinguishing facts from values (as its 
main value!) as in the positivistic tradition of science. This technological ra-
tionality is connected to a scientifi c-rational conception of education, in 
which individuality, progressivism, and functionality are important charac-
teristics. Mathematics and science are the important disciplines, representing 
a positivistic epistemology. 

3. According to Ma� hĳ ssen around 1950 a social rationality becomes domi-
nant, or at least a new and strong alternative. The technical view is confront-
ed with insoluble problems: the arms race, the third world, and the environ-
mental pollution. A new form of knowledge takes the fl oor. Reality is seen as 
a “social reality, which call be made understandable and controllable in terms 
of power relations within and between social institutions and processes 
which can be infl uenced by everybody involved. The central concepts are 
‚controllability‘ and ‚changeability‘. Related concepts are ‚emancipation from 
systems’, ‚understanding of and coping with one‘s own social situation‘, 
‚participation in decision-making‘, ‚interpreting life by means of refl ection‘ 
and so on” (ib. p.172). The core of the curriculum is constituted by, among 
other things, emotional, expressive, social and moral development (next to
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 and above intellectual and technical); the skil1 to act adequately in social 
ma� ers: communicative competence. The new important disciplines are the 
social sciences. There is a more or less social-constructivist perspective on 
knowledge. But a new dominant social group is until now not yet identifi a-
ble. Perhaps there is not yet a new dominant social rationality, but only a 
strong alternative to the dominant technical rationality (Ma� hĳ ssen, 1983). 

Englund refers to the same historical period, the 1960s and 1970s, “when the 
technological rationality was called into question in many fi elds” (ib. p.21). 
He sketches a new communicative rationality, which deals ‘with empower-
ing/authorizing future citizens to grow into a citizen role, implying potential 
participation in collective priorities and eff orts – an education for the ‘public 
goods’, where every citizen was looked upon as a potential politician, as a 
member of a critical public and not as a manipulated crowd”(ib. p.21). This 
rationality is connected to a democratic conception of education, in which 
the rights of man were important, preparation for democratic participation, 
and with social studies as the main disciplines. 

According to Ma� hĳ ssen there are now three competing rationalities. The 
technical one is dominant, but it meets with competition from the old, liter-
ary-religious and the new, social rationality. Ma� hĳ ssen‘s theory of rationali-
ties is not undisputed, but also not basical1y   dismissed. In my interpretation 
Englund’s treatise of metadiscourses is to a large extend confi rming Ma� hĳ s-
sen’s theory. 

Using the theory of rationalities I can understand the debates on change 
within the school subject mother tongue teaching. Anyway, various publica-
tions about the histories of mother tongue teaching present various aspects 
-each in their own terms -of this conceptual framework. 

Competing paradigms 

Taking the question of stability and change as leading perspective in my ex-
pedition to understanding mother tongue education, I started with studying 
the national history of mother tongue education in the Netherlands, and 
compared these to already wri� en histories in England, Flanders, Germany, 
Norway and Sweden, and also to some publications from the USA, France, 
Denmark and Finland . In these countries new perspectives on mother tongue 
education arose, in more or less the same periods, sustained by similar 
groups and/or institutions. (van de Ven 1987, 1988 1989, 1996). Thus this his-
torical and historical-comparative research resulted in the discovery of dif-
ferent ‚pa� erns‘ of mother tongue education, pa� erns in which topics, ac-
tivities and legitimating are loosely connected, in which a certain conception 
of language and literature is to perceive. Each pa� ern also can be character
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ised by more or less diff erent, albeit o� en hidden perspectives on teaching and 
learning. For this kind of pa� erns I use the concept of paradigm, in the Kuh-
nian sense of the word. Paradigms form „a basic set of beliefs that guides ac-
tion, whether of the everyday garden variety or action taken in connection 
with a disciplined inquiry“ (Guba 1990, p.17). A paradigm is alike a rationality: 
a system of values, prescriptions, theories, competing coalitions; they have a 
problem-solving pretension, but Kuhn‘s (1962) theory of the paradigms has to 
do with confl icts within forms of knowledge 

From the histories of mother tongue education I can reconstruct four diff erent 
paradigms:

1 The literary-grammatical paradigm

In the 19th century the school subject gets its position, and a dominant one, in 
the curricula in primary and before all secondary education. It is to a large ex-
tent discipline based. Mother tongue is defi ned as in the university studies: 
‚wri� en language‘: grammar and literature. These are the most important top-
ics, although literature in the sense of ‚High Literature‘ is restricted to second-
ary education. The teaching of writing e.g. aims at the reproduction of gram-
matical and literary standards. Reading is taught in a step by step approach. 
The didactic approach is a monologic one (Nystrand, 1997), characterized by 
imitation, memorization, doing exercises on small parts of language. We may 
talk about the principle of elementarization: mastering small language tasks 
(parsing) leads automatically to controlling of whole language tasks (writing) 
(cfr. Thavenius, 1981). The objective of language education is of a correct use of 
language, of the national language (which is an important value in itself (Eng-
lund, 1996). Literature teaching serves the national cultural heritage and a 
morally sound socialization. 

The teacher is the expert, who introduces to the pupils the standards of wri� en 
language, using methods with a lot of small exercises. In short the curriculum 
is a very closed one.

The new technical rationality causes in the 19th century a heavy debate on 
education. This debate ends with a new, modern, secondary curriculum, 
with modern en utile school subjects like sciences, modern languages ánd 
mother tongue education. Still mother tongue education became less mod-
ern. That the school subject is a part of the curriculum is a consequence of the 
technical rationality. The construction of mother tongue education shows the 
compromise with the old rationality, based as it is on a long tradition of Latin 
schooling. It is legitimated on the Classic’s language and literature study. It is 
characterized by a social perspective of stability, and represents the old aris-
tocratic, elite worldview, with its absolute and permanent standards of ‚true, 
good and beautiful‘. This is one of the reasons for further debates. 
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2 The developmental paradigm

In the fi rst decennia of the 20th century a new paradigm is strongly promot-
ed, a paradigm that is more child-centred. The new paradigm is emphasizing 
that education before all should stimulate the development of language use 
by children; ‚living, spoken‘ language is the main topic for language educa-
tion. Language is no longer a wri� en ‚collective‘, but a spoken individuality. 
Normative grammar teaching is replaced by descriptive language refl ec-
tions. Teaching writing aims at an individual expression in an ‚own and au-
thentic language‘. No longer should the class essay, but the individual ‘free’ 
essay be wri� en. Reading serves personal development. Literature forms no 
longer a model for narrow imitation, but is the model of how individual ex-
pression can get form. There is a certain link too to what would be called 
Reformpädagogik. The curriculum is less closed. 

The didactic approach is explorative and creative. It emphasizes learning by 
doing. The teacher is the didactic expert. This paradigm is legitimated from 
a new paradigm in language studies, e.g. the empirical study of living, spo-
ken language, of language variation, of dialectic language; important too is 
the a� ention for language psychology. It is also to understand from an ap-
proach in which the person of the author comes into the focus of literature 
studies. These motives can be seen as infl uenced by the dominant technical 
rationality. There is a strong connection, both in language and literature stud-
ies to the new dominant and successful natural sciences with their emphasis 
on empiricism and positivism. The social perspective is a perspective of 
change, of climbing the social scale by own individual merits. Mother tongue 
education serves at the same time the cultural heritage as well as society‘s 
progress. In the end it is no longer a relict of an aristocratic worldview, but it 
represents a new meritocratic perspective. 

Englund sees the Reformpädagogik as belonging to the Patriarchal concep-
tion of education, thus connected to value rationality. I think this shows the 
complexity of mother tongue education, again as compromise between dif-
ferent metadiscourses on education. This is also shown when during the 20th 
century this developmental paradigm lost its dominance. Based on com-
plaints, based on a new perspective on education the old literary-grammati-
cal paradigm is re-dominating the debate on mother tongue education. One 
must understand this renewed dominance against the background of the so-
cial and economic crisis, of complaints about society, in which the education 
does not fulfi l its ‚holy‘ task. One also must consider the growing participa-
tion in education of ‚lower class children‘. This also leads to new perspectives 
in which more utilitarian functions of mother tongue education are ex-
pressed: reading and writing referential texts in stead of literary ones. 
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3 The communicative paradigm

In the 1960‘s and 1970‘s a new paradigm was promoted, commonly called 
the communicative paradigm. There is a two-sided perspective on language: 
language a� er all is communication, children should learn to communicate, 
as ‚normal as in daily life‘. But language also is seen as a weapon that should 
be used for insight in society, for emancipation. This paradigm is society cen-
tred, and is characterised by a rather open curriculum, its didactic approach 
is dialogic (Nystrand, 1997). 

In the communicative paradigm the skill-approach, the ‚from small to whole‘ 
didactics are rejected and replaced by whole language teaching. Learning to 
read and to write is based on the use of language in situations that as much 
as possible represent in the classroom the communicative situations outside 
school. Training in skills only is legitimated when children appear to need 
some skill training, when their language use shows some problematic as-
pects. Grammar is not important any more, but refl ection on language at the 
contrary is very important. It should reveal pupils how language is used for 
hidden power, for manipulation. Pupils also should learn to write a broad 
scale of diff erent kind of texts, using writing to understand the own indi-
viduality and also the world. Reading should be based not only on reading 
schoolbooks, but also on the texts wri� en by pupils themselves. In the teach-
ing of reading texts not only should be used for training reading skills, but 
a� ention should also be paid to the content of the texts, to the o� en hidden 
worldview. Again spoken, living language is an important issue in mother 
tongue education. Literature too serves the individual development, and the 
pupils‘ understanding of the society. 

The teacher is the one who creates communicative situations, who stimulates 
the use of language, who is not or only partly using schoolbooks. 

The communicative paradigm must be seen against the background of a ris-
ing sociological perspective in language and literature studies (sociolinguis-
tics, sociology of literature), the increasing interest for sociological studies, 
for humanistic psychology. It is clear that this new paradigm represents both 
Ma� hĳ ssen’s communicative rationality as well as Englund’s democratic 
conception of education. 

The social perspective is a bit two-sided. There is a strong emphasis on eman-
cipation (of those children who thus far had no chance in education and so-
ciety: working class children, girls, children of dialect speaking regions, of 
ethnic minorities). Social equality is seen as the main perspective for educa-
tion. At the same time there still is a meritocratic perspective; education

Stabilities and changes in (mother tongue) education

84

 should teach children to communicate as ‚effi  cient as possible‘ in their adult 
daily life. It also should try to heighten the average schooling standard, be-
cause the more and more complex and technological society needs well-edu-
cated citizens. Here again a more utilitarian perspective on mother tongue 
education is present. 

4 The utilitarian paradigm

In the 1980‘s the meritocratic aspect of the communicative paradigm won the 
struggle for dominance with the emancipator aspect. The already long exist-
ing utilitarian perspective on education became dominant. Supported by 
complaints about language abilities, supported by new institutions whose 
main interests are the development of psychometrical studies on language 
education and on the development of national tests and examinations, a util-
itarian perspective on mother tongue education is dominating the debates, 
clearly representing the technical rationality. Englund sees in Sweden in the 
last decennium of the 20th century “a restoration of traditional education”(ib. 
p.20), which is representing a technological rationality. 

Language is still seen as communication, but nowadays the communicative 
perspective is narrower than in the 1960‘s. 

Communication is mainly defi ned as ‚transactional‘ use of language. Pupils 
should be educated for a future contribution to the development of the soci-
ety, e.g. economic progress and welfare. The curriculum is more closed again. 
The new approach is based on developments in cognitive psychology (read-
ing and writing research, psychometrical designs for testing). So a� er the 
60‘s again psychology is dominating sociological approaches. These new ap-
proaches combine a skill-approach with a more ‚whole-language‘ approach, 
so that training skills ends into reading and writing whole texts. The didactic 
approach also is more normative, more monologic than before. Grammatical 
standards and standards derived from transactional communication domi-
nate. Texts to be read and to be wri� en are mainly representing transactional 
communication. Fiction, creativity, and explorative texts are less important. 
In secondary education literature again is under the pressure of the national 
heritage motif. The discussion is about canonical texts. But literature’s self 
evident position in school is discussed too. 

The new paradigm rises in a situation of economic problems, of a ‚no-non-
sense‘ approach to social problems. There is an aspect of emancipation too in 
this paradigm. Especially girls and immigrant children should get be� er 
chances. But not, as in the 60‘s, for their own development, but because the 
society needs well develop people, because there are too much unemployed
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 citizens, while there are still a lot of jobs for well-schooled persons. There is a 
heavy discussion about the multi-ethnic aspect of society and the role teaching 
mother tongue education as a second-language should play in such a multicul-
tural society. 

Rhetoric and practice

It must be emphasized, that the reconstruction of paradigms is based on docu-
ments analysis. Empirical research into classroom practice is scarce. Before all 
there is li� le research describing what is really taught into the classroom. Of 
course there are examples of new approaches, but it seems plausible to con-
clude that the paradigmatic arena hardly represents the practice of mother 
tongue education, it does represent its rhetoric, rhetoric to be formulated as 
‚what could or should be done in mother tongue education‘ (cfr. Mathieson, 
1975). Here I use Goodlad’s theory on curriculum domains. Like mother tongue 
education ‘curriculum’ is a very confusing concept, because it is used in (some-
times slightly) diff erent meanings. Goodlad et al. (1979) analysed this concept. 
They distinguish between fi ve diff erent domains of curriculum:

 - The ideological curriculum, to be found in e.g. teacher‘s manuals.  
 This is the curriculum of the ‚oughts‘ and ‚shoulds‘. 

 - The formal curriculum, the legislated curriculum.

 - The perceived curriculum, the „curriculum of the mind“ (ib. 61),  
 the curriculum of the teachers‘ wishes and experiences.

 - The operational curriculum, that „is what goes on hour a� er 
 hour, day a� er day in school and classroom“ (Goodlad et.al., 1979,  
 p.63). This is the observed curriculum, the real classroom situation. 

 - The experiential curriculum, the curriculum as perceived by stu  
 dents. 

Goodlad’s domains of curriculum can be seen as diff erent discourses, each 
discourse having its own standards in terms of central concepts and a spe-
cifi c logical structure of relations between these concepts. Goodlad et al. em-
phasise that curriculum study has to focus on the operational curriculum, 
because “theorists and researchers have turned only rarely to analysis of 
what exists”(Goodlad et al. 1979, p.47). They see it a serious mistake to sup-
pose that education is steered by the “well-known input-environmental re-
sponse-output paradigm” (ib. p.47). In my words: the operational curricu-
lum is not a direct derivative from the ideological one, the relationships be-
tween the diff erent domains of curriculum are far more complex. 
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In the ideological curriculum legislators, school board members, researchers 
and others discuss curriculum ma� ers, and they bring “into the decision-
making arena the full range of substantive, political-social, and technical-
professional interests, problems, issues and complexities.” (Goodlad et al., 
1979, p.56). But within this complex group diff erent discourse communities 
are to be distinguished, each with their own standards for reasoning. Re-
searchers e.g. will very probably reason from a criterion of scientifi c truth. 
Politicians will reason from a supposed societal interest. 

The formal (wri� en) curriculum also is a separate discourse. Lentz & Van 
Tuĳ l (1989) analysed this discourse and drew the conclusion that his had at 
least three diff erent functions: it is meant to inform parents, it form an impor-
tant document in the school’s accountability and it is a help in planning edu-
cation. The seemingly same topic ‘curriculum’ is thus talked about with quite 
diff erent objectives than happens in the ideological curriculum.  

The same holds true for the operational curriculum. Research shows us that 
teachers reason from the perspective of the ‘practicality ethic’ (Dolye & Pon-
der, 1987; Kelchtermans,1993), they evaluate curriculum proposals on instru-
mentality: Does the proposal describe a procedure for classroom practice? 
They wonder if there exists congruence with their own situation and they ask 
themselves what will be the ratio between amount of return and amount of 
investment. They are not so much interested in scientifi c truth or social wish-
es, but in what ‘works’ in the classroom. The discourses of teachers, research-
ers, politicians do diff er. 

From histories of mother tongue education I can draw the conclusion that the 
ideological and formal curricula are changing more and more o� en than the 
operational curriculum. The empirical research that has been done tends to 
the conclusion that in daily practice the old, literary-grammatical tradition 
has been dominant during the 20th century, and perhaps still is dominant, in 
co-operation with the utilitarian paradigm. That is not surprisingly. Both 
paradigms represent rationalities that are characterised by an absolute defi -
nition of knowledge, a defi nition of knowledge that demands a rather closed 
curriculum. We must not forget that the basis of our educational system has 
been laid in the 19th century, under the dominance of a technical rationality. 

Mother tongue education’s identity

The last century competing paradigms arose, had a dominant position dur-
ing some time and made place for another paradigm. A ‚loosing‘ paradigm 
does not disappear, but becomes a concurring one, an alternative for forerun-
ners, complainers, and anyone else who has his doubts on the dominant 
paradigm. One also can see how new paradigms become more complex, in
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cluding sometimes compromises with aspects of the former paradigms. The 
rise and fall of paradigms elucidates also a typical paradigmatic characteris-
tic: its problem solving pretension. If a certain conception of mother tongue 
teaching does not longer fulfi l the tasks dominant groups pose on education, 
a new paradigm rises. With a new (or older) approach of mother tongue edu-
cation the problems are supposed to be solved. The insuffi  ciency of the old 
paradigm o� en is formulated in terms of complaints about bad results, and 
the former paradigm is blamed for such bad results.  The paradigmatic ba� le 
is strongly infl uenced by the ba� le on the level of rationalities, the metadis-
courses on education. 

At present mother tongue education is searching its identity as a school sub-
ject. “What is English?” (Elbow, 1990), “Re-viewing English” (Sawyer, Watson 
& Gold, 1998), “The Rise and Fall of English”(Scholes, 1999), “The relevance 
of English”(Yagelski & Leonard, 2002) – just to mention some titles of books 
and readers in the Anglo-Saxon world. The titles clearly demonstrate, espe-
cially when linked toe ach other, the crisis in the school subject English. There 
are other publications in other countries, presenting actual tendencies moth-
er tongue education is confronted with. Penne (2001) wonders if the school 
subject Norwegian is in a crisis, or is it developing into a more practical sub-
ject, in which literary texts should be replaced by modern media texts; or 
should it focus on identity development by pupils and students? What about 
fi rst and second language teaching in French in a period in which competen-
cies are considered the main objectives of education (Collès, Dufays & Maed-
er, 2003)? 

What does the ‘learning to learn paradigm’ mean for mother tongue educa-
tion (Bonset & Rĳ laarsdam, 2004), a paradigm that is referred to in a over-
view of mother tongue education in a relatively new national discussion in 
Slovenia, where mother tongue education “is based on the communicative 
and pragmatic approach to teaching language and literature (Starc 2004, 
p.113)). Starc refers to the curriculum that claims that mother tongue educa-
tion “aims to develop positive emotional and cognitive a� itudes toward their 
mother tongue and literature, become aware of Slovenian as the state lan-
guage, feel conscious of civil rights, form values of tolerance, acquire read-
ing, writing, listening and speaking abilities” (ib. p.113). The students “are 
introduced to literature through connection to their personal experience of 
the text and literary conversation. Language acquisition is based upon pu-
pils’ experience with non-fi ction text – pupils as researchers actively involved 
in the learning process. The paradigm of learning-to-learn (…) is crucial in 
the new curricula”(ib. p.113). I am quoting Starc extensively, because her re-
view over Slovenian mother tongue education clearly shows the variety of
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 educational objectives mother tongue education is supposed to fulfi l. Moth-
er tongue education nowadays is a polyparadigmatic school subject. It has to 
fulfi l diff erent societal aims. It is infl uenced by diff erent rationalities. It has 
old and many new topics to deal with. In my historical research I formulated 
the question: ‘What is mother tongue education?”. My tentative answer is: 
Mother tongue education is more’. (van de Ven 1996).

I do hope my tentative reconstruction of paradigms, with their parallelism to 
social economic fl uctuation (rationalities), and with the important distinction 
between rhetoric and practice, might be useful for teachers and other subject 
experts in the ongoing debates on mother tongue education. I think I hardly 
need to contend how important it is to know what one is debating about. 

Notes

  With the concept of mother tongue education I refer to the school subject 
Dutch in the Netherlands, German in Germany, etc

2 I studied e.g. : Allen, 1980; Ball, 1982, 1984, 1987; Mathieson , 1975; Shayer, 
1972; Green 1997;  Daems 1984, 1991; Bovee 1969; De Vos 1939; Hanson 1984; 
Frank, 1973; Müller-Michaels 1980; Nündel 1980,  Strassner, 1977; Ivo,    ; 
Schuster 199.; Steinfeld, 1986; Hertzberg, 1990; Ongstad & Smidt 1995; 
Johnsen 1993, 1995; Aase 2002; Thavenius 1981, 1991, 1999;; Malmgren & 
Thavenius 1991; Malmgren & Malmgren 1995; Applebee 1974; Marquet 1974,  
Chartier & Hébrard 1989, Chervel 1987; Gregersen & Køppe 1985, Mortensen 
1977, 1979,;Helto�  1984; Hansén 1987, Rinne 1988. 

3 Ma� hĳ sen only published about his theory in Dutch. Developing his own 
conceptual framework Englund did have no knowledge about Ma� hĳ ssen’s 
theory. When I met Englund

in 2002 I asked him about this.

4  See footnote 2.
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Abstract

In April 2004 24 (8 x 3) teachers of Pedagogy, Mother Tongue and Mathematics 
Education in general teacher education were interviewed as part of the project Whole-
ness in Teacher Education? The interview focused mostly on the relationship be-
tween general didaktik and disciplinary didaktik (Norwegian: ‚fagdidaktikk‘; Swed-
ish, Danish and German: ‚fagdidaktik‘). In Norway there is, on the one hand at least 
on the rhetorical level, a strive towards Bildung, ‚wholeness‘, multidisciplinary edu-
cation, coherence and a will to focus on one education for all years from 1-13; in short 
a will to general teacher education. On the other hand there are more local, personal, 
and disciplinary tendencies to focus on the particular and on the school subject. The 
interviews revealed a variety of positionings between these two poles. 

This article presents some of the positionings of three teachers of Norwegian in gen-
eral teacher education in Norway, and cluster their view of diff erent aspects of fag/di-
daktik as examples of diff erent ‚profi les‘. In spite the fact that general didaktik (taught 
as part of pedagogy) has lost quite much infl uence in Norwegian teacher education 
the last decades, the didaktik of the disciplines has not yet fi lled this gap. Nevertheless 
there apparently is a new tendency, perhaps in all the Scandinavian countries, partly 
within the disciplines, partly between them to move from more narrow to more open 
perceptions of the didaktik of the discipline(s). However this ‚openness‘ generates 
new dilemmas and confl ict lines, a development which even the interviews brought 
to surface. 

MTE TEACHER OR TEACHER 
EDUCATOR?POSITIONINGS AND 
PROBLEMATISATIONS 

Sigmund Ongstad
(Oslo University College)
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Methodologically the approach is explorative and oriented towards the validity and 
relevance of didaktic concepts rather than being driven by overall hypotheses. An 
important aim is to problematise critically the crucial role of the teacher educator‘s 
positionings as an element in achieving more or a functional coherence in teacher 
education. In this respect their qualitative reasoning is seen as more relevant than a 
quantifi cation of how many would mean what. The article ends by briefl y focusing 
some possible consequences for MTE as a discipline in future general teacher educa-
tion.

Abstrakt (in Norwegian)

I april 2004 ble 24 (8x3) lærerutdannere i pedagogikk, morsmål (norsk) og matema-
tikk i norsk allmennlærerutdanning dybdeintervjuet. De inngikk som del av prosjek-
tet Helhetlig allmennlærerutdanning? og fokuserte i det vesentligste på forholdet 
mellom didaktikk og fagdidaktikk. I Norge kan en på den ene siden, i det minste på 
retorisk nivå, iak� a en tendens i retning av danning, ‚helhet‘, fl erfaglig utdanning og 
sammenheng samt vilje til å fokusere på enhetsskolen, mao en prioritering av generell 
lærerutdanning. På den annen side fi nner en mer lokale, personlige og énfaglige 
tendenser til å fokusere på det spesielle og mer isolert på skolefag. Intervjuene avs-
lørte en rekke ulike posisjoneringer mellom disse to ‚polene‘.

Artikkelen presenterer posisjoner blant tre av lærerutdannerne i morsmål (norsk). 
Det gjøres gjennom sammenføring av ulike fagdidaktiske aspekter i det som kan ka-
lles didaktiske profi ler. På tross av at generell didaktikk/pedagogikk har mistet mye 
innfl ytelse de siste årtier, har ikke fagenes didaktikk maktet å fylle de� e tomrommet. 
Ikke desto mindre kan en spore en ny tendens, kanskje i alle de skandinaviske land til, 
delvis innen fagene, delvis mellom dem til å orientere seg fra mer lukkede til mer åpne 
oppfatninger av fag-/didaktikk. Denne ‚åpenheten‘ genererer imidlertid igjen nye di-
lemmaer og konfl iktlinjer, en utvikling som også kommer til overfl aten i in-
tervjuene.

Metodologisk se�  er tilnærmingen eksplorativ og re� et mot didaktiske begrepers va-
liditet og relevans snarere enn å være hypotesedreven. En viktig hensikt er å prob-
lematisere relativt kritisk den avgjørende rollen som allmennlærerutdannernes egne 
standpunkter kan utgjøre i bestrebelsene på å få til (mer) funksjonell sammenheng i 
utdanningen. I de� e henseende blir i første omgang deres mer kvalitative måte å 
tenke og begrunne på mer relevant enn en ren summert kvantifi sering av hvor mange 
som mener hva. Artikkelen avslu� es med en kort vurdering av mulige konsekvenser 
for morsmålsdidaktikk i relasjon til en fremtidig allmennlærerutdanning.

Sigmund Ongstad
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Background

This article is part of the project Wholeness in General Teacher Education? 
Positioning self, world and society in the school subjects (Ongstad, 2001, 
2002a, 2003a and 2003b). The project develops further theories of triadic com-
munication in order to study im-/balances between aesthetics, epistemology 
and ethics in diff erent subjects and their didaktik. The critical focus on whole-
ness or coherence is concerned with the ‚compatibility‘ between major ele-
ments in teacher education. The project analyses textbooks and wri� en cur-
ricula in mathematics education and mother tongue education (MTE) [Nor-
wegian as standard language education] for student teachers (Braathe and 
Ongstad, 2001; Ongstad, 2001 and forthcoming). In addition 24 teacher edu-
cators in mathematics education (8), MTE (8) and pedagogy (8) have been 
interviewed about their views on didaktic aspects in general teacher educa-
tion.

A simple hypothesis is that there exists in general a political and common 
sense based stereotyping of curricular goals: Math trains brains, Mother 
Tongue (Education) tongues and Arts hearts, even if teacher educators o� en 
will try to counter-work such banalities. To avoid such simplifi cations, an-
other project hypothesis is that the pedagogical triangle between teacher, 
subject and learner (Künzli, 1998; Westbury, 1998) should be seen as mutual 
communicational triads (Habermas, 1986; Bakhtin, 1986; Halliday, 1978 and 
1994). This allows for further diff erentiation of both research objects and 
methodological approaches (Ongstad, 2004; Ongstad et al. 2004). The project 
analyses, by using an approach called discursive positioning(s), how ‚teach-
er‘, ‚subject‘ and ‚learner‘ relate in a systemic way to ‚expressivity‘, ‚referen-
tiallity‘ and ‚addressivity‘ in educational u� erances or aesthetics, epistemol-
ogy and ethics in textbooks, classrooms and curricula (Ongstad, 1999 and 
2001). Diff erent balances of these domains will shi�  across borders, cultures, 
times and political ideologies and create very broad educational trilemmas 
rather than just dilemmas. A paradigmatic shi�  to triadic understanding of 
communication (as triadic) may therefore among others contribute to a more 
profound understanding of the potential for coherence between interdisci-
plinary elements in teacher education (Ongstad, 2004; Ongstad et al. 2004).
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In addition to studies of curricula and text books it has been of interest to 
hear the voices of the teacher educators. However, motivated by a rather 
unclear situation for the fi eld at large a quantitative investigation has been of 
less interest (Buchberger and Buchberger, 1999; Hudson et al. 1999). It seemed 
more appropriate to do a qualitative study, focusing diff erent specifi c posi-
tionings to didaktik in general and to subject didaktik in particular, namely 
in the fi elds of mathematics education and mother tongue education (Nor-
wegian).

Part of the background for the interviews was a follow up study of Prosjekt 
Flerfaglig, a quite extensive project at Oslo University College that was con-
cerned with the multi-disciplinarity of the main subjects in general teacher 
education (Michelet et al., 2002; Ongstad, 2002b; Michelet and Jarning, 2004). 
Both the project and the follow-up study (Michelet et al. 2004) revealed that 
a will to create more coherence, coordination, and cooperation had become a 
strong force at the college, clearly supported by faculty leaders, while there 
nevertheless were ‚centrifugal‘ forces of diff erent kinds that pointed in other 
directions.

Further the textbook situation and the rapid shi� s of wri� en curricula for 
general teacher education  (three major reforms over just ten years) had con-
tributed to a more imbalanced situation (Ongstad, 2001; KUF, 1994, 1999; 
UFD, 2003). Hence interviews could help clarifying how the teacher educa-
tors related to this open situation. There were for instance strong indications 
in Inger Anne Kvalbein‘s research on the culture of the general teacher edu-
cation that, in spite of an explicit will in laws and curricula to portrait and 
form teacher education as a profession, there existed a strong tendency 
among the disciplinary teachers at the college (as probably elsewhere) to re-
late professionality in a more restricted sense to disciplinarity (Kvalbein, 
1998 and in press). In some cases it could even be claimed that professional-
ity and disciplinarity were seen as incompatible counterparts. It should be 
added that the project Wholeness in general teacher education? and Kval-
bein‘s project has worked in parallel on these issues (Kvalbein and Ongstad, 
in prep.)

The interviews

Four teacher educations or faculties of education were contacted. I wanted a 
certain balance regarding gender, even if recruitment both to ME and MTE is 
still quite gendered. I decided to use the lists over employed people accessi-
ble on the institution‘s websites. I wrote to persons responsible for R&D in 
beforehand telling what I aimed for. By email I then contacted people follow-
ing a quite simple combined system of preference to gender and alphabetical 
order. I wanted to interview people in fulltime, tenured positions and prefer
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ably currently at work at the institution. Primarily I wanted teachers who 
had been or were in general teacher education (and not only early childhood/
kindergarten education). Very few said no and if they did, I accordingly 
mainly chose the next appropriate person with the ‚right‘ gender on the list.

Once I had got an appointment, I sent all the 24 a temporary, interview guide. 
Except for one, all interviews were made in April 2004, six at each college, 
two in each of the three subjects in question. All interviews were taped and 
at the same time I took notes while interviewing, each interview lasting from 
80 to 90 minutes. Except for two cases all interviewing happened in the inter-
viewee‘s own offi  ce. In general my experience was that the communication 
progressed in a reasonable good atmosphere. One explained that it was not 
a perfect day for it because of things that had happened at home. The last 
questions in the interview guide opened a possibility for the interviewees to 
evaluate aspects of the interview.

Generally the interview would follow the given sequence and the questions 
in the guide, but I now and then asked extra follow-up questions (asking for 
clarifi cations or trying to understand more of the local context). At the end 
(in some cases at the start) of each interview I would give an additional (oral) 
description of how I would proceed with the data, mainly telling them that I 
probably would not be able to use all information. In addition I underlined 
that I would ask for a confi rmation or a comment in the cases that I would 
make discursive portraits in which they were quoted and if their identity 
could be traced. For the three interviews presented in this article no changes 
were made. Regarding ethics, full anonymity of qualitative information in 
this type of interviews is rather diffi  cult to achieve. On the one hand it is 
idealistically important to let any ‚fi ndings‘ and views come to surface. On 
the other hand this can hardly happen without a risk for revealing the iden-
tity of the informant. Norway is a small country and many teacher educators 
would know each other through regular professional contacts.

Hence the ‚data‘ now contains six pages with my questions and the answers 
from 24 interviewees. Further six interviews are transcribed and translated 
into English, three interviews of teachers of ME and three of MTE. The la� er 
three form the basis for this article and the former for Ongstad (in press). 
Except for some seconds on one particular tape the quality of the uptake is 
good. The transcription is done by me. Dialect and language forms are tran-
scribed to ‚bokmål‘, one of two offi  cial forms of wri� en Norwegian. A� er-
wards I have read through the interviews I have used for this article and 
underlined the text elements I have found (most) relevant for the making of 
a profi le for each of the three teachers that is specifi cally related to fag-/di-
daktik. These particular u� erances (excerpts) have further been translated 
into rather simple English where I generally have tried to keep important
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 aspects of the ‚Norwegianness‘ of the texts. There are a couple of things 
though that deserve to be mentioned. Firstly oral Norwegian is not easy to 
translate properly to idiomatic wri� en English and all the three who were 
interviewed have kept their signifi cant dialect. Besides not all communica-
tion between me and the interviewee is necessarily clear and fully functional 
since it concerns a fi eld that is not commonly problematised and talked 
about. Some few times the oral expression may be semantically unclear. 
However, in general the interviewees have not seen any need for changes.

The focus for the interviews in this study

The interview focused mostly on the relationship between general didaktik 
and disciplinary didaktik or didaktik of subjects (Norwegian: ‚fagdidaktikk‘; 
Swedish, Danish and German: ‚fagdidaktik‘). This relationship has tradition-
ally been quite problematic, and still is, not only in Norway (Buchberger and 
Buchberger, 1999; Elstad, 2001; Gundem, 1983, Høegh Larsen, 1968; Lorentzen 
et al.,1998; Ongstad, 2002; Schnack, 1993; Schüllerqvist and Nilsson, 2001; 
Slå� en, 1998; Strømnes et al., 1997; Ålvik, 1983). I prefer to use ‚fag‘ for disci-
pline or subject and ‚didaktik‘ for didactics or education in spite of or rather 
because these concepts are not English. In Norway there is, on the one hand, 
at least on the rhetorical level in teacher education, a strive towards Bildung, 
‚wholeness‘, multidisciplinary education, coherence, and a will to focus on 
one education for all years from 1-10 (Norwegian: enhetsskole) for all schools 
in Norway (Braathe and Ongstad, 2001; Kvalbein, in press); in short a will to 
general teacher education. On the other hand though there are more per-
sonal, local, regional, and disciplinary tendencies to focus on the particular 
and on the school subject. Hence also the project at large focuses the balances 
and imbalances of these forces and tendencies in curricula and textbooks, 
and among teacher educators of disciplines such as mathematics education, 
Norwegian and pedagogy. 

One of the (loose) hypotheses for this study is that shi� s in curricular infl u-
ence and importance of disciplines and school subjects are related to the 
communicative ‚nature‘ of the discipline as described above. Simplifi ed, a 
main idea is that major changes in society, culture and economy eventually 
will, over time, and o� en in paradigmatic ‚waves‘, aff ect the societal and 
political value and popularity of the aesthetics, the epistemology and the eth-
ics of and between professions and disciplines. Thus for instance mathemat-
ics may increase its infl uence for the time being when there is a strong politi-
cal demand for epistemological ‚needs‘ and competitiveness in science and 
technology. Similarly MTE may be seen as important when there is a stress 
on advanced literacy, enforced democracy and increased communicational 
skills in business and in public life. And pedagogy/educational studies may 
be seen as important for creating educational coherence, general overview
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 and to professionalize new needs that are not directly related to disciplinar-
ity. Yet another possible tendency is that the disciplines/subjects may take up 
the challenge if they are serious about their potential of contributing to gen-
eral Bildung (Arwedson, 1996). A development towards increased competi-
tion between kinds of professional knowledge may then lead to increased 
didaktisation of established and new disciplines (Hertzberg, 1999; Ongstad, 
1999b). In other words, continuous change of society forces institutionalized 
fi elds of knowledge (such as fag) to develop a meta awareness (didaktik) of 
themselves as disciplines in order to position themselves appropriately 
(Ongstad et al., 2004). Hence Peter Elbow has claimed that the question What 
is English? rather is the answer, suggesting with English as an example, that 
self-awareness should be part of any discipline (Elbow, 1990).

The impreciseness of these general estimations however, is not coincidental. 
The need for more sharpened sub-hypotheses can be related to the fact that 
the tendencies, trends and directions now seem more unclear than ever, not 
the least in a European context (Snoek et al., 2003). This situation can, from a 
theoretical perspective be seen as a crossroad between modernity and post-
modernity (Barne� , 1997; Habermas, 1986; Ongstad, 1999a; Østerberg, 1995). 
Hence a function of the interviews is to search for how teacher educators 
resonate and prioritise in these unsafe waters, or in other words how they 
position themselves and their disciplines under the infl uence of increased 
didaktisation.

Focus for this article

I have chosen, mostly at random, three interviews for this article. However I 
have had one eye on the internal diff erence. I will fi rst present the excerpted 
parts of the three interviews in full and then make a profi le to and a comment 
on each of them before I conclude. Regarding ‚fi ndings‘ the interviews re-
vealed a variety of positionings. The reader should keep in mind that in spite 
the fact that general didaktik (taught in pedagogy) has lost quite much infl u-
ence and teaching time in Norwegian teacher education over the last dec-
ades, the didaktik of the disciplines has not yet fi lled this gap, as it rhetori-
cally was expected by the Ministry of Research and Education (KUF, 1994 
and 1998; UFD, 2003). Nevertheless there apparently is a new tendency, per-
haps in all the Scandinavian countries, partly within the disciplines, partly 
between them, to move from more narrow to more open perceptions of the 
didaktik of the discipline(s) of the professions (Lorentzen et al., 1998; Sjøberg 
2001; Schüllerqvist and Nilsson, 2001; Nyrnes, 2002; Schnack, 2004; Ongstad, 
2004, Steff ensen, 2003). However this ‚openness‘ generates in turn new di-
lemmas and confl ict lines, a development which even the interviews brought 
to surface, not the least for the disciplines as such  -  what is ‚mathematics‘
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 and ‚Norwegian‘ really (Ernest, 1998; Ongstad, submi� ed)? Therefore the 
focus will be on MTE as standard language education as part of general 
teacher education.

The (...) shows where original text elements from the interview have been le�  
out. What is presented here is approximately one third of the whole inter-
view. As pointed to it is the scope of fag-didaktik that has motivated the 
given extracts. Even if the texts are quite long, I think they will give the read-
er a valuable and more coherent understanding of the positionings of the 
teachers as well as my positionings of their u� erances as an interpreter (in 
the next turn).

Excerpts from three interviews with teacher educators in Norwegian/MTE

A. Woman. 53. Master and Ph.D. in Nordic. 12 years in primary education

I  understand „fagdidaktik“ as being in dialogue with the subject continu-
ously. And the bo� om line is the selection of content, how is this subject mat-
ter used. Refl ection becomes a keyword. Refl ection is connected to language 
and to a dialogical comprehension I always rely on. To involve in interplay 
with the content, with the pupils, with my own history in the subject be-
comes a continuous movement. „Fagdidaktik“ is our identity here at the col-
lege. We have developed a teacher education subject that is something total 
diff erent from the discipline at the university. It‘s a much more moveable 
subject, without an established core, a more open understanding of „fagdi-
daktik“. This implies that the subject can fl uctuate quite much; one has to 
give space for many diff erent things. One constantly has to prioritize and 
make clear choices according to how kids, school and society are today.

Regarding curricula from the 1990s onwards the concept of text is empha-
sized. I see that as a fruitful way to work. Earlier quite many sub-disciplines 
had to be studied. But now it‘s possible to develop the study around text. 
That opens for more active fagdidaktic thinking.

[SO: Is the didaktik of Norwegian a separate topic?] No, and the answer is 
found in our tradition. It‘s fundamental that one shall work with the content 
in school. The subject and its didaktik are so closely related that they cannot 
be separated, the kids are in focus and that demands an integration of the 
aspects in an interplay. This became clear through the many rounds we had 
when we wrote the two books. Besides it was a consequence of some sort of 
positioning relative to pedagogy and in relation to Norwegian as a discipline 
at the university, where didaktik is a tiny a� achment. One of the banners we 
march under is integration. (...) I think our college is one that stresses integra-
tion most. (...)
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Our books are wri� en to stimulate the student teachers‘ refl ection. It was 
quite an awakening process to write the books. It became important to lead 
the students into the content in a way that was not too closing, but at the 
same time gave them some substance to build on. However it wasn‘t always 
it opened up for refl ection, I think. The very act of taking something down on 
a paper and [thus] become „professional authorities“ can be quite a closing 
too. And this works against our ideas of ‚continuous refl ection‘ that we in 
theory say we want. Thus we have not always succeeded. (...) We have not 
actively progressed from the subject we wanted to develop in the 1990s. (...) 
There is less space for a consolidation and for deeper refl ections on the rela-
tion to other school subjects.

[SO: Just a small ‚provocation‘, is it a danger that students here just know 
what „fagdidaktik“ is at your college?] I see your point, but they arrive here 
pre� y ‚green‘ and they have to start one place. We try to eradicate their per-
ceptions of ‚the discipline‘ when they arrive. Try to get rid of blocked percep-
tions of what Norwegian as a discipline is. Hence one has to build up a new 
discipline for them, and you have to have some foundations, and there are 
quite a few things to fi nd in our books. (...) However I don‘t think that we 
should have a separate discipline or sub-discipline named „fagdidaktik“ or 
„norsk-didaktik“. I want it to be integrated in Norwegian as a subject. We 
nevertheless need to underline that it is a didaktic discipline, I reckon. (...) We 
will return to the concept regularly, but not develop a meta-discipline. That‘s 
the way I think for the time being. But it‘s probably all about that I consider 
the whole discipline as „fagdidaktik“. (...) [Men det handler vel om at jeg 
tenker hele faget som fagdidaktikk.]

[SO: What about the tendencies one can see towards a more general „fagdi-
daktik“?] Ideally it‘s a positive [development], but there will be quite much 
one has to relate to. People can drown. [SO: Is a general „fagdidaktik“ a 
threat or a gain?] I‘m closest to the la� er. That‘s motivated by my standpoint, 
which is language. Language transgresses my own discipline (Norwegian). 

(...) However I see a danger if everything is going to be multi-disciplinarity 
and we have to be spread one on each teaching team. I‘m afraid we can loose 
some of the ongoing discussion we want [to keep] about our common per-
ception of the discipline. It‘s about the disciplinary identity. If we constantly 
have to relate to other disciplines while consolidating the very disciplinarity 
of Norwegian, something very important may get lost. (...)

Teacher trainers should be be� er schooled in what didaktik (really) is. It‘s all 
too much about covering points in the supervising scheme and it‘s pre� y 
marked by the infl uence from pedagogy and don‘t leave much space for the 
disciplinary substance. (...)
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[SO: Tighter connections between school and teacher education?] If it‘s meant 
more conformity, then I‘m skeptic about that. It implies a governing of what 
to teach, and I am uneasy about which refl ections that lay behind wri� en 
curricula for the compulsory school. I see it as a plus that there are possibili-
ties for development in lacking harmonization, in confl ict, in creating discus-
sion. I have more faith in disagreement and disharmonies in order to reach 
something that is good. (...)

[SO: What about research and development?] If one is supposed to be en-
gaged in „fagdidaktik“, what‘s needed is time to stop and dive into problems 
at hand and create refl ection, and even to have the opportunity to visit other 
professional environments, in the way I have had (at a university abroad). 
(...) I don‘t believe at all in directives which state that one only should focus 
on „fagdidaktik“. I think like this: If some people would focus on purely 
disciplinary ma� ers, they are (a� er all) in a fagdidaktic se� ing and dialogues 
will arise.

B. Woman. 49. Master and Ph. D in Nordic. Experience mainly from teacher 
education

I have wri� en a dissertation in which I depart from a not given concept of 
didaktik, a platform that is meant as a manifesto. The introduction chapter is 
called A minor didaktik, which represents a diff erent way of refl ecting upon 
didaktik than the division „fag“ (Engl. discipline or subject)/general didak-
tik. Thus what‘s really inherent in my work is to skip discussions whether 
this or that should be included. Instead I have taken a very concrete starting 
point in a refl ection over how didaktik is positioned in the [empirical] text 
material I have. This has as a consequence that I will come up with an under-
standing of didaktik based on Bildung, and which is both very concrete and 
at the same time connected to traditions of cultural history.

