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Abstract

This thesis explores the relation between educaiaha group’s identity and cultural heritage in a
multicultural and multilinguistic context. More spfcally, focus is set on the small community of
Sephardic Jews living in Istanbul who speak Judean{sh, a language that differs a lot from the
country’s official and majority one, Turkish.

This community, considered from the Turkish stat@ aeligious minority, has been living in
the country since 1492, the year in which they vexgelled from the Iberian Peninsula because of
their religion. Notwithstanding all these centutigsg in Turkey, Sephardic Jews keep experiencing
discrimination in the society they live in, and ateuggling to find where they fit, also becauseyth
are perceived by the majority as foreigners.

Nowadays, Judeo-Spanish is mostly spoken by oldph&dic Jews, and is indeed a dying
language. Turkey, despite being a highly multiaakweountry, in which many different languages,
cultures and religions live next to each other, ddagpted a very nationalistic minority regime since
the foundation of its Republic in 1923. Indeed, pnaeasons brought to the loss of this ancient
language, but this project aims at discovering twethe right to education and to learn in one’s
mother tongue has actually influenced SephardicsJ&entity and the community’s cultural and
linguistic heritage.

The topic is explored through the perspectives;ated experiences, and personal opinions
of Sephardic Jews in contemporary Istanbul belantprdifferent generations — some of them indeed
speak Judeo-Spanish, and some do not. The pongwfof the minority members indeed shed light
on today’s situation with regards to the role o tanguage in Turkish society, and the general
attitudes towards it.

The final objective of this thesis is to find ouhether the bans in education and the
consequent negative language attitudes actuallphaupact on Sephardic Jews’ identity and on the
shaping of it, and then it this, in the long rulspaaffected the group’s cultural heritage.
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1 Introduction

1.1 Background and motivation
“[T]here’s a saying in Turkish, that maybe you'veand. ‘One language equates to one person™
(Isaac). This thesis deals with language, educaiitemtity and cultural heritage in a multicultural
and multilingual milieu, that of Turkey, and expmsrthe topic through the situation of Sephardic
Jews in Istanbul, and their language, Judeo-Spanish

Language plays a vital role in education: it isgad through this medium that knowledge is
acquired. However, sometimes, some pupils may @ailbwed to use their mother tongue at school,
as a consequence of top-down approaches, or ofge@ttitudes towards a tongue differing from
the majority’s one — which leads to issues in tlassroom. Can this actually lead to problems that
go beyond the school environment, such as idestityggles and, in the long run, linguistic and
cultural loss? A language ban usually aims at ngakination’s minority speakers assimilate into the
majority’s language and culture, leading to losdirgguistic diversity. This is problematic because
every language represents a specific worldviewaiidire, and also the group someone belongs to
— such as their family, community, or country. Qudd diversity should indeed be preserved,
protected, and even encouraged and transmitted.
Turkey is a nation with many different cultureshretities, languages, and religions; however,
historically, the country has tried to unify itstiee population under one language and culturéo as
group everyone under a single national identity.atVimpact did this have on the Sephardic
community in Istanbul, and on Judeo-Spanish?I chdsdopic because | am particularly interested
in language: having studied Translation and Intgtipg, | learned how important it is — although it
is usually underestimated — and how strictly cotetd is to culture. Every language represents a
culture and a whole system of traditions, ideolsgend values, and plays a big role in identity
shaping. Moreover, | see education as being otigeafost important rights, and a main transmitter
of languages to younger generations. More spetiifidachose to focus on Judeo-Spanish speakers
in Istanbul because | found it extremely interagtiow this community has managed to maintain its
tongue for more than 500 years, but — at the samee-t | found it important to focus on the current
situation, in which multilingualism is being lost favour of inclusion and assimilation into the

Turkish society.

1.2 Problem statement and research questions
This thesis aims at showing how language, andsigsuschool have been handled in a linguistically

diverse country such as Turkey, and what the egpee of minority members in modern Istanbul is.



The main goal of this thesis is therefore to redeamether the use or ban of a mother tongue
as medium of instruction in school can lead to egngnces in minority language speakers, and their
language attitudes. To what extent did languageiru3eairkish schools influence Sephardic Jews’
identity? Have language bans and negative socatiiildes also had an impact on the group’s

transmission of cultural heritage to the new gein@na?

1.3 Purpose and significance of the project

So, the goal of this thesis is to show how eduoatianguage, identity and cultural heritage are
interconnected in the specific context of moderrk&y. The main objective is not to generalise the
findings to the whole country, as it focuses ontyJoideo-Spanish speakers in and from the city of
Istanbul. Furthermore, this research deals withttipec through the perspective of the minority
members themselves, their perspectives, persopariexces and opinions: the analysis is indeed
based on interviews findings.

This project is significant for the Master in HumRBRights and Multiculturalism because of
the perspective it uses to analyse the topic. fhsis is relevant to the field of human rightsaaese
it focuses on the right to education, and on listiairights. The multiculturalism side is explors
linguistic diversity and identity, since this studgals with a linguistic community living in a high
multilingual and pluralistic society (Cattoni, 2020n our world that is becoming increasingly
globalised, it is important to focus on some smalled less-known languages that have few speakers,
and that are slowly dying, as in the case of Jusleanish nowadays. Multilingualism is indeed
something that is ought to be safeguarded and wexbbecause every language represents a culture
that might disappear with the death of the tongue.

This paper is focusing on the perspective of Sepbdews from Istanbul. | am interested in
hearing the opinions and experiences of older authger minority members, as to see whether there
are some generational differences with regardarigdage use, attitudes, and personal experiences
in education and in Turkish society. It is indesgortant for me to seek the point of view younger
generations, as they are the ones now responsilttartsmit the cultural and linguistic heritage to

the future ones.

1.4 Theoretical lens and methodology

For its theoretical background, this thesis presglgas from various authors, coming from different
countries and having different academic backgroumte key concepts are explained through their
theories, which were first used to develop therumsv guide, and later to analyse the interview’s

results.



For what concerns language, mother tongue, and mlevant concepts related to them, the
most important theorists are Hall, Skutnabb-KaragasPhillipson. Hall's ideas are also presented in
the chapter on identity. Very significant are alBaylor and Douzinas in their discussion about
recognition, whereas May’s work on minority langaags used both for identity and education.
Finally, the main author for the chapter about adioa and rights in education is Tomasevski. More
generally, education, minorities and heritage apaceptualised through the definitions, and
explanations presented by international agreenardsconventions, as well as documents specific
to Turkey.

The topic is examined with a qualitative reseatcitegy. More precisely, data was collected
through qualitative semi-structured interviews aactdd online with Sephardic Jews from Istanbul.
A qualitative method was chosen, as to grasp the tthrough the opinions, experiences, and
narratives of the interviewees. The epistemologtaice used is therefore the one of interpretivism

as it is concerned with the social world, whiclkiéermined by human actions.

1.5 Structure

To answer the research questions, this thesigfissides some background informati@hapter 2
describes the context: Turkey’s approach towardsonty groups in society, and in the education
system. First, the concept of Nationalism and ¢the of this ideology in Turkey is presented, folkedv

by a discussion about education, and the role woionties in Turkish schools. Later, this thesis
analyses the situation of Turkish Jews in societyeneral, with a small parenthesis on anti-Semijtis

to then focus specifically on the Sephardic comnyyrand the Judeo-Spanish language. This is
presented using both reports, books, and journpkrngaabout Turkey, as well as local and
international documentsChapter 3introduces the theoretical framework that guidbd tata
collection and analysis, and later also the disonsd’he main terms presented in this section are
‘language’, ‘identity’, ‘recognition’, and ‘minomt, connected to the right to education, humantagh
in general, and the concept of ‘cultural heritagapter 4examines the methodology used in this
thesis: it presents the research strategy and rodseaethod, the sampling of the context and
respondents, the epistemological foundation, angravides information about my positionality
towards the research, to finally describe ethioaktderations and limitation€hapter Spresents the
results collected through the interviews with reggpents, and analyses them through the theories
presented irChapter 3 Chapter 6provides a conclusion for the thesis. Lastly, @ibpraphy of all

the cited sources is given, as well as two Appessdic



2 Background information

Before talking about the specific community of Jok&panish speakers in Istanbul, it is firstly
important to understand what the situation in ganer with regards to minorities, in a country
characterised by the presence of various cultetbsjcities, and languages. All sources used B thi
thesis agree that minorities have a disadvantagsitign in Turkish society, and that — despite the
positive reforms that have been taken as a coneequaf the country’s candidature to enter the
European Union — a lot still has to be done toldatt equality. The presentation of the situation
Turkey starts with the concept of ‘Nationalism’ aheé related ideal of a unified ‘national identjty’
as both seem to have laid the foundations of themiaority communities are treated in the country.

Later, it is likewise important to understand hovinanities are viewed in the country’s
educational system, and how pupils belonging tieikht ethnic, religious, and linguistic groups are
treated at school. Here, it is essential to merthenprocess of Turkification adopted in the coyntr
which led to discrimination of minorities in scheoAnother chapter focuses on the role that languag
plays in discrimination, and assimilation of mingrstudents into the majority.

Finally, focus is shifted to the Jewish communifyTarkey — and their place in the wider
society — and to their language, Judeo-Spanishieh fistorical overview is given, as to understand

why the situation is the way it is nowadays.

2.1 Nationalism
When discussing Turkey'’s attitudes towards minesiliving in the territory, the first concept to be
mentioned is that of ‘Nationalism’. In their 201tudy on the learning process, school experiences
and issues of children who have Kurdish as a mdtrgue and have to learn through the medium
of Turkish, Vahap Cgkun, MehmeSerif Derince and Nesrin Ugarlar point to the rdlattTurkey’s
language policies and educational system play & dbnstruction and promotion of a national
identity. The authors hold that one of the mairnrabgeristics of the modern state is that of a mafio
identity — a unified type of identity which oversloavs all local ones (G&un, Derince, & Ucarlar,
2011, p. 13). To reach the goal of unifying therdoy “[a] single tradition is identified or invente
for language, history, art and daily life and tinglition is given precedence over all other pristeng
traditions” (Cgkun et al., 2011, p. 12).

In the process of nation-building, language andcation always play a big role, usually
through the imposition of one single standard t@)gud the institution of national education system
(Coskun et al., 2011, pp. 12-13).



Similarly, in their 2004 paper analysing the rdiattlanguage has played in the creation of a
national identity in Turkey, Ayegiil andismail Aydingiin — with a sociology and political ecce
background respectively — conclude that “in theecak modern Turkey, language was the main
instrument that defined the nation and nationabhy$t(Aydingin & Aydingin, 2004, p. 417).

The Turkish advocate Nurcan Kaya, reporting on miipoights, equality and discrimination
in the Turkish educational system, argues thatdagg is the reason why minorities have been seen
as a threat to the nation since 1923 (Kaya, 20094),pand are thus asked to assimilate into the
majority. Cakun et al. (2011, pp. 13-14) state that languagelynhas two roles: it is the symbol of
a common ‘we’, and “can be a tool used to transfanpopulation with different ethnic identities and
languages into the semblance of a coherent whaokeimterest of the nation”. And this is partialya
true in Turkey: speaking Turkish is seen as thetmmgortant condition for being a Turk;
consequently, it is imperative for the state to enalkeryone speak the tongue ¢§klm et al., 2011,
pp. 26-27). And as explained by Aydingiin and Aydimg2004, p. 426), every community can
actively become a Turk: all they need is to speakkifh and assume the majority culture. This
assimilation is considered necessary to lead te tileation of common values and consciousness
through creating a homogenous and secular natoutialre” (Aydingin & Aydingin, 2004, p. 428).

In order to reach this goal, various measures vedwen in the country: first, with the creation
of the Republic in 1923, the country decided toebasgerything on secularism and nationalism,
undergoing a process of modernisationg{Cm et al., 2011, p. 20). As it was believed thavas
multiculturalism that lead the Ottoman Empire tdlajgse, a unified Turkish identity — based on a
single religion, language and culture — was createtimposed to the detriment of all the otheriethn
identities (Cekun et al., 2011, p. 20). Consequently, Turkish erassen as the only official language
of the country in in the Constitution of 1924 @on et al., 2011, p. 29) — and it was decided & th
1982 Constitution that “this clause was not toimeaded, nor shall its amendment even be proposed”
(Coskun et al., 2011, p. 36). Second, in 1928, the @agmpcalled “Citizen, speak Turkish!” was
introduced: it required everyone to speak Turkishpublic, and established that using any other
language was against the law §gan et al., 2011, p. 31). Later, minority surnamwese ‘Turkified’

“to conceal subordinate identities such as religgamtt and class and to internalize the singl@nati
identity” (Coskun et al., 2011, p. 33); and then place names alecechanged: in the period between
1950 and 1980, about 35% of village names werekiliad’ (Coskun et al., 2011, p. 35).

In their paper, in which they discuss minority pags in Turkey with an international relations
perspectiveSule Toktg and Bulent Aras assert that the country’s regmaeatds minorities includes
laws and politics, as well as societal attituded emltural elements (Tokfa& Aras, 2009, p. 701),

and — most importantly — has the Lausanne Pea@yTee below, pages §-8s departure point



(Toktas & Aras, 2009, p. 717). No changes have been nmtihettreaty, except the addition of people
of Bulgarian origin to the recognised minoritiesli®?5 (Tokta & Aras, 2009, p. 700). With regard
to this, the authors affirm that “[tlhe aim of tharkish policy is to stay within the boundariestio#
Treaty of Lausanne and prioritize national secuctipsiderations over minority issues” (Tak&
Aras, 2009, p. 697).

However, when, in 1999, Turkey became a candidegater the European Union — following
a process of “more-liberal understanding of hunigims and democratization” (Tokt& Aras, 2009,
p. 698), it adopted a second policy towards mirexitn the territory. Since a certain standard of
minority rights is a prerequisite to enter the Un{@okta & Aras, 2009, pp. 705-706), Turkey was
asked to improve its policy, and the country detide adopt reforms in three categories:
discrimination, cultural rights, and religious fdeen — without however changing the main minority
regime (Tokta & Aras, 2009, p. 712). One example is the possihilbot to declare one’s faith on the
identity card (Tokta & Aras, 2009, p. 712). Also, in 2002, broadcastimgtelevision and radio of
different tongues and dialects used by citizerthair daily lives became legal (glaun et al., 2011,
p. 37; Tokta & Aras, 2009, p. 713); nonetheless, askpo et al. (2011, p. 37) specify, these
programmes were kept short, the content given waised, so that the broadcasts would not be
informative, and programmes for children were revthmitted. An exception was however the creation
in 2009 of a twenty-four-hour television stationkardish (May, 2012, p. 180)

So, we can understand that the candidature to thbreught some minor positive changes;
nevertheless, the country seems to resist, ag# ot want to change its minority regime nor exten

the Lausanne rights to more minority groups (ToktaAras, 2009, p. 716).

2.2 Education

When it comes to schooling, nationalisation is ecbd through standardised and compulsory
education (Cgkun et al., 2011, pp. 15-16). In fact, the educaticystem in Turkey is centralised:
in 1924, the Turkish Parliament passed the LawherLnification of Education, which standardised
and centralised all institutions, as well as thegleage to be used in education (Aydingin &
Aydingin, 2004, p. 426; Gkun et al., 2011, p. 29; Kaya, 2009, p. 8).

As Aydingin and Aydingtin (2004, p. 417) explaine afithe main goals of the newly-formed
Republic was cultural homogenisation, which was¢éoreached through education. Indeed, the
Turkish educational system has a very specific:teskreate a national identity, and instil some
specific values and ideas into the students’ mifidstly through the creation “of an imagined
common memory” (Cgkun et al., 2011, p. 16). The authors state thatraksed education aims at

building a common “culturally, intellectually andaally integrated Turkish identity” (G&un et al.,



2011, p. 23). And in schools, students are taugiternalise this identity, and to be proud otat,
the detriment of their own (Gkun et al., 2011, p. 25).

One drawback of this centralisation is that it doestake into account the country’s diversity
(Kaya, 2015, p. 71): minorities themselves were awtsulted when it came to deciding what was
best for them in terms of access to education andnity rights in general (Kaya, 2009, p. 4).

How are minorities actually treated at school imkey?

2.3 Turkification - minorities in school

Kaya discusses the Turkish educational system bother 2009 report dealing with the main
challenges faced in education by minority peophel @ her 2015 paper focusing on the challenges
of the country with regards to equality educaticexploring both topics through a human rights and
legal perspective. When talking about the educatiepstem in Turkey, Kaya (2015, p. 10) asserts
how it has been used to promote a nationalistioladg, formed on a monolinguistic and
monocultural ideal. In fact, with the foundationtbé Republic, a process of ‘Turkification’ started
aimed at making minorities assimilate (Kaya, 2429).

Turkification is ever-present in the country’s edtien system. For instance, the curriculum,
as well as the materials used, have been devetaged) only the majority into consideration — and
either ignoring the minorities, or considering thas ‘other’ (Kaya, 2015, p. 10). Furthermore,
textbooks also present xenophobic affirmationsrajaion-Turkish minorities (Kaya, 2009, p. 27,
2015, p. 23). In addition, there is an oath thabise recited in all schools — including Lausanne
institutions — by everyone in the mornings, and tvall about feeling proud of being Turks (Kaya,
2009, p. 26). A further example of Turkification‘@smandatory religious culture and ethics class fo
primary and secondary schools” which is part of ¢bentry’s Constitution (Kaya, 2009, p. 20):
children belonging to different religions have t@agtice some Muslim rituals and attend religious
classes based only on Islam (Kaya, 2009, pp. #l@)etheless, students from other faiths — such as
Christians and Jews — are allowed to skip thesesefa but only if they explicitly say they follow
different religions (Kaya, 2009, p. 21) — whichwever, goes against freedom of belief.

As a consequence, it is difficult for people belioiggto communities other than the majority
to feel included in the system. In this respeciy&@015, p. 66) explains that discrimination dutosxd
is not rare in Turkey; and it is due to lack ofarrhation, as well as lack of action when a case of
harassment is denounced in an institution. Theeefahildren and teachers from minority
backgrounds tend to hide their ethnic or religicentities (Kaya, 2009, p. 27), as “[e]lven when
teachers speak a minority language, communicatigh whildren in that language may cause

discrimination against them” (Kaya, 2009, p. 15).



As mentioned before, Turkey’s candidature to theogean Union in 1999 brought some
positive reforms: one such example is the elimomatof some discriminatory sentences in
schoolbooks for religious classes (Kaya, 2009) pF-drthermore, the candidacy to the EU led to the
introduction of private instruction of foreign lamages, minority tongues and dialects spoken in
Turkey in the everyday life (Gkun et al., 2011, p. 37; Kaya, 2009, p. 18; TelkaAras, 2009, p.
713); nevertheless, as Kaya (2009, p. 18) explditngse courses should not be against the
fundamental constitutional principles of the RepeiblOne further positive reform was the addition
in 2012 of new elective courses called “Living Laages and Dialects”, available from fifth grade.
However, some issues are the lack of resourcesthenthct that there must be at least ten people
taking the class for it to be offered — which iglténging for smaller communities; this rule hasoal
been used to discourage pupils from taking it, gétohe the excuse of lack of teaching force (Kaya,
2015, pp. 24-29). These courses show that, desmite small positive steps towards equality in the
formal education system, Turkey is still far froeaching it.

As it can be seen, minorities find themselves aatgr disadvantage in the education system,
and this has consequences on people’s attitudels,oanthe identity-shaping process of those

belonging to an ethnic, religious or linguistic miity.

2.4 Language in schools

After seeing how education has been used to imatibnalistic ideals into the younger generations,
it is likewise important to analyse the role ofdaage. Indeed, language and education are stricly
intertwined: the choice of the idiom to be usedcéhools mirrors society’s idiology, and can actuall
impact a pupil’s educational experience, as welisher identity shaping.

In Turkey, following the ideals of Nationalism amdrkification, it was decided that Turkish
had to be the only tongue used in education. Ekengtstarted with the language ban included in the
Constitution of the Republic of Turkey of 1982.thee document it is stated that everyone is equal
without any distinction, including language. HoweMeg is also written that the national tongue is
Turkish, and that “[n]Jo language other than Turks$tall be taught as mother tongue to Turkish
citizens at any institutions of training or eduoati[...] The provisions of international treatieg ar
reserved” Constitution of the Republic of Turkey082, art. 42) (Cattoni, 2020). The Constitution
has not been amended since, which means thatdtfet® no schools in which students learn through
a minority language (Kaya, 2009, p. 6).

A change happened in 1923, with the signing oL iesanne Peace Treaty, which recognised
Jews, Greeks, and Armenians as minorities (Kay@9,20. 4) — and which has since provided a basis

for the country’s minority regime (Toki{& Aras, 2009, p. 699). Article 40 states that mMduaslim



communities “shall have an equal right to establiehnage and control at their own expense [...]
any schools and other establishments for instmaind education, with the right to use their own
language and to exercise their own religion fretgrein” (ausanne Peace Treatyl923).
Furthermore, Article 41 ensures those living inceawhere there is a high percentage of minority
people to get their education in primary schoaleufgh their mother tonguédusanne Peace Treaty
1923). However, these articles only apply to thredlhgroups considered as minorities; all the other
ethnic and linguistic communities living in the cdty are thus excluded from the rights ensured by
the treaty. Additionally, minority schools are cmlesed private, and in some cases, even foreign
institutions (Kaya, 2015, p. 32). This ‘speciaktis these schools are attributed contributeseo th
idea that ethnic, religious, and linguistic groupsTurkey are ‘other’ than the country’s majority.
Furthermore, Lausanne schools also lack resourzematerials, and face difficulties when it comes
to renewing their curricula (Kaya, 2009, p. 16).

Language plays a very important role in the devalept of a child; therefore, in Turkey there
are many minorities who explicitly asked to haveitttongue as medium of instruction in schools,
and this applies especially to those communities adve fewer speakers or whose language is dying
(Kaya, 2015, p. 15). And one of those languagedediSpanish, is the focus of this thesis.

Before talking about Sephardic Jews and Judeo-Sipapecifically, a brief explanation about

how Jews in Turkey have been historically percemed treated is provided in the following chapter.

