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Introduction

NEVA CEBRON

The discussion encouraging the incotporation of intercultural education across
the curriculum at all levels of schooling has become mainstream within the EU
in recent years. It stems from views promoted by the constitutional decuments
of the EU such as the Treaty on Furopean Union, which declares in its Preamble
that the EU Member States desire »to deepen the solidarity between their peoples
while respecting their history, their culture and their tradicions«. Moreover, edu-
cation to intercultural citizenship, enhancing plurilingualism and pluricultural-
ism within the context of the EU educational system is firmly encouraged in the
documents promulgated by the Council of Europe, such as the Recommendation
82/18 stating that “the rich heritage of diverse languages and cultures in Eiirope
is a valuable common resource to be protected and developed, and that a major
educational effort is needed to convert that diversity from 2 barrier to communi-
cation into a source of mutual enrichment and understanding”.

The PERMIT Project (Promote Education and Reciprocal Understanding
Through Multicultural Integrated Teaching) followed the above guidelines from
its inception by proposing to extend the plurilingual and pluricultural education
framework to include Turkey as an aspiring member of the EU family. The broad
aims and objectives were to further mutual understanding between participants
from the three countries: ltaly, Slovenia and Turkey, by exploring different facets
of their rich cultural and linguistic heritage. Such enhanced knowledge of diverse
cultures would thus form the backdrop to raising intercultural awareness and
discussing active citizenship concept, so as to foster intercultural communica-
tive competence among teachers and students in actual encounters, virtual or
real. The specific goal of the project became to develop approaches and strategies
that could serve as models for integrating intercultural and citizenship issues into
classroom activities across the curriculum at a secondary education level, as well
as to implement these models in the actual educational process thus assessing
their validity. Twenty-four experienced teachers from twenty secondary education




institutions in partner countries covering various specialisms from the fields of
Science, Humanities and Languages were recruited to participate in this project.
Within international workshops teachers advanced their understanding of me-
thods, approaches and strategies to tackle intercultural and citizenship issues in
the classroom, designed new teaching materials and piloted them during their
lessons, thus engaging more than 500 students into the Permit project activities.
The activities of the project were organized and facilitated by a group of interna-
tional researchers from the three countries, while their work was steered by the
Scientific Commitree composed of renown scientists: Prof. Cigdem Kagitcibagi
from the Kog University in Istanbul, Turkey, Prof. Fiisun Ataseven from the Yildiz
Technical University in Istanbul, Turkey, Prof. Emine Demirel from the Yildiz
Technical University in Istanbul, Turkey, Prof. Dr. Lucija Cok from the Faculey
of Humanities at the University of Primorska in Koper, Slovenia, Prof. Umberto
Margiotta from the Centre of Excellence for Didactic Research and Advanced
Training at the University Ca’ Foscari of Venice, Italy. The project was sponsored
by the EU under the grant scheme entitled Promation of the Civil Society Dialogue
berween EU and Turkey.

The purpose of the present publication is, therefore, to present the methods
adopted in the PERMIT project and the results yielded during its experimental
stage. The majority of articles were written by researchers from the three universi-
ties involved, the Faculty of Arts and Science at the Yildiz Technical University in
Istanbul, Turkey, the Centre of Excellence for Didactic Research and Advanced
Training at the University Ca’ Foscari of Venice, Italy, the Faculty of Humanities
at the University of Primorska in Koper, Slovenia. The articles therefore report
on the theoretical background of the activities devised by the researchers for the
international teacher-training workshops, on the process of monitoring and guid-
ing teachers’ work in terms of materials development and their implementation
in classroom practice, as well as proposing an analysis of the results of activities
carried out within the classroom and within the virtual space.

In the paper Toward a Brain-Friendly Approach in Intercultural Education:
the Permit Project Experience Dr. Anna Lia Proietti Ergiin shows the usefulness
of brain-based teaching and learning for raising intercultural awareness and de-
veloping empathy among members of culturally diversified groups. The article
first briefly sketches the main tenets of this approach, which draws on aware-
ness of »how the brain learns«, and points out thar »learning something new
actually helps the brain to grow by building new neural pathways and connec-
tions«. [t then presents the core rescarch methods of analyzing learning styles and
the Multiple Intelligence Theory by introducing the leading scientists of the field
and continues by outlining what a braih-friendly approach can have in com-

mon with »intercultural education« as proposed by the leading researchers of the
field, such as Mike Byram, Milton Bennett and Cigdem Kagitcibagi. Dr. Proietti
Ergiin claims that introducing the Turkish teachers to the above theoretical in-
sights within the Permit project workshops helped them »reflect on many aspects
of their own culture and the role that education plays within it in order to give
meaning to the process of integrated, intercultural education in their classroom
practices, since teachers were encouraged »to create a “brain” and “intercultur-
ally” friendly. environments in their courses and thus help students achieve »a
holistic acceptance of othernesse.

In the second study relating the reaction of Turkish teachers to the PERMIT
project entitled A Comprebensive Analysis of the Views of Turkish Teachers on the
Process of the Permir Project Dr. Sertel Altun reports on various steps introducing
intercultural issues and on the responses of teachers to the teacher-training semi-
nars. She begins by neting that “both business and educational worlds increas-
ingly ateach importance to the intercultural identity of individuals”, which “is
built on democratic values fostering plurality”. Dr. Altun then argues that “the
current educational objectives of Turkey include developing respect and sensitiv-
ity toward different cultures”, but “the teacher who implements such an aim
should possess adequate knowledge about the subject” and quotes the goals of
the PERMIT project as pointers in the right direction. Investigating the response
of ten Turkish ceachers to training within seminars and on-line collaboradve ac-
tivities, she lists some core issues tackled, such as “the basic aims of teachers in
participating in the project”, “achieving familiarity with different culeures and
people”, “obtaining project experience”, “developing professional and language
skills” and “the benefits to teachers from the project”. The conclusions drawn
from this action research was that within the project teachers developed com-
petencies and skills which allowed them to improve their professional status as
well as to develop their linguistic skills and intercultural awareness. Furthermore,
training and sharing in an international group “enabled teachers ro have an em-
pathetic point of view towards other culeures which also leads to a positive effect
on their scudents”. The comment of one of the teachers interviewed in the article
confirms Dr. Altun’s claims by stating that the teacher “saw that answers to uni-
versal problems would be looked for when we interact with foreigners”.

Like Dr. Altun and Dr. Proietti Ergiin, in her chapter Dr. Sadriye Giines is
interested in finding out more about the response of the Turkish pardcipants,
specifically the teachers of science, to the approaches introduced in the PERMIT
project. She describes the introduction of methods used in cognitive linguistics,
namely, metaphorical language, to enhance a discussion on raising intercultural

awareness and empathy in the classroom. After a brief outline of “the theories




of metaphor” and the use of “the metaphorical element” in communication, the
main body of the article is dedicated to presenting the applicdtion of “metaphor
acrivities” in the teaching materials, as well as to the responses of the students,
For the purpose of various science subjects a number of metaphors were proposed
to students to reflect and elaborate on, which resulted in a number of essays,
posters or other visual presentations. Dr. Giines reports on a number of excep-
tionally imaginative interpretations of metaphors, linking scientific insights with
intercultural insights, such as the essay from which “can be seen that students
appropriated the bear concepr using their own situations, and the heat exchange
concept with a process of recognizing people different from themselves, com-
municating with them, being open to sharing. The, students demonstrated their
abilities for self-identification and identifying others. Tt can be asserted that new
and positive thoughts and feclings have taken the place of previously negarive
thoughts and feelings.” She therefore concludes that by exploiting the novelty of
metaphor activities intercultural communicative competence was enhanced and
suggests that in this manner “the concept of empathy could be handled in an ef-
fective and efficient way”.

In her overview article on Intercultural Education within the Curricula, Prof,
Dr. Lucija Cok, as a member of the Scientific Committee proposes as the goal of
the PERMIT project “to improve the current situation” by suggesting “a system-
atic modification of the educational approach within individual school subjects”
which requires “the support of a substantiated empirical practice presented to
teachers, a modified teaching process and determination of the effects of altered
actions”. Recalling the noble ideas and beliefs underpinning such compelling
documents as the Universal Declaration of Human Rights and the United Nations
Covenant on Economic, Social and Cultural Rights, she addressed the challenges of
the ever more heterogeneous society within the EU, such as encouraging mul-
tilingualism, advancing of a healthy muliilingual economy, and maintaining an
increased social cohesion. Pointing out the fact thar language knowledge should
also be viewed as human capital, “enabling an individual to acquire financial
means and improve their standard of living”, she demonstrates that language
learning can be perceived “as an investment in one’s knowledge”, since “for an
individual, the knowledge of languages and understanding different cultures is
basically an accumularion of intellectual capital”. The article pays special atten-
tion to the theorerical input introduced within the workshops, as well as to the
applied pedagogical elements such as the PERMIT Portfolio for Teachers, which
monitored the “travelled path”. Prof. Dr. Cok concludes by praising the outcomes
of the project and suggesting that its “innovation will continue to serve as a basis
for a critical friendship and exchange of experiences in the future”.

In her overview of approaches to introducing literature into intercultural edu-
cation entitled Literary Education in Intercultural Perspective, Dr. Nives Zudi¢
Antonié proposes a novel manner of “listening to space and time”, a privileged
perspective proposed by literary texts that can carry us across “unknown cultural
grounds”. She refers to intercultural competence as “the ability to enter properly
into a relation with a variety of cultural contexts” which is developed by observ-
ing the world around us and acquiring culturally sensitive knowledge. While
the analysis of language and culture is key to overcoming ethnocentricity, lit-
erature helps us to develop an appreciation and respect for “otherness” and thus
“cross the borders”. Drawing on studies proposed by Bennett, Kramsch, Balboni,
Byram, Giroux and others, Dr. Zudi¢ Antonié suggests her own teaching strategy
that can help students “to overcome negative attitudes towards other cultures,
to outgrow the limirations of their world view”. Literary expression allows for a
more subtle linguistic appreciation, a discovery of “a language whose meaning
becomes manifold” and therefore opens up a range of perspectives, experiences,
sensations, which in turn help students to express more accurately their own
views and insights. In this manner a dialectics is established between the rext and
the reader which transcends “subjectiveness” and leads to “intersubjectiveness, in-
tertextuality and interculturality”. According to the author at this point students
“cross the border between information exchange and personal participation” gnd
become “authors of their own learning”. ’ ‘

Dr. Neva Cebron in her article Intercultural Awareness across the Curriculum:
Approaches to Promoting Intercultural Communicative Competence within the
Permit Project first discusses various approaches to acquiring intercultural com-
municative competence which formed a theoretical framework of the activities
within the PERMIT project. Grounding her arguments on the premise that in a
globalized world teachers and students should centre their classroom endeavours
on intercultural awareness and competence, she proposes a number of research
questions thart can help us gage the level of intercultural communicative compe-
tence. By analyzing the answers retrieved from Slovene students participating in
the project, Dr. Cebron tries to map a number of parameters defining the Jevel
of plurilingualism and pluriculturalism among Slovene high school students. In
conclusion she also introduces the views of the reacher participants as to che ef-
fectiveness of the teaching marerials developed on the above principles, pointing
out that the PERMIT project triggered a lot of enthusiasm, generating “hunger
to better understand and engage with this intriguing otherness that has transpired
from their activities and resules”.