So in a way I‘m aware of that I start from an opposite position than most 
people do. (...) I imagine that one can approach didaktik from diff erent theo-
retical positions, and where I have chosen to investigate the potential of the 
rhetorical tradition, which will give a manifold of types of registers. But one 
shouldn‘t set aside that other positions can give other registers, questions 
and glances. (...) I think one should be aware of this question and not believe 
one can answer it fast, but rather use time and grab hold of what a rhetorical 
position should be or what, say, a sociological position should be. (...) That‘s 
what I think about didaktik, that it‘s a foundation that put all other profes-
sional fi elds in play.
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My opinion is that didaktic refl ection or ‚angling‘ is not a topic on its own, 
but inscribed in what we do. And it‘s inscribed in a refl ective glance on what 
we do. It has consequences for language valid on the professional level, so 
that one in principle can refl ect didaktically and problematise over absolute-
ly all things that one is doing all the time.

Regarding the concept „fagdidaktik“, I [rather] fi nd „fag“ as the problematic 
part. It‘s „fag“ we have to ask what is, because there are many sub-commu-
nicated perceptions inherited in it. „Fagdidaktik“ is something diverse be-
cause fag is constituted in many diff erent ways. Years ago I wrote an article 
where I talked about subjects of content and subjects of expression, and I 
think I stick to that [principle diff erence between diff erent subjects] still. (...)

[SO: What about a ‚tension‘ between the teacher educations in XX and YY?] I 
think it‘s important that both exist, because I‘m not interested in that some-
body will decide how things ought to be. (...) One learns diff erent things - 
that‘s not the problem. The most important is that one will become a good 
thinker. That will foster somewhat diff erent types of teachers. I‘m interested 
in practice, but not as such [meaning not separated from thinking]. (...) I do 
mean that for being a clever practitioner, one has to be a really clever subject 
teacher. Therefore there is no either/or.

[SO: What about the tasks?] I haven‘t seen the tasks in general teacher educa-
tion for a while. I reckon there is a division. One uses the expressions A-part 
and B-part. They try to avoid a too clear split, for instance in the fi eld of stu-
dent text analysis. So when there is a question about specifi c disciplinary is-
sues that implies [both] ‚didaktic‘ and ‚disciplinary‘. The idea behind is that 
there should be disciplinary questions on school related domains. Or that it 
should be school related questions to disciplinary fi elds. (...).

I think they (the students) have more didaktic understanding than they can 
account for (explicitly). (...) A point of view is that teaching and practice 
should be one to one, a view in which the department would disagree. It‘s as 
if some people think one can prepare for [exact similar] situations that don‘t 
exist yet - hence one to one.

Student teachers might say „Children think“ or „children cannot“. One 
should be able to problematise such categories, which are didaktic catego-
ries, which they have taken over from didaktic theory. (...) They should ac-
cordingly be challenged to u� er more about such didaktic questions. Wheth-
er this is called didaktik isn‘t that important. (...)

Rather than taking a general didaktic perspective as the book The teacher‘s 
world [much used textbook in didaktik; original title Lærerens verden] does, 
I would say we are working with fi nding diff erent kind of entrances to
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didaktik. In pedagogy didaktik is justifi ed more in psychological theory and 
curriculum theory, while in the discipline of Norwegian it may be justifi ed 
more in reception theory, sociology of literature or rhetorical theory [etc], 
which I have worked with. I have just wri� en an article, called Rhetorical Ped-
agogy, where I try to mediate what pedagogues have not (yet) grasped, and 
which does something with the relationship between disciplines, and which 
not is inherent in general didaktik. Disciplines are a manifestation of parallel 
ways of thinking, which of course can be connected. However they will culti-
vate (and prioritize) some theoretical perspectives relative to others. When 
pedagogues now are so preoccupied with narratives, it‘s new to them, but fa-
miliar to us, and things easily get quite banal. (...) One could perhaps put it to 
the extremes by saying: What are disciplines if not ways of organizing the 
world? And the way of organizing doesn‘t have to be equal in the diff erent 
disciplines. However it‘s of course demanding to understand this on a meta-
level. But I think a teacher educator should understand. (...)

I think the discipline of pedagogy is in a crisis in the sense that they feel they 
are in retreat when other disciplines seriously are entering this fi eld. For the 
disciplines this leads to a boom, and the pedagogues can feel that they don‘t 
have access to this challenge. (...)

[SO: Has the growth of „fagdidaktik“ expelled methods?] I think so. (...) What 
I mean is that theory should be proper theory and practice should be proper 
practice, and not those 

in-between-things. That o� en becomes a bit slack. (...)

[SO: The relationship between the content and the practice in teacher educa-
tion?] To take a rather extreme standpoint, I will say that it‘s important that 
students will hear something they never will use directly. It‘s important that 
they themselves are challenged, as adults. In my opinion the pupil should be 
in focus and therefore the student teachers have to develop their own speech 
and writing register, themselves. To enable that to happen one may need to 
do some odd and unexpected, and not just straight forward things...[SO: so 
you don‘t want to give more time to practice...] ..I don‘t see this as an antago-
nism. When I choose to write a foundational work in rhetorical didaktik, I am 
not choosing a classroom situation, not a study of teaching of today or writ-
ten curricula. I choose a text from 1744. Why? I do it to bring to surface a total 
diff erent register relative to the kind of Bildung thinking we have been 
steered into now. I have chosen an example interesting enough to last for 
three years of study. If I have to do something in teacher education, I have to 
fi nd something I feel will represent a growth, and something that not will 
(easily) ‚work out‘. I‘m studying something seemingly strange, and the rela-
tionship between the strange and (our) present time. I think it‘s important to 
reason a bit like that. (...)
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It‘s important to be in contact with the fi eld (of practice), to know what‘s hap-
pening in primary and secondary education. Simultaneously it‘s important 
to establish an education that is refl ected about this, one that has a meta-per-
spective. Ideally teacher educators should contribute to further development 
of the fi eld. Accordingly one cannot be identical with what already exists. (...) 
I grieve over steering and control. If it‘s so important to steer, one gets goals, 
these have to be controlled, and that ends in bureaucratization, which takes 
resources which could have been spent on the teaching. (...)

I have the view that it‘s important [for the teacher educators] to write about 
other things than what have been prioritized institutionally [as R&D], be-
cause, who will decide what is relevant? I‘m concerned about that everything 
is going to be decided. We should not get into that kind of utilitarian think-
ing. (...)

I think the concept of wholeness is very unclear. (...) That wholeness stuff  is 
reductionistic. We don‘t have to unite in a common view on all things. But 
we have to be alerted.  [SO: to put it to the extreme, should each discipline be 
allowed to defi ne its own fi elds, and keep on going in splendid isolation?] I 
should recall what a principle, who was a pedagogue once, said: „At least we 
have one thing in common - we don‘t want to do children any harm.“] As a 
starting point one should believe that, when people are working here, it‘s 
because they want to work for a be� er teacher education in their fi eld, in 
which they have their competence. That may lead disciplines in diff erent 
directions, but I‘m not worried for diversity.

F. Man. 55. Master in Nordic. 20 years in primary education

By didaktik I understand the theory of teaching  (Norwegian: ‚undervisn-
ingslære‘) in general, anything that is related to the selection of teaching mat-
ter content (Norwegian: ‚lærestoff ‘), giving goals, general principles for 
teaching, while I perceive „fagdidaktik“ as something more limited or spe-
cifi c subject selection of teaching content, for a particular education for exam-
ple, both what and why. That‘s like the general didaktik, with reasons and 
refl ections. (...) Regarding the subject Norwegian there exist more open, more 
general views and positions that I share. I don‘t have anything against a more 
societal, open understanding of Norwegian as a subject. (...)

The entire framework for the new wri� en curriculum I consider as based on 
a fag-didaktic way of reasoning, both regarding which bullet points are cho-
sen for the diff erent subfi elds and in the introduction part about what the 
subject is supposed to do. It is very much directed to the „grunnskole“ [pri-
mary and lower secondary education or years 1-10]. (...) The plan is more 
didakticised in the sense that it‘s more oriented towards the „grunnskole“, 
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a bit less general ‚Norwegian‘, a quite reduced university subject. Whether 
one could say it‘s ‚didakticised‘ I don‘t know. I think the development is con-
nected to the amount of knowledge and with the development of writing 
pedagogy over the last decades. Now there are wri� en textbooks [in the 
fi eld] and the knowledge is about to se� le. There is accumulated knowledge, 
about the teaching both of literature and of writing. (...)

In our department we have talked about that it‘s a paradox that the student 
teachers don‘t understand that they (actually) have got didaktik and meth-
ods, while we as teachers think that that‘s what we have been working with 
precisely is didaktik. (...) It‘s as if we are not clever enough to explain what 
we are doing, to make clear what domain we are in [when teaching].

The department has diff erent views on „fagdidaktik“, but I‘m not able to say 
what these diff erences could be. (...) There are quite many who work within 
the fi eld of rhetoric, so there is a certain distance to the more skill-oriented 
aspects in circles of writing pedagogy. Hence we may be closer to XX [a 
teacher education in another city], I would imagine, but we are 14-16 per-
sons, so... (...)

The diff erent parts of the subject have diff erent functions. Regarding the 
training of analytic skills I try to demonstrate it through teaching, make it 
logic and appealing and consequent. I try to stimulate them to appreciate 
knowledge, and I demand much more than I did earlier. We try to show them 
the exam forms:  „This is an example of a school exam in grammar that you 
may get, and you should know this and that.“  I‘m doing disciplinary teach-
ing (Norwegian: ‚fagopplæring‘), but simultaneously it‘s the a� itude to and 
the pleasure of knowledge I try to mediate. I want this to have value for 
them, as teachers. For those aspects don‘t exclude each other. (...)

The student teachers rarely arrive at a teaching period that explicitly is called 
„norsk-didaktik“ (English: didaktik of Norwegian). The closest are some of 
the textbooks, which actually have „Norskdidaktikk“ in their title.  I would 
believe all the topics that are taught have didaktic refl ection added to them 
as well. (...)

I don‘t know so much about what they are doing (in general didaktik), but I 
imagine they teach general theory of teaching. (...) We start the fi rst autumn 
with a project about the teacher‘s role, a project where Norwegian and Peda-
gogy cooperate and where we try to bake diff erent things into the same cake. 
(...) I have nothing against a general theory of teaching in pedagogy. It‘s just 
an advantage. It‘s important that one motivates, varies etc. (...) I think there 
are few controversies over didaktic reasoning. 
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[SO: Do you have some points of view on general „fagdidaktik“?] I don‘t 
know whether I know enough about this to say something sensible about it.

I have much be� er experiences with the kind of multi-disciplinarity we have 
had in our project The multicultural School an Kindergarten, than in so-
called cross-disciplinary projects where one has an umbrella where the think-
ing about „fag“ time and again can be pre� y frustrating. The disciplinary 
points become rather odd.

[SO: In parallel with the development of „fagdidaktik“ there is seemingly 
less teaching in methods?] I hadn‘t though about it, before I read it. We still 
have some teaching in methods (done) by teacher trainers. But it has always 
been an external business, administered by the practice unit. (...) It‘s a quite 
coincidental divide between „fagmetodikk“ (Engl.: Subject methods) and 
„fagdidaktik“. Quite many fag-didaktic refl ections give a methodological 
readiness. So it‘s hard to say [whether the claim above is valid].

The profession consists of diff erent components, which they to the highest 
degree should bring to the study at the start as the persons they are and the 
a� itudes and the knowledge they have. In addition it‘s what they get here. 
Finally they learn to do the job in the job. Much of what is the teaching pro-
fession is learnt in the fi rst years, I would claim. We are a school with large 
cohorts, so we have nine parallel classes. Thus it‘s hard to fi nd fl exible solu-
tions for the relationship between practice and disciplinary education. (...)

[SO: Regarding responsibility for the didaktic aspects, what about the teach-
ing trainers?] Yes, I was a bit surprised that you asked about that. I have al-
ways understood that teacher trainers supervise their student teachers, both 
didaktically and fag-didaktically, over the subjects they teach.

I don‘t think there should be a concurrence between the „grunnskole“ and 
teacher education. These students shall be active in another 30-40 years, and 
under diff erent curricular regimes, and they shall have knowledge that are 
durable.

One [= I] could almost develop [some sort of] immunity towards wri� en cur-
ricula. Regarding L97 (the current national plan for compulsory education) 
it‘s worse than ever. It‘s full of positive loaded words and it reels off  [a lot of] 
content points. This characterises the textbooks as well. (...) It becomes im-
portant for schools to do well on these tests. But I‘m not only negative. It‘s 
positive to get more solid knowledge about what pupils are able to. It‘s a 
good thing that the „grunnskole“ gets a be� er initial education and that the 
teacher education is strengthen to achieve this. (...)
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Several commi� ees have been active dealing with wholeness (in teacher edu-
cation) here. It‘s quite much we can do to improve the connection between 
practise and disciplinary education. There have been quite a few single projects. 
But I have be� er experience with the larger units where one can coordinate 
several [major] disciplines. I think we have a rather good regime in this re-
spect.

General comments to the profi les

The aspects on the right hand side can, as a general cluster be seen (somewhat 
subjectively) to represent a more traditional orientation. The arrows are used 
to make clear that what is marked is not a category, but that the person‘s view 
seems to go in that direction. The question mark (?) is used when I as an inter-
preter lack clear signals in the interview to place the person between the two 
positions. (It is important to be aware that these aspects were not part of any 
pre-hypothesis.) If a person has many question marks this can mean several 
things. Firstly that the aspects in general may not be suitable for the position-
ing of this person‘s didaktic profi le. Secondly it may mean that the interview 
as such did not give the interpreter good enough information. However it 
might even mean that the person in question deliberately avoids being placed 
in such categories or between given aspects.

Further one should be aware that radicalization towards (more) didaktisation 
seems to be a rather new phenomenon and it would therefore be quite a sur-
prise if there would be many x‘s on the le�  hand side if we summarize all x‘s. 
Regarding general validity it should be noted that these MTE teachers have 
not been asked whether they think they have been ‚correctly‘ positioned.

Def of fagdidaktik
Fagdidaktik as

Fagdidaktik close to

Fagdidaktik focused
Norwegian more as

Teacher education

A view of one self

open/wide
theory
thinking
explicit
integrated
meta
process
pedagogy
‘wholeness’
student/pupil
multi-disciplinarity
early in the study
fagdidaktik
general Bildung
less school-dependent
student oriented
radical/diff erent
didaktically moving
In sum

X
X

X

X

X

X
X

X

X
X
10

X

X
X

X

X

?

5(1?)

X

X

2

narrow
practice
doing
implicit
seperate
concrete
product
discipline
disciplinarity
subject/disciplinarity
‘one-disciplinarity’
later
discipline
disciplinary content
more school-dependent
disciplinary
mainstream
didaktically stable

Person A´s orientation towards ...
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Comments

If we state that the signifi cance of a given profi le in general is related the 
number of x-es on the right or the le�  hand side, then A can be said to be 
positioned as (relatively) radical. One can also hold that just one question 
mark probably means that this person is relatively easy to position or is quite 
willing to take clear standpoints in didaktic questions. However, as can be 
found in the interview text, there are some deviation from what one would 
expect: A holds that fagdidaktik should be implicit and concrete. This means 
that it is rather preferred that (meta oriented) fagdidaktik should not be a 
separate syllabus as such. Fagdidaktik should be integrated as a teaching/
learning process. These are the only two sub-positionings that could be said 
to be more ‚traditional‘ in the total profi le. When the question is about a char-
acterization of fagdidaktik relative to aspects that would pull towards whole-
ness, coherence, and teacher education in general, A‘ is less radical, but not 
traditional. This means that A is radical within the discipline, but more mod-
erate in stressing „wholeness in teacher education“ or Bildung. A would 
probably nevertheless agree that teacher education in general should func-
tion more coherent and as Bildung, but that Norwegian as a discipline should 
not take on too much of this general responsibility. On the other hand would 
A perhaps not agree that this expectation is outside the scope of Norwegian/
MTE and its fag-/didaktik.

Def of fagdidaktik
Fagdidaktik as

Fagdidaktik close to

Fagdidaktik focused
Norwegian more as

Teacher education

A view of one self

open/wide
theory
thinking
explicit
integrated
meta
process
pedagogy
‘wholeness’
student/pupil
multi-disciplinarity
early in the study
fagdidaktik
general Bildung
less school-dependent
student oriented
radical/diff erent
didaktically moving
In sum

X

X

X

X
X
5

?
?

?
?

?

?

(6?)

X

X
X
X
X

X

X

7

narrow
practice
doing
implicit
seperate
concrete
product
discipline
disciplinarity
subject/disciplinarity
‘one-disciplinarity’
later
discipline
disciplinary content
more school-dependent
disciplinary
mainstream
didaktically stable
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Comments

B is radical and diff erent and is not only aware of this but even explicitly 
claims to be positioned outside a traditional framework (in the context of the 
interview). This implies that B is not comfortable with or choose to leave out 
some of the concepts that are commonly used. Hence there is a relative high 
number of question marks. As I commented upon above this can generally 
be seen as a symptom of diff erent things. In this case I see the sum of six ?-es 
as a result of a very conscious will to be diff erent and avoiding a conformist 
position. However this deviating positioning can not be seen as a result of 
point by point opposition, but is rooted in a will to see didaktic from a fairly 
radical and very open position. This position is not related just to or not even 
primarily to school and institutional education, but rather to a view that texts 
at large and hence communication in principle may/will have a ‚didaktic‘ 
component. Although this view may seem radical, this is not unknown in the 
fi eld one could call new rhetoric and communicational theory (Hernadi, 
1995; Ongstad, 2004). Still the interpreted profi le describes B as a traditional-
ist when it comes to coherence and wholeness in teacher education in the 
sense that B is critical to the concept ‚wholeness‘. There is a quite strong will 
to ‚disciplinarity‘ and there is li� le interest in coordination with other disci-
plines (at least not in this interview). Thus ‚Bildung‘ is very important, but is 
hard to pinpoint. The best solution for B is that each discipline work within 
their fi elds and in mutual trust of what the outcome will be.

Def of fagdidaktik
Fagdidaktik as

Fagdidaktik close to

Fagdidaktik focused
Norwegian more as

Teacher education

A view of one self

open/wide
theory
thinking
explicit
integrated
meta
process
pedagogy
‘wholeness’
student/pupil
multi-disciplinarity
early in the study
fagdidaktik
general Bildung
less school-dependent
student oriented
radical/diff erent
didaktically moving
In sum

X

1

X
?
?
X
X
X

X

?
X

6(3?)

X
X

X
X

X

X
X
X
8

narrow
practice
doing
implicit
seperate
concrete
product
discipline
disciplinarity
subject/disciplinarity
‘one-disciplinarity’
later
discipline
disciplinary content
more school-dependent
disciplinary
mainstream
didaktically stable
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Comments

Person C is not radical but cannot directly be said to be seen as a typical tra-
ditionalist either since all the fi rst six sub-positionings are rather moderate or 
not easy to position. Nevertheless can C be seen as mainstream and didakti-
cally stable (also according to C‘s own view). The clear picture is that even if 
C is placed in the middle what perceptions of fagdidaktik concerns, the posi-
tioning of fagdidaktik in relation to other fi elds and disciplines is fairly tradi-
tional. We should note that three ?-es may refl ect a careful and non-closed 
positioning. The most signifi cant over all pa� erns is of course that there is 
only one mark on the le�  hand side. And this element or question is more 
specifi c and context bound than most of the other since it is related to an an-
nounced policy from the Ministry of Research and Education. I would there-
fore put less weight on this issue and conclude that C is, as B, mostly discipli-
nary oriented, but as a contrast to B, sticks to traditional positionings and 
responsibility between the fags regarding didaktik. However B is still poten-
tially partly open for an extension of the concept of fagdidaktik. The two 
diff er clearly when it comes to points of departure for what didaktik could be 
in general.

Comments on comments 

As reduced to just ‚profi les‘ the sum of positionings of these three persons 
can not be generalized to any kind of typicality without increasing the 
number of interviews signifi cantly. Even if we add the other fi ve persons, we 
may not even get a valid general picture of possible positioning pa� erns, not 
to speak of how Norwegian teachers in teacher education would fi ll these 
profi les quantitatively. What the three cases can tell us though is that most of 
the aspects actually are in process and may have impact on the perceptions 
of Norwegian teachers in general teacher education. We should remember 
that two of the interviewed teachers have a Ph.D. which is still not common 
among for MTE teachers.

Further we can relate the profi les to Kvalbein‘s research (Kvalbein, forthcom-
ing). She has found that there is (still) a strong general reluctance among 
(disciplinary) teachers in her data to avoid ‚professional orientation‘ [Norwe-
gian: profesjonsorientering] as if this orientation is a case for pedagogy or a 
tendency to relate professionality to the fag-didaktic aspects. Even if Kval-
bein is not just focusing fagdidaktik, it seems as if the two (paralleled) studies 
can agree that the more empty, didaktic space that occurred a� er the reduc-
tion of pedagogy in teacher education, has still not been fi lled. Or to express 
it more carefully -  if this is the case, one of the reasons may be that even
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 signifi cant fagdidaktic oriented teachers seem hesitant to take up the di-
lemma of how and to which extent fag/discipline should be balanced with 
other aspects in general teacher education. One could be tempted to see the 
profi les in general as symptoms of a certain dri�  towards more coherence, 
and less antagonism between disciplines and pedagogy (Ongstad, 2003a and 
2003b), but that could be risky since there are not a quantitative basis for such 
a conclusion (yet).

I would still hold that didaktisation is at work among these three interview-
ees. There are many sources for didaktisation of course (Ongstad, 1999b). 
Hence it seems fair to claim that for A it has been a crucial experience to be 
radicalized through writing and research on writing, further by being a part 
of a close cooperation in A‘s Norwegian department (‚norsk-seksjon‘) in pub-
lishing fag-didaktic books, and through doing a doctoral thesis, and not the 
least, by working in a faculty that deliberately works in the direction of a 
more professionalized fagdidaktik.

For person B it is even clearer that the thesis is of strong signifi cance for the 
positions taken and for the positions le� . Whether B has had this basic radi-
cal broad view of didaktik in beforehand or has developed the view during 
the research process, we do not know. It is likely though that B‘s hesitance to 
extend the didaktic view more towards pedagogy (as a discipline) can be 
related to the general orientation and research culture in the faculty. Regard-
ing C‘s general positioning I would just mention that ‚didaktisation‘ as a con-
cept seemed less relevant and that this perhaps can be connected to the fact 
that C feels quite safe in the positions taken and is in no need for an immedi-
ate change of concepts.

Problematisation

One way of making the familiarity of the confl ict between pedagogy and the 
other teacher educational disciplines strange, is to see institutionalized 
knowledge, not as products, but as processes. Hence pedagogy as well as 
Norwegian and other fags can be seen in a narrative or a developmental per-
spective. When nation building no longer is of prime political interest, but 
has given long lasting benefi ts to a discipline and its members, there occurs a 
dilemma when the political signals now are more economical. The discipline 
is implicitly asked to shi�  from aesthetics (Norwegian correct forms and fa-
miliar expressivity) and epistemology (knowledge of Norwegian language 
and cultural content elements) towards functionality and hence ethics. Ethics 
here means what concerns the values of pragmatic, acts, and societal aspects. 
This logic or tendency can be related to economic rationality and is character-
ized by trying to make any fi eld into an economic sphere (Barne� , 1997). 
However spokesmen for this same rationality o� en
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 see mother tongue or standard language as mainly form and content and 
support an upgrading of the archaic understanding of the discipline and the 
discipline as such. Therefore the expectations have become blurred, biased 
and ambiguous. 

Further pedagogy as a discipline and educational studies are seen as less 
productive and basic than mathematics and mother tongue, and are forced to 
give more space for the ‚content‘ disciplines. For defenders of status quo in 
all the three disciplines in question, this means that to move towards coop-
eration with other disciplines may seem much of a professional hara-kiri or 
at least a non-functional strategy.

For A coordinating MTE with mathematics and pedagogy can on the one 
hand be an option if the character of her own discipline as pragmatics is ca-
tered for. On the other hand should Norwegian as a fag not end in the hands 
of economic rationalism and therefore the market-like ‚demand‘ for func-
tionalism is highly dilemmatic and problematic, since the Ministry of Re-
search and Education precisely are interested in the pragmatic competence 
(seen as ‚skills‘). But A does not want a tighter connection between the school 
and the teacher education.

For B cooperation with other disciplines seems of less interest since MTE, 
text theory and new rhetoric are closer to a more basic and fundamental un-
derstanding of enlightenment, Bildung and upbringing at large in society. 
These other disciplines are less of a threat though since B‘s view is that a so-
called minor didaktik is inherent in any text and thus any knowledge as well. 
Neo-functionalism and activism fueled by new economic rationalism would 
be of li� le interest.

C can be seen as a pragmatician, here understood as someone who prefers to 
make sense of the situation as it is rather than striving for major changes ex-
pressed in the curricular rhetoric. He accepts pedagogy as a fi eld that should 
take responsibility for the didaktik in general. 

MTE teacher or teacher educator?

Finally, how likely is it that A, B and C in the future would see themselves 
just as much as teacher educators than as teachers of Norwegian and its di-
daktik? Before I try to answer that, it should be pointed out that when peda-
gogues or general educationalists ask such a question, the ideological 
premises behind it is o� en that teachers of pedagogy are implicitly consid-
ered as more ‚real‘ teacher educators than teachers of the content disciplines, 
an a� itude that is related to the view that pedagogy is closer to teaching as a 
profession than the content disciplines. This is more the case for teacher edu-
cation for primary than for lower and upper secondary education though. 
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It is no doubt that all the three see themselves as both. But if there will be a 
stronger push towards coordination, reciprocity in planning, cooperation 
and ‚wholeness‘, I think they may react diff erently depending on some basic 
believes that the interviews have brought to the surface. A is skeptical about 
making fagdidaktik as such into a (meta-)topic and may therefore be willing 
to let this aspect be pedagogy‘s responsibility (general fag-didaktik). B will 
probably precisely be interested in fi nding a platform for the fag-didaktik of 
(some) disciplines, but not as a separate topic that was closed into teacher 
education only. C would perhaps adjust pragmatically (realistically?) to a 
more cooperative teacher education, especially if it was planned in a larger 
scale among colleagues and had sensible, local common content interests. 

By and large I think the profi les on the one hand warn us against the belief 
that teacher educators could be easily moved towards a higher degree of co-
operation. On the other hand none of them seems hostile or counteractive to 
the idea. A and B have even actively been promoting a more developed un-
derstanding of didaktik in their fi elds that is of relevance outside Norwegian 
as a discipline. To which extent their positions are acceptable to pedagogues 
and to pedagogues‘ perception and defi nition of professionalism and ‚whole-
ness‘ is an other story/article.
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Abstract

The action research project AZL Nederlands (Active and Independent Learning in 
Dutch)  supports, describes and analyses a� empts made by secondary school teach-
ers of Dutch to encourage independent student learning, focusing in particular on 
writing skills. As the main emphasis of the project is on student learning - teacher 
development is of secondary importance - I have decided to focus my a� entions on 
describing and analysing the professional development of the teachers involved in the 
AZL Nederlands project. The thesis preface provides a brief explanation of the Dutch 
education system and the AZL project. Paragraph Two includes a study case (Anne), 
which expands on the research methods deployed. The last paragraph establishes 
whether the professional development of the teacher in the study case corresponds 
with that presupposed by AZL. It can be concluded that the professional develop-
ment of this teacher is in accordance with the basic principles of AZL, i.e. in accord-
ance with a socio-constructivist perspective on (knowledge) development and learn-
ing. The AZL project thus acts as a powerful learning environment for this particu-
lar teacher.

Abstrakt (in Dutch)

Het action research project Actief en Zelfstandig Leren in het schoolvak Nederlands 
(AZL Nederlands) ondersteunt, beschrĳ �  en analyseert pogingen van docenten 
Nederlands in het voortgezet onderwĳ s om hun leerlingen zelfstandig te laten leren

THE PROFESSIONAL DEVELOPMENT OF 
TEACHERS’ MOTHER TONGUE EDUCATION 

Anke van Lankvelt (in co-operation with Piet-Hein 
van de Ven)
(Radboud Universtiy Nĳ megen)
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binnen het kader van schrĳ fvaardigheidsonderwĳ s. De aandacht is hierbĳ  voor-
namelĳ k uitgegaan naar het leren van de leerlingen, de ontwikkeling van de be-
trokken docenten is slechts sporadisch aan bod gekomen. In mĳ n afstudeeronderzoek 
beschrĳ f en analyseer ik daarom de professionele ontwikkeling van de bĳ  AZL 

Nederlands betrokken docenten. In deze bĳ drage poog ik aan de hand van een voor-
beeld inzichtelĳ k te maken op welke wĳ ze ik dit onderzoek uitvoer. Hiertoe zal ik, na 
een korte inleiding, de gehanteerde methode beschrĳ ven. Vervolgens zal ik dit illus-
treren aan de hand van een voorbeeld. In de laatste paragraaf zal ik nagaan of de 
professionele ontwikkeling van de docent in kwestie plaats vindt op de wĳ ze zoals 
AZL dat vooronderstelt. Daar zal blĳ ken dat de professionele ontwikkeling van deze 
docent zich voltrekt volgens de uitgangspunten van AZL, namelĳ k volgens een so-
ciaal-constructivistisch perspectief op (kennis)ontwikkeling en leren. Het project 
AZL zal voor de betreff ende docent dan ook een krachtige leeromgeving vormen.

Keywords

Professional development of teachers’ MTE; action research & partnership; 
students’ self-regulated learning; opinions about learning; opinions about 
MTE; innovation in MTE

1. Introduction

In the Netherlands, most children start primary school at the age of four. 
A� er eight years of primary education, they start secondary school. Chil-
dren have to choose between three types of secondary education: VMBO 
(pre-vocational secondary education; four years), HAVO (senior general sec-
ondary education; fi ve years) and VWO (pre-university education; six years). 
My research focuses on teachers who are working at HAVO and VWO lev-
el. 

HAVO certifi cate holders and VWO certifi cate holders can opt to go on to 
higher education. HAVO schools are designed to prepare students for high-
er professional education (colleges, called HBO in Dutch). In practice how-
ever, many HAVO school-leavers also move on to VWO level or pursue sec-
ondary vocational education. VWO certifi cate holders can go straight to 
university, although many opt for higher professional education.  
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In 1999, all HAVO and VWO schools had to implement three combined in-
novations;

 1 the introduction of sets of subject combinations. Students have 
 to choose one of the following four subject combinations:

 - culture and society;

 - economics and society;

 - science and health;

 - science and technology

 2 new examination programs for all school subjects (in the Nether 
 lands we do not have a national curriculum. In fact, the education  
 system is steered by examination programs)

 3 The ‘study house’ construction, which commences in the fourth  
 year and requires students to acquire skills and knowledge in a   
 much more independent capacity.  

Research has revealed that the majority of teachers struggle with student 
independent learning. The Graduate School of Education, the teacher educa-
tion institute of the University of Nĳ megen, is working with a number of 
schools in the Nĳ megen catchment area. These schools requested support in 
the implementation of the ‚study house‘ concept in various subjects. To this 
end, the project Vormgeven aan Actief en Zelfstandig Leren in de School-
vakken (AZL) was set up to accommodate these needs. The aims of the 
project are threefold:

 - development of education, focusing on independent learning 
 and critical thinking of students 

 - professional development of teachers and educators involved in  
 the development of this education program 

 - development of knowledge on (the didactics of) independent   
 learning, the professional development of teachers and educators,  
 and school development. 

The project takes the form of an action research project, involving teachers 
from a number of schools and researchers/educators of the Institute. The 
project takes as its point of departure teacher problems. Problems are ana-
lysed, and solutions devised that are put to the test by teachers. These in turn 
are assessed, adjusted (where necessary), and re-tested.  The project 
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principles are based on the individual nature of each subject in the develop-
ment of skills towards independent learning and critical thinking. Accord-
ing to the teachers, each subject presents its own opportunities and obstacles 
in developing didactics for independent learning. The activities are therefore 
geared towards a range of subject groups, consisting of several specialist 
teachers at HAVO/VWO level and a didactician of the Graduate School of 
Education.  

The AZL study group was formed in January 2000 for Dutch, consisting of 
fi ve HAVO/VWO teachers from three separate schools, and a teaching meth-
odologist. AZL Nederlands supports, describes and analyses a� empts made 
by these teachers to encourage independent student learning, focusing in 
particular on writing skills. This component was selected for a variety of rea-
sons. Firstly, there is an indication that students fi nd writing assignments par-
ticularly complex. Moreover, the new exam programme implies a change in 
the way writing is taught. The emphasis has shi� ed from the product - the 
text - to the process - the writing process, in the form of a portfolio. The exam 
program demands skills in three types of formal text writing (statement, ar-
gument, deliberation) and is rounded off  with a ‚documented writing exer-
cise‘, based on documents gathered by the student. In addition, it will be 
necessary to assess the impact the study house concept - developing skills to 
enable independent learning and critical thinking – has made on the teaching 
of writing.  

Thus far, the main emphasis in the project has been on student learning (the 
students are 16- 18 years old), with teacher development given only sporadic 
a� ention. This inspired me to describe and analyse the professional develop-
ment of these teachers as part of my research. The central question is:

‘How does the professional development of teachers manifest itself?’

Professional development is seen as ‚a series of formal and informal learning 
experiences and processes undergone by teachers during their professional 
career, from commencing teacher training to leaving the profession‘. 

According to the project parameters, teacher development refers to two sepa-
rate areas: student learning and subject innovation. The fi rst sub question is 
thus: 

‘What are the teachers’ opinions on learning, and how do these opinions 
evolve?’

In addition, I examined the extent to which the teachers’ opinions on their 
own subject were liable to change. The second sub question is thus:
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‘What are the teachers’ opinions on their own subject, and how do these opin-
ions evolve?’

Lastly, I assessed the synchronicity between the teachers’ opinions on learn-
ing and opinions on their own subject. The third sub question is:

‘What is the relation between the teachers’ opinions on learning and on their 
own subject?’

My research methods are outlined in the next paragraph, and illustrated in 
the example of Paragraph 3. In conclusion, on the basis of this example, I 
shall assess whether the professional development of the teacher takes place 
in accordance with the principles of the AZL concept. 

2. Methodology

Before outlining the research methodology, I shall briefl y explain my own 
involvement in the AZL Nederlands project. I have been a Project Assistant 
since January 2001, responsible for taking minutes of each meeting, and con-
ducting and processing student interviews. Although I had not yet com-
menced my research, I believe this period was hugely infl uential. The close 
cooperation with the teachers granted me easier access to them. Further-
more, my work as Project Assistant gave me a unique insight in the theory 
and practice of the teacher, as well as the theory and practice of the student. 
This enabled me to develop an initial theoretical framework in which to in-
terview the teachers and analyse the data. This theoretical framework was 
then expanded with theories of learning. 

This qualitative research consists of semi-structured interviews with the 
teachers participating in the AZL Nederlands project. Two interviews were 
conducted with each teacher: the fi rst was held in the autumn of 2002, the 
second in the spring of 2004. The interviews were recorded and transcribed 
in full. Data was analysed on the basis of the constant-comparative method, 
in accordance with the grounded theory approach.  

The interviews were analysed by selecting the teacher’s u� erances on learn-
ing (implicit and explicit). These u� erances relate to their own learning, col-
league learning, or student learning. Classifi cation took place on the basis of 
the initial interviews, where various categories could be distinguished. Per 
u� erance, a key word was selected.  This selection was based on my theo-
retical framework, developed in my capacity as Project Assistant and includ-
ing theories of learning. 

This fi rst analysis phase was characterized by researchers’ triangulation.  
Data were analysed  by two researchers working independently of each 
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other. The two analyses revealed a high degree of similarity. Subsequent dis-
cussion on the dissimilarities resulted in a consensus on key word selec-
tion. 

During the second phase, an a� empt was made to connect the key words 
with labels from diff erent learning theories. O� en, these labels are not con-
cepts copied literally from theory, but created from a synthesis of key words 
and learning theories. The interviews were reduced to a handful of 

theoretical labels. This phase was also characterised by researchers’ triangu-
lation. The labels were subsequently grouped together, providing a further 
insight into the dominance of certain labels.

In the third phase, the processed data - i.e. the data reduced to theoretical 
labels - were fermented into a portrait of professional development, the 
teachers’ opinions on learning and their subject, in which the labels are sup-
ported by the u� erances made by the teachers during the interviews. 

This portrait was presented to the teacher in question, who was asked to re-
act in a third interview - the validation interview. On the basis of the u� er-
ances made during this interview, a defi nitive portrait could be drawn up. 
The complete dataset consists of three interviews with each teacher. The re-
sult is a defi nitive portrait of each teacher. 

The next paragraph includes an example of this analysis. 

3. Anne: an example

Anne studied Dutch language and literature at the University of Nĳ megen. 
She has been a secondary teacher for 10 years, 6 of which at her present 
school. Anne has been involved in the AZL Nederlands project from the very 
beginning. 

Below is a short excerpt from the second interview conducted with Anne:

(R = Researcher, A = Anne)

‘R: Why did you decide to take part in this project? What was your driving force? 
Expectations?  Ideas?
A: I can‘t exactly remember how it happened. But it had something to do with my 
desire to do things diff erently. I just want to keep developing, I don‘t want to remain 
stagnant and just keep doing the same thing day in day out, or... and also because it‘s 
so diffi  cult to conceive on my own how to do things diff erently. It‘s always best to work 
as part of a team. That way, you learn from each other. And you can swap, you can 
exchange ideas. You have a sounding board. 

222
223
224
225
226
227
228
229

Line U� erance
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The fi rst phase of the analysis of this excerpt produced the following table:

line category Key word
225 teacher implicit develop
227 teacher implicit conceive
228 teacher implicit part of a team
228 teacher implicit learn from each other
229 teacher implicit exchange ideas
229 teacher implicit sounding board

The underlined words in the fragment are key words from Anne’s u� erances 
on learning. These key words are shown in column 3 of the analysis. Column 
2 indicates, per key word, whether the u� erance relates to teacher learning 
or student learning, and whether implicit or explicit reference is made to 
learning. 

The analysis a� er the second phase is as follows: 

Line Category Key word Label
225 teacher implicit develop active
227 teacher implicit conceive active
228 teacher implicit part of a team teamwork
228 teacher implicit Learn from each other teamwork
229 teacher implicit exchange ideas exchange
229 teacher implicit sounding board dialogue

Column 4 incorporates the theoretical labels associated with the key words. 
The labels were grouped together, producing the below analysis:
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Line category Key word label
11 students explicit ask questions active
20 students explicit formulate questions active
40 teacher explicit write and present active & 

productive
70 students explicit Encourage self learning active
225 teacher implicit Develop active
227 teacher implicit Conceive active

On the basis of these labels, I made a provisional portrait of Anne‘s profes-
sional development, her opinions on learning, and opinions on her subject. 
Following the validation interview, which assessed the validity of her argu-
ments and cleared up any confusion, I arrived at the defi nitive portrait. Be-
low is a summary of this portrait:

4. Defi nitive portrait of Anne: How is Anne learning, and what are her opin-
ions on learning?

Anne sees learning as an active, constructive process. She learns most by be-
ing actively involved in her subject ma� er:

‘I think I learn best if I have to go through the entire process myself.’ (inter-
view I, lines 75-76)

Anne‘s pro-active a� itude is expressed in her willingness to experiment:

‘Experimenting is also a form of learning.’ (interview I, line 258)

She believes active learning also extends to her students:

‘Yes, that they experience it for themselves, as it were. And you need to de-
vise appropriate tools to help them do this. It doesn‘t happen spontaneously.’ 
(interview III, lines 97-99)

In this learning context, new information is added to existing pre-existing 
knowledge. Pre-existing knowledge is an essential part of learning:

‘I mean, in Group Three, you can‘t expect as much pre-existing knowledge 
(...) of students.’ (interview II, lines 162-164)
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As this pre-existing knowledge diff ers per person, learning also diff ers per 
person:

‘Some students get there sooner, and others later.’ (interview II, lines 195-
196)

This constructivist view on learning depends heavily on intrinsic motivation 
to learn.

‘Well, I think a willingness to learn is very important.’ (interview I, line 65)

For Anne, dialogue is a vital ingredient of learning. To her, learning is a so-
cial process, where dialogue occupies centre stage. This dialogue can take 
the form of teacher-student, student-student and teacher-teacher.

‘Yes, but you also need to look carefully at your students and that you ques-
tion them and carry out assessments with them, on the education they are 
ge� ing.’ (interview II, lines 34-35)

‘There is li� le student-student dialogue.’ (interview I, line 226)

‘You... it‘s just diff erent, you get diff erent types of questions, there‘s a diff er-
ent form of interaction.’ (interview II, lines 298-299)

For Anne, this dialogue can lead to the exchange of thoughts and ideas, the 
development of ideas and thus further learning: 

‘And also because it‘s so diffi  cult to conceive on your own how to address 
things diff erently. It‘s always best to work as part of a team. You learn from 
one another. And you can exchange ideas.’ (interview II, lines 227-229)

Teacher-student interaction is certainly not a one-way process: students not 
only learn from teachers, teachers also learn from their students:

‘This creates greater involvement, they learn more and we in turn learn from 
them.’ (interview II, line 37)

Dialogue is also characterised by refl ection:

‘This also means trying to assess how they learn and whether this is going 
according to plan.’ (interview II, lines 28-29)

When you ask yourself questions, i.e. enter into a dialogue with yourself, 
you are refl ecting:

‘When writing, you continuously ask yourself open-ended questions. That is 
refl ection.’ (interview I, lines 212-213)
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Furthermore, it is important to have an understanding of and opinion on 
your own learning. You need to be aware of your own learning, have an in-
sight into it:

‘(...) to make the students aware of this, and to help them take steps in the 
right direction, is a very good approach in my opinion.’ (interview I, lines 
91-92)

In this respect, it is essential that the process is broken down into separate 
stages:

‘We start at a specifi c point and take things step by step.’ (interview I, lines 
402-403)

Lastly, Anne believes there is li� le diff erence between student learning and 
teacher learning:

‘(...) but I don‘t think there‘s a big diff erence between how students learn 
and how teachers learn.’ (interview II, lines 6-7)

4a. What are Anne‘s opinions of her subject and how do these opinions 
evolve?

Anne indicates that she is satisfi ed with the process-driven approach to writ-
ing:

‘I believe the path we have taken, a process-driven approach to writing, 
where teachers don‘t just check a product, but actually try to assess all stages 
of the writing process, from gathering information to the actual writing 
process, to make the students aware of it, and how to take the appropriate 
steps, I think it’s an excellent approach.’ (interview I, lines 88-92)

In this context, asking questions (to yourself and others) is vitally impor-
tant:

‘Yes, I began thinking about the range of skills, such as writing, reading as a 
process where you, where you need to ask the right questions. Or where 
students need to ask themselves or each other questions.’ (interview I, line 
323-325)

Anne believes that, as she becomes more experienced, her opinions and ac-
tual practice concerning this process-driven approach are increasingly con-
verging:
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‘I think the two are increasingly alike. (...) Because I‘m becoming increasingly 
experienced with the process-driven approach to writing. The AZL project, I 
think. It‘s defi nitely been a fruitful learning curve.’ (interview I, lines 240-247)

During the interview, Anne only sporadically expresses her opinions on her 
subject. As she explains, this is due to her opinions that have changed over the 
course of the years: from being subject-oriented to student-oriented:

‘Yes, you actually, when you fi rst qualify as a teacher you are possessed by 
your subject. You are extremely subject-oriented, I think. You think this deter-
mines the degree of success of a lesson, the transfer of knowledge. Of course, 
this is true up to a point. Eventually, your students become more and more 
important to you, and how you can teach them things and how they enjoy 
learning, how you can encourage this so that you keep them motivated and so 
that you…so that they are involved in the lesson. The subject itself is not as 
important. You also have a chunk of what you might call social interaction.’ 
(interview III, lines 33-40)

4 b. What is the relation between Anne‘s opinions on learning and her opin-
ions on her subject?

