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The present paper describes the
background of the policy development of
multicultural education in the Visegrad
countries (Poland, Hungary, Czech Republic
and Slovak Republic). Since 1990s, due to
the steady democratization processes of
these societies, the social diversity has been
reemerged again in this region, gaining
special significance at the time of the EU joining and integration. It is stated
that changes in society are undoubtedly linked with changes in education.
The purpose of this article is to present a context in which the multicultural
education has become a domain of the public policies in the V4 with special
attention paid to the needs of contemporary societies which are becoming more
and more diversified due to the arrival of economic migrants. The author strives
to answer the question: should multicultural aspects remain only a theoretical
approach to the education or should they be within the domain of the public
social cohesion policy
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The Visegrad four countries (Poland, Czech Republic, Slovak Republic and
Hungary) historically were the territory of coexistence of diverse ethnic groups,
languages and religions. In the second half of the 20th century this tradition was
abandoned for many years. Not too long ago, the Visegrad states were only a
transit region for those who wanted to migrate to old member states, but recently
it has become a target destination too. However since 1990s, due to the steady
democratization processes of these societies, the social diversity has been re-
emerging again in this part of the world, gaining special significance at the time
of the EU enlargement and integration. Today here there is a co-existence of
various societies, languages, lifestyles and cultures.

One of the most popular concepts of the interaction of different cultures
is the concept of multiculturalism. The complexity of the phenomenon of
multiculturalism is explained through diversity of approaches and is widely
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discussed in philosophy, sociology, pedagogics, history, and political sciences
and other fields of knowledge. Due to the limited scope of the article the
author will not go deeper in analysis of it. Multiculturalism in its descriptive
connotation means coexistence of several culturally identified groups within
the common political society [Gordienko, 2012 p.17]. Multiculturalism is a
response not only to the diversity itself, but to striking social, economic, and
educational inequalities [Blum, 1997].

The particularity of modern multiculturalism underlines the possibility
of being implemented in the policy of the Unitarian states with poly-cultural
societies. The four Visegrad countries are good examples of such societies.
The multicultural mosaic in the present V4 appears to be more complex when
the attitude of the majority towards people from different cultural and ethnic
groups is being considered. The ethno-cultural and language diversity portray
the multicultural societies in the given region. However to be recognized as
a doctrine there should be a concrete legislative aspect on multiculturalism
declared in the state policy towards the civil rights, human dignity and well-
being of all the citizens despite of their ethnicity, race, language. The education
of citizens is of great help in this respect. Historically education has been used
to promote dominant ideologies. Educational establishments are the grounds
for development of the attitudes towards one’s own and other groups, as well as
towards civil society and public life in general.

The educational institutions of the V4 region have started introducing
multicultural education as the borders were opened after 1990, and the
consequences of which were the arrival of economic migrants and of some
refugees mostly from Ukraine, Belorussia and Russia, but also from Afghanistan,
Iraq, and Chechnya [Visegrad insight, 2012]. In general in Eastern Europe,
intercultural education has emerged and developed since the 1990s, only after
the collapse of the Soviet system, and has a particular connotation [Kozma,
2003; Genov, 2005]. Representations of ethnic groups in Central and Eastern
European education are clearly influenced by the access to power and political
self-representation of the groups themselves, and only the histories of the most
powerful groups are represented in the curriculum [Kozma, 2003, p.38], mostly
with the intention of protecting a canonized form of language and culture, and
strengthening the ethnic identity of the majority

As it is known from international literature multicultural education is a
multifaceted concept (Lynch, 1986; Banks& Banks, 1989; Hernandez, 1989,
May, 1999) that plays a crucial role in a preparing young people for living in
a society where they will meet people from different nations, ethnic groups,
races, religions, as well as people with different lifestyles and value systems. It
commits education institutions to providing opportunities that enable all students
to achieve equitable education and social outcomes and participate successfully
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in our culturally diverse society. On the political level education can be used as
a vehicle for changing society or to prepare students to adjust to changing social
and political ideas and relations [Goodson, 2005].