The articles in this book are thus meant for teachers, researchers and other
practitioners interested in enhancing intercultural approaches in their work. It
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was a privilege to be able ro participate to the PERMIT project and sharing the
insights gathered from its various activities with a wider autlience is meant as
a contribution to expanding the professional discourse regarding the place of

intercultural dialogue within education to new topics, new approaches and new

professional fields.

Toward a brain-friendly approach in
intercultural education: The PERMIT
project experience

ANNA LIA PROIETTI ERGUN

YILDIZ TECHNICAL UNIVERSITY, FACULTY OF ARTS AND SCIENCE, ISTANBUL, TURKEY

ABSTRACT

Developing best practices in intercultural education within a serictly defined na-
tional curriculum is a challenge, but a challenge that can be won thanks to a
better understanding of how the brain functions. In this paper the author intro-
duces some fundamental notions regarding the brain friendly approach in order
to clarify how such an approach can contribute to develop best practice in inter-
cultural education. Furthermore, this paper focuses on the work done by Turkish
teachers involved in the Permit project, a project co-funded by the EU in the
Civil Society dialogue framework. Turkish high school teachers from different
disciplines were asked to prepare some on-line educational units in collaboration
with their Slovenian and Italian colleagues. This paper chronicles the process of
preparing interculeural educational units to be piloted in the classroom and 1o be
included in best pracrice. The conclusion of the paper states how the PERMIT
project has proven to be a good example in attaining effective intercultural tea-

ching best practices using a brain-based approach.

KEY WORDS: intercultural education, intercultural learning, Turkey, brain-friendly
approach, teacher training




INTERCULTURAL COMMUNICATIVE COMPETENCE ACROSS THE HIGH SCHOROL CURRICULUM

INTRODUCTION

Brain-based teaching and learning has created a lot of extitement among pa-
rents and educators, primarily due to the fact that in the past twenty years, brain
imaging has produced so much information about the way the brain functions.
This flow of information and ideas also creates many expectations about how
this improved knowledge could be used to develop better educational processes.
Enthusiasm for the new findings has led to some vague conclusions regarding the
implications that such information could have for education. In past decades,
for example, one of the successful notions in education has been the distincrion
between the left and right hemispheres of the brain: it was commonly thought
that the right hemisphere was solely responsible fqr creative and artistic thinking
while the left hemisphere was the site of logical reasoning, mathemarical analysis
and language usage. With this in mind, enthusiastic cducators started ¢o develop
methodology to reach lefi-brained or right-brained students. Today we know
that this categotization should be considered no more than speculation, as both
hemispheres contribute to nearly all cognitive tasks. The main exception to this
being language, which seems to be mostly localized in the left hemisphere (Gaz-
zaniga, 1998; Fabbro, 1999). The question remains, does it really matter for a
teacher to be informed abouc brain physiology or is it enough to know about the
cognitive processes that are a result of it? Some scholars claim that knowledge of
brain physiology is nor helping teachers to improve their performance and that
what is really helping reachers is the knowledge of the cognitive processes of their
students (Willingham & Lloyd, 2007). When we refer to brain-based teaching
here, we mean an approach which is based on some basic facts of brain physio-
logy, cognitive processes and the effecc of the social environment on learning, all
of which will help the Turkish teachets participating in the PERMIT project to

improve their classroom practices.

FUNDAMENTALS IN THE BRAIN BASED APPROACH
(Caine & Caine, 1994)

Let us starc this brief review of brain-based learning with one of the features
popular among all the educators who embrace this approach; Caine & Caine
(1994) used a set of twelve principles to summarize the ways in which brain,
mind and body participate in the learning process:

1. All learning engages physiology
The brain is connected holistically with the whole body; students learn better
when they experience learning using both their senses and their bodies.
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1. The brain is a social brain
The social nature of the human being is grounded in biology. Social interac-
tions and relationships enhance the capacity of learning.

III. The search for meaning is innate
The brain learns better when it can make sense of what it is learning and why
it is learning. Learning is boosted when students can actively participate in the

learning.

1V, The search for meaning occurs through patterning
When the brain encounters a new idea, it searches for prior knowledge and

experiences similar to the new concept. It makes sense of a new experience by

creating new patterns to associate with it.

V. Emotions are critical to patterning
Emorions are a precious part of any learning experience. The brain compre-

hends more effectively when the appropriate emotions are elicited.

VI The brain processes parts and wholes simulraneously

As previously mentioned, the left and right brain contribute simultaneously
to almost all learning. Inter-disciplinary approaches embrace the multifaceted
aspects of the brain and recognize the interaction of both hemispheres in mea-

ningful learning.

VII. Learning involves both focused attention and peripheral perception
Information is stored not only when focused atrention is involved, but alse

when peripheral perception is involved as well (Della Salla & Beschin, 2000).

The learning process has to be supported by stimuli which account for every level

of perception.

VIIL Learning is both conscious and unconscions

'This is the ‘iceberg principle’ of learning; like an iceberg, the emerging part
(what we explicitly know that we know) is just a small parc of what has been
Jearned, while much of whar is learned lies beneath the surface. Most learning
comes out after classroom activities, when students digest what they have learned,
connect it to life experiences or apply the knowledge to life events.

IX. There are at least two approaches to memaory
Caine and Caine (1994) refer to the neuropsychology of memary systems
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described by O'Keefe and Nadel (1978} as taxon/locale and sparial/autobio-
graphical. Taxon/lacale memory, motivated by rewards and punishments, recalls
seemingly unrelated informartion. Spatial/autobiographical memory recalls expe-
riences instantly, such as what you ate for breakfast {Caine & Caine, 1994). As
we will discuss a liccle further on, theories of memories have changed but the
principal one is still vital, since information must be stored using all possible
neural pathways.

X Learning is developmental

Brain possibilities are biological driven; you can predict, to a certain extent,
the development of every human being. We say ‘to g certain extent’ because learn-
ing something new actually helps the brain to grow by building new neural path-
ways and connections.

XI. Complex learning is enhanced by challenges and inhibited by threats associated
with helplessness andfor fatigue

Stimuli have to be appropriate to the level of individual students and the
whole class. Students must feel challenged but not threatened by proposed activi-
ties. The learning climate in the classroom is more effective when individual as
well as class needs are taken into account.

XIL. Each brain is unique

We all share the same biology, yet every brain has its own blueprint, as unique
as our fingerprints or retinal prings. Life and learning shape our brains in totally
unique ways.

Retention of knowledge

Many different psychological models of memory have been produced through
the contribucion of neuroscience. It is generally agreed that memory progresses
from rote memory to short-term memory, creating connections to relational
memory and ultimately to long-term memory, which is different from proce-
dural or implicit memory as well as from declarative or explicit memory (Paradis,
1994). Rote memory defines the kind of memory that is often required in tradi-
tional learning. Tt is the kind of skill that is used to memorize long lists of words,
multiplication tables etc., without providing context or relationship with other
knowledge. It is the kind of learning that we have all experienced; quickly learned
and soon forgotten. The short-term memory retains informarion for about 20
minutes. The challenge for our students is to connect this memory to long-term
memory. We also know that rest, and especially sleep, plays a special role in pas-
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sing memories from short-term to long-term storage. There are different path-
ways which connect an event ro memory; we create olfactory, tactile, visual, audi-
tory and emotional memories. All these memories seem to be stored in different
circuits that can be connected together (Della Sala & Beschin, 2006). An emo-
tion can recall the memory of an odour and, likewise, an odour can recail the
emotions related to it. Making learning a full sensorial-emotional experience will
help the process of creating connections between working and long-term mem-
ory. The more regions of the brain which store data about a subject, the more
interconnections there are. When a student can cross-reference to stored data it
means that she or he has learned, not merely memorized.

When we obtain information, let’s say about horses, our brain immediately
creates connections concerning the multiple categories that relate to the context
with which this word is related: if we sce a horse, the image goes to the visual
cortex, if we learn to spell it, it links to language area, when we learn thatitis a
mammal, we link the information to other mammals that we know abour. We
can associate memories about how a horse scared us, for example, or how plea-
sant it is to ride. Because the word ‘horse’ is stored in multiple brain arcas, when
we think of the word ‘horse’ we immediately activate all the areas, and connec-
ting neural networks sprout among these areas. Because of this, our knowledge
of ‘horse’ is easily and efficiently accessed. This is the reason why it is optimal to
teach relevant topics using multiple learning pathways, i.e., through several senses

as well as across the curriculum.

Learning Styles and Multiple Inteliigence Theory

As previously mentioned, our brains elaborate upon information at many
levels and layers simultaneously. According to Ekwall & Shaker {in Ginnis,
2002, 24), one remembers 10% of what they read, 20% of what they hear,
30% of what they see, 50% of what they hear and do at the same time, 70% of
what they say and 90% of what they say and do at the same time. Many stu-
dies have been done on how to maximize retention, but everybody agrees on
the need for approaching each student according to their preferred medality for
learning, commonly called learning styles. There are different classifications of
learning styles. We may briefly cite the Kolb Model (1984) based on Experien-
tial Learning Theory which outlines two ways of acquiring experience: concrete
experience and abstract conceptualization, and two related approaches in elaborate
experience: reflective observation and active experimentation. According to Kolb’s
model, for learning to be effective all four of these modes should be engaged.
Even though individuals try to elaborate learning through the four modes, they
usually have a favoured approach, and learning styles are nothing other than
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the combination of an individual’s preferred approaches. Another interesting
model of learning styles is that of Gregorc. This model measures learning styles
according to the preferences given to perceptions and the way information is
elaborated. According to this model, there are two perceptual qualities (conerete
and abstract) and two ordering abilities (random and sequential). Concrete per-
ceprion refers o registering information through the five senses, while abstract
perception refers to the understanding of abstract ideas and concepes. Ordering
abilities are described as sequential (information is processed in a linear logical
way), ot random (information is organized in chunks without a specific order).
These four qualities are present in every individual, but in different combina-
tions. Individuals with different combinations learn in different ways. Having
given a brief description of what we mean by learning styles, we have to mention
how the theoretical framework used in the PERMIT project relates to Gard-
ner’s muiciple intelligences theory (Gardner, 1983, 1993). Gardner distinguishes
eight kinds of intelligence {and he is working on the ninth) (Gardoer, 1999}
among which every person has a set of strengths and weaknesses. Starting from
the description of intelligences given by Gardner, in the Permit project it was
decided to focus on learners according to the type of cheir intelligence, grouping
them in five different groups:

1. Auditory and musical learners

Auditory learners learn better through listening and talking abourt ideas. These
kinds of learners usually benefit from recording the lessons and repeating them
aloud.