2.5 Jews in Turkey and anti-Semitism

In her 2006 study on anti-Semitism and discrimorain Turkey, the Turkish political scientistile
Toktas examines the phenomenon starting from the pergamaéptions and experiences of ordinary
Istanbul Jews in a predominantly Muslim countryfdde starting her discussion, the author gives
her interpretation of the term anti-Semitism, whétte defines as the “feeling and/or wave of hatred
against Jews” (Tokta 2006, p. 204). In her paper, Tokt@ms at challenging the belief that the
Jewish community in Turkey has always lived pedbgfand that there has been little anti-Semitism
in the country, differently from the rest of Euroff@ktas, 2006, pp. 203-204).

Because of the role that Islam has historically@dihin Turkey, non-Muslim minorities have
always been considered different, and they consglyugo not fit in the national identity (Tokta
2006, pp. 205-206). With regards to this, Tek{@006, p. 206) explains that the country is
characterised by a ‘Muslim versus non-Muslim’ distion, which is why the history of the Jewish
community is related to the one of all the othem-Muslims living in Turkey. For example, “Citizen,
Speak Turkish!” was a general campaign targetihdgaabuages other than Turkish in the public

sphere — although it actually lead to personal wgsito Judeo-Spanish speakers (TQk2806, p.



206). Other examples would be the Capital Tax duoed in 1942 — which made all non-Muslim
groups pay higher taxes, and the violence of Sapes7 1955 against Greeks in Istanbul and 1zmir,
which then lead to violent incidents against Jemg Armenians, too (Tok§a2006, pp. 206-207).

So, these are generally seen as being acts of keb@pand not anti-Semitism, as they
targeted all non-Muslim groups (Tokf&006, p. 213). And there are different reasorsriokthese
incidents, such as economic power held by mingioups (Toktg 2006, pp. 211-213), or nation-
building procedures, as in the language campaighieh, however, should have been implemented
in a more natural way (Tokia2006, pp. 213-214).

Nowadays, the main reason for cases of xenophsh@otied in religion (Tokta 2006, p. 219).

Nevertheless, there were incidents directed towdrelgewish community specifically, such
as the bombing of one synagogue in 1984, and ofntvvee in 2003. Both times, the blame fell on
external factors and people, although it is notvkmavhy those places were targeted (Tek2006,

p. 209). Interestingly, anti-Semitic incidents aheays thought to be provoked from abroad (Tgkta
2006, p. 208).

And there are also stereotypes exclusively targdtie Jews. For instance, in the 1930s and
1940s, Jews were portrayed in magazines as mesclvantspoke with a heavy accent and only cared
about money (Tokta 2006, p. 207). And the presence of prejudicedissussed by the respondents
of the 2006 study carried out by Toktéindeed, from the study it emerged that nowadagselieved
that the Jews want to control the world (Tgkt2006, p. 214). Moreover, it is highlighted thia¢ t
Turkish population is lacking information and knedge about the Jews and their religion (Tgkta
2006, pp. 211-212), which could be the reasontfesé common beliefs.

Having said this, all the interviewees of Taksastudy actually agree that anti-Semitism is
not to be found in Turkey on the macrolevel, suslihe legal or administrative one — especially in
comparison to other countries —, but that it oMigts as individual discriminations in the everyday
life (Toktas, 2006, pp. 210-212). In addition, incidents atitiddvidual level are considered to be “a
reflection of Muslim/non-Muslim dichotomy” (Tokga2006, p. 218), and are not perceived as having
an impact on Jews’ life in Turkey (Tokte2006, p. 217). Anti-Semitic ideas have traditipnbeen
used in politics by nationalists and fundamental{Soktg, 2006, p. 218), but there has never been
a government agenda for anti-Semitism, also bedheskews represent a very small group in Turkish
society (Toktg, 2006, p. 221).

Furthermore, the respondents said that modernms@tid urkey has led to more openness
towards non-Muslim groups (Tokta2006, p. 212). Nonetheless, the author noteshleatiata was
collected before the last bombings in Istanbul, #yad the interviewees all live in Istanbul, whish

known for being home to various cultures and rehgi(Tokta, 2006, pp. 221-222). If the study had
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been carried out later or with respondents frontteraarea of Turkey, the answers could have been
different.

To conclude Toktgs discussion about the Jewish community in Turkeg,can say that,
according to her, anti-Semitism has never beemldgsue in the country: she in fact asserts that i
“ad-hoc, unsystematic, irregular, and not widesgité@oktas, 2006, p. 211).

The same topic is explored more deeply by MarcylBBbanan, an author from the United
States with a background in Anthropology and Ju&aiciies (Brink-Danan, 2011, p. 107).

In her 2012 book, she deals with the Jewish comtyisrniife in Turkey in the 2% century, and
describes her work as being “the first English-lzage ethnography about contemporary Turkish
Jewry” (Brink-Danan, 2012, p. xiii). She definesrKish Jews as being a ‘community’ because most
of them come from the Iberian peninsula and livdstanbul, and because they are all under the
authority of a chief rabbi (Brink-Danan, 2012, 8).1In her book, Brink-Danan (2012, p. 27) studies
how Turkish Jews are characterised by difference defined as ‘foreigners’ in the society in which
they live. Her work is based on data collected myfieldwork in Istanbul from 2000 to 2003, and
research visits in later years (Brink-Danan, 2@l 386). The point of departure for her discuss®n i
the presence of ideologies of inclusion and exolusi societies, which lead to the division of pleop
“into religious, linguistic, and social groups” (Bk-Danan, 2012, p. 172).

Throughout her book, the author constantly defil@sgs as being the “model minority” in
Turkey, because of the role they’'ve played in thentry’s accession process to the European Union
as “the tolerated ‘Other’” (Brink-Danan, 2012, y).iWith regards to the community’s integration in
society, Jews have always been tolerated in Turkegpecially because of their ‘special status’ as
“People of the Book” alongside with Christians (B«Danan, 2012, p. 10) —, and have had full
citizenship since 1923. However, they are threatdneattacks against them, and by anti-Semitism
(Brink-Danan, 2012, p. 1), and are faced with stgfges such as the belief that they speak broken
Turkish enriched with foreign words, and are lo@dirfk-Danan, 2012, p. 93), or that they want
power (Brink-Danan, 2012, p. 159).

The main idea of the book is that Turkish Jewsdiweled between their sameness as Turks
and their uniqueness as Jews (Brink-Danan, 201P): @mn one side, they have assimilated into the
majority; on the other side, they have maintain@ahes of the traits that distinguish them from the
others (Brink-Danan, 2012, p. 19). In Turkish stgi¢here is indeed a distinction between ‘local’
and ‘foreign’, which is a consequence of an ‘ughem’ classification (Brink-Danan, 2012, p. 14).
With regards to this, Brink-Danan (2012, p. 27)laxs that Turkish Jews are usually thought to be
‘foreigners’, especially when they introduce thelwmsg. And the author puts emphasis on a specific

element creating this difference, one’s name: thinothe process of naming, classifications are
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created (Brink-Danan, 2012, p. 28), so that namaesactually indicate inclusion or exclusion from
society (Brink-Danan, 2012, p. 68). Most importgnt[sJometimes being classified as a foreigner
seems a minor inconvenience [...]; however, in otdases, being marked as foreign [...] engenders
more serious results, including economic and palitexclusions” (Brink-Danan, 2012, pp. 65-66).
In the past, Turkish Jews were in fact attachedrdditional names, whereas nowadays — as a
consequence of the founding of the Republic andtetry’s Europeanisation process — they aspire
to have Turkish-sounding names (Brink-Danan, 2@188). Or sometimes they simply have double
names: one for the community, and one for the gpee a whole, “as a matter of security and to
deal with the annoyance of all those questions abmgignness” (Brink-Danan, 2012, p. 72).
Nevertheless, it is important to point out thatglets interpretations of names as ‘foreign’ or dic
change over time (Brink-Danan, 2012, p. 72).

Through various examples, Brink-Danan (2012, p.88®)lains that Turkish Jews hide their
physical, cultural, and linguistic difference inlghic — as it is not fully tolerated —, but maintaiimnn
private Indeed, as a consequence of the nationaéstogy and Turkification processes described
above §ee Chapter 2)1 Turkish Jews have historically maintained a fowfile (Brink-Danan, 2012,

p. xi). Moreover, they worry about their securyd this issue is shown by the fact that Jewistgsla
in Istanbul are controlled (Brink-Danan, 2012, @7), and also require permission and a
‘reservation’ before the visit (Brink-Danan, 20p288), which, according to the subjects of thelgtu

is mainly due to the 1986 bombing attack (Brink-Ban2012, p. 85).

Because they are divided between maintaining thiéérence and being ‘fully’ Turkish, Jews
know how to switch among different social codegythamely speak and behave differently based
on the context in which they find themselves (Bfib&nan, 2012, p. 22). And this is true also for
language, as they know when to use a standard shyrend when to speak “a marked Jewish-
Turkish” with loanwords from different idioms (BkrDanan, 2012, p. 94). Consequently, the author
states that Turkish Jews have a “doubled idenfByink-Danan, 2012, p. 86), and that both their
private and public identity represent them andrtlins (Brink-Danan, 2012, p. 170).

A positive step towards integration was the elecbba chief rabbi in October 2002, which
made it possible for the Jewish community to “perfadentity” in public (Brink-Danan, 2012, p.
106) and participate in the wider society — whihisually denied to them due to their small number,
and their minority status (Brink-Danan, 2012, p412

In conclusion, it can be said that, officially, Kigh Jews are equal to all the other country’s
citizens, but, in their everyday life, they tendhtde those differences that form their unique idies,

in order not to face discrimination or be considefereign’ in their own country.
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2.6 Sephardic Jews in Turkey

This subchapter deals with one specific group, tic@dephardic Jews. In Turkey, the majority of
Jews descend from the Sephardic community expited Spain in 1492 (Kaya, 2009, p. 10). In the
2020 podcast episode in which she is interviewediabudeo-Spanish, Kar&arhon explains that
around 40000 people emigrated from Spain in 14@2uxee of the Spanish Inquisition: “Jews faced
expulsion, torture or death if they refused to ahvo Catholicism” (Jewish Women's Archive,
2020). Interestingly, these Jews called themse®efmrdim’, as in Hebrew ‘Sefarad’ means ‘Spain’
(KIVUNIM ONLINE, 2020).

What concerns the history of the Jewish commumtylurkey, it is firstly important to
mention that during the Ottoman Empire, Jews livetheir own communities, separated from the
external reality. However, the foundation of thekish Republic in 1923 made them “open up to the
outside world” and assimilate into the wider socigarhon, 2011, p. 70). A good example of this
change is provided by Amy Mills, an American autbpecialised in geography (Mills, 2008, p. 383),
who has written a paper focusing on a — once —icoltiiral neighbourhood in the city of Istanbul,
Kuzguncuk. Through various citations from interveewith people who used to live there, Mills
shows how this neighbourhood was characteriseculiyral diversity and harmonious coexistence
between people from different backgrounds; it wafact a place that had “a unique identity [...] that
superseded any difference based on religion oi@tyih(Mills, 2008, p. 383). And this is just one
of the non-Muslim areas of Istanbul during the @@m Empire; the city was indeed extremely multi-
ethnic (Mills, 2008, p. 387). For instance, variaitstions in the paper prove that in Kuzguncuk,
Jewish, Greeks, Armenians, and Muslims were onagglitogether in harmony (Mills, 2008, p. 383)
— and that Muslims actually constituted only a drpatcentage of its inhabitants (Mills, 2008, p.
391). Most importantly for this thesis, KuzguncuhkHerited a significant community of Sephardic
Jews exiled from Spain” (Mills, 2008, p. 387).

However, in mid-28 century, “Istanbul was transformed from a multiéth multireligious
city into a predominately Muslim, ‘Turkish’ city'Mills, 2008, p. 384). This happened because many
minority people emigrated from Kuzguncuk “to newagre elite minority neighborhoods on the
European side” (Mills, 2008, p. 388). And some ntbuat of the city because of the “Citizen, Speak
Turkish!” campaign, and — especially Jews — becaifs@/orld War 1l (Mills, 2008, p. 388). In
addition, in 1948, many Jews decided to emigratthéonewly-founded state of Israel (Taki&
Aras, 2009, p. 704).

It is now fundamental to discuss the history oft@egic Jews’ language: Judeo-Spanish.
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2.7 Judeo-Spanish

Judeo-Spanish, or Ladino, is the language spoke®epyhardic Jews in Turkey — as well as in other
countries. The history of the language is well akpd by Karersarhon — researcher of Sephardic
culture, language, and music, and founder of ther@an-Turkish Sephardic Cultural Research
Center in IstanbulSarhon, 2011, p. 62) — in a podcast episode byedhaesh Women's Archive, in
an online seminar called “Summer Explorations”, and documentary by the Istanbul Sephardic
Center, all of which were released in 2020. Thectipalso explored by the Israeli linguistic Ora
Schwarzwald in her 2019 book chapter titled “Ju&@anish throughout the Sephardic Diaspora”.

In the Iberian Peninsula, Jewish people did noehbkeir own tongue, instead, they spoke the
Spanish dialect of the area in which they livedshsas Castilian, Aragonese, or Galician (Jewish
Women's Archive, 2020). Once in the Ottoman Emgiliethose dialects got mixed up to gradually
form what is now Judeo-Spanish (KIVUNIM ONLINE, 2D2Schwarzwald, 2019, p. 146), and since
Castilian Spanish was the most popular dialedbeitame the basis for this new tongue (Jewish
Women's Archive, 2020). The language kept someacheristics of the Spanish of the time, which
have instead evolved, changed, or even disappeamddern Spanish (Schwarzwald, 2019, p. 146;
Sentro Sefardi d'Estambol, 2020).

After having left Spain, the Jews moved to differplaces, which made the idiom develop
based on the target language of the new countrgxplained by Seloni and Sarfati (2013, p. 9) in
their study on language ideologies and practicethe case of Turkey, the tongue “heavily borrows
from the lexicons of Turkish, French, Hebrew, atadian”. Indeed, Judeo-Spanish was influenced
by the tongues of the neighbouring communities aadntries, mostly borrowing vocabulary
(KIVUNIM ONLINE, 2020; Schwarzwald, 2019, p. 146%p, “although its basic grammatical
structure and vocabulary are based on medievali§pahere are many differences between Judeo-
Spanish and Spanish” (Schwarzwald, 2019, p. 14t i§ whySarhon states that Judeo-Spanish is
actually an Ottoman language, and that everyonespkaks it has origins in the Empire (KIVUNIM
ONLINE, 2020).

What is interesting about Sephardic Jews is thethat they managed to preserve their tongue
— and their cultural heritage — for more than 56arg: in fact, a language of immigrants usuallg get
lost within four generations (KIVUNIM ONLINE, 202@entro Sefardi d'Estambol, 2020). It is then
important to understand how this was possiblet,Rine Ottoman Empire had a particular minority
regime: every group administered itself and iterinal affairs, and all they were asked in exchange
was taxes (Jewish Women's Archive, 2020). In aaldjtthe Empire did not interfere with the

communities nor it imposed anything, like languageeligion, to them (KIVUNIM ONLINE, 2020).
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Second, women played a big role in the preservatiooultural and linguistic identity.
Because they were the ones staying at home, thewéry limited contact with other linguistic
groups, and only spoke Judeo-Spanish — which #ngyht to their children. They consequently did
not assimilate into the Turkish majority (Jewish M&n's Archive, 2020).

This situation started to change in the 1800s mxad the French educational institution
Alliance Israélite Universelle: in 1860, it opernagbut 115 schools in the Ottoman Empire with the
goal of bringing Enlightenment to the East (KIVUN®NLINE, 2020). This is when women started
attending school for the first time, and finallytdgaining for jobs, which gave them independence
(KIVUNIM ONLINE, 2020). However, this positive stegiso had a downside: Jewish women started
losing their language, and Judeo-Spanish — or @enéed Turkish — became the symbol of
uneducated or lower-class people (Jewish Womerthive, 2020). French was the language of
instruction of the Alliance schools, as it was lihgua franca of the time; this made it preferdbole
pupils to learn it as first or second language. Bench overshadowed Judeo-Spanish, which was
then only used for religious purposes, and was as@émpeding modernisatiofigrhon, 2011, p. 63).
Plus, Jews were also exposed to Western ideagjamotroduced to the Latin alphabet: in fact, unti
then, Judeo-Spanish was written in the Rashi alghan “adaptation of Hebrew letters to read
Ladino”; consequently, “all works in the old alplealcould not be read by younger generations
anymore” (KIVUNIM ONLINE, 2020), thus getting losAnd then, as already mentioned, Turkish
became the official language of the newly-formeguirdic, and therefore also the official language
of the education system (Aydingin & Aydingin, 20@p. 421-422), and the “Citizen, Speak
Turkish!” campaign was introduced. All of this lemla considerable decline of Judeo-Spanish.

In their 2016 study aiming at discovering whethartigipants think the Turkish educational
system tries to assimilate people belonging to nities, Mehmet Fatih @it and Bulent Tarman —
from the fields of Sociology, and Primary Educati@spectively — explain that, unfortunately,
nowadays it is difficult to know how many nativeegjers there are for every linguistic community
in Turkey, as the 1965 census was the last one@gl@ople about their mother tongue and other
languages (Mit & Tarman, 2016, p. 341).

In her 2011 small-scale resear8hyrhon interviewed Judeo-Spanish speakers to knok mo
about the language situation in Turk&arhon (2011, p. 69) states that even native spgaler
starting to be less fluent. Indeed, already in 20dlder speakers were more fluent, but only in
everyday life topics, not in more sophisticatedxribey tended to use as less Turkish as possible,
preferring French as a foreign language, and aggpil tongues to Judeo-Spanish; lastly, language-
switch was often use@érhon, 2011, pp. 68-69). The author believes ge&n the current situation,
in the future there will be no native speakers(&firhon, 2011, p. 66).
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Nowadays, Jewish people tend to assimilate intangerity through the use of Turkish @i
& Tarman, 2016, p. 342), and, as Mills (2008, b)3lso observes, they are a very assimilated group
And this is a consequence of the negative attitadssciated with the term ‘minority’ (Kaya, 2009,
p. 8). And negative attitudes do not only belonghe majority’s view, but also to the one of
minorities themselves: for instance, parents ditl want their children to speak Judeo-Spanish
because of the fear that it would hinder their cépao learn Turkish, or to speak it well — which
would eventually lead to discriminatio§grhon, 2011, p. 62). At this regard, Seloni and&siar
(2013, p. 11) explain that minority language speskave three main options regarding their tongue:
“negotiation, resistance, or capitulation to powktanguage ideologies”. In other words, minority
speakers can decide to “create hybrid languagdipeat, “show loyalty to their heritage language,
or display some level of adaptation to the natidmaguage” (Seloni & Sarfati, 2013, p. 10).

In their 2013 article, in which they talk about &yts role of Judeo-Spanish, Lisya Seloni and
Yusuf Sarfati — with a linguistics and politics ppective — explain that the family sphere playga b
role in the transmission of language and idenlityfact, national and societal ideologies, as \asl|
language practices in the family and communityypdarole in the development of an idiom.
Therefore, to prevent the death of Judeo-Spartighetis a need for better micro-level decisions and
planning, and a common work among majority and ming¢Seloni & Sarfati, 2013, p. 24).

An interesting paper dealing with the language rdaya was published by Marcy Brink-
Danan in 2011. In this journal studyihgdinokomunitaa Judeo-Spanish online discussion group,
the author analyses how the internet can “fostennosanity and serve other functions among
enthusiasts of endangered languages” (Brink-Da2@hl, p. 117), through data collected during ten
years (Brink-Danan, 2011, p. 112). This online camity was created in 2000 mainly to preserve
and revitalise Judeo-Spanish, and to bring peagether — as to reverse the diasporic and scattered
nature of the Sephardic community —, with the finajective of possibly recreating a virtual
Sephardic community at global level (Brink-Dana®l 2, p. 108). These online discussions have also
brought people together physically for meetingsiael, the United States and Turkey (Brink-Danan,
2011, p. 109). To reach the goal of language resatizon, it is requested that people only use dude
Spanish in the online discussions, which shows im@mbers want the tongue to be a communication
means (Brink-Danan, 2011, p. 113). Interestingtys bnline community also demands linguistic
purity, through a standardised orthography (BrirdaBn, 2011, p. 114), and prefers loanwords from
Spanish to those from other languages (Brink-Dag@ml, p. 116).

Most importantly,Ladinokomunitaries to give meaning to Judeo-Spanish (Brink-DarZ®d11, p.
109) because a language does not have value oamingeper se, but gets one from people, and has

various and diverse meanings depending on thereulgeneration or class of the person (Brink-
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Danan, 2011, p. 110). To do so, the group membedvatd about the tongue’s status, and the name
that should be used to call it, as the name canealéfie language, too — reproducing for example a
sense of ‘Jewishness’ or ‘Spanishness’ (Brink-Da2&i1, pp. 110-112). What is relevant to this
thesis is that the group members aspire to reattaed identity, and a sense of belonging (Brink-
Danan, 2011, p. 117), and that, although most pemphe from various backgrounds, they see Judeo-
Spanish as originating from — and being conneated $pain and Castilian Spanish (Brink-Danan,
2011, p. 111). This sense of belonging is alsotedethrough the distinction between those who use
Judeo-Spanish and those who do not (Brink-Danahl ,20. 112).

In this paper, not only does Marcy Brink-Danan shbat there are still people around the
world interested in maintaining Judeo-Spanish,dng also explains how language and culture are
strictly connected in the case of Sephardic Jend,h@w language seems to be the most important
element in their identity (Brink-Danan, 2011, p910

2.8 Summary

All the sources presented above are essential ttéhiseproject into a specific context, that of
contemporary Istanbul, and to understand the lyistod role of Sephardic Jews and Judeo-Spanish.
However, none of the authors cited explores thetthpough a human rights and multiculturalism
perspective, which is what this thesis aims at glethmainly with the help of international and
national agreements dealing with rights and culture

Moreover, all the sources used in this chapter tentbke older generations of speakers into
consideration because it is in those that natiedsnlg, as the language is getting lost in the yeang
generations. It is then very interesting for meeek the point of view of younger members of the
community as well, to see how they perceive JudeemiBh, and what they think about this language.
This can also be very useful to see whether tlseaedievelopment from older to younger generations
with regards to language and identity, and mosbmamtly to cultural heritage.