Multiple studies have shown that multicultural policies at the state level
play a significant role in the success and effectiveness of multicultural programs
in schools [Gewirtz&Cribb, 2008, pp.42-43]. However little attention has
been given on the formation and implementation of multicultural policies on
the national levels, and this goes far beyond the pedagogy. Surprisingly this
important domain of the public policy is not widely introduced and fulfilled in the
Visegrad countries. On the contrary, in spite of the attempts of the assimilation
and integration policy, the problems persistently exist.

The purpose of this article is to analyze multicultural education as a domain
of the public policies in the V4 with a special attention paid to the future shape
of multiculturalism much more adjusted to the needs of contemporary societies
which are becoming more and more diversified. From the author’s point of view
the questions are still open: should multicultural aspects remain only a theoretical
approach to the education or should they be within the domain of the public
integration policy? Are societies gaining social cohesion being multiculturally
educated? What role the public policies on multicultural education play in the
national debate?

To understand the ways of how the multicultural education is approached
in each of the V4 through public policy as well as to learn the mechanisms
of bridging the gaps between policy-makers, educators and societies there is a
need to give a short description of the migration flows in these countries.

After the Second World War and almost 40 years after the Central
European countries were rather isolated. There were several uprising against
the communist regimes but they did not resulted in the gaining the freedom
for labor migration with the possibility of returning back home [Kozakewich,
1992, p.208]. After 1989 citizens of Central European region started to look
for better job opportunities beyond their homelands. Usually their destination
places were the USA and as a rule people leave their homelands forever. Since
early 1990s the governments of these countries started to promote the idea of
“open society” and to open the boundaries in many different ways including the
formation of the environment for incoming and outgoing migrant flows. On the
territories of the V4 countries there were several emigration waves but mostly
they occurred due to economic reasons. Since joining EU, the countries of V4
gave continued tradition of generating the work migration based on the necessity
to find a higher-paid job in the developed EU countries. There are big minorities
of Polish migrants in the UK, Ireland and Germany. Thousands of Slovaks have
sought work in the Czech Republic over the last few decades. A lot of mainly
young and well-educated Hungarians seek job in Austria, Germany, the UK,
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and other EU member countries [Koucky,1996, p.18]. This has been widely
described in the English-speaking press and evokes similarities with all the
Visegrad countries, where young specialists in particular are moving westward.
The reasons are still obvious — economic reasons. People emigrate in search
for higher-paid job and for more abundant social systems. Along with that there
is a rise of incoming migrants from the former Soviet Union Republics and
not only. There are Ukrainian and Belorussian minorities in Czech Republic
and Poland. The Vietnamese and Chinese minorities in these countries add a
new culture into diversity mosaic. According to the migrant Labor departments’
surveys newcomers such as Russians, Ukrainians, Byelorussians Chinese,
Vietnamese, are not filling the specialized ranks, but are mainly amplifying the
already existent cohort of cheap labor, which to a great extent forms the Central
European Countries [Portas, 2005]. Speaking about the incoming migrants the
situation is similar — people from a low-income and instable economic and
social-political situations look for better life and job opportunities.

The situation like this has amplified the cultural diversity in last decades of
the V4 countries and has called for definite political measures towards reducing
social tension and increasing social cohesion. In this regards the well elaborated
multicultural education policy can have an overall positive effect, and by this
can contribute to the strengthening of social inclusion. The education reforms in
each V4 countries starting from 1990s have envisioned the introduction of new
solutions that should, in the institutional dimensions, facilitate the development
of such policies. These initiatives were benchmarked with the Western European
countries education policies, however without cautious reference to national
context. As L. Gorbunova states: “...in the context of creative application
of the multicultural education policy in different countries there is a need to
ground it on the philosophy, which separates and unites all the diversities
and specificities of traditions and cultural practices which are based on the
fundamental humanity as well on the horizons of its desired global transnational
perspectives” [Gorbunova,2013, p.199]. In general the governments of all the
V4 countries have undertaken certain attempts in introducing changes in public
policy in sphere of education with deviations in each particular country. The
principal guideline is grounded on the fact that the division of Europe’s labor
markets along the dominant ethnic groups and minorities results in poverty,
social exclusion, and lower labor market status for the latter. In the V4 countries
the educational inequality is a key factor behind labor market gaps between the
homegrown and minority populations. Thus, a vital policy imperative here is
to prevent the residential and social segregation that provokes educational and
other inequalities. Intergenerational distributions of human capital indicate that
all-inclusive policies need to address the poverty and educational disadvantages
not only of children but also adults. Equal distribution and management in the
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labor market has been confirmed which directed at cultivation the trust between
indigenous and minority populations. Certain initiatives on introduction of
multicultural education policies in the V4 countries demonstrate that this is
possible.