I Interpersonal and intrapersonal learners

Interpersonal learners are social learners. They relate to others to construct
meanings, they are good at group work and in conflict resolution tasks. Intraper-
sonal learners prefer to work alone. They know strengths and weaknesses. They
are good also at group work as they reflect and analyse themselves in order o
understand their role in a group or situation.

I Logical mathematical learners
Logical learners organize information in systems. Logical learners like to clas-
sify and categorize information. They are good at tasks such as problem-solving

and mathematical reasoning.

IV, Physical and kinaesthetic learners
Kinaesthetic learners learn by doing. They require activity to enhance their

ANNA LA PROIETTI ERGUN: TOWARD A BRAIN-FRIENDLY APPROACH IN INTERCULTURAL ..

learning. They need to move, explore and touch so sitting still for long periods is
difficult for them. They learn by interacting with the environment.

V. Verbal and linguistic learners
Verbal learners learn chrough speech and writing. They may need to repeat

information aloud to themselves or to take notes and write summaries.

VI. Visual and spatial learner

The visual-spatial learner [earns better by secing (i.c., through pictures, videos
and illustrated information). Visual learners not only need visual clues but also
to sit next to the teacher to be able to visually follow the lesson and keep track of
the unconscious messages given by the teacher,

The role of the classroom environment

The way in which humans are able to understand unconscious messages about
body language is still not fully understood; one of the most papular theories is the
theory of mirror neurons. lacoboni et al. (2005) discovered a pre-motor cortex in
primates containing so-called mirror neurons which fire at the moment a primare
either performs an action such as grasping, tearing or manipulating something
or when they observe someone performing such a behaviour. Following this dis-
covery, it was proposed that this class of neuron could also account for the same
behaviour in humans {Rizzolatti et al., 2001}. Even though the presence of a mir-
ror neuronal circuit in the human pre-motor cortex is still controversial (Eagle et
al., 2009), it can not be denied that our brains are hard-wired to send and receive
unconscious messages and that those messages are mostly transmitted through
mortor function, as we tend to imitate the gestures of others. Furthermore, tea-
chers transmit more than simple knowledge; they are also responsible for much
of the unconscious learning that occurs as students unconsciousiy respond to and
imitate their teachers’ mental processes.

We have already underlined the role of the teacher in the classroom and how
his/her behaviour, both conscious and unconscious, is a powerful source of leas-
ning for students. We must now say a few words about how student learning can
be enhanced through lesson design. Seusa, in his book “How the Brain Learns”
(2005) said that the brain learns best at the beginning and at the end of a learning
episode. This should make teachers reflect on classroom practice, as all students
remember most at the start of the class with a second peak towards the end of
the class. Thus, during a 40-minutes lesson, student attention is at its best for the
first 20 minutes, then the brain needs a diffusion time of about 10 minutes, and
during the final 10 minutes the brain is at its best again. Sousa’s theory of pulse
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learning is in line with what is affirmed by Jensen (2007), i.e., that the brain
needs to make sense of what it learns; so the initial period irf a [esson should be
used to present informarion, the diffusion section to recall this information in an
informal way, with the final focus section used to provide students with sensa-

tions that would help their brains to create connections to long-term memory.

ATHEORETICAL APPROACH TO INTERCULTURAL
EDUCATION

Far from being able to state the final word on the definition of the expression
‘intercultural education’ (Byram & Cebron, 2006), we must refer to some of the
fundamental theories which led the PERMIT praject with regards to the mea-
ning of intercultural educacion as well as with respect to how culture permeates
and shapes the way lessons are planned, the way learners learn, and the way tea-
ching approaches used in one culture are favoured within another.

Bennett (1993) proposes six stages of cultural awareness {Bennett & Bennetrt,
2004}; those degrees go from an ethnocentric to an ethno-relative level.

At the very bottom of the scale, there are the ethnocentric values that evolve
from:

L. Denial of differences, i.e., the individual is not able to distinguish or better en-
dorse the differences of others. At this stage, individuals nurture stereotypes
and try to avoid contact with other culrures.

II.  Defence, i.e., the individual is able to recognize differences but feels threat-
ened. Comparison is made to their own culture which is perceived as right.

[OI. Minimization: at this stage individuals are able to see cultural differences bue
they try to minimize and reduce them and relate them back to their own
culture.

When an individual rises to the ethnorelativistic level, we find the following

stages:

I Acceptance: at this stage, individuals are able to accept and acknowledge dif-

ferences in cultures as a way of organizing human life.

1. Adaptation: at this stage, individuals develop the necessary empathy to put
themselves in the place of others, learning to communicate across cultural
boundaries.
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1II. Integration: at this stage, individuals have created an adaptive personality
able to integrate into other cultures and see themselves as a developing per-

sonality.

Cok (2008) proposes three different descriptors w evaluate the intercultural
levels of teachers. These descriptors were then used in the PERMIT project port-
folio elaborated by the Slovenian research group.

Level 1: Disposition to cultural diversity (at a cognitive level, creating new
knowledge and reflecting on one’s own culture. At an intercultural un-
derstanding level, adding knowledge about the otherness, developing
curiosity towards other cultures).

Level 2: Discovery of diversity {at an emotional level, learning respect for other
cultural models and gaining the ability to communicate with other cul-

tures).

Level 3: Dynamic intercultural actions (at a developmental level, dealing with
the ability to respond dynamically to experiences and modifying one’s
own beliefs).

The PERMIT project intercultural theorctical framework is to be understood
in a universalistic perspective, aiming to recognize what is similar between cul-
tures and the shared characteristics of people, to develop positive feelings and
empathy toward otherness, and eventually, to develop a different artitude toward
the culture of the other (Kagitgibasi, 2007).

THE TEACHING APPROACH IN THE PERMIT PROJECT

Every culture is a dynamic, developing entity. Teaching and learning are at the
very base of the way a culture can be elaborated to shape new citizens able to deal
with differences (Margiotta, 2008). Education must reflect on that sct of values,
opinions and attitudes which are defined as a social representation (Elamé, 2008;
Raffaghelli, 2009), shaped by culture, natural setting, social environment, etc.
Educators have to refine approaches which help students ro discover and reflect
upon their own and ‘others social representation. Minello (2008) suggests that
the teacher must abandon the teacher-focused approach to embrace an approach
aitning to involve students in active learning processes. Thanks to a student-fo-
cused approach which takes advantage of tools such as simulation, role playing
and active investigations, learning is no longer only a process of acquiring new
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knowledge but also acquiring new behaviours and new skills in order to help
students penetrate the globalized and therefore very complex world {Malci¢ &
Zudi¢, 2007; Cebron, 2008}.

Whether culture influences learning seyles or not is sdll a controversial is-
sue (Barmayer, 2004), but we can assume that every culture favours a particular
learning style over others. In the case of Turkey, for example, it is clear that the
schooling system is based on favouring logical mathematical learners over other
types; society also values this kind of learning more. As the focus of this paper
is the work done with Turkish teachers, it is worth explaining the root of the
word “egitim” that means “education” in Turkish. “Egitim” comes from the verb
“egmek” that means “ro bow”. Education is then,“to make the student bow”,
thus a student must bow to a teacher that is the bearer of superior knowledge. In
contrast, the word “education”, which has Latin roots, derives from the verb “ex-
ducere”, to bring to light a knowledge that is already buried inside the student, in
line with Socratic tradition. The teacher-focused approach in Turkey is, therefore,
endorsed and supported by the very root of the word used to mean education.

In the PERMIT project, Turkish teachers reflected on many aspects of their
own culture and the role that education plays within it in order to give meaning
to the process of integrated, intercultural education in their classroom practices.
They re-thought their way of teaching, making a dramatic choice in terms of
classroom practice, namely, whether they are bearers of knowledge or learning
enhancers and facilitators. In the implementation of this process, Turkish tea-
chers had to overcome not only psychological obstacles, buc also physical ones

such as overcrowded classrooms.

HOW CAN BRAIN-BASED TEACHING HELP INTERCULTURAL
EDUCATION?

In the previous section it was explained that in intercultural education, the
teacher is above all the person who promotes learning as a process of thinking and
re«think.ing knowledge, negotiating it with others, creating a threat-free environ-
ment which promotes empathy and understanding,

Intercultural education states the importance of an education that goes be-
yond an approach made of objective, performance-indicator posing and evalua-
trion. Tt claims a formative approach to education which takes into account the
whole of the human being with a moral, as well a spiritual dimension, with the
possibility of asking questions and criticizing. Only with such an approach can
the person acquire the ability of entering more deeply into other culcures.

Teachers are the key to unlocking far more knowledge than the mere subject
of their expertise. Teachers share values and behaviours with students. We know
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from the mirror neurons theory that the brain carries out a lot of unconscious
learning from the behaviour of others in the classroom environment so that
teachers informed of the brain-based approach know that they deliver informa-
tion beyond the subject they teach.

During the PERMIT project, teachers were asked to prepare an intercultural
teaching unit. Turkish teachers prepared and shared most of the work online.
Ar the very beginning, they were asked to prepare a step-by-step lesson plan.
Initially, independently of the subject taught, all Turkish teachers displayed the
following common points:

Lessons were prepared that placed the teacher at the focus of the class. Stu-
dents were supposed to listen to the lesson and intervene from time to time.

[.  The teacher was a knowledge bearer. The subject of the lesson was the strict
focus of the class, there was little or no space for sharing values. Intercultural
hints, if presented, were delivered as a sort of folkloric or stereotyped data.
Teachers did not seem to be aware of their role as bearers of values and be-

haviours.

I[I. Lesson time was not organized in a way that would optimize the retention of
knowledge. Times of focusing and diffusion were not respected. '

I11. Seudents were not encouraged to construct meaning by working together.
‘Teachers were perplexed as to how learning tasks could be performed inde-
pCﬂd_CﬂtlY orin ngU.PS Of Students.