In addition, education was not considered by athaxs; it is however very important to highligheth
essential role that schools can play in the trassiom of a tongue from one generation to the next
one. In fact, the studies about Turkey that conteeruage and education maily focus on Kurdish;
consequently, | believe it is interesting to dirattention to another language spoken in the cguntr
Furthermore, there are various recent articlesggstd and videos focusing on Judeo-Spanish, which
means that — although there are less native speakéhne topic is a very much-debated issue

nowadays.
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3 Theoretical framework

This chapter examines the most important theares)s and concepts essential for the understanding
of this thesis, and later for the data analysis.

With regard to academic sources, the main onélatioa to language is Stuart Hall’'s “Work
of Representation”. Indeed, the author, a culttivabrist, defines language in a way that is relevan
to this thesis, that is, not as a simple meansofrgunication, but as a means to create and share
meaning and culture. For this reason, Hall (1997R2) talks about ‘linguistic relativism’: speagin
a specific language does not only mean using eéiffewords or grammatical systems, it also means
having different concepts and ways of classifyirftptwve see around us. And this is important for
this project because it shows how a distinct motbegue also entails different needs and ways of
expressions (Cattoni, 2020).

The most relevant authors to have discussed litiguisiman rights are Tove Skutnabb-
Kangas and Robert Phillipson, especially in theicke “Linguistic Human Rights, Past and Present”.
The two authors, with a linguistic perspective, makparticularly significant point when they presen
and explain the distinction between necessary andhament-oriented linguistic rights (Skutnabb-
Kangas & Phillipson, 1995, p. 102). This thesisufs on the first category, that of necessary human
rights, which includes both one’s mother tongue #adofficial language spoken in his/her area of
residence. It is important to see how the authersgive both as necessary for one’s living in a
society: mother tongue is essential for culture idiedtity-shaping, whereas the official language of
the country of residence is fundamental for a pg€ssactive participation in society (Skutnabb-
Kangas & Phillipson, 1995, p. 102) (Cattoni, 2020).

Another fundamental point that Skutnabb-Kangas Rhillipson make in the paper is the
development of language use in a society from pibbn to promotion, which is extremely
interesting to apply to any multilinguistic conteXthey present five stages of language use: the
‘promotion continuum’ they talk about can be thsibdo analyse the development of mother tongue
use in school. The promotion continuum starts woetial prohibition of a language, it later evolves
into toleration, non-discrimination, and then pession, to finally reach the ideal stage of active
promotion of a mother tongue (Skutnabb-Kangas &8lipkon, 1995, p. 79). Indeed, it is possible to
present the steps that bring to the effective arttveause of a child’s first language in formal
education using this scheme (Cattoni, 2020).

The most important terms and concepts for thisishe®: ‘language’, ‘mother tongue’, and
‘linguicism’, ‘identity’ and ‘recognition’, ‘minorty’, ‘children’ and ‘education’. A subchapter is
dedicated to human rights, and finally, the concéptultural heritage’ is framed.
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3.1 Language

Language is a fundamental element in a child’s libgweent. Its importance is underlined in “The
Work of Representation” written by Stuart Hall, wéees language as a crucial aspect in a person’s
identity. | agree with the author when he affirinattianguage is not only a means of communication,
but it actually shapes our worldview and the cotseg use in our everyday life, as we interpret the
word through the idiom we speak (Hall, 1997b). e introduction of “Representation: Cultural
Representations and Signifying Practices”, he stiduat it is through language that we give meaning
to our reality and “make sense’ of things”; moregvlanguage is “the key repository of cultural
values and meanings” (Hall, 1997a, p. 1) (Catt2d20).

The term ‘mother tongue’, also called ‘primary laage’ or ‘first language’ (UNESCO,
2003b, p. 15), has different definitions. Skutndangas (1989, p. 44) divides them into four
categories: origin — the language or languagessopdearns first —, competences — the one(s) ée/sh
knows best —, function — the one(s) he/she uses-masd finally internal and external identifiaati
— respectively the tongue or tongues someone faEntivith, or the one(s) the others recognise
him/her to be native in. The exact same categdes been adopted by UNESCO (2003b, p. 15).
Skutnabb-Kangas (1989, p. 45) suggests that thedeésition in terms of human rights combines
origin and identification, thus making mother toegtihe language one has learned first and
identifies with (emphasis in original) (Cattoni, 2020).

Related to mother tongue, there is the conceptmithier tongue instruction’, which can
indicate both education given through the mediuntheflearners’ first language, and the learner’'s
mother tongue as a subject at school (UNESCO, 2003b1). For the scope of this thesis, the term
refers in particular to the child’s mother tongsetle language of instruction, so as medium talear
ever subject at school (Cattoni, 2020).

In his article “Linguistic Human Rights in Educatip tukasz Szoszkiewicz talks about the
connection between language and education, stttaighe latter is “one of the most linguistically
sensitive spheres” (Szoszkiewicz, 2017, p. 105)ptagides a definition of ‘linguistic human rights’
which are the “concept that encompasses the laegudgted elements of other human rights, e.g.
right to fair trial [...], cultural rights or the rig to identity” (Szoszkiewicz, 2017, p. 105), tcs
then on linguistic human rights in education, skoed LHREs. And Skutnabb-Kangas (2002, p.
198), in her 2002 article discussing human rightd diversity in education, defines education
through the mother tongue medium — abbreviated MA ks being the most important linguistic
human right, LHR. In the same way, SzoszkiewicZ{Z@. 109) specifies how important the right
to learn through one’s mother tongue is: the lerajtiis use determines the student’s educational

success. Indeed, the lack of possibility to learome’s primary language is “the most important
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pedagogical reason for the lack of literacy inwloeld” (Skutnabb-Kangas, 2002, p. 180). Moreover,
education can play a role in the process of languagintenance and language loss: MTM education
is indeed “[tlhe most important LHR needed to maimthe world’s linguistic diversity” (Skutnabb-
Kangas, 2002, p. 180); without it, and with whatu®labb-Kangas (2002, p. 182) calls
“assimilationist submersion education”, the tongueot passed on to the younger generation, which
is thus forced to become part of the majority gramal culture. In fact, “schools can not save
languages by themselves, but they can be the priagents of killing a language in one or two
generations” (Skutnabb-Kangas, 2002, p. 181). Nmiess, as mentioned before, it is fundamental
for the child’s development to also learn the daminlanguage of the country of residence
(Skutnabb-Kangas, 2002, p. 181; Szoszkiewicz, 201709).

Another very important term connected to languagdimguicism’, used and defined by
Skutnabb-Kangas and Phillipson. Linguicism is aglaage-based form of discrimination, which
considers some tongues as being “more adapted demmoechnological life, to market economies
and democratic forms of government, more develapedseful” or having “more potential than
others” (Skutnabb-Kangas & Phillipson, 1995, p.)1@/d, as a consequence, various languages are
compared, and a hierarchy is formed based on thmosed usefulness of some as opposed to others.
“Central in this process are institutionally cofiable measures such as education. Somehow it
always turns out to be majority languages and cedtuvhich are the fittest survivors.” (Skutnabb-
Kangas & Phillipson, 1995, p. 104) (Cattoni, 2020)

3.2 Identity

Another essential term for this thesis is ‘identiirst of all, what is determining to specify alio
identity is that it is not something fixed: it issacial phenomenon that is not innate in individual
but is “the product of situated social action”, arath therefore change and “recombine to meet new
circumstances” (Bucholtz & Hall, 2004, p. 376) (©at, 2020). Identity “works through sociospatial
practices and emplaced memory” (Mills, 2008, p.)384d has various dimensions; it is reproduced
and can always be reinterpreted — and this isfouéoth majority and minorities. This process is
very much influenced by the state and its poli¢hgls, 2008, p. 386).

Hall discusses the concept of identity also initioduction “Who Needs 'ldentity'?” to the
book “Questions of Cultural Identity”. Hall (1996, 2) states that identity can only be understood
through a theory that focuses on discourse; thiansi¢hat the subject is not at the centre of the
analysis, and has to be reconceptualised. Theinteststing thing for this thesis is Hall’'s condept
of the term ‘identification’. He defines it as bgifipreferable” to ‘identity’, but as being a tricky

concept (Hall, 1996, p. 2). Identification, as Hadles it through the discursive practice, is never
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completed and “not determined in the sense thatit always be 'won' or ‘lost’, sustained or
abandoned” (Hall, 1996, p. 2). According to thehaut identification always entails “an over-
determination or a lack” (Hall, 1996, p. 3).

Hall (1996, p. 4) believes identities are not tted®mine what a person is, but rather what an
individual can become, through the interplay betw&astory, language and culture”. Identities
establish how we are represented by others an@loass consequently, they are to be studied and
analysed considering the “specific historical amgtitutional sites”, as well as the power relations
which they are formed (Hall, 1996, p. 4). Idenigyndeed always constructed within representation,
and we always write or speak from a specific posjtivhich is a combination of the place and culture
in which we live, and the time and historical pdrio which we find ourselves: “What we say is
always ‘in context’ positioned (Hall, 1990, p. 222; emphasis in original). Ircfaidentities are “in
late modern times, increasingly fragmented andtdrad; never singular but multiply constructed
across different, often intersecting and antagmnidiscourses, practices and positions. They [re] a
constantly in the process of change and transfoomiatHall, 1996, p. 4).

In “Language and Minority Rights: Ethnicity, Nat@alism and the Politics of Language”,
Education Professor Stephen May (2012, p. 8) betieéhat members of linguistic communities
cannot be solely identified by their tongue — egggcbecause sometimes they abandon the latter as
a consequence of language loss: “while language moaye adeterminingfeature of ethnic and
national identity, it remains nonethelessignificantone in many instances” (May, 2012, p. 135;
emphasis in original). He states: “it can be arghatithe language we speak is crucial to our itfent
to the degree to which we define ourselves’bfMiay, 2012, p. 141; emphasis in original), which
can be connected to the different definitions otheo tongue provided by Skutnabb-Kangsse(
page 19. May (2012, p. 138) explains that — exactly &entity itself — the link between language
and identity is constructed by people based orotigstl, political and social factors, and can thus
change. However, it is clear that “one’s individuatd social identities, and their complex
interconnections, are inevitably mediated in amdugh language” (May, 2012, p. 137), and the same
is true for most cultural elements (May, 2012, #0)1L Moreover, May (2012, p. 140) holds that
language and culture “symbolically represent theiqdar ethnic and/or national collectivities that
speak them”. He finishes his argumentation with tlelowing sentence: “For all their
constructedness, evolution and change, both nateowh minority language varieties remain, for
many of their speakers, important indicators ofivitial and collective identity. To accept this
principle for one and not the other is clearly wtjuMay, 2012, p. 173); especially as people
belonging to minorities can have various identitieased on different cultures and idioms (May,
2012, p. 158).
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This idea of ‘collective identity’ is also mentichéy Hall (1997a, p. 3): he defines identity as twh
we are and with whom we 'belong” — in fact, langeidremains the main source for sustaining
collective identity” (Szoszkiewicz, 2017, p. 110his is determined by meaning — an essential
element in language (Hall, 1997a, p. 3).

Mors importantly, identity is strictly connected twlture: the latter is indeed used to
differentiate between our group and the othersI(H8B7a, p. 3). The differentiation mentioned by
Hall is an interesting concept for this projectjtanakes us understand how identity and culture ca
create an ‘us-vs-them’ relationship in society.i#&todood (2007, p. 37) talks about this in his koo
“Multiculturalism: A Civic Idea”, when he explairthat this distinction is always based on negative
difference, which often leads to the marginalisatif a group. As mentioned before, when
discrimination is based on someone’s mother tongedalk about ‘linguicism’ (Cattoni, 2020).

In “Language and Identity”, Bucholtz and Hall (20@4 369) refer to the opposite concepts
of ‘'sameness’ and ‘difference’ as processes reguftiom the individuals’ interactions with each
other, and providing “complementary perspectivesdentity”. Although the term ‘identity’ comes
from the Latin for ‘'sameness’, it is often usedhighlight differences between the members of a
group and the people outside it, seen as ‘the gtfRBucholtz & Hall, 2004, p. 370). In other words,
“identities can function as points of identificatiand attachment only because of their capacity to
exclude” (Hall, 1996, p. 5), also because of ttiri@nce of power relations.

In “Cultural Identity and Diaspora”, Hall providéso different views of cultural identity principgll
based on sameness and difference. The first anshiared and collective identity, built on a common
history, past and culture, going beyond small d&ifees and providing “us, as ‘one people’, with
stable, unchanging and continuous frames of reéerand meaning” (Hall, 1990, p. 223) — especially
important for people belonging to enforced diaspdidall, 1990, p. 224). The second view holds
that identities keep changing and are in fact ‘{0 essence butpsitioning (Hall, 1990, p. 226;
emphasis in original). Accordingly, there is no ¢oan identity because “there are also critical point
of deep significandifferencewhich constitute [...] — since history has interv@re‘'what we have
become’ (Hall, 1990, p. 225). Cultural identitiage in fact always framed by the “doubleness’ of
similarity and difference”: “The one gives us sogreunding in, some continuity with, the past. The
second reminds us that what we share is preciselgxperience of a profound discontinuity” (Hall,
1990, p. 227). And this is especially true for gia= peoples: Hall (1990, p. 235) describes them as
being characterised by heterogeneity, so “by aeptnan of ‘identity’ which lives with and through,
not despite, difference”. And difference is necegsar representation (Hall, 1990, p. 229): through
it, those who speak get the dominant position awdeg how to represent other people, excluding

them, and imposing a specific visual representatiothem (Hall, 1990, p. 233). Taking the black
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experience as an example, Hall (1990, p. 225) mestihose in the dominant position and says:
“They had the power to make us see and experieacelvesas 'Other'.” (emphasis in original).
Knowledge can indeed be used not only to domiratealso to change someone internally: “This
inner expropriation of cultural identity cripplescadeforms” (Hall, 1990, p. 226). As Hall (1990, p.
235) points out, external representation is probl&nbecause there are “complexities entailedén th
process of trying to represent a diverse peopld witliverse history through a single, hegemonic
‘identity™.

Both aspects will be analysed in this thesis. Omgde, the need to belong, to be recognised
as members of a group and share the ‘samenesSdinatity’ refers to; in most cases, both majority
and minority members want to share sameness withl@éelonging to the majority, and this is often
reached through assimilation. On the other sidsgetis difference, which is usually used negatively
to stigmatise and discriminate minorities, althotdifierence’ equals linguistic diversity and cuial
richness (Cattoni, 2020).

In conclusion, it can be seen that there is a fabtt emerges from all the theories presented
here: that of power. Languages are categorisedimastheir ‘usefulness’ in society, and this is wha
makes institutions and states control what tongneéegple are allowed to speak or study — which in
turn leads to discrimination and exclusion. Theosgt of identity entails power issues, too: idésdit
in fact “emerge within the play of specific mod&# of power” (Hall, 1996, p. 4), as they are adat
through action, and influenced by context. In tl@gard, Aydingin and Aydingtn (2004, p. 416),
explain that “[g]roups of people are not passivi®; and their exclusion or inclusion in a nationa
identity is not entirely determined by state p@g individuals themselves can choose to change
their identities based on the context in which tlny — as it is all about how we represent oursglv
and the others. This is also the case in Turkegumse minorities are influenced by national policies
but also by negative attitudes towards their laggsaon the side of both the majority and the group

members themselves.

3.3 Recognition
Connected to identity and difference is the conadptecognition’. Taylor and Douzinas, despite
their different backgrounds, have a very similadenstanding of the term: according to both, our
identity is shaped by the contact with others anokised on our differences, but — at the same-time
our specificity as individuals must also be recsegdi Both authors believe that recognition is @ntr
to the debate about identity.

In his 1994 paper “The Politics of Recognition”, fadian philosopher Charles Taylor
discusses minorities’ need for recognition in tddayulticultural societies. He deals with the
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multicultural context because, as he explainss ibecoming more common for a society to have
various cultural communities wanting to surviveyiba, 1994, p. 61). And as we are confronted with
multiculturalism both on a societal and on a wadelel (Taylor, 1994, p. 72), it is important to neak
every culture prosper, by equally recognising therth and value (Taylor, 1994, p. 64). To do so,
it is essential not to impose a culture on oth&eg/lor, 1994, p. 63), and not to judge differenywa
of living with our own criteria because this canka&very culture the same (Taylor, 1994, p. 71).
Taylor (1994, p. 25) starts his discussion assgttiat “our identity is partly shaped by recogmtio
or its absence, often by the misrecognition of @heconsequently, misrecognition or even
nonrecognition of a person can have a negative étmpahis/her identity because he/she can form a
false imagine of the self. It is clear then thagnition is essential to someone’s identity andyen
generally, it is also important for the “equal a&of cultures” (Taylor, 1994, p. 27).

In a similar manner, in his 2002 paper studyingrtie that the human rights discourse plays
in the recognition of identity, Greek Law profes§€wstas Douzinas (2002, p. 403) explains that our
identity is influenced by our context, and congétuby various “positions, beliefs, and traits [...]
which combine in various ways”. A person’s identigyin fact formed through the recognition of
these specific characteristics by others; Douz{8882, p. 383) therefore agrees with Taylor when
he states that “[lJack of recognition or misrecdgm undermines the sense of identity, by projegtin
a false, inferior or defective image of self”.

Taylor talks about a ‘dialogical process’: to urgland and define ourselves and our identity
we need language, which we form through the intemaaevith others (Taylor, 1994, p. 32). And our
identity is created through dialogue also becausee@cept or reject what the others want us to be
(Taylor, 1994, p. 33). In the same way, Douzin&9 p. 383) explains that this ‘negotiation’ makes
us realise that we are different, thus leadingoufi¢ construction of our self as unique individual
The author calls this process ‘mutual recogniti@very person understands him/herself in relation
to others, and must be recognised by someone wisbehaen turn, recognises as a human being
(Douzinas, 2002, p. 384). Nevertheless, this cootis exchange with others also ‘imprisons’ us, as
we become inextricably dependent on the outsidédvwordefine ourselves (Douzinas, 2002, p. 385).

Additionally, Taylor (1994, pp. 28-31) discusseg ttoncept of ‘individualised identity’,
which is, once again, based on difference: every@msea particular way of being and living, that is
his/her own, and it is important to follow it, waht ‘imitating’ anyone else because every person is
responsible for forming and discovering this indivalised identity.

Recognition is connected to difference becausé, thhé modern conceptualisation of identity,
we understand that we recognise the others for tirequeness, the traits that differ them from

everyone else (Taylor, 1994, p. 38); and in thditjcs of difference’, everyone should have the
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possibility to form a proper identity as a persamg as a culture (Taylor, 1994, p. 42). Howees, t
concept of difference seems to collide with thexgples present in the human rights discourse: on
one hand, we are asked to treat people in an egaaher, without any distinction; on the other, we
need to recognise and even promote everyone’'sfepgc{Taylor, 1994, p. 43). In fact, regarding
the role of human rights, Douzinas’s (2002, p. 37@)n idea is that they serve a double function: on
one side, they defend the abstract concept ofaiityilbetween human beings based on universality;
on the other side, they also accept every peraomtpueness. An example provided by the author is
the feminist discourse: feminists want people tostdler women like men, but, at the same time, they
want recognition of the fact that women are differéom men (Douzinas, 2002, p. 401); this
‘contradiction’ is the reason why nowadays new tsgspecific to certain groups are being created
(Douzinas, 2002, p. 404).

Relevant to point out is that recognition workstao levels: the private and the public one.
In the private sphere, we form our identity throutgh continuing dialogue and struggle with
significant others” (Taylor, 1994, p. 37), and be public level, we are recognised as equals (Taylo
1994, p. 37). Exactly how in Taylor's understandafighe concept, Douzinas (2002, p. 387) explains
that our identity is firstly shaped through dialeguith the people around us, especially our family,
and that nowadays an important role is also pldyedur society, and its legal system. Indeed, the
latter enforces the universalistic idea that weusth@ll be equally recognised and respected as
individuals who have responsibilities, autonomghts and interests to be defended (Douzinas, 2002,
pp. 387-390). To conclude, Douzinas (2002, p. 40ies that human rights are what formalises our
identities, as they promote and demand mutual retiog; “Dialectic between self-image, the
recognition of others and social legal acknowledgimeads to the endless proliferation of rights”
(Douzinas, 2002, p. 391).

So, both Taylor and Douzinas talk about identitybagng formed and disformed by the
dialogue and conflict with others, and their redtign of our difference — or their failure to do:so
“We are doomed or blessed to strive endlessly @orcete recognition of our unique identity”
(Douzinas, 2002, p. 405). Moreover, both authocdee recognition as working on two levels —
the private and the public one —, the same distind¢hat is made by Brink-Danan in her discussion

about Turkish Jews'’ life in their society.

3.4 Minority

In Chapter 3.20n identity, there is more than a reference teedgfiit groups in society, which leads
to another extremely essential concept for thigggtothat of ‘minority’. As explained by the Offic
of the United Nations High Commissioner for Humaghts (OHCHR, 2010, p. 2), it is difficult to
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agree on an internationally accepted definitiorthef term, mainly for two reasons. First, there are
different situations in which minority groups liveome are concentrated in precise areas, whereas
others are dispersed, some strongly share a condeatity and history, while others only have a
feeble bond to their heritage and little knowledgpeut it (OHCHR, 2010, p. 2). Second, a definition
of the concept would have to include both objectind subjective elements. Among objective factors
is the effective presence in a country of a grdwa tiffers from the majority, and actually “[a]ll
States have one or more minority groups withinrtimeitional territories” (OHCHR, 2010, p. 2).
Instead, the will of individuals to belong to a sifie group and be members of it, or to keep the
elements characteristic of it are subjective fac{@HCHR, 2010, p. 3).