There appear to be marked similarities between Anne‘s opinions on learning 
and her opinions on her own subject. For example, the process-driven ap-
proach to learning is echoed in the approach to writing. Dialogue and ex-
change are vitally important, as can be gathered from group writing activities, 
where students are forced to discuss texts with one another. In addition, ac-
cording to Anne the actual learning process is identical, irrespective of subject 
or subject component. Furthermore, Anne perceives similarities between stu-
dent learning and teacher learning. The characteristics of these learning proc-
esses are in her opinion also characterizing learning in subject ma� ers, for 
students as well as for teachers. It can therefore be concluded that Anne‘s 
opinions are coherent, a fact she herself echoes:

‘The longer you do this, the more you realise you’re being relatively coherent 
(laughs).’ (Interview II, lines 321-323)

5. Conclusion

We have painted an overall picture of Anne‘s professional development, her 
opinions on learning and her opinions on her own subject. To what extent 
however does this portrait of Anne correspond with the principles of AZL 
concerning teacher development? AZL Nederlands defi nes learning as fol-
lows:
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‘We therefore see learning as an active and constructive process (Verschaff el 
& De Corte, 1998). Learners build on and make use of pre-existing knowl-
edge and skills. They manage and monitor their own learning process; learn-
ing is a self-regulated process. In this respect, it is important that learners can  
infl uence defi ning and striving for learning targets. Thinking and learning 
are not exclusively intellectual processes. They are characterised by continu-
ous interaction with the material and social environment, through participa-
tion in situation-based and culture-based activities. Interaction and collabo-
ration thus occupy an important place in learning processes. This does not 
mean to say that individuals never learn by themselves. However, even 
when learning by themselves (thinking or reading), they interact with oth-
ers. Learners diff er in terms of development and the results of learning proc-
esses, and in areas such as age, intelligence and learning style. The above is 
a constructivist vision on learning. This constructivist vision refers to stu-
dent learning and teacher / educator learning.’  

In the AZL project, these basic principles are embraced by a research group, 
in which teachers discuss everyday practice and problems, consider student 
work and devise new lesson ideas. AZL can be seen as a community of prac-
tice, based on a socio-constructivist perspective on (knowledge) develop-
ment and learning.

There are many similarities between these basic principles and Anne‘s por-
trait. Anne also sees learning as an active, constructive process, where learn-
ers make use of available, pre-existing knowledge. Interaction and collabo-
ration are recurring features in the interview conducted with Anne. The 
personal nature of learning is refl ected in the above description as well as in 
Anne‘s portrait. Anne believes that this vision applies to student learning 
and teacher learning, as revealed by her comments on the marked similari-
ties between the two. The way in which the AZL project is shaped, i.e. by 
trial and error, experimenting, is also expressed by Anne. It can be conclud-
ed that the professional development of Anne runs parallel to the presup-
positions of AZL and that the sentiments expressed are virtually identical. It 
can also be concluded that AZL is a powerful learning environment for 
Anne. Returning to the central question of this research project, ‘How does 
the professional development of teachers manifest itself?’, it can be posed - 
for this teacher at least - that it is manifested in accordance with AZL. 

Notes

 www.eurydice.org 

2 www.minocw.nl
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3 Bolhuis, 2000.

4 Van de Ven, 2001.

5 Imants & Verbeet, 2003.

6 ILS, 2002.

7 Glaser & Strauss, 1967

8 Hammersly & Atkinson, 1983. 

  Malmgren & Van de Ven, 1994.

9 Imants & Verbeet, 2003.
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 Abstract

Comparative research on mother tongue-education (Dutch in The Netherlands and 
Belgium, English in the UK, etc.)  cannot be done without a� ention paid to practice. 
Analysis of classroom discourse reveals the o� en hidden basic beliefs of teachers in 
mother-tongue education, beliefs about language, literature, learning, educational 
objectives etc. By means of international triangulation such hidden beliefs can be 
revealed. In this process of international interaction the ‘familiar’ might become 
strange: The discovery of diff erences between cultures of mother-tongue education 
o� en leads to understanding the self-evidence in the own national-cultural bound 
version of mother tongue education.  

Abstrakt (in Dutch)

Internationaalvergelĳ kend onderzoek van moedertaalonderwĳ s (Nederlands in Ned-
erland en België,  Engels in Engeland, etc.) moet aandacht besteden aan de onderwi-
jspraktĳ k. De analyse van de interactie tussen leraar en leerlingen verheldert de vaak 
verborgen opva� ingen van leraren moedertaalonderwĳ s, opva� ingen over taal, liter-
atuur, leren, onderwĳ sdoelen, etc. Door internationale triangulatie worden zulke 
verborgen opva� ingen verhelderd. In dit proces van internationale samenwerking 
kan het eigene worden bekeken met de ogen van anderen: het ontdekken van verschil-
len tussen moedertaalonderwĳ sculturen leidt tot het begrĳ pen van de vanzelf-
sprekendheden in de eigen nationaal-culturele versie van moedertaalonderwĳ s. 

CLASSROOM DISCOURSE ANALYSIS BY 
INTERNATIONAL TRIANGULATION 

Piet-Hein van de Ven
(Radboud University Nĳ megen, HAN University 
Arnhem/Nĳ megen)
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1 Introduction

In July 2003 I observed a lesson in mother tongue education in Kleve, a town 
in Germany, about 25 kilometres from my hometown Nĳ megen in the Neth-
erlands. The lesson dealt with a play by Molière, translated into German. 
The students (age 14-15) described the personalities of the play’s main char-
acters, and considered the impact of the descriptions on their performing 
these characters. So the students dealt with questions like: ‘What kind of 
voice, articulation and intonation an arrogant younger lady will use?’ I was 
well aware that never in my life I presented or observed a similar lesson in 
the Netherlands. The Kleve lesson was legitimated by the offi  cial curricu-
lum, which demands dealing with dramatic texts, and performing scenes, 
trying out ways of elaboration. In the Netherlands we do not have such a 
national curriculum. And national examination rules  do not mention this 
kind of objective. Besides that, we hardly pay a� ention to theatre, and if so it 
probably would not be a translated but a Dutch play. Thus literature educa-
tion in Nĳ megen diff ers from its Kleve counterpart not only at the level of 
content, but also in its legislation. 

In May 2003 I presented a workshop in Utrecht, the Netherlands to Dutch 
colleagues from university teacher education and about 25 of their student 
teachers in Dutch language and literature. I presented educational material 
from another lesson from Kleve. In that lesson the  students (age 16-17) were 
supposed to create a pragmatic analysis (based on the axioms by Waltzlaw-
ick, Beavin & Jackson 1967) of the communication between two main charac-
ters in a short story by the German author Gabriele Wohman. Colleagues 
and student teachers appeared to be rather surprised by such an objective. 
Watzlawick et al.  – or rather pragmatics – do not play an explicit role in 
Dutch mte. Again a specimen of mother-tongue education in Germany ap-
peared to be more ‘German’ than ‘Dutch’. 

At the same workshop I presented paraphrases of fi ve lessons in wri� en 
composition, from diff erent European countries (Van de Ven 1994). I care-
fully skipped every element that could reveal the national origin of the les-
sons (names of students and teachers, books and so on).  Nevertheless, all 
participants without much doubt could identify the Dutch lesson. Still it ap-
peared to be less easy to tell me why. It had to do with the kind of task, 
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with the atmosphere, but also with the perspective on writing – perhaps; the 
self-evident nature of a Dutch lesson was diffi  cult to explain.  One of the 
student teachers had lived in Germany during years – she identifi ed the Ger-
man lesson. 

2 International comparisons

The diff erences did not surprise me. In the last 20 years I have been si� ing in 
classrooms in other countries. I studied curricula and schoolbooks from 
abroad, transcriptions of lessons, interviews with teachers, and texts wri� en 
by pupils from other countries. These activities I carried out as a contribution 
to the research programme of the International Mother tongue Education 
Network (IMEN), a loosely organised network with participants from diff er-
ent European countries (see Kroon & Van de Ven 1999). At the very base of 
IMEN was a personal experience, similar to the ones reported above. Herrl-
itz describes this experience as follows: “In the beginning, there was a per-
sonal experience which probably is shared by a lot of migrant workers: 
Crossing borders means also changing professional concepts and standards. 
Moving from a language department at the University of Cologne (in Ger-
many) to a language department at Utrecht University (in the Netherlands) 
turned out to be accompanied by a conceptual rupture, which was quite un-
expected. 

The meaning of the word “grammar” (German “Grammatik”, Dutch “gram-
matica”), e.g., turned out to be rather diff erent (in spite of the common Latin 
root); whereas in German mother tongue education, the teaching of gram-
mar may include refl ections on language structure and use, in Dutch mother 
tongue teaching there is a sharp opposition between “grammatica” and 
“taalbeschouwing” (i.e. “thinking about language”). And this diff erence 
proved to be only the tip of the iceberg. Pa� erns, position and meaning of 
familiar concepts like the teaching of language and literature, language pro-
fi ciency, the school’s canon of literary texts etc., which on the surface seemed 
to be identical or at least similar, appeared to be diff erent in the longer run. 
Teaching Dutch (“Nederlands”) in the Netherlands, and German (“Deut-
sch”) in Germany is not at all the “same” process, only related to two diff er-
ent languages. It belongs to two diff erent cultures of education. Surprisingly 
enough, the same seems to be true for the education in the subject “German” 
in Austria, Germany and Switzerland, or in the subject “Dutch” in Belgium 
(Flanders) and the Netherlands” (see Herrlitz, Kroon, Sturm & Van de Ven, 
forthcoming).

Herrlitz’s curiosity was shared with some Dutch researchers. Together with 
colleagues from abroad they started IMEN in 1981 (Herrlitz et.al. 1984). 
IMEN tries to reveal and to understand specifi c culture-bound aspects of
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 mother tongue education. This understanding is considered a protection 
against cultural biases, which could hinder an international discussion on 
mte. And such a discussion is supposed to facilitate refl ection on and inno-
vation of mte. 

Although in diff erent European countriesmother-tongue education ema-
nates from the tradition of Latin and Greek education, still I perceive na-
tional diff erences. 

I already referred to diff erences in the German and the Dutch concept of 
grammar and of literature teaching. Co-operating with a Hungarian col-
league I explored Hungarian respectively Dutch perspectives on literature 
teaching. We discovered a diff erence in the concept ‘cultural heritage’. In 
Hungarian literature teaching the transmission of cultural heritage is a lead-
ing argument for teaching literature and literary history - which is similar to 
the Dutch situation. But it is very confusing for a Dutch scholar to sit in a 
classroom in Budapest and to look through the schoolbook used by the pu-
pils aged 11, and to perceive a� ention paid to the Mesopotamian Gilgamesj 
epos, to Homer and Shakespeare, to a French author like Rimbaud, or the 
Finnish Kalevala, to Pushkin, Andersen en Greek myths. In the Dutch tradi-
tion the cultural heritage is taught to pupils aged 15-18, and restricted to the 
national cultural heritage while in Hungary there is a more European per-
spective. In the same project it became clear that in the Hungarian discourse 
on mother tongue and literature education this cultural heritage perspective 
is labelled as a ‘functional’ approach. In the Netherlands a functional ap-
proach is to be understood as a form of vocational training. The more inter-
esting this conceptual diff erence becomes where the Hungarian researcher 
opposes this Hungarian ‘functional’ approach to the functional approach by 
the London School in England in the 1970ties and 1980ties, an approach 
characterised by its emancipation objectives (Angyal & Van de Ven 1991). 

For me, the Dutch researcher, the concept of ‘functional’ already was prob-
lematic. My Swedish colleague defi ned ‘functional’ mother-tongue educa-
tion as education in which students were ‘authentically learning’ (Malmgren, 
Nilsson  & Van de Ven 1992). These examples date from several years back. 
It is not quite certain that they still are representative for diff erences in Dutch,  
Hungarian or Swedish perspectives on mother tongue education. Yet they 
might illustrate IMEN’s main objective: International comparative research 
on mother tongue education is needed for conceptual clarifi cation, both on 
the level of the own national conceptions, as well on the level of conceptions 
abroad. The own national self-evidence can be ‘unmasked’ by foreign eyes. 
IMEN want to make ‘the strange familiar’, but also ‘the familiar strange’. 
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3 Basics of the IMEN research concept

An orientation of the starting IMEN group into existing internationally com-
parative studies resulted in the conclusion that there was hardly or no com-
parative research on the content level of education. Thus from its beginning 
IMEN tried to develop a more or less new fi eld of research and its methodol-
ogy. Carrying out research is deciding and accounting for epistemological, 
axiological and methodological options. A researcher must be clear about the 
scientifi c tradition in which he/she wants to be participating. A researcher 
must continuously question this tradition from the data sampled and ana-
lysed: does the research really refl ect its basic assumptions? The IMEN re-
search is based upon an interpretative, humanistic research tradition, which 
belongs to a  „loosely coupled family of methodological and philosophical 
persuasions“, labelled as „constructivist, constructivism, interpretivist, in-
terpretivism“, labels which do not sharply defi ne diff erent traditions. They 
can considered to be „sensitizing concepts (...) they merely suggest direc-
tions along which to look rather than provide descriptions of what to see“ 
(Schwandt, 1994, 118). In this family the epistemological point of view is that 
knowledge is a social construction, an interpretation of ‘reality’ by diff erent 
persons and groups of persons. Its main methodological device is herme-
neutic, dialectic. And in this tradition it is taken fro granted that research 
entails ethical choices as well (cfr. Herrlitz 1999, Van de Ven 1999, 2001). 

I shall elaborate this research tradition in some basic, mutually connected 
IMEN research assumptions. They were time and again starting points of 
research projects, and they also were justifi ed by the project results. These 
basic assumptions are:

(1) Mother tongue education is a  social construction 

Perhaps the notion of nationally bound cultures of mother tongue education 
is a too simple one. In each country there are diff erent, competing paradigms 
on mte, (Van de Ven 2002). Each paradigm consists of a set op topics and 
activities, legitimated diff erently from other paradigms. Each paradigm has 
a more or less implicit, self-evident perspective on teaching and learning. In 
the competition between these paradigms there are pa� erns of dominance, 
which cross the national borders (Van de Ven 1999) and which are o� en  set-
tled by more general societal and political forces

(2) The diff erence between rhetorics and practices

An important distinction must be made between two diff erent appearances 
of mte: rhetorics and practice. IMEN talks about the rhetorics of mother-
tongue education as fundamentally diff erent from practice. The rhetorics of 
mother-tongue education is what is said/wri� en about mte, the practice is
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 that what ‘happens’ in the classroom. There are many times big gaps be-
tween these two appearances. In the IMEN research the theory of curricu-
lum domains by Goodlad et. al.( 1979) and the theory on rationalities (Mat-
thĳ ssen 1982, Englund 1996) provided conceptual frameworks in order to 
understand the gap between rhetorics and practice, as well as the political 
and societal pa� erns of dominance. 

(3) The priority of practice

Using the distinction between rhetoric and practices as a fundament of fur-
ther theoretical development, it is clearly the educational practice that de-
serves priority in the research process. On the level of rhetoric, pretensions 
are formulated which have to be fulfi lled on the level of the practice of teach-
ing and learning. In other words, on the level of practice will be decided 
whether rhetorical concepts can be called valid in the sense that they are 
coherent with the primary processes of teaching and learning. If rhetorical 
concepts – like elements of the curriculum, teaching models, and assump-
tions about learning processes in a specifi c subject - miss this coherence, they 
remain empty. Therefore, the interaction between the level of rhetoric and 
the level of practice is crucial, and in this interaction, the practice has to be 
the dominant partner, because it plays a conclusive role.

(4) Ownership by the teacher 

Doing research on education forces the researcher to positioning toward the 
teacher and or the students. It is important to be aware that research can 
empower or depower teachers (Van de Ven 2001). IMEN research considers 
teachers as the owners of their education. Teachers are involved in IMEN 
research not as objects to be studied, but as participating subjects.  IMEN 
research is not evaluative, but descriptive. It tries to understand teachers, 
teachers’ knowledge, and teachers’ practice in mte. The voice of the teacher 
must be heard, in forms of respondent validation, or rather in form of re-
searchers’ triangulation in which teachers collaborate as co-researchers. 

(5) Transparency and collaboration

In each IMEN project international collaboration was realised. In some 
projects a researcher from abroad joined a national research project in order 
to look at the project, the data, the analysis and interpretation ‘with foreign 
eyes’. Other projects showed parallel data sampling in two or more coun-
tries, carried out by real international research groups. All IMEN projects 
aimed at explicating self-evident elements of mte. The IMEN data analysis 
can be characterised as hermeneutic, trying to reveal hidden assumption on 
mte, tesaching, learning, etc. In IMEN research the concept of ‘dialogue’: a 
collaborative, open dialogue is very important.
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(6) Mother tongue education as a layered phenomenon

Analysing examples of practices of mother-tongue education illuminate such 
practices as tops of an iceberg. In every situation there is a certain subject ele-
ment of mte: a spelling problem, a reading strategy, etc. There is a certain 
teaching phase formula (Initiation by the teacher, reply by the student, evalu-
ation by the teacher; or giving a rule, giving an example, testing the rule), 
combined with some pa� ern of language actions (structuring, reacting, evalu-
ating). Underlying the sequence there is a certain concept of (language or lit-
erature) learning (reproducing rules, or deconstructing a text). There is a cer-
tain principle of language or literature pedagogy (e.g. cultural heritage; stu-
dents’ construction of text meaning). So mte’s practice must be analyzed in 
diff erent layers: which is the subject element at hand? Which are the pa� erns 
of interaction? Which is the hidden perspective on teaching and learning? 

(7) MTE’s traditions are important

If mother tongue education is a social construction, characterised by among 
other things self-evident elements, teaching phase formulas, then it is impor-
tant to see the historical dimension in the daily practice in order to understand 
that daily practice. At the start of the IMEN research a project was planned to 
reconstruct the at that moment recent history of mother-tongue education in 
diff erent countries. In many other contributions daily practices was analysed 
with concepts emanating from the national history of mte. Connected to the 
IMEN research a comparative reconstruction of national histories of mother-
tongue education was carried out (Van de Ven 1989, 1996,1999, 2002). 

 4 A comparative methodology

The IMEN research can be reconstructed into three diff erent phases. In the 
fi rst one we studied each other’s rhetoric. The research focused on the inter-
pretation of documents about Standard Language Education in a country 
from outside that country .The key research question of this concept is: how 
can we understand rhetorical documents ( e.g. curricula, syllabi, teacher‘s 
guides, textbooks etc. ) of mother tongue education from outside? The com-
parison of rhetorics was guided by questions which focussed on the domi-
nant paradigm around 1970. The questions tried to reveal the fundamental 
objectives, the content, the teaching-learning concepts of this paradigm; the 
aspects of language education this paradigm characteristically put special 
emphasis on; the relation between this paradigm and special schools or age-
groups of children; the support of this paradigm by institutions or groups 
external to the school (universities, teacher training colleges, institutes for 
curriculum development , etc.), and/or political structures. 
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Furthermore the questions provoked information about the relationship be-
tween the standard paradigm and the overall objectives of education within 
society, and between the paradigm and the image the society has of its cul-
ture and history and the role of language. A� ention was paid to the recent 
history of mother tongue education, to possible competing paradigms. One 
of the main conclusions of this research on rhetorics was that all nine coun-
tries showed a paradigm shi�  in the 1970ties. A communicative paradigm 
became the dominant one (Herrlitz & Peterse 1984). In six new countries the 
same shi�  was documented (Delnoy, Herrlitz & Kroon 1995).

In a second phase IMEN constructed portraits in order to make the step from 
the rhetoric to understanding the practice of standard language education. 
The basic idea was to ask a correspondent in a certain country to invite a 
mother tongue teacher to write a diary over two weeks of her practices in 
teaching standard language. The correspondent then would transform the 
diary into a portrait, and would comment on all aspects of the diary sup-
posed to be salient. The diary would be complemented it with information 
from a teacher‘s interview (about background, experience, frame of refer-
ence etc. ) and about the curriculum and its educational context. On basis of 
these portraits, comparative analyses could be undertaken to understand 
(the content level of) standard language teaching in diff erent European 
countries. It became clear that the contents of mother tongue education in 
the diff erent portraits were linked diff erently. 

There appeared to be diff erent ‘fi eld structures’ of mother tongue education. 
For example the Swedish case study showed a strong division between 
grammar and literature, while language skills were connected to literature. 
In a German Portrait literature was the dominant issue, loosely connected to 
refl ection on language which was linked to writing. In a French portrait 
spelling, text analysis, grammar, writing and reading were more or less sep-
arate parts of the curriculum (Delnoy, Herrlitz, Kroon & Sturm 1988, Herrlitz 
1991).

In a third phase IMEN developed Case studies to extend insight into practice 
of mother-tongue education in Europe. The basic idea was twofold: in one 
version of this concept, a comparative case study would be carried out in 
which (at least) two practices of mother tongue education in two diff erent 
countries were documented and analysed for understanding each other‘s 
rhetoric and practice from another point of view and comparison in diff erent 
perspectives would be built in from the very beginning. In the help-version 
of the case study concept, an already existing project on the analysis of 
mother-tongue education invites a ‚stranger from outside‘ to import a com-
parative component, implementing the understanding one owns mother 
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tongue education rather than a constitutive structure of the project itself. In 
this context, international triangulation plays the role of an essential research 
principle. In the case studies data sampling and analysing for comparative 
reasons may follow the next procedure:

 1 Collecting and recording data in a specifi c country by ‘native’   
 researcher(s)

 2 Organizing the classroom data, at the level of subject ma� er con 
 tent, in descriptive events, incidents, portraits, reconstructed reali 
 ties by the ‘native’ researcher(s). This can be done by answering   
 questions like:

 - What do I think is ‘happening’ here

 - What choices are made by the teacher on the level of subject mat 
 ter, teaching and learning, and what sort of ‘beliefs’ might be 
 reconstructed from these choices?

 - How far do other data (e.g. interviews) sustain the analysis and  
 interpretation above?

 3 The ‘native’ researcher writes fi rst dra�  memo’s to analyse and  
 conceptualise the events, etc.

 4 Circulating the descriptive events etc. with the companion   
 memo

 5 The researcher from abroad reads the events and writes his/her  
 own dra�  memo to analyse, conceptualise and interpret the 
 events. Then he/she reads the fi rst dra�  memo of the ‘native’ col  
 league and writes subsequently a memo that, starting from a sub 
 ject ma� er perspective, answers questions like:

 - What do I think is ‘happening’ here?

 - What sort of ‘world view’, ideas, assumptions, theories, 
 concepts, categories as related to subject ma� er and to teaching 
 and learning subject ma� er are implicitly or explicitly used to 
 make possible this construction and interpretation?

 - Do I agree? Why? Why not?

 - What is ‘happening’ according to my interpretation?
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 - How can I account for similarities and diff erences in our interpre 
 tations at the level of subject ma� er teaching and learning?

 6 In a second memo the researcher from abroad formulates critical  
 questions to the ‘native’ researcher’s memo’s, especially trying to  
 speculate whether diff erent interpretations are to do with 
 diff erent cultures or not – or with other diff erences (e.g. diff erent  
 research orientations, see Malmgren & Van de Ven 1994)

 7 Team meeting: discussing the memo’s, listing diff erences in inter 
 pretation, speculating on their backgrounds, making 
 appointments to testing

 8 Testing can be done by answering questions like:

 - do the shared constructions stand a confrontation with other   
 events?

 - Do non-shared constructions be connected to cultural diff erenc 
 es?

In this testing it is possible to sample new data for the testing leading to new 
analysis. A researcher also may ask persons at the site (national fellow re-
searchers, teachers, students) to comment the constructed realities of mte. 
One can try to fi nd negative cases that do not seem to fi t in the shared con-
struction. A thorough analysis of these negative cases could reveal whether 
the shared construction has to be changed, or that the negative case is not 
negative at all. 

The testing process thus follows the activities in step 3, 5 and 6. 

 9 Team meeting: see step 7

 10 Decision to leave the dialogue-testing-dialogue process

 11 Constructing the comparison using diff erences discovered and  
 tested. 
 (cfr Kroon & Sturm 2001)

5 Rationalism: Understanding an event

I want to illustrate the beginning of such a case study by presenting a short 
fragment from a lesson in the Netherlands (step 2 and 3 above). The 
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fragment is part of a transcription of an audio-taped lesson. The form is 4 
HAVO (general secondary education); 28 students aged 15-16. I had no spe-
cial reasons to select this lesson. It simply is the most recent lesson I have in 
transcript. The lesson was carried out  spring 2003 by a teacher in her fi rst 
year of teaching.  

Anouk: Mrs, I forgot to get my book from my safe; can I still get it?

T Do it quickly

Mary: Mrs, did you fi nd my persuasive text in your post box? What do you think 
about it?

T Let us talk about it a� er the lesson is fi nished. I want to start it now

Mary OK

Elisabeth What are we going to do today?

T We are going to talk about the Enlightenment

Elisabeth Nice

T You were supposed to read the chapter by yourself. Who can tell me what kind
of century the 18th century has been? (students raise their hands)

T Michiel?

Michael Religion became less important, because God was pushed to the background

T What is the reason? Because you are right, religion became less important, but
why?

Michael Because they started to think more and more. They did not believe the Bible 
anymore

T That’s correct. In the 18th century people’s a� itude changed. Science became 
important. Religion lost at least partly its infl uence. People took no longer for 
granted everything what was told them. God no longer was in the centre, but 
man himself. They thought clear and critical thinking was important (T writes 
‘Rationalism’ on the blackboard). Rationalism is derived from ratio: reasoning, 
understanding. Everything became the object of research. But not only the 
a� itude toward religion changed. There were other domains changing. Which 
ones?

Elisabeth Upbringing (‘Dutch: ‘opvoeding’)

T Yes, very good, upbringing. But in what sense? 

Elisabeth Children should get a more free upbringing

T What does that mean: a more free upbringing?

Elisabeth That children could decide more by themselves

T Children indeed should be brought up more freely. Till that time children had 
to walk in leading-strings, that kind of harness (she plays walking with a child 
in a harness)

Students Terrible
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T Children were not allowed to wear pressing clothes. They were supposed to 
follow their own lines. They also thought drinking beer was healthier than 
drinking wine. 

Students Really? Ha ha. 

T Which philosopher was the one who thought that children should get a more 
free upbringing? 

Elisabeth Rousseau

T Yes indeed, Rousseau, very good. Who knows why Rousseau thought so? (No 
response). Rousseau’s point of departure was that mankind is good by nature, 
but mankind is poisoned by society. That’s why children ought to get as much 
freedom as possible. What was happening in literature in the 18th century?

Nick The fi rst books for children were published. 

T Yes indeed, the fi rst books for children were published. But not that kind of 
childrens’ books we know today. Those books were books with a moral, a moral 
lesson, e.g. that you have to obey. Stories with a pointing out fi nger. All virtues 
should be included. Hieronymus van Alphen  wrote a lot of poems for children. 
I’ll read one aloud, so you can get an impression of what I mean. (T is reading 
a poem that ends with the moral: Één uur van onbedachtzaamheid, kan maken 
dat men weken schreit: li� : one hour of thoughtlessness might cause weeks of 
crying) 

T Do you like such a poem?

Sharon: Dull, it will not be a pleasure for children to read such poems.

T: No, I have the same impression. By the way, not only stories for children were 
wri� en, but also

Lisa: stories for women. 

T: OK. Till that time there was hardly any a� ention for women. But now stories 
for women were wri� en. Betje Wolff   e.g. wrote about how women should 
bring up their children. Betje Wolff  herself had no children, but she knew how 
to bring them up. (the students are laughing T reads aloud a small piece of text 
from Betje Wolff ). In the 18th century there was another new phenomenon: de 
spectator. Who knows what that is, a spectator?

Elisabeth: A journal. 

T: Yes, a journal. A periodical, you could get it once or twice a week at the 
bookshop. What was in it? Who knows?

Elisabeth: Academic texts

T: About what?

Elisabeth: about religion and upbringing

T: Yes, indeed,….
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The lesson continues in the same way. T is explaining the Spectator, is asking 
for another philosopher (Montesquieu) and is introducing the French revo-
lution. She ends by handing out a summary with “everything I have told 
you”. She tells the students to learn the summary, and the book as well, for a 
coming assessment. 

I will present three diff erent perspectives on this event. I start with the com-
ment by the teacher herself. Secondly I present my fi rst dra�  memo about it. 
At workshops in Lisbon (2003) and Tolmin (2004) I discussed possible inter-
pretations of this lesson. Of course, this lesson is not THE Dutch teaching of 
literature. But nevertheless it is an actual event! And according to my experi-
ence it is still rather common, although there are clear alternative ways of 
teaching literature. In a real comparative research the fi rst two perspectives 
should be elaborated by researchers’ triangulation, including participation 
by the teacher, being a teacher-researcher or by respondent validation. I 
think the loosely sketched comparative remarks may function as an illustra-
tion of the starting points of a fi rst comparative memo. Doing so I hope to 
illustrate the way such a classroom protocol can function in comparative 
mother tongue education. 

The teacher did read the transcript. Her fi rst reaction: “It is remarkable how 
many times the students call me ‘mrs’.” She apparently experienced a less 
formal pa� ern of interaction. Furthermore she refers to the pa� ern of inter-
action. She is strongly dominating this interaction, taking the fl oor most 
times. She notices that this is o� en the interaction pa� ern in her literature 
lessons. But in another form she experimented with another approach. The 
students had to co-operate in duos. They had to read a paragraph, present its 
main content to their peers. They had to search for background information 
about the topic at hand and wrote a summary of this information. Every 
student got these summaries. 

The students had to evaluate each other’s presentations.  The teacher marked 
the presentations and gave some more background information, she thought 
the information by the students insuffi  cient. I will use this comment in my 
fi rst dra�  memo about this transcript. 

I think this ‘event’ can be divided in two parts. In line 1-7 the teacher deals 
with ma� ers of organisation, here the institutional concern (Fuller 1969) is 
dominating the interaction. Yet the teacher wants to start the lesson, but two 
of her students ask for a� ention. Line 5 is unclear about her relation to the 
student. Listening to the tape I cannot perceive some unfriendliness, so I 
think T indeed is very well on speaking terms with her students – see her 
own comment about the formal way of interacting. I also perceive in the 
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class room discussion, which follows, a lot of positive feed back from the 
teacher. This strengthens my interpretation of a mutual friendly relation-
ship. The teacher  appears to combine authority with tolerance (Brekelmans 
& Wubbels 1991).

From a foreign perspective the need of the schoolbook was questioned (line 
1). From Dutch research one can draw the conclusion that teachers in the 
Netherlands base their teaching to a very large extent on the schoolbook.

Another ‘foreign’ question was the use of a safe (line 1) in Dutch schools. The 
need of safes for students’ belongings (books, coats etc.) is apparently not 
perceived in some other countries.

6 Content concern interactions

From line 8 the transcript shows a teacher and her students in an interaction 
dominated by a strong content concern (Fuller 1969). The interaction is based 
upon the homework the students had to fulfi l. They had to read a chapter 
and now the teacher is testing it. This is a pa� ern that o� en is seen in Dutch 
schools. 

The interaction follows the well known IRE-pa� ern: initiation by the teacher, 
reply by one or more students, evaluation by the teacher (Mehan 1992). The 
teacher asks mainly questions which urge the students to reproduce the 
chapter read at home. The questions are not real, authentic questions. They 
have pre-specifi ed answers. The evaluation by the teacher is mainly a posi-
tive one (line 14, 18, 26, 41). Although she is evaluating also by uptake “fol-
lowing up on students answers by incorporating these answers into subse-
quent questions” (Dysthe 1993, 118; see lines 14, 26, 28, 41). The teacher is 
strongly dominating the interaction, as she perceived by herself reading the 
protocol. The dialogue between teacher and students can be characterized as 
a ‘monologic dialogue’ (Dysthe 1993), as recitation (Nystrand 1997) in which 
the teacher controls the interaction, both on the turn taking as well as on the 
content level, e.g. by presenting additional information (lines 18, 30, 41, 59). 
It is a ‘dialogue’ in which an already existing body of knowledge is transmit-
ted to the students. 

The topic at hand is immediately introduced in line 8: Enlightenment. For 
me the reaction by Elisabeth (line 9) is remarkable, because I hardly ever 
experienced students’ enthusiasm for such a topic. Teachers in the Nether-
lands o� en perceive the history of literature a diffi  cult task, mainly do to a 
lack of motivation by the students.  The more interesting thus the choice, 
made by the teacher’s department at school to deal with the history of 
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literature in this HAVO-form. The examination rules for this type of school 
do include literary analysis and reader response to literature, but they do not 
mention literary history. In fact many HAVO-teachers still deal with literary 
history, thus continuing a long and strong tradition. And more or less oppos-
ing also the division in the Netherlands is made between language educa-
tion and literature education. That last topic forms a new school subject ‘lit-
erature’, in co-operation with teachers in foreign languages (English, Ger-
man and/or French). But I think this school is representative the diffi  culties 
to put this new co-operation in practice. In many schools the teachers of the 
four languages are hardly co-operating. 

Back to Elisabeth. Why does she think it is nice to deal with Enlightenment. 
Is she interested? Does she perceive this lesson a good preparation for a com-
ing assessment (see the last lines of the event), is she reacting more or less 
cynically – which is not probable perceiving her active participation in the 
following lines.

The topic Enlightenment is dealt with in the interaction. It was also the 
homework topic and it is object of the summary distributed by the teacher at 
the end of the lesson (see the last lines). So not only the interaction is strong-
ly dominated by the transmission of knowledge, but also the teaching con-
text of this interaction shows a strong transmission of knowledge. I do recog-
nise this as ‘teaching to test’ (Van de Ven 1996). The body of knowledge is the 
national canon, transmission of cultural heritage clearly seems to be the ob-
jective of the lesson. 

The teacher tries to clarify more or less abstract concepts with examples (line 
26, 28, 30-32, 51). She also tries to present examples that might be interest her 
students (31, 35-36, perhaps 61). 

There is more to perceive in this interaction. But doing that I reach a danger-
ous level of interpretation. In both workshops the question arose why the 
teacher did not choose for a more open and constructive perspective on 
learning, a question with strong evaluative intentions. This is not the inten-
tion of comparative mother tongue education. As a researcher, I try to under-
stand why this teacher does what she does, and I hope foreign eyes can help 
my understanding. 

Conclusion

I put forward some descriptive analysis of the lesson at hand. But doing so I 
also reconstruct choices the teacher clearly made – be it aware or unaware. 
Referring to these choices might be perceived as (negative) evaluation. But 
making choices more explicit, open for discussion, must be seen as a way 
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to reach more understanding. That’s why respondent validation or research-
ers’ triangulation in which the teacher co-operates as researcher (Malmgren 
& Van de Ven 1994) is that important. Questions like the quoted one must be 
answered by the teacher who herself in the process of triangulation should 
questions the interpretations by the other researchers. Taking this objective 
of international comparison into account, more questions are to put forward. 
For me, e.g., there seems to be some contradiction between a more ‘free’ 
bringing up children (line 29, 44) and the strict moral lessons of the literature 
referred to in line 51-55. I also think that ‘free’ is used here in a very emanci-
pator sense. No doubt that meaning covers that of the Enlightenment, but I 
think the students do not perceive the political connotations. 

At the Lisbon workshop some colleagues wondered why Enlightenment 
was not dealt with in a more critical way. It gets a very positive interpreta-
tion: clear and critical thinking (line 21), understanding (23), emancipation 
from a dominant religious world view, emancipation for women and chil-
dren. And sure, they had a lot of positive consequences for our Western so-
ciety: welfare, science, education, and health. But this thinking also is the 
basis for slavery, capitalism, colonialism and the thinking and feeling in term 
of Western superiority. The question is why this Dutch schoolbook appar-
ently did not discuss this aspect of Enlightenment and Rationalism. Or why 
the teacher did not. 

Let me summarise my fi rst interpretation of this lesson. Its subject element is 
the history of literature, although that is not a compulsory element in this 
type of secondary education. The main teaching formula is that of a mono-
logic dialogue, which sustains a perspective on learning as transmission of a 
body of knowledge that is not to be discussed. The lesson is very teacher 
centred. The monologic interaction is sustained by homework and a wri� en 
out summary in which the same body of knowledge is presented. The 
knowledge should be learned for an assessment. Thus there is a strong ele-
ment of repetition in this lesson. Its main direct objective is preparation for 
the test. The underlying principle of this literature teaching is that of the 
transmission of cultural heritage. 

The students are not provoked to put that knowledge into question. They 
seem to accept their reproductive role. There seems to be a good balance 
between the level of content and that of the relationship (Watzlawick, Beavin 
& Jackson 1967): the teacher is the knower; the students are receivers of that 
knowledge, with, perhaps, no more than procedural engagement (Nystrand 
& Gamoran 1990). As such the lesson fi ts very well in the Dutch school sys-
tem. At the basis of that system is the conviction that knowledge that is 
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generated by science should be put into school for reproduction, a convic-
tion that also characterises the dominance of a technical rationality in sci-
ence, education and society. It is present in the content of the lesson, its inter-
action and is objectives.  The lesson is a good specimen of ‘presentational 
instruction’: a ‘dialogic monologue education, transmi� ing objective knowl-
edge by the knowing teacher to the ignorant students (Dysthe 1993).

My fi rst dra�  memo could be the start of some comparative research. I can-
not do the next step, writing comparative memos. And of course, this lesson 
is not the Dutch teaching of literature. But nevertheless it is an actual event! 
And according to my experience it is still rather common, although there are 
clear alternative ways of teaching literature. Yet I hope that readers from 
abroad get some idea of this lesson, which might help them to understand 
their own teaching of literature. Apart from that I hope I stimulated thinking 
about comparative research on mother tongue education. And I hope to get 
some reactions, which will help me to discover the ‘Dutch’ elements in this 
lesson.  

Notes

  An earlier and slightly diff erent version of this paper is in press (Van de Ven 
2004).

2 The concept of mother tongue education is a rather problematic one.  With 
the concept I refer to the education of the school subject Dutch in the Neth-
erlands and in Belgium; Swedish in Sweden, German in Germany, Austria, 
Switzerland, France in France and Belgium, etc. 

3 In fact the examination rules function as a kind of curriculum.

4 A Dutch author, belonging to the historical canon.

5 A Dutch female author, belonging to the canon too.
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Abstract

Shared cognitions enable mutual understanding and fruitful communication be-
tween individuals. Shared reality is crucial into establishing and maintaining indi-
vidual understanding, which explains why interaction plays a very important role 
in the learning process. All individuals form a social identity, which refl ects their 
membership of diff erent groups. Group beliefs express themselves in social identity, 
which provides meaningful self-references through which individuals perceive them-
selves and the world around them. Thus, sharing beliefs is one of the basic elements 
for the expression of a common social identity, because beliefs defi ne a group.

Today, mother tongue education aims at developing communicative skills, which is 
why we need methods developed from communication theories. In spite of the new 
communicative approach in mother tongue education, the methods do not support it, 
because the old paradigm is too strong and dominating. We have to apply new meth-
ods, which support developing communicative skills and thereby the entire learning 
process which help students to shape their social identity. The Symbolic Convergence 
Theory explains the appearance of a common symbolic consciousness that contains 
shared meanings, emotions, and motives for action among participants in a com-
munity. The new method, which is based on real communication more than ever, 
enables us to concentrate on shaping students’ social identity as well as understand-
ing and analysing group beliefs.  

SEARCHING FOR NEW COMMUNICATIVE 
METHODS IN MOTHER TONGUE 
EDUCATION 

Katrin Aava
Tallinn Pedagogical University
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Kokkuvõte (in Estonian)

Jagatud tunnetus võimaldab indiviididel üksteisest aru saada ja efektiivselt kommuni-
keeruda. Jagatud reaalsus on oluline selleks, et kujundada isiklikku arusaamist maail-
mas toimuvast, seetõ� u on interaktsioonil oluline roll õppeprotsessis. Kõik indiviidid 
kujundavad enda jaoks sotsiaalset identiteeti, mis refl ekteerib nende kuuluvust erine-
vatesse gruppidesse. Sotsiaalne identiteet väljendubki erinevates grupiuskumustes 
ning just sotsiaalse identiteedi kaudu mõtestab inimene ümbritsevat maailma. Seega 
väljendub inimese sotsiaalne identiteet jagatud uskumuste kaudu, kuna need usku-
mused defi neerivad grupi.

Lähtuvalt sellest, et emakeeleõpetuses on muutunud domineerivaks kommunikatiiv-
sete oskuste arendamine, oleks kasulik emakeele õpetamisel  rakendada metoodikaid, 
mis lähtuvad kommunikatsiooniteooriatest. Sümboolse konvergentsi teooria selgitab, 
kuidas ühiskonna liikmed kujundavad vastastikuse kommukatsiooni käigus ühise 
sümboolse teadvuse, jagatud uskumuste süsteemi sarnaste tähenduste, emotsioonide 
ja tegevusmotiividega. Meetod lähtuks senisest enam inimestevahelisest tegelikust 
kommunikatsioonist, võimaldades enam keskenduda sotsiaalse identiteedi kujundam-
isele ning grupiuskumuste mõistmisele ning analüüsimisele.

Keywords

Mother tongue education, social identity, group beliefs, symbolic conver-
gence theory

1. Introduction

Students in a class belong to many diff erent groups and they are also members 
of society. Individuals living in groups and societies must form a shared com-
municative environment to be able to communicate comprehensibly. A person 
joining a group is expected to share the group’s beliefs. That is why group 
beliefs are the expression of individuals’ social identity. Social identities con-
stitute a potentially important part of individuals’ self-concept. They provide 
meaningful self-references through which persons perceive themselves and 
the world around them.

Socio-cultural theories of language acquisition and development emphasise 
the importance of the environment as a child learns to speak, read, and write. 
A socio-cultural view recognises “that all learning is socially based, that lan-
guage learning is ultimately an interactive process, that cognitive factors are 
infl uenced by context, and that they, in turn, aff ect the meanings that are 
produced” (Langer, 1986, p. 7).
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Social interaction has usually been considered a key process for cognitive 
development. Social psychological theorist Mead (1934) paid special a� en-
tion to the analysis of interactions in which common symbols are acquired 
on the basis of language, gestures, emotions, and tone. Acquisition of these 
symbols is a necessary prerequisite for mutual understanding. Social devel-
opmental psychologist Vygotsky (1962) viewed the individuals’ acquisition 
of cognitive operations as the result of social transactions. Epistemological 
weighting hypothesis suggests that persons gain knowledge in two ways: 
personally, through trial and error and perceptual observation; and socially, 
through observations and communication with others. (Gass, Seiter, 2003.)

Individuals acquire beliefs which shape their reality. But when they become 
aware of the fact that their beliefs are shared by other group individuals, 
these beliefs acquire special quality. That is, they may have important cogni-
tive, aff ective and even behavioural implications for the group members as 
individuals and for the group as a whole. (Bar-Tal, 1998, p. 112.) 

Individuals are not only members of small groups like families, school class-
es, or work teams. They also participate in macro systems, such as urban or 
rural communities, ethnic groups, nations, or religious communities. This 
membership is o� en very meaningful for individuals. The “individuals’ 
world view is acquired in the social system, this world view is constantly 
negotiated in the social system, and that common world view is a basis for 
communication and coordinated behaviours in the social system” (Bar-Tal 
2000, p. 162).

According to Bar-Tal (2000) family members, the mass media, or peers are 
informal but crucial socialisation agents who communicate or even inculcate 
societal beliefs. But the formal institution through which society transmits its 
societal beliefs to new generations is the educational system (p. 67). So stu-
dents can form a social identity in the classroom and teachers have a good 
opportunity to propagate and share values that are important in society. 

In spite of the new communicative approach in mother tongue education, 
the methods don’t support it, because the old paradigm is too strong and 
dominating. This is the main reason why mother tongue didactics needs 
new methods. In order to make mother tongue teaching more useful, fl exible 
and interesting, it is very important to make eff ective use of diff erent com-
munication forces. Shared beliefs acquired in the classroom help students to 
stand up to the infl uence of commercialism and globalisation. The modern 
study of communication and language skills should be included in teacher 
training. 

Searching for new communicative methods in mother tongue education

160

For many individuals, the belonging to various social systems shape their re-
ality. In order to understand, lead this process and, if necessary, reduce its 
powerful infl uence or change its content, it could be useful to know the com-
munication theory. That is why the Symbolic Convergence Theory should be 
used in the classroom.