Here it is presented the brief outlook of their good practices. Multicultural
education is a relatively new approach in the Czech school system according
to the publication of general guidelines by the Research Institute of Education
in Prague. In September 2007 the implementation of multicultural education
officially started in schools. One of the implications of the School Act was the
introduction of multicultural education as an obligatory part of new curricula
in primary and secondary schools. The process of education change of which
the School Act was a part of is undoubtedly very complex with many key
players and many factors influencing its results. Although ‘foreigners’ still only
represent approximately 3% of the Czech population, their integration has been
problematic, arguably due especially to administrative obstacles that effectively
generate segregation [Gabal, 2004]. The Ministry of Education pushes educators
to implement the school reform, which is supposed to enhance the training of
skills and students’ preparation for life in a democratic multicultural society.
The success of the implementation of multicultural education is very influenced
by what teachers think about the subject. Today they are uncertain about how
to define multicultural education, about their own professional identity and
their professionalism and about what society expects from them [Moree D.,
Klaassen C., Veugelers W.,2008, p.66]

In Slovakia, there is a high degree of separation of the education of minorities
from the education system as a whole, although these systems are under review.
There has traditionally been a range of provisions, especially at the primary
level, for minority language instruction in either separate schools or optional
classes — particularly for the minorities’ communities. In 1995, the Slovak
language law introduced regulations on the use of the Slovak language that
reduced the use of minorities’ languages in public, including in education. The
government also introduced measures for ‘alternative instruction’ that promote
bilingual instruction over minority languages as the medium of instruction. The
government’s intention appears to be to reduce the degree of separation between
minorities’ education and mainstream education in Slovakia [Mitter, 2003].

How did Poland do it? Poland adopted a new constitution in 1992 creating
better conditions for the self-identification of minorities. This resulted in changes
to provisions for minorities’ education. Decisions about the type of provisions
offered to pupils from different ethnic communities were largely dependent on
the group’s size and concentration, as well as its history in Poland. However,
because minorities must demand special provisions, usually only the best
organized groups were able to secure their own schools or classes in their own
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language. Curriculum development and review, selection of textbook writers,
syllabus design, staffing and in-service teacher training are the areas where
minority associations have participated, working together with the Ministry of
National Education. They have also taken part in the preparation of regulatory
national minority education-related documents and papers. Legal regulations
concerning the educational rights of minorities are not disputed. The Polish law
in this respect complies with the Conference on Security and Co-operation in
Europe (CSCE) document, the Convention on the Rights of the Child, and other
international regulations [UNESCO: International Bureau of Education,1995].
Implementation of minority educational rights and the operation of minority
language teaching institutions are supervised by heads of regional educational
boards and their plenipotentiaries.

In Hungary, the decentralized structure has been utilized to adapt provisions
for separate minorities’ education and language of instruction, especially where
the minority is geographically concentrated. In addition, the national core
curriculum

recognizes five main types of programs for teaching minorities: bilingual
education, instruction in the minority language, intercultural education
programs, Hungarian as the language of instruction with the minority language
taught as a foreign language, and segregated ‘catch-up’/remedial programs for
Roma children [Forray,2002, p.75-76].

The languages of minorities are taught in some schools, and the main focus
is to provide pupils from ethnic minorities with an education. In many cases,
minorities are taught in special schools, which is a form of segregation. Teacher
education is being reformed within the scope of the Bologna process and
consistently with the policy of inclusiveness. The Hungarian school system has
education tracks (similar to the German one) and a well-developed system of
early childhood education. Inclusiveness is therefore played out in a system of
highly selective structures, which appears to be a contradiction. The Hungarian
Government strives to implement inclusive schools throughout Hungary by
financing projects dealing with inclusive education in order to give all children
in Hungary the same chances. The challenge is to compensate economical
differences, especially differences in the financial resources of schools all
over Hungary, due to the fact that schools are partly financed by the local
administration, and there is a huge economic gap between the different regions
[Forray, 2007, p.121].