At this regard, UNESCO (2003b, p. 13) states thatterm is actually unclear, as ‘minority’ could
designate a smaller group, as well as a groupansticially or politically inferior position in a spific
context. No matter the reason, a minority alwaysdaon-dominant position in the society in which
it lives (OHCHR, 2010, p. 2). Both UNESCO and thd@MHR talk about ‘difference’ and a ‘non-
dominant state’, which again shows how determirpogver issues are in the relation between
minority and majority in any context.

Similarly to the UN, my understanding of the cortcepinority’ is that of national, ethnic,
religious, and linguistic groups differing from auntry’s majority.

Regarding Turkey, there are only three recognisetnties, which were the largest non-
Muslim communities in the Ottoman Empire: Rum Odbw Christians — Greeks —, Armenians and
Jews (Toktg, 2006, p. 205). The webpage by the Minority RigAtsup International dedicated to
Turkey, updated in 2018, gives a brief overviewultbe different minorities in the country. It is
stated that “[m]inorities who differ from the maiyr on the basis of their ethnicity, religious
affiliation or mother tongue remain unacknowledgethe eyes of the law” (Minority Rights Group
International, 2018).

Minority Rights Group International (2018) providasnon-exhaustive” list of the main groups in
Turkey, specifying that it also includes the orfest tdo not consider themselves as minorities. The
list is divided into two categories: “Ethnic andduistic minorities” and “Religious minorities”. €h
first includes Caucasians — “various peoples ofd@sian origin”, Kurds — “the largest ethnic and
linguistic minority in Turkey” —, Laz, Roma, anchélly Arabs, Bulgarians, Bosnians, Pomacs and
Albanians. The group of religious minorities cotsisf Alevis, Armenians, Assyrians, Caferis, Jews,
Reformist Christians, Rum Orthodox Christians, #edidis ” (Minority Rights Group International,
2018). So, the three recognised minorities in Ty to be categorised as religious minoritied, an

not as national ones.
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Connected to ‘minority’ is the concept of ‘minorignguage’, which is always relative to the
country one is referring to; indeed, a tongueithabnsidered a minority language in a specificomat
can be a majority one in a smaller place. “Howewasst of the world’s languages, including sign
languages for the deaf and braille for the blingd, minority languages in any national context.”
(UNESCO, 2003b, p. 13)

3.5 Children and education

This thesis deals with language connected to enuncads the latter mainly focuses on a specific
group, that of children, it is fundamental to defimhat a child is. According to the UN Convention
on the Rights of the Child — abbreviated CRC —hiédds “every human being below the age of
eighteen years” (UNGA, 1989, art. 1). And the mogtortant rights for this project are the right to
education and development (Cattoni, 2020). Whagtessary to notice is that the CRC puts emphasis
on the importance of education, underlying the wflestates, which have to “[tlake measures to
encourage regular attendance at schools and thetiea of drop-out rates” (UNGA, 1989, art. 28.1).
It is interesting to point out that Turkey hasfratl the document, but making reservations towwee t
articles in the Convention dealing specificallymihe right of the child to education, that is Aleis

29 and 30 (Cattoni, 2020).

In this thesis, ‘education’ refers to the formaépand mainly to schools. In the case of Turkey,
the education system is structured in the followivay: there are eight years of basic education,
which are free for all, and have been compulsamgesthe school year 1997/98; in fact, before that,
the grades six to eight were not mandatory, makorgpulsory education last only five years (IBE-
UNESCO, 2012). After completion of basic educatistudents enter high school, which is not
compulsory, and, since 2005/2006, lasts four yeg@iss one extra year in the case in which a foreig
language is used as main medium of instruction {IBEESCO, 2012). In other words, education
has “three stages: four years of primary, four gyedrsecondary and four years high of [sic] school
education” (Kaya, 2015, p. 11).

Language in education is essential mostly becdksmwledge at school is imparted through
a tongue the pupil does not speak or understaark thight be some consequences. Indeed, it can be
difficult for the child to follow classes, or pampate during lessons; plus, if a person doeseawal
through the language he/she identifies with, hed¢siubd also have some identity problems.

Stephen May (2012, p. 132) specifically deals vaitimority languages and education, and
starts his argumentation by acknowledging the tb& education has historically played in the
institutionalisation of certain languages in natgtates, thus believing it can also do somethimg fo

the maintenance of minority idioms. He nonethetesss that “the fate of a language cannot be borne
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on the back of education alone” (May, 2012, p. 1ABhough he thinks only national minorities can
aspire to it, May talks about multicultural eduoatiand makes points that are relevant to thisghes
This type of education indeed includes minoritiekures and values in the curriculum (May, 2012,
p. 182) because this is as important for minoraefor the majority (May, 2012, p. 187). It isdikise
necessary for the education system to recognidenthmority members are faced with systematic
inequalities in society, and that they do not syniphve personal ‘deficits’ (May, 2012, p. 182).
Additionally, schools should reconsider and ampfifghat counts as ‘accepted’ and ‘acceptable’
cultural and linguistic knowledge” (May, 2012, p/€6) because “[ijn the end, the essence of the
multicultural model is the recognition of the riglt be different and to be respected for it, not
necessarily to maintain a distinct language antuceil (May, 2012, p. 185). The main objective of
this educational approach is in fact that of makimgority members understand their culture and
background are something positive, which can tkad ko greater success at school (May, 2012, p.
182). The author finally thinks that all of thigaessible if minorities themselves are given thence

to have a say in the “actual control, organizatiad delivery of minority language education” (May,
2012, p. 192).

Minority language education can help a country itn at a more pluralistic society, but is not
immediate nor easily attained, as it might reqtive state to change its overall “balance of wider
power relations between dominant and subordinatgog and the languages they speak” (May, 2012,
p. 205).

3.6 Human rights
When it comes to language in human rights, the fingig to mention is how it is treated in
international agreements. Szoszkiewicz (2017, p) i0convinced that linguistic human rights have
not been sufficiently addressed in internationaluoents, and that there is a “lack of references to
the language-related rights of communities othan thdigenous peoples”. Skutnabb-Kangas (2002,
p. 185) also states that language is given lifiecs: “At most, languages have negative rights [...]
rather than positive rights”. Moreover, “[o]fteraniguage is present in the lofty non-duty-inducing
phrases in the preambles of the HRs instrumentslisappears completely in educational parts of
these documents” (Skutnabb-Kangas, 2002, p. 18%3)sIimilar manner, Kaya (2015, p. 16) explains
that mother tongue education is assured by intemeatagreements, but the latter “do not provide
specific definitions or limitations in this regard”

With regards to legal documents, the point of deeparfor this thesis is the UN Convention
on the Rights of the Child, an internationally guteel agreement which has been ratified by every
country except the United States of America. Thev@ation deals with the basic rights and freedoms
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of children, and in Articles 29 and 30, it puts dragis on the right to education — which is what thi
project focuses on (Cattoni, 2020).

Another fundamental document is the 1986 Declamadio the Right to Development. Article 6 is
especially important because, according to it, Wimted Nations member states should promote
respect for all human rights without any discrintioa, and among the factors cited we can find
language. Additionally, this article puts all humaghts — civil, political, economic, social and
cultural — on the same level, thus showing thatucal rights are not to be considered inferiortte t
others (UNGA, 1986). The Declaration is also refg\@ecause, in Article 8, it is stated that cowstri
“shall ensure, inter alia, equality of opportunity all in their access to [...] education” (UNGA,
1986) (Cattoni, 2020).

Language is therefore mentioned in various intésnat agreements; however, it is never
given prior importance. A further example of thestihe 1966 International Covenant on Civil and
Political Rights, ICCPR, which states that in coi@stin which there are minority groups, “persons
belonging to such minorities shall not be deniegright, in community with the other members of
their group, to enjoy their own culture, [...] orse their own language” (UNGA, 1966, art. 27).
This article was later adopted by the 1992 Dedlamain the Rights of Persons Belonging to National
or Ethnic, Religious and Linguistic Minorities. Hewer, the article shows how the use of language
is not banned, but, at the same time, it is novelgt promoted.

Most importantly, in its first article, the 1992 UD&claration recognises the identity of those
belonging to minorities and declares that state® @ protect and help promote it (UNGA, 1992).
Plus, Article 4 specifies that states should enpblgple belonging to linguistic minorities not only
to learn their first language, but also to havasimedium of instruction, and that states showkie't
measures in the field of education, in order tooenage knowledge of the history, traditions,
language and culture of the minorities existindgwattheir territory” (UNGA, 1992) (Cattoni, 2020).
Nevertheless, the same article also specifiesntiradrities should “develop their culture, language,
religion, traditions and customs, except where i$jgegractices are in violation of national law”
(UNGA, 1992, art. 4), which can be connected togiesence in Turkey’s Constitution of an article
stating that Turkish is the only language to beduseinstruction medium.

Relevant is also Katarina TomasSevski’'s 4-A schdm&duman Rights Obligations: Making
Education Available, Accessible, Acceptable and@tdile”, the author presents the four categories
in which a government’s responsibilities for thghti to education can be divided into. According to
this scheme, education should be available, adessicceptable and adaptable (TomaSevski, 2001,
p. 5). In general, the problems present in the &tilual system with regard to minorities and their

mother tongue can be categorised into accessilaitity adaptability. As TomaSevski (2001, p. 14)
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explains, acceptability includes various elemeatspng which we can find “respect of diversity”
and “language of instruction” — both essentialtfer inclusion of minority children. Indeed, not pnl
should learning materials be accessible to childiesy also need to be adapted to their backgrounds
and needs. For instance, textbooks and lessons thabe culturally acceptable to all pupils:
knowledge should not be given considering only peespective — usually the majority’s one —
because this could be alienating for minority at@td Adaptability concerns the rights in and thitoug
education of — inter alia — minority and indigenebgddren (Tomasevski, 2001, p. 12): the education
system should meet pupils’ needs, and not viceayevkich means that children who cannot and do
not adapt to the system should not be excluded fr¢fromasevski, 2001, p. 31).

As TomasSevski (2001, p. 43) asserts, the factatedtild goes to school does not directly mean that
he/she has his/her right to education realisedctieg the means does not automatically mold
education towards desired ends”. This means tleaclhild’'s right to education must be actively
protected and promoted, following the categoriethef4-A scheme (Cattoni, 2020).

Regarding Turkey, there are three main points tdibeussed when it comes to legislation
and human rights concerning language and educdtiost, only the recognised minorities of the
Lausanne Peace Treaty, and people of Bulgariamaran use their mother tongue ¢on et al.,
2011, p. 39). Second, Turkey still has reservatiomsome articles of internationally recognised
agreements; and third, the country has not ratg@mde important human rights documentssipa
et al., 2011, p. 39). For example, Turkey “resemyesright to interpret and apply the provisions”
(OHCHR) to Articles 17, 29, and 30 of the CRC, @&atcle 27 of the ICCPR “in accordance with
the related provisions and rules of the Constitutdd the Republic of Turkey and the Treaty of
Lausanne of 24 July 1923” (OHCHR). And the coumstily has to ratify treaties such as the UNESCO
Convention against Discrimination in Education ¢kl et al., 2011, p. 40; Kaya, 2015, p. 13).

3.7 Cultural heritage

Language, culture and identity are connected ttull heritage, a fundamental concept for this
thesis. At the international level, the most impattdocument dealing with heritage is the 2003
UNESCO Convention for the Safeguarding of the Igilale Cultural Heritage, which was ratified
by Turkey in 2006. In the Convention, UNESCO (2Q08al) describes “the intangible cultural
heritage as a mainspring of cultural diversity argliarantee of sustainable development”, which can
be reproduced by communities and individuals a& Whis intangible cultural heritage, transmitted
from generation to generation, is constantly reecty communities and groups [...], and provides

them with a sense of identity and continuity” (UNES, 2003a, p. 2). The Convention sees intangible

30



cultural heritage as being a determining factdnuman beings’ mutual understanding, and in their
coexistence (UNESCO, 2003a, p. 2).

In Article 2, the domains included in the conceptitangible cultural heritage’ are presented: in
paragraph (a) we have “oral traditions and expoessiincluding language as a vehicle of the
intangible cultural heritage” (UNESCO, 2003a, p.\vZhich shows how important language is in the
transmission of culture and identity. Essentialtfos thesis is also the fact that the safeguarding
cultural heritage is achieved especially througimfal, as well as non-formal education (UNESCO,
2003a, p. 3); education should indeed be acceswmbddl, and should respect everyone’s cultural
identity (UNESCO, 2001, art. 5).

Heritage is so fundamental for a culture, thaelessnents should be recognised by the state
with the help of local communities and groups, #rer importance should be made clear especially
to the younger generations (UNESCO, 2003a, pp. Ba6fact, “heritage in all its forms must be
preserved, enhanced and handed on to future gemerads a record of human experience and
aspirations” (UNESCO, 2001, art. 7). This is what fimd in the Universal Declaration on Cultural
Diversity, another significant document createdUNESCO in 2001; being a declaration, it is
however not binding. In the Preface, the Declarasitarts by giving a brief definition of ‘culture’:

culture should be regarded as the set of distiacpiritual, material, intellectual and emotional
features of society or a social group, and thanitompasses, in addition to art and literature,
lifestyles, ways of living together, value systetnaditions and beliefs (UNESCO, 2001).
So, culture is multifaceted and includes many diffié elements that are all equally important, which
makes us understand how present it is in a per$ia’s

Article 4 focuses on the role of internationallg@gnised human rights, and states that cultural
diversity — exactly like human dignity — is to beofected and respected; this, in turn, will lead to
respect for basic rights and freedoms, especidllyioorities and indigenous people (UNESCO,
2001). Plus, it is specified that human rights cdnipe violated because of cultural diversity
(UNESCO, 2001, art. 4). This Declaration also higjfitis the role of language and multilingualism
in allowing people and groups to express themsdheedy in the idiom of their choice (UNESCO,
2001, art. 5-6).

Both the Convention for the Safeguarding of theangible Cultural Heritage and the
Universal Declaration on Cultural Diversity statat, on one side, the process of globalisation can
pose a threat to the world’s cultural diversityt ba the other side, it can lead to more intercaltu
exchanges important for mutual acceptance (UNESXDQ]; 2003a, p. 1). And cultural diversity is
“as necessary for humankind as biodiversity isnfaure” (UNESCO, 2001, art. 1).
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The concept of heritage is mentioned and discusse@rious of the papers presented in
Chapter 2 For instance, Kaya (2009, p. 6) asserts thatl([edtion is vital for the preservation of
minority language, culture and religion; and fog ffassing on of identity from one generation to the
next”. In the same way, the interviews conducte§dmnon with native Judeo-Spanish speakers show
that people regret that the new generations dspedk the idiom; one interviewee indeed said: “this

is part of our heritage that is slowly dying oufathon, 2011, p. 69).

3.8 Summary

The main concepts for this project — language anther tongue, education, identity and cultural
heritage — are all interconnected, particularly whtecomes to a minority group. Mother tongue is
especially important for someone’s identity, andd@ommunity’s culture. In multicultural settings
such as the Turkish one, it is therefore essettia mother tongue is transmitted to the next
generations, mainly through education, as to atbed loss of linguistic and cultural diversity.
Cultural transmission should indeed be protecteipmomoted through specific human rights; but,
as seen above, Turkey still has to recognise thgkts that would permit all languages and cultures
inside its boundaries to flourish.

The authors presented @hapter 3come from different academic backgrounds, sudingsistics,
sociology, politics, international relations, armtieation, but they all provide relevant theoriesolh

are employed in this thesis for the data collecéind data analysis.
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4 Methods

This chapter presents the research strategy anubthesed in this thesis, as well as the sampling
procedure for both site and respondents, and maxes the process of data collection and the dthica
aspects considered while carrying it out. It thesspnts the procedure for the data analysis, and it

briefly talks about this project’s limitations.

4.1 Methodology
Both the research strategy and research method ehesen considering the main purpose of the

project.

4.1.1 Research strategy

For this thesis, | chose a qualitative researchtegly. As Bryman (2012, p. 380) affirms,

“[g]ualitative research is a research strateqgy tisaially emphasizes words rather than quantification

in the collection and analysis of data. As a rageatrategy it is broadly inductivist, construcisin

and interpretivist”. It was indeed chosen becatigezés more space to interpretations and meanings.
Moreover, the focus of qualitative researchestisseontextuality: “One of the main reasons

why qualitative researchers are keen to provideidanable descriptive detall is that they typically

emphasize the importance of the contextual undwistg of social behaviour” (Bryman, 2012, p.

401). As already mentioned, this thesis analysgeaific context, that of Istanbul, through Seplard

Jews’ point of view; this is why the necessary datanswer the research questions were collected

through interviews.

4.1.2 Research method
| decided to carry out interviews because | belistwslying language attitudes, identity issues, and
cultural heritage without hearing the perspectoesinority members would be impossible. | chose
gualitative interviewing because | am interestedhim participants’ lived experiences and personal
opinions; and this type of interviewing does intfpat great emphasis on people’s point of view
(Bryman, 2012, p. 470). The goal of interviewingrideed “to understand themes of the lived daily
world from the subjects' own perspectives. Thectiine comes close to an everyday conversation”
(Brinkmann & Kvale, 2014, p. 27).

A further aspect of qualitative interviewing isXibility, meaning that “[tjhe researcher can
change direction in the course of his or her ingatibn much more easily than in quantitative

research” (Bryman, 2012, p. 404), “responding te threction in which interviewees take the
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interview” (Bryman, 2012, p. 470). | chose thiseéypf interviewing because it gave me the chance
to ask questions in a ‘free’ order, without havilegstick to a strict scheme, and ask follow-up
guestions and clarifications based on what thevrd@eees said.

More specifically, | chose to use semi-structurgénviews: as explained by Bryman (2012,
p. 471), for this interview type the researcheipgares an interview guide, which simply is “a ligt o
qguestions or fairly specific topics to be coverdddwever, as seen above, qualitative interviewing is
characterised by flexibility, which gives the resder the chance to change the questions, the
wording, or the order in which he/she asks thenut,'By and large, all the questions will be asked
and a similar wording will be used from intervieweenterviewee.” (Bryman, 2012, p. 471)
So, | prepared an interview guideeé Appendix )2with gquestions about language, education,
linguistic attitudes, identity, and cultural heg& which | used as an input during the intervietvsy
indeed guided me through the conversation withrttegviewees, helping me to stay within the thesis
topic, and allowing me to go through all the impottsubthemes. Because much space is given to
the interviewees’ point of view, “[t|he interviewbrads the subject toward certain themes but not to
specific opinions about these themes” (Brinkmarv&le, 2014, p. 34). Besides the interview guide,
| also asked some follow-up questions dependingvibat the respondents said. The interviewees
were also given the chance to add whatever thégdeld contribute to the research topic, and to a

deeper understanding of it, which helped me everenwoget their perspective.

4.2 Epistemological foundation

Regarding epistemology, in this thesis | take #@rpretivist stance, as most of qualitative redeans

do. Interpretivism is used to study the social @drécause it “reflects the distinctiveness of humans
as against the natural order” (Bryman, 2012, p, @80l can “grasp the subjective meaning of social
action” (Bryman, 2012, p. 30). Indeed, the mostontgnt thing in my research is human action, as
seen and described through the participants’ pdiatew.

With regards to ontology, the most fitting stanoethis thesis is that of constructivism, “an
ontological position [...] that asserts that socispomena and their meanings are continually being
accomplished by social actors” (Bryman, 2012, . BBother words, according to constructivism,
the social world is a result of social interactioAs explained in the previous chapters, in thesis,
language, identity, and culture are seen as beyngrdic elements: they are not fixed, but rather
change over time depending on the context, andadogiie and contact among people. Indeed, even
in the case of interviews, “knowledge is constrdcia the interaction between two people”
(Brinkmann & Kvale, 2014, p. 35). This ontologigaisition is therefore the most appropriate for my

thesis because it highlights “the active role aliwiduals in the social construction of social rgél
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(Bryman, 2012, p. 34). Consequently, 1 will go thgb the discussion and analysis part focusing on
a social reality and its categories as seen bpebele living in it — which makes this study extedyn

contextual and interpretative.

4.3 Sampling
After defining the methodology and epistemologytatle for my project, | had to find respondents

who would help me find an answer to my researclsties, so | started the sampling procedure.

4.3.1 Sampling of context

For my thesis, | decided to focus on Turkey andrerepecifically, my research is based on a single
place, the city of Istanbul. | chose this as the sf my research mainly because Istanbul is where
most Turkish Jews and Judeo-Spanish speakersdivadays — as previously mention@ee page
11). Furthermore, as | had applied for an Erasmusangd semester in the city, and was supposed
to be there during the writing of my thesis and pihecess of data collection, it would have been
easier for me to find participants being thereohsequently decided to look for interviewees who

come from Istanbul.