2. Social identity and group beliefs 

One of the seminal theories of social psychology which contributes to the un-
derstanding of intra-group and inter-group processes is Taĳ fel’s social identity 
theory (1978). The theory posits that individuals not only adopt a personal 
identity but also form a social identity, which refl ects their membership of dif-
ferent groups. Social identities, in the form of such social categories as nation-
ality, religion, gender, profession, ethnicity or political orientation, are inter-
nalised and constitute a potentially important part of the individual’s self-con-
cept. They provide meaningful and signifi cant self-references through which 
individuals perceive themselves and the world around. 

Also groups, like individuals, must establish their own identity. This identity 
has two dimensions: the identity of the group (similar to the personal identity 
of the individual in social identity theory) and the identity of the group as it 
relates to other groups in its universe (similar to the social identity of indi-
viduals) (Worchel, 1998).

Group beliefs express themselves in social identity. Group beliefs serve as a 
foundation for group formation and later as a bond for group existence. ‘Com-
munism is the best system for human beings’, ‘Iraq is our enemy’, and ‘We 
have to protect democratic values around the world’ are examples of possible 
group beliefs. Membership of a group signals that a person shares group be-
liefs. On the one hand, group beliefs unify group members and, on the other 
hand, diff erentiate them from out groups. The formation of group beliefs is a 
more potent factor in discrimination against out groups than the awareness 
that the out group members have some similar beliefs.   

Sidanius and Pra� o (1999) presented an integrative theory of inter-group rela-
tions entitled social dominance theory. The theory suggests that most forms of 
socially based oppression such as racism, sexism, nationalism, or religious in-
tolerance are manifestations of the same basic psycho-social-institutional 
mechanism associated with the apparent human predisposition to form and 
maintain a society-based hierarchical system. In the hierarchical structure,
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 groups found at the top are called dominant, and those at the bo� om are 
called subordinate. The dominant groups tend to develop mechanisms to pro-
duce and maintain a society-based hierarchy. Shared beliefs (legitimising 
myths) are of special importance, which provide moral and/or intellectual le-
gitimacy to the hierarchical system. Racism and sexism are examples of these 
beliefs.

In order to change that kind of a� itudes, which accept for example discrimi-
nation in society, a public debate should be started. Societal beliefs change 
through the process of negotiation, in which leaders, the intellectual elite, 
media sources, business decision makers, and other groups participate. If we 
want to change some a� itudes in society, we have to know how to do it in the 
classroom as well.   

Beliefs in the present conceptual framework, viewed as propositions to 
which individuals a� ribute at least some truth, constitute units of knowl-
edge. This is the wide scope defi nition, which considers any ideas, thoughts 
or opinions about any topic as beliefs. Beliefs can be classifi ed into such cat-
egories as ‘values’, ‘ideologies’, ‘intentions’, ‘goals’, and so on. They may 
concern such subjects as religious doctrines, political ideologies, philan-
thropic goals, human rights, identity characteristics, prescriptions for behav-
iour (that is, norms), and others. 

If social groups are involved, individual and social identities appear to be 
much more intertwined. Indeed, belonging to particular social groups is in 
general a deep-rooted aspect of persons’ identity, which also aff ects the ways 
in which all social knowledge is fi ltered and reconstructed. Belonging to cer-
tain social groups may even be a necessary condition allowing subjects to 
develop a sharper and be� er defi ned self imago, to perceive themselves as 
being quite specifi c and highly distinctive individuals (Serino, 1998). It is 
very important for a student to feel that s/he is an important member of the 
group and society. 

To sum up, common beliefs can be shared by a few individuals, a small 
group or members of society. The dissemination of beliefs takes place through 
interpersonal communication networks or via societal mechanisms
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of communication. Moreover, certain societal institutions, such as the mass 
media or schools, are established to propagate common beliefs. Among the 
most salient categories of disseminated common beliefs are news 

information, religious dogmas, and scientifi c knowledge, which are types of 
common beliefs that are spread widely among people in diff erent parts of 
the world. (Bar-Tal, 2000.)

Children and adolescents acquire societal beliefs in the educational system 
through formal instruction and through informal interactions with their 
teachers and peers. Communication at school and textbooks play an impor-
tant mediating role. As a major mechanism for mass learning, they construct 
the social reality of the students, providing knowledge regarding various 
societal themes such as collective memory, values, goals, self-image, and so 
on. (Bourdieu&Paseron, 1990.) 

Therefore, teachers should be aware of their responsibility and possibilities 
to conduct the situation. Thus, communication theories can be used to de-
scribe how people create shared beliefs and identity during communica-
tion.  

3. The Symbolic Convergence Theory

Bourdieu (1991) treats diff erent symbolic universes (myth, language, art and 
science) as “instruments of knowing and constructing the world objects, as 
symbolic forms, the active aspect of cognition” (p. 164). Bourdieu describes 
the symbolic power as a power of constructing reality, and one which tends 
to establish a gnoseological order: the immediate meaning of the world, a 
homogeneous conception of time, space, number and cause, one which 
makes it possible for diff erent intellects to reach agreement. Symbols are the 
instruments of social integration: as instruments of knowledge and commu-
nication, they make it possible for there to be a consensus on the meaning of 
the social world, a consensus which contributes fundamentally to the repro-
duction of the social order ( pp. 165-166).    

The Symbolic Convergence Theory (SCT), presented in this section, is de-
rived from the symbolic paradigm of communication theories. The theories 
within the symbolic paradigm allow us to view human communication as a 
force that spurs people to action, stabilisation, or even inaction. SCT ema-
nates from the way in which people linguistically interpret events through 
the use of symbolic facts. Symbolic theories view the motive for human ac-
tion as contained in the language that people use to depict or describe reality. 
(Cragan, Shields 1998.)
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SCT was created and developed by Ernest Bormann, his students, and col-
leagues in the 1970s and 1980s primarily at the University of Minnesota. The 
researchers observed the existence of symbolic realities in the rhetoric of 
larger rhetorical communities. They noted, for example, that exemplar mod-
els of public speeches o� en depicted a vision of reality created by 

participants in small group discussions. According to Bormann (2001), the 
group began to see the shape of a social scientifi c formula, which they called 
Symbolic Convergence Theory: “symbolic” because it dealt with language 
and fantasy, “convergence” since its central theorem revealed that the dy-
namic process of sharing group fantasies resulted in the convergence of the 
participants’ symbolic worlds. They began to see things in the same way. 
They were converging their beliefs and opinions (p. 699).

The Symbolic Convergence Theory seeks to explain 

1) the process of how people come to share (or cease to share) a common 
symbolic reality; 

2) how group consciousness begins, rises, and is sustained, thereby provid-
ing meaning, emotions, and motive for action for the members of a sym-
bolic community; 

3) the recurring forms of communication indicative of a shared group con-
sciousness. (Cragan, Shields, 1998, p. 94.)

Symbolic theories view the motive for human action as contained in the 
language that people use to depict or describe reality. SCT is well suited to 
explain such communicative actions as school spirit, the close camaraderie 
of Airborne Rangers, and the pride that a good work group takes in its ac-
complishments (Cragan, Shields 1998, p. 94). The theory explains how hu-
mans come to share a common symbolic reality such as the Cold War, 
American Dream, Axis of Evil, etc. In addition, SCT helps to explain and 
predict the direction and actions of participants in political campaigns, so-
cial and religious movements, and the culture of organisations. 

Ernest Bormann (2001) explained how small and large human groups cre-
ated, used and in turn became infl uenced by the symbolic facts known as 
fantasy themes. Fantasy theme analysis emphasised the function of imagi-
native language in building collective consciousness, group cohesion, and 
decision making. Fantasy theme analysis was a social approach that stud-
ied communication in collectives (p. 699).
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Fantasy theme is the message that becomes a part of a community’s con-
sciousness through the dynamic process of chaining and sharing. Groups 
and other rhetorical communities make sense out of confusing events by 
creating a consciousness that provides symbolic common ground. Because 
fantasy theme messages depict reality symbolically they are always slant-
ed, ordered, and interpretive. Moreover, fantasy themes serve as carriers of 
the structural concepts (dramatis personae, plot line, scene, sanctioning 
agent), and stylistics qualities (the dramatising, embellishing, and recon-
fi guring of fantasy themes). (Gragan, Shields, 1998.) 

The Symbolic Convergence Theory explains the communicative force be-
hind the creation of a common consciousness (symbolic reality) by using the 
term rhetorical vision. For example, in 1996 Bormann (2001) studied the 
Cold War rhetoric. A rhetorical vision resembles a drama in form and is akin 
to the ideology, single point of view, or world view. Usually a rhetorical 

vision is indexed by a key word (feminism), a slogan (Black Power), or a la-
bel (American Dream). Such indexing is a special case of the symbolic phe-
nomena, but in this instance the cryptic allusion is not just to details of fan-
tasy themes and types, but to a total coherent view of an aspect of the par-
ticipants’ social reality (p. 700).

So fantasy themes can be known by their structural qualities, that is, the part 
of the structural skeleton of rhetorical visions they represent. The symbolic 
facts contained in speeches, documents and reports, and personal and focus 
group interviews must be examined to fi nd the universe of fantasy themes 
of a given rhetorical community. Then it is necessary to place the fantasy 
themes in categories representing the dramatis personae, plot lines, scenic 
elements, and sanctioning agents of a rhetorical vision (Cragan, Shields, 
1998). 

So a communication theory can explain human action when its concepts 
have been tied to or grounded in directly observable phenomena. 

When group beliefs are repeated to group members in a prominent and viv-
id manner, they are o� en accessible in group members’ repertoires. Groups 
o� en keep group beliefs accessible in the minds of the group members by 
constantly repeating the contents of the group beliefs. Moreover, they de-
velop cultural and educational mechanisms to maintain group beliefs as cen-
tral in group members’ minds. Therefore, teachers participating actively in 
this process should have a sense of responsibility and be aware of their ac-
tivities in the classroom.  
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4. Why apply the Symbolic Convergence Theory in mother tongue educa-
tion?

Nowadays communication skills are highly valued in mother tongue educa-
tion. The way we view reading and writing, speaking and listening - as a 
skill, as a product, or as a process - does not alter the fact that language is 
social in nature. The social processes of reading, writing, listening, and

 speaking occur in a variety of se� ings, where students and teachers, stu-
dents and peers meet to communicate ideas. So it might be useful to apply 
communication theories in mother tongue education. 

SCT can be applied in mother tongue education in diff erent ways. By using 
Symbolic Convergence Theory it is possible to 

1) analyse how people use the language, symbols, create myths to depict and 
explain the world we live in,

2) shape the students’ social identity.

This means that SCT allows us to explain the appearance of a common sym-
bolic consciousness in the community. Thus, the theory can be used as a tool 
for analysing communication in society. The Symbolic Convergence Theory 
can be used in mother tongue education to analyse 

 • how people create shared beliefs in the society,

 • what kind of fantasy themes we can fi nd in the media,

 • what kind of values are propagated in the society and

 • how (political) ideologies spread in a society, etc.

SCT is a general theory of broad scope. Scholars have used SCT to explain 
communication in political campaigns, public speeches, small group discus-
sions, organisational cultures, television programmes, movies, cartoons, ad-
vertising, marketing, and public relations activities (Cragan, Shields, 1998). 
Thus students can analyse how new reality is created in the media, how it is 
fi lled with characters, plot lines, and scenic description that provides mean-
ing.

Students need to share ideas in the classroom in order to shape their own 
and group identity. It can be done by using SCT. 
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On the one hand, it is necessary and, on the other hand, it is unavoidable to 
deal with ethnic identity in mother tongue teaching. Worchel (1999) explores 
why ethnic identity is important to people and why ethnicity is so o� en the 
cause of inter-group violence and confl ict. He suggests that the desire for 
personal value and social order creates the need for an ethnic identity, and 
this is refl ected in people’s identifi cation with their ethnic group. Ethnic

identity is the most basic, because it is established at birth. According to 
Worchel, confl icts between groups facilitate the maintenance of group iden-
tity, allow the drawing of distinct boundaries, and lead to the homogeneous 
perception of the out group(s) as dangerous and threatening. Could we cre-
ate ethnic identity by educating tolerance in the process? This is a very im-
portant challenge for teachers.

In order to stand up to the infl uence of commercialism and globalisation a 
new and eff ective methodology should be applied in mother tongue educa-
tion. “Research indicates that Estonian society’s cultural sustainability is 
coming into question, insofar as ‘the Estonians’ historical experience of cul-
tural resistance is more likely to have created a ready basis for the accept-
ance of anything from the West than it has helped to construct a new type of 
identity to resist cultural levelling” (Vihalemm, Keller, 2001).

Particulary devastating is the new semiotic situation in Estonian folk culture, 
which is facing an Americanisation of tradition. During the past ten years, 
the customs of various peoples have arrived - Halloween and Valentine’s 
Day are celebrated instead of the traditional Mardi and Kadri days (Vetik, 
2003).

Another new issue is the formation of European identity. Several studies as 
well as the accession referenda of 2003 have shown that Estonia is the most 
Euro-sceptical country among the Central and East European (CEE) new 
member states. Estonian social scientists explored the reasons behind Esto-
nians’ Euro-scepticism by fi rst constructing a hypothetical theoretical model 
for explanation of variation in a� itudes toward accession to the EU and then 
testing it empirically using data for six CEE countries. The results of the 
empirical analysis did not support the theories based on the previous acces-
sions and EU integration which claim that the most important factors deter-
mining a� itudes toward EU integration are related to internal politics and 
socio-economic factors. They founded the view that identity is the key factor 
in explaining Euro-scepticism in CEE countries (Vetik, 2003). 
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According to a recently published research, Estonians do not identify them-
selves as EU members. Only 38% of Estonians feel as members of the EU, 
while the respective fi gure in the EU is 72% (Tigasson, 2004). In order to feel 
that they are valuable and needed in the EU, Estonians have to identify as 
Europeans and members of the EU. 

The prospects for further integration depend remarkably on the ways iden-
tity is constructed both in Estonia and the expanding EU. Further EU inte-
gration can only be successful if it develops as a dialogic process, wherein

 the need for discursive balance is taken into account. It is important to real-
ise that Europe is not a substance, a thing in and of itself, but a construction 
built through discursive practices of states, peoples, and individuals 
(Kivimäe, 1998). 

There is a growing need to create new and more eff ective mechanisms of 
dialogues between ‘us’ and ‘them’ in the context of the expanding union - 
otherwise we lose the ‘Europe’ from the ‘EU’ (Vähämäki, 1991).

In order to achieve dialogue and construct European identity, we should fi nd 
common ground and create shared beliefs. Estonians need to achieve a posi-
tive social identity and fi nd common ground with Europeans and European 
culture. A lot of useful work can be done in mother tongue education by 
teaching literature. Literature plays a signifi cant role in individual cognitive 
development, by helping create the students’ personal and collective identi-
ty. 

As members of social systems, individuals are subject to social infl uence, 
which is the core social process together with social interaction. Through the 
process of interaction and infl uence, group members continuously form, 
modify, and change their a� itudes, beliefs, values, and pa� erns of behaviour. 
By using SCT in mother tongue education we can help students to form an 
identity in order to adapt to society and get be� er understanding of them-
selves and the world around them. 

 5. Conclusion

According to socio-cultural theories, all learning is socially based, language 
learning is ultimately an interactive process, cognitive factors are infl uenced 
by context, and they aff ect the meanings that are produced.
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For many individuals, the membership of various social systems shapes 
their reality. Shared knowledge becomes personal knowledge, and individu-
als continuously negotiate the meaning of their world view with their social 
environment. Concepts such as public issues, public opinions, shared be-
liefs, myths, social values, or collective memory do not exist separately from 
social systems and the individuals who are parts of them. As members of 
social systems, individuals are subjects to social infl uence, which is the core 
social process together with social interaction. Through this process of inter-
action and infl uence, group members continuously form, modify, and 
change their a� itudes, beliefs, values, and pa� erns of behaviour. Their per-
sonal repertoire refl ects at least partially the characteristics of the social sys-
tem they participate in.

Perception of shared social identity provide people with multiple motiva-
tions for communicating and also with a shared cognitive framework which 
allows communication to be mutually benefi cial and productive (Haslam, 
2001). Where individuals do not perceive themselves to share the social cat-
egory membership, they will have fewer reasons to communicate with each 
other and much greater scope for mutual miscommunication and misunder-
standing.

Therefore, communication theories should be applied in mother tongue ed-
ucation. The Symbolic Convergence Theory is a broad communication 
theory which explains the appearance of a common symbolic consciousness 
among communities of humans. That symbolic consciousness contains 
shared meanings, emotions, and motives for action. By using Symbolic Con-
vergence Theory one can 

1) support developing communicative skills and thus the entire learning 
process 

2) analyse how people use language, symbols, create myths to depict and 
explain the world we live in,

3) help students shape their social identity.
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Abstract 

In Imre Kertész’s novel Fateless the young boy ponders the fact that the Buchenwald 
concentration camp lies close to “a culturally important city, Weimar”. I read this 
scene as a metafi ctive comment on the question of a “European identity in litera-
ture”, illustrating the importance of one’s subject position in forming a cultural 
identity. The scene functions as a meeting place between canonized European litera-
ture of the early 19th century and witness literature of the 20th. This meeting raises 
questions about a “European identity” in literature: Does such an identity exist? 
Ought we not rather refer to multiple identities? There are intersecting voices over 
space and time as well as confl icting voices in the present, depending on class, eth-
nicity, gender, sexuality, generation etc. Are we talking about the author’s or the 
reader’s “European identity”? Or is there “a European identity” in the text? What 
if the author of the text is from somewhere else in the world? As teachers we should 
focus on our young readers and their interaction with literary texts. Is there an iden-
tity present for them to recognize or to question?  How is a “European identity/ies” 
in literature connected to their own country, language or religion?

Abstrakt (in Swedish)

I Imre Kertész roman Mannen utan öde funderar den unge pojken över det faktum 
a�  koncentrationslägret Buchenwald ligger nära ”en kulturellt viktig stad, Wei-
mar”. Jag läser denna scen som en metafi ktiv kommentar till frågan om ”en euro-
peisk identitet i li� eraturen”. Den illustrerar vikten av den kulturella identitetens

WHAT IS A EUROPEAN IDENTITY IN 
LITERATURE? 

Kerstin Munck
Umeå University
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 subjektsposition. Scenen fungerar som en mötesplats för kanoniserad europeisk lit-
teratur från tidigt 1800-tal och det tjugonde seklets vi� nesli� eratur. De� a möte re-
ser frågor kring ”europeisk identitet” i li� eratur. Finns en sådan identitet? Bör vi 
inte hellre tala om en mångfald av identiteter? Det fi nns intersektionella röster över 
rum och tid liksom det fi nns motstridiga röster i nuet, beroende på klass, etnicitet, 
kön, sexualitet, generation etc. Talar vi om förfa� arens eller läsaren ”europeiska 
identitet”? Eller fi nns det ”en europeisk identitet” i texten? Vad händer om texten 
är skriven av en förfa� are från någon annan del av världen? Som lärare bör vi 
fokusera på våra unga läsare och deras interaktion med li� erära texter. Finns där en 
identitet för dem a�  känna igen sig i eller a�  diskutera? Hur förhåller sig ”europeisk(a) 
identitet(er)” i li� eraturen till deras land, språk eller religion?

Keywords

European identities, mother tongue education, literature studies, intersect-
ing voices, diversity, canonized literature, witness literature, non-European 
literature.           

In Imre Kertész’s novel Fateless the young boy ponders the fact that the 
Buchenwald concentration camp, where he is imprisoned, is close to “a cul-
turally important city, Weimar”. He had already heard about that city at 
home and knows by heart a poem by a man who lived in Weimar. I would 
like to quote from the novel (in Wilson’s & Wilson’s English translation):

Near our camp, I learned, there was a culturally important city, Weimar, 
whose fame I had already heard of at home. Here there had lived and 
worked, among others that man whose poem “Wer reitet so spät durch 
Nacht und Wind?” [Who rides so late through night and the wind?] I knew 
by heart. His very hands, so went the story, here on the premises of the camp 
had planted a tree, which had now grown tall and shady and was complete 
with a commemorative inscription and was surrounded by a fence to protect 
it from us prisoners. Everything was taken into consideration here.  

I read this scene as a comment on the question of a “European identity in 
literature”, illustrating the importance of the subject’s position in forming a 
cultural identity. “The places” in this extreme example are Buchenwald and 
Weimar, “a European identity in literature” has to be situated in both ex-
tremes. This scene functions as a meeting place between canonized Europe-
an literature of the early 19th century and the witness literature of the 20th. 
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This meeting raises questions about a “European identity” in literature: Does 
such an identity exist? Ought we not rather refer to multiple identities? There 
are intersecting voices over space and time as well as confl icting voices in the 
present, depending on class, ethnicity, gender, sexuality, generation etc.  And 
what happens if the text is wri� en by an author from elsewhere in the world? 
If such a text contains a description of Europeans, can we still talk about a 
European identity in that text? 

Are we talking about the author’s or the reader’s “European identity”? Or is 
there “a European identity” in the text? Reader response criticism stresses 
the role of the reader. We may recall the important question Stanley Fish 
once posed: Is there a Text in this Class?  As teachers we should focus on our 
young readers and their interaction with literary texts. Is there an identity for 
them to recognize and to deal with?  How is a “European identity” in litera-
ture connected with its own country, language or religion?

These are questions to be raised and discussed in the classroom rather than 
answered. Authors teach us about European multiplicity. T.S. Eliot, for ex-
ample, eliminated the “chronocentrism” by making his poems a melting pot 
of literature over the centuries and Lorca eliminated “ethnocentrism” when 
he turned to the Romanies in Grenada to learn what poetry is. Literature 
studies are an important key to an understanding of the multiplicity of Eu-
ropean identities. In Sweden the study of foreign literature takes place with-
in the curriculum of MTE, and thus in Swedish translation. Here I would like 
to outline some ideas on how to work on the question of  “European identi-
ty/ies” in literature. My examples are meant to apply to students in what we 
call “gymnasium”, that is students in post-compulsory education or senior 
high school, as well as students in teacher’s education at university.

To begin with, there is the question of Europe. What is Europe from the geo-
graphical, historical and political point of view? The literature on this ques-
tion is immense. Let us start with linguistics. The Greek word Europe de-
rives from an Assyrian word meaning “sunset”. This simple fact teaches us 
that the naming of our continent comes from “the other” – which in itself is 
an important insight. The Assyrians lived in what is today northern Iraq. 
From their point of view the Greeks lived in the land of the se� ing sun. 

Above all the name Europe is associated with a Phoenician king’s daughter, 
who was taken away from her country in Asia Minor by the Greek god Zeus. 
Disguised as a bull he took her to Crete, where she became the mother of 
Minos, King of Crete. 

What is a European identity in literature?

174

Depending on our own ideological perspectives, this myth can serve to ex-
plain and stress various aspects of a European identity. It is as remarkable as 
it is deplorable that this myth with its early use of the name Europe is associ-
ated with both violence and robbery, and from a feminist point of view also 
with rape, although Ovid in his Metamorphoses pictures the courage of Eu-
rope in climbing on the bull and going away with him. Ovid’s picture rather 
emphasizes a patriarchal interpretation of the event. Imperialism and patri-
archal power seem to be the heritage from the myth. If we look at the rich 
culture of Crete in the early Minoan Age, we can also claim there is a cul-
tural heritage from the same myth. In fact, literature on a “European identi-
ty” o� en takes the myth of “Europe and the bull” as its starting point, stress-
ing the diff erent aspects of the myth I just mentioned. 

Above all the naming of “Europe” teaches us that “others”, in this case the 
Assyrians, named our continent (i.e. the part of it they knew, mainly Greece) 
and that the diff erence between the se� ing of the sun (in the west) and the 
rising of the sun (in the east) determined the naming. Here we come close to 
what Jacques Derrida calls “la diff érance”, claiming that language, and thus 
our thinking, is constructed out of diff erences, and that these diff erences are 
always in motion. While the Assyrians named Greece “Europe” (the land of 
sunset), the Greeks called all foreigners “barbarians”. It is worth emphasiz-
ing that to begin with “bárbaroi” meant only “foreigners”. The word marked 
the line of diff erence between “us” and “them” from a Greek point of view.

As few Swedish students today know Greek or Latin and have scant knowl-
edge of ancient history, I think it would be worthwhile studying a novel like 
Marguerite Yourcenar’s Memoirs of Hadrian  (Mémoires d’Hadrien, 1951) – 
at least partially. This novel is, of course, the author’s creation, but as she 
uses historical material it also provides information about the Roman Em-
pire. Hadrian sought to build pax romana, Roman peace, in an empire about 
the same size as today’s European Union. This a� empt to establish peace 
diff ers of course from that pursued by the European Union today, but Hadri-
an’s refl ections – as depicted by Yourcenar – are still of interest. There is, for 
example, his refl ections on diversity, the multitude of diff erent peoples min-
gling inside and outside the borders of his Empire:

There were times, too, when deep within myself I would come upon those 
vast, melancholy landscapes of Virgil, and his twilights veiled by tears; if I 
searched deeper still I would encounter the burning sadness of Spain and its 
barren violence; I refl ected upon the varied blood, Celtic, Iberian, Punic per-
haps, which must have infi ltrated into the veins of those Roman colonists in 
Italica: I recalled that my father had been surnamed ‘the African’. Greece 
had helped me evaluate those elements in my nature which were not Greek. 
Likewise for Antinous: I had made him the very image and symbol of that
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 country so passionate for beauty, and he would be, perhaps, the last of its 
gods; yet the refi nements of Persia and the savagery of Thrace had met me in 
Bithynia with the shepherds of ancient Arcadia; that slightly arched nose re-
called profi les of Osroës’ pages; the broad visage and high cheekbones were 
those of the Thracian horsemen who gallop along the shores of the Bosphorus, 
and who burst forth at night into wild, sad song. No formula is so complete as 
to contain all.  

And a li� le later Hadrian contemplates the strange submission of the diff erent 
cultures within his Empire:

I am even surprised that such townships, many of which are older than Rome, 
should be so ready to renounce their customs (some of them wise, indeed) in 
order to follow the capital in every respect. My purpose was simply to dimin-
ish that mass of contradictions and abuses which eventually turn legal proce-
dure into a wilderness where decent people hardly dare venture and where 
bandits abound. Such endeavours obliged me to travel frequently from one 
place to another about the country. 

The question then is, how can we today make our students familiar with the 
multitude of European  identities and transfer to them the respect of and inter-
est in “the other”, which characterized Hadrian (usually)? Literature can pro-
vide this experience of multitude and diversity. However, searching in litera-
ture for pre-determined values, such as tolerance, self-refl ection, democracy 
etc., as characterising “a European identity in the text” can only mislead us. 
We ought to be aware of overconfi dence in so-called European values. Let us 
turn to Hadrian once again:

Humanitas, Libertas, Felicitas: those noble words which grace the coins of my 
reign were not of my invention. Any Greek philosopher, almost every cultured 
Roman, conceives of the world as I do. I have heard Trajan exclaim, when con-
fronted by a law which was unjust because too rigorous, that to continue its 
enforcement was to run counter to the spirit of the times. I shall have been the 
fi rst, perhaps, to subordinate all my actions to this ‘spirit of the times’, to make 
of it something other than the infl ated dream of a philosopher, or the slightly 
vague aspirings of some good prince. 

Neither the Humanity, Liberty, Happiness of Hadrian nor the Liberté, Egal-
ité, Fraternité of the French Revolution are permanent values; they have to 
be fought for over and over again. Literature is not a Narcissistic mirror wait-
ing to confi rm a hypocritical image of one self. My introductory quotation 
from Imre Kertész strongly emphasizes the total disappearance of all human 
values in spite of great cultural achievements. Furthermore, some of the 
worst executioners and butchers of our time have been eager readers of po-
etry or even poets themselves. 
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In her book, Cultivating Humanity (1997), Martha Nussbaum stresses the 
importance of studying “Non-Western Cultures” in U.S. colleges and uni-
versities. “[W]e need comparative knowledge”, she argues. She holds that 
“good citizenship” knows the diversity of immigrant culture in your own 
country as well as diff erent cultural and religious traditions in other parts of 
the world. Her arguments are also relevant to Europe. However, she seems 
to think that the European situation is be� er than it actually is in comparison 
with the U.S.:

The pre-eminence of English as the fi rst language of economics, science, and 
world business makes it easy to believe that li� le would be gained from 
knowledge of another language. In consequence, Americans are insular and 
ignorant to a degree unparalleled in Europe, where a plurality of Western 
cultures, at least, is a fact of everyday life. 

In Sweden - at least - young people seem to think knowledge of English 
alone is suffi  cient, whereas we know that the language of “the other” is a key 
to their culture. A short cut could be to read literature in translation: novels, 
short stories, drama, and poetry from all parts of the world. 

Reading “world literature” in order to catch a glimpse of your own identity 
as a Swedish, Finnish, Austrian, Slovenian etc. citizen of the European Union 
could provide pleasant as well as unpleasant surprises. Consider this cul-
tural clash in the fi rst chapter of American author Henry James’s The Ameri-
can (1877). We meet, si� ing on a divan in the Louvre, the exhausted protago-
nist, Christopher Newman (his fi rst name reminding us of the discoverer of 
the so-called “new world”, his surname stressing this “novelty”):

His physiognomy would have suffi  ciently indicated that he was a shrewd 
and capable person, and in truth he had o� en sat up all night over a bristling 
bundle of accounts and heard the cock crow without a yawn. But Raphael 
and Titian and Rubens were a new kind of arithmetic, and they made him 
for the fi rst time in his life wonder at his vagueness. 

By stressing the diff erences between the American Christopher Newman 
and the people he meets in Europe, Henry James portrays his picture of the 
white European upper-class at the end of the 19th century:

The gentleman on the divan was the superlative American; [---] He had no 
theory with regard to cold bathing or the use of Indian clubs; he was neither 
an oarsman, a rifl eman nor a fencer – he had never had time for these amuse-
ments – and he was quite unaware that the saddle is recommended for cer-
tain forms of indigestion. 

Kerstin Munk



177

 “Cultural  infl uence does not fl ow only, or even primarily, in a single direc-
tion”, Martha Nussbaum emphasizes. I would argue, therefore, that students 
will enhance their knowledge of themselves as Europeans by reading novels 
wri� en by Non-Europeans and/or post-colonial authors. One amazing ap-
proach to the U.K. is the starting point in the fi rst chapter of Salman Rush-
die’s The Satanic Verses (1988). Chinua Achebe’s reading of Joseph Conrad’s 
Heart of Darkness would be recommended reading in a curriculum aimed at 
achieving a deeper understanding of European history and culture.  

However, establishing a list of required, compulsory texts would not be use-
ful. Rather, teachers should encourage students to broaden their reading 
with reference to these questions. In the classroom the actual choice of litera-
ture will vary according to the pupils and the theme that is most interesting 
for each particular group. As teachers we should focus on our young readers 
and their interaction with literary texts. Is there an identity for them to rec-
ognize, to deal with, to question? How is a “European identity” in literature 
connected with one’s own country, language or religion? How can they learn 
to appreciate diversity?

 

For Martha Nussbaum, as for John Searle, “one of the most liberating eff ects 
of liberal education is in coming to see one’s own culture as one possible 
form of life and sensibility among others.” The reading of non-European 
literature is crucial in achieving this liberation. Since 1999 the Swedish Re-
search Council has funded the project Literature and Literary History in Glo-
bal Contexts: A Comparative Project. The planned date for the completion of 
the three volumes is the end of 2004. The aim is to provide a deeper knowl-
edge of literature outside the Western world. The articles in the three vol-
umes have been wri� en in English by scholars in the fi elds of Oriental and 
African Studies as well as in Comparative Literature and Theory. The vol-
umes will be entitled: 1) “Notions of literature across times and cultures”; 2) 
“Literary Genres: an intercultural approach”; 3) “Literary interactions in the 
modern world”. 

These volumes, and perhaps especially the third one, “Literary interactions 
in the modern world” will be of great interest to any teacher who wants to 
emphasize Martha Nussbaum’s belief that “[c]ultural infl uence does not 
fl ow only, or even primarily, in a single direction”. To me this is a concept 
that is central to questions of “European identities in literature”. 
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Notes

  Imre Kertész, Fateless. Translated by Christopher C. Wilson and Katharina 
M. Wilson. Evanston, Illinois: Northwestern University Press 1992,  p. 93-94. 
Originally published in Hungarian under the title Sorstalanság, 1975.

2 Cf Iris Marion Young, Intersecting Voices. Dilemmas of gender, political 
philosophy, and policy. Princeton, New Jersey: Princeton University Press 
1997.

3 Stanley Fish, Is there a Text in this Class? The Authority of Interpretive 
Communities. Cambridge, Mass.: Harvard University Press 1980.

4 Ovid, Metamorphoses II: 868-869.

5 See, e.g., D. Hay, Europe: The Emergence of an Idea. Edinburgh University 
Press 1957.

6 Jacques Derrida has presented some refl ections on today’s Europe in his 
The Other Heading, transl. by Brault and Naas 1992.

7 Marguerite Yourcenar, Memoirs of Hadrian. Translated from the French by 
Grace Frick in collaboration with the author. London: Readers Union, Secker 
and Warburg 1956, p. 199.

8 Ibid., p. 201.

9 Ibid., p. 101.

10 Martha C. Nussbaum, Cultivating Humanity. A Classical Defense of Re-
form in Liberal Education. Cambridge, Mass., London, England: Harvard 
University Press 1997, Chapter 4.

11 Ibid., p. 116.

12 Henry James, The American (1877). Ljubljana: Mladinska Knjiga 1966, p. 
2.

13 Ibid., p. 2-3.

14 Nussbaum 1997, p. 117.

15 Salman Rushdie, The Satanic Verses. London 1988.

16 Chinua Achebe, „An Image of Africa: Racism in Conrad’s Heart of Dark-
ness“. In Achebe, Hopes and Impediments. Selected Essays 1965-87. Oxford 
& Nigeria & Kenya: Heinemann International 1988.
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17 Nussbaum quoting Searle, Nussbaum 1997, p. 115.

18 Director of the project “Literature and Literary History in Global Con-
texts”: gunilla.lindberg-wada@orient.su.se

19 I want to thank students and staff  in the IP: Mother Tongue Education for 
a valuable discussion of my paper (Tolmin the 17th of August 2004). Also, 
my thanks to Pat Shrimpton for checking the English.
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Abstract

The article deals with forming of the concept of Europe, its internal dividing into a 
mystical East and rational West. Europe is the cradle but also grave of all important 
ideologies. Beside its great successes it is a heterogenous continent of misfortunes 
and fatigue. It wears a bad conscience of the holocaust of its great Jewish and Gypsy 
minorities. It is feeling nostalgia towards its great days of renaissance and classi-
cism, as it has lost the game on modernisation in competing with America and the 
East-Asian great powers, China, Japan and South Corea. It is feeling fear of future 
and chaos. Best in Europe is freedom to choice. The most important tasks for the 
school education is to teach the heritage of humanism and seeing multiculturalism 
as a richness, as well as opposing war and violence as entertainment. The most im-
portant theoretician quoted in the article is the French postmodern philosopher, late 
Jacques Derrida.

Abstrakti (in Finnish)

Artikkeli tarkastelee Euroopan käsi� een ideologista muodostumista ja sen 
sisäisiä jakoja mystiseen itään ja rationaaliseen länteen. Eurooppa on kaikk-
ien merki� ävien ideologioiden kehto mu� a myös hauta. Suurten onnis-
tumistensa ohella se on epäonnistumisten ja väsymyksen epäyhtenäinen 
maanosa. Sen omaatuntoa vaivaa suurten vähemmistöjensä, juutalaisten ja 
mustalaisten holokausti. Sitä vaivaa nostalgia suuruutensa päiviin, 
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renessanssiin ja klassismiin, kun se on modernisaatiossa mene� ävyt pelin 
Amerikalle ja Itä-Aasian suurvalloille, Kiinalle, Japanille ja Etelä-Korealle. Sitä 
vaivaa tulevaisuuden ja kaaoksen pelko. Parasta Euroopassa on valinnan va-
paus. Humanismin perinnön ope� aminen, multikultralismin näkeminen 
rikkautena on kouluopetuksen tärkeimpiä tehtäviä, samoin kuin sodan ja 
väkivallan viihteistymisen vastustaminen. Tärkein teoreetikko, johon artikkeli 
vii� aa, on ranskalainen postmoderni fi losofi  Jacques Derrida -vainaja.

Keywords

The concept of Europe, division to East and West, racism and holocaust, litera-
ture about it, multiculturalism.

Introduction

In the given headline there are four concepts, that must be defi ned: (1) Euro-
pean, (2) heritage, (3) literature, (4) identity, in this case cultural identity. We 
know approximately, what Finnish, Austrian, Latvian etc. cultural identity is, 
but what is a broader European cultural identity? How is it connected with 
that cultural competence we speak in teaching and learning? It is an ability to 
understand language and culture, its central norms, values, believes and man-
ners, and to know how these are refl ected in communication. 

This means also “sociological fantasy” in C. Wrigt Mills‘s concept, a capability 
to go over from one point of view to another, from the political to the psycho-
logical, from details to large generalisations and vice versa. Only in such a vi-
sionarism is it possible to let pupils produce texts, use their cognitional capac-
ity and fantasy and enlarge their consciousness. In teaching there must be 
diffi  culties, riddles, enigmas. There is so much disorder and violence in school, 
while pupils are annoyed by hearing only trivialities by “Besserwissers”. More 
important than teaching is learning.

It is also possible to let pupils experience, how diffi  cult it is to describe con-
crete things, while we fi rst see them in our mind. And how easy it is to fi nd 
words to abstract phenomenons, while we begin with words. Although we 
could at fi rst glance think vice versa. Compare the emptiness of the word 
‚car‘ and the concreteness of ‚friendship‘. In case of ‚car‘ we ask which mark, 
model, year etc., in case of ‚friendship‘ we remember our own friends. This 
is what George Orwell says in his essay „Politics and the English Language“ 
(1968, 150; originally 1946).
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Now I‘ll begin to examine the four concepts of the headline. In this case the 
easiest is literature, so I‘ll not spend much space with it. By literature I mean 
fi ctional wri� en texts, their genres and thematics: poetry, fi ction (novel, short 
story etc.), plays, and their interpretations disseminated trough other media: 
songs and other music, theatre, fi lm, why not even dance. Also non-fi ctional 
texts with aesthetic value are literature: essays, aphorisms etc. Of course all 
of these defi nations are threotically problematic and should demand expla-
nations, but as the context now is learning, the main point doesn‘t lie in the-
ory, but in practice.

The past and future of Europe

But the three other concepts need to by discussed. Let‘s begin with Europe. 
What is Europe? What does it include, which are its outer and inner bor-
ders? 

In teaching I‘m used to begin with etymologies. I have read somewhere, that 
Europe comes from the Assyrian word ‚Ereb‘, „the land of sunset“, like Asia 
from ‚Açu‘ in the same ancient language, and it means „the land of dawn“. 
In the same manner in German Abendland, Occident means literally „evenin-
gland“ and Morgenland, „morningland“ means Orient.

The French postmodern philosopher Jacques Derrida has in his literary mas-
terpiece L‘autre cap (1991; in English translation The other heading. Refl ec-
tions on today‘s Europe, 1992) compared Europe with a lion, whose head is 
the Iberian peninsula, body Middle Europe and tail the Ural Mountains. Or 
whole Europe is the head of the Eurasian macrocontinent. He plays with 
homophonic words like la capitale, the capital city of a country and le capi-
tal, Marx‘s „Das Kapital“ (1992, 16ff .). We could extend this game and say 
that la capitale de l‘Europe is Brussels, which is dominated by the multina-
tional capital. Both words come from the latin word ‚caput‘, head. Further 
‚captain‘ is the head of a vessel, airplane or a military unit, a regiment. The 
German word ‚kapu� ‘ means broken, fi nished: a vehicle, tool or other thing 
has come to its end. (Derrida 1992, 13-14.)

Europe is in Derrida‘s opinion very tired, a real evening land, like its youth, 
who already in the morning is tired and without future vistas in school and 
university (1992, 7-8). Old Europe seems to have emptied all its discoursive 
capacities, its ideas about its identifi cation, recognition and possibilities. Eu-
rope doesn‘t recognize itself, it doesn‘t know its borders and real name. Al-
though already at the beginning over the entrance of Apollo‘s temple at Del-
phi there was wri� en: „gnothi seautón“, „know yourself“.
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The question sounds: what is the relation of allround human and on the 
other side national, ethnic and local, when we speak about Europe? What is 
then Europeanness, which could be the European values?

From the very beginning one thing is clear. Like nation states Europe is a 
rhetorical construction with a questionable substance. It is not a natural phe-
nomenon. It is of course a geographical concept, but as such an artifi cial one, 
not to speak about Europe politically. Nationality is purely cultural, not a 
biological or natural phenomenon; Europe is a frame for imaginary nation-
alities in Benedict Anderson’s meaning.

Europe is the cradle of all great ideologies and revolutions, but also their 
grave: humanism, empirism, liberalism, capitalism, anarchy, socialism, com-
munism, fascism. Europe is a great cemetery of soldiers, peoples and ideals. 
Its great poets have already said it: Paul Valery‘s „Graveyard at the sea“, T.S. 
Eliot‘s „The burial of the dead“. The Finnish modernist classic Eeva-Liisa 
Manner has a poem in her Orfi set laulut (Orphic songs) which begins: „When 
the tired West is laid to rest“ (1966, 45). Globally thinking Europe is now 
kapu� , coming to its cultural and economical end. Already a� er the Second 
World War this was described by Curzio Malaparte in his magnifi cent re-
portage book, exactly named Kapu� .

Although the Christian faith was not born in Europe, here is its real core, 
while the original Judaic sect could become a religion only connected to Pla-
to‘s and Aristotle‘s philosophy and Roman political organization: St. Augus-
tin‘s Civitas Dei, God‘s empire, is parallel with the mundane empire. Now at 
Europe‘s soil two great manichean and chiliast missionary religions meet, 
Christianity and Islam. Although Mores were beaten in Spain in the 15‘th 
and Turks at the gates of Vienna in the 17‘th century, now Islam is growing 
up in Europe, especially in France. Not only immigrants from Northern Af-
rica cause it, but also many intellectuals have converted to it, e.g. the former 
communist Roger Garaudy. As France is not a real Christian country, Islam 
will win.

A divided continent

Europe has been divided many times, but obviously the most important di-
vision was at the beginning, when the Roman empire was cut between West 
and East Rome in 325. This is still to fi nd in former Yugoslavia, where Croats 
are Roman catholic and Serbs Greek or be� er Serb orthodox. The fi nal divi-
sion between churches was fulfi lled in 1054, when the Pope pronounced an 
anathema against the Greek orthodox patriarch at Hagia Sofi a‘s head altar in 
Constantinople. The following divisions are consequences of this 
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separational tendency: Tilsit 1812, Holy Alliance 1815, the peace treaties in 
Versailles 1919,  Trianon and Tartu 1920, when the Balto-Balcan grey area be-
tween West and East Europe was raised following S.N. Eisenstadt in his infl u-
ential The political system of empires (1963). Then Molotov-Ribbentrop pact 
1939, division of Germany 1945, the still lasting division of two types of capi-
talism since 1989: the developed and the so called transition economies. In 
1990 the catholic West Germany demanded, like pope in 1054, the same sur-
render without terms for the Lutheran GDR. 

In the new postsocialist Europe it was feared, that the united Germany would 
become too powerful and begin to master its Eastern neighbours, Poland, 
Czech republic and the Baltic countries. But the costs of Germany‘s unifi cation 
were too high, and the country is nowadays astonisinghly weak, e.g. in educa-
tional systems and bank branch. 

Since the French revolution capitalism and liberalism have been the Western 
alternative for the Eastern patronizing but safe feudalism and authoritarian-
ism. The free civil society and bourgeois publicity (Öff entlichkeit, which Jür-
gen Habermas has so much talked about) were produced. And since 1924, af-
ter Mussolini‘s takeover, fascism was the Western off er for postwar Europe 
damaged by Versailles peace and other crisises. Europe was rescued from the 
fascist mysticism only by Anglo Saxon superfi ciality, liberalism, common 
sense and especially American naïvety: freedom, free business and free coca 
cola. The word ‚crisis‘ comes from the Ancient Greek verb krinein, ‚to be on the 
edge‘, ‚to turn‘, ‚to make a choice‘. So crisis is not only negative: it may off er 
new perspectives. (cf. Derrida 1992, 31-34.)