The main challenge in Hungary is the integration of the Gypsies/Roma. They
are overrepresented in schools for children with special needs because they are
often judged as mentally retarded and in schools whose certificates do not give
access to university. Hungary appears as an exception in this respect because
teaching minority languages is part of the policy [Lisko, 2001, p.37].

204 ISSN 2309-1606. ®inocogpiss oceimu. 2014. Ne 1 (14)



Iryna SIKORSKA. Multicultural education as a domain of the public policies...

Summarizing the above said it should be emphasized that cultural and
religious diversity in V4 countries remains a challenge, even if multicultural
education is not a new issue in their education policy agenda. However it
remains vital to describe and publicize the current state of social, linguistic and
religious heterogeneity in these countries and the way it has been managed by
the state authorities, policy-makers, minority representatives and civil societies.
It is clear that the current movement of ‘multicultural education’ in V4 is a
response to modern social and political and economic circumstances. The
success or failure of this endeavor mostly depends on appropriate application of
the Western European multicultural education policies with the regards on the
cultural characteristics of modern V4 societies and their historical traditions.

Overall similarities and differences of the Visegrad countries’ public
policies towards the multicultural education are more similar to one another
than to other Western European countries on a number of dimensions important
to understanding the patterns of introducing the multicultural education
policy. The common problems in all four countries are: insufficient devices
for quality assessment and control; insufficient teacher education, especially
in-service training and little engagement in implementing European policies
on multicultural education. A general tendency appears in the four countries:
encouraging assimilation (which is not the same as integration) and exclusively
teaching the language of the host country. These tendencies

Finally, the V4 public policy in introducing and maintaining the multicultural
education needs to be thoroughly studied and compared to the existing EU
diversity policies and procedures and further advocacy issues should be identified,
looking for a better multicultural acceptance and integration of diversity within
the present region. The success of the implementation of multicultural education
is highly influenced by what public opinion was elaborated about the subject.
There is still a lot of uncertainty in terminology, definitions and attitudes towards
multicultural education in V4. And what is more important — what society
expects from it.

On a general note it should be said that multicultural education is designed to
help the majority to live with immigrants and minority groups who are culturally
different, and to support their integration. Another idea is that multicultural
education is associated more with the general situation in a globalized world
and the countries V4 can not stay outside these processes. Implementation of
multicultural education does not obligatory depend upon the presence of foreign
students but it rather aims at training students in plural thinking, helping them see
issues from different perspectives in a dynamic process of looking for answers.
This aligns more to the multiple-identities approach and also to ‘transcultural’
developments in the international multicultural debate.
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Ipuna Cikopcvka. MyJbTHKYJIBTYpPHa OCBiTa y cdepi Aep:kaBHOI NOJITHKH B KpaiHax
Bumerpaacbkoi 4eTBipKu.

B naHifi craTTi Npe3eHTOBAHO OIS PO3BUTKY MYJIBTHUKYJIBTYPHOI OCBITHBOI HONITHKH
B Kpainax Bumerpancekoi rpynu (ITonbia, Yropmuna, Yexis ra CioBaupska Pecry6iika), ne,
nounHaodn 3 1990-x poKiB CIOCTEpIraeThCcsl HEYXWIIbHA TOTOBHICTh CYCHUIBCTB IMX KpaiH
JI0 IEMOKPaTHYHHX TEPETBOPEHb, BIAPOKEHHs COLIANBHOI Ta KyJIBTYPHOI Pi3HOMaHITHOCTI,
sika HaOyJ1a 0COOJIMBOTO 3HAYCHHS /T Yac PO3MIMPEHHs Ta iHTerpaiii 1ux kpain B €C. Cyuac-
Ha KyJbTYpHa PI3HOMAHITHICTh Y JAHOMY PETiOHI € HAaCJiIKOM TPYIOBOi Mirpauii Ta OikeH-
1iB. Y cTarTi HaroJoOWYyIOThCs, O 3MIHU Y CyCHUIBCTBI, O€3CYMHIBHO, BIUIMBAIOTH HA 3MIiHU
B OCBITI, sIKa BIJJI3EPKAIIIOE Ta BiIMOBIIA€ HA COIiaIbHI TpaHCchopmMallii. MeToro CTaTTi € omuc
KOHTEKCTY JUIS CTAHOBJICHHSI MYJBTHKYJIBTYPHOI OCBITH SIK MPEPOTaTHUBH JIEP)KaBHOI MOJNITH-
KU y KpaiHax Burerpajacbkoi 4eTBipKH 3 ypaxyBaHHSIM NOTpe0d CydacHHX CYCHUIBCTB KpaiH
Burerpany. ABTop HamaraeThCs BiJIIIOBICTH Ha MHUTAHHS: YM 3aJIMIIAIOTHCS MYIBTUKYJIBTYPHI
ACIIEKTH OCBITH TIJIbKH B PaMKax Teopii OCBITH B IaHUX KpaiHax, a00 BOHH CTAIOTh aKTyaJIbHUM
MUTaHHIM JIePKaBHOI MOJIITHKH CYCIIIBHOT €THOCTI.