4.3.2 Sampling of participants
With regards to participants, | decided to use @p@sive sampling approach. As Bryman (2012, p.
418) explains, “[p]urposive sampling is a non-praibty form of sampling”. Indeed, participants are
not chosen in a random way; instead, “the reseasaraples with his or her research goals in mind”
(Bryman, 2012, p. 418). In other words, the redearcses his/her research aims as a criterium to
find the right people to be selected (Bryman, 2@il216), “so that those sampled are relevantdo th
research questions that are being posed” (Bryn@i,2. 418). In addition, the researcher seeks to
include various categories of people, as to hagewrle a range of individuals relevant to their
research questions as possible” (Bryman, 2012,16). AVith this sampling approach, it is not
possible to make generalisations to the wider pmr because it is a non-probability method
(Bryman, 2012, p. 418).

| therefore decided to look for participants basedvhat | was planning on asking them, and
on what | wanted to find out through my researab fifid informants, as | was not able to travel to
Istanbul due to the Coronavirus pandemic, | hambtdact various people online. | searched for @nlin
groups on Judeo-Spanish and for Sephardic Jewasndd theLadinokomunitaonline discussion
group &ee Chapter 2)71 looked for studies, researches, papers, vidamgerences, and institutions

dealing with the language, and contacted peopésleanics, and professors connected to them. It was
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a very slow and long process: it was in fact veffyadilt to get hold of people only relying on inteet
sources, but, in the end, | managed to establistacowith the first two or three people relevamt f
my research.
| then found other participants through snowbathgbng: with this approach, “the researcher makes
initial contact with a small group of people whe aelevant to the research topic and then uses thes
to establish contacts with others” (Bryman, 20122@2). Indeed, the first interviewees talked to
other people who ‘met the criteria’ and wanted &phme, and passed their contacts to me.
Nonetheless, “[t]he problem with snowball samplisghat it is very unlikely that the sample will be
representative of the population, though [...] theyveotion of a population may be problematic in
some circumstances” (Bryman, 2012, p. 203). Howewtrose this non-probability type of sampling
because my intent was not to generalise the retsulkee whole minority, but to seek the perspective
and personal experiences of those being interviewed

Since all the papers and research projects | fonaithly focus on the older generations of
Judeo-Spanish speakers, | decided to look for yewungembers of the minority, as to hear their
opinions, too. Also, | chose to talk to youngermgedo see whether the language — and the worldview
values, and cultural practices connected to ie-b&ing transmitted from one generation to the.next
My initial intention was to focus on children, seqple under the age of eightesed Chapter 3)5
because of my focus on the relation between larggaad education. However, this turned out to be
very challenging; so, | instead chose to ask imgrges about their own school experiences.

In the end, | managed to interview eleven peophe, lzelow is a table showing the most
important information about them: their name — Whga pseudonym | am using to distinguish them

—, their gender, age, mother tongue(s), and whétlegrspeak Judeo-Spanish or not.
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No. Name | Gender| Age | Mother Tongue Speaks : Date of Interview
Judeo-Spanish

1 Sarah F 50 Turkish yes 21.03.2021
2 | Rebeccal F 71 (‘]“dﬁj’rﬁgﬁ”'sm yes 22.03.2021

3 Isaac M 26 Turkish no 24.03.2021
Esther F 25 Turkish no 28.03.2021
5 | David | M 48 nggg?gpzr:sh yes 28.03.2021
6 Noa F 52 Turkish no 30.03.2021
7 Miriam F 28 Turkish no 01.04.2021
8 Aaron M 23 Turkish yes 02.04.2021
9 Ruth F 62 French, Turkish yes 05.04.2021
10 Eva F 65 Turkish yes 10.04.2021
11 | Abert | M 30 Jlgggfgpzr;ﬁsh yes 11.04.2021

Table 1: Interviewees overview

As can be seen ifable 1 | could not get hold of anyone younger than 2Biciv changed my initial
plan that focused on children in their school yeHi®vever, | soon noticed that various people from
older generations were indeed willing to partiogyato | decided to pass from children to different
generations, as to be able to track a possiblda@awent. As it can be seen, | therefore tried teeha
an heterogenous group of respondents — both mewamen, and from different ages — to be able
to see whether there is an age-based pattern regamther tongue and the fact of speaking or not
Judeo-Spanish.
All eleven interviewees were born and raised iaribul; however, three of them are currently living
abroad — in the United States, Israel and Canada.

| carried out all the interviews in the months oadh and April 2021: | interviewed every
respondent individually in sessions that lastedhftbirty minutes to about an hour. | conducted the
interviews in English — as it was a common languagexcept for one, which | carried out in French.
And, as the interviews were spread out during thwreeks, | had the time to transcribe each of them

right after carrying it out, which was easier, asmmind was ‘fresh’ from the conversation.

4.4 Positionality

Concerning my positioning in relation to the resbat am aware that | am external to the context |
am studying, and in which the interviewees livelded, | am external both to the Turkish society as
a whole and to the specific minority group of SepiaJews. Although I tried to be as neutral as
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possible, | am aware that my positionality, andabksumptions resulting from it, have impacted the
research in all its steps — from the formulatiorthaf questions, to the interpretations of the answe
So, my being foreign to the culture, language,\waddview of the participants had an impact on the
interviews. | am also conscious that it is diffictal be completely objective, especially when ines

to ‘sensitive’ subjects and situations, such asehine human rights discourse usually addresses.
Furthermore, | am aware that interviews are antfimsental dialogue” defined and dictated by the
interviewer: they are “a one-directional questigpithe role of the interviewer is to ask, and tHe ro

of the interviewee is to answer” (Brinkmann & Kvak914, p. 37). Therefore, | also gave space to
interviewees to add what they thought would beviaié or simply interesting.

At the same time, Bryman (2012, p. 403) assertsithang little knowledge in advance of
the context one is studying can be positive. Acogydo him, this can actually be preferable because
it “is supposed to enhance the opportunity of geelyirevealing the perspectives of the people you
are studying” (Bryman, 2012, p. 403). So, my besmternal to the reality in which the respondents
grew up and live entails that | have little priardwledge about their context, but also that | am
unaware of certain presuppositions about them heinl &xperiences, which makes me depend on

their answers and opinions.

4.5 Ethical considerations
With regard to ethical concerns, | made sure tlm¥okthe necessary steps for data protection. First,
my thesis project was checked and approved by trv@gian Centre for Research Data, which
provided me with the main guidelines for the cdil@et and treatment of participants’ personal data.
In preparation to the interviews, | secured infodneensent, a principle according to which
“prospective research participants should be gagmuch information as might be needed to make
an informed decision about whether or not they visiparticipate in a study” (Bryman, 2012, p.
138). To this end, | prepared an information lettentaining a description of the project and its
purpose and relevance, to “give respondents thertyopty to be fully informed of the nature of the
research and the implications of their participat the outset” (Bryman, 2012, p. 140), and offer
them the possibility to get in touch with thosep@ssible of the project, and also to withdraw from
it at any point $ee Appendix)1After getting the Norwegian Centre for Resedbdelta’s approval, |
sent this information letter to those who gave heartavailability to be interviewed, so they could
consent to participate. However, there was oneoperho was not willing to give written consent;
oral consent was therefore necessary: the pantitcghd not sign a paper, instead, | went through th
information letter orally before we started theuattinterview, and asked him/her directly if he/she

was agreeing to participate. | recorded the autlmth the explanation of the project and the conhse
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After receiving consent from the participants, dggeded with the interviews, which | sound
recorded through thBettskjemawebsite and app, that helped me make sure thediags were
stored and kept in a secure place. | transcribedyanterview right after carrying it out, and | sva
particularly careful in preserving the intervieweasonymity through the use of pseudonyms, and
their confidentiality, by avoiding disclosing alidse elements that would make them recognisable

and identifiable.

4.6 Data analysis
To analyse the data collected through qualitativerviewing, | decided to use a thematic analysis.
Bryman (2012, p. 580) explains what a theme is
a category identified by the analyst through histta¢a; that relates to his/her research focus [...];
that builds on codes identified in transcripts andi&ld notes; and that provides the researcher
with the basis for a theoretical understanding isf dr her data that can make a theoretical
contribution to the literature relating to the rasd focus.
Most importantly, “[a]n emphasis on repetition i®Ipably one of the most common criteria for
establishing that a pattern within the data wasdsing considered a theme”, as long as this is
connected to the research focus (Bryman, 20128@). %50, after having listened to the interviews
and having carefully transcribed them, | found reag themes and subthemes in the respondents’
words — which would help me answer my researchtores—, and grouped them together, looking
for similarities and differences in their opiniohkave subsequently structured the chapter priesent
and discussing the results into six main thensee (Chapter 6 language, education, attitudes
towards Judeo-Spanish, identity, experiences iki$lirsociety, and linguistic and cultural heritage.
Finally, a whole subchapter is dedicated to thenection between education and language, as it is
the main focus of this thesis. | then found conioest between these themes — and their relative

subthemes — to the background informatio&bépter 2and the theories @hapter 3

4.7 Limitations

As | was not able to meet my informants in perdargrried out the interviews online, over Zoom.
This obviously had some limitations: it is possithat someone did not feel comfortable in being
interviewed by a stranger online, or that they dal have the right equipment to do so, such a
computer, or a good-functioning internet networlorbver, as | do not speak Turkish nor Judeo-
Spanish, | could not interview people in those laages, and had to stick to English and French —

which already excluded some people from my research
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5 Results and discussion

This chapter presents the data resulting fromritezviews with the eleven participants, and comect
them with the previously given information and thes of Chapters 2 and.3

| have divided the data into the main themes thafparticipants talked about during the interviews
(see Chapter 4)6 linguistic background and language loss, edooatattitudes towards Judeo-
Spanish, identity, experiences in Turkish societyneluding discrimination and exclusion —,

linguistic and cultural heritage, and finally edtica and language loss.

5.1 Language - linguistic background
Ladino is not Spanish, is not a dialect of Spanisis not, you know, a hybrid language like
between Spanish and Turkish and Greek. It's alyadéferent language which has its own values,
it has its own sayings, and sometimes its own gratizad rules. And it's a living language. It
used to be a living language. (David)
This quotation essentially makes it clear that de8panish is an independent tongue, and, as such,
is a set of values, and represents Sephardic Ixwsg the interviews, many names were used to
call the language: Judeo-Spanish, Ladino, Judeattysp, Jewish Spanish, and even simply Spanish
—in contrast to “classical”, “modern” or “regula8panish.

All eleven interviewees are multilingual, and désed Judeo-Spanish as being a language
spoken at home, and used solely in a familiar cant&lso, they agreed that there are some
generational differences in the use and knowledghudeo-Spanish: for instance, Sarah, aged 50,
said that most of the people her age do not sgealkahguage; indeed, they “mostly do understand,
at least 50%, but they’re not able to speak, oy than't try” (David). Nowadays the language is
mostly spoken by the elderly: as David explaineglogte from his parents’ generation used it
spontaneously. Interviewees belonging to the 2@g®group agreed that Judeo-Spanish practically
stopped one generation before them: “up to my geioer| think that everybody is kind of bilingual,
like speak Turkish and Ladino” (Esther). Albert,anvdictually speaks Judeo-Spanish, used to ask his
grandparents to use it with him because there wasne his age to talk Judeo-Spanish with. Isaac
summarised it clearly when he said: “My parentsepés spoke very very well, my mum and my dad
spoke partially well, | don’t speak it at all, alstaothing”.

A couple of interviewees heard Judeo-Spanish grgpwimbecause some older relatives did
not speak Turkish, or did not like speaking it, vdas the majority of participants asserted that the
language was used by the elderly, but only amoegnselves. | found it surprising that many
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interviewees said their parents or grandparentd dgdeo-Spanish in order not to be understood by
them:
Especially for those stuff that they didn’t wanttesunderstand, they used to use Ladino. And
that’s how | started to understand it actually lseathey also used some Turkish words in it, and
if you understand the context, you just get it. r{in)
David explained that this attitude was common imerlanguages: his grandparents indeed switched
from Judeo-Spanish to French, and later to Greekhis purpose — which shows how multilingual
Sephardic Jews’ households were.

Rebecca said Judeo-Spanish was her mother tongee wie was little because she
remembers hearing Turkish while playing with otkhildren, and asking her mother what some
words meant in the language. However, she stoppeaksg the tongue when she started attending
school: “I started talking Turkish at home, andidrdt like to answer anymore in Judeo-Spanish”
(Rebecca). Although she kept hearing Judeo-Spanister family, Turkish became her primary
language. Differently from her, David and Albernsaler both Turkish and Judeo-Spanish as their
mother tongues, since they were exposed to thetmein childhood. Interestingly, Albert said that
until the age of ten, there were some Judeo-Spavostis he thought were Turkish.

So, the interviewees represent different defingiohmother tongue provided by Skutnabb-Kangas:
Rebecca stands for the ‘competences’ and ‘functioie's, as she used to speak Judeo-Spanish, but
then started forgetting it when her use of, andpetence in, Turkish increased, thus making it her
mother tongue. David and Albert represent ‘intelidehtification’, as they define themselves with
both Turkish and Judeo-Spanish, without considesihgt language they learned first, or which one
they use the most. The only undecided interviewag Ruth: she explained that French is her first
language, as it is the idiom she spoke when shdittlasbut she said now her mother tongue might
be Turkish, which represents all the definitioncept the ‘origin’ one. All other respondents
represent the HR definition combining origin andntfication, because for them Turkish is indeed
the language they learned first and the one thewytify with.

Most of the interviewees who do speak Judeo-Spauilally learned it later in their life and
not as children: Albert asked questions to his dpanents, David and Eva started writing $afom
— the newspaper about the Jewish community of Jukeand Ruth did theatre in the language as
part of the Jewish youth club.

| asked interviewees if they think that learningldorSpanish could prevent a child from
speaking ‘proper’ Turkish, and they agreed that ihinot the case, as one language does not exclude
the other: “linguistically speaking, one doesn’t@anything to do with the other. | mean, you can

speak five, six languages and not have an accemtyirof them. But [...] that's what people used to
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think” (Ruth). Some interviewees even asserted khatving Judeo-Spanish can be advantageous
when it comes to learning other Romance languayes$, as Italian, Spanish, French or Portuguese.
This proves that mother tongue and a foreign lagguan actually be learned alongside each other
— an idea which is further developeddhapter 5.2

The interviewees made it clear that Judeo-Spamidp belonged to the household and the
family. Why was this the case?

5.1.1 Language loss
What emerged from the interviews is that the olgiemerations purposely decided not to pass on
Judeo-Spanish: “they consciously made the choicadtoteach their children” (Aaron). And,
according to the respondents, there are many redsmnd this decision.
First, everyone preferred Turkish over Judeo-Samis it is Turkey’s official language, and

it therefore allows people to be part of the sqggiit this regard, Rebecca said:

we were the generation we wanted to be mainstrééardidn’t want to speak Judeo-Spanish, and

| don’t think our parents wanted that either. We kieep our Jewish identity and everything, but

you knew that if you want to advance, you just hievbe really part of the bigger culture.
Second, “the younger generations made it a poinédon Turkish properly, and that's what the
parents wanted, they didn’'t want any discriminatagainst them” (Ruth); so, Turkish was also
preferable because people thought speaking Judaaishpwould lead to societal discriminations.
Connected to this, what interviewees describecha®bthe main causes for language loss was indeed
“fear of accent-based discrimination” (Aaron). kustance, Albert said her mother did not want to
speak the language “because everyone told hef #iegt spoke Judeo-Spanish, everyone, she’s going
to lose her accent in Turkish, she’s going to teih a foreign accent in Turkey”.
According toSarhon, Judeo-Spanish and its speakers’ accergdtapresenting an issue especially
after the foundation of the Alliance schools: thegleed indicated that people were uneducated,
contrary to French, which became the intellectuaisgue ¢ee Jewish Women's Archive, pagg 15

| consequently asked interviewees if they thinketu@panish speakers have an accent in

Turkish, and received contrasting opinions. Theegalrule is: “the older they are, the strongeirthe
accent. The younger they are, less strong is Hegent” (Albert). In fact, many respondents said
older people have a strong accent, and positiveticed that young people have none. Aaron also
explained that the accent is more recognisabldderavomen, as they stayed at home, contrary to
men, who socialised with Turkish speakers at wokkaong young people, | think we know this like

m

the ‘grandmama accent’™” (Aaron). Eva, for instardid, not transmit the language to her children —

and did not send them to the Jewish school — becstus did not want them to be recognised as a
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minority: “I regret it, but [...] in Turkey, we have complex because those who speak Ladino talked
by singing, you know? So, we didn’t want it, we amninority here, we wanted every child to speak
Turkish well” (Eva). Rebecca also mentioned thatahcent was not the only issue:
my parents did not speak Turkish well. You seet gwmeration, they were really born end of
Ottoman Empire. And they knew French, they knewe®&réhey knew... Their Turkish was not
well spoken, and it stayed that way. They alwayd aaheavy accent, they couldn’t speak it
correctly, so... At home, they were comfortable speakudeo-Spanish.
And “[i]f they opened their mouths, you knew thagrmt speak Turkish well, so... And they didn’t
feel good about it” (Rebecca).
Contrary to this main idea, some interviewees dtéitat younger generations actually have an accent.
According to Miriam, even those who do not speakl#imguage have it: “if you ask them, they will
say they don’t have, but they do. Believe me theyWe have a certain, like, melody”; and she
noticed it because in high school she was once radef by her Turkish teacher for a sound she
pronounces differently. Noa also said that, gehgraér friends tell her she does not have an dgcen
but that sometimes it can still be noticed. Soglage was lost mostly because Jews wanted to be
integrated in society and avoid accent-based disgation.

Lastly, some interviewees also mentioned the fadttheir parents, not having studied Judeo-
Spanish formally at school, could not write — whinhde it challenging for them to teach it to them
—, or they simply did not feel very confident. Mover, families preferred other foreign languages
for their children, such as French “because it thasprestigious language of the time” (Ruth), or
English and German because, Noa said: “that woellddoy useful in our lives, they said”. Finally,
because of assimilation, Judeo-Spanish was coesiderbe of no use to younger people.

From a historical point of view, the participantegented the same events that were discussed
in Chapter 2first, the establishment of the Alliance Israglitniverselle schools, which made French
a lingua franca, and made the prestige of JudeoiSpdall; and second, the foundation of the
Republic, and its consequent “big Turkification gges” (David), as “the nationalistic makeup of the
country required that people speak one languagath(RIn the Ottoman Empire, Jews — as the other
groups — lived within themselves, and so managdaép their language for centuries, “[b]Jut with
the Republic, everything became more centralisadljtavas under the Turkish Educational Ministry,
so, everything was in Turkish” (Rebecca). PlusAbiert explained, the “Citizen, Speak Turkish!”
campaign was turned into a slogan, and people wexaa throw stones at minority shops because
of it. Interviewees said people were arrested,dyeap, or even raped for speaking a language other
than Turkish in public, so they became afraid esptheir mother tongue outside their home. In this

respect, Miriansaid that Jews, having been expelled from variousities, were keen in respecting
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the rules; contrary to Armenians, for instance, wigsted on speaking their idiom. Third, Ruth
mentioned the 1928 alphabet reform as a causarigubhge loss: after it, “everything that had exiiste
before 1928, it just, well, kind of disappeared [ftgm the minds because nobody could read those
books anymore, after a generation or two”. Finadlgme interviewees talked about the choice of
Hebrew as a foreign language in the Jewish scadDavid explained, this happened because people
could not understand how Jews still spoke the laggwf the country that expelled them, and because
Hebrew was considered “the language of the Jewesiplp”. Nonetheless, it was the tongue of
religion and liturgy, but never the one of the deofit is totally incompatible with the traditior,

let's say, the community” (David), as people usedpgeak Judeo-Spanish.

All the above-mentioned reasons contributed toldiss of Judeo-Spanish, but despite the
tendency of older generations to only use it amtmmselves, young people in the families
inevitably learned something. In this regard, Dastated that Judeo-Spanish became the language of
the household once being abandoned on the stfiegtsl from there, it made a retreat to the kitchen
consequently, the words that were indeed transinittgounger people are names of dishes. Miriam
explained that food is part of the home: “you daake it like to outside of the building, and litte
building is all composed of Jews”. Moreover, Miriaand Aaron said that people their age do not
only know food-related words and household item#,dlso some swearwords. Lastly, as Judeo-
Spanish is “heavily saying-based” (Aaron), the mgjaf people actually know at least a couple of
expressions. “So, | think that traditional knowledipes pass down to even young people, to some
extent.” (Aaron) This proves that Seloni and Sa#e right in regarding family as the most impatta
place where language and identity are passed poutager generations, which is especially true for
Judeo-Spanish, since the language is nowadayy gokdent in the kitchen.

The interviews showed that Sephardic Jews, beaHusgrkey’s nationalisation process, and
societal discriminations, decided not to pass atediSpanish to their children, so that they would
learn Turkish, and would be integrated in socieithaut having problems. However, negative
attitudes existed even before the foundation oRbpublic in 1923, particularly after French became
the lingua franca.

5.2 Education
As seen above, the fact that Judeo-Spanish in mask@anbul is dying is also attributed to education
and this is why | asked interviewees to talk alibatr educational background.

The overwhelming majority of interviewees attendegrivate elementary school, and all of
them went to at least one private institution dgriheir school years, Rebecca being the only one

who attended Istanbul’'s Jewish school. Participagieed that in public schools the medium of
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instruction is — and has to be — Turkish, and tmy private institutions offer education in other

languages; the interviewees indeed all studie@eithTurkish, English or French. However, as Kaya
explained, the fact that private and Lausannetutgins in Turkey are considered as foreign, adds t
the ‘othering’ feeling that minorities face compéte the country’s majority.

It is not possible to get education through the iomedof Judeo-Spanish, and many
respondents instinctively talked about Greeks anudehians — the other recognised minorities in
Turkey —who, contrarily to Jews, kept teachingrttaguages at school. For instance, “an Armenian
young people [sic] who is not able to speak Armeniias very, very rare because at home they speak
Armenian and at school, they learn it formally” (. However, this had one negative
consequence: as Rebecca said, “I did notice evignthat my Greek friends, their Turkish was
weaker because of that”.

Regarding language use at school, Esther expléra¢dbecause all institutions are under the
Turkish Education Ministry, students must have &inite percentage of teaching in Turkish —
including the most important classes, such astyistod math. Judeo-Spanish was not used at school
mainly because it was not a written nor a standadlianguage, so, “it had to disappear with
modernisation and so on because it wasn't writteth here was no reason for it to be written”
(Rebecca). Plus, Judeo-Spanish did not have thasveeal resources to be revitalised, or for books
to be written: Rebecca indeed believes that thi®isomething minorities can generally do — which
is connected to Kaya’'s argument according to whighsanne institutions in Turkey are faced with
problems regarding means, materials and curricula.