Europe is not only EU, as in everyday speech o� en is understated. We must 
take Europe in its total area from the Atlantic Ocean, from Finistère („land‘s 
end“) to Ural Mountains, from North Cape to Cap Sounion, from Isle of Sky to 
Caucasian mountains. There are many regions, religions, languages, cultures, 
states, nationalities, ethnic groups, minorities. All of this is worth to be remem-
bered, when we teach European values. European literature is not only wri� en 
in great languages, German, English, French, and Russian, but also, let‘s say in 
Udmurt or Sorb. European literature is not only dealing with „Western“ the-
matics, such as civil rights, but also „Eastern“ values, e.g. the radiance of mys-
tery or the miracle of mercy.

Many „Eastern“ writers have associated themselves to Barbarians, Non-
Westeuropeans. So did the magnifi cent Hungarian poets Endre Ady and At-
tila József when speaking about Huns or Mongols. The Russian symbolist 
Alexander Blok wrote in his poem „The Scythians“, that the revolutionary 
Russia was an Oedipian sphinx threathening and worrying West. The only 
solution was to come together and meet around the barbarian Byzantine 
lyre. 
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Also in West there has been interest in East, and not only as such kind of 
Orientalism like the Frenchman Pierre Loti with his Istanbul centered enter-
tainment novels, and which caused an outburst of rage in the Turkish com-
munist poet Nâzim Hikmet in his poem „Piyer Loti“. I mean one of W.B. 
Yeats‘s fi nest poems, „Sailing to Byzantium“. It shows the European identity 
as a conglomerate of the Western Renaissance refi nement and the Eastern 
profundity of soul. Only as a unifi cation of Franks and Bolgars Europe is an 
integrated unit. 

Nostalgy and fears for future

But the fatal division of Europe into West and East still goes on, and it will 
last also, when all East-Central European excession countries have been tak-
en as members to EU. Because Russia, Belo-Russia, Ukraine, Moldova and 
the Balcan and Caucasian republics will stay outside. But resistance against 
membership is growing also in the new countries. It seems that only the 
economical and political elites wanted membership. At the same time nos-
talgia for old bad times is great among poorer people, but also among writ-
ers. 

In September 2001 I participated at Tromsø, Norway in a writers‘ seminar 
called „War and Peace. 100th Anniversary of the Nobel Peace Prize“. There 
the famous South African novelist André Brink told us that at a writers‘ as-
sembly a bit earlier at Salzburg, Austria some participants from the former 
socialist countries had nostalgia for the solidarity between intellectuals 
against censorhip, for the common Samizdat memories etc. Now literature 
has become normal, but it is dull. At the same time pulp fi ction and pornog-
raphy sells.

In spite of this tendency of division the idea of a united Europe is also rela-
tively old. A� er the old Holy German-Roman empire went in ruins, Napo-
leon dreamed to unite Europe again under his sceptre. Then there has been 
ideas about United States of Europe, the Austrian count Richard Couden-
hove-Kalergi‘s Paneuropa Union etc. Also Nazis wanted to unite European 
areas to a „new Europe“ under their rule and interests. EU can in this per-
spective be seen as a continuation, but also counterforce for totalitarianism 
both in German-Austrian and Soviet ruled soil.

Economical and political integration is a clearcut idea, but cultural integra-
tion is a more complicated thing. A European culture, in this case literature 
can‘t be reached by amalgamating cultures like the American culture or the 
sadly famous Soviet culture. We don‘t need euroculture, but a comparative 
outlook, where big and small cultures can give their impulses in an equal

Kari Sallamaa



187

 level. The capitalistic ideal of free competition doesn‘t suit to culture. Should 
the Finn Paavo Haavikko compete against some French or British writer? In 
the cultural fi eld co-operation, e.g. translations, seminars etc. is the right 
tool, not competition.

What is the future of Europe? It is easier to say, what is the future of EU. 
Within 20 years it will be sca� ered, its currency, the Euro already in 10-15 
years according to Milton Friedman, the father of the neoliberal thinking. 
The Euro will not beat the dollar, it is overvalued. The EU will not sustain its 
enlargement with so diff erent and strange Central and East European coun-
tries like Poland and Romania just as examples. Romania and Bulgaria are 
Greek Orthodox, like Greece, and carrying the Byzantine tradition, but in a 
very diff erent manner. But how to exclude even Serbia-Montenegro from the 
European all saints‘ union? Turkey is as known already now one of EU’s 
greatest headaches.

EU plans a reform of the agricultural politics in fear of new member states. 
Many of them are mostly agriculture countries, like Poland and even Hun-
gary. Their social structure and traditions are rural. The clash with industri-
alized and already postindustrialized, postmodern countries will be hard.

European richness

European multiculturalism should be seen as richness. E.g. the innovative 
names of new British literature come mostly from immigrant groups, from 
the former colonies: Salman Rushdie, Hanif Kureishi, Zadie Smith. So new 
ethnic minorities can change and enlarge the thematics of European litera-
ture. In Finland we have seen the fi rst examples of Somali literature, and 
which is most interesting, the writers are women.

Maybe such writers and intellectuals are capable to see Europeanness criti-
cally, who come from outside but are rooted into Central European soil. Let‘s 
take Julia Kristeva from Bulgaria (Étrangers à nous-mêmes 1988, Foreigners 
for ourselves), The Algerian Jews Jacques Derrida and Helène Cixous, or 
Andreï Makine from Russia but living in France and writing in French, like 
already earlier the Czech Milan Kundera.

There are two traditional great ethnic minorities, which are not restricted to 
one country, Jews and Gypsies. There are not many known Gypsy writers, 
which is understandable, as their people has been and mostly still is at the 
edge of the societies, o� en in illiteracy and without wri� en culture. In Fin-
land we have two Gypsy writers; in Latvia there is a known artist and poet, 
Karlis Rudevics. His son Normunds has been the only Gypsy MP in whole
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 Europe. But in summer 2002 at Karjaa, Finland there was founded an inter-
national Romani writers‘ union. Twelve countries were presented, and Gün-
ter Grass was nominated to a honorary member of the union.

In the case of Jewish writers the situation is quite diff erent. Both historically 
and nowadays I could count numerous great and known writers. They are 
so many, that I don‘t even mention them. Only thematically I‘ll take up some 
of them.

The magnifi cent literary and artistic deeds of Jews, beside literature espe-
cially in music, have been a counterforce to the social repression of the peo-
ple: ghe� os, economical, political and cultural restrictions. In many coun-
tries Jews were not allowded to become civil servants and state clerks or 
army offi  cers. Only free professions were possible; so many Jews were advo-
cates, medical doctors and artists. The ambivalent situation of Jews is seen 
already in such dramatic fi gures like Shakespeare‘s Shylock and Lessing‘s 
Nathan the Wise. But what would Europe, or even the whole world be with-
out such writers and thinkers like Marx, Freud, Bergson, Ka' a or Proust? 

The feared and admired German speaking literary critic Marcel Reich-Ran-
icki begins his memoirs Mein Leben (1999; the title of the Finnish translation 
is more telling: A European) with a memory from the year 1958. The author 
participated in a meeting of the famous West German writers‘ group Gruppe 
47 and met for the fi rst time Günter Grass. The young selfconfi dent genius 
asked agressively, which kind of nationality Reich-Ranicki actually repre-
sented, Polish or German. The answer was: „I‘m half Polish, half German 
and totally Jewish“ (2001, 11).

Jews are most o� en mentioned when we speak about holocaust. O� en it is 
forgo� en, that also Gypsies were victims of holocaust, they too were “Unter-
menschen” in Nazi eyes. The permanent question sounds, like Elie Wiesel 
says, how could such a civilized nation like the Germans let Nazis set fi re in 
the ovens of Auschwitz. And that they found eager assistants, not only from 
ordinary Germans, but also from Poles and from the Baltic countries in ex-
terminating local Jewish populations. This is a sign of weakness in human-
ism and ethical education. Even in these days antisemitism as a variation of 
racism is very easily blowing up, especially in the former socialist countries, 
but even in West, e.g. when the Jewish cemetary in Rome was vandalized in 
2002.

In these days there is some kind of contradiction: Israel, the result of Exodus 
based on Zionism, the fulfi lment of repressed Jews‘ hopes, is nowadays the 
strongest military power in Near East. But it uses in many aspects similar 
methods against Palestinians like Nazis did in the fi rst period before the
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 “Endlösung”: concentration camps, ghe� os, destroying buildings, murder-
ing innocent civilians. Fi� een years a� er the crash of Berlin wall Israel is 
constructing a new wall to the West bank. Although Israel lies in Asia, it is 
culturally seen as a European country, e.g. it is taking part in European song 
contest. The problem is, that the Western type state Israel does not fi t into 
Middle East, between Arabic and Islamic cultures.

Instructive texts

But this ambivalence does not allow us to forget holocaust. Because it can be 
a precedent, a warning against racism and ethnic hatred so easily blowing 
up in Europe against new groups. In school teaching we can use such works 
like Anne Frank‘s diary and Joseph Joff o‘s Anna and her orchestra as well as 
Un sac de billes (1973; A bag of bowls). Also Primo Levi‘s So is man like this? 
could help. As the newest work you may read Roma Ligocka‘s (Iris von 
Finckelstein) Das Mädchen im roten Mantel (2000; The girl in the red coat), 
which tells childhood memories from the Cracow ghe� o. As she saw Steven 
Spielberg‘s fi lm Schindler‘s list, she recognized herself in a photograph.

Bruno Apitz‘s Nackt unter den Wölfen (Naked among the wolves) is also 
worth to be read for not to forget, that concentration camps were not only for 
Jews, but also for all kinds of dissidents and Others, communists and homo-
sexuals. The novel is dealing about Buchenwald. Goethe‘s oak was inside the 
concentration camp, so the prisoners had the great German cultural tradition 
in their eyes. Also Imre Kertész’s Fateless tells about the same camp and 
oak.

In poetry can be taken up Nelly Sachs‘s epic lament The suff ering of Israel. 
And then of course Paul Celan (1920-1970). He is one of the most representa-
tive European poets in general. He was a real European: born in former Aus-
trian empire, Bukovina, later given to Rumania, but now belonging to 
Ukraine. Later he lived in Paris and wrote in German language. 

One of Celan‘s much discussed great poems is „Todesfuge“ (fi rst published 
1952 in the fi rst collection Mohn und Gedächtnis, Poppy and memory). It can 
be an answer to Adorno‘s thesis in his „Education a� er Auschwitz“ (1966), 
that poetry has become impossible a� er holocaust. In ma� er of fact Celan 
had already denied Adorno‘s claim. But of course a� er Auschwitz we read 
ashes, black or bloodred signs from grey paper. The name of a victim, Shu-
lamith, is just ash. But also the long blonde hair of Goethe‘s Faust‘s Margaret 
is cut off .
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Celan also answered in Brecht‘s question: „What kind of time is this, when 
talk about trees is almost a crime?“. Celan put it: „A leaf, treeless,/ for Bertolt 
Brecht:// What times are these/ when a conversation/ is almost a crime/ be-
cause it includes/ so much made explicit?“ (1980, 287; translation into Eng-
lish by Michael Hamburger). This means not only the normal thesis, that all 
discourses come intertextually out from other discourses, but fi rst of all ide-
ological speech, lies and formalities.

Otherwise than o� en has been claimed, Celan’s political a� itudes are clear. 
He was not only a Jew, but he is also for democracy, even a le�  wing one. 
This a� itude is not obvious, propandistic, it’s hidden but can be read in rel-
evant contexts. In Celan there are enigmas, obscure speech, but it is not im-
possible to be understood. You will understand, when you notice: „Tua res 
agitur“; these words must not be alien for me. 

Just as an example let‘s take the very concentrated poem ”Highgate” from 
Lichtzwang (1970, Compulsion of light): „An angel has walked through the 
room -:/ you, near the unopened book,/ acquit/ me once more.// Twice the 
heather fi nds nourishment./ Twice it fades“ (translated by Michael Ham-
burger). 

Who is here the ‚you‘? Of course another Jewish thinker, Marx, who is bur-
ied at the Highgate cemetary in London. The unopened book is Marx‘s oeu-
vre, e.g. Das Kapital. It is not even necessary to read this book, it is enough 
that he has wri� en it. The angel, the spirit of history still wants to pass the 
fl oor of the present moment. He, Marx has explaned history for us. The 
heather can fade on his grave, but the secret text stays. 

Europe - a possibility to choose

According to Derrida the core of Europeanness is choice. Europe must 
choose between two alternatives: „PLVS VLTRA“, a multicultural society, or 
„NON PLVS VLTRA“, to become that European fortress the underdevel-
oped countries fear. Eurocentrism is just another variation of ethnocentrism. 
Maybe we have read some African writers, Léopold Sedar Senghor, Wole 
Soyinka and Ngugi Wa‘Thiongo, but do we know a single African philoso-
pher?

Fascism and especially Nazism was eurocentric: its core was Western Cen-
tral Europe. In 1932, a year before he picked up the reins of power, Adolf 
Hitler gave a speech for the German big industry. He stated that the fatal 
problem for Europe was the restoration of Germany‘s economical and mili-
tary position on the continent. Only so could the leading position of Europe
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 be safe in world, and it was the very question for the entire white race. Sla-
vonic peoples, not to speak about Palestinian Jews and Indian Gypsies, in 
ma� er of fact the real Aryans, did not belong to Europe, as li� le as Negroes 
and other inferior races. Nazis reserved Eastern Europe for labour force and 
raw material reservoir for West. Slavonic peoples were slave labour force for 
German industry, which partly was American owned. In a similar way now-
adays also for EU the main competitor is US, but American big brothers are 
already here. EU is benefi ting from cheap labour force from Turkey, African 
countries and Asia. 

In Derrida‘s opinion two edges can‘t be accepted, fi rst that Europe is dis-
solved into small nationalisms, or on the other hand a tight centralization 
into capitals, especially to Brussels (1992, 44). When we construct Europe 
mentally and physically, we don‘t need commissaries from Brussels, who 
have come instead of the Kremlin people‘s commissars. Culture is the last 
heroic fortress in struggle for European spirit. In it must be found the politi-
cal force to save the environment, and what is most valuable in Europe, a 
genuine possibility of choice, in Kant‘s meaning a free adult (mündig) per-
son without guardianship of enterprises, armies or churches.

Against war and violence as entertainment

Europe has been a ba� lefi eld through history, and as we remember from 
fresh memories in Bosnia and Kosovo, Mountain-Karabach and Georgia, 
war is not to forget as a possibility even nowadays. That‘s why me must 
think about, how to teach the thematics of war and peace. Also how to avoid 
the Scylla of ideological peace propaganda as during the era of real social-
ism, also in capitalist countries, and the Charybde of war and violence as 
entertainment. 

War novels and fi lms are very popular especially among men and boys, this 
simpler gender. Then war is not seen in all its misery, but as adventure and 
some kind of ordeal of initiation. But war is also thematics in many high 
quality stories, beginning from Homer‘s Iliad and Grimmelshausen‘s Sim-
plicissimus going over Tolstoy‘s War and peace till, let‘s say Claude Simon‘s 
Le Palace and even Andreï Makine‘s La musique d‘une vie. 

War was a very common theme in the culture of socialist countries. Espe-
cially Soviet novels and fi lms about the so called Great Patriotic War against 
Nazi Germany were very popular. Ba� le descriptions could be very realistic, 
in the later period even naturalistic, but the tendency was always to show the 
actual undesirability of war itself, although the heroic deeds of own offi  cers 
and soldiers were admirable. 
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In Finland a respectable amount of war books about „our wars“ are sold es-
pecially in the autumn season, in the so called Father‘s Day and Christmas. 
These wars are Winter War and the so called Continuation War as Nazi ally; 
the last, German war to wipe out German forces from Lapland is not so 
popular. This genre is both entertainment and propaganda in the actual ide-
ological ba� le about patriotism and power. As Klaus Theweleit describes in 
his Männerphantasien (I 1977, II 1980; Men‘s fantasies 1987), a man‘s body 
wants to escape from mother, woman, the „weakness of the feminine“.

More valuable are those novels, which are critical against war as such. Criti-
cism against war can work through naturalistic descriptions, as already 
mentioned, or through satirizing the war machinery and militarism in gen-
eral, as one of the best examples Jaroslav Hashek‘s Brave private Shveyk.

The Finnish war books are seldom of that kind, while „our wars“, and even 
the civil war 1918, are seen as necessary to save Finland from Soviet occupa-
tion. But such classics as Pen� i Haanpää and Väinö Linna in his Unknown 
Soldier are mostly critical. 

So against the canvas of two World Wars and several smaller confl icts, how 
to teach, that war is not the right way to build up a nation and preserve 
worthful life? One possibility is to take up texts, which give pupils opportu-
nity to set themselves into the misery of war. E.g. the Austrian Georg Trakl‘s 
(1887-1914) poem „Grodek“ (a ba� lefi eld in the Galizian front, a� er which 
the poet got a nervous and physical breakdown) puts against each other the 
beautiful autumn nature and the suff ering of wounded and dying soldiers. 

Teaching peace and nonviolence is no doubt even more important in these 
times, when we notice from media, that right wing extremism is a rising 
political phenomenon all over Europe, from France to Russia.

At Tromsø André Brink asked, how should we value such aesthetically high 
level writers, who supported or sympathized right wing extremist, even fas-
cist ideologies, like Ezra Pound, T.S. Eliot, W.B. Yeats, D.H. Lawrence, Louis 
Céline, Knut Hamsun. You can notice, that in this list there are no women 
writers, like in cinema Leni Riefenstahl or in music Zarah Leander. 

Some symbolists but also modernists had nostalgia for genuine values, for 
the lost magnitude of European past in the modern confusion and mass so-
ciety. As already Marx put it: „All that is solid melts into air“. Hitler and 
Mussolini got as their task to bring the heroic days back, although Yeats saw 
them only as butlers of future. Fascism was a pseudomodern ideology in its 
worship of youth, giovinezza. At the same time it meant escape to the past, 
to the greatness of Rome, to Wagnerian obscurity, Gö� erdämmerung, to
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 worship of war and heroes, Blut und Boden (blood and soil) in its peasant 
cult, which as its most refi ned form can be found even in Heidegger‘s phi-
losophy. 

According to the French Jewish philosopher Emmanuel Levinas, originally 
from Vilnius, Lithuania, civilisation based on transcendental idealism caused 
Auschwitz. Culture based on the horizon of truth could not prevent it. 
Heidegger with all his wisdom didn‘t resist Nazis. On the contrary, he joined 
the party and did not protest against the expellation of Jewish professors 
from German universities. We can roll over Beethoven like Electric Light Or-
chestra, but not rock over Heidegger, who is the tip of the Western philo-
sophical tradition. When Paul Celan visited Heidegger in Schwarzwald, he 
expected at least one word of repentance, which he also wrote in the philoso-
pher‘s guest book, but got none (the poem „Todtnauberg“ in Lichtzwang 
1970). 

The doctrine of “Untermenschen” (inferior people) was not a fi nding of the 
stupid mob, but a „scientifi c“ project of intelligentsia. In these days intelli-
gentsia justifi es racism, xenophobia and ethnocentrism. The right wing pop-
ulist leaders, Jörg Haider in Austria, late Pim Fortuyn in Netherlands, are 
clever men, not simple skinheads on the streets. The death angel of Ausch-
witz, Josef Mengele was doctor both in medicine and philosophy. He learned 
to become a murderer in the auditories of the university of Munich. Writing 
table murderers are even in a greater responsibility and guilt than ordinary 
fi eld executors. Radovan Karadjic from Bosnia is both a medical doctor and 
poet. As the hero of the Warsaw ghe� o ba� le, Marek Edelman has stated, 
mass murders and ethnic outrootings in Balcan are Hitler‘s late victory.

Responsibility of the intelligentsia

Europe is above all a question about the responsibility of intelligentsia as 
producers of ideas and discourses, as nominators of essential problems and 
concepts against the nonsense of businessmen and advertising branch.

A� er Auschwitz and GULAG, but also a� er wars in Bosnia and Kosovo, 
Georgia and Chechenia still ongoing, it is not very glorious to be European. 
Maybe we think, that this is not our business, while there are no wars in 
Western Europe. But in Northern Ireland there has been war since 1968; in 
these days there is just a cease-fi re. Separation warfares are going on in 
Euskadi (the Basque country) and in Corsica.

One important task of literary teaching is to give alternatives for such sad 
antihuman phenomenons like racism. Skills and emotions are strategic in
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 learning. Karmela Bélinki, professor of the university of Helsinki, a Finnish 
Jew herself, says that emotions and feelings must be used in education 
against racism. And as emotions are an important factor in literature, novels 
and poems are good tools in this education. Racism is just one kind of fear 
for Otherness, not necessarily race, but also ethnicity, nationality, political 
deviance, homosexuality etc. Also all kinds of mobbing and bullying are 
dangerous. Good children‘s and young adult literature can help to avoid 
such phenomena. Really, through empathy (Einfühlung) e.g. into Anne 
Frank‘s faith young people can measure against their own feelings, what it 
would be like to suff er as a victim of racial hatred and discrimination. 

Pupils are in need of challenging tasks. The “lawine” of information puts 
teaching into test; critical skills to read and receive information otherwise is 
needed. In a virtual school you can get information but not knowledge, you 
cannot learn culture, feelings and manners. They need social interaction.

What is European humanism?

Europeanness has been constructed with some aesthetic and political ideolo-
gies like renaissance, humanism and enlightenment. When we talk about 
heritage, we must be aware about its contradictions. Europe can become an 
outdoor museum of magnifi cent memories and cultures. In the tired Europe 
there are too many museums, churches and cemeteries. As Marx states, the 
inheritance of past generations is pressing the brains of living people like a 
nightmare (wie ein Alp). There is a diff erence between ossifi cation and tradi-
tion.

Western humanism has been criticized to be eurocentric. It sees its origins 
only in the philosophical line from Socrates to Erasmus. By the way two 
important educational EU-programs are carrying their names. The philo-
sophical traditions of China, Japan and India are neglected. They are only a 
kind of orientalism (Edward Said), which as part of the colonial discourse is 
a distorted interpretation of Arab and other Asian cultures. So humanism as 
a variation of Western metaphysics is also a kind of „white mythology“ 
(Jacques Derrida and Robert Young). 

And as Emmanuel Levinas states, Western philosophy, its rationalism, mor-
als and politics is only headed to foresee war and to win it in what cost ever. 
War is the ontology itself, the philosophical concept in toto. As already the 
ancient Romans knew, „Vis et para bellum“ (know and prepare yourself to 
war). It can happen like during the cold war and its armament race, which 
succeeded in ruining Soviet Union. Or it may be fulfi lled through straight 
war, like the (Persian) Gulf war or in Afganistan and Iraq. In Europe we
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 know the division of labour between NATO and EU: fi rst NATO bombings 
destroyed bridges, factories and other infrastructure in Yugoslavia, and af-
terwards the EU pays for the costs of reconstruction. 

Humanism is too onesided and has not been able, as li� le as Christianity, to 
prevent inhumanity, not even in Europe. Nazism, Stalinism, Bosnian ethnic 
cleansings are good bad examples of this, not to speak about colonialism, 
slave trade, massacres, Indian wars (both in India and America), mental vio-
lence of missionaries on other continents.

Europe has been a scene of wars, especially of two world wars. It has been 
the nest of autocracy, faceless technology, colonialism, imperialism, witch-
hunts and religious wars, deportations and exiles. From the multitude of 
expelled and exiled writers may be named Ovid, Dante, Descartes, Pushkin, 
Mandelstam, Solzhenitsyn, Brodsky. Yes, many of them are Russian speak-
ing writers. During and a� er the Second World War Hollywood was full of 
exiled Jewish and le�  wing intellectuals from Germany and Austria seeking 
their luck as scriptwriters, directors and actors. Exile and strangeness is an 
essential European experience, as Kristeva states in her Étrangers à nous-
mêmes. Could we even count, how many poets have wri� en about the theme 
of Ovid at Tomi?

Also the tradition of the (Great bourgeois) French revolution has been im-
portant for the idea of Europe. It was irony of history, that exactly in 1989, in 
its 200‘th anniversary year happened the East-Central European antisocialist 
revolutions. The co called Enlightenment project, which has been criticized 
by the postmodern thinking, got into its end. The postmodern project wants 
to see itself as „postmetaphysical“ thinking. Then humanism like other mod-
ern concepts have no essence; it‘s only empty words, ideological fake. But if 
we still stay at the modern platform, which are then the European values? 
Liberté, égalité, fraternité is one answer. Tolerance, Christian love for one‘s 
neighbour another. 

Mental associations connected with Europe are still mostly positive. It‘s true 
that the continent is the cradle of many convenient things and products: 
wine, liquors (uisge, eau de vie, aquavite, all mean ‚the water of life‘), de-
mocracy, philosophy, greatest part of the aesthetic programs. In Europe has 
been loved in a magnifi cent way: the troubadours, the folk ballads, Heloïse 
and Abelard. The fi rst woman writers are European, Sapfo, Hildegard von 
Bingen and the Parisian Christine de Pisan. 

Identity and mentality have been much discussed concepts in many human-
ities and social sciences: sociology, cultural history, politology etc. Like na-
tionality they are always constructions, imagined phenomenons. I refer 
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here once again to Benedict Anderson‘s famous Imagined Communities. Re-
fl ections on the Origin and Spread of Nationalism. As he puts it, building a 
modern nation was possible only a� er Renaissance and Humanism, more ex-
actly: „The convergence of capitalism and print technology on the fatal diver-
sity of human language created the possibility of a new form of imagined 
community, which in its basic morphology set the stage for the modern na-
tion“ (1991, 49). 

But national identity and mentality are in a Hegelian concept necessary illu-
sions. Nationalism has been a progressive force in building Europe, its nations 
and nation states. But later it has become a conservative and reactionary fac-
tor, as was seen in many former socialist countries a� er 1989. Nationalism is 
used to legitimize social inequality and wrongdoings. The old age desease of 
nationalism, chauvinism brings with it racism and ethnic hatred, discrimina-
tion of minority languages and national unifi cation on the line „one people, 
one language, one religion“.

Heritage and how to teach it

What would be the European heritage in literary works? It is quite clear, that 
in the list of important and valuable works should be included such classics as 
Homer‘s eposes, Sophocles‘s tragedies, medieval eposes like Chanson de Ro-
land, El Cid, Nibelungenlied, then Shakespeare, Goethe, Schiller, Balzac, 
Hugo, Kierkegaard, Strindberg, Lönnrot‘s Kalevala as one of the few Finnish 
examples. Especially when we come to the 20‘th century, I will not go further. 

In such a canonized list there would be great shortages, as there are no women 
nor children‘s writers included. Of course it is not a great eff ort to add some 
examples: Sapfo, Christine de Pisan, the Brontë-sisters, Sylvia Plath, Doris 
Lessing, or H.C. Andersen, Lewis Carroll, Selma Lagerlöf, Astrid Lindgren, 
the two last as examples of both categories. Soon it can be time to insert J.K. 
Rowlings with her Harry Po� er -series into such a canon.

And at last, a li� le more in detail, how to teach this European heritage and 
literary values? Which could be the role of literature in the pedagogy of libera-
tion?

The paradox of literature is, that it should not teach, it should not be a peda-
gogical tool, but it anyway does it in some way; it is always ideological. You 
can learn from literature, although the worst works are pedagogical or open-
ly propagandistic, like the Nazi culture and socialist realism. The best litera-
ture teaches through empathy, substitute experience. The reader has rights 
to choose, but doing so she/he needs knowledge about history and culture(s), 
philosophy and religion. 
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Here I only refer to one of the fi nest genres in poetry, the religious one. E.g. 
the best Hungarian poets are either Calvinists or Roman Catholic, beginning 
from Endre Ady and even earlier and ending in János Pilinszky. Rainer Mar-
ia Rilke‘s hard angels fl y over the European poetic sky.

How does this work in school education? We must trust in the pupil‘s poten-
tial to express her/his word about word, about its relations to other words, to 
intertexts. We must trust in the ability to give interpretations about texts. So 
it is not a single word, but Goethe‘s master word in Faust: „At the beginning 
there was Deed“. But word is also a deed.

A word has not only form and meaning - it is also a situation, a context. Word 
is a relation, it‘s energy, it includes implicitely a social order. Already baron 
Wilhelm von Humboldt pointed out, that word is energy and action: it‘s a 
product (ergon) of action (en-ergeia). We must use this power of the word for 
love, joy and wisdom. In German poetry (Dichtung) means literally „thick-
ening“. 

We could also take up some pedagogical classics, e.g. Goethe‘s Wilhelm 
Meisters Lehrjahre (WM’s learning years) and compare it with some current 
novel. What could suit for a point of comparison? Harry Po� er? The greatest 
diff erence between the classic upbringing of a gentleman or a bourgeois of 
manners is the method to collect information. Earlier it was learned journey 
with discussions (space), nowadays Internet and e-mail (virtual space). 
When Ulysses had to travel on the Mediterranean for ten years from Troy to 
reach Ithaca, today a similar odyssey can be made in some minutes on a 
virtual ocean.

A great task is to teach the progress of sujet-novel, which pays more a� en-
tion to the method of telling than to the story itself, the tradition from Flau-
bert’s Emma Bovary to Joyce’s Finnegans Wake. It‘s the heritage of the mod-
ernist novel in general: Joyce‘s Ulysses, Ka' a’s Der Schloss (The Castle), 
Döblin’s Berlin Alexanderplatz, Musil’s Mann ohne Eigenscha� en (Man 
without qualities) etc. But how to teach this great line to a generation, which 
is used in short and even shorter texts in screen and mobile? But also a math-
ematical problem, a crossword can seem to be diffi  cult, but it can begin to 
excite one‘s mind. So let‘s jump into deep waters: “riverrun...” (Finnegans 
Wake).
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Abstract

The issue of the article is to deal with the problem, how to understand in MTE our 
continent in a deeper way than as a fragmented mirror of surface knowledge about 
nowadays‘ Europe. How should this kind of education be organized integrated with 
other subjects beside MTE (other languages, history, geography, arts)? The discourse 
community aimed is upper primary school and secondary school. The aim of the ar-
ticle is to discuss practically possibilities of deeper understanding of the mythical-
cultural areas of Europe before and beside nation states. Among such areas is also 
Greater Austria, the Habsburg empire, but also Greater Sweden (Suecia) is men-
tioned. The main interest is laid in Sarmatia connecting the eastern parts of Greater 
Germany, Poland, the Baltic states and Western Russia. In these areas were also laid 
foundations for modern European institutions. That‘s why pupils in the nowadays‘ 
school should know the basic elements of this tradition in language, literature, music 
and arts, architecture included. The article will concretely deal with the pedagogics 
of this thematics.

Overview of the article: Europe now - Kant‘s dream about an everlasting peace – 
Method: cultural archaelogy - Sarmatia: origins, history and a� ermath - Sarmatian 
theme in literature and other arts - Greater Austria as a multicultural area, its a� er-
math and reuniting in EU - Kalmar Union and Greater Sweden uniting Nordic 
countries and the Baltic area - Padania as a dreamland - Cultural archaelogy and 
other tools to learn this thematics in school.
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Abstrakti (in Finnish)

Artikkelin tarkoituksena on käsitellä sitä, miten äidinkielen opetuksessa voisi 
ymmärtää maanosaamme syvemmällä tavalla kuin vain särkyneen peilin pintatiet-
ona nykypäivien Euroopasta. Miten tällainen opetus pitäisi järjestää integroituna 
muiden aineiden kanssa (muut kielet, historia, maantiede, taideaineet)? Kohderyh-
mäksi on ajateltu yläaste� a ja lukiota. Artikkelin sisältönä on käytännön keskustelu 
mahdollisuuksista syvemmin ymmärtää Euroopan myy� is-kul� uurisia alueita en-
nen kansallisvaltioita ja niiden rinnalla. Tällaisia alueita on Austria, Habsburgien 
keisarikunta, mu� a myös Suur-Ruotsi (Suecia) mainitaan. Pääpaino ase� uu 
Sarmatiaan, joka yhdistää Suur-Saksan itäiset osat, Puolan, Baltian valtiot ja 
Länsi-Venäjän. Näillä alueilla myös luotiin pohjaa moderneille eurooppalaisille 
instituutioille. Siksi nykykoulun oppilaiden pitäisi tuntea tämän perinnön peru-
sainekset kielessä, kirjallisuudessa, musiikissa ja kuvataiteissa mukaan lue� una 
arkkitehtuuri. 

Yleiskatsaus artikkeliin: Eurooppa nykyään - Kantin unelma ikuisesta rauhasta - 
Metodi: kul� uuriarkeologia - Sarmatia: alkuperä, historia ja jälkikaiku - Sarmatian 
teema kirjallisuudessa ja muissa taiteissa - Austria monikul� uurisena alueena, sen 
jälkikaiku ja jälleenyhdistyminen EU:ssa - Kalmarin unioni ja Suur-Ruotsi pohjois-
maiden sekä Baltian alueen yhdistäjänä - Padania unelmamaana - Kul� uuriarkeolo-
gia ja muut välineet tämän tematiikan oppimiseksi koulussa.

Keywords

Mother tongue education, cultural archaelogy, the king‘s body, Sarmatia, 
Greater Austria, learning multiculturalism and peace culture

Introduction

This article wants to answer especially to one of the issues Friedrich Buch-
berger posited in his dra�  paper to the Tolmin summer school: „The role of 
MTE in developing regional/national/European identities“. This is impor-
tant, when there are constantly discussions about globalisation/regionalisa-
tion, two antagonistic processes at the same time. Again, as already in Linz 
2002, it suits also to the point of our indicative content: „European heritage 
in literature and European identities“. 
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My task is to examine, how to understand in MTE our continent in a deeper 
way than as a fragmented mirror of surface knowledge about nowadays‘ 
Europe. The aim of this article is to discuss practically possibilities of more 
profound understanding of the mythical-cultural areas of Europe before and 
beside nation states. All of these have been ba� lefi elds for kings and gener-
als, but also peaceful meeting places for peoples, market places for cultural 
exchange. They are multicultural areas, and their common heritage in vari-
ous national forms is a basement for European history and culture. 

My article also wants to analyse and develop multicultural and nonracial 
strategies of MTE. As one aim of our seminar is to examine critically the 
„nature of MTE in multilingual societies with majority/minority languages“ 
and clear up its ideological perspectives, my paper wants also to deal with 
these problems. But it transcends these borders and touches also practical 
things, e.g. mother tongue pedagogy and didactics. 

Peace or cemetery?

When we look at Europe now, it seems to be a nest of peace and friendly 
cooperation between peoples, especially in the area of EU. But we know, that 
in the past the situation has been diff erent. Since the last great war only 60 
years have passed, and smaller wars in the Balcan area and Mountain Kara-
bach were fought about ten years ago. The war in Chechenia is still going 
on.

The great German philosopher Immanuel Kant dreamed in Königsberg 
about an everlasting peace and wrote an essay about this. One prerequisite 
for lasting peace was to build up a civilized civil society according to the 
bourgeois and enlightenment ideas of the 18’th century, to raise people with 
developed, “mündig” personalities, not only obedients of kings and church-
es. How could this be reached in these days, a� er so many heavy wars? 

Offi  cially the EU is such an international organisation, which is democratic 
and federalistic. It tries to bridge its institutions with organized civil socie-
ties, especially its economy and social commi� ee. And this requires devel-
oped and educated personalities, who are a prerequisite for functioning in a 
civil society. One corner stone for this is a good educational system from 
kindergarten to university.
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But in an all-European scale there are still problems. Russia and especially 
Belo-Russia are enigmas, their future unclear. How telling is it, that Kant’s 
town since 1945 is called Kaliningrad. Some thinkers have said jokingly, that 
if Russians were clever enough, they would rename the town Kantgrad. Ka-
linin was just another Bolchevik bureaucrat, Stalin‘s tool. Renaming towns 
was not diffi  cult for Russians in the 20’th century: St. Petersburg – Petrograd 
– Leningrad and back to St. Petersburg. 

War crimes, especially in civil wars, in Finland 1918, Spain 1936-39, Bosnia 
1993, with mass murders, deportations and ethnic cleansings are parts of 
political unconscious. Auschwitz and Srebrenica are apostems in European 
identity.

Cultural archaelogy

As Europe is not a clear geographical or especially cultural entity, nor a read-
ymade ware, but an ideologigal product, we must constantly deconstruct 
and reconstruct it. It‘s a fallacy to take it as given and granted. 

One possibility is to deconstruct it by the method I call cultural archaelogy. 
It is a variation of Michel Foucault’s archaelogy of knowledge (l‘archéologie 
du savoir). Put in short cultural archaelogy means such unconscious and 
hidden aspects, which still rule our conscious comprehension and action. 
Cultural archaelogy means construction of new knowledge based on forgot-
ten wisdom. It can also serve as „counter memory“ (Foucault) against plain 
superfi ciality. 

When people today go on the surface of dull reality, they are not aware of 
their mythological roots. But young people still have possibilities to fi nd 
them. They aren‘t totally paralysed like we ossifi cated elder ones. One prove 
is the popularity of fantasy literature, videoplays and role games. The artifi -
cial world of Net gives new possibilities.

As history is always his/her story, e.g. events and facts, which are to be nar-
rated, you should go under the surface with cultural archaelogy (arkhe lógos 
= old or dominating knowledge), to that what history‘s present knowledge 
doesn‘t know, remember or has forgot, but which as organic pulsation still 
dominates us. Cultural archaelogy is in such a way collective unconscious. 
Cultural archaelogy is a match to catch fi re into the hidden knowledge. As 
the known German writer originated from East Prussia, Siegfried Lenz says, 
if there is a collective anamnesis, forgo� enness, if you don‘t know your past, 
then „you must live it again“, e.g. also the horrible moments.
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Cultural archaelogy has no direct connection to scientifi c archeology, the real 
digging action of artefacts and graves hidden in ground, although it natu-
rally can use its discoveries in its construction of visions. Cultural archaelogy 
is just a suggestion for such a method, which from other points of view have 
been called e.g. culturology, as did the great semiotician Juri Lotman from 
Tartu. Or it is called humanistic geography, which also takes into account the 
European cultural heritage? The experience of a place is loaded with the 
cultural past. This regional and local, also hidden consciousness is the fa-
mous genius loci, the spirit of the place.

Cultural archaelogy means to build up new structures of knowledge; in it 
there exist hidden possibilities. This is connected with its power to name 
things, to call them with their real names. Task of the intellectuals is to name 
the things (les mots et les choses of Foucault) and construct ideologies. (Cf. 
Foucault 1992.)

The ethical task of cultural archaelogy is to connect together the mythical 
past and the present. Forget the factual, positivistic history, take the mythical 
one. Seek dreamlands, greenlands. Greenland was a fake land: this persuad-
ing name was given to get se� lers to that icy island. 

As Goethe put it, such a person is not a cultivated European, who can‘t man-
age with the tradition of the last 4000 years, from the era of pyramids to 
present days. Cultural archaelogy is both mythology and knowledge, reason 
and feelings. This mythology is also a collective political unconscious. The 
unthought is more powerful than the Cartesian cogito. The gloomy everday 
life goes on on the ruins of great traditions. You may revive memories of this 
past as a ground for modern and postmodern culture and emotions.

A primary principle of cultural archaelogy is, that everything is loans. Cul-
ture is a process of circulating themes and motives, images and symbols, 
again and again without no certain origin, a safe starting point. But cultural 
archaelogy should be self defence for real Europeanness, for European herit-
age, against all kinds of superfi ciality. Cultural archaelogy can reveal possi-
bilities to utilize your own cultural items and not to content yourself with 
standard stuff  of Anglo-American popular culture, from Coca Cola to Hal-
loween. 

Learning Sarmatia and other submerged lands. 

204

The king‘s body

Another concept, which I need, is the king‘s body. It‘s a very old concept, 
which Ernst Kantorowicz has deeply examinated in his magnifi cent work 
The King‘s Two Bodies (1959). It comes originally from Corpus Christi, 
Christ‘s body, which is the congregation or God‘s empire. Kantorowicz says, 
that a king has beside his earthly body another, ideological one, which rep-
resents the state in a symbolic manner. It is immortal: when a king dies or is 
subdued, another king fi lls it. In the preconstitutional states the obedients 
are not bound to any abstract state system or citizenship, but to the king‘s 
body, which can symbolically be called crown or throne or something else. 
The king is like a great father to all his obedients.

In his known work Surveiller et punir (1975; ‚Discipline and punish‘) 
Foucault points to these Kantorowicz‘s thoughts, as he shows with exam-
ples, that high treason, murder of the king was the greatest crime, exactly as 
it was directed against the king‘s body, the state itself, and was punished in 
a cruel way: severe torture before execution (1991, 28-29).  Here the two bod-
ies, the physical and the ideological felt together. A king or emperor can have 
two crowns, like in the old Europe Poland-Lithuania, Hungary-Bohemia 
and Austria-Hungary, but just one king‘s body. According to this also the 
obedients could have a double identity in those states. E.g. the Hungarian 
Esterházys were the richiest and most powerful family in the kingdom of 
Hungary, and at the same time loyal to the Austrian emperors. 

In this context it is not important to think about the king‘s body as an anal-
ogy to the punishment procedure, but to see it as a concrete abstraction of 
the state. It helps also to understand cultural archaelogy. A king comes, an-
other goes, but the crown stays. The system, or be� er the magnipotential 
lords of the empire, point to the king‘s body in their power games. He, more 
seldom she, is the spring of justice. 

The king‘s body is deeply symbolical and tackles also its pictures. E.g. in 
1898 Ferdinand Piatnik, the known Viennese play card producer made as a 
gi�  for the imperial family a package in occasion of emperor Franz Joseph‘s 
50th anniversary in rule, where the emperor was king of hearts and the em-
press Elizabeth (Sissi) queen of hearts and the other fi gures members of the 
Habsburg dynasty. But the emperor was not delighted of the gi� . It would 
have been embarassing to think himself as a picture on restaurant tables and 
in hands of pathological gamblers. It came near to sacrilege. And as the em-
press was assasinated immediately a� er the publication of the cards, they 
were destroyed.
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For citizens of republics this idea about the king‘s body may sound strange, 
but we can understand it, as modern republican systems are young in the 
world’s history. In constitutional modern kingdoms there is still something 
le�  from this mythical thinking, which is to be seen in the interest of large 
masses for royal families. In Finland we are very interested in the aff airs of 
the Bernado� e house of Sweden, above all in the charming princesses.

Now we have these two tools, the kings‘s body and cultural archaelogy. Met-
aphorically you can call it sea archaelogy. It means to fi nd drowned lands, 
dreamlands, Atlantises from the Ocean of Oblivion. 

Sarmatian steppes

As I have put Sarmatia in my headline, I will begin with it. This mythical 
area is near to us Finns and Baltic peoples. But what is then Sarmatia? Origi-
nally the Sarmates were an Iranic people, who invaded from the east by 
horse the South Russian and Ukrainian steppes north of the Black Sea at the 
end of the pre-Christian era, restituting the former, also Iranian Scythes. In 
the time of Christ‘s birth they invaded even the mouth of the Danube River, 
as Ovid tells in his Epistuli ex Ponto. Although they later vanished in the feet 
of the Huns and other new invaders, their memory is conservated in place 
names, and also in archaelogical fi ndings of magnifi cent gold treasuries 
found in the hill graves called kurgans. 

For centuries Sarmatia was the name of practically taken all the areas east 
from the Vistula river (Weichsel) and Carpatian mountains: the European 
part of Great Russia, Belorussia, Ukraine etc. Greek and Roman historians 
and geographers used the name ‘Sarmatii’ when speaking about several 
strange Barbarian peoples in these areas east from the coasts of Baltic sea. 
Herodote tells fantastically, that the Sarmates are descendants of the legen-
dary woman soldiers, the amazons,. 

Alfred the Great, the king of Anglia, mentions in the 9‘th century in his edi-
tion of Paul Orosius‘s World history, that east from Swedes Sarmates live. 
The name Russia is a late one, given a� er the new rulers, the Swedish vikings 
from Roslagen. Ruses were rowers of their dragon boats. Although Ruses 
melted into their beneaths, the eastern Slavic peoples, the name stayed. But 
earlier it was Sarmatia, and the name lasted until late Medieval times.