IV. Given the main point underlined before, Turkish teachers were encouraged
first of all to create a “brain” and “interculturally” friendly environment,
that is, they were asked to include multiple stimuli both in the classroom
and in the lesson. Teachers reflected on how to improve the environment to

enhance learning,

Teachers were also encouraged to reflect on how a lesson topic could become
a meaningful learning experience for their students. Very quickly, teachers under-
stood that the best way to enhance knowledge retention was to create pachways
from subject of the lesson to the personal life of their students. This was done
especially by having students explore the city where they live, investigate peo-
ple’s attitudes toward a certain subject outside the classroom, and sharing the

information gathered on the project’s online platform with other student peers.
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Thus, Turkish PERMIT teachers moved from topic, classroom-focused teaching
to meaningful and personal experience-focused learning. ¢

The classtoom environment was enriched through posters and other visual
stimuli prepared by students themselves and representing and summarizing the
work done for the project. This “exhibition” of students’ work was not only a
source of motivation and self-promotion but also a way to enhance unconscious
learning.

CONCLUSIONS

The brain-based approach to education cannot be considered a method or
a tool in itself. It is an approach, an informed way to reach the student as a hu-
man being in foto, holistically. In this respect, it is very similar to intercultural
education, where the ultimate aim is to reach a holistic acceptance of otherness.
The PERMIT project proved to be a successful attempt in attaining effective
intercultural teaching practices using the brain-based approach. A better under-
standing of how the brain functions empowered Turkish reachers from different
backgrounds and with different expertise, by experimenting with new ideas and
focusing their teaching on students’ needs as individuals. Empowered teachers
proved to be betrer educators, connecting their classes to the world the students
live in, creating a path for durable and meaningful learning.

Given the restricted nature of the sampling and observations here, we do nort
want to make a claim that has universal validity, but simply to share an expe-
rience that may be useful and supportive for those who are involved in the field
of intercultural education.
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A comprehensive analysis of the
views of Turkish teachers on the
process of the PERMIT project

SERTEL ALTUN
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ABSTRACT

This study aims to analyse views of 10 teachers at selected private and national
high schools in Turkey regarding an international project to develop intercultural
sensitivity. Throughout the project, seminars and workshops by academic ex-
perts were prepared for the teachers concerning; intercultural awareness, culture
and education, student-centred learning methods, learning styles, multiple intel-
ligence theory, empathy, and teacher research. With the guidance of academics,
teachers developed lesson plans, applied these to their classes, presented the re-
sults at national and international meetings and wrote articles about the process.
While teachers were initially anxious about working with people from different
countries and applying new methods, they appreciated the results. Moreover, they
have stared that intercultural awareness should be incorporated into all classes.
They emphasized, however, that, to be successful in such projects, teachers need
fluency in English and a willingness to try new methods.

KEY WORDS: intercultural education, lesson plans, teacher views
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INTRODUCTION

In our changing world, the production of knowledge is growing due to a gro-

wing global population. This reduces distances between countries and cultures,
brings

so-called globalization, knowing other cultures, knowing each other and being

peoplc closer and makes cultures more easily shared. In the current era of

able to communicate in a multicultural world is vital for prosperity and peace.
[n this context, intercultural studies gain importance since individuals must be
well prepared for a multicultural world. From this point of view; both in the
business and educational world, there is an increasing importance attached ro the
intercultural identity of individuals. According to Bhawuk and Brislin (1992),
interacting with other cultures is necessary if one is ro be effective in a different
culeure; ONE MUSE be sensitive so as to understand those from other cultures, and
be ready t© modify one’s behaviour out of respect for those cultures and for the

peaple of those cultures. The most appropriate concept that summarizes these

ideas

sensitiv
and Searosta {1996) define intercultural sensitivity as possessing self-awareness,

is ‘intercultural sensitivity’. According to Hammer (2003), intercultural
ity is the skill of experience and awareness of cultural differences. Chen

op f:n_l.nindedness, and social convenience. According to literature, these four
characteristics enable individuals to show the required sensitivity in accepting
cultural differences during intercultural interaction and respecting these diffe-
rences. According to Fantini (1995), an individual possessing cultural sensitivity
¢ able to both enhance his understanding of his own culture and of other cultures
nd to develop empathy in his/her own context. In order to successfully keep up
with the world, an individual should develop sensitiviry to differenc cultures as
well as to his/her own culeure. Parekh (2002) states that individuals who possess
intercultural sensitivity have a multiple perspective by noting other cultures be-
sides their own culture.

As UNESCO (20006) states, learning about different cultures, respecting
them, and getting across meanings by developing tolerance and empathy are
among the goals of intercultural education. According to Bennett (1995), mul-
ral education is an approach to learning and teaching which is built on

atic values fostering plurality. According to Banks and Banks (2010),

ticultu

democr
(here ate at least three dimensions of multicultural education; it is an idea, a

movement and a process. In the idea, it is defended that all students have equal
rights af school regardless of gender, social class, ethnicity or cultural characte-
ristics. ‘The movement is reformist which anticipates the change of educational
institutions in order to enable all students to have equal rights in learning. Be-
cause of the fact that goals can never be achieved by all means, multiculrural

cdiucation is @ process. Educational institutions are responsible for developing
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individuals in this way; helping individuals to harmonize with social and eco-

nomic development by bringing them knowledge and values for new changes

and developments (Erden, 2008).

As with many other countries, the current educational objectives of Turkey in-
clude developing respect and sensitivity toward different cultures (MEB, 2006).
However, for individuals to share this objective, the concept of intercultural
sensitivity must be integrated into teaching designs. Above all, the teacher who
implements such an aim should possess adequate knowledge about the subject.
According to Byram (1997), the following items must be considered in order to
integrate intercultural sensitiviry into education:
¢ attitudes: developing interest, openness and curiosity towards other cul-

tures;

e knowledge: general Iearning about the social and individual practice and out-
puts about the home and the target countries;

» interpreting and relating skills: displaying the ability to comment on a text
or event from another culture, and relating these with one’s own culture;

» discovery and interaction skills: displaying the ability to acquire knowledge
abour a new culture, to simultaneously communicate in line with cultural
practices, and to apply these attitudes, skills, and knowledge within the border
of interaction;

» critical cultural awareness/political education: being aware of critical
thinking, practices and outputs in the home and the targer countries and
cultures.

Recently there have been numerous studies on developing the intercultural
awareness of individuals in education. “Promote Education and Reciprocal Un-
derstanding through Multicultural Integrated Teaching, (PERMIT)” is among
these, as a project, which aims to develop civil society dialogue between the Eu-
ropean Union and Turkey. The PERMIT project was developed with the co-
ordination of Yildiz Technical University, in partnership with the Academy of
Sciences for the Developing World (TWAS) and Italian and Slovene Universities.
The focus group of the project consists of subject teachers and their students in
secondary schools. The main aims of the project were to:

1. define intercultural communication competence;

2. investigate evaluation systems;

3. investigate teaching approaches based on multiple intelligence theory;

4. help teachers develop their skills by supporting them in their bid to be innova-

tive;
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5. enhance the quality of education within the existing framework of pro-
gramimes; ’
6. raise teacher awareness regarding specific subjects that can be added to the
existing programme, such as the history of interactions among civilizations,
freedom of speech, human rights, gender equality, ethical artirudes, and envi-

ronmental protection.

In the project, using Bennett’s (1993) “Developmental Model of Interculrural
Sensitivity (DMIS)” as the basis, teachers were given training on “concepts about
subjects”, “student-centred teaching methods and techniques”, and “process eva-
{uation” via oaline and workshop techniques. The geachers were able to prepare
and apply lesson plans with the assistance of researchers, by means of both face-
to-face and online communication.

Ower the course of the study, the views of the teachers from Turkey about the
project process were investigated by considering various factors. The aim was that
the results of the study will guide teachers and educational institutions in deve-
loping incercultural sensitivity via education.

Method

this is a case study, and thus, a qualitative study. The case study seeks to under-
stand the reactions of the individual student, the classroom or the institutional
system within the framework of its natural environment (Jaeger, 1988). In this
case study, the “cases” are activities carried out during the PERMIT project. Ac-
cording to Jaeger (1988), unlike with quantitative studies, in qualitative studies
the researcher is not only an exterior observer using specific methods, collecting
data, and analysing them, but also someone who spends some time interviewing
participants, and showing empathy for their experiences, forming a viewpoint
that is used in analysing the data.

Study group

the study group of the research was comprised of 10 teachers of various sub-
jects at high schools in Istanbul, during the 2008-2009 and 2009-2010 aca-
demic years. Information about the teachers is given in Table 1.
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Table 1: Demographic characteristics of the study group

During the project, teachers were trained in two phases; face-to-face and on-

line.

Face-to-face training

During this process, teachers were trained in both national and international

meetings. The content of the meetings is given in Table 2.

School Type Gender Subject Tea.chfjng
Experience
Ece Private Female Biology 5 years
Ozlem National Female History 10 years
Mezal National Female English 6 years
Gamze National Female English 5 years
Giilcan Private Female English 3 years
Dilek National Female Biology 8 years
Hiilya National Female Drawing 25 vears
Murat National Male Physics 10 years
Fikret National Male Physics 24 years
Maustafa National Male Literature 5 years
PROJECT PROCESS

Table 2: Information about the national and international meetings

National Meetings
(One-day training sessions)

International Meetings
(Three-day training sessions)

Place: Istanbul
Date: 25.02.2008
* Presentation of the project

Place: Istanbul
Date: 12-13-14.02.2009
* Conference on the concept “empathy”

* Conference on the application of
“multiple intelligence theory” on

* Presentation of training
platform on empathy and
multiple intelligence theory

* Presentation of the platform

education
* Presentation of teacher portfolios and
how to fill them

* Training and workshop on learning plans
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National Meetings
(One-day training sessions)

International Mectings
{(Three-day training sessions)

Place: Istanbul

Date: 08.03.2009

* Evaluation of the first
international meeting

* Training on constructive
teaching method

* Seminar on culture and
education

Place: Koper

Date: 9-10-11.04.2009

* Presentation of studies on intercultural
learning

* Presentation of the results of teacher and
student questionnaires

* Presentation of lesson plans which were
developed by teachers

* Presentation of the online learning
environment fer students

Place: Istanbul

Date: 09.05.2009

* Feedback of teachers on the
application of lesson plans in
classes

* Presentation of non-
governmental organizations:

ACEV and TGEV

Place: Venice

Date: 4-5-6.06.2009

* Presentation of reachers on the results of
application of lesson plans in classes

* Seminar on the application of
intercultural studies on education

* Informing teachers about the criteria of
the articles that they were to develop

Place: Istanbul

Date: 20.06.2009

* Presentation of a non-
governmental organization:

KDEV
* Teacher feedback on the
project

Online training

An online platform was developed to enable researchers, teachers and stu-
dents to contact each other throughout the process. Articles on interculturality
and related copics were sent to the teachers through this platform, with time
periods allowed for reading and evaluating these articles; subsequently, feedback
was provided by the researchers. The teachers also received support in order to
develop lesson plans through this platform. Furthermore, in this online environ-
ment teachers helped each other by sharing with their colleagues and researchers
their classroom experiences from the applicadion process. The most important
function of the online platform was to enable teachers who were from the same
subject area, but of different countries of origin to communicate with each other

and develop new lesson plans. In short, the online environment appeared to be
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the place where teachers could develop themselves, share their experiences and

get rapid feedback.