So, during the years, Sephardic Jews were not atldw study in Judeo-Spanish, which goes
against Tomasevski’s idea of acceptability in etiooa and the rights guaranteed by the Lausanne
Peace Treaty. Notwithstanding the desire to speakidh well, many interviewees actually studied
in a foreign language, which | think could be a smmuence of their historically multilingual
households.

| then asked participants what language they wbal picked for their education, and which
tongue they would like their children or the futgenerations to study in. Most of them would have
‘stuck’ to the language they studied in, so Turkighglish or French. For instance, Turkish was
chosen by Rebecca, as she thinks that the langfafe residence country has to be number one,
whereas English and French were chosen by inteedsvior the benefits they can bring in the job
world. Only three people mentioned Judeo-Spanisthér answer: Noa stated she would have
preferred to get education in it or in Hebrew —nigedews’ traditional languages —, whereas Aaron
mentioned education in Judeo-Spanish and saidn“thes possibility feels so remote, that | haven't

considered it before”. Finally, Albert asserted:
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every human being is entitled to have their edoaati their mother tongue. So, for me it doesn’t
happen so much, but for me... if | could build theabsystem, | would want to have the education
in Judeo-Spanish.

This last statement puts emphasis on the importahitestruction through the MTM — according to

Albert, especially in elementary school —, a rigtiscussed with respondents.

5.2.1 Mother tongue instruction
Two interviewees started school without knowing thedium of instruction at all. The first one,
Ruth, grew up with French, and then found herse#fchool with everyone speaking Turkish, and
stated it was traumatic. The teachers thereforedaBkr parents to speak Turkish with her: “I guess
| learned very quickly because | don’t remembertthama going on, you know. | guess | adapted
very quickly” (Ruth). And, despite the initial isss; she was happy because she got to learn “two
other language for free, at home” (Ruth). The sdgmrson, Isaac, only spoke Turkish when he went
to a school with English as the medium of instautti“l had no English language in my mind, |
solely spoke Turkish. And honestly, | don’'t evemesmber how | learned English”, as he was very
young; but also, he had to learn it, as the instituwas international, and everyone spoke English.
| found it surprising that Ruth and Isaac did really struggle to learn through an idiom they dod n
know before starting school, and that they beligng did not lead to any consequences. However,
this is actually essential to understand that céildcan easily learn languages, and consequently
would be able to progress in their mother tonguwkanew foreign language at the same time.
During the interviews, | asked participants akibeir personal opinion about mother tongue

instruction, and they all agreed that it is impottanostly because it makes learning easier:

it would be easier for you to understand the cotscapd to follow the lessons, | believe. Because

your... Ladino can be practiced at home in your délyguage, but in terms of science, or

chemistry terms, using the mother tongue | belis\lgetter. (Sarah)
Ruth thinks that mother tongue is important, bat tthildren learn so quickly that it would be bette
for them to be raised multilingually, as it is “ary enriching experience”. Aaron said that MTM
education “should be a right”, especially when ¢hare enough people for the language to be taught,
and David asserted: “education, and formal edueatiche mother tongue is a right which should
not be denied. [...] | was entitled to enjoy thahtifpr Ladino as well, but which is not the case fo
many reasons”. Indeed, some interviewees said matmgue is not being used in Turkey for
different groups. Nevertheless, “this is only bemligcussed for the Kurdish language” (David),
probably because Kurdish people “were persecutedntbst because they were the majority of the

non-Turkish speaking population” (Albert). With seds to Kurdish people, Miriam said: “We like
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see them as uneducated people, but [...] it's not Wiey want. They want to attend to the school,
but like when they do, they don’t understand whgtsg on”.

This is the reason why everyone should learn iim thether tongue, as studying in a language
differing from it can have a double effect. Firgtaffects a person’s school experience: Miriam
explained that the Kurdish “sometimes got kicketlafuhe school because they don’t speak Turkish
very well”, which goes against TomaSevski’'s conaapsation of adaptability, and supports
Skutnabb-Kangas’s and Szoszkiewicz’s argumenttbetbsence of MTM instruction can impact
someone’s literacy, and educational success. Mereavthis case, it is obvious that schools tend t
consider the ‘failure’ of Kurdish students to ledmrkish well as a personal difficulty, and notaas
result of the inequalities that Kurdish people fatesociety, such as underrepresentation and the
exclusion of their language in public institutieng/hich is the same for every minority in the caynt
This is the exact opposite of what the educati@tesy should be doing: according to May, in fact,
schools are responsible for recognising minoritypgbe’s ‘issues’ as deriving from societal
inequalities, and for adopting and fostering a fpasiattitude towards minority languages, cultures,
and backgrounds.

Second, according to Skutnabb-Kangas, this ‘asaiioilist submersion education’, can lead to
language loss in individuals — Rebecca being apteixample of this —, and consequently in a group,
too because it inevitably results in the assimolatf minorities. This is why MTM education is the
main linguistic human right that can preserve lisga diversity. Although both Skutnabb-Kangas
and May state that education cannot save a dymgukge on its own, Skutnabb-Kangas actually
believes that the school is the main agent foirigjlh tongue in a couple of generations.

The only interviewee with a different idea aboutth@y tongue instruction was Rebecca:

It's a very good thing because being exposed toha@ndanguage is fun, it's a great experience,
but it has its limits if it's very different thahé large culture; it just has to be adaptableedalge
culture.
She indeed put emphasis on society integratiorardow to her, people who do have the chance to
get education in their primary language tend tcehaoblems learning the majority one. It is indeed
fundamental for a child’s development to learndffecial idiom of the country of residence as well.
However, it would suffice for pupils to learn thed languages in a parallel way, as it was agreed by

Ruth and Isaac that small children have no problentearning new tongues.
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5.2.2 Minorities in school

Afterwards, | asked interviewees to discuss the asld/or status of minorities in school. The main
view is that minority people, and their languages aultures are not considered in the Turkish
educational system.

Generally speaking, Aaron defined the role of mimes in school as “[n]Jon applicable...
doesn’t exist. In school, there’'s no such thingAxsnenian’, ‘Kurdish’, ‘Jewish’. [...]. School,
everyone’s a Turk”, and described this as “terfibtte then explained:

But it’s not like our culture is, or our histong, ieflected in any of the course material in any.wa
Like even in history class, they never, the Jevesoaty mentioned once: ‘They arrived in 1942’,
and like ‘We love them’, and then, that’s it, ahdrn they never come up again... or before. (Aaron)
Some patrticipants discussed the absence of mirtontyues in schools; for instance, Albert
said that Turkish has always been the languagevienyone, so, even for the groups that are Muslim,
the same pattern can be seen: young people daout the language, older ones understand it, and
only those over seventy can speak it. However,|é@ said he did not notice anything particular
regarding minority tongues at school because laggisassomething ‘internal’ that is not seen outside
Furthermore, the interviewees talked about thejimls class at school, which, Bsriam
explained, is mandatory every week according taMirestry of Education. “But religion class, it's
equal to only Islamic thought. Like they don’t thatudaism, they don’t teach anything else, they
don’t teach of course any other forms of beliewaglbgions.” (Esther) Some interviewees explained
that, as Jews, they were exempt from the coursa:adtually felt glad she could not participate, as
the class only focuses on Islam, whereas Esthiemaid:
| spent twelve years of mandatory education, twari@ach week, sitting at the library not doing
anything because if you're a non-Muslim, you'rerpe from those classes, but they don’t provide
a substitute [...]. | would really be happy to, yawkv, [be] given the chance to speak about my
own religion and everything, and | think that's wiieeds the... feeds anti-Semitism in Turkey
because people don’t get the chance to actuallgganon a dialogue.

Also, Esther explained that the university entraagam contains about five questions from this

course, which many students, being non-Muslimjatattend. And Ruth affirmed:
a lot of young families have opted for emigratinggrael or other countries, especially because
primary education has become mostly radical religicdAnd, so, people don’t want to send their
children to public schools [...]. So, if you don’'t\eamoney to send your kids to private schools,
then your only option is to leave.

Ruth stated that there was no such problem whewsheto school. Similarly, Eva said she belongs

to the last generation in which everyone studiggktioer; nowadays, “[ijn elementary school, it's
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terrible”: minority children constitute a small pentage because there is jealousy towards them, so
they prefer private institutions.

Finally, Miriam stated that her elementary school, besides beiogiase was also “very
‘Ataturkist™: Atatlrk was indeed described as ad3gho taught them everything; but “Atatlirk was
not the best person for the minorities actually”irfdm). According to Miriam, this kind of
indoctrination is present in almost every schooltle country, which shows how important
Nationalism is in Turkey.

On a more personal level, some interviewees takedit something they experienced in first
person during their school years. For example, desttmembered one time a friend of her posted
some very anti-Semitic statements on Facebook,disg Hitler. She decided to report this to the
dean explaining that she did not feel safe; howeweraction was taken against this. This episode
confirms Kaya’s argument that there is lack of@ttgainst actual discrimination at school.

Eva told me that during her university years, atbi880, people
were forced to march, for instance, every Fridayhea university door, we burnt the Israeli flag,
and all that. We are not Israeli, we are Turkishslg...] And there have been many events, so,
because of that, we always spoke in Turkish, always

To conclude, it is clear that minorities living Trurkey are not represented in schools: not
only are their languages not taught in public tnfttns — not even as foreign languages —, but thei
culture, religion, and history are not presenthia school curricula. This prevents the realisatibn
TomasSevski's acceptability rights in education, d@d an impact on both minority and majority
people, as they all lack information about Turkegtsnmunities, which is what usually leads to
discrimination and stereotypes. This is the reasbg the Declaration on the Rights of Persons
Belonging to National or Ethnic, Religious and Lumgfic Minorities states that knowledge about a
country’s minorities should be taught to all in edtion — an idea supported by May, too. Indeed,
everyone at school should know and learn aboutrinerities living in the territory, so that, first,
minority members can feel recognised and inclu@ed, second, prejudice can be overcome as a
consequence of information.

What emerged from the interviews is that the lacleoognition and representation at school
is pushing many minority members to attend privagtitutions. Nowadays, in the public system,
education is radical religious and only focusegsteim, which further confirms what Mills believes
about Istanbul: that the city is not as multicudiuas it once was. Additionally, as Eva said mityori
children only constitute a small percentage inssia@ms, which is driving minorities towards private

schools, thus making this percentage become evalesm

49



5.3 Language attitudes
| then discussed language attitudes with the irdemes: | asked them what they think about Judeo-
Spanish, and what value they would assign to it.

Generally, the respondents linked Judeo-Spanidanly, culture, identity, and heritage.
And many of them said that the language reminds tbitheir grandparents: “Ladino, for us, is not
the mother tongue, it's a grandmother tongue” (Dpavnd consequently, “it's a language of love,
a language of affection. It's a great culture et behind it” (David).

Language was described as being more than a smgd@s of communication: two people
mentioned the Turkish saying “one language is @egn” (Isaac), and Ruth explained:

| love the language, it's wonderful, it's, you knopart of my ethnic identity, and it shows me [...]
how my ancestors lived, what they thought of lifggeneral, their philosophy; | mean, a language
is not some abstract thing hanging, you know, @enwthll or something. It's something that it's
alive, and has the whole culture in it, and thepteand the character of the people.
David stated that Judeo-Spanish “totally reflebts $ephardic way of thinking”, and Aaron said it is
helpful to read what was written about Sephardiesdand their history, but most importantly,
it's a symbol of, of our separate peoplehood, lilkegre not just Turks, but we’re our own group
of people. And the language is one of those stretngmarkers of our sense of self. And it was
forcibly taken away, which | think makes me wanuse it more.
So, when talking about Judeo-Spanish, the intem@swreflected Hall's concept of ‘linguistic
relativism’: they described the tongue as reprasgrisephardic Jews’ values, culture, and way of
living and thinking. Some interviewees explainedtta person has different personalities, talks and
behaves differently based on the language he/speking.

Moreover, some participants said Judeo-Spaniskesyarich tongue, full of expressions and
sayings, and two of them agreed that it “does lzaftenny element” (Rebecca): Sarah, for instance,
does not like speaking the language now, but ta@dshe used to laugh a lot with her parents.

Interestingly, the vast majority of intervieweesmened a trip to Spain or Portugal, saying
that, thanks to their knowledge of Judeo-Spanisty tould understand or communicate there.

Aaron and Esther mentioned that Judeo-Spaniske isitiyuage used during Passover prayers:
Esther explained that they read the prayers eithdebrew — which no one in her family knows — or
in Judeo-Spanish. Not speaking the tongue, she matesnderstand what it is said: “if | knew the
language, | would understand what's going on, mayl®uld be more religious” (Esther). And
connected to the possibility of enjoying some aalttelements, Sarah talked abdiaiom, the
newspaper in Turkish that has an additional pagludeo-Spanish, which mainly contains stories,

jokes, and poems. She indeed enjoys reading théne ilanguage, as this reminds her of her past.
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The interviewees attributing great value to Judparish and connecting the tongue to
culture, to the past and their ancestors show howeasity plays a role in identity: as explained by
Hall, similarity provides people with a connectitmrhistory, and a continuity with it — and this tbu
be a way for Sephardic Jews to deal with theirpbas state — which is also what Brink-Danan
asserts people worldwide are trying to do througdLadinokomunitagroup. Indeed, regarding the
value of Judeo-Spanish, interviewees said theylynastlised its importance later in their livesirss
of them, like Noa and Ester, even started considehe fact that the language is ancient as songethi
valuable. In this regard, Esther asserted, “nowlthiaderstand it has to do something with the past
and the culture and everything, | understand tteasomething important”, which once again shows
how the link to the past can create a sense of toripeople who have historically experiencedexil
and nowadays assimilation.

Nonetheless, Judeo-Spanish was also negativelgected to history and the past, and
described as something old. For instance, Sarahlioned a time in Spain in which a taxi driver
asked her and her husband from which mountainweg coming from, “because Ladino in Spain
is somewhere out of logic”, and seen as extremmetyeat. In the same way, Isaac does not want to
practice Judeo-Spanish because his parents, im,Spare asked: “What are you? Are you Don
Quijote?™”. With a similar attitude, Rebecca sdi@ tanguage is “just part of history, it's a cudtiur
thing. | think it should be preserved the way itswBut that's what it is, there’s not more valug, a
far as I'm concerned”. She indeed believes JudeniSp is the language that was spoken in the
1950s because today people try to contaminatetit modern Spanish; Isaac explained that this
happens because new words such as ‘computer’ dexisbdtin Judeo-Spanish. Consequently. “when
you actually learn the Spanish language, the laggyuhat they're speaking sounds very funny”
(Isaac).

Those interviewees who are ‘distancing’ themselvesh Judeo-Spanish represent Hall's idea of

rupture from the past, and also prove that Majgistiin saying that language is not the only elemen

determining someone’s identity, especially for memstof those communities experiencing language
loss and shift, as in the case of Sephardic Jemisose identity is discussed @hapter 5.4

| then asked Judeo-Spanish speakers if they fedidemt using the language in public. On
one hand, some feel confident because people amldst cannot distinguish between Turkey’s
minority and local tongues, and might believe iai®reign language, as there are many tourists in
the city: “they can’t even separate between theonties: who'’s Jew, who's Armenian, who'’s Greek,
for example. Ladino, they understand that it’s ieifgn language — like French, like English —, they
are so llliterate” (Eva). Indeed, “it would be esttrely rare that someone who hears Ladino, would

say: ‘Jewish” (Albert). On the other hand, twoentiewees stated that in Turkey it is not well-seen
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if you speak a language different than Turkishlmndtreets: “If we’re out, not at home, we always
speak Turkish, so that we don't irritate peoplecdese it's disrespectful in Turkey to speak another
language other than Turkish” (Isaac). For instais@@ah mentioned the International Ladino Day
and said: “In such an environment | feel confidgmeaking Ladino [...]. But in a community who
speaks only Turkish, just speaking with somebodg @t an open area, | wouldn't feel confident”.
Connected to this, Ruth said she now feels confjdert in the past, it was different because of the
government campaigns. Similarly, Albert told me t@once saw two elderly men speaking Turkish,
but who he recognised as Jewish by their strongractVhen he started speaking Judeo-Spanish to
them, they immediately told him to stop talking,ntiening the “Citizen, Speak Turkish!” slogan.
Albert said he saw “pure fear” in their eyes, asytivere afraid of using Judeo-Spanish in public.
So, the interviewees’ attitudes were mostly positiome of them said that, in Turkey, people
generally do not see any value in Judeo-Spanisausecthey were “educated, or brainwashed, to
believe that this is a jargon” (Albert), and torle&rench instead, or, as Miriam explained, tokhin
Hebrew is the Jewish language. Despite the diftergpinions about Judeo-Spanish, most
interviewees actually said they wished they hachke@ it when they were little, and those who have
children said they regret not teaching it to thémgeneral, they all wish that the language wilt no
die, but see this as inevitable. In a very ‘extrewesy, Rebecca compared Judeo-Spanish to Latin: a
dead language you can study “for a hobby”, gettmignow and understand the culture connected to

it, but nothing more.

5.3.1 Language hierarchy
Afterwards, the conversation moved on to languagelchy in Turkish society, and | surprisingly
got different answers.

Some interviewees stated that Turkish is obvioustye important: Rebecca thinks it is
essential because people need education — whtchinismitted in Turkish — to be independent and
survive in society: without education, “you stayhlv&l”. She also said that her generation was the
first one to have different professions becausg there actually able to attend school and college.
Isaac asserted: “the society’s still uneducateat,ttiere’s no choice that they can hierarchallyoseo
which language to speak”, as everyone uses Turkish.

The interviewees who defended the importance okighrfor its utility in society — also considering

the current Jews’ assimilation — reflected Skutabhgas and Phillipson’s theory of necessary
human rights, according to which the mother torapetthe country’s official language — in this case
Judeo-Spanish and Turkish respectively — are th& mportant tongues for an individual: neither

language can be excluded from a person’s life.
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A great number of respondents consider English asenimportant because it is an
international idiom useful on a global level — acling to Eva, especially compared to Turkish. Sarah
personally sees it as an equivalent to Turkishiedioioking for a job, it is English employers look
for. With regard to this, Albert said that thereaidanguage that is seen as ‘prestigious’ in every
historical period: nowadays, in Turkey, it is Esgli Indeed, “if you don’t know it, you're like
illiterate” (Albert).

Differently from the other respondents, Miriam nmueeted the question as member of the
Jewish community, and said that Judeo-Spanishpsiitant, as it is spoken by the elderly, and that
Turkish is essential to talk to young people. Nmeally, does not think that there is a languageeno
useful than another in society.

It is clear that there is some linguicism in Turkew the societal level, there have been
discriminations based on language, such as thergment campaign against the public use of
tongues other than Turkish; on the individual lewelme people see no use or benefit in learning
Judeo-Spanish, and prefer either Turkish, or moternational languages like English, French or
Spanish. These tongues are favoured because tadebeved to be more useful, and have more

potential than Judeo-Spanish, which is one of #aswons why the language is dying today.

5.4 ldentity

Some participants mentioned identity in differerdrtp of the interviews, which shows how
intertwined identity is with language, culture, aswtietal experiences. | asked interviewees a very
general question: what elements they would desesli®ing part of their identity, or how they would
define themselves. The answers | received werewsyrbut can be grouped in two main categories:
those who define themselves as Jewish, and thosaledtribe themselves as Turkish.

For the first category, many interviewees said they Jews, Sephardic Jews, or Jews from
Turkey. Some of them included culture, rituals #&mdlitions into their identity, and some of those
who speak Judeo-Spanish included the tongue asMeal said that, being a Jew, her parents tried
to make her stay within the community, and to raise"“differently”. Finally, David said Jews “have
never been Turks”, and defended this position bglaming that he is a Jew with a Turkish
citizenship, meaning that he has rights and duliesjs not connected to the country in any other
way.

Esther is in the second category; she said evexytepends on how you define identity: she
personally describes herself as Turkish, sincensigeborn in Istanbul, and is a resident of Turkey.
She is however struggling to find where she fitsaoese people are not convinced that she is Turkish

due to her name or accent: “de facto some peojl@lsih’t consider you Turkish if you are non-
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Muslim” (Esther). In fact, Turkey “it's not somewtgethat is very open to diversity and you know,
different kinds of identities” (Esther).

Nonetheless, different interviewees said Jewsauiad an identity crisis nowadays: there is
indeed a third group including all those who arbétween the categories of ‘Jewish’ and ‘Turkish’.
Ruth, for instance, answered to my question singalying she is a “Turkish Jew”, and Rebecca,
having lived abroad, affirmed: “I noticed that tthengs that | considered being Jewish in me, are
really Turkish, that's how | feel about it. Verywelifferences”. According to David, Jews want to
become ‘real Turks’, especially to avoid discrintioa and exclusion; but this

also led an identity crisis, which we still couleesthe effects of today. Some people, I'm talking
about the Jews in Turkey in general, they sayttieyt are Turkish Jews, or that they are Turks,
but with a Jewish religion. And some of them sdiyn not Turk’, like me.
With regards particularly to Sephardic Jews, Déalieves that there is a struggle to find a Sepbard
identity: in Jewish clubs, children are taught atgeneral elements common to all Jews, but nothing
connected to Sephardic Jews. He is indeed nottaldlefine the Sephardim, unless he differentiates
himself from another group, for instance the Aslakam, “which is not correct” (David): according
to Douzinas, it is indeed not good to depend oergthAlso, as Taylor asserts regarding recognition,
every person needs to be able to have a distiantitgl, both as an individual and as part of aurelt
When talking about religion, Ruth said:
when we were young, there was no question aboutwéhavere, and we never asked that, we
knew we were Turkish Jews, ok? And we had theticadi, we had the language, we had, you
know, all the religious holidays and everythingttthee celebrated, we sang songs, that were in
Ladino, etcetera etcetera. [...] But then, with thesl of the language, or... things got more
difficult.
Ruth actually thinks this identity struggle maiwulgrives from the lack of one fundamental element:
language. The role of language was also underloyedlbert: when talking about his identity, he
said he came close to “the feeling of being Jewuhh Judeo-Spanish”. The significance that these
interviewees have assigned to Judeo-Spanish uneetihe crucial role that May ascribes a tongue
in someone’s identity. Moreover, this also provesyM argumentation that a person’s language is
fundamental to his/her identity to the degree tactvthe/she defines him/herself with it: those
interviewees who do not identify themselves witdelntSpanish — such as Rebecca — obviously do
not consider the language as being part of tha&intity or as being crucial for the Sephardim.
Contrarily to what Brink-Danan believes, | do nleihk that language is the most important element
in Sephardic Jews’ identity; Brink-Danan stated thiten years ago — basing her affirmation solely

on theLadinokomunitegroup, where everyone speaks the language and wangvitalise it. What
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emerged from my interviews, is that nowadays thetrimoportant elements are culture and traditions
— also as a consequence of language loss.
Interestingly, when | asked him about minority laages in school, Albert said: “I didn’t separate
the identities”, meaning the ones connected to iShrand Judeo-Spanish. Albert is an example of
the fact that minority members can manage muligaeatities at the same timsee May, page 31
Isaac was the only interviewee who, regarding itignsaid: “I wouldn't talk about my
ethnicity, my background or that I'm Jewish. | wotdlk about myself”, as to make people go beyond
his religion. He stated: “trying to belong somewheas a sign, | find, a sign of insecurity” (Isaac)
Finally, one thing that was pointed out by threegde, all older than fifty, is that nowadays,
there are more mixed marriages, and that younglpeop more assimilated, which is making identity
‘fluid’: “[y]Jou do take some of the influence anay change in that way. And now | see more and
more how the Jews in Turkey are like the Turks they live with” (Rebecca). This happens because,
once, minorities were closed in their communitirsd,there were also more Jews compared to today.
This idea of ‘fluidity’ further proves that idengiis dynamic and changes continuously. Indeed, the
identity of Sephardic Jews is shifting alongsideistal and historical changes, which proves Hall's
argumentation that identity is the product of atipalar discourse. However, identity is also
determined by situated social action, meaningahmrson him/herself, as well as others can have an
influence on it. Esther, for instance, is strugglia identify herself because people in Turkey tend
see her as a foreigner: this external representaidased on a single position — that of a Turk
belonging to the majority and living in modern Teyk and is the result of a society dictated by
Nationalism, and by the lack of recognition andegetance of multiculturalism and multilingualism.
Generally, identity was described by interviewesa anixture of place of birth and residence, caltur
and traditions, language, and religion.