Sarmatia is mentioned e.g. in Ptolemeus‘s famous map, reedited many times. 
‘Sarmatii mare’ is the fi rst name for the Baltic Sea. In some old maps the Bal-
tic Sea is called ‘Occeanus Sarmaticus’. In other maps there is also an Asian 
Sarmatia behind the Ural mountains. 
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Sarmatia got its rebirth in the production of the German writer Johannes 
Bobrowski, born 1917 in the famous town Tilsit, where once two emperors, 
Napoleon and Alexander I met on a ra�  anchored on the river. Some schol-
ars see Bobrowski as the leading a� erwar German speaking poet beside Paul 
Celan. His most known and translated work is the novel Levin‘s mill (origi-
nally 1964). Although he lived in GDR, he was a Christian minded free so-
cialist, not a communist. E.g. he wrote much about East European Jews, 
which was not popular in the socialist countries in spite of Holocaust. He 
died in 1965 at the age of just 48 in Berlin. 

Bobrowski founded Sarmatia during the second world war, when he served 
as an ordinary private in the German army conquering western parts of the 
Soviet Union. Especially in his lyrical production Sarmatia has a central role. 
It is a mythical country without clear borders, it‘s more a mental one than 
the real Russia. It is also a state of mind, a country of fog and confusion, not 
depending only on war disasters, but also from its long Byzantine-Slavonic 
past. It is a union of dirt and holiness. 

The Finnish writer Paavo Rintala met Bobrowski in Berlin (East) at the be-
ginning of the 60‘ies and made Sarmatia his own, as he himself was very 
interested in Russian history. He has wri� en an essay novel called Sarmatian 
Orfeus (1991), where Bobrowski is the central fi gure. The work is part of 
Rintala‘s trilogy Kauneuden a� ribuutit (The a� ributes of beauty).

Bobrowski‘s Sarmatia was especially two places, his home region, the border 
between East Prussia and Lithuania (told in detail in Levin‘s mill) and Lake 
Ilmen near Novgorod, where he served during the war.

The fi rst collection of poems Sarmatische Zeit (1961; Sarmatian time), which 
has as a mo� o a quotation from Elias Lönnrot‘s Kalevala, includes the poem 
„Die alte Heerstrasse“ (The old war way), where two mythical fi gures meet, 
the southern emperor Napoleon during his bi� er retrail from Moscow fol-
lowed by hungry ravens and wolves and holy swears of Russian people, and 
the singer of singers, Orpheus, who got his death in Thracia. Sarmatia is as 
wild as Thracia. (Bobrowski 1962, 14-15.)

The poem „Gestorbene Sprache“ (Dead language) is very actual in our con-
text. It speaks about the forgo� en Prussian language, which was related to 
Latvian and Lithuanian. The Teutonic order cleansed ethnically the Prus-
sians and seized their ethnonymicon Prussia for the Eastern parts of Ger-
many. Only some words have been kept: warne (raven), wi� an (water), 
smordis (water spring). (Ibid., 21.) This is a warning about the threat for so 
many small languages in these times. 
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In the poem „Absage“ (Refusal) the lyrical I speak about forgone villages in 
the steppes. Once upon a time Perkun, the old Prussian thunder and war god 
came with a feather in his barb along the elk trail. (52-53.) Perkun, the Baltic 
Perkunas has been borrowed also into Finnish in form of „perkele“. It‘s 
strongest and most popular Finnish swearword: when a Finnish man says 
„Perkele!“, there is nuances in the expression.

In another poem called „Ebene“ (Plain) Bobrowski says, that herding peo-
ples have lived on these steppes for thousands of years (59). But there is also 
other historical events than Napoleon‘s or Nazi German campaigns. „Upris-
ing in Samland 1525“ deals with a peasant rebellion against the Teutonic 
Knights as part of the peasant wars all over German lands in the 1520‘ies 
(Bobrowski 1984, 74). They were popular and practical interpretations of 
Martin Luther‘s reformation, but were cruelly crushed in blood.

The Sarmatian Germany consisted of both Prussias, Silesia (which now is 
totally Polish), and the Baltic provinces of Estonia, Livonia and Curonia. The 
nowaday‘s Sczeczin and Gdansk were German towns Ste� in and Danzig. 
This was the real East Germany, which has nothing to do with the familiar 
name of late GDR. In these areas lived small Slavic minorities, which by time 
mostly were assimilated with Germans: Pomeranian Kashubians, Polovintses, 
Slovintses, Polabs, Vends. Now their reminiscences are to fi nd only in place 
names. The only le�  are the Sorbs, a small people in eastern Germany. In the 
GDR time the state gave cultural autonomy to this minority and supported 
its culture richly to show good nationality politics.

Sarmatia provides possibilities both for rationalism and irrationalism. In 
Königsberg lived at the same time as Immanuel Kant his collegue and rival 
Johann Georg Hamann (1730-88). You must read Kant‘s rationalism through 
Hamann‘s irrationalism in order to deconstruct the former. Kant lived in 
peace under the rule of Frederick II „the Great“. So Königsberg meant for 
him philosophy of evenness (Sekurität). Kant thinks relatively unhistorically. 
With his system based on English rationalism, which he admired, he tried to 
prevent the Sarmatian confusion, eastern wind from Sarmatian steppes. But 
otherwise Hamann, he represented a totally diff erent point of view. He was 
critical against Berlin, which was too much infl uenced by French enlighten-
ment. History is for him a fateful theatre.

Hamann was one of Bobrowski‘s favourite intellectuals beside Herder as 
well as the poets Klopstock and Celan. Hamann gave philosophical ideas, 
Celan inspired Bobrowski to get loose from the too tight German syntax.
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Although East Prussia held up the banner of Prussian order and rationalism, 
the neighbouring Poland-Lithuania and near Belo-Russia and Ukraine 
formed such a multicultural environment, that you can see Sarmatian traits 
also there. East Prussia was old Baltic (Lithuanian) area as well as Western 
Prussia Slavic land together with Pomerania. This „Birkenland“ (Birch land) 
has been described in Bobrowski‘s Levin‘s mill and Siegfried Lenz‘s Heimat-
museum (1978; Old Homestead Museum).

We must not forget, that also Russia is a part of Europe, a child of empiricism 
(Peter the Great) and enlightenment (Catherine the Great). It meant German 
order and Dutch industriousness, French elegance in manners, Italian beau-
ty in architecture. Even in these days it is not only Sarmatian confusion. The 
chaos of the East and the order of the West are rivalizing. Order can take 
forms as Stalinism or now as Putinism. When I travel in Russia or in the 
Baltic states, I‘m seeking Sarmatia for to understand the present times be� er. 
This means also power to name things: Sarmatia gives light to the forgo� en 
history. 

Russia was kept together only through the emperor‘s body. The Bolcheviks 
did not have that force at the beginning; they tried to keep the huge country 
together only with violence. Soon it was necessary to build up the Stalin cult. 
Of course this was a sign of the need for the emperor‘s body in the Soviet 
system, but it was artifi cial and corrupt. Nostalgy for old Russia and the 
Putin cult still bare witness about the need for a strong man. A weak man can 
substitute his awfulness with the image of karate-Volodia.

If we take Russian music, several examples could testify Sarmatian elements 
in it, e.g. modest Mussorgsky‘s opera Hovanshina. Mussorgsky is the most 
Russian among Russian composers, but Sarmatia lives also in such a modern 
music as in Igor Stravinsky‘s Sacré de Printemps. 

Austria as pre-EU

If Sarmatia is a dreamland, a mythical country, more obviously Austria has 
been a real empire. With Austria I don‘t in this case mean the nowaday‘s tiny 
Bundesrepublik, but Greater Austria, the large Habsburg empire with Hun-
gary, Transilvania, Galicia, and also the tiny Slovenia, which belonged to the 
Austrian part ruled since medieval times by the Habsburgs. Croatia be-
longed to Hungary, as well as the Serbian Voyvodina. 

But Austria was also a mythical country (Kakania in Robert Musil‘s great 
unfi nished novel Man without qualities). It‘s impact is still to be observed 
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in the modern east southern Europe. There are master nations with self-
confi dence, like Austria and Hungary, former great powers. Li� le Austria 
knows it‘s place in the world. Without knowing this it is diffi  cult to under-
stand modern Austria, e.g. during the boyco�  of EU, when Jörg Haider‘s 
party joined the government coalition, Austria kept its self-confi dence. 

In these mythical areas were laid foundations for modern European insti-
tutions. Austria was a European Union already in that time, when Ger-
many was spli� ered to greater and smaller kingdom‘s, duchies, freetowns 
etc., and there were custom borders between these states. As mentioned, 
Slovenia, Hungary, the Czech Republic, Slovakia were parts of the 
Habsburg empire. Now a� er the enlargement of the EU this situation is 
regained, and soon Croatia will join the choir.

The emperor‘s body held Austria together. There was free mobility among 
people and ideas. In the empire there fl ourished peaceful cooperation and 
cultural exchange. E.g. literature was wri� en in 16 languages, as Claudio 
Magris points out in his doctoral thesis Il mito absburgico nella le� eratura 
austriaca moderna (1963; The Habsburgian myth in the modern Austrian 
literature). 

Austria was especially a great power in music: the famous Viennese clas-
sics with Haydn, Mozart and Beethoven as well as the romanticism with 
Schubert etc. One interesting example from the less known musicians was 
Johann Nepomuk Hummel (1778-1837). He was from the capital of Upper 
Hungary, Poszony, in German Pressburg, the nowaday‘s Bratislava. He 
was half German, half Hungarian. He was Mozart‘s pupil and made ca-
reer in the musical centres of Europe. When living in Vienna at the time 
the „the dancing congress“ in 1815 he was the leading fi gure in the city‘s 
musical life. He was at times conductor of the orchestra for rince Ester-
házy, Hungary‘s most powerful nobleman. Such a magnate needed much 
music for perpetuous parties, dances, receptions, masquerades etc. Hum-
mel visited regularly also St. Petersburg playing for the imperial house 
and other Russia. 

The Habsburg Austria was, especially in its last period a standby state (in 
German Immobilismus). I have elsewhere spoken about it‘s „wonderful 
reactionism“. But this conservatism gave anyway opportunities for arts, 
e.g. the Austrian art deco called Jugendstil, magnifi cent in architecture 
and art industry. Austria was one of the great powers of symbolism and 
decadentism (in literature Rainer Maria Rilke, Georg Trakl, Hugo von 
Hofmansthal
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 etc.). Austria was the centre for the musical revolution at the beginning of 
the 20‘th century in name of atonality and dodecaphonic system, with 
Arnold Schönberg, Anton von Webern and Alban Berg.

When Greater Austria collapsed a� er the Great war in 1918, the prime min-
ister’s baron Max Hussarek von Heinlein tried to prevent destruction and 
regain Austria by rebuilding it to a coalition state. But it failed without the 
emperor‘s body. A bit later the new tiny Austria was swallowed by Nazi 
Germany led by Austrian born Hitler and it came to the “Anschluss” 1938. 
Being so small Austria had no space to exist, it pursued the great Reich. It 
was demoted to the province Ostmark.

Against this background, but not without cultural archaelogy, we can under-
stand the division of Czechoslovakia in 1993. It was one of the artifi cial new 
states on the ruins of the WW1. The parts of the double state had diff erent 
history and traditions. Bohemia and Moravia belonged to Austria, the em-
peror directly, Slovakia was Upper Hungary, a part of the kingdom. Heraldy 
has its own rhetoric and shows this clearly. The Slovakian coat of arms is a 
double cross on Tatra hills. You can see the same fi gure in Hungary‘s coat of 
arms. 

This was the reason why the common state could not last: Czechs and Slo-
vaks could live together inside Austria united by the emperor‘s body, but not 
as a republic, not even socialist republic. So a� er the crash of socialism sepa-
ration was unavoidable, and both parts are satisfi ed, especially the under-
mined Slovaks, which now undermine Rutens, and of course Gypsies. 

So the European map has been redrawn just recently, 13-15 years ago. The 
collapse of Soviet Union and Yugoslavia are the most interesting part of it. 
Yugoslavia was a logical but artifi cial a� empt to collect into one state forma-
tion most part of the southern Slavic peoples. 

The young Slovenian poet Aleš Debeljak writes in his collection of poems 
Mesto in otrok (1996; The town and the child) about two submerged monar-
chies, Habsburg Austria and Yugoslavia, which was kept together only 
through the authority of Marshal Tito. The king‘s body again, or maybe bet-
ter the emperor‘s body. The Yugoslavian kingdom between the wars had 
been weak and fell easily into the hands of the Nazis. In contrary Tito de-
fended bravely his independence against Stalin and the descendant Soviet 
rulers. But a� er 1989 Yugoslavia fell apart, and new nation states were cre-
ated. Slobodan Miloševic couldn‘t fi ll the emperor‘s body.

There have been multilingual societies from the very beginning, not just to-
day with immigration and exile. It is interesting to remember, that both in
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 Austria and in the Baltics German was the lingua franca in these multiethnic 
societies. When Goethe 1830 arrived to the Bohemian spa Marienbad, nowa-
days called  in Czech Marianské Lazné, he could be sure, that he was able to 
intercourse in a German high society. On the return journey he wrote in his 
waggon the wonderful „Marienbader Elegie“, the most beautiful love poem 
in German language. It was caused by the falling in love of the 80 years old 
Geheimrat with a 18 years old maiden. 

Thomas Mann, one of the best known modern German writers, had his sum-
mer villa in the beginning of  the 1930‘ies at Nida in Lithuania, quite close to 
East Prussia on the shore of the border river Memel. It was marked in the 
German national anthem „Deutschland, Deutschland über alles“, where it is 
about Germany between two rivers, Maas and Memel. The Memel area was 
German, although ruled by Lithuania under international control. So Mann 
wanted to spend his summers in a German speaking environment, but out-
side the borders of the Reich a� er Hitler‘s takeover.

Suecia and the Kalmar Union

Sweden is also a former great power. The relatively small Sweden has so 
magnifi cent scientists, that they are founders of sciences and still respected 
as system builders. The most important is Carl von Linné, who named plants 
and animals with Latin names, so that this system still is in use all over the 
world, naturally in many ways corrected. Such one is also the chemist An-
ders Celsius, whose temperature system is used everywhere except the An-
glo-Saxon world. 

This former great power mentality can still be frelt today. Sweden succeeds 
almost in every project, in science, in sports and pop music branches. Again 
and again you hear on the radios Abba‘s „Waterloo“, with which the Swed-
ish quartet won the Eurovision song contest 1974. This is one prove, that 
when the great power era takes its end, it lasts mentally.

And then there are parvenu countries, like Finland, Sweden‘s former colony. 
One of the most deeprooted traits in the Finnish mentality is a pathological 
and angry envy of Sweden. Finland has every minute to look around, what 
others think about it and demand from it. Finns are always asking others, 
what they think about our beautiful country. Swedes do it never, it gives 
moral advise to others in its progressive social democratic manner. 

About Suecia, Greater Sweden I don‘t spend many words in this context. But 
knowledge about Suecia helps to understand, why there is an important 
Swedish speaking minority in Finland, and what has been its role in our 
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history and culture. E.g. the original Moomin world of Tove Jansson (not the 
Japanese animation series) is not Finnish, but Finlandswedish, and that‘s a 
diff erence. Its idyllic but threatened sea shore environment is not typical 
Finnish, it comes from our coastal minority culture. The mentality of the 
Moomins is cultivated Finlandswedish, not backwood Finnish.

Even in Estonia there has been a Swedish speaking minority as a reminis-
cence of the great power time, when Suecia ruled Estonia and Livonia. A� er 
the second Soviet occupation most part of it exiled to Sweden. In the Esto-
nian history there is a concept called „good Swedish time“ (hea rootsi aeg) in 
the 17‘th century, between bad German and Russian times. The folk epos 
about Peko, the mythical king of the Greek orthodox Setos, is infl uenced by 
memories from the Swedish time, when Setos guarded the border against 
Pskov Russia.

Padania as a dreamland

Even today can be born dreamlands. Such one is Padania. Umberto Bossi‘s 
populist party Lega Nord wanted to separate the wellbeing northern parts of 
Italy from the ruling Middle Italy, Rome and the poor South, Mezzogiorno. 
The goal was to form a new state. The noise about Padania is not so loud 
anymore, as Lega Nord is member of Silvio Berlusconi‘s coalition goverment, 
and Umberto Bossi was minister of reforms before he resigned. But although 
Padania doesn‘t really exist, it lives in demands and dreams and speeches of 
the Lega Nord and other North Italian nationalists. 

These are only some few examples to emanate imagination. This is an en-
couragement to examine local cultures everywhere, micro and macro tran-
scending national borders from a multicultural perspective. 

MTE against racism and xenophobia

Now to the more practical conclusions of cultural archaelogy. It can be a 
medicine against racism and xenophobia, against all kinds of nationalism 
and chauvinism, which are the most frightening parts of European mentali-
ty. Xenophobia means hatred of foreigners. MTE must make the foreign fa-
miliar, and show that inside yourself there are strange elements. You recog-
nize the Other in yourself. The best work about these problems is Julia Kris-
teva‘s Etrangers à nous-mêmes (1988; Foreigners for ourselves).

Nationalism means, that you put your own culture before others. Patriotism 
on the contrary means to highvalue your own culture, but seeing it as an el-
ementary part of European and world culture. You want to promote it 
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in keen contact with other cultures and in reciprocal cooperation with them. 
Internationalism looks at your own culture as a part of world culture or as a 
part of the same European culture. All cultures are valuable, and the most 
important task is to get more knowledge and emotions about them. 

Even revanchism can be found in nowadays’ Europe, fortunately only among 
small groups. A� er WW2 vociferous demands were raised for many decades 
in West Germany to get back the Silesian areas and most part of East Prussia 
from Poland, as well as Königsberg from Soviet Union. Siegfried Lenz has 
described this political homesickness in his novel Heimatmuseum. Johannes 
Bobrowski stated in a le� er to Karl Schwedhelm in 1959, that the German 
East was „mit allem Recht verloren“ (justifi ed lost; Bobrowski 1976, 134).

The offi  cial demand of Estonia was till May 2005 to get back the border 
against Russia acccording to the Tartu peace treaty in 1920. In the border 
agreement Estonia offi  cially withdrew from these demands. In Finland de-
mands are raised of ge� ing back the so called delivered areas in Carelia, 
which Finland defi nitely lost to the Soviet Union in the Paris peace treaty 
1948 , and even the Petsamo area on the shore of the Ice Sea, which Finland 
won in the same Tartu peace treaty. But a� er the collapse of the Soviet Union 
Russia does not want to give away a single acre of land, which is to see in the 
case of Chechenia.

Let‘s hope, that the enlargement of EU defi nitely puts an end in demands to 
remove borders. That would be an endless work: where should the original 
and just borders be located? The owners of all European areas have changed 
many times both ethnically and socially. 

This is the reason why it is important to spread knowledge about mythoge-
ography, about the origins and fates of European regions. Borders are really 
not eternal, as history shows, but at this moment state borders can be trans-
ferred only by agreements, not with wars and peace treaties, although all 
kinds of borders can be overgone by culture.

In MTE and other school disciplines we must raise tolerance for to avoid 
projection fallacies, where the own wickedness is projected to others, to for-
eign nationalities or ethnic, sexual etc. minority groups. In Finland Russians 
(„ryssät“) have for centuries been such kind of scapegoats, with a very small 
amount of reason.
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The pedagogy of cultural archaelogy

These are reasons, why pupils and students should know the basic elements 
of these traditions in language, literature, music and arts, architecture in-
cluded. It would be important to include these things into curricula or the 
like, because they can eff ect the hidden curriculum and the a� itudes of the 
pupils. The pedagogy of cultural archaelogy could prevent and resist nation-
alism and chauvinism. Patriotism is allowed in sports, but not as football 
hooliganism. Emotions and feelings should be used in this education. 

When we are discussing pedagogy and didactics of cultural archaelogy, sev-
eral methods can be used. I only mention plays, role games, puppets, Portu-
guese straw men. Translating workshops are useful, as pupils have to dis-
cuss themes and motives, rhythms and metaphors. Not only poetic meta-
phors, but „metaphors we live by“ (George Lakoff  & Mark Johnson). As 
George Steiner shows in his excellent work about language and translation,

A� er Babel (1975), translation is not a mechanical transfer from one language 
to another, but you also take your feelings and values, even virtues with you. 
A translation is always an interpretation, and it cannot purely deal with 
knowledge, gnosis, but also with emotions. This is especially obvious in 
composing texts into songs, which also is a kind of translation. And then 
singing is a multiplied interpretation, a metainterpretation.

What about the new educational technology? The possibilities are unlimited, 
but no Google can fi nd the storage of knowledge I have gathered and proc-
essed about cultural archaelogy. And no machine can ever substitute the 
presence of the teacher, no ma� er if you call her/him learning scout or some-
thing like that. Such equipment is in a many cases a benefi ciary, but on the 
other hand it is o� en used to hide the lack of charisma of the lecturer. Not 
every teacher has this kind of elegance, but all can develop themselves to 
good learning pilots. 

Cultural literacy means to learn how to read your environment both as na-
ture and culture. And both have their history. Critical understanding needs 
consciousness of the past, cultural archaeology, history and geography. One 
tool in this is peripathetics. It was the fi rst pedagogical method. Such great 
philosophers and rabbis as Aristotle and Jesus Christ used it: they walked 
around with their pupils and talked, the students put it into their mind with-
out paper and pen. This kind of peripathetic promenade is a very good 
learning method combined with cultural archaelogy to become regional and 
local consciousness. Let the places tell. It is also possible to combine it with 
texts, poems, stories and pictures. A� er the promenade pupils can seek more 
materials and write essays or produce their own lessons. 
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Integration as a method to get be� er substance

It‘s needed a school reform towards an integrated school day, as the interna-
tionally known professor Lea Pulkkinen from the University of Jyväskylä 
has proposed. She got the Aristotle Prize from European psychologists‘ fed-
eration (EFPA) in 2003. 

MTE could be an important part of such an integration. The integrated school 
day could work against the segmentated and fragmentated chaos of surface 
knowledge without feelings and connections to the rich archives of Europe-
an cultures and traditions. Heritage is not a dead storage, but the heart of 
collective life. 

Integration is one the most diffi  cult sectors of education, as every teacher 
jealously clings to her/his discipline and lesson hours, at least in Finland. 
And still the benefi t of the pupil should be the only important thing. Due to 
clash of interests between teachers about money and other resources, it 
would be be� er, if pupils could become school masters themselves forming 
selfdirected and semiautonomous learning groups. Project working is be� er 
than the traditional from teacher-to-pupil method. 

But anyway integration is highly important. How should MTE, literature 
naturally included, be organized integrated with other disciplines: foreign 
languages, religion, history, (humanistic) geography, arts? There are possi-
bilities also with zoology and botany. This would mean integrated lessons 
with several teachers. But understanding MTE as an integrated subject de-
mands of course fi rst teacher training. In this case again: the teacher must 
fi rst be trained. She/he should become an arranger of this integration.

Beside history MTE is the only school subject, which at least has possibilities 
to be critical towards the leading antihuman market directed ideology all 
over Europe. But this demands knowledge about the past and the ways we 
got into the capitalistic welfare society. For nowadays’ Europeans it is selfevi-
dent to get bananas, mangos and many other exotic products. Banana was 
the symbol of the crash of GDR 1989. Earlier foreign fruits were known as 
„colonial products“. And this is not just a metaphor. Almost every European 
great or middle size state, but even smaller ones, have their shameful past as 
colonial powers: Netherlands, Portugal, and Belgium with Leopold I‘s op-
pression and terror in his personal colony Kongo. 

To teach language, not linguistically, but practically including ethnic and 
cultural aspects demands cultural archaelogy. As there should be slim cur-
ricula and much local freedom of learning schedules for municipalities and
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single schools, everyone could insert cultural archaelogy into it. Literary 
education can use directly such materials, so far as they already exist. But 
mostly it is a future task to write such textbooks and then promote them 
through publishers and schools.

In literature there already exist some of such integrated works, e.g. Claudio 
Magris‘s magnifi cent Danube (1986) and his beautiful collection of essays 
Microcosmi (1998). Another writer is the Croatian Predrag Matvejevic with 
his Mediterranean Breviary (orig. 1987). These professor-writers are excel-
lent examples of how to combine literature, story telling with history and 
geography, arts and natural sciences when making mythogeography.

The price of peace

Ralf Sund, a former Finnish le�  wing politician, pointed out in his column in 
a Finnish newspaper (Kaleva 23.7.2004), that a politician mustn‘t just have 
knowledge about things, but she/he must also be able to feel, feel about these 
facts. I think this suits also for school: if it only wants to give knowledge, 
where are the feelings? 

Ralf Sund also asked, what an hour of world peace costs. The fi rst answer 
can be, that there isn‘t any world peace. Every minute there is warfare in 
some part of the world, in Darfur and other parts of Africa, in Afghanistan, 
Iraq etc. But we can say, that so far as the great powers, US, China, Russia 
don‘t fi ght, there is a relative world peace. 

But anyway this question could be a theme of a school lesson. Teachers and 
students have to read media for to raise themes for discussion. Pupils could 
enquire from the Internet, how much the arms race annually costs and then 
divide it by hours. But this is only part of the problem. How much do human 
resources famine, illeteracy, aids and other severe deseases cost? Don‘t go to 
ask UNESCO or WHO, but local teachers, doctors and nurses.

And then we could compare the costs with feelings, when we see, at least on 
TV, children starving and dying in famine and explosions. We see soldiers in 
their proud uniforms and then blood, corpses, destroyed homes. How many 
of the forces in Iraq know the beautiful song by Marlene Dietrich: „Where 
have all the fl owers gone?“ When we speak about these themes during the 
lessons, we can use also other poetry, e.g. Bertolt Brecht‘s „What did the 
soldier‘s wife get?“: beautiful souvenirs from France, Netherlands, Norway, 
but from Russia a black widow‘s scarf.
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Which other school discipline than MTE could deal with such a theme like 
war and peace? History? No, at least not with its dry factuality. It must be 
integrated with MTE, which uses also feelings in learning. 

School is an irrational playground for power struggles, both internal and 
between ideologies in society: neoliberalism with its cult of market forces, 
conservatism and progressive thinking. If the task of school is seen to help to 
develop economy as „competitive“ as possible, then education would be a 
servant maid for big multinational companies and state economies. Educa-
tion should vice versa hold up the best ideals of mankind, human rights and 
reciprocal understanding. Culture is the best tool for it.

Every day you can fi nd hatred in the educational system. It is not mentioned 
in any curriculum, but it exists and causes eff ects. It is directed against an ob-
ject, real or imagined. The behaviorism of pedagogics cannot cure it. You need 
feelings in knowledge building processes, also hatred and other negative feel-
ings. That‘s why literature is necessary in MTE but also other disciplines. Lit-
erature is not principally a medium of knowledge, but a resort for feelings. 
Aesthetics means the art of sensing qualities: beauty, the comical, the tragical, 
the sublime.
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The Beginnings

The fi rst primer books in Slovenian were the Abecedarium and Chatechism 
by Primož Trubar, which appeared in 1550 and were used for elementary 
instruction from the sixteenth to the eighteenth century. Among the oldest 
texts associated with children were folktales, lullabies, verses, proverbs, les-
sons, and works of moral and religious instruction wri� en for adults. 

Children’s literature began around 1830 and was inspired by romanticism 
and based on German pa� erns. A popular moralistic tale was wri� en by 
Bishop Anton Martin Slomšek, Blaže in Nežica v nedelski šoli [Blaže and 
Nežica in Sunday School] (1842). The fi rst magazine for children, Vedež   
[Scholar] (1848-1850), with the instructional subtitle ‘to children and folk for 
education and pleasure’ published nonreligious texts. A second magazine, 
Vrtec [Li� le Garden] (1871-1944), was the main source of children’s litera-
ture. Fran Levstik wrote the fi rst poem Otročje igre v pesencah [Children’s 
Games in Songs] (1880), and started the process of reducing the pedagogic 
content. Young readers nowadays still read about the legend of Martin Kr-
pan z Vrha [Martin Krpan from Vrh] (1858).

The Twentieth Century

The classical poet Oton Župančič continued the modernisation of folk songs 
infl uenced by new Romantism in Pisanice (1900). From 1900 until 1950, the 
realistic prose of Fran Milčinski Ptički brez gnezda [Birds without Nests] 
(1917), the humorous masterpiece Butalci [Senseless] (1949), and Josip 
Ribičič’s mouse-fantasy Miškolin [Li� le mouse] (1931) increased the texts 
available for children. A� er the fi rst world war, children’s literature 
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incorporated social realism with autobiographical elements. Literature con-
cerned with lower class families, social empathy, friendship, cohesion, prob-
lem-oriented stories for young adults, and the importance of the restoration of 
the homeland was published by France Bevk, Tone Seliškar, and Prežihov Vo-
ranc in the 1950s and Anton Ingolič, Kristina Brenk, and Branka Jurca in the 
1960s. In the 1970s, Pavle Zidar and Ivo Zorman wrote similar stories. Saša 
Vegri brought the theme of unhappy childhood to poetry and Slavko Pregl 
wrote about typical boys. An innovative element in young adult fi ction was 
the emergence of realistic fi ction. 

The developing focus in children’s literature moved from lower class to mid-
dle class families and caused the transference of se� ing from realistic to fan-
tasy writing. In the 1950s, Ela Peroci introduced modern tales and started the 
process of modernisation with Moj dežnik je lahko balon [My Umbrella Could 
Fly] (1955) and the classic fairy tale Muca copatarica [The Cat Took my Slip-
pers] (1957]. The poets began using imaginative poetic language, child’s play, 
and new notions of childhood in Mižek Figa by Ljudmila Prunk-Utva (1957), 
and Juri Muri in Africa by Tone Pavček (1958).

In the 1960s, the selection of tales and fantasy widened with Leopold 
Suhodolčan’s Krojaček Hlaček [Trouserleg the Tailor] (1970), and Vid Pečjak’s 
SF-story Drejček in trĳ e Marsovčki [Andrew and three Martians] (1961). Lojze 
Kovačič, one of the most prominent Slovenian writer for adults, wrote a book 
of modern tales with modernist elements, Zgodbe iz mesta Rič-Rač [Stories 
from Ric-Rac Town] (1962), a story from a child’s point of view Najmočnejši 
fantek na svetu [The Most Powerful Boy in the World] (1977) 

In the 1970s, high aesthetic values were incorporated in the literary produc-
tion that included the works of Tone Pavček, Dane Zajc, Jože Snoj, Saša Vegri, 
Miroslav Košuta, and Dane Zajc.  Niko Grafenauer, one of the most prominent 
Slovenian poets for children, founded the modernist approach. His poems 
Pedenjped [Span-a-Span] (1966) became the most popular books and a curious 
child received cult status in his own kingdom (pedenjcarstvo). Existential 
questions are raised in complex post-modern fi ction like Mahayana (1990).

Svetlana Makarovič is one of the most prominent contemporary children’s 
authors. Her animal tales and vivid imagination, original style, and humour 
are represented in several major works with fantasy characters:  Kosovirja na 
leteči žlici [Cosies on a Flying Spoon (cosies are fantasy beings invented by 
the writer)] (1974), Pekarna Mišmaš [Mo-Mouse’s Bakery] (1974), and Kam 
pa kam kosovirja [Where are you going, Cosies?] (1975). Animal tales were 
wri� en by Polonca Kovač and Kajetan Kovič, whose Maček Muri [Tomcat 
Tom] (1975) is one of the most popular classics of verse fi ction and has been 
reissued several  times. In the 1980s, innovative poets like Boris A. Novak 
and Milan Dekleva appeared. 
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Fantasy has been a major theme in modern literature for children in the sec-
ond half of the twentieth century. Fairytales like Zvezdica zaspanka [Li� le 
Sleepy Star] (1949] by Fran Milčinski Ježek were turned into classic puppet 
performances still given today. From the 1960s, popular radio plays were 
wri� en by Žarko Petan, Milan Dekleva, Niko Grafenauer, Miroslav Košuta 
and the most successful writer for radio – Frane Puntar. In the 1970s and 
1980s, new authors for theatre, puppets, and radio became important: Svet-
lana Makarovič, Polonca Kovač, Franček Rudolf, Boris A. Novak, and Alenka 
Goljevšček. Several important authors writing in the Slovenian language 
were from the Slovenian minority in Italy (Miroslav Košuta, Marko Kravos) 
and Austria (Andrej Kokot, Herman Germ).

The 1990s and beyond

In 1991 Slovenia became independent from the former Yugoslavia, an event 
that infl uenced children’s literature. Most of the above-mentioned writers 
continued their work and wrote some classic stories. 

The poet Boris A. Novak is famous for his neologisms, inventiveness, and 
poetic defi nitions for young adults, Oblike sveta [World in (poetic) forms] 
(1990). Andrej Rozman Roza is a subversive poet who made the images of 
fear, ugliness, and laziness, so humorous and inventive that children appre-
ciate his child’s perspective and wit. Barbara Gregorič writes poetry about 
non-stereotypical, stubborn, rebellious girls with negative emotions such as 
anger, jealousy, fear, and laziness. Idealist writing is typical of Bina Štampe 
Žmavc. Another new name is Peter Svetina who writes with new sensibili-
ties and empathy. 

Socially relevant subjects include sex, drugs, the urban crisis, and genera-
tional confl ict. Typical is a series of books of popular adventures by Bogdan 
Novak (Faithful friends (1992-), Dim Zupan, and Primož Suhadolčan. Desa 
Muck’s Deadly Serious about … Drugs, Sex…(1993-) are problem-oriented 
novels for young adults. Janja Vidmar and Polonca Kovač write about di-
vorce and psychological problems.  

For pre-school children, Lilĳ ana Praprotnik Zupančič has wri� en and illus-
trated picture books with playful verse and colourful pictures, while the re-
newed interest in folk tradition is represented by Anja Štefan, a professional 
storyteller.

Illustrators from the 1950s developed original picture books into a special 
genre with high quality books specifi cally intended for a youthful audience. 
The most prominent illustrators are Marlenka Stupica, Ančka Gošnik 
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Godec, Marĳ a Lucĳ a Stupica, Matjaž Schmidt, Alenka So� ler, Jelka Godec 
Schmidt, and Mojca Cerjak, and for young adults, Zvonko Čoh and Kostja 
Gatnik. The development of comics is also important (Miki Muster, Marjan 
Manček, Kostja Gatnik). 

From 1945, the Ciciban literary magazine was published monthly for ages 
six to nine. Cicido is a monthly magazine published from 1998 for preschool 
children. Kekec (previously Kurirček (1950-1991)) is a monthly literary mag-
azine for primary school children aged nine to fourteen. The Mladinska kn-
jiga publishing house has specialised in children’s literature since 1955, par-
ticularly in original picture books.

Bralna značka [Reading Badge] started in 1960 as a unique reading move-
ment in Europe, inspired by the idea of promoting books and rewarding 
young readers. Each year, approximately 140,000 schoolchildren in Slovenia, 
which has a population of 2 million people, read books, and are rewarded 
with 35 diff erent badges named a� er Slovene poets and writers. The critical 
journal Otrok in knjiga [A Child and a Book] (1971-) deals systematically 
with the question of children’s literature, and with literary education, media-
book connections and literary science studies.

The fi rst Slovene message for International Book Day was wri� en in 1968 by 
France Bevk, the second in 1970 by Ela Peroci, and the third by the poet Boris 
A. Novak. He wrote a message for the 1997 International Children’s Book 
Day with the mo� o: Childhood is the poetry of life. Poetry is the childhood 
of life. 
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The reader/writer response-based methodology is founded on the hypothesis 
that students will read literature be� er if they also write literature. The aim of 
teaching literature through a response-based methodology is to integrate cogni-
tive, creative, and literary development to provide an appropriate transfer of lit-
erary content that has personal relevance for students as learners, and to put to-
gether and support an integrated inventory of language activities. 

Teaching literature and the cognitive, literary, and creative development of 
students aged 7 to 15

Cognitive development (Piaget, 2002) 

This paper concentrates on students at the concrete and operational level that is 
from 7 to 15 years. At this stage, students are able to perform true mental opera-
tions and transformations [concrete operational (7-11) to formal operational (11-
15)]. The student conserves sequences and performs categorical thought opera-
tions, but has diffi  culty thinking of all possible combinations and transforma-
tions. The role of the teacher is to show rather than tell student what to do. Stu-
dents need to learn by doing, creatively, by actively exploring word and literary 
games and language relationships, and by solving problems in a realistic format. 
Student thinking in concrete operational thought is fl exible, reversible, not lim-
ited to the here and now, multidimensional, less egocentric, using logical infer-
ences and seeking cause-and-eff ect relations, especially if they have the concrete 
object (the literary text) right in front of them and can see changes occur. From 
around 12 onwards, students enter the formal operations stage and start to be-
come

 competent at adult-style thinking. This involves using logical operations in ab-
stract or hypothetical thinking through conjunction, disjunction, implication and 
incompatibility. Students can work on the four dimensions (identity, negation, 
reciprocity and correlativity) and use their knowledge on literary texts.
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Literary development (Kordigel, 2002)

Literary development takes place in phases and was determined by the age of the 
students. The following phases are in the lower elementary period (7-10 or 11 
years). Students in fi rst, second and third grades are still at the fairy tale stage 
that is from the pre-school period (4-6 years) until the fi rst three grades in ele-
mentary school (6-8 years). Characteristics for this stage are the personifi cation of 
toys, animals, nature and objects. Students’ literary appreciation starts changing 
around the age of 9/10 years, when they develop and open up to the real world 
and realistic style, which gradually takes precedence over their interest in the 
fairy tale, fantasy world. The third literary phase (from 11/12 till 15) is a transi-
tional stage from young reader to adult reader, when students become interested 
in teenage or adolescent literature with problem-orientated topics such as di-
vorce, war, disease, death, sex, violence and drugs. 

Creative development (Torrance, 1965)

Convergent thinking, the logical mode of thought, uses information to converge 
on a single idea or solution. Divergent thinking uses fl uency, fl exibility, original-
ity and elaboration to diverge from what we know, and produce many original 
ideas. In a situation demanding creative thinking, convergent thinking would be 
useful only a� er divergent thinking was used to produce new ideas. Four basic 
principles govern creative teaching: criticism is ruled out (until students have 
created their texts), freewheeling is welcomed, quantity is wanted (more ideas, 
more word and literary games) and combinations and improvement are sought.  

In the response-based classroom, structured as creativity workshops, teachers try 
to exclude perceptual blocks when students’ experience makes it diffi  cult to look 
at literary texts from diff erent viewpoints. Students’ emotional blocks to creative 
thinking derive from the fear of taking risks. The emphasis in Western culture is 
more on logic and reasoning, whereas in Eastern culture creative thinking de-
pends more on intuition. Intellectual blocks occur when a student is unable to 
solve literary problems in a creative way. Expressive blocks interfere with stu-
dents’ ability to elaborate ideas a� er creative problem solving (word and literary 
games or writing literary text).

Pedagogical principles with aims and objectives of response-based methodol-
ogy

Pedagogical principles of response-based methodology are important because 
they represent a shi�  from traditional to modern teaching, with the advantage of 
the transfer from epistemic to heuristic knowledge developing from:

 receptive to expressive skills

 convergent to divergent thinking
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 passive to active knowledge

 reproduction to production

One of the most important aims in reader/writer response-based methodology at 
the pre-reading stage is the opportunity to play with language, to test its fl exibil-
ity, to test and explore its limitations and to develop confi dence in language abil-
ity. Literature is the medium in which these aims can be developed and applied. 
All writers, and especially student writers, enrich their vocabulary and language 
in this way: by inventing new words, creating new collocations, experimenting 
with sound, using old words in new contexts. A further advantage of this active 
approach is that it helps to remove some of the ideas and references with which 
words tend to be surrounded. The student’s role is changed in a response-based 
process from receiver to originator. 

One of the values of poems in textbooks for primary school students is that they 
off er a complete context in concise form in a printed or multimedia textbook. This 
is diff erent from prose texts, which are o� en removed or shortened from their 
original context. Up to a point, a poem for students is a self-contained system. The 
meaning in students’ poems is usually expressed very briefl y. From modest lan-
guage and vocabulary, students can create varied literary texts or creative expres-
sion. The vocabulary of students’ texts is highly associative and laconic. This 
means that it can be used as warm-up for a wide range of word and literary games 
to develop awareness of the webs of association that link words to each other. 
Word and literary games can increase students’ feeling for literature by giving 
them a sense of the importance and distinctiveness of words. We could compare 
the limitations of their use in everyday language with poetic language and poetic 
licence. 

A framework for response-based method of teaching literature and multimedia 
in primary school (Blazic, 2001)  

There could not be any single method of teaching literature because the most ap-
propriate method is infl uenced by the uniqueness of the literary text itself (poem, 
novel, drama etc.) as well as the teaching context. The framework proposed below 
provides a fl exible structure for planning the teaching of literature lessons with 
response-based methodology. There is space for the individual’s response and for 
individual or collaborative work in the fi nal stage, intended to integrate reading 
comprehension using reader-based to writer-based methodology.

I. Introduction stage Introduction of literary text 

1. Motivation (preparing a context) – topic-based

a. verbal motivation (experiential, emotional, 
imaginative, word games, problem- orientated, 
intertextual)
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Introduction stage as pre-reading activities

Warm-up – word and literary games for developing creativity (divergent think-
ing): fl uency, fl exibility, originality and elaboration; metaphors, rhymes, onomato-
poeia, puns etc. Students make a personal creative response that is a motivating

b. non-verbal motivation (drawing, singing, dancing) 
– diff erent types of activity

2. introduction of the text and context

a. pause before reading/listening/viewing to arouse ex-
pectation, concentration

3. presentation of a literary text (printed version; au-
dio, video)

a. pause a� er reading/viewing/listening 

4. individual responses to visual or aural presentation

II. Main stage Interpretation of a literary text 

1. silent reading – individual reading

2. explanation of unknown words; presentation of new 
language

3. individual/group reading aloud of the text 

4. interpretation of literary text 

a. story, theme, motif

b. characters, se� ing, plot ...

c. literary genre (poem, tale, folk tale, fairy tale, liter-
ary tale; adventure, fantasy ...)

5. context, comprehension of the text

III. Final stage Final stage of interpretation of a literary text 

1. reviewing, retelling, re-listening or summarizing 
the story (individual, group work)

o rounding up – a confi rmation of the aims of the 
literary lesson

2. reader responses; feedback

3. new activity - writer  responses
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 factor in itself. They are already familiar with literary conventions in an intuitive 
way, especially through folk and fairy tales, and with word and literary games. 
The introduction stage allows students the time to make individual responses 
from their personal experience. This motivational stage links students’ cognitive 
ability with the context of literary texts. It also provides a rich opportunity for in-
teraction between students in the response-based classroom. These methods pro-
duce internalized wri� en responses.

Main stage – reading a literary text 

  Reading nursery rhymes

  Make a list of rhymes, teasers, tongue twisters; lyric and 
 narrative literature 

  Individual response (group, pairs, or individual) 

  Reading: close reading, open reading, and creative reading 
 (silent reading and reading aloud)

  Interpretation of literary text (explanation of unknown words   
 and fi gurative meaning)

  Comparison: compare literary similarities and diff erences 

  Impression: feeling, language, meaning, observation. Open 
 questions.

This set of activities helps students to understand the overall meaning and re-
spond to what is special in a literary text. Response methodology is usually suc-
cessful in leading to comprehension work; students need to be able to under-
stand literal and fi gurative language in order to respond. A further aim is to en-
courage students to be aware of the literary qualities that characterise a particular 
text. 

Here are some possible ways to approach a text, e.g. a poem: 

  Vocabulary: Are there any identical words? Any synonyms?   
 Homonyms? Homographs? Adjectives? Superlatives? 
 Diminutives? Personifi cations? Similes? Comparisons? Contrast?   
 Metaphors? Any words belonging to the same lexical family? 

  Structure: Are there any correlations in the grammatical 
 pa� erns or forms used? (Same tenses, use of rhetorical questions,   
 use of imperatives, use of fi gurative language.) 
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  Form: Do the poems have the same number of stanzas? Do the   
 stanzas have the same number of lines? Do the lines have the 
 same number of syllables, the same rhythm? Is the rhyme scheme   
 the same? Why/Why not? 