EXPECTED OQOUTCOMES/PRODUCTS FROM TEACHERS

The teachers were expected to develop three lesson plans. Before the prepa-
ration of these plans, they were given various theoretical and practical training.
In this context workshops at national and international meetings on the to-
pics “What is interculrural sensitivity?” and “How can it be adapted to educa-
tional process?” were arranged. Later, student centred instruction method and
techniques were shown to teachers and sample lesson plans were presented to
them for discussion. Meanwhile, “individual differences in learning” which are
important for development of intercultural sensitivity were considered to some
extent, Online arricles on these topics were sent to teachers with a request for
comments on the relevant application in their own courses along with feed-
back. Teachers from the same discipline worked together on the tasks. While
communication was facilitated by computer, télephone, and in person, tech-
nology and group studies were taken into account in many parts of the process.
Afterwards, teachers applied these lesson plans in their classes and presenced
the outcomes at national and international conferences. Finally, every teacher
wrote a personal article about the results of the application of lesson plans, and
the academics chose the ones that they liked the most to be published in the
project booklet.

Collection and analysis of data

The data were collected using the focus group method, which is a qualitative
method that aims to obtain information abour the psychalogical and sociocul-
tural properties of the groups and sub-groups (who are only half-conscious or not
conscious at all of these properties) and to learn about the behaviours and mo-
tivations behind them {Aksit, 1992, 2). The focus group in this study was com-
prised of 10 teachers from Turkey, who were asked open-ended questions about
the project process. The thematic analysis technique was used for the analysis
of the data. The data were divided into thematic sub-sets, and the teacher views
that reflect these sub-sets were chosen from the whole data (Yildinim & Simsek,
2006).

RESULTS
The first problem of the study came with the question; “What are the basic
aims of teachers in participating in the project?” In this context, teachers’ views

were grouped under three headings, using the thematic analysis method; “achie-
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ving familiarity with different cultures and people”, “obtaining project expe-
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Table 4: Views of teachers on their worries throughout the project process
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rience”, and “developing professional and language skills”. The views of teachers -
. Titles Quotations from teacher views
are shown in Table 3.
Students * Students had difficulty in application because of
Table 3: Views of teachers on their basic aims in participating to the project Inexpertente. '
e English became a problem for studenis in research
Titles Quotations from teacher views and communication with the students from other
Getting to Know ° [ wanted to learn about the cultural chavacteristics countries. o ‘
Different Cualtares and | of different countries, and how these cultural * Lack of motivation at the beginning of the project.
People differences are reflected in education. Language * Level of English for communication.
° Getting to know different people and cultures has * Resources being in English.
always been among my intérests. o [ belicve that I cannot express myself in other
» [ wanted to work with colleagues from different languages.
cultures who teach the same courses, Curriculum » The topics we chose did nat have a perfect match
Getting Project o [ haven’ had a project study before and I wanted 1o with the national curriculum.
Experience have an experience like the ones (European Projects) * Difference between the methods offered in the
7 have heard about. project and the ones we had before led to problems
o [ want to write on my CV that I have worked on a in application.
European project. Online > Many of the students did not have a computer at
Getting Professional | o [ belicved that this kind of a project would enable Communication home.
Development wme to become mare complete in my profession. * Level of English did not allow us o fg‘“‘”‘-"_ sufficient
» [ knew that learning new educational concepts and communication with others.
applications would advance my professional skills. Time Management o Applying the developed learning units and the
o [ knew that getting extensive training from national curviculum caused problems related to
experts would make a positive contribution to my timing.
professional development. o We were required to follow the same subjects with
other classes in the same discipline in order to use
The second problem came with the question; “Whar were the concerns of shared exanms. ] _
. . - . o Student centred methods required more time than
teachers in the project process?”, where the teacher views were grouped under .
the traditional ones.

six headings by thematic analysis: “students”, “language”, “curriculum”, “on-

line communication”, “time management”, and “lesson planning”. The views of

teachers are shown in Table 4.

The third problem of the study was: “What contributed most to teacher suc-

cess in the project?”, where the views were grouped under four headings: “time

management skills”, “material development skills”, “English-speaking skills”, and

“social skills”. The views of teachers are shown in Table 5.
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Table 5:Views of teachers on their personal skills at the project

Titles

Quotations from teacher views

Time Management
Skills

* [ was good at time management given that while we
had our own duties, we had to work for the project
at the same time.

& Contrary to my former beliefs, I realized that I was
very good ar time management.

Material Development
Skills

* Developing materials in different areas enviched my
learning environment.

s Materials that I used in the classroom attracted the
astention of students and gave them encouragement
in their studies.

o [ developed creative and original materials.

English Speaking o My ability to speak English helped me a lot both in
Skills intercultural meetings and online environment.

o [ believe that the first requivement for being
successful in the project is speaking English. You can
contact with people easily and advance rapidly.

Social Skills » Due to my social skills, I was able to contact with

pea_p[e msz'{y in all meetings, especiafly in national

and international meetings.

The fourth problem was; “What are the benefits to teachers from the project?”,

where the views were grouped under six headings; “observed positive behaviours

of students”, “foreign-language skills”, “method and technique skills”, “intercul-

tural awareness”, “willingness to learn”, and “evaluation method”. The teacher

views are shown in Table 6.
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Table &: Views of teachers on the personal benefits from the project

Titles

Quotations from teacher views

Observed Positive
Behaviours of Students

° Students who were timid in traditional methods
became active when different techniques were used
in the class.

* Students started to use computer more for le.szming
purposes.

* Student motivaiion for the courses increased.

* Student prejudice regarding people in other countries
decreased.

* Students expressed desire to learn different cultures
increased.

Students stavted to work much more sincerely and
collectively in the group activities.

o Students can more readily see the importance of
L’a?’zguage P?’Oﬁf’ie}"ify O

Foreign Language
Skills

o [ believe that my English writing and speaking skills
have improved.

o Bven though I awm an English language teacher, 1
was timid to speak English, but my willingness to
speak English increased with this project. o

° [ was not able to understand anything in English
at the beginning of the project, bur in the lasr
meeting, [ was able to understand the talks and ask
Guestions.

Method and Technique
Skills

® Before the project, I thought that student cenired
methods were hard to apply, but I realized thar ir
was not the case. In my classes, 1 will use the new
methods that [ learned.

» Different methods and techniques seemed abstract ro
me before, but when I used these methods and saw
the outcomes, 1 realized that they were so concrete
(i.e. collaborative learning).

Intercultural
Awareness

» [ started to look at people’s lives in different cultures
with more tolerance.

» [ am able ta look at other cultures with empathy
and without prejudice.
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Titles Quotations from teacher views

Willing to Learn » My desire to learn a foreign language increased and
T will make a move towards doing just that.

o [ want 1o learn more about cultures and I will
Jollow related projects to do that.

o Particularly, I will seek out different methods and
techniques which are applicable in classrooms.

o [want to enrol in graduate programs on

intercultural studies,

Evaluation Method » [ learned the importance of observation and process
evaluation in evaluating student skills.

> [ saw the effect of getting stlidents to reflect on new

knowledge. I will use it in my classes.

CONCLUSION AND DISCUSSION
The results at the end of the study can be listed as:

* The main aims of teachers in their contributions to the project were: learning
about differenc cultures and people, gaining experience, developing vacational
skills, and improving foreign language skills.

* The main concern of teachers throughout the project were: the level of stu-
dents” knowledge, difficulty in using English (for teachers in public schools
except the English-language teachers), disunity of intercultural sensitivity sub-
ject to their curricula, problems in online communication, time management,
formation of lesson plans.

* The main strengths of teachers in the project in their opinions were: time
management, material development, using English (for teachers in private
schools and the English-language teachers in public schools), and their own
social skills.

» Positive results of the project from the teachers’ perspective were; behaviour of
students, ability to speak English, knowledge of different teaching method and
techniques, sensitivity to different cultures, a desire to learn, and knowledge of
alternative measurement and assessment methods in education.

The results obtained from the study can be interpreted within the framework
of the study questions as follows: The aims of the teachers participarting in the
project were: getting to know new cultures and people, acquiring project expe-
rience and professional development. Teachers who work ar private or state
schools want to participate in such projects thanks to the administracive support
of their schools and due to the prestige of participating. In addition, normally it
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is difficult for Turkish teachers to go abroad because of financial and burcaucratic
problems. Bureaucradic problems include difficulties in obtaining permission for
leave from work and obtaining a visa. European projects provide teachers with
the opportunity to see different places and meet different people. Besides, par-
ticipating in these projects is a privilege for teachers who want to transfer to the
educarional institutions involved, where the probability of development increases
with the level of professional knowledge and skills. Teachers stated that one of
their aims in participating was professional development. Since 2005 in Turkey,
educational programmes of all courses have been moditied by the National Min-
istry of Education so that teacher-centred programmes are replaced with student-
centred ones. In light of this change, textbooks and workbooks are prepared and
active learning methods are applied in classrooms instead of using the traditional
ones. However, teachers are not given proper in-service training about the ap-
plication process. In the European projects concerning teacher waining, teachers
are given adequate training, which enables them to further develop. When the
objectives and strategies of the PERMIT project are examined, it can be easily
seen that teachers prefer it because of its basic characteristics developing their
competencies.

The concerns and anxieties of teachers about the project process were; lack of
student skills, language problems (for teachers in public schools except the Eng-
lish-language teachers), adaptation problems between the project and the school
curriculum, difficulties in online communication, a perceived inability to deal
with the expectations of the school, and having to prepare a new instructional
unit. These concerns are to be expected from teachers participating in such a
project for the first time. Their primary anxiety involved the language problem.
Since all the materials used in the international meetings and online environ-
ment were in English, this is normal. In other words, the official language of the
project was English. That is why teachers were required to know English in order
to express themselves well and understand the activities. Thus, the concerns of
teachers whose English proficiency was low was expected. Language, which has
the power to affect Jearning positively, is a means of effective communication
(Vygotsky, 1978).