5.4.1 Religion
| asked participants whether they think religiah ptays a big role in Sephardic Jews’ life nowgsa
Accordingly, religion and traditions are generaityportant for their identity also because, as David
explained, the Turkish state perceives Jews akggores minority.

From a historical perspective, Rebecca explainatidrring the Ottoman Empire, Jews were
a closed society and therefore kept all their traws; with the institution of the Republic, howeye
government and religion were separated, which led dgeneration to detach from faith. The
overwhelming majority of participants indeed detinbemselves as not being very religious, but

stated that there are some people for whom religimery important.
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The general view is that everyone is connecteckligion and traditions but to a different
degree: regarding Turkish Jews, Albert said, “egreyis traditional, but some people are a bit less
traditional and more secular, and some people are traditional and more religious”. David defined
Judaism as a ‘cocktail’ prepared with various idggats — religion, culture, and nationalism: every
person has them in different amounts, but nonberhtcan be left out, “[b]ecause the Jews are at the
same time a religion, a culture, and of courseapleé (David).

The importance of religion-based traditions waesdlacknowledged by all interviewees:
when you ask someone about something in Judaigyjimediately tend to talk about like how
important it is to be a community, how importanisito transmit it to the next generation, how
important it is to multiply our community. (Esther)
It is therefore mostly about “culture, the commutife, [...] family and values” (Esther). Aaron said
he practices traditions “not for any faith-basedsmn, but just as communal practice. They're
interesting”. Additionally, Esther explained thabsh people do not know where the rituals come
from or why they are like this: “maybe it has towlith, you know, being used to that tradition”.
Ruth answered my question by stating, “when you ‘saljgion’, | would say ‘traditions’. So,
religious traditions are very very important. Besathey constitute the ethnic identity that we Bave
and this identity, according to Albert, was pregeall these years thanks to traditions and languag
Ruth therefore explained that today some traditamegyetting lost because the language is vanishing
— which was also mentioned @hapter 5.3egarding Passover prayers in Judeo-Spanish.

Notwithstanding the general tendency to be detadtoed religion, Rebecca and Ruth said
nowadays there are young Jews who are even mogious that what people used to be once,
probably because “people like to claim to an idgnthey feel better that way” (Rebecca). At this
regard, Rebecca defined religion as being “flua¥, ‘it comes and goes”.

5.4.2 Doubled identity and code-switching

In Chapter 2.5 1 presented the argument of Brink-Danan according/hich Turkish Jews have a
‘doubled identity’, so | asked interviewees whettiegy think Turkish Jews speak and behave in one
way among themselves, and do differently when amitrey majority, and whether there are
differences between their private and public life.

Most interviewees asserted there is a tendency @morkish Jews to ‘hide’ some traits and
opinions when outside their home. “First of all, Jthe invisible rule was: you don’t show any sign
of your religion outside your home, like, wearingipah” (Albert). The kipah was also mentioned
by Esther, who told me that a very religious perslo@ knows has to wear a cap over it, in order not

to show it. At this regard, Eva stated that in ghvate sphere, “you can be very very intimate,
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religious, non-religious, no problem”, but thatigedus people “don’t show it when they are outside”
Isaac thinks Jews should not expose themselvestaowd off, “[bJecause then you become a target”:
he believes it is only logical to behave like thecause, he said: “I've listened to so many horror
stories from my grandparents about how discrimiryatbe government has been towards non-
Muslims”, such as the old income tax solely dirdcethem.

Interviewees ‘hide’ too: Esther, for example, does disclose her identity or religion when she is
around new people; she first tries to understanak Wiey generally think about minorities, and what
their political ideas are, and then behaves basetiat. This could be a reason why Sarah said that
Jews tend to like people “from the same background”

According to Albert, the main issue is that “mofktte Turkish people haven’'t met a Jewish
person in their lives, and have no idea how a Jevaves”, which was asserted by other interviewees
as well; and this happens because Jews represient @ercentage of the total Turkish population,
but also because, as seel€Cimpter 5.2.2there is a lack of knowledge on minorities atosgh

Moreover, when not among themselves, Jews paytiatteio what they say: “we try to control
[...] what comes out of our mouths” (Ruth), in pautax when it comes to politics discussions. For
instance, David said that Jews show themselveseawy bvery nationalist when around Turks,
especially when Israel is the topic of the conviensa

if they were too verbal, too vocal about with thpasitive views and their real action towards
Israel, among Turkish society, that would not epdyaod for them, so it’s... As you know, it's a
defence mechanism, | believe.
This was confirmed by Aaron: according to him, dedpnd not to pick a side in public, but are very
critical in their private, like being “very anti-8ogan” or, as most Jews, “super pro-Israel”.

| asked interviewees whether this doubled idemiigts for language as well, in the form of
code-switching. The respondents answered thatrtbgly happens among older people.

From a historical point of view, Albert said: “cedwitching has always happened in Judeo-Spanish,
even before the integration with the Turkish sggieven when they were living in kind of ‘ghettos’™

He explained that code-switching developed on tiferént levels: higher society people created
‘Judeo-Franyol’, by integrating French into thaid@o-Spanish — especially as a consequence of the
Alliance schools; whereas the Jews who worked &iesee with Turks incorporated Turkish words
into Judeo-Spanish in the ‘lower’ language.

Interviewees agreed that Judeo-Spanish speakemmargeforeign words when among themselves,
but “with other Turkish people around, they woulot say a single word in Spanish” (Albert).

Sephardic Jews also use Judeo-Spanish words wieakisg Turkish but, as Noa said: “we don’t
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use these words with other people, and try to, koow, make our accent also very perfect in
Turkish”.

So, the Sephardim are experiencing an identityisgrisut are also struggling to assert
themselves in the public sphere. Exactly as inlBBanan’s book, my interviews have shown that
Sephardic Jews mainly identify themselves as Jaad display their uniqueness, and practice their
traditions in their private life. However, they teto hide their opinions, their accent, and in gahe
those cultural and physical characteristics difiée¢ging them from the majority when they are
outside their home, by showing their sameness akisfucitizens — because, as Brink-Danan
explains, these differentiating characteristicsraretolerated in public. Not only does this gehera
private-vs-public distinction confirm Brink-Danantea of a doubled identity of Turkish Jews, but
it also proves how Bucholtz and Hall are right ieliéving that the concepts of sameness and
difference are important to form complementing \8eam identity.

Nonetheless, some participants believe code-swidcisi not something strictly connected to
Sephardic Jews, but is rather a universal phenoméebecca said every person behaves differently
and also feels different when speaking a certaiguage: “it's connected to culture: what you say,
and what you can’t say, what you can joke abougtwbu can’'t joke about in a certain language”,
which again reflects linguistic relativism. Davichch Ruth said they naturally use words and
expressions from idioms they have in common withrtinterlocutors; and Aaron interestingly told
me that there are some words in Judeo-Spanistytiizg Jews do know, that were introduced to
their Turkish friends.

5.4.3 Spanish/Portuguese citizenship

Since Sarah mentioned her Spanish citizenship wdiking about identity, | decided to ask the other
interviewees about it, and have discovered thelgate — or have applied for — either the Spanish or
Portuguese citizenship, the only exception beinigeRea.

Miriam explained the process: when the Spanish governgaeset Jews the possibility to get
the citizenship, “one person applied, and he goArnid that's how almost 2000 applied [...]. And
according to the Spanish nationality law, if youl lehildren under eighteen, they would also be able
to get the citizenship directly”. But later, becas® many people had applied, a new law was passed
which required applicants — among others — to kakguage and culture tests, and travel to Spain. At
the same time, “Portugal also announced a newwich didn’'t require any language or culture
tests. They only required for you to prove a stroelgtionship with you and your Portuguese

ancestry” (Miriam). Miriam also stated that now Sganish law is not in force anymore.
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The interviewees believe having one of the twaeriships offers some advantages: it makes
travelling outside Turkey easier and it is usetul Work and study opportunities abroad. Noa even
said it can help in an emergency situation, “weehtints guarantee that, if something happens, we
can go right away”. Also, Isaac said he startedemtdnding something of what his family says
thanks to Spanish, which he had to learn to getitimenship.

However, David applied for the Portuguese citizgnélecause he did not feel “comfortable” about
the language and culture requirements of the Spams:
| come from, let's say, from a people who have gadeded your culture for 500 years, and you
want to offer your privileges to me, and you conpewith some test, you come up with some
prerequisites. That’s not fine.
In conclusion, it can be said that the SpanishRorduguese citizenships brought Sephardic

Jews remarkable advantages, and that they alse asryproof’ of Judeo-Spanish speakers’ origins.

5.5 Experiences in Turkish society

| then asked respondents to talk about their gée&periences as members of a minority in Turkey.
First of all, Jews are a small community: “in a sy of 83 million people, we are only 15000, so

it's nothing. But that smaller group is very higlelgucated. Mostly speak a lot of languages, and hav
kind of good jobs” (Ruth).

Aaron could not think of a particular experienceasinority member, but said “it's a general
state, | would say... of being ‘less than™. | askedh if he can actually perceive it, and his answer
was: “clearly, there’s people who own the counényd there’s people who just happen to live in the
country, and we’re part of the group who just haggo® live in the country” (Aaron). Noa said: “My
parents always used to say that we were alwaysrdiff, and we have to keep ourselves a little bit
distanced from other people, you know, other refigi. She told me she loves Turkey and would
not live anywhere else; however, she stated: “&lweays felt this: that I'm here a minority, and seam
people don't like me” (Noa). Eva in fact said stes mot had very nice experiences during her life
because people in Turkey do not like minoritiemnd this dislike is addressed especially to Jews.
Lastly, according to Miriam, minorities can feekthhave some ‘boundaries’ in society: in the job
world, for example, they know they cannot aspirevesy important professions; most Jews
consequently work in the private sector.

Contrarily to the overwhelming majority of interwees, Sarah connected her being part of a
minority to positive experiences, too: she mentibagain that she enjoys reading the Judeo-Spanish
part inSalom, and explained how happy she was to participatbeninternational Ladino Day in

Istanbul — which she could enjoy only because pealss Judeo-Spanish.
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Sephardic Jews are therefore considered a miniorifjurkey because they are a smaller
group, and also have a non-dominant ste¢e (page 26the general view is indeed that ‘minority’
equals an inferior position in society — which lybtithe conversation to the topic of discrimination

and exclusion.

5.5.1 Discrimination and exclusion
| asked participants whether they have ever expee@ exclusion in society — because of their
religion, culture, language or name —, and whetthere is discrimination in Turkey.

All interviewees agreed that there is discriminatio the country, and that it mainly derives
from ignorance and lack of awareness among therglepepulation, asserting in fact that educated
people accept everyone without distinctions. Raggréxclusion, participants are divided among
those who have experienced it, and those who rewes.

Rebecca said that, in general, discrimination amtlusion in Turkey cannot be compared to
what happened in other European countries. Wh&m¢phbout her parents, she explained:

| don’t remember them being rejected, or ‘You catotthis, you can’t do that'. | never heard
anything like this, like in Western countries: ‘®wan’'t get here, they can’t belong to this club,
or that club’ [...].  mean, those things come out][when the financial difference becomes very
large. (Rebecca)
Rebecca and Miriam both stated that anti-Semitsno ibe found in Turkey, as in the rest of the
world. Miriam explained that in Turkey it deriva®in the government, and that it is ‘mimicked’ by
people on social media, where hate speech is comifere is general intolerance towards the
country’s minorities, but there are also some liehad events particularly dictated by anti-Semitis
for example, Noa once saw a writing on a wall fk®ws, not allowed’, and said she felt bad seeing
it while walking, and Miriam said the Jews are béhfior the constant loss in the Turkish lira value.

Regarding personal experiences with exclusion asctichination, Miriam said: “I always
tell this to people who ask this to me, like: yearin the fear of being discriminated, | think irsth
package. | like always felt the fear of it”. Difert interviewees gave concrete examples: Esther
mentioned one time in high school when she wa®iie non-Muslim in the group, and could not
travel to Oman because she had an Israeli stanfeiopassport. Also, she talked about her high
school entrance exam, during which the examinetrolb&d her identity card and — probably because
of her name or her appearance — decided to chedbatk of it. He did so because “until five years
ago, [...] everybody’s religion was indicated on thé&, on the back of that” (Esther). Seeing that
she was Jewish, the examiner threw the identity aher, and made a sound of disdain. Esther told

me she was afraid he would actually do somethinguia’ her exam. Similarly, Miriam told me
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about the time she applied for her legal licensthdigh she had prepared all the documents and had
applied earlier than the others, her applicatiank tonger than usual. She was then told one of her
papers was not right — the same document that exas\er accepted for other people.
They probably didn’t do it on purpose [...]. But ktly thought that | wasn’t going to like, get it.
And when | was back in the office, some people didgn’t even pay attention to my concerns; |
understood that it's because of my identity thaak concerning. (Miriam)
Eva told me she was a very good student, but iongkary school: “during exams, [...] they gave a
little bit less points compared to the others”.dlat the end of university, she and other students
some Jews, a Greek, and an Armenian — did nohgetdegrees because of one teacher who failed
them. Without her diploma, she could not teactchosl, but only give private lessons; she actually
had to study again during a year in her fortiesnally get her degree. And, in a similar way, Ben
lost a year, too: “[this means that, from genematio generation, this doesn’t pass because people
don’t know the minorities” (Eva). According to heéhe main issue is that people believe Jews’
country is Israel and not Turkey.

This issue of not being recognised as Turks wasrakntioned by Esther: she had a negative
situation when she was younger with a person whaldvoot leave her alone because of her and her
mother’'s uncommon names. This person would noebelEsther when she said they were Turkish,
and claimed they were instead foreigners. “And Iswarrified because | understood that he
understood that | was Jewish, but he wanted to ihelde wanted to hear it from my mouth, so he
insisted” (Esther). So, there is discriminatiorsatiety, but it usually does not escalate to soimgth
violent: “my experience is more to the sense tHatd myself in situations that | have to persuade
people that I'm still a Turkish person” (Esther).itiVregards to this, Albert, when asked about
exclusion, actually went back to the idea of Segicalews’ identity struggle: “for everyone Turkish,
we’re foreigners”, but for example, in Israel hesveansidered Turkish. He said that people generally
try to put him into boxes because they need to kwwere he belongs: “Jewish identity, or Muslim
identity. Either, or. And they don’t mix” (AlbertHe then said this felt ‘excluding’ because

people are not interested in you or something, tbslywant to know: ‘Are you one of us? Are
you one of them?’, and they want to put you indhtegories, and label you. [...] They just want
me to say ‘yes’ because they want me to be onleeofit not one of ‘the other’. (Albert)
All these examples provided by the intervieweesnskitat what Sephardic Jews are missing in
Turkey is recognition, as explained by Taylor armliEinas. Sephardic Jews are in fact not recognised
as belonging to their own country, and are oftesretiognised as ‘foreigners’, and this is how their
identities are distorted by others, in the conta@xpublic recognition. Indeed, as seen above, they

fully express themselves in their private sphere.
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Furthermore, Sephardic Jews’ identity is charasteriby the us-vs-other differentiation Hall talks
about éee page 22 Jews are in fact often considered as foreigmefairkey, but — for instance — as
Turkish in Israel, which also shows how contextidgntity is. This ‘us-vs-them’ distinction
highlights the fact that identities mainly workaligh exclusion and difference among groups, rather
than sameness. Additionally, this lack of recogmitof Sephardic Jews only adds to the identitysris
that the community is experiencing today becaugbefjeneral detachment from religion, and the
loss of Judeo-Spanish. As Szoszkiewicz explaimgyuage is an important element for collective
identity, and it is now dying because of exterrniatdminatory regulations, but also because of the
minority’s wish to be integrated in Istanbul sogjeihich supports Aydingin and Aydingtin’s idea
that groups also play an active role in their bging to the national identity.

Interestingly, the vast majority of participantssdebed their name as being a common
element leading to discrimination, especially ie thilitary, like in David’'s case: he experienced
exclusion, and said “that was not because of lagguthat was not because of my let's say, my
accent, that was because of my name. It was becdusg origins, that was because of my ethnic
identity”. Sarah explained that Jewish names athcally different; therefore, she was also asked
“Why is your name different than ours?™. At thisgard, Noa asked herself: “What if | could have
some more Muslim name? It would be better for nebse they understand now that I'm Jew, and
they will hate me”.

So, to avoid discriminations or even questions,ngopeople prefer to give their children
“Turkish names who do not attract attention” (Sqrafhich is what Eva also did with her children,
as, according to her, traditional Jews names wbaldood in Israel, but not in Turkey. David said
that this is a “way to combat anti-Semitism. Budid not work, unfortunately” because people might
still find out about Jews’ identity through themnents’ names.

Another tendency — which is connected to the dititn between private and public life —is thafl“[a
lot of people have also the second name that aresjstable for here, it is a Turkish name” (Noa).
As Albert explained, “everything they [Jews] doside, they want to look like Turkish people — they
change their names” to Turkish-sounding ones.

Miriam is questioned about her name and surnameksout this does not bother her because
of how Turkish people are: “most of the time theyd really try to discriminate, they just like don
know that Jewish people live in Turkey”. Indeed,

we're talking about a population of 83 million wkalever even met a Jew in their life, and all
they read are, you know, conservative newspapetshamgs that paint not a very nice picture of
Jews in general. So, when they really do meethes)'re surprised... that we’re normal, like

human beings. (Ruth)
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Only three interviewees said they have never egpeed exclusion in society, for two
different reasons. First, Rebecca explained thatmsoasked questions about her name because years
ago, in Istanbul there was no knowledge about Sdphdews — also among her family —, nor
curiosity or awareness. “Why are we here? Whonae® Why are we different?’. We're Jewish. We
were just there” (Rebecca). Second, two interviewbeave never been excluded because they
consciously never expose themselves — which agtislh common “survival strategy that's like
learned over generations” (Aaron). To avoid disanation, people “especially Jewish minorities,
don’t reveal themselves as minorities” (Isaac)palsaac and Esther sometimes simply say they are
Spanish: “When people ask why my name is weirdylthat I'm Spanish, | don’t tell them that I'm
Jewish. And then they assume that I'm Christiand Adlon’t give them an answer” (Isaac). They
said they usually get positive feedback, as peopleirrkey do not like minorities, but like foreigrse

In conclusion, it can be said that discriminatismery much present in Turkish society against
minorities in general, but especially in the forfraati-Semitism. What emerged from the interviews
is that Jews in Turkey have some ‘barriers’ in stygiare struggling to affirm themselves and their
identities, and tend not to expose themselves tochmas to avoid being discriminated against or
excluded. And nowadays, as most Sephardic Jewotdspeak Judeo-Spanish, the main elements
leading to discrimination and making them ‘foreiggieare accent and name — so, as Brink-Danan
believes, a name can indeed create inclusion dugra in a society.

The interviews also showed the presence of an sdu@m’ relationship in Istanbul through the
concept of difference. Examples are Noa statinghteaparents always tried to raise her ‘differgntl
and that being a Sephardic Jew in Istanbul is “llegng in a different community”, or Sarah
explaining that she is often asked: “Why is youmeadifferent than ours?”.

The fact of always being considered different areforeign, is connected to representation.
As Hall explains, representation can occur only nvtineere are relations of difference among people.
In the case of this research, Turks are the oneshatie the dominant position, and therefore ‘speak’
Sephardic Jews, representing them as ‘the Othkis. T as seen through the interviewee’s narratives
— can result in exclusion and discrimination, am¢chternal struggles as well. According to Halk th
main problem of representation is that it is maaenf outside the group, and is based on a single
dominant identity: the Turkish are indeed represgnSephardic Jews using their own identity as
‘model’. Consequently, Sephardic Jews’ languag#due) values, names, and religion differ from
this single Turkish identity, which directly mak#sgs minority’s members as ‘others’. As Taylor
explains, this process of representation is wroagabse a group cannot be judged with another
community’s criteria, otherwise there would be soeptance of differences. In a similar way, when

discussing multicultural education, May affirmstteehools need to be aware of the fact that tisere i
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not just one ‘acceptable’ knowledge, that is thgomig’s one: the education system should indeed

recognise and accept that various cultural andilsig types of knowledge exist, and are all valid.