  Mood: Which words from those given best describe the mood of   
 poem? (Happiness, sadness, game...) 

  Message: Do they have a message? Does every poem have a 
 message? Why/ Why not? 

  Personae: Who is speaking in the poem? To whom? How? Why?

Final stage – reader/writer activities based on literary texts

Creating metaphors, rhymes, onomatopoeia, puns and diff erent kinds of word 
games and poems: 

  nursery rhymes 

  make a list of counting rhymes, teasers, tongue twisters

  lyric and narrative literature  

  echo poems

  making a literary text of their own

The fi nal activities usually motivate students to produce a short piece of writing 
(arising out of response-based literature activities) similar to the literary texts 
they have read. Slovenian practice in this methodology of teaching literature is 
consistent with reader response theory (Rosenbla� , 1978; Iser, 1978; Jauss ,1982) 
that insists on the intertextual re-creation that occurs with every re-reading and 
rewriting of literary texts (Krakar Vogel, 1997). Most of the activities suggest in-
dividual, pair or group work. 

Development of a personalised reader/writer response to literary text engages 
cognitive, literary and creative development and is an important part of the re-
sponse-based method that emphasizes process more than product. We are enthu-
siastic about the possibilities that response-based methodology off ers for teach-
ing and learning literature. However, our enthusiasm is tempered by recognition 
of the fact that that the use of reader and writer response is no more valid than 
the use of role-playing, drama techniques, problem solving and similar methods. 
What is off ered is a sample of suggestions and ideas that have proved their worth 
in practice. Encouraging students to create literary texts in a variety of ways helps 
us to demystify literature in a post modern age. At the same time, students should 
be off ered the freedom to experiment and play with words, sounds and shapes of 
literary texts in the same way as writers do. Students can write a 
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literary text with artistic elements but our pedagogic aim is to develop reader/
writer response-based methodology and to establish reading literature as a life-
long value. 

The motivational activities in reader/writer response-based methodology are 
usually used in the introduction stage of the framework outlined above. They are 
also exercises in meta-cognitive thinking at the concrete and formal operational 
levels that consists of the process of self-refl ective thinking, memory, knowledge, 
goals and writing. The ability to monitor what one is thinking and one’s memory 
fi rst becomes apparent when the child is approximately 6 years old and develops 
between the ages of 6 and 11. The students’ use of these strategies is more effi  -
cient when the topic of a literary text is familiar. Students use self-monitoring 
skills in oral and wri� en communication, reading comprehension, and writing 
and other cognitive activities.

Students are given more control over content, access to literary texts and interac-
tion in the multimedia literature classroom. Students are able to navigate through 
multimedia programs at their own pace and ability level, e.g. some students can 
achieve a great deal of literary knowledge quite rapidly, while others need reme-
diation presented as text or in graphic form. Some topics become easier to under-
stand for students when they are presented by means of graphic displays. Photos 
and scanned images can be used to illustrate facts, concepts or procedures in the 
classroom or via multimedia. Non-verbal or graphic material can be used to sup-
ply verbal information for motivated students.  

Preparation of the Slovenian project work World from Words

World from Words is Slovenian project that explores the potential of multimedia 
and hypermedia for supporting the reader and writer response-based teaching 
and learning of literature in primary school (from 6 to 15 years of age). A re-
sponse-based approach to literature regards readers and writers as active mean-
ing makers whose personal experiences aff ect their interpretations of literary 
texts. The response-based classroom likewise emphasizes the role of students as 
readers and writers and the constructive reading/writing process. 

The fi rst phase of the project (2000-2001) involved the implementation of the 
methodology of teaching literature in primary school from a reader/writer re-
sponse-based perspective and its application to a critical review. A group of 
scholars (Peter Svetina, Blanka Bosnjak, and Milena Blazic), a classroom teacher 
(Marica Zveglic), and a translator (Jakob Kenda) under the academic supervision 
of Boza Krakar Vogel developed a response-based approach to classroom issues.  
Illustrations were made by Polona Lovsin, designed by Beti Jazbec at the publish-
ing house Rokus. 

The second phase of the project (2001-2002) involved prototype applications for 
teaching and learning literature in elementary school, with support for student 
responses. The elementary level application, a map of the world, was designed
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 around the metaphor of “world from words”, in which each continent is given a 
diff erent number in the textbook for primary schools. Students can metaphori-
cally enter worlds as readers and writers. This is an open-ended program that is 
centred on literary texts by major national and international authors from outside 
the curriculum for Slovene language and literature.

The third phase of the project (2002-2003) involved pilot testing the prototypes in 
real elementary classroom se� ings. The major outcome of the pilot scheme in-
volved highly motivated students and teachers. A virtual class of students and 
teachers enrolled on response-based courses were positive, despite the fact that 
the majority of the teachers are technophobes. We believe that the program and 
its response-based methodology and tools off ered a unique and interesting visu-
al environment to explore literature. Data collected from the pilot study in vir-
tual classrooms shows that those students’ on-line responses were quantitatively 
and qualitatively diff erent from their traditional classroom responses in note-
books.

More and more students are coming to the learning process with a predisposition 
and skills for electronic communication. It is becoming increasingly clear that the 
issues surrounding the use of multimedia need to be addressed in schools. A� er 
one year of the pilot project (2001-2002), we found that the Teaching Literature 
and Multimedia project World from words suggests that multimedia support for 
uniquely important forms of meaning making needs to be included in a broader 
view of literature teaching and learning.

Reader/writer response-based approaches to teaching and learning provide al-
ternatives to the traditional objectifying of literature and promote communica-
tion as a ‘scientifi c’ model of problem solving, and critical and creative thinking 
(Guilford, 1986; Torrance, 1965). Whereas traditional approaches to literature are 
based on close reading of texts and on correct interpretations, response-based 
theories regard readers as active meaning makers whose personal experiences 
aff ect their interpretations of literary texts. Writer/reader response-based practice 
emphasizes students as readers and writers and a constructive reading and writ-
ing process (Flower, in Hayes, 1981; Scardamalia & Bereiter, 1987). Students are 
motivated to respond actively to what they read or write from their own knowl-
edge and experience, and to develop their wri� en interpretations in groups of 
classmates. Understandings are developed through discussions and the writing 
process evolves from knowledge telling strategy to knowledge transforming 
strategy (Bereiter, 1987).  The process approach in teaching composition empha-
sizes the composing process (planning, dra� ing and revising) student-writers 
make use of when writing. 

Reader/writer response-based considerations and multimedia

Over the past decade, there has been a rapid development of multimedia in edu-
cation. Multimedia is the term used to describe a hypertext system that incorpo-
rates a variety of media besides text, including graphics, animation, video, 
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sound and hypertext links. Multimedia has enormous potential in the classroom, 
especially at elementary level, with a number of advantages for experiencing liter-
ary texts, as it calls on all the language skills (listening, reading, speaking, and 
writing) as well as viewing skills. 

One important characteristic of multimedia is their capacity to develop the cogni-
tive process of writing in ways that support its internalization (Flower, 1981; Bere-
iter, 1987). Multimedia programs are capable of incorporating students’ response 
to literary works, so as to include multiple perspectives, and promote links be-
tween the literary text and students’ experiences, and encourage an analytic or a 
creative approach to the interpretation of literary texts. The role of the literary text 
is primarily concerned with the way in which meaning is represented in relation 
to students and texts. The role of the students is dependent on the degree of inter-
activity that students have with texts. The program can contain tools for student 
responses to literary texts and can support students’ interactivity. The role of the 
teacher is as mentor, respondent and tutor. It also takes into account whether and 
how a program can include teacher’s materials and whether or not a program 
supports student-teacher communication.

Literary and multimedia classroom practice

Multimedia materials determine the eff ectiveness of multimedia applications that 
might be used in classroom practice to support literary interpretation. Navigation 
through an application is easily managed with visual icons. A variety of media 
elements are interrelated to represent contrasts, similarities and intertextuality. 
One of the most powerful features of multimedia technology for supporting read-
er/writer response-based literature teaching and learning is its capability to facili-
tate the sharing of students’ responses on-line. The medium could represent mul-
tiple methods of conversations around students’ reader and writer responses in 
the same way as in traditional paper-and-pen format. The motivating perspective 
of adding visual and aural support to students’ imagining and understanding has 
long been proved in the classroom. Multimedia complements the use of visual 
and aural media to illustrate and refl ect students’ ‘vision building’.  

Readers make connections between what they read and write and their own 
knowledge and experience. Visual representation is valuable for the cognitive 
process of writing and in shared discussion. Students could plan, write, edit, re-
vise and reinterpret representations of their personal response perspectives. A key 
element of reader/writer response-based approaches is an open-ended perspec-
tive on literary texts as regards individual interpretation. From a response-based 
perspective, no single response predominates, but rather multiple interpretations 
can be provided. Multimedia programs stimulate student-to-student, student-to-
teacher and teacher-to-student classroom discourse about literary texts.

Many literary texts have acquired canonical status, but reader/writer response-
based methodology supports the promotion of students authorship. Multimedia 
methodology encourages imagining and includes tools for students to build
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 their own discourse around the literary text. Multimedia features include the 
capacity to store and display large amounts of textual, aural and visual informa-
tion. The technology is well suited to storing a large of supporting animations 
that can be accessed by students, to fi ll in gaps and to motivate students to be-
come active respondents and not merely consumers. Student-centred teaching 
methodology emphasises the active role of students and tries to give students 
more control over how they learn. This contrasts with a traditional teacher-cen-
tred approach, where control rests with the teacher.

The Slovenian project World from Words relies on literary text on audio that has 
advantages for presenting literary texts. The combination of visual presentation 
with audio delivers information in an easily understood format. Audio may be 
used to support the literary text but does not interfere with the reading of the 
text. Audio does not compete with video presentation. Sometimes students com-
plete the task that is based more on audio than video information and literary 
texts are presented in short passages on screen. Students can visualize images of 
characters, times and places during the aural narration. Video, passages from 
movies and interviews with authors and with other students are major elements 
of interactive multimedia. 

Teaching literature and multimedia 

Up to now, multimedia has largely been used as a supplementary resource, for 
follow-up activities or as a form of reward in the classroom, but it can also pro-
vide a signifi cant basis for literary instruction. For some teachers multimedia 
may appear to be a reductive, even a trivializing, tool, compared to the conven-
tional linear, verbal act of reading literature, a view that students do not seem to 
share. However, the introduction of the computer should force teachers to re-
think their practices, while students should be motivated to learn in a new way. 
The use of multimedia also refl ects changes in literature teaching methodology. 

Presentation of the Slovenian project World from Words

World from Words consists of a series of textbooks for 4th to 9th grade, accompa-
nied by CD, videocasse� e and a website – h� p://www.svetizbesed.com/ – de-
signed as an online service to support and extend the teaching and learning of 
literature in primary school (from 6 to 14 years of age). This gives teachers and 
students a comprehensive resource, a set of tools providing access to literary 
texts, interviews with authors, interactive educational games and short biograph-
ical and bibliographical notes about authors and contexts. 

For example, the textbook World from Words 7, in print and screen versions, has 
been adapted to support the Curriculum for Slovene Language Arts (language 
and literature). It contains authors mostly listed in the national curriculum, in-
cluding contemporary national and international authors. Students feel closer to 
school textbooks enhanced with a� ractive audio/visual multimedia (CD, video-
tape, website) than they do to their teachers’ traditional tools. The World from
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 Words 7 project team, together with the publishers (Zalozba Rokus h� p://www.
zalozbarokus.si/ Ljubljana), are currently developing the fi rst materials for the 
multimedia teaching and learning of literature for students in primary schools. 
These materials will be available for teachers (textbook, videocasse� e, teacher’s 
guide) and students (textbook, CD, website).

Scholars and teachers suggest creative ways of using writer/reader-response

methodology in the workbook (at h� p://www.devetletka.net/sib7.asp), which is a 
collection of over 50 primary texts, off ering students the opportunity to access 
biographies, images, audio and video recordings, information about authors, web 
links, and the full texts of poems, plays, and fi ction. New technologies, far from 
threatening the book, can positively enhance its value by enriching the possibili-
ties for teaching literature through a range of new media. 

Implications for the classroom

Teaching literature in Slovenian primary schools is mostly based on reader-re-
sponse pedagogy, derived from the theories of Louise Rosenbla�  (1978). Litera-
ture teaching/learning with multimedia combines reader-response theory with 
multisensory response theory in an approach that is new and a� ractive, compared 
to conventional textbooks in which verbal meaning predominates. It suggests in-
teractive activities and provides opportunities for students to study authors, texts, 
and contexts using a variety of media (audio, video, and print) and a variety of 
technological and information resources to gather and synthesize reader/writer-
response to create and communicate knowledge.

This combination involves textual analysis, collaborative work and the integration 
of technology. It requires wri� en and graphic response to literary texts and pro-
vides an active hands-on experience in learning where students construct their 
ideas in a new format, using visual as well as spoken and wri� en language to ex-
press their own response. Students learn more eff ectively and more effi  ciently 
when teaching methods match their preferred learning styles. They apply a wide 
range of strategies to experience, comprehend, interpret and evaluate texts. They 
are highly motivated by a variety of integrated teaching materials, methods, and 
contexts.

Notes

  Blazic, M., Bosnjak, B., Kenda, J. J., Svetina, P., Zveglic, M. (2003). Svet iz besed 7: 
delovni zvezek  za branje v 7. razredu devetletne osnovne šole. Ljubljana: Rokus. 

Blazic, M., Bosnjak, B., Kenda, J. J., Svetina, P., Zveglic, M. (2003). Svet iz besed 7: 
delovni zvezek  za branje v 8. razredu devetletne osnovne šole. Ljubljana: Rokus.

Blazic, M., Kenda, J. J., Hodnik, I., Frigelj, J., Longo, J. (2003). Svet iz besed 7: delov-
ni zvezek  za branje v 4. razredu devetletne osnovne šole. Ljubljana: Rokus.

Lemez, B. (2003). Svet iz besed (audio book). Ljubljana: Rokus.
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Cafnik, M., Tasker, P., Gajic, I., Lemez, B. (2003) Svet iz besed (video). Ljubljana: 
Rokus.

2 The workbook World from Words 7 was awarded with the second prize at the 
Bologna Children‘s Book fair 2003 at the Global Learning Initiative – GLI  Award 
from The Association of Educational Publishers and  The  Bologna Children‘s 
Book Fair. The Slovenian project World from Words from 4th until 9th grade al-
ready published 4th, 7th, and 8th printed textbook for primary schools are sup-
ported by CD, videocasse� e, and interactive internet.
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1. Reader-Response

In Slovenia, we have developed a model which connects the reader-response 
to the writer-response theory. In this process, the students as writers and the 
literary text aff ect one another. The creative response to the text is viewed as 
a meeting of two meaning makers. Writing instruction should not seek to 
control the writer’s experience, but rather try to facilitate the writer’s own 
structuring of that experience. Most contemporary theories of reading focus 
on the process of interaction between reader and literary text, a view intro-
duced by Rosenbla�  (1978). For reader-response theorists (Rosenbla� , Jaus, 
Iser) a text is a response-inviting structure. The meaning of the text remains 
a potential until the reader actualises it. In our teaching experience and ac-
cording to writer-response theory, we suppose that the writer is a more ac-
tive producer of the text than the reader is. The constitutive role of the text 
and the active participation of the writer in producing meaning are pre-
served in the theory of the writing process. 

2. Writer-Response 

For students from grades 1-9, the encounter with literary texts has the char-
acteristics of play, as it is a natural activity. In writer-response, the literary 
text is open to the individual writer. The reader becomes the individual writ-
er as he reveals him/herself through the act of writing.  Student writers are 
allowed their creative, personal response, as it is relevant to literature. Writ-
er-response consists of internalised rhetorical strategies through the act of 
writing.  Writing response is also the act of close reading. 

FROM READER-RESPONSE TO WRITER-
RESPONSE THEORY 

Milena Blazic
(University of Lubljana)
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Methods of creating text based on Hans Robert Jauss (1982) a reception theo-
rist, study how horizons of expectations change with time and audience, 
thereby changing the methods students use to respond and interpret text as 
both reader and writer. Wolfgang Iser (1978a; 1978b) analyses the text’s ef-
fects on both the implied reader and the actual reader. Iser also discusses 
ways in which texts are concretised in the reader or writer’s mind. 

The writer-response theory shi� s from the traditional description of literary 
texts in terms of their internal characteristics to a discussion of the re-crea-
tion of meanings within the reading and writing process. Student writers in 
the act of writing see composing as actualising literary text by fi lling in the 
gaps or indeterminacies of meaning. The writer has an active role as the text 
producer. In reader-response criticism, many elements in literary texts re-
quire the reader and writer to decide on their meaning. The writer is an indi-
vidual aff ected by history and social context and is an active participant in 
the formation of the text.

3. Infl uences of Post-Modernism

Postmodernism parodies all meta-narrative and master code elements, in-
cluding genre and literary form, and explores the marginalised aspects of 
society, (among which we may include students. The refusal of seriousness, 
the inversion of everything and the use of parody, play, humour and wit are 
characteristics of the Post-Modern, as are the crossing and dissolving of bor-
ders between fi ction and non-fi ction, between literary genres, and between 
high and low culture. 
4. Reader-response-centred methodology and creative methods of teaching 
literature from 1-9

Methods of creating meta-
text or parallel text based 
on prototext.  

Students activities: 

1. Adaptation Students compose a metatext or parallel text 
based on adaptation of the prototext to other 
literary genres; e.g.:

 dramatization of poems and
      prose;

 literary genres  – fairy tale, 
     detective story, fable 
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2. Changing / sub-
stituting

Students compose a metatext or parallel text based 
on changing / substituting characters, se� ings, 
events, narrator, key characteristics in the prototext; 
e. g.: 

 dramatization of poems and prose;

 literary genres  – fairy tale, detective story, fable 
3. Compounding Students compose a metatext or parallel text based 

on compounding diff erent elements of diff erent 
prototexts: characters/se� ing/events/narrator/key 
elements; e. g. mixing fairy tales

4. Disposition Students compose a metatext or parallel text based 
on disposition (disposition of structure) of proto-
text. 

5. Filling, choosing, 
continuing or pre-
dicting

Students compose a metatext or parallel text based 
on gap fi lling the prototext: 

 pre-story; middle part and / or end; 

 continuation or prediction (horizon of expecta-
tion): what is       going to happen?

6. Imitation Students compose a metatext or parallel text based 
on imitation of style/structure/contents of the liter-
ary prototext.

7. Key words / 
words / sentences / 
pictures 

Students compose a metatext or parallel text based 
on key words/given words/mind map of (unknown) 
prototext (also puzzle text).  

8. Memory Students compose a metatext or parallel text based 
on memory of the prototext (abridged or una-
bridged).

9. Questions Students compose a metatext or parallel text based 
on questions that converge with or diverge from 
the prototext. 

10. Transformation Students compose a metatext or parallel text based on 
transformation of the prototext: 

 importing or changing new elements in text 

 abridging or enlarging text 

 transforming literary genres from fi ction to non-fi c-
tion and    vice versa.
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  5. Implications for teaching

Writer-response theory off ers teachers of literature of grades 1-9 several as-
sumptions and principles.  

1. It suggests that the literary text or prototext is contained within the reader 
or writer, and is created or composed in the act of writing, rather than in the 
act of reading or in the text. 

2. Literary texts are changeable, variable and diff erent for each reader and 
writer. 

3. Teachers face the diffi  cult but interesting task of acknowledging the 
uniqueness of the writer and of each composition, accepting the diff erences, 
and composing material signifi cant for discussion and writing.  

4. Next, writing responses are considered. Students are motivated to express 
their responses, associations, images, experiences and ideas.  Teachers guid-
ed by this theory encourage students to articulate responses, understanding 
and creative acceptance of the text.

5. The conception of structural literary knowledge is expanded. The results 
of such writer-response theory might be greater knowledge of text, author, 
self, and other students’ responses.  

6. The ability to read will increase, as will the ability to observe features of 
language, and to draw inferences about writers, texts and points of view.  

7. The students will read fi rst as readers and then as writers. 

8. They will change the code of responding, comprehending and interpret-
ing literary work. 

9. This writer-response theory supports the primacy of an active response to 
literary texts, not as a passive reader, but as an active writer.  

10. The main goal of writer-response theory in grades 1-9 is not to develop 
students as professional writers, but to help them appreciate literature as a 
life-long value.
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6. Conclusion 

A writer-response approach does not deny the validity of other approaches 
to literature. Writer-response theory asserts that the encounter of the reader 
as a writer, as a unique individual, with the literary text is a fundamental 
literary experience. The responsibility for learning is focused on students as 
writers. Knowledge of literature is something that can be learned and some-
thing the teacher can teach the student, but it is more valuable if the indi-
vidual creates knowledge of literature and wri� en response through the 
exchange with texts and other student writers. Using techniques of creating 
metatext based on prototext, students can become implied and actual writ-
ers, develop their creative (Guilford 1950, Torrance 1988) and cognitive writ-
ing process (Flower & Hayes 1981), and move the writing process from ele-
mentary to advanced level or from knowledge telling strategies to knowl-
edge transforming strategies (Bereiter & Scardamalia 1984).

7. Examples of writer-response models of creating metatexts based on pro-
totext of the

    Hans Christian Andersen’s fairy tale The Princess and The Pea 

Methods of creating 
metatext based on pro-
totext
1. Adaptation Students’ oral or wri� en dramatization of the 

fairy tale The Princess and the Pea: 

 dramatis personae: The Prince, The Princess, 
Old

    King and Old Queen and the Pea (see V. Propp 
1928 on the 31 plot elements or ‘functions’ of 
fairytales)

Students adapt the fairy tale into picture books 
or comics.

 The Princess and the Pea as comics

Illustrations of Andersen’s  fairy tale The Princess and 
the Pea

 Poems; lyrics; haiku; narrative poetry 
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 Fairy tales: supernatural/magic helper 

 Realistic story (everyday confl ict)

 Subversive genres/Revolting Rhymes: The Princess

    and the Pea  

 Young Adult novel (big city, generation protest, sex,

    teenage culture, music, clothes, food, slang…)

 Humour

 Nonsense 

 Science fi ction: The Princess and the Pea meet a

    Robot 

Students write an adaptation of the fairy tale as detec-
tive story:

 The Princess and the Pea with Emil and the

    Detectives (Erich Kästner 1929)

 Somebody has taken the pea from the museum

    (detective story)
2. Changing / substitut-
ing

Students compose a metatext based on chang-
ing/ substituting: 

 The Prince and the Pea

 The Prince and  the Snowfl ake

 The Princess and the Rice

 The Princess and  the Coff ee Bean

 The Princess and  the Corn

 The Princess and the Milky Way (Space)

 The Princess and the Pearl (Sea)

 The Princess and the Pea in our school
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 The Princess and the Pea in the land of giant people

  The Princess and the Pea in the land of miniature

     people

3. Compounding Students compose a metatext, compounding characters 
from two or more diff erent prototexts: 

 The Princess and the Pea and A Beggar-Prince 

Students write a metatext based on compounding of 
characters from diff erent prototexts: 

 The Princess and the Pea and Li� le Red Riding 
Hood

 The Princess and the Pea and Hänsel and Gretel

 The Princess and the Pea and Puss in Boots

 The Princes on the Pea and Jack and the Beanstalk

 The Princess and the Pea and the Swineherd

 The Princess and the Pea and the Ugly Duckling

 The Princess and the Pea and the Nightingale

 The Princess and the Pea and the Li� le Mermaid

 The Princess and the Pea and the Happy Prince

    (Oscar Wilde)

 The Princess and the Pea and Pippi Longstocking

    (Astrid Lindgren),

 The Princess and the Pea and Matilda (Roald Dahl),

 The Princess and the Pea with Emil and the

    Detectives (Erich Kästner) 
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4. Disposition Students draw or write dispositions: what happened at 
the beginning, the middle and the end of the fairy tale: 
The Princess and the Pea.

Students draw or write a plan (mind map) for an inno-
vative metatext: beginning, middle, end - plot of fanta-
sy:

 Beginning of the story: departure home

 Middle of the story: adventures, performing a task

 End: safe homecoming

 Flashback: retrospective story (starts in the museum)
5. Filling, choos-
ing, continuing 
or predicting

Students write pre-story:

What happened before the Princess came to the city 
door?

They explain why the Princess was lost. 

Students write a continuation or prediction of the fairy 
tale The Princess and the Pea:

 What happened to the Princess a� er ’happily ever

    a� er’?
6. Imitation Students can compose a metatext based on an imitation 

of the prototext: 

 The style of the author 

 The style of the literary period

 Story line 

 Structure 
7. Key words / 
sentences/ pic-
tures 

Students compose metatext based on key words (10):

Castle  Eiderdown  King  Ma� ress  Museum  Pea 
 Prince  Princess  Queen  Storm. 
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Students compose a metatext based on given words (10): 

Castle - Journey  - Night  - Once  - Prince - Princess - Rain 
- Skin  - Story  - Twenty.

Students compose a metatext based on given words (10):

Black – Blue - Delicate – Frightful - Hard – Plenty - Sad – 
Simple - True – Wrong.

8. Memory Students retell the fairy tale: 

 e-messages 

 Students creatively retell an expanded version of the

    fairy tale

 Who is who in the fairy tale?

 Home page of the fairy tale.

    H� p://www.princessandthepea.com/ 

 The Headline of the Princess and the Pea in school

    newspaper

 TV news

 Graffi  ti

 Crossword puzzles

Creative retelling (bridging the gaps in the text): 

 Interview with the Princess

 Interview with the Prince

 Interview with the Pea

 Interview with H. C. Andersen
9. Questions Students compose a metatext based on divergent ques-

tions of the prototext: 

 What would have happened if the Princess had not 
knocked at the city gate? 
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 What would have happened if the Princess had 
not been the real Princess?

 What would have happened if the Pea were lost in 
the ma� resses and eiderdown quilts?

 What would have happened if the Pea had been 
eaten by Rosie (Pat Hutchins: Rosie’s Walk)

 What would the Pea write in a Diary?  The Diary 
of the Pea 

 What would be wri� en in the Chronicle of the 
Museum? 

 A literary excursion to the Pea Museum
10. Transformation Students transform the fairy tale The Princess and 

the Pea into non-fi ctional genres:

 biography of the Princess 

 TV news about the Princess 

 literary quiz about the Princess

Students transform the fairy tale – modernisation  
(fi ction, non-fi ction; in time and space)

 advertisement for the Pea 

 invitation for the wedding of the Prince and Prin-
cess;

 horoscope for the Princess – horoscope for the 
Prince

 the weather forecast for the Princess – the 
weather    forecast for the Prince 

 fortune telling for the Princess – fortune telling 
for the     Prince

 map of the journey for the Princess / the Prince.
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 Appendix

H. C. Andersen

THE PRINCESS AND THE PEA

Once upon a time, there was a prince who wanted to marry a princess; but 
she would have to be a real princess. He travelled all over the world to fi nd 
one, but nowhere could he get what he wanted. There were princesses 
enough, but it was diffi  cult to fi nd out whether they were real ones. There 
was always something about them that was not as it should be. So, he came 
home again and was sad, for he would have liked very much to have a real 
princess.

One evening a terrible storm came on; there was thunder and lightning, and 
the rain poured down in torrents.  Suddenly a knocking was heard at the city 
gate, and the old king went to open it.

It was a princess standing out there in front of the gate. But, good gracious!  
What a sight the rain and the wind had made her look. The water ran down 
from her hair and clothes; it ran down into the toes of her shoes and out 
again at the heels. And yet, she said that she was a real princess.
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„Well, we‘ll soon fi nd that out,“ thought the old queen. But she said nothing, 
went into the bedroom, took all the bedding off  the bedstead, and laid a pea on 
the bo� om; then she took twenty ma� resses and laid them on the pea, and then 
twenty eider-down beds on top of the ma� resses.

On this, the princess had to lie all night. In the morning, she was asked how she 
had slept.

„Oh, very badly!“ said she. „I have scarcely closed my eyes all night. Heaven 
only knows what was in the bed, but I was lying on something hard, so that I am 
black and blue all over my body. It‘s horrible!“

Now they knew that she was a real princess because she had felt the pea right 
through the twenty ma� resses and the twenty eider-down beds.

Nobody but a real princess could be as sensitive as that.

So, the prince took her for his wife, for now he knew that he had a real princess; 
and the pea was put in the museum, where it may still be seen, if no one has 
stolen it.

There, that is a true story.

Hans Christian Andersen (1805-1875), the world-famous Danish author, whose 
work has been translated into more than 120 languages, was born in Odense - 
then Denmark´s second largest town, today the third largest. The fi rst 14 years of 
his life he spent in this town, which provided him with subject ma� er for several 
of his fairy-tales, as well as for parts of novels, memoirs and plays. In Odense you 
will also fi nd the museums Hans Christian Andersen’s House and Hans Chris-
tian Andersen’s Childhood Home. 

The extensive interest in Hans Christian Andersen, not only within Denmark but 
also internationally, encompasses both the man and the writer: his fairy-tales (190 
in total), autobiographies (3), travel journals (5), novels (6) etc., his personal con-
nections with the arts, music and theatre of the time, and not least Andersen as a 
point of departure today regarding children’s reading and drawing, illustrators, 
puppet fi lms, cartoons, movies, stage productions, ballets, operas etc. h� p://
www.andersen.sdu.dk/velkomst/index_e.html 

 Charles Perrault: Li� le Red Riding Hood (1697)

Once upon a time there lived in a certain village a li� le country girl, the pre� iest 
creature who was ever seen. Her mother was excessively fond of her; and her 
grandmother doted on her still more. This good woman had a li� le red riding 
hood made for her. It suited the girl so extremely well that everybody called her 
Li� le Red Riding Hood. 
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One day her mother, having made some cakes, said to her, „Go, my dear, and see 
how your grandmother is doing, for I hear she has been very ill. Take her a cake, 
and this li� le pot of bu� er.“ 

Li� le Red Riding Hood set out immediately to go to her grandmother, who lived 
in another village. 

As she was going through the wood, she met with a wolf, which had a very great 
mind to eat her up, but he dared not, because of some woodcu� ers working near-
by in the forest. He asked her where she was going. The poor child, who did not 
know that it was dangerous to stay and talk to a wolf, said to him, „I am going to 
see my grandmother and bring her a cake and a li� le pot of bu� er from my moth-
er”. 

„Does she live far off ?“ said the wolf 

„Oh I say”, answered Li� le Red Riding Hood; „it is beyond that mill you see 
there, at the fi rst house in the village.“ 

„Well,“ said the wolf, „and I‘ll go and see her too. I‘ll go this way and go you that, 
and we shall see who will be there fi rst.“ 

The wolf ran as fast as he could, taking the shortest path, and the li� le girl took a 
roundabout way, entertaining herself by gathering nuts, running a� er bu� erfl ies, 
and gathering bouquets of li� le fl owers. It was not long before the wolf arrived at 
the old woman‘s house. He knocked at the door: tap, tap. 

„Who‘s there?“ 

„Your grandchild, Li� le Red Riding Hood,“ replied the wolf, counterfeiting her 
voice; „who has brought you a cake and a li� le pot of bu� er sent you by moth-
er”. 

The good grandmother, who was in bed, because she was somewhat ill, cried out, 
„Pull the bobbin, and the latch will go up.“ 

The wolf pulled the bobbin, and the door opened, and then he immediately fell 
upon the good woman and ate her up in a moment, for it been more than three 
days since he had eaten. He then shut the door and got into the grandmother‘s 
bed, expecting Li� le Red Riding Hood, who came some time a� erwards and 
knocked at the door: tap, tap. 

„Who‘s there?“ 

Li� le Red Riding Hood, hearing the big voice of the wolf, was at fi rst afraid; but 
believing her grandmother had a cold and was hoarse, answered, „It is your 
grandchild Li� le Red Riding Hood, who has brought you a cake and a li� le pot 
of bu� er mother sends you.“ 
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The wolf cried out to her, so� ening his voice as much as he could, „Pull the bob-
bin, and the latch will go up.“ 

Li� le Red Riding Hood pulled the bobbin, and the door opened. 

The wolf, seeing her come in, said to her, hiding himself under the bedclothes, 
„Put the cake and the li� le pot of bu� er upon the stool, and come get into bed with 
me”. 

Li� le Red Riding Hood took off  her clothes and got into bed. She was greatly 
amazed to see how her grandmother looked in her nightclothes, and said to her, 
„Grandmother, what big arms you have!“ 

„All the be� er to hug you with, my dear.“ 

„Grandmother, what big legs you have!“ 

„All the be� er to run with, my child.“ 

„Grandmother, what big ears you have!“ 

„All the be� er to hear with, my child.“ 

„Grandmother, what big eyes you have!“ 

„All the be� er to see with, my child.“ 

„Grandmother, what big teeth you have got!“ 

„All the be� er to eat you up with.“ 

And, saying these words, this wicked wolf fell upon Li� le Red Riding Hood, and 
ate her all up. 

Moral: Children, especially a� ractive, well-bred young ladies, should never talk 
to strangers, for if they should do so, they may well provide dinner for a wolf. I 
say „wolf”, but there are various kinds of wolves. There are also those who are 
charming, quiet, polite, unassuming, complacent, and sweet, who pursue young 
women at home and in the streets. And unfortunately, it is these gentle wolves 
who are the most dangerous ones of all. 

 Jacob and Wilhelm Grimm: Li� le Red Cap (1812)

Once upon a time, there was a sweet li� le girl. Everyone who saw her liked her, 
but most of all her grandmother, who did not know what to give the child next. 
Once she gave her a li� le cap made of red velvet. Because it suited her so well, and 
she wanted to wear it all the time, she came to be known as Li� le Red Cap. 

One day her mother said to her, „Come Li� le Red Cap. Here is a piece of cake and 
a bo� le of wine. Take them to your grandmother. She is sick and weak, and they 
will do her well. Mind your manners and give her my greetings. Behave yourself
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 on the way, and do not leave the path, or you might fall down and break the glass, 
and then there will be nothing for your grandmother. And when you enter her 
parlour, don‘t forget to say ‚Good morning,‘ and don‘t peer into all the corners 
fi rst.“ 

„I‘ll do everything just right,“ said Li� le Red Cap, shaking her mother‘s hand.

The grandmother lived out in the woods, a half hour from the village. When Lit-
tle Red Cap entered the woods, a wolf came up to her. She did not know what a 
wicked animal he was, and was not afraid of him. 

„Good day to you, Li� le Red Cap.“

„Thank you, wolf.“ 

„Where are you going so early, Li� le Red Cap?“ 

„To grandmother‘s.“ 

„And what are you carrying under your apron?“ 

„Grandmother is sick and weak, and I am taking her some cake and wine. We 
baked yesterday, and they should be good for her and give her strength.“ 

„Li� le Red Cap, just where does your grandmother live?“ 

„Her house is good quarter hour from here in the woods, under the three large 
oak trees. There‘s a hedge of hazel bushes there. You must know the place,“ said 
Li� le Red Cap. 

The wolf thought to himself, „Now that sweet young thing is a tasty bite for me. 
She will taste even be� er than the old woman. You must be sly, and you can catch 
them both.“ 

He walked along a li� le while with Li� le Red Cap, and then he said, „Li� le Red 
Cap, just look at the beautiful fl owers that are all around us. Why don‘t you go 
and take a look? And I don‘t believe you can hear how beautifully the birds are 
singing. You are walking along as though you were on your way to school. It is 
very beautiful in the woods.“ 

Li� le Red Cap opened her eyes and when she saw the sunbeams dancing to and 
fro through the trees and how the ground was covered with beautiful fl owers, 
she thought, „If a take a fresh bouquet to grandmother, she will be very pleased. 
Anyway, it is still early, and I‘ll be home on time.“ And she ran off  the path into 
the woods looking for fl owers. Each time she picked one she thought that she 
could see an even more beautiful one a li� le way off , and she ran a� er it, going 
further and further into the woods. But the wolf ran straight to the grandmother‘s 
house and knocked on the door. 
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„Who‘s there?“ 

„Li� le Red Cap. I‘m bringing you some cake and wine. Open the door.“ 

„Just press the latch”, called out the grandmother. „I‘m too weak to get up.“ 

The wolf pressed the latch, and the door opened. He stepped inside, went straight 
to the grandmother‘s bed, and ate her up. Then he put on her clothes, put her cap 
on his head, got into her bed, and pulled the curtains shut. 

Li� le Red Cap had run a� er the fl owers. A� er she had gathered so many that she 
could not carry any more, she remembered her grandmother, and then contin-
ued on her way to her house. She found, to her surprise, that the door was open. 
She walked into the parlour, and everything looked so strange that she thought, 
„Oh, my God, why am I so afraid? I usually like it at grandmother‘s.“ 

She called out, „Good morning!“ but received no answer.

Then she went to the bed and pulled back the curtains. Grandmother was lying 
there with her cap pulled down over her face and looking very strange. 

„Oh, grandmother, what big ears you have!“ 

„All the be� er to hear you with.“ 

„Oh, grandmothers, what big eyes you have!“ 

„All the be� er to see you with.“ 

„Oh, grandmother, what big hands you have!“ 

„All the be� er to grab you with!“ 

„Oh, grandmothers, what a horribly big mouths you have!“ 

„All the be� er to eat you with!“ 

The wolf had scarcely fi nished speaking when he jumped from the bed with a 
single leap and ate up poor Li� le Red Cap. As soon as the wolf had satisfi ed his 
desires, he climbed back into bed, fell asleep, and began to snore very loudly. 

A huntsman was just passing by. He thought, „The old woman is snoring so loud-
ly. You had be� er see if something is wrong with her.“

He stepped into the parlour, and when he approached the bed, he saw the wolf 
lying there. „So here I fi nd you, you old sinner,“ he said. „I have been hunting for 
you a long time.“
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He was about to aim his rifl e when it occurred to him that the wolf might have 
eaten the grandmother, and that she still might be rescued. So instead of shoot-
ing, he took a pair of scissors and began to cut open the wolf‘s belly. A� er a few 
cuts, he saw the red cap shining through., and a� er a few more cuts, the girl 
jumped out, crying, „Oh, I was so frightened! It was so dark inside the wolf‘s 
body!“ 

And then the grandmother came out as well, alive but hardly able to breathe. 
Then Li� le Red Cap fetched some large stones. She fi lled the wolf‘s body with 
them, and when he woke up and tried to run away, the stones were so heavy that 
he immediately fell down dead. 

The three of them were happy. The huntsman skinned the wolf and went home 
with the pelt. The grandmother ate the cake and drank the wine that Li� le Red 
Cap had brought. And Li� le Red Cap thought, „As long as I live, I will never 
leave the path and run off  into the woods by myself if mother tells me not to”. 

They also tell how Li� le Red Cap was taking some baked things to her grand-
mother another time, when another wolf spoke to her and wanted her to leave 
the path. But Li� le Red Cap took care and went straight to grandmother‘s. She 
told her that she had seen the wolf, and that he had wished her a good day, but 
had stared at her in a wicked manner. „If we hadn‘t been on a public road, he 
would have eaten me up,“ she said. 

„Come,“ said the grandmother. „Let‘s lock the door, so he can‘t get in.“ 

Soon a� erward, the wolf knocked on the door and called out, „Open up, grand-
mother. It‘s Li� le Red Cap, and I‘m bringing you some baked things.“ 

They remained silent, and did not open the door. Gray-Head crept around the 
house several times, and fi nally jumped onto the roof. He wanted to wait until 
Li� le Red Cap went home that evening, then follow her and eat her up in the 
darkness. But the grandmother saw what he was up to. There was a large stone 
trough in front of the house. 

„Fetch a bucket, Li� le Red Cap,“ she said to the child. „Yesterday I cooked some 
sausage. Carry the water that I boiled them with to the trough.“ Li� le Red Cap 
carried water until the large, large trough was clear full. The smell of sausage 
arose into the wolf‘s nose. He sniff ed and looked down, stretching his neck so 
long, that he could no longer hold himself, and he began to slide. He slid off  the 
roof, fell into the trough, and drowned. And Li� le Red Cap returned home hap-
pily, and no one harmed her. 

 Roald Dahl:  Li� le Red Riding Hood and the Wolf (1982)

As soon as Wolf began to feel

That he would like a decent meal,
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He went and knocked on Grandma‘s door.

When Grandma opened it, she saw

The sharp white teeth, the horrid grin,

And Wolfi e said, ``May I come in?‘‘

Poor Grandmamma was terrifi ed,

``He‘s going to eat me up!‘‘ she cried. 

And she was absolutely right.

He ate her up in one big bite.

But Grandmamma was small and tough,

And Wolfi e wailed, ``That‘s not enough!

I haven‘t yet begun to feel

That I have had a decent meal!‘‘

He ran around the kitchen yelping,

``I‘ve got to have a second helping!‘‘

Then added with a frightful leer,

``I‘m therefore going to wait right here

Till Li� le Miss Red Riding Hood

Comes home from walking in the wood.‘‘

He quickly put on Grandma‘s clothes,

(Of course he hadn‘t eaten those).

He dressed himself in coat and hat.

He put on shoes, and a� er that

He even brushed and curled his hair,

Then sat himself in Grandma‘s chair.

In came the li� le girl in red.

She stopped. She stared. And then she said, 

``What great big ears you have, Grandma.‘‘
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``All the be� er to hear you with,‘‘ the Wolf replied.

``What great big eyes you have, Grandma.‘‘

said Li� le Red Riding Hood.

``All the be� er to see you with,‘‘ the Wolf replied. 

He sat there watching her and smiled.

He thought, I‘m going to eat this child.

Compared with her old Grandmamma

She‘s going to taste like caviar. 

Then Li� le Red Riding Hood said, ``But Grandma,

what a lovely great big furry coat you have on.‘‘ 

``That‘s wrong!‘‘ cried Wolf. ``Have you forgot

To tell me what BIG TEETH I‘ve got?

Ah well, no ma� er what you say,

I‘m going to eat you anyway.‘‘

The small girl smiles. One eyelid fl ickers.

She wimps a pistol from her knickers.

She aims it at the creature‘s head

And bang bang bang, she shoots him dead.

A few weeks later, in the wood,

I came across Miss Riding Hood.

But what a change! No cloak of red,

No silly hood upon her head.

She said, ``Hello, and do please note

My lovely furry wolfskin coat.‘‘ 

 A Slovene folktale:  The Magic Apple

Once upon a time, there was a king who had three sons. The king had grown old 
and was not as strong as he used to be. Then one day he became very ill.
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The best doctors in the land were called to the king‘s bedside, but they could do 
nothing to help him. So the king prepared to die.

He was lying in bed one morning when the door to his room opened and a beg-
gar walked in. Leaning on a crutch, he slowly mad his way over to the king.

The king frowned. He was not in the mood so see anyone. He wanted to die in 
peace.

»Excuse me, your majesty, « the beggar said. »I have not come to ask you for any-
thing. Instead, I have come to tell you something important. «

»Make it quick! « the king said. » I am a dying man. This may be my last hour on 
earth. «

»Not at all! « the beggar replied. » In fact, you may live for many more years. 
There is magic in the world that can make you well again. «

»I don‘t believe you, « the king said. »But go ahead and tell me about it anyway. «

»I know of an apple in a garden, « the beggar explained. »A single bite and you 
would be as healthy as a horse. Send your three sons out to look for it. One of 
them is sure to fi nd it. But hurry and do as I say, or you will die – and soon. « With 
that, the beggar le�  the room.

»Wait! « the king called out a� er him. The beggar had not told him where the 
garden was!

»Did you call me, Your Majesty? « a servant asked, opening the door and peering 
in.

»Find that beggar who just le�  my room, « the king instructed. »Then bring him 
back to me. «

The servant was puzzled. »Nobody has le�  your room, Highness, « he said. »And 
I have been standing guard outside your door for hours. «

That gave the king something to think about. A� er a while, he sent the servant to 
fetch his three sons.

»I have news, « the king said to them. »It appears that I am not doomed to die. A 
beggar has just told me about a magic apple – an apple that can cure me with a 
single bite. I have decided that whoever fi nds that apple will inherit my king-
dom. «

Now, the two older sons were not happy about this. They did not like to travel. 
They did not want to miss any of the parties and festivals that went on in the 
castle. But the young son was delighted. His dear father had a chance to live!