The teachers stated that their strong points throughout the project were: time
management, material development, speaking English (for teachers in private
schools and the English-language teachers in public schools), and social skills.
While teachers were engaged in the studies in the PERMIT project, they ful-
filled their responsibilities at their own schools. Thus, they needed to have good
time management to fulfil the requirements of both the project and their work.
On the other hand, they were required to pay attention to the individual differ-
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ences of students while preparing lesson plans. With chis aim, they had to use
different methods and techniques, and develop materials for student learning.
Te was observed that the teachers who had competency in marerial development
were faster and more successful in preparing lesson plans and ar implementa-
tion. Teachers who were good at social interaction were better ar communica-
tion and getting help both in the online environment and at the international
meetings. In the study conducted by Fretheim (2007) on the variables that af-
fect the level of interculeural sensitivity, where the subjects were teachers and
managers of an American school in South Africa, it was revealed that points of
participants who knew at least one foreign language were higher than those of
other participants. .

The teachers stated that by the end of the project,’ students had developed
their skills for empathy and getting to know different culrures, which is a re-
sult of working in an international communication-based project. Fantini (1995)
notes that communicating with people from different cultures and working with
them generates skills on getting to know ourselves and also having emparhy for
the other cultures. In the study done by Demir and Demir (2009), where they
question the perception of Erasmus exchange programmes on students’ cultural
change, it was revealed thar foreign experiences lead to an increase in tolerance
toward different cultures and respect for universal values. In the study of Westrick
and Yuen (2007), where they investigated intercultural sensitivicy of teachers in
a high school in Hong Kong, it was found that there was a positive correlation
between the educational level and a period of living in different culeures with
intercultural sensitivicy. Similar results were also attained by Fretheim (2007).
On the other hand the opinions of teachers and students regarding intercultural
topics can be correlated with Bennett’s “Acceptance of Cultural Differences” step
in his Intercultural Sensitivity Model. According ro Bennett, individuals at this
step see individuals from other cultures with a high level of cognition and with-
out considering intercultural differences. Positive attitudes on the part of reachers
help ¢o create the generation of positive studenr attitudes (Philippou, 1988, from
Leung, 2001). The training and sharing in the PERMIT project enabled teachers
to have an empathetic point of view towards other cultures which also leads to a
positive effect on their students.

According to another result obtained from the study, the teachers stated that
their English-speaking skills improved over the cousse of the project. The op-
portunity to listen to conversations, reading in the online environment, and face-
to-face interactions (including body language) may have contributed positively
to their English skills. Also, the atmosphere motivated some timid reachers to

do their best in speaking English. Responses to their talks may have also affec-
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ted their motivation positively and contributed to their self-confidence. Dewey
{1956) notes that social experience develops communication in society, enhances
cognitive skills, brings a sense of responsibility to engage in correct behaviour,
and thus, regenerates language and conceptions.

The teachers stated that student motivation increased during the wotk done
on the project. In the teaching environments where interculeural aspects were in-
tegrated, students were able to study and actively participate in group discussions,
as well as being asked ro present the fruits of their labours to their friends. The
opportunity for self-expression in such an environment might have a positive
effect on student motivation regarding courses. Kim, Fisher, and Fraser (1999)
note that student motivation increases as they learn in a cooperative environ-
ment, share their experiences with teachers and friends, and have discussions in
the classroom. Another study from Caprio (from Hanley, 1994) reveals that stu-
dents who learn by student-centred designs join the classes willingly, take more
responsibility regarding their education and have more self-confidence. Mahoney
and Schamber (2004) investigated the effect of teaching program based on Ben-
nett’s Intercultural Sensitivity Development Model on their intercultural sensi-
tivity level where lectures were integrated with intercultural sensitivity. Results
show thar programs that aim to develop intercultural sensitivity should involve
teaching methods at the analysis, synthesis, and evaluation levels in order to reach
goals. ‘ -

The teachers stated thar they learned different methods and techniques appli-
cable in classrooms and saw that students became more active in practice through
the project. This finding is important in terms of the PERMIT project. On the
other hand, the teachers pointed out that they learned a new type of evaluation
method in the PERMIT project. They also said that in the applications they
saw the importance of students reflecting on their own development during eva-
luation, which is another important finding of the project. According to Byram
(1997), instead of tests and traditional examinations, evaluations in which inter-
cultural aspects are integrated should be done by the portfolio approach which
shows the development process of students. In other words, process evaluacion is
more important than product evaluation.

Lastly, at the end of the PERMIT project, teachers stated thac they were wil-
ling to learn new methods and techniques, getting to know about different cul-
tures, learning foreign languages and studying intercultural subjects as graduate
scudents. This desire to learn and develop can be considered one of the project’s
positive contributions to the teachers.

The results obrained from this study can be used in a holistic manner, as fol-
lows: teachers should know how to integrate the concept of intercultural sensi-

43

5




INTERCULTURAL COMMUNICATIVE COMPETENCE ACROSS THE HIGH SCHOOL CURRICULUM: .

tivity into their lesson plans. Thus, the schools they graduated from should offer
some courses which address this concept. Also, teachers must be given a chance to
try the applied designs, and to apply the in-service training on the subjecr given
to them. We believe the findings of the study can contribute to the development
of the empathy skills of students, respect for differences, cooperation, processing
new information, and motivation in courses where interculturality is integrated
with the programme. Thus, instructional plans should be revised and developed
based on the findings of the study.

The suggestions for future studies developed from the results of this research
study can be summarized as follows: Instructional designs with which intercul-
tural viewpoints are integrated can be applied to different courses and to different
groups, and then, opinions of teachers and seudents concerning the applications
can be investigated, compared and analysed. Moreover, new projects could be
extended to a broader range, so as to include more than four countries with dif-
ferent cultural characteristics. '

This project, which has generated positive outcomes for both teachers and
students in the cultural and pedagogical sense by integrating intercultural as-
pects into the instructional design, is implemented on the secondary school
level. However, this does not mean it cannot be applied to other educational
levels. On the contrary, students will be able to learn how to construct new
knowledge as early as such teaching methods are applied, and thus, they will
be able to learn to manage mental activities, and effectively convert them into
habits in the future.
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Applications of metaphor in
teaching science in the context of an
intercultural education: Examples
from the PERMIT project
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ABSTRACT

The main subject of this paper is the application of metaphor activities by Turkish
science teachers in their lessons during the pilot phase of the PERMIT project,
which aims to improve the civil society dialogue between the EU and Turkey.

In the context of cognitive sciences, language is dealt with as a phenomenon
emerging from the interaction of thought and culture, from the framework of a
metaphorical language system.

Metaphor is described as a fundamental process and a method of learning, clas-
sification, conceptualization, evaluation and an interpretation of the environ-
ment.

After a brief reference to the history of metaphor, examples of its uses are pre-
sented. The group of science teachers prepared and carried out their individual
unit plans designed with the aim of raising environmental awareness, which they
had jointly identified in accordance with the intercultural education precepts
adopted by the PERMIT project.

The methodologies pursued by teachers who opted to use metaphor as the tea-
ching technique in their studies and evaluations are cited, along with the outputs
of some students. The results and suggestions related to the usage of metaphor as

an aspect of intercultural education are given with an analysis of study samples.

KEY WORDS: metaphor, intercultural education, PERMIT, secondary education,

science education
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INTRODUCTION

The PERMIT project aims to promorte civil society dialogue between the Fu-
ropean Union and Turkey, with a specific focus on ensuring a better knowledge
and understanding of Turkey within the European Union.

At the beginning, this goal was reformulated by the Scientific Committee into
the more significant and representative one of a process of mutual learning from
practices that over time will lead to involving the cultures.

Hence, the working hypothesis was designed as follows:

* intercultural awareness among researchers, teachers and students involved in
the project is supposed to be low;

* the innovations in teaching methodologies and materials are expected to en-
hance the awareness of researchers, teachers and stlfdents regarding cultural
diversity and understanding.

The main objectives of the PERMI'T' project are to:

* improve social dialogue through the processes of increasing quality of educa-
tion;

* develop and promote teaching strategics favouring the valorisation of different
mindsets (multiple intelligences), critical thinking, studenc participation in
class activities, debate, and personal responsibility thus tavouring the growth
of civil sociery at a grass roots level;

* develop materials on the project’s thematic areas;

* develop specific examples of strategies that can be applied to reach the ex-
pected objectives;

* pilot experimentation of the exemplary teaching marerials produced by co-
operation between the trainee and experienced teachers in secondary schools

(PERMIT, 2008).

The PERMIT project focuses on high school teachers and students, who play
a central rofe in nurturing new approaches and debating how intercultural educa-
tion can become a part of everyday teaching. The project’s activities are expected
to enable reachers (with the support of a wider teachers community set up by a
first research group) to develop their own teaching material on crucial themes
such as sustainable development, languages and mulrilingualism as parr of cul-
tural identity, critical thinking and ethical behaviour, thus favouring a deeper
understanding of Turkish, Slovenian and Italian realities {(PERMIT, 2008).

"The new methodology and the innovative teaching materials are expected to
“enhance student understanding and awareness of culeural diversity” (Cebron,
2009). After piloting the innovative teaching marerials, the teachers were able to
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register increased knowledge, understanding and cognition of their students. Stu-
dents are better informed on cultural variety, they can understand various beliefs
and values and accept otherness, they accept differences among cultures, they can
decentre, and view their own atticudes towards intercultural reality. The project
activities and research findings contribute to building bridges among nations (in
Italy, Turkey and Slovenia) and promote awareness of the intercultural realicy
(Cok, 2008a, Maléi¢ & Zudi¢ Antonié, 2007).

THE CONCEPT OF METAPHOR AND ITS USE IN EDUCATION

Theorizing about metaphor dares back more than two thousand years, to
Aristotle and Plato. In this golden age of metaphor, it is handled within the
framework of the rhetorical and the poetic. The effects that metaphor has on
listeners and readers in either written or spoken language were known when
Aristotle created his notion of rhetoric (Babkin, 1970, 22).

Despite the fact that metaphor has always been a major subject for philoso-
phers, poets, writers, speakers and literature critics, few systematic studies had
been done until recent times.

The first experimental studies date back to 1908 with the analyses of German
linguist Karl Bihler. In the 1950s, theories of metaphor were challenged by a
group of Gestalt psychologists. Thus, a leading study involving the relationship
between notion and language was started (Danesi, 2003, 46). “Metaphors in
education have traditionally been viewed as occasionally heuristically useful buc
essentially ornamental, and sometimes as downright pernicious” (Petrie & Osh-
lag, 1993). In 1977, Pollio et al., with their work in this domain, showed how the
metaphorical elements of oral communication are far from being an ornament
and that metaphorical thinking is an important factor in human communicative
behaviour (Danesi, 2003, 37). Also, there have been some arguments that figura-
tive language and metaphor fill the gaps in language vocabulary (Cuozzo, 2003,
15).