5.5.2 Stereotypes

The clearest example of external representatigragidice. So, to conclude the discussion about
experiences in society as minority members, | askéstviewees whether they think there are
stereotypes connected to Judeo-Spanish and Seplaves, or Jews in general, and Albert explained
that, in Turkish society, there are specific wandsd to ‘define’ people from every group.

Regarding Jews in particular, the most common stgpe is their alleged association with
wealth, money and money management, stinginesstradd. In reality, Isaac and Esther both
asserted there is a big financial gap among TurkesVs.

Some other preconceptions connected to Jews aual ‘ldyalty, [...] being insular or
supporting each other over everyone else” (Aarbajthermore, “[ijn particular to Turkish Jewish
society [...], | can say we are criticised for betag apolitical. Like that we never speak up” (Esthe
However, this is a consequence of the country’sriaiisnatory regulations, because of which people
were also beaten up. Esther agrees with this geidesbecause those who do speak up, always do
so abroad.

Two interviewees talked about the accent Jewislplpdoave — or are believed to have. At
this regard, Ruth said that everyone thought it avdswish inflection, when in reality it is a Sysmi
one, as Judeo-Spanish derives from Spanish.

Regarding language, David said Judeo-Spanish rsaethe tongue of the uneducated. This
idea was also believed by Jews themselves: DavidJodeo-Spanish speakers who preferred to
speak French or Hebrew, as they defined themselvastellectuals. In addition, Albert explained
that there is one well-known sentence people usetalidate the language, just to prove it's not a
language”. It is not a Judeo-Spanish phrase, Béndéence with some “Turkish words made into
Spanish” (Albert). However, people think that ieistually Judeo-Spanish, which supports the belief
that the tongue is a “jargon, made out of a mixtfrenany languages, from French and Turkish, a
little bit of Spanish” (Albert). And “this is whyhe language is completely broken, disfigured”
(Albert), and people are persuaded to study mo8pemish instead.

The only stereotype connected to appearance, mewgtiby different interviewees, is that
Jews have a big nose. Sarah also added that teageartifiable especially because most of them
usually frequent a small island away from mainléstdnbul, so she is able to recognise them because

of their “familiar faces” and their Jewish ouffits.
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Some of the stereotypes existing today were alssgntt in the past. Miriam talked about
cartoons regarding Sephardic Jews, and said, “there been very bad ones in the early Republican
era: they're just like speaking in [Judeo-]Spanishn French, and like they're all talking about
money, and they have like big noses”.

There are also some beliefs from inside the minpoFibr instance, Noa told me she does not
feel there are stereotypes in society, but theeywvaiscussing identity, she said that Jews havaysw
had “more clever minds” and have been successfuhde. Rebecca said Jews “are a little bit more
Westernised in general, more open. They are a tifferent. That's my observation”.

There are many stereotypes in Turkey about aljtbeps living in the country, but also about
Jews specifically. According to the interviewedse tmain element leading to stereotypes and
preconceptions about minorities and Jews is thie ¢hknowledge in society, which is also what

Toktas concluded after her study: Turkish citizens ladloimation about Jews and Judaism.

5.6 Linguistic and cultural heritage
The last concept | discussed with intervieweeblas of cultural heritage: | asked them whether they
would like to transmit Judeo-Spanish to the nevesregations.

The majority of participants said they would dcammd defended their answer by saying that
language is a richness that cannot be lost, mbhadguse Judeo-Spanish is very ancient. For example,
Eva said she did not speak Judeo-Spanish to hdreszause she wanted him to learn Turkish: “But
we have made a mistake. Now | see that it's realtyistake. Unfortunately”. Among the youngest
interviewees, Miriam said she would transmit thegiee only if it was easy enough for her to learn
and teach it, and Aaron hopes to become good enauliideo-Spanish to be able to pass it on.

Ruth said the Sephardic Cultural Research Centéstambul is indeed trying to revitalise Judeo-
Spanish: thanks to it, there is material, suchba®Kks, stories, anecdotes, legends” (Ruth), the pag
in Salom, and also the only Judeo-Spanish newspaper wahle, E| Amaneser

Contrary to the majority, there were some intendess who affirmed they do not see the
transmission of Judeo-Spanish as necessary nowdéaymstance, Sarah first said: “language is a
richness. The more you know, the better is for ybidwever, she later stated she does not see any
advantage in speaking Judeo-Spanish outside thiy/fanvironment: no job opportunities or higher
salary, and no availability of TV series. The ohbnefit she can actually think of is that it makes
easier for people to learn other Romance langu&jeslarly, when asked about linguistic heritage,
Rebecca said: “l don’t see any use to it”; in héndnJudeo-Spanish is in fact that 1950 language
that froze in time. Therefore, she only writes aliband its history: “I don’t care to teach itgdbn’t

believe in its philosophy” (Rebecca).
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Afterwards, | asked interviewees if they would lidoepass on traditions and culture as well.
The general answer was affirmative, as traditiores ansidered extremely important: “it's like
history: you know where you’re coming from, you knahere you're going to” (Ruth).

Traditions were indeed connected to the family sph® the feeling of togetherness, and to
holidays and celebrations: “Yes, because | thimkakes life more beautiful having a family around
the table, and having an aim to celebrate somethirlg so that's very good for keeping family
together and keeping an identity” (Sarah). “Shdtdep it? Sure, you know, we love that warmth
we feel, I'm happy to hear some old Passover sofiRabecca).

Nevertheless, some participants said that they dvdee their children to know about culture
and traditions, but that they will be free to ch@egat to believe in: “we need to have ritualshsa t
also children, and young people as well, learn etivr they will do it, or not, it’s their choiceEya).

Noa and David stated that, for them, transmittelggion is not vital, the most important thing &t
children know about Judaism, and that they areshlewtsther and Isaac said that this will be the
same even if they get married to someone from anaéhigion.

Other respondents mentioned the fact that nowadaysral transmission is tougher. First,
Jews are much assimilated into the wider societyed-Spanish will never be used the same way as
it was in the past “because basically we are muegrated into the major society — which our parent
hadn’t been” (Ruth). Second, Sephardic Jews atajtesv, and are also dispersed — both in modern
Istanbul, and in the world: “Those who did leaverkBy, they moved all around the world, it's
amazing how far they spread out. But spreadingatad means being lost” (Rebecca). Rebecca
mentioned that now, with globalisation and peopta®ements, all Jews can do is to “write about
the past, how it was”; she indeed expressed UNES@@jument that globalisation is a threat the
cultural diversity in the worldsge page 31 Furthermore, Rebecca said that traditions arireu
are constantly changing, so it is difficult to tsamt all the old customs to new generations —dieh,
and culture also, it’s fluid, it doesn’t stay thense”.

For the interviewees, it is thus important to passulture and traditions, but not religion per
se, as most of them defined themselves as not lmengreligious. Despite the wish to transmit
cultural heritage, the interviewees noticed thavaaays it is tougher. In the UNESCO documents
presented irChapter 3.7 it is expressed that both language and educaley a role in cultural
transmission from generation to generation, andstimee was actually said by the participants.
Language is vanishing and is not part of young 8epb Jews’ identity anymore, so it is more
challenging to pass on some traditions and cultelerhents — such as Passover prayers. And the
family has practically become the last place whHeetage can be transmitted, as the school is not

dealing with it — an argument discussed in the chapter.
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5.7 Education and language loss
Finally, | asked interviewees whether they thinkeation actively played a role in the loss of Judeo
Spanish. They mainly said that this is actually tase, and most interestingly, many of them
mentioned this spontaneously during the interviewsch made me understand how vital the role of
schools in language transmission is.

For instance, when talking about language attituDasid stated he does not feel “strong” in
Judeo-Spanish because he did not “get the propgragdn of it”, which is also what Esther said
regarding her mother. Eva said: “there are somelpawho are interested, but there isn’t any school
that teaches this; so, it is difficult”. She indeaelieves that speaking alone cannot ‘save’ Judeo-
Spanish, “there is a need to study this languageay).

Also, according to Sarah, schools cannot be a meamsansmitting culture, and she mentioned the
compulsory religious class to defend her opinidme $hdeed said her children are learning only in
their family and in Jewish social clubs in Istanbuhich highlights why Seloni and Sarfati believe
the family sphere is very important for heritagevirtheless, Sarah stated how unsuccessful families
actually were in transmitting linguistic heritagetheir children — including her family.

As seen inChapter 5.1.1what brought to the decline of Judeo-Spanistheneaducational
system were first the Alliance schools, and latex teaching of Hebrew in the Jewish school.
Nevertheless, Jews’ daily language has never bebdnei; “we had one, and you are trying to Kill
it” (David).

Again, many interviewees compared the situatioldufeo-Spanish to that of Greek and
Armenian. “For them, it's an even situation: [...ethwill be discriminated anyway, and they were
discriminated, but they have the language, théiksiep the language in their pockets. But fortiss i
a lose-lose situation” (David). Jews tend to sdmfticen to international schools because, according
to Eva, they are more laic and ‘European’, whetba®ther two minorities see foreign languages as
coming second after mother tongue.

However, many interviewees agreed that there has b@ increasing interest in Judeo-
Spanish recently, especially with the pandemicciimtroduced online meetings, shows, and classes
on an international level. “Everybody seems torderested now, and a lot of people are actually
trying to learn, trying to go back to their roo{Ruth). Rebecca explained that, nowadays, people ar
more curious and actually want to know more ab@ph@rdic Jews and their history, whereas Aaron
stated: “I think with more ideas of like identitylgics, and like trying to make sense of ‘who you
are’, especially among those who moved to the Whstge’'s been growing interest in like kind of

understanding ourselves”.
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The interviewees believe that, although the languadj die in Istanbul, it will live in the
academy, which is good, as “you don’t want it tsaghipear to thin air, it's important to leave behind
something, anything” (Rebecca). Nonetheless, Raith the academy is only studying old books:
“I'm more interested in creating new things whichlwhow that the language is still alive because
[...] if you only look at the old manuscripts, thdretlanguage is dead”. Indeed, there are still aativ
speakers who use the language, and need more tealdscribe modern concepts.

Eva said people are creating a kind of dictionansfyings in Judeo-Spanish translated into Turkish
and English, and Rebecca said she was recentlyatwbait this idea of a Judeo-Spanish online
translator.

So, people are showing interest in the tongue naysdowever, “it is not going to work
[...] unless we don’t teach it properly to our kidghich is not the case” (David). Some of the
interviewees told me they actually tried to inclubledleo-Spanish into the education system: Ruth
explained that people from the Sephardic Centesredf the Jewish school to teach the language
there, but they refused it, preferring Spanish;efllralled the Jewish school to ask why they were
not teaching Judeo-Spanish instead of Hebrew, anehis laughed at; and Aaron talked to the Jewish
community’s president about the matter, but he tlasthat Judeo-Spanish is not the language of all
Turkish Jews. However, Aaron believes that in Istdn“there’s some knowledge of Ladino for
almost everyone” among Sephardic Jews. “I thinkwithool, the best thing would be if the Jewish
school just started to teach Ladino”, even as @dorclass: “if we have a school, why not teach it?
(Aaron). And the Lausanne Peace Treaty, in Artidiesand 41, gave Jews the right to teach their
mother tongue and religion in the Jewish privatest, mainly because Judeo-Spanish speakers once
constituted a higher percentage of people in Istanb
David, moreover, made an attempt in unformal edoigahe tried to offer some lessons about Judeo-
Spanish and Sephardic identity to a children’s dbwilub, but did not receive an answer. He
personally thinks that transmitting the languaggtiispossible, as there are both teachers aridenat
speakers: pupils would be able to go to their goanehts and practice: “it's really [the] real last
chance, last stop before exit. But [...] we’re nahgsgt. Unfortunately. So, is Ladino going to die?
Yes, big yes. Unfortunately, big yes”. LanguagevahMs “a big big lie because you don’t let usalea
out the kids” (David).

These attempts by Judeo-Spanish speakers at ingltlde language in education — both
formal and unformal —, shows that minority membsmes still not consulted when it comes to their
own educational rights. According to Taylor and Bioas, recognition in society can be reached
through dialogue. However, dialogue is what seansetmissing in this context: minorities do not

have a say about school, not from the inside, mon tthe outside.
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Regarding minorities in general, two intervieweetually mentioned two of the positive
reforms that were introduced after Turkey’s cantlicato the European Union: Esther talked about
the annulment of the obligation to write one’s g&n on the identity card, whereas Albert, when
talking about Kurdish, said: “there have been som& laws accepting those languages to be used
[...] in the media, like in tv, in radio”. Nonethekesvhen he tried to include some Jude-Spanish on
television, he was laughed at; so, these new lasat have a positive impact on the Sephardic
Jews’ language.

Indeed, analysing the situation of Judeo-Spanisfiurkey with the promotion continuum of
Skutnabb-Kangas and Phillipson, | can say thaeti®enot total prohibition anymore, as people are
free to speak any tongue on the streets now. Hawéwe situation is still far away from reaching
active promotion, as Judeo-Spanish is not everpté@dén the Jewish school — in which it is pernditte
according to the Lausanne Treaty; nowadays therendact only private language courses.
According to May, to become more pluralistic, aistchas to undergo a profound change, as to
modify the power relations that exist between mgjand minorities, eliminate this hierarchy, and
put all groups in society on the same level.

And, looking at attitudes towards Judeo-Spanisih Bieloni and Serfati’s theorgde page
16), | can say that Sephardic Jews are, on one cighetulating to the national language, Turkish, as
to be socially integrated, but, on the other, saihem are also resisting, trying to ‘loyally’ av
their heritage language. Interestingly, when thegecswitch, Sephardic Jews also partly represent
the ‘negotiation’ category.

To conclude, the general view is that the intevaitkeep going in the academy, but that
Judeo-Spanish will in fact die, mostly because gewerations do not have the chance to formally
learn it, which will most probably entail the deattthe identity and culture connected to this anti

tongue.
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6 Conclusion

This thesis aimed at showing how education, andifsgaly the right to learn in one’s mother tongue
can have consequences on a minority’s identitycattdre, focusing on the Judeo-Spanish language
in the multicultural context of the city of Istariblihe topic was explored through the perspectives
of eleven Sephardic Jews, who were born and ramsistenbul, and who heard the language at home
growing up.

Historically, in Turkey, there have been variouscdiminatory policies against minorities and
their cultures: in fact, since the establishmenhefRepublic in 1923, the diversity that had flshed
during the Ottoman Empire started to go missinggesithe government was aiming at uniting the
population under one culture and one languagebabying all tongues other than Turkish.

In particular to Judeo-Spanish, it was clear frdma interviews with the respondents that
education and language use in school did have padtron the status and transmission of Judeo-
Spanish, as the language cannot be taught in thliee@ducational system. Although Turkey’s three
recognised minorities — Jews, Armenians, and Greekseived the right to use their mother tongue
in their institutions through the Lausanne Treatyl923, the Jewish community decided to teach
Hebrew instead. All of this is leading to the slpwdeath’ of this ancient language that Sephardic
Jews have managed to preserve for more than fiveirees.

Moreover, in Turkey, there is a lack of educatidhath the majority and the minority. As a
consequence, the country’s population do not knowthang about the history and culture of
Sephardic Jews, but, more generally, they alsoad&mow that Jews actually live in Turkey. The
lack of awareness of Sephardic Jews’ history aedldbk of recognition of themselves and their
language brought to an identity struggle that miganembers are facing today: they are indeed
trying to understand who they are, and where thiely modern Istanbul — always torn between their
sameness as Turks and their uniqueness as Jewshidrstruggle is ‘fuelled’ by the majority, who
still discriminates against them, tends to see tlaiforeigners’ in their country, and always
perceives and represents them as ‘the other’.

The loss of the language is also having an impathie community’s cultural heritage. Judeo-
Spanish is more than just a language: it is comdetd Sephardic Jews’ culture, traditions, and to
family and history. In Turkey, there is in factaysg according to which one language is equal to
one person; so, with the loss of Judeo-SpanisiGéphardic person is getting lost as well.

In conclusion, it can be said that there is a rieececognition of Sephardic Jews on the larger
level: they should indeed be recognised as suahshauld be represented in society. Most of all,
they should be able to use and learn Judeo-Spantble educational system, and to study through
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it, as the language is slowly disappearing as mdithregue. Furthermore, they should have their
identity, culture, religion, and values reflectedtihe school materials and curricula. So, Sephardic
Jews should have their rights recognised and pesteas Turkish citizens, meaning that their
universal character as human beings should be diede\t the same time, their characteristics and
uniqueness as minority members should be understmatirights specific to their situation should
be guaranteed and promoted.

To preserve the multiculturalism and multilingualishat characterises its society, Turkey
should put all the cultures living within its bordeon the same level, and should recognise that
cultural diversity is a richness that has to betquied. Turkish is and will remain a fundamental
language, as it is the country’s official one, ibwian be taught alongside someone’s mother tongue,
and through the medium of it, because one langdags not exclude the other, and also because
children can actually learn more than an idiomhatdame time, especially when they are little.

The question now is: will the growing interest @aitning Judeo-Spanish — driven from the
current pandemic — actually lead to more awaremelstanbul, too? Will this bring the community
to realise there is still a chance to save thisesmi¢anguage from death?
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Appendices

Appendix 1: Information letter

Are you interested in taking part in the research poject
“ Judeo-Spanish speakersin I stanbul™?

This is an inquiry about participation in a reségpcoject where the main purpose is to discover
how education can impact a minority member’s idgrahd a group’s cultural heritage. In this
letter we will give you information about the pugeoof the project and what your participation will
involve.

Purpose of the project

This project is a Master’s thesis for the programmmiduman Rights and Multiculturalism at the
University of South-Eastern Norway (USN).

It aims at discovering how the right to educatiod & learn in one’s mother tongue can influence
someone’s identity and a group’s cultural heritagehe context of Judeo-Spanish speakers in and
from Istanbul.

Who is responsible for the research project?
The University of South-Eastern Norway (UShl}Yhe institution responsible for the project.

Why are you being asked to participate?
You are being asked to participate because yoinar@me from Istanbul, and you speak Judeo-
Spanish, or because your family speaks the language

What does patrticipation involve for you?

If you chose to take part in the project, this willolve that you participate in an interview cadi
out online. The interview includes questions alyautr mother tongue, educational background,
identity, culture, and personal experiences as meemiba linguistic minority in Turkey.

Your answers will be recorded electronically.

Participation is voluntary

Participation in the project is voluntary. If yohase to participate, you can withdraw your consent
at any time without giving a reason. All informatiabout you will then be made anonymous. There
will be no negative consequences for you if yousehoot to participate or later decide to withdraw.

Your personal privacy — how we will store and usegur personal data
We will only use your personal data for the purgspgepecified in this information letter. We will
process your personal data confidentially and ocoetance with data protection legislation (the
General Data Protection Regulation and Personal Bet).
* In connection with the University of South-Eastdlorway (USN), the student Adelaide
Cattoni and the supervisor Lena Lybaek will haveeasdo the personal data.

What will happen to your personal data at the end bthe research project?
The project is scheduled to end on May 14, 2021h&tend of the project, the data collected,
including the digital recordings, will not be fuethused.

Your rights
So long as you can be identified in the collectathdyou have the right to:

75



- access the personal data that is being processed ydu

- request that your personal data is deleted

- request that incorrect personal data about yoariected/rectified

- receive a copy of your personal data (data portghiand

- send a complaint to the Data Protection Officefloe Norwegian Data Protection Authority
regarding the processing of your personal data

What gives us the right to process your personal da?
We will process your personal data based on yonsext.

Based on an agreement with the University of Ségktern Norway (USNNSD — The
Norwegian Centre for Research Data AS has ass#ssetthe processing of personal data in this
project is in accordance with data protection ledisn.

Where can | find out more?
If you have questions about the project, or wareercise your rights, contact:
» University of South-Eastern Norway (USN) VAaelaide Cattoni (student);
* Lena Lybaek (supervisor);
» Our Data Protection Officer;
* NSD - The Norwegian Centre for Research Data AS.

Yours sincerely,

Supervisor Student
Lena Lybaek Adelaide Cattoni

Consent form

| have received and understood information abaaptioject “Judeo-Spanish speakers in Istanbul”
and have been given the opportunity to ask questiagive consent:

] to participate in a personal interview online

| give consent for my personal data to be proceasétithe end date of the project, approx. May
14, 2021.

(Signed by patrticipant, date)
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Appendix 2: Interview guide

What is your mother tongue?
. Do you speak Judeo-Spanish?

. What language do/did you speak at home? / Whatkgedoes your family speak with you?

1.
2
3
4. What language do you use with your friends?
5. How many languages do you speak? What languageubke speaking the most?
6. Where did you go to school? Was it public or p@ZatVhat was the language of instruction?
If the medium of instruction was different from thether tongue:
a. When you began school, were you able to speak/atad the language of instruction?
b. How was it to get education in a language thatmedsyour mother tongue? How did you
feel?
c. What do you think of it now? / Do you think thiglle any consequences?
7. What do you think about the status/role of minokdlyguages and cultures in school?
8. Which language did you speak at school with yorenfils/classmates?
9. If you could have chosen, which language would aue liked to study in / Which language
would you like your children to study in?
10.What do you think of mother tongue instruction?
11.What do you think about Judeo-Spanish? What valmgdwou assign to the language?
12.Do you feel confident speaking it (in public)?
13.Would you say one language is more important/usbean another?
14.What is your experience being a member of a litguminority in Turkey?
15.Do you feel learning Judeo-Spanish as first languaguld prevent people from learning
“proper” Turkish?
16.What elements would you describe as being parbof ydentity?
17.Does religion play a big part in Sephardic Jews' iowadays? Are there some religious-based
traditions/rituals you carry on?
18.“Doubled-identity”: Do you think Sephardic Jews beh and speak in one way when among
themselves and speak/behave differently when treeyih Turks?
19.Do you think/feel there are any stereotypes abeph8rdic Jews or Judeo-Spanish speakers?
20.Have you ever experienced exclusion in society lieeaf your name/language/culture/religion?
21.Would you want to transmit this language to futge@erations?
22.What about religion and culture?

23.Do you have the Spanish or Portuguese citizenship?
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