All three of the princes le�  that day, each heading off  in a diff erent direction.
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Several weeks later, the oldest son came to a deserted land. Not a single village or 
house was in sight. So he was surprised to see a man limping toward him with a 
crutch under his arm.

The oldest son did not know that this was the beggar who had visited his father. 
He stuck his nose in the air and prepared to pass him by.

»Please, sir, can you give me a li� le money? « the beggar asked. The prince threw 
a dime on the ground.

»Please, sir, can you give me a li� le food? « the beggar asked. » I am starving! 

»I will give you nothing else, « the prince replied. »But tell me, have you heard of 
a garden where I might fi nd a magic apple? «

»Follow this road and you can‘t miss it, « the beggar said. »Just be sure to pick the 
apple and get out of the garden as fast as you can. «

« Don‘t tell ME what to do, « the prince said. Then he turned his back on the beg-
gar and walked on.

Before long, the oldest son found himself in front of a large gate. When he opened 
it and looked through, he saw a beautiful garden. Right in the middle was a large 
apple tree, and on its lowest branch hung a single apple.

Now, the prince could have picked the apple and le� , just as the beggar had told 
him to do. Instead, he decided to take his time. The garden was so lovely! All 
around him were thousands of fl owers, and their perfume fi lled the air. The 
prince breathed deeply.

The next thing he knew, the beggar was standing over him. The prince had fallen 
asleep beneath the apple tree!

«You should have listened to me, « the beggar said. » You do not deserve to bring 
the apple to your father and inherit his kingdom. «

The beggar broke a branch off  of the apple tree and touched the prince with it. All 
at once, the prince felt very strange. When he looked down at his body, he saw 
that he had changed into a raven!

»You will stay a raven until somebody breaks the spell, « the beggar said. »Now 
fl y away, foolish prince! «

Three days later, the same thing happened to the middle brother. He, too, ig-
nored the beggar‘s advice. He, too, fl ew away from the garden on his new black 
wings.

A� er three more days the youngest prince followed the same road his brothers 
had travelled. But when he saw the beggar, he did not wait to be asked for money. 
He put a gold piece into the beggar‘s hat. And when he saw how thin the beggar 
was, he gave him some bread as well.
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The beggar bowed and thanked him. »I know where you are going, my prince, « 
he said. »I will give you some advice. Pick the apple quickly and leave the garden 
at once. Your father must eat the apple before the moon rises tonight. If you lin-
ger in the garden, he will die! «

When the young prince reached the garden, he was amazed by how beautiful it 
was. He wished he could spend more time there, smelling the fl owers. He wished 
he could lie down beneath the apple three. He remembered the beggar‘s words, 
but he felt so TIRED…

All at once, two ravens fl ew overhead, fl apping their wings, and crying of the 
garden, clutching the apple in his hands.

The beggar was waiting outside the gate. »I was worried about you, « the beggar 
said. »But you followed my advice, so your father will live. «

»I have something for you: a magic twig. When the king had eaten the apple and 
risen from his bed, go outside the castle, and wait. Two ravens will come out of 
the sky and land at your feet. Touch them with this twig.” 

The young prince barely heard what the beggar was saying. He was still so tired 
that he could hardly keep his eyes open. He had breathed the air of the garden, 
and its spell was very powerful.

His head dropped… his leg felt as heavy as lead…As he fell asleep, he felt the 
beggar grip him around the waist – and li�  him into the air. They were fl ying!

The young prince awoke in front of the castle. At fi rst, he wondered if it had all 
been a dream. Then he saw the apple in his hands and remembered what the 
beggar had said. His father had to eat the apple before moonrise!

The prince rushed into the castle. As soon as the king bites the apple, he was 
healed! He jumped out of bed and did a dance on the fl oor.

Outside the castle, the youngest son touched two ravens with the magic twig the 
beggar had given him. Imagine his surprise when they turned back into his 
brothers!

There was great rejoicing in the kingdom that night. Everyone in the castle sat 
down together for a feast. Only the two older sons looked unhappy because their 
li� le brother had brought back the apple, he would be king someday.

How do I know this story? I was a guest at the feast. So every word I have wri� en 
here is true.

 A Slovene folktale: The Shepherd

 Once upon a time, in Istria near the sea, a young boy was tending some cows and 
some sheep and goats.
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It was a� ernoon, and the heat of the sun was burning. Suddenly, the boy saw 
three beautiful girls asleep on the so�  grass. They were fairies. They were incred-
ibly pre� y, and looked very much like each other; in fact, they looked almost the 
same.

The boy never thought they might be fairies. He thought they were very just girls 
who were tired themselves and had fallen asleep in the sun.

»But the sun will burn them, « he thought to himself. »Such pre� y faces. I must 
help them. «

He climbed the nearby lime-tree, broke off  some thick branches, and provided 
shelter from the sun for the girls.

Soon the fairies awoke and got up. They were surprised and asked each other 
who could have been so merciful to shield them from the sun.

(But they knew very well what had happened, as fairies never sleep but only 
pretend to be asleep. They asked questions only to see whether the boy would 
speak up or not.)

But the shepherd did not say a word; he even tried to run away for he could not 
stand looking at the fairies: their hair gleamed too much. It gli� ered like pure 
gold.

In an instant all, three were by his side. He could not run away. They asked him 
what he wanted for shelter from the burning sun. But the boy did not dare to ask 
for anyhing. They off ered him a miraculous purse, which would forever stay full 
of gold coins. But the shepherd did not want it for he did not know the value of 
money. He did not know what to make of it; to play with it he did not want, for 
money is a dead thing, and he had live cows and sheep which he loved more that 
anything.

When the fairies saw de did not want the money, they said to him:

»When you drive your herd home tonight, you will hear the jingling of bells com-
ing from the sea; but do not turn round until you reach home.”

So they spoke and disappeared.

Only then did the boy realise they were not just ordinary girls, but must have 
been fairies.

When the sun started sinking into the sea, the shepherd headed for home.

The closer he was home, the louder was the jingling of the bells behind his back.

But he forgot what the fairies had told him. When he was half-way from home, 
he turned round in curiosity to see who was driving such a large number of live-
stock. And he saw a huge herd of sheep, ca� le, and goats emerging from the sea 
and following him.

But at the moment he looked back, the animals stopped coming from the sea. 
Only those that had been on shore already followed him home. Had he not
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 looked back, he would have had a huge herd. But he was happy with what he 
had, and to his poor neighbours he gave some of the animals, which had been 
miraculously presented, to him by the fairies.

A Slovene folktale: Harry the Hedgehog

Mother is kneading the dough. Li� le Harry keeps nagging, he wants to knead 
too.

“Get away, you li� le hedgehog!” says mother, annoyed. 

But in those times miracles happened more o� en than nowadays, and so it was 
on that occasion, too. As soon as the mother called her son a hedgehog, the yoyo 
indeed turned into a hedgehog.

There was no room for a hedgehog in the house. So Harry the Hedgehog went 
into the forest, dug a hole under a hollow pear-tree, and lived in it for seven 
years.

Behind the forest, there was the count’s castle. It so happened that the count went 
hunting once and was lost in the woods. He had been trying to fi nd his way for a 
long time, but in vain. Finally, overcome by tiredness, he sits down under the 
Hedgehog’s tree. The count is resting, and Harry the Hedgehog starts whistling.

“What’s got into you hedgehog?” asks the count. “Why are you so happy?”

“I’ve every reason to be happy”, answers Harry the Hedgehog, “because I know 
very well you’ll never get out of this forest without my help.”

” Is that so? You know the way out, then?”

“I’ll walk you to your castle if you pay me well, sir.”

“What payment do you want?”

” Give me one of your daughters in marriage.”

They bargained for a long time, but fi nally the count gave up, because there was 
no other way he could get out of the forest. Harry the Hedgehog walked him all 
the way to the castle.

Early in the following morning, Harry the Hedgehog comes whistling to the cas-
tle.

“Good morning! Good morning!” he shouts at the door. “I’ve come to collect my 
payment. Give me one of your daughters.”

But the count had already instructed his daughters what to do. They quickly 
close the castle door, open the windows and watch to see what the poor hedge-
hog would do.

There is a big rooster walking in the yard. Harry the Hedgehog sees it, and swi� -
ly jumps on its back. The rooster, frightened, fl ies up to the window through 
which the count’s daughters are watching.
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“Hello, countesses,” cries out Harry the Hedgehog in a brave voice. “Make your 
decision fast – which one wants to marry me?”

“I don’t care much for counts, let alone hedgehogs!” says the eldest with con-
tempt.

“I’m waiting for a king!” says the second one, laughing.

“I’ll marry you because you saved my father,” says the youngest.

The count fi ts the horses to the fi nest carriage; the bride gets on and takes the 
hedgehog in her lap. So they ride off  to the wedding. As soon as they approach 
the altar, Harry the Hedgehog shivers and turns into a handsome young man.

Seeing this, the two elder sisters turn green with envy.

“You’re too young to marry. Leave him to me,” says the eldest to her sister, the 
bride.

“I’ll have him, you’re but a child”, says the second.

But Harry hugs his bride and says:

“You rid me of my hedgehog’s skin. I’ll marry you and no other.”

It was only yesterday that they stopped celebrating. 

Heinrich Heine

Wenn ich in deine Augen seh

So schwindet all mein Leid und Weh;

Doch wenn ich küsse deinen Mund,

So werd ich ganz und gar gesund. 

Wenn ich mich lehn an deine Brust,

Kommts über mich wie Himmelslust;

Doch wenn du sprichst: Ich liebe dich!

So muß ich weinen bi� erlich.

Ko ti pogledam v oči 

(tr. Štefan Vevar)

Ko ti pogledam  v oči,
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bridkost se moja izgubi;

a ko ti usta orosim

s poljubi, v duši ozdravim.  

Ko se na prsi ti privĳ em,

nebeška radost me obsĳ e;  

a ko izrečeš: ljubim te, 

lahko le grenko zjokam  se.

Heinrich Heine

When I gaze into your eyes

(tr. Paul Hindermith)

When I gaze into your eyes,

All my pain and woe vanishes;

Yet when I kiss your lips,

I am made wholly and entirely healthy.

When I lay against your breast

It comes over me like longing for heaven;

Yet when you say, „I love you!“

I must cry so bi� erly.

Jelenka Kovačič 

ROMNJI

PO ULICI VASO MANDRE ROMANJA KERNE,

KA HINJUM ROMNHI.

MENI HINJUM MANUŠ I MA PHRO IME.

MANUŠA MANGE HIKEN STOLU PRSTI,
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KA HINJIM ROMNI.

HILE MRE LOVE DRUGAČNO?

URAVU BARI TAMNO KIKLJA,

KA NAJ ROMNJANI.

KANE NA HINJAŠ MENGERI, ŠUNAVEN PE ROMA.

Jelenka Kovačič 

CIGANKA

NA ULICI SE ZA MANO PSOVKE VRSTE,

KER SEM CIGANKA.

JAZ SEM ČLOVEK IN IMAM SVOJE IME.

LJUDJE MI GLEDAJO POD PRSTE, 

KER SEM CIGANKA.

JE MOJ DENAR DRUGAČNE VRSTE?

OBLEČEM DOLGO TEMNO KRILO,

KI NI CIGANSKO.

ZDAJ NISI NAŠA, SE CIGANI OGLASĲ O.

Jelenka Kovačič 

GYPSY

BEHIND ME ON THE STREET THE ABUSIVE WORDS

BECAUSE I AM A GIPSY.

I AM A PERSON AND I HAVE MY NAME.

PEOPLE LOOK DAGGERS AT ME,

BECAUSE I AM A GIPSY.

IS MY MONEY OF A DIFFERENT SORT?

I WEAR LONG DARK SKIRT,

THAT ARE NOT GISPY.

NOW YOU ARE NOT OURS, THE GIPSIES TOLD ME.
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Abstract

Nowadays we are faced with the phenomenon called »global po� ermania«, like a 
journalist once called the process that is going on. In the limelight there is the ques-
tion what »global po� ermania« actually is, how it has happened and how it is pos-
sible that children have taken Harry Po� er as one of them in these days.

In my contribution I have the intention to illuminate »Po� er‘s problems« from var-
ious perspectives: from the perspective of reading abilities and the culture of reading 
(does Harry infl uence both?), another  perspective deals with values which can be 
found in the books of Harry Po� er, and fi nally how Harry can infl uence children‘s 
positive reading experiences and from that on the awareness of mother tongue. I help 
myself with the  theoretical knowledge of the fi elds that I have been interested in. 

Harry Po� er themes are superstructured. We can also fi nd a moral lesson in every 
book, especially love towards reading. Harry Po� er helps to develop reading abilities 
and the positive experiences with books help to get positive feedback about books. 
Positive experiences and the knowledge about the characteristics of Harry Po� er 
books help to build the culture of reading.

I have enjoyed reading the stories very much, and it has not been a problem to ana-
lyse them. The theme of the contribution is still actual, and I wish that it will become 
a starting point for  future researches of the same »po� ermania«.

THE INFLUENCE OF HARRY POTTER ON 
CHILDREN‘S AWARENESS OF MOTHER 
TONGUE 

Urška Gale
University of Ljubljana

Urška Gale



265

Povzetek (in Slovenian)

V današnjem času smo lahko priča t.i. »globalni po� ermanĳ i«, kot je ta pojav nekoč 
označil nek novinar. V ospredje se postavlja vprašanje, kaj »globalna po� ermanĳ a« 
pravzaprav je, kaj je do tega pojava pripeljalo in zakaj so otroci Harryja Po� erja 
vzeli »za svojega«, vzeli za junaka dašnjega časa.

V prispevku sem imela namen osvetliti »problem Harryja Po� erja« z različnih vidik-
ov: z vidika bralnih sposobnosti in kulture branja (ali Harry vpliva na oboje), z vidi-
ka vrednot, katere lahko najdemo v knjigah Po� erja in kako Harry vpliva na otrokove 
pozitivne bralne izkušnje in od tu naprej na njihovo ozaveščenost in pozornost na 
materni jezik. Opirala sem se na teoretično znanje s področĳ , katera me zanimajo.

Dela o Harryju Po� erju presegajo okvire trivialne literature, saj je tematika nadgra-
jena, najdemo tudi moralni nauk v vsaki knjigi. Ljubezen do branja knjig o tem ju-
naku spodbuja razvoj bralnih sposobnosti in pozitivne izkušnje s knjigami pomagajo 
jih vzljubiti. Pozitivne izkušnje in poznavanje značilnosti knjig o Harryju Po� erju 
pa oblikujejo bralno kulturo. 

Knjige sem z veseljem prebirala, tako, da mi jih ni bilo problem analizirati. Tema se 
mi zdi aktualna, zato is želim, da bi bila naloga le izhodišče k nadaljnjemu razisko-
vanju te problematike.

Keywords

The fantasy world of Harry Po� er, reading abilities, the culture of reading, 
values.

1. Introduction

With my contribution I would like to answer two main questions:

 1. Do Harry Po� er works belong to children‘s literature or adults‘  
 literature?

 2. If Harry Po� er infl uences children‘s culture of reading, how do  
 these books infl uence children‘s awareness of their own mother  
 tongue?

The infl uence of Harry Po� er on children‘s awareness of mother tongue
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The Slovenian author Igor Saksida has investigated the origin of children‘s 
literature, and to his opinion the defi nition of children‘s literature is just 
based on the age of the readers. But that is not enough and it is not suitable. 
We have to consider also the structure of the literature. He thinks that chil-
dren‘s literature comes into existence, when the author gets accustomed to 
his/her own childhood, and he/she wishes to come closer to a child‘s aware-
ness of the reality. We know it is diff erent than an adult‘s one, and it is based 
on games (in the situations, with words...). From interviews with Joanne K. 
Rowling we learn, that it was exactly the same procedure she has used in 
writing the stories about Harry Po� er. We can say that these books are chil-
dren‘s literature, because they are meant to be for children in the fi rst place, 
but adults can fi nd some »higher issues« in them.

The culture of reading is closely connected with reading abilities of children. 
If we off er orientation to children, they can gather more positive experiences 
with reading – it is important, however to give positive feedback to them 
about their ability from teachers or school-mates or get them from their own 
experiences.

I would like to point out, that Harry Po� er books were selected for the best 
children’s books in the winter of 2004 for the second time in libraries. This 
illuminates the positive feelings of Harry Po� er. Fascinating about the books 
is also the structure of the stories – the increase of tension, ge� ing to know 
your own inner world, which is impressive for children at that age, the 
themes of friendship, love, fear and other facts. If we join all together and 
observe children we see that they shape positive reading self-esteem and are 
unconsciously raised in a positive culture of reading based on strong moti-
vation.

I wrote this contribution based on my fi nal thesis at the end of my bachelor 
studies at the Faculty of Education in Ljubljana. It was some years ago, when 
the so called »global po� ermania« was at its beginning. I was really inter-
ested in how Harry Po� er personally and the story about him and his friends 
infl uence young readers today. What are the things that are so a� racting for 
young readers? When I was trying to fi nd true reasons I have realized that it 
is actually the topic that would need some more a� ention and deeper re-
search. I was truly interested in the problem, how positive the culture of 
reading infl uences young readers and their reading abilities and habits in 
the future. In my opinion positive experiences with reading books (even 
though they are maybe not »real« literature, but this is another issue which I 
will not discuss here in this contribution), infl uence people for the rest of 
their life. It is the process of ge� ing reading habits and building the culture 
of reading. The interesting books of your childhood infl uence your global 
reading forever.
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1. What is ideology and how is it seen in Harry Po� er?

First I would like to point out some words of Murray Knowles and Kirsten 
Malmkjaer which show, how ideology is treated today or in the last century: 
»Our own century has seen a growing preoccupation, in an increasing 
number of fi elds of enquiry, with questions of personal identity, rationality, 
socialisation, and the nature of the society itself; (…) The term of ideology 
remains in frequent use as a plural nolen, a near-synonym of »belief system« 
(Knowles and Malmkjaer 1996, 42).

I agree with them because it is obvious that diff erent social groups in terms 
of religion, ethnics, policy and so on, act according to diff erent sets of beliefs, 
and another important point is that an ideological purpose is not followed 
by some guarantees of success. Neither adults nor children are passive re-
cipients of ideology. 

Knowles and Malmkjaer point out, that »diff erent individuals might under-
stand the universe in radically diff erent ways…the study of ideology should 
include the study of those socio-historical conditions which might infl uence 
the ‚rational‘ human behaviour« (et.al 1996, 42). We know that ideology is 
based on structured social relationships between adults and children. Adults 
establish, structure and maintain these relationships because »adults, in vir-
tue of their greater experience, strength, access to the media and to the es-
sentials and luxuries of life (via money and position) and as designers of 
educational systems, are more powerful than children socially, economically 
and physically« (the same 1996, 43).

It is really interesting how the authors see the ideology in children‘s litera-
ture. They say that the interest in ideology in children‘s literature arises from 
a belief that these texts are »culturally formative, and of massive importance 
educationally, intellectually, and socially. (…) It is possible to argue, for ex-
ample, that today the infl uence of books is vastly overshadowed by that of 
television». (et.al 1996, 61)

I would say that especially the »global po� ermania« is an argument against 
that. In my opinion reading children‘s books off ers with no doubt a perma-
nency not shared by television programs, or even by fi lms. The mentioned 
two authors say that »the child can read and reread at its own speed in its 
own time and in its own private place. (…) The child must form his/her own 
mental representation of characters, places and actions, and this suggests a 
higher degree of collaborative involvement with the media than television 
viewing does« (et.al 1996, 61).

John Stephens says that »ideologies are not necessarily undesirable, and in 
the sense of a system of beliefs by which we give sense to the world, social
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life would be impossible without them. If a child is to take part in society and 
act purposively within its structures, he or she will have to master the vari-
ous signifying codes used by the society to organize itself. The principal 
code is language, since it is the most common form of social communication, 
and one particular use of language is imagining and recording stories, 
through which society seeks to exemplify and inculcate its current values 
and a� itudes. (Stephens 1992, 8)

He says that a narrative without an ideology is unthinkable: ideology is for-
mulated in and by language, as I mentioned before, meanings within the 
language are socially determined, and narratives are constructed by the lan-
guage. Every book has an implicit ideology, nevertheless, usually in the form 
of assumed social structures and habits of thoughts.

From that point of view diff erent opinions arise about the purpose of chil-
dren‘s books. I would like to mention just a few of them. For example Sarah 
Fielding stresses, that the true use of books is to make you wiser and be� er. 
Pride, stubbornness, malice, envy and in short, all manner of wickedness is 
the greatest folly we can be possessed of (resumed by Knowles and Malmk-
jaer 1996, 62). 

Sarah Trimmer says, that children should not be permi� ed to make their 
own choice, or to read any books that may accidentally be thrown in their 
way, or off ered to them by persuasion; but it should be a duty to consult their 
parents in this momentous concern. Elizabeth Rigby’s opinion is to leave 
children to »judge for themselves«. She believes that children could not be

 damaged by reading anything that adults thought might be unsuitable, 
since they cannot understand it. They would, in any case, read the forbidden 
books sooner or later; and the sooner they read them the be� er, since young-
er children are less likely to understand the evil in them.

I share these opinions with the two authors, that writers for children have 
clearly hoped that their eff orts would have some subsequent benefi cial eff ect 
on the child reader (the same 1996, 61, 62). Harry Po� er books are chosen by 
children themselves, so why should we question this?

»Fiction presents a special context for the operation of ideologies, because 
narrative texts are highly organized and structured discourses whose con-
ventions may either be used to express deliberate advocacy of social prac-
tices or may encode social practices implicitly.« (Stephens 1992, 43)

All literates, whether they are fi ction writers or not, have the power to pur-
sue their purposes, in order to mobilize the readers to establish and sustain 
relationships of domination. The author of Harry Po� er, J.K. Rowling said 
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for herself in many interviews, that she has chosen the topics or the books of 
her interests during her childhood, and she was always interested in magic. 
But this is only one very important theme in the books. She is also opening 
very realistic questions about life, friends, death, disappointment, faith, love 
and many other issues. Fiction, wri� en for children, means that adults can 
control their adult’s world and to present it to children. 

Knowles and Malmkjear explain, that the relationship between writer and 
reader is, almost by defi nition, a relationship of domination, »because texts 
ought to illustrate particularly clearly just how language and the story can be 
made to serve the ideological purpose in such a relationship« (et.al 1996, 262, 
263).

2. Harry Po� er works as fi ctional narratives

Knowles and Malmkjaer point out that »many of the books, however, tried 
to present ‚real‘ issues important in the lives of teenagers. Thus, subjects pre-
viously regarded as a taboo became the focus for writers. Sex, death, family 
tensions, social class, teenage violence and race relations were and are com-
mon themes« (et.al 1996, 142). 

It is clear that this is true also in Harry Po� er books. The reason why Harry 
Po� er is still so popular is, that there are themes really interesting for chil-
dren at this level of personal and psychological  development.

»Childhood is seen as the crucial formative period in the life of human being, 
the time for basic education about the nature of the world, how to live in it, 
how to deal with the problems and the questions about people, how to relate 
to other people, what to believe, what and how to think – in general, the in-
tention is to render the world intelligible« (Stephens 1992, 8).

Cedric Cullingford says, that »popular literature is there to entertain and to 
seek out what the audience would like« (Cullingford 1998, 2). And truly 
Harry Po� er is so popular because the author J.K. Rowling was successful in 
choosing the language fi � ing to the topics. Cullingford is sure, that »popular 
literature is based on assumption to understand the audience. (…) Given the 
recognition of what the readers look for, the idea is to gratify them as simply 
and unselfconsciously as possible« (et.al 1998, 2).

The Harry Po� er books approve the interesting thesis of Cedric Cullingford. 
In his words: »The readers of popular fi ction (on that stage of development) 
are by their very nature the most ‚imperfect‘ of readers, if the perfect reader 
is interpreted as someone who pays close a� ention and who seeks to be in-
tellectually stimulated, who respects what the author is a� empting to con-
vey and who consciously refl ects on its meaning« (the same 1998, 3).
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He explains that children approach books with both advantages and disadvan-
tages. They have a strong belief in the story. They became easily engaged in the 
idea of the completeness of the word of fi ction and yet they read easily and very 
fast. They know what they look for in a text, but they also become easily bored. 
That is why I want to explore the way children become active readers, and what 
makes them react so positively to certain authors, in my case to J.K. Rowling.

In this context I would like to resume the authors Knowles and Malmkjaer, that 
freedom of form does not liberate fantasy fi ction from its social context. Even 
though fantasy may struggle against the limits of its social context, it must nev-
ertheless »take off « from it.

And still, why are these books so popular? There are, a� er all, some values which 
are shared by all. The sense of happy ending; the end that comes about with the 
victory of the hero – the good – over the many dark forces, which he/she con-
fronts, leads to an underlying structure holding all popular writing together. 
»The collective assumption is that we accept through some obvious signals that 
there is a hero and the point of the book is that the reader knows all will be well 
in the end« (Cullingford 1998, 6).

I would like to present two answers, why some books become popular, even 
though there are diff erent reasons: public opinion, an interesting story, a hero 
who becomes an idol for young readers…) with the author‘s words:

 1. »The structures of popular books are, like their style, even 
 primitive, compared to ‚serious‘ literature. They rely on the ancient, 
 folk tale device of a series of events leading to the unravelling of a   
 problem, by some kind of intervention that puts all things right.   
 (…) In those books which are ostensibly about real life, as lived in   
 the present, where the adventures are of the everyday, there is just   
 as much intervention as in adventure stories.« (et.al, 20)

 2. »The a� ractions of the popular literature lie in the ease with   
 which it is read, the very lack of conventional literary 
 demands.(…) Very young children like stories that refl ect and con  
 fi rm their perceptions of their environment. (...) What does ma� er   
 is that they (the heroes) go through familiar experiences« 
 (the same, 23).

The characteristics of narrative fi ction in Harry Po� er books are:

 1. Bring fantasy into the real world

 2. Two levels of the story (real and unreal)

 3. Two-dimensional story

Urška Gale



271

 4. Time and place of actions are determined

 5. The heroes are children from the real world

 6. The structure of the story

 7. The specifi c message of the book

Fiction is still interesting for children, and I believe it will stay in this way, be-
cause it is connected with their development. 

3. The infl uence of Harry Po� er on reading abilities and the culture of read-
ing

Reading abilities and the culture of reading are closely connected with each oth-
er. Gathering  positive experiences based on reading (in the process when you are 
learning how to read), you get more positive feedbacks about your

 own ability to read, and when you feel you read well, you can focus on what you 
read. And when you get positive experiences about books, you build relations to 
literature.

The Slovenian author Mojca Pečjak defi nes reading as »this ability, which still 
presents in the process of learning the most important source of learning«.  She 
believes that reading is actually the value, because reading of literature infl u-
ences the rationale of fantasy thinking and also the emotional behaviour.

Reading is also a kind of social experience. I would like to point out the reasons, 
why Harry Po� er is so close to children, and why it infl uences positive experi-
ences of reading which encourage children to read more (fi rst other Harry-books, 
later other literature). Children are, at that stage, in the so called »realistic or 
Robinson« period. Reading abilities are developing according to the characteris-
tics of that period:

 • The young reader is focused on the real world around him/her

 • He/she prefers short, simple stories from the real world

 • He/she identifi es himself/herself with the hero of the story (in 
 our case Harry Po� er)

 • The story world has to be described in details, the young reader   
 sees it as real 

 • Inner awareness of his/her spiritual world

 • Imagination 

 • Thinking goes from concrete to abstract thinking

 • The young reader is very emotional
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 • Wish to become independent

 • Sensibility on adults’ critics

 • The theme of friendship

 • The young reader at that stage likes humour

 • Interest for future and the past

All that is off ered by Harry Po� er for the young reader of today. S/he is interested 
in the same things; that is the reason why s/he is a model of identifi cation for 
young readers. It is connected with a positive motivation based on positive per-
sonal experiences with the story and Harry. Harry Po� er represents values, that 
are important today and they have always been important for children (inde-
pendence, loyalty, friendship, love, past, future…).

I would like to defi ne also the culture of reading. The Slovenian author Igor Sak-
sida defi nes it as a constant necessity of reading literature, and it is connected 
with the processes and the function of reading, especially with shaping the young 
reader‘s self-image towards reality.

4. The results of the research made in 2001 based on a questionnaire for chil-
dren

I have given a questionnaire to children of the third and fourth grade of primary 
schools in Ljubljana. The hypotheses have been approved:

 • The books are hits because of the most important person Harry   
 Po� er, who shares their age, ideas, visions, and he is kind, brave,   
 determined and a good friend. He is fi ghting for good and against   
 evil. He shares with the young reader the same desires. Above all   
 he is a role model for today’s children.

 • Reading the books of Harry Po� er infl uences and encourages   
 reading abilities and habits of young readers because of the inter  
 esting story. The good always wins. These adventures are interest  
 ing for children.

 • The young readers have been so infl uenced and charmed by 
 Harry‘s personality (more than by his outside look), because they   
 have recognized him as a carrier of higher values. The young read  
 ers have accepted them as their own.

5. Conclusions

We can say that »po� ermania« is interesting from diff erent points of view, like 
looking for values, adventures, role models etc. Opinions about these books are 
diff erent, some of them are positive; some of them are negative orvery critical. In 
my opinion we have to see the reasons how popularity comes about. So the
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 many diff erent opinions about the book allows us to get deeper into the prob-
lematics and to present them as a complex whole as well as possible.

Positive experiences with these books encourage young readers today to read 
more and more. This is a process of building a good self-image about oneself as a 
person and as a reader. The process of building a positive culture of reading is 
promoted. And all of this infl uences the awareness of your mother tongue (e.g. 
translations of the books) and love towards it. 

The crucial role of the books is also to carry values, whose representative Harry 
is. It also refers to today‘s abandoned children. The aim is that he/she can accept 
these values as his/her own. I think that Harry Po� er and his story gives us the 
opportunity to research more and more and to fi nd out something new every 
day. I resumed my results based on the questionnaire in my fi nal thesis. I am in-
terested to research this topic even more and I am interested in observing if the 
situation will somehow change during the release of the other planned books 
about Harry Po� er.
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Abstract

The research process of Kalevalaic poetry and its performance happens on many 
levels. The semantic analysis of conceptual meanings gives the possibility to focus on 
the semiotic investigation of text. The language as a linguistic artefact is an inter-
subjective cultural phenomenon. Kalevala poetry as an archaic text is considered to 
represent the unconsciousness of language in the connection with intuition. The al-
literation gives to the text a possibility to express more than logical messages. 

The poem singing situation is a shared experience in a community. It is assumed 
that aesthetic experiences are action models from the social reality. The learning 
process of Kalevala poetry creates an aesthetic way of thinking. The mythical text 
leads to the way of signifi cation. The myth gives to the text its own meaning. Lan-
guage and myth are creating a scheme where language consists of signifi ed, signifi er 
and sign. A poetic text includes unbefore handcoded signifi cation process. Poetic 
thinking demands abductive reasoning. In the pupils´ linguistic learning process 
Kalevalaic poetry can have a signifi cant infl uence by reinforcing the innovative 
structures of thinking. 

The Kalevalaic poems can be researched from the perspective of form or content. The 
unique form of Kalevalaic poems is constructed of alliteration, trochaic tetrameters 
and pentatonic melody line. The content can be researched by epistemological meth-
ods. The structure of semantic meta-language is a presuming defi nition of key con-
cepts.

KALEVALAIC POETRY AS A TEACHING 
METHOD AT PRIMARY SCHOOL 
WITH CHILDREN AGED FROM 7 TO 9 
CONSTRUCTION OF THE THEORETICAL 
BACKGROUND 
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Abstrakti (in Finnish)

Kalevalaista runou� a ja sen esitystilanne� a eli kalevalaista vuorolaulua voidaan tutkia 
usealla tasolla. Käsi� eiden merkitysten seman� inen analyysi antaa mahdollisuuden 
tulkita tekstiä, sanoja ja rytmiä semioo� isin metodein. Kieli artefaktina on intersubjekti-
ivinen kul� uuri-ilmiö. Kalevalainen runous arkaaisena tekstinä  edustaa kielen alita-
juntaa. Sanojen alkusointuisuus saa tekstin väli� ämään muita kuin loogisia viestejä.

Runonlaulutilanne on yhteisössä jae� u kokemus. Estee� isten kokemusten ajatellaan 
vaiku� avan sosiaaliseen todellisuuteen kiinni� yvinä toimintamalleina. Kalevalaru-
nouden oppimisprosessi luo estee� isen tavan ajatella. Myy� inen teksti johda� aa merkit-
yksenmuodostukseen. Myy� i luovu� aa tekstille oman merkityksensä. Kieli ja myy� i 
luovat skeeman, jossa kieli koostuu merkitsĳ ästä, merkitystä ja merkistä. Runoteksti sis-
ältää ennalta määräämä� ömän merkityksenantoprosessin. Poee� inen aja� elu edelly� ää 
abduktiivista pää� elyä. Oppilaiden kielellisten valmiuksien kehitysprosessissa kale-
valaisella runoudella voi olla merki� ävä vaikutus innovatiivisten aja� elun rakenteiden 
vahvistajana.  

Kalevalaisia runoja voidaan tutkia sekä muodon e� ä sisällön näkökulmasta. Kalevalaru-
nojen ainutlaatuinen muoto koostuu alkusointuisuudesta, nelipolvisesta trokeisesta 
sanarytmistä ja pentakronisesta melodialinjasta. Sisältöä voidaan tutkia epistemologisin 
menetelmin. Seman� isen metakielen strukturalisointi perustuu avainkäsi� eiden määrit-
telyyn.    

Introduction

How to teach literature at school is an actual question in Finland at present. As a 
subject literature has just been implemented into the Finnish school

 system. In my study I am focusing on the analysis of possibilities Kalevalaic po-
etry would have in creating childrens’ abilities to express themselves in their 
mother tongue.

This paper is about the fi rst idea to create a theoretical background of my re-
search. My research is based on semiotic-linguistic approach. The main notice is 
given to the structures of the text because the language of poetry is considered to 
be semiotic thinking in order to give the language a meaning. The Kalevalaic 
poetry is usually performed by singing. That’s why theories about the semiotic of 
music have been taken along. The question is: What are the elements in Kale-
valaic poetry that could increase children’s’ verbal and literal skills. The semiotic 
is seen as a holistic way of thinking. It contains the concept of this study.

I begin with the tools of the semantic structure. Semantic is defi ning the key con-
cepts of the linguistic analysis. With the key concepts I am going to broad the 
perspective to semiotic thinking. Semiotic is focusing on signifi cation processes. 
The aim is to fi nd the signifi cant forms of Kalevala poetry.
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In the tradition of linguistic research there are researchers who try to create the 
analysis of a text as the objective structure which concepts are strictly defi ned. 
Greimas has led this kind of thinking. On the opposite side there is the post mod-
ern research tradition where the subjective experience is more valued and which 
instead of trying to fi nd objective concepts it is focusing on the readers’ subjective 
interpretation. Jacques Derrida is one of the most remarkable post modern lin-
guistic thinkers.

According to Lehtonen we are structuring the reality through the meanings of 
language. Lehtonen says that cultures include meaning maps, which make the 
world understandable to the members (Lehtonen 1996, 17). The cultural phe-
nomena are inter-subjective. The texts can be analysed as a physical semiotic 
phenomenon. According to Lehtonen physical perspective texts are communica-
tive artefacts (Lehtonen 1996, 106). Textual artefacts are produced by certain tech-
nologies by certain people under historical and material conditions.

According to Kristeva the linguistic theory is constructed of the opposite pairs 
consciousness- unconsciousness. The feminine aspect is depending on the un-
consciousness and masculinity on consciousness (Tuohimaa 1988, 59). Kristeva 
analyses the text from the semiotic and symbolic point of view. The semiotic 
discourse includes instincts, body and unconsciousness. The symbolic discourse 
rules the order of language with the cultural syntax and signifi cation. In the lan-
guage of poetry the symbolic and semiotic level are joined together revealing the 
meanings behind the words (Tuohimaa 1988, 60)

The archaic language can be assumed as a language of childhood. It is coming 
into reality from the rationale connected to nature (Tuohimaa 1988, 61). Tuohi-
maa says that the text in Kalevala is recapitulating, wandering and delaying 
(Tuohimaa 1988, 62). This kind of language has another function than to com-
municate logical messages. It expresses feelings which are understood instinc-
tively. According to Tuohimaa alliteration creates musicality to Kalevalaic po-
ems. This musical element means more than the logical meaning of the message 
(Tuohimaa 1988, 62). Alliteration is also avoiding one sided interpretations. From 
the semiotic point of view Tarasti says that alliteration in the text represents ico-
nity in the level of linguistic sign (Tarasti 1990, 202). It has therefore a meaning in 
itself.

Kalevalaic poetry

What is Kalevalaic poetry?  It is constructed on unrhymed, non-topic tetrameters. 
There are two main types of Kalevala lines: a normal and broken trochaic tetram-
eter and the variation of these two lines is creating the Kalevala metre. The main 
forms of styles are parallelism, repetition and the use of stock epithets. The com-
position of parallel sets of lines is meaning that the repeated line or lines must 
have a corresponding component in the fi rst line. The use of epithets and stock
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 phrases means that one ma� er is said in many diff erent ways. This kind of stylis-
tic conventions are universal in epic poetry all over the world.

A person performing the poem by singing is called a poet-singer. The original 
poem is memorized and performed by other singers. The recreation of the poem 
can be infl uenced by many factors for example the creativity of the singer. Con-
sciously and unconsciously the poet-singer is selecting the fabric to convey the 
theme by allusions using stock phrases and at the same time keeping the narrative 
theme in mind. It is common to perform the poem by a fore-singer and a� er-
singer. The fore-singer is beginning the solo which is followed by the a� er singer 
during the third and fourth foot. Then the line is repeated by the a� er-singer alone 
while the fore-singer is given time to create the following line.

The singing is o� en accompanied by a kantele. The melody to which Kalevala 
poetry is being sung is between the tonica and the dominant pentatonic scale. It is 
deriving to the long fi nal notes which drag out of the last foot of the line. The 
melodies are short; only one or two line in length. 

Teaching Kalevalaic poetry

What possibilities are there to teach Kalevalaic poem singing at primary school? 
One way to approach it is to research Kalevala as a great artistic creation. Accord-
ing to Väinö Kaukonen Kalevala it is great poetry and its reality is a poetic reality 
(Laaksonen, Piela 2002, 466). Kaukonen emphasizes in his article “Thoughts how 
to teach Kalevala at comprehensive school” that the purpose of teaching should be 
to off er pupils the important genre of the literature of the nation which has disap-
peared in the past (Laaksonen, Piela 2002 , 465). The Kalevala poetry is a linguistic 
treasure. The focus should be in the connection of the poem and the melody (Laak-
sonen, Piela, 2002, 465).

It can be assumed that Kalevalaic poetry and poem singing is a tool of socialisa-
tion, intellectual education and innovative thinking. The poem singing situation is 
always a shared experience. According to Hegel the poetic text is liberating the 
spirit in the sense of feeling (Hökkä 2000, 53). The structure of a poetic text diff ers 
from the prosaic forms. Shelling says that through the rhythm the poem is an-
nouncing that it has an own meaning absolutely in itself (Hökkä 2000, 47). The 
poem becomes a unique piece of creation.  

The Kalevalaic poetic text includes a melodic element. The melody of language 
fascinates the child (Alanko 1985, 9). Alanko says that when telling Kalevala sto-
ries to children it is important to remember that the language of interaction is 
much more than the symbolic of signs. The body and voice language should be 
taken with because the intensity is growing through them (Alanko 1985, 10). In-
tensity is constructing the bridge from the performer to the listener. The aesthetic 
knowledge is obtained through the experiences (Alanko 1985, 5). The aesthetic 
knowledge creates the basis of traditional arts.
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The learning process of Kalevalaic poems includes an aesthetic way of thinking. 
According to Koskimies the aesthetic approach is restricted to the adopting of art 
(Koskimies 1978, 9). The aesthetic experiences appear in communicative situa-
tions. According to Tarasti although aesthetic experiences are individual they are 
action models from the social reality (Tarasti 1990, 294). In the education of arts it 
includes a special quality of artistic communication. The Kalevala has been taught 
in Finnish schools since 1880. However teaching it as an aesthetic artefact has 
been prevented (Saariluoma 1990, 157). The reason is assumed to be the canonis-
ing the text.

Myth and text, the meaning of the poetic text

The semiotic way of thinking to the message is the meaning of myth. The myth is 
a semiotic signifi cation system which means it is in a certain aspect

 independent on the content. The structures of myth are constructed with mean-
ings. According to Tarasti language consists of meaning and sound but only the 
myth has the meaning (1996, 25).

The myth is a way of signifi cation. It takes the function from the expression and 
gives its own function to it (Barthes 1973, 177). Can anything become a myth? 
Barthes answers yes. The only thing which is needed is a consciousness which 
can create meanings (Barthes 1973, 174). Myth is considered as a second level 
semiotic system because it takes over the signifi cance of language. Language and 
myth are creating a scheme in which language consists of signifi ed, signifi er and 
signs ( Barthes 1973, 177). In turning into a form the signifi cance is giving up 
stocasticity ( Barthes 1973, 180).

Kalevala poems are poetic texts. The Aristotelian way of poesies included already 
some kind of unbefore hand coded signifi cation process. Poesies-signifi cation is 
an invention of the mind. According to Cunningham abduction is a common way 
of poetic thinking and rules divergent ways of learning (Cunningham 1992, 440). 
The reasoning which art demands is based on abduction. In abduction we invent 
signs to give sense to new experiences. According to Toivonen’s wondering and 
noticing of confl icts preconditions are of real learning (Toivonen 1998, 217). The 
learning process is a three dimensional signifi cation system (Toivonen 1998, 
216).

In the signifi cation process endogen signs are playing a great role. What is an 
endogen sign? Tarasti says that they are pre-signs which are located at the level 
of pre-understanding ( Tarasti 1996, 39-40). The pre-sign is like a hint of meaning, 
unrealized to a scheme, not actual to a language. The meaning hints of a poetic 
text can be based on pre-signs (Toivonen 1998, 219). According to Toivonen it is 
possible that poesies-learning is functioning as a bridge between the inner lin-
guistic form and the actual thinking ( Toivonen 1998, 219).
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The semantic analysis of Kalevala poems 

In the analysing process of the Kalevala poetry there are two levels to focus on: 
the form and the content. The form structure in Kalevala poetry is constructed on 
trochaic tetrameters with normal and broken lines. The variation of these two 
lines gives the Kalevala poetry a unique rhythm. 

In the research process of a mythical text with semantic tools the starting point is 
that there isn´t anything mythical in the words themselves. The analysis ap-
proaches to the object from two points of view: First the structural semantic anal-
ysis of the text will be done and second the research  is going to concentrate on 
the semiotic background of the words.

The epistemological way of research is transformed to semantic from the linguis-
tic science. The key concepts are according to Greimas expressions signifi cant 
and ingredient / signifi è (Greimas 1979, 18). Expression means that the observa-
tion is happening outside the human being. The description of the entity of ex-
pressions can be done on two diff erent levels; semiotic, that is a level of form and 
semantic, i.e. the level of content (Greimas 1979, 36).The form is constructed on 
the semiotic organisations of language while the entities of semantic axes are 
constructing the content (Greimas 1979, 30). The semantic axe is the common 
denominator of the two concepts. It is the basis on which the organisation of 
meaning is happening. According to Greimas the form is as independent as the 
content (Greimas 1979, 36). For example the researches of the pathology of lan-
guage have manifested that the segregation between the tones and phones of 
language is happening before the content is taking them over. (Greimas 1979, 
19).

The structure of semantic meta-language is presuming to defi ne the concepts. 
The outlining of the structure is presuming the observing of the relations be-
tween the concepts. According to Greimas the key concept is a seam. The organi-
sation between seams is constructing the texture (Greimas 1979, 37). The hierar-
chies of seams are fi gurations. In the mythical manifestation the fi gurations are 
acting as a basis to the seams. They are places where the seam related substitu-
tions happen (Greimas 1979, 157). 

The poetic logic is coming into reality by the construction of a qualifi ed model. In 
this process the frequent fi gurations construct seam actins. The qualitative analy-
sis ends with the description of the hierarchy of seams (Greimas 1979, 157). The 
aim of the semantic analysis process has been achieved.
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