Having done some studies in the area of metaphot, Lakoff and Johnson (2004)
assert that metaphor is not just a figure in language but, above all, it is a form of
thinking and a cognitive tool allowing classification of the experience. According
to the authors, metaphors first take shape in thoughts, then in behaviours and
language. A conceptual process cannot be thought to be accomplished without
metaphor. Metaphor allows “knowing” as a tool for humans to understand their
environment and nature, to explain objective reality, to give meaning to their
life and experiences. Also, Reyna (1986) refers pedagogical metaphors to a type
of functional metaphor used to introduce novel concepts by relating them to

familiar conceprts.

49




50

INTERCULTURAL COMMUNICATIVE COMPETENCE ACROSS THE HIGH SCHOOL CURRICULUM: .

- Some authors, including Morgan and Smircich, have emphasized the im-

" portance of metaphors in the processes of comprehension of the world via the

formation of scientific knowledge and interpretation. As a result of the research
studies of scientists like Piaget, Cukovski, Gardner and Woijcik, it has emerged
that metaphor is an imporrant and indispensable tool in children’s acquisition of
a language and that it has an influential function in their formation of reality: It
has been emphasized that metaphor is “a language form that is applied to a diffe-
rent content in order to state a specific similarity of a concept or term”, and that
it has become an effective and potent communication tool because it allows the
telling of a complex story using an image (Yildirim & Simsek, 2003, 208).

In the 20th century, metaphor is considered an essential and very important
component of language, while science and scientific knowledge are handled in
new dimensions. Based on the views about the narure of metaphor: “metaphor
emerges in the power of the deep features of human thought and becomes a ool
tor recognizing the world” (Gak, 1988, 11).

Cognitivism has largely accepted that formation of metaphor is a basic intel-
lectual process and a method for learning, categorization, and conceptualization,
evaluating and explaining the environment. Some reasons for the cognitive ap-
proach in studying metaphor are its intellectual characrer (ontological aspect)
and potential in learning (cpistemological aspect). Authors who draw attention
to the mecaphorical nature of thinking include Vico, Nietzsche, Ricards and Blek
(Budayev, 2007).

A cognitive approach ro metaphor is used by J. Lakoff and M. Jonhnson in
Metaphors We Live By (1980). The authors developed a theorem bringing a sys-
temic approach to defining metaphor as a cognitive mechanism. They state that
metaphor is not limited to the domain of language, and that the thinking pro-
cesses of humans are metaphorical. As a phenomenon of consciousness, metaphor
is seen not only in language but also in thinking and behaviour. Such an approach
has raken metaphor out of the frame of the language system and provided its con-
sideration as a phenomenon resulting from the interaction of thought and culture
{Budayev, 2007). Petrie and Oshlag (1993) claim thar the anecdotal data of tea-
chers supports Petric’s and their view of the efficacy of metaphor in creating struc-
rural changes. They also suggest that “studens production of metaphors can resultin
important changes in the cognitive structures and affective responses of students”.

Today, research on the cognitive potential of metaphor in the artainment
of scientific knowledge has widened. The effects of cognitive metaphor in the
development of scientific thought is being studied in philosophy, biochemistry,
mathematics, education, political sciences, psychology, genetics, economics and.
many other scientific domains (Budayev, 2007).
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Budayev and Cudinov (2007) have analysed the worldwide studies done to-
day related to the use of metaphor in the field of education. Bozlk (2002) re-
searched how a group of American freshman college students used metaphors to
describe themselves as subjects of the education process. Many of these meraphor
uses have highlighted the passive roles of the students. Few metaphors reflecting
students as independent have been recorded.

Inbar (1996) collected thousands of metaphors used by teachers and students
to describe education and prepared a comprehensive study. He analysed cthe me-
taphors that teachers and students used to express their opinions about education
and concluded that many educational inconsistencies are based on the meta-
phorical figures that teachers and students have.

Besides studies treating education as a whole, metaphor usage as a tool in the
comprehension of concepts has been increasingly used in the classroom. If the
conjecture that metaphor is one of the basic thinking mechanisms is considered,
then the effects of metaphor in the process of education, in any subject, should be
clear. Metaphor lies at the basis of understanding a thought, even in mathematics,
which is a field considered to be far away from and irrelevant to metaphor. The
studies of Lakoff, who developed the conceprual metaphor theory, and those of
Nunez support this idea (Budayev, 2007).

It has been argued that metaphor enables one to transfer learning and un-
derstanding from what is well known to what is less well known in a vivid and
memotable way, thus enhancing learning. This claim is essentially a psychological
one, asserting a connection between vividness, or more preciscly, imageability,
and learning (e.g., Davidson, 1976; Ortony, 1975; Paivio, 1971; Reynolds &
Schwartz, 1983}. It is an extremely important result that metaphorical teaching
strategies often lead to better and more memorable learning than do explicit
strategies (Petrie & Oshlag, 1993).

As stated above, the studies made on the pragmatic aspects involve not only
the analysis of cognitive schemata but also the search of concrete solutions to
many educational problems.

With metaphor usage, students notice and think about some sides of their
own activities which they have not thought of before. Another facet of research
on metaphor in education is that the rational forms of comprehension of reality
are based on less efficient mechanical memorizing. Whereas the use of metaphor
models helps to perceive and comprehend the essence of the facts handled. Espe-

cially the importance of metaphor usage in the expression of abstract concepts is
enormous. The studies indicate that metaphor usage in expressing abstract con-
cepts has better results than the use of plain narration (Flynn et al., 1995). And
those better results are vital to younger students (Castillo, 1994).
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Mininj {1986) urges educators to utilize metaphors in language instructon.
Two experiments support this position. The results of the first experiment reveal
that students learn lexical items more efficiently if presented in metaphors. The
results of the second experiment indicate the usefulness of metaphors in develo-
ping critical thinking in students. Sunstein and Anderson taught college freshmen
to use metaphors to write about unfamiliar science topics. In representing a con-
nection between their personal experiences and a scientific model, these students

learned writing skills and acquired scientific knowledge (Petrie & Oshlag, 1993).

THE METHODOLOGY FOLLOWED IN THE TEACHER
STUDIES i
Within the PERMIT project, three groups were formed amang the teachers
from Turkey, Italy and Slovenia during the First Residential Seminar held on

11-14 February 2009 in Istanbul. Those were: the Sciences Teachers Commu- -

nity, Humanities and Social Sciences Teachers Community, and Languages and
Literature Teachers Community. In the Sciences Group, the common topic to be
processed was “Environmental Awareness™. In the implementation period it was
decided to add the socio-cultural aspect of the environment topic to the aspects
covered by its curriculum. The unit plans for the pilot studies that would be
conducted were prepared, discussed and revised with additions by teachers in the
Second Residential Seminar held in Koper, Slovenia on 9-11 April 2009. Follo-
wing this meeting, the teachers piloted the new teaching materials at their schools
and presented their findings and results during the third Residential Seminar held
in Venice, [taly, 4-6 June 2009. They then wrote articles in which they expressed
the implications of whart they had done and identified those activities which they
considered to be the ‘best’.

Intercultural education perceptions

The Turkish teachers did not have any previous experience in internatio-
nal projects. In the conventional Turkish education system, especially in pub-
lic schools, lessons are taught in a more teacher-based/centred way. From this
point of view, participation in this project and the information learned by the
Turkish teachers within the framework of this project have provided new meth-
ods of teaching and opened up new horizons for them. They received assistance
from foreign colleagues during the three international meetings and local gath-
erings and over the online internet platform. Cok (2008b), Margiotta (2008),
Minello (2008), Byram and Cebron (2006), Maléi¢ and Zudi& (2007) and Raffa-
ghelli (2009) made important contributions, especially through their publica-
tions, studies and guidance on intercultural education.
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The defined objectives

Within the PERMIT project, the common objectives defined in the Scien-
ces Group for the students were: to develop abilities of self-confidence, critical
thinking, establish empathy, self-reflection and problem-solving, to obtain inter-
cultural communication skills using those abilities and to obtain environmental
awareness.

In the unit and lesson plans they prepared, the Turkish science teachers de-
fined general objectives towards gaining intercultural competence which were
compatible with interculeural education, in addition to the objectives comparible
with the curriculum defined by the Nadonal Ministry of Education. The defined
objectives are given in Table 1, in which it can be seen that empathy, critical
thinking and environmental awareness are prominent among the objectives de-
fined by the four teachers.

Table 1: General objectives defined within the project

Teacher General objectives defined within the project

E. Avci To develop: communication, crirical thinking and
problem-solving skills, creativity, empathy, tolerance
and sensitivity towards people who are different and
the environment.

DB. Cakir To develop abilities in the areas of: familiarization
with one’s own cultural facts, self-awareness, getting
to know European culture in the process, establishing
empathy, making comparisons, noticing similarities
and differences, obtaining inferences, and critical
thinking.

E Ciller To grasp the importance of scientific thinking and

intercultural communication, to develop explanations
of cause and effect, to encourage assertiveness, to
promote scientific research, to develop environmental
awareness.

M. Dalgi¢ Awareness of one’s own and different cultures, to

develop empathy and tolerance.
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Metaphor implications/applications

The metaphor activities applied by the Turkish teachers in the pilot srage
attracted attention in the presentations concerning implications at the Third
Residential Seminar and in the articles the teachers wrote. Table 2 shows the
teachers who applied metaphor activities, the schools where those activities
were conducted, and the classes, dates and attendance. As can be seen in Table
2, two biology and two physics teachers conducted metaphor activities within
the project. The metaphor activities conducred and the effects of those ac-
tivities on the students based on the evaluations of the teachers are discussed
below.

&

Table 2: The classes in which metaphor activities were conducted

Teacher | School Lesson | Class Daze Atten-
(Istanbul) dance

E. Y. V. Keg Class 04/05/2009 |24

Ayl Foundadon, | Biology |9-G {(ages students
Kog Private 14-15)
Elementary
and High
School

D. Cakir | Sultangazi Biology | Science 05/05/2009 | 24
Cumhuriyer section, students
High School 3rd grade

E Ciller | Bahgesehir Physics | Class 9-K | 04/05/2009 | 24
Atattirk High students
School

M. Kiigiikkoy 11-A, 19/03/2009 | 24 female

Dalgic | Vocational Physics | Technical students
High School Class
for Girls

The implementation of the metaphor activities

In order ro achieve the objectives defined within the project, the teachers used
student-oriented methods, techniques and materials during the teaching process.
The unit and the topic in which the metaphor activities were applied, and the
methods of application are given in Table 3. In the metaphor activities applied in
the topics outlined in Table 3, the students did individual and group work and
produced various material.
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Table 3: The implementation of the metaphor activities

Teacher

Unit! Topic

The Topic of the Metaphor Activity

E. Avci

The Respiratory
and Circularory
Systems

The students were asked to think of
themselves as the heart of an individual living
in Rome or Istanbul and to present their
metaphor story with a poster, caricature or to
compose a song,

D. Cakir

Respiratory
Systems/
Respiratory
System in
Humans

In this activity called The Journey of Oxygen,
the students were asked o think of themselves
as an oxygen molecule and to contemplate a
journey starting in the atmosphere and going
into human cells. A worksheet including
vocabulary words was given. Students were
told that they could travel freely in the
atmosphere, go to any country and enter any
cell they wanted.