Knrouosi crosa: mynomuxyniemypra oceima, kpainu Buweepadcekoi uemeipku, depoicasHa
NONIMUKA, Micpanmu, MyJIbmuKyIbmypHe cyCnilbCmeo.

Hpuna Cuxopckas. MynbTHKYJIBTYpHOE 00pa3oBanue B cepe rocyiapcTBeHHOM Mo-
JIMTHKH B cTpaHax Belmerpajackoi 4eTBepKu.

B nanHOl crarbe npencTasieH 0030p pa3BUTHS MYJIBTUKYIIBTYPHOH 00pa3oBaTeinbHON TO-
JUTHUKU B cTpaHax Bemmerpanckoit rpynns! (Ilonsima, Benrpus, Uexus u Cnosankas Peciy-
Onuka), rae, HaunHas ¢ 1990-x ronoB, HaOIOAAETCS HEYKJIOHHAss TOTOBHOCTH OOLIECTB ATUX
CTpaH K JEMOKPaTHYECKIM MPeo0pazoBaHMsIM, BO3POXKICHUE COLIMAIBHOTO M KYJIBTYPHOTO pa3-
HOOOpa3us, KOTOpoe MPHOOpesIo 0cod0e 3HAYCHUE BO BpeMs MHTerpaiuu 3tux crpan B EC.
CoBpeMeHHOE KYJIBTypHOE pa3HOOOpa3ue B JaHHOM PETHOHE SIBJISIETCS CIICICTBHEM TPYIOBOU
MHrpalyy ¥ Han4uusi OexxeHleB. B cTarbe oTMewaroTcs, 4To M3MEHEHUs B 00lIecTBe, Heco-
MHEHHO, BIIUSIIOT Ha U3MEHEHHS B 00pa30BaHHUHU, KOTOPOE OTPayKaeT U OTBEYAET Ha COLMAJIbHbIE
TpaHcopmanuu. L{enbio cTaThy SBISIETCS ONMCaHNe KOHTEKCTa ISl CTAHOBJICHUS! MYJIBTUKYIIb-
TYPHOTO 00pa30BaHUs KaK MPEpOraTuBbl TOCYIApCTBEHHOM MOJIMTHKH B CTpaHax Beimrerpan-
CKOI1 UETBEPKH C YUETOM ITOTPeOHOCTEl COBpEMEHHBIX 00111ecTB cTpaH Brimerpana. ABTop 1bI-
TAeTCsl OTBETUTH HA BOIPOC: OCTAIOTCS JIM MYJIBTUKYIIBTYpPHBIE aclleKThl 00pa30BaHMs TOJIBKO
B paMKax Teopuu 00pa3oBaHKs B 3TUX CTPaHax, MM OHH CTAHOBSTCS aKTyaJIbHBIMU BOIIPOCaMHU
rOCYJapCTBEHHOW TOJIMTUKU COLIMAILHOTO €IMHCTBA.

Knioueswie cnoga: mynomuxynmyproe obpaszosanue, cmpansl Boluezpaockoii yemeepku,
20¢cyoapcmeenas NOTUMUKA, MUpanmul, MyTomuKyIbmypHoe 00uecmeo.
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