E Ciller

Heat and
temperature/
Heat exchange.

At the start of the class, the teacher informed
students that there were four glasses of

warer on his table, each wirh a different
termperature. After writing the topic of the
lesson and the four group names on the board,
he explained: “As you know, when matter with
different temperatures mixes together, heat
cxchange takes place. The cold matter takes
on heat, the hot gives out heat. In today’s
lesson you will observe heat exchange. During
the observation everyone will write down
what he/she feels after picking one of the four
groups written on the board and thinking of
himself as one of those groups.”

M. Dalgig

Electricity/
Electric Current
ane Resistance

After the resistance topic was explained,
students were asked to think of themselves

as electrons. “Let’s imagine that each one of
us is an electron. We are in a medinm, and
we need to change it. To do this, we have to
pick one of the bridges next to each other
and go across it. But here is the problem: not
all of the bridges want us to get across. So it
is possible for us to experience obstacles and
have casualties.”
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Student outputs

The work that students produced in the metaphor activities process is given
in Table 4. As can be seen in this rable, students in Avei’s class produced written
stories, posters and compositions appropriate to their abilities. The students in
Cakir's and Ciller’s classes produced essays, while the students in Dalgic’s class
gave oral presentations.

Table 4: Student outputs

Teacher Work style of Product [ Presentations
the students
E. Avci Individual, | The students did their prdjects and made their
group wotk | presentations after choosing an appropriate tool
in song in line with their abilities. Different learning
composition | styles were seen in the projects. Whife the
composing group used their musical-rhythmic
intelligence, the caricature and poster group
used their visual intelligence. Presentation
of the projects in the classroom created a
medium where every student used his/her
physical-kinaesthetic and social-interpersonal
intelligence.
D. Cakir Individual Written essays. The students who velunteered
read their essays to the class.
E Ciller Individual Written essays. The students who volunteered
read their essays to the class.
M. Dalgic | Individual, Oral presentations were used as triggers for
conversation | conversations/discussions in the class.

Evaluation of the metaphor activities

In the evaluation process, the teachers evaluated the work produced by the
students and the process in general by using both observation and rubrics. Tea-
cher evaluarions were made in regard to student behaviour and attitude, classroom
atmosphere and the general objectives defined by them within the framework of
the project in the unic plans.

Avci based her evaluation on the stories, posters and compositions produced
by the students, as well as rubrics and her observations; Cakir and Ciller based
their evaluations on the written essays, oral answers and ideas, and their own

observations; and Dalgic based his on the oral presentations and views of his .

students, their answers to questions and also his own observations.
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Table 5 shows the teachers’ opinions on the classroom atmosphere, student
behaviour and attitude before and after the application of metaphor activities
as results of their evaluations. We can summarize Table 5 as follows: in Avei’s
class, the application of metaphor activities increased student attention, self con-
fidence and excitement; in Cakir’s class, it made learning easier and the class
more fun and enjoyable, it increased student motivation and eagerness to ex-
press their thoughts and made them trust in themselves more; in Ciller’s class,
it increased self-confidence, motivation and satisfaction and helped students to
express themselves more easily and the class to be more productive; in Dalgic’s
class, it increased interest in the subject, improved understanding and increased
the productiviey of the class.

Table 5: Teacher opinions regarding the metaphor activities

Before the application of | After the application of metaphor

1eacher L . L
mempbar Actrvitzes actrvities

E. Avd A student, hesiranr ro talk in other
classes, proved his self-confidence

to his classmates by playing his

own composition on a piano,
Applying techniques that make
interdisciplinary bonds in education
attracted student artention more
than usual. The willingness of
students who had been to Rome

to share their observations and the
excitement during their presentations
motivated the other students.

D. Metaphor is one of the The process was quite fun for students.
Cakir new methods used in the The activities which made them morte
classroom. Initially, students | active in the classroom rendered the
found it to be childish,
a waste of time and an
additional burden.

lesson more enjoyable and the subject
easier for them to comprehend.
Expressing their own thoughts in
Biology where everything is absolute
and clear was rather appealing and
motivating, It was observed that they
did good wotk. They were satisfied
with the unique and fun class. Self-
confidence increased and hesitation to

talk decreased.
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Teacher | Before the application of | After the application of metaphor

metaphor activities activities

E Ciller | In classical education, the As seen in writing samples, students
Physics class is teacher- put serious efforts into the activities.
oriented. Metaphor usage in Physics class was

effective. [t caused the class to be
more successful than expected. The
technique gave self-confidence to
students and also helped them to
express themselves more easily. The
students stated after the class that
they were extremely happy with the
class and asked for this technique to
be used in other classes as well.

M. In my experience, Electric Compared to two previous classes,
Dalgic | Current and Resistance is attention increased to a maximum.
a subject disliked by most I had expected the increase in
of the students. Besides, attention but not to that degree.
attention levels wane for Understanding the subject was

many students near the end raised to 100%, just like the level
of the Physics class, which of attention. And the percentage of
lasts three hours. Therefore, right answers from students reached
the metaphor technique was | 97%. Lastly, I can comfortably say

used in the last hour to see that this class was a lot more effective
how it would affect decreasing | than the usual technique used in
efficiency and attention. previous years.

The statements of the teachers about whether the general objectives defined with-
in the project were reached at the end of the metaphor activities ate as follows. Avci
stated that a serious infrastructure was achicved for developing empathy, awareness
of common values, human rights, responsibility, the environmen, personal rights
and freedoms, heart health and diversity of lifestyles. Cakir stated that students pre-
sented critical ideas and solutions to problems of the environment; that environmen-
tal awareness improved and some selectivity in perception occurred; that prejudice
against people who are different decreased and respect increased; self-criticism, criti-
cal thinking and problem-solving abilities and cutiosity to learn improved.

Samples from student work
Among the work produced by the students during the four metaphor activi-
ties mentioned above, some of the student writings on metaphors in Ciller’s Phys-

ics class (given in Table 6) have drawn particular attention.
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Table 6: Sample student writings

Group

Student

Heat exchange Metaphor

Group 1:
Ice at

-200C

Mert Firat

“I was a cube of ice. T used ra think that everyone
was cold. One day they took me out of the
refrigerator and I started to warm up. 1 was afraid
because I was heating up every minute. Then I
melted and saw that it was not that bad... While
thinking that everyone was cold and the best state
of the matter was solid... T learned to warm up. I
saw thar this state is beautiful as well... I hope my
other cold friends experience this pleasure.”

Can Sentiitk

“I used to be so cold. I melted after establishing
relationships with strangers. My appearance
changed. My feelings for different narions
changed, woo. I felt better this way. [ got angry
with myself after asking why [ hadn’t thought this
way before. 1 felt happier with my new state. 1
saw that answers to universal problems would be
looked for when we interact with foreigners...”

Group 2:
Ice at 0oC

Biigra Filiz

“T'am a cube of ice melting and turning into
water in a bowl. | don’t wanrt to transform into
water and lose my personality. At the moment I
want somebody to take me to the freezer. T am
ice at 0°C and T am so afraid to be water at 0°C.
Let me tell some of my specialties. In fact... I'm
not so solid. I'm a bit timid and I can’t trust my
surroundings. Not a bit, I'm too timid. P'm very
curious about what people think of ice at 0°C.
So... I'm pretty curious. Even too much.

Let me tell my story. A child took me and put
me over his swelling forehead. I thought I helped
him. Yes, in my view 'm charitable. Anyway, part
of me had melted. Then he added some water
onto me and put me back into the freezer. T was
going to integrate with water. I didn’t want that.
But after spending some time with water, T liked
it. Besides it was in the mood to unite. In a while
I will get colder and be at -20°C. T don’t want
that either. Nonetheless, it isn't certain what we
are going to be in the future...”
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Group 3: | Sema Mamal | “T was unable to heat myself up. But after I
water at met my friend I started to hear up. With the
0oC energy I took from my friends, with the heat
they gave me, [ started to look like them. We got
accustomed to each other easily. Everyone shared
its energy within with each other...”

Group 4: | Oktay “Tam water at 90°C. I'm almost ready to boil.
water at Kalem People boil me every day in the kettle. They
90°C make tea. They meet their everyday needs. As the
weather gets colder, my temperature gets lower
as well. One day a human put me in a glass.
Then he lost himself talking on the phone and
forgot me. My temperature dropped to 40°C.
He blamed me and poured me into the sink, A
new life was starting. As moments passed my
temperature was dropping. Gliding through the
pipes, I reached the sea. There I met with lots of
new friends. I had both salty and fresh friends... T

| ___ ____|aminanew adventure..”

Elzlircan "L tried to bring every group to the same degree. 1
Giines provide equality in between but I spend energy for
that. Thus only one community and unity exists
instead of four different communities. In fact, each
group is the same in substance. Nonetheless, I unite
groups with different properties and eliminate their
differences. Thus, we can create only one common

group. And this makes us happy.”

When the student writings in Table 6 are analysed, it can be seen that students
appropriated the feqr concept using their own situations, and the hear exchange
Conc.ept with a processes of recognizing people different from themselves, com-
municating with them, being open to sharing. The students demonstrated their

Abilici o e
bilities -for self-identification and identifying others. It can be asserted that new
and positive thoughts and feelin

thoughts and feelings.

gs have taken the place of the previous negative
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CONCLUSION AND SUGGESTIONS

The following conclusions can be drawn after evaluating the metaphor ac-
tivities applied by the four Turkish teachers in the Sciences Group within the
PERMIT project.

With regards to the selection of method and technique, meraphor is beneficial
in the ficld of sciences for intercultural education. It could be thought that con-
cepts such as intercultural competence, intercultural communicative competence
and empathy are not easily applicable to science classes, but, in the case of these
metaphor activities, it was seen that the concept of empathy could be handled in
an effective and efficient way.

Metaphor activides could be used to increase student participation, interest
and motivation and as a means of allowing them to express and reflect on their
feelings and thoughts casily. They could also be used to improve the atmosphere
in the class, avoid monotony, increase student learning and facilitate comprehen-

sion of difficult concepts in the sciences.
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Intercultural education within the
curricula

LUCHA COK
UNIVERSITY OF PRIMORSKA, FACULTY OF HUMANITIES, SCIENCE AND RESEARCH CENTRE, KOPER,
SLOVENIA

ABSTRACT

In education of contact areas, as Slovenia and Italy are, and comparative areas
elsewhere, it is important to examine the implications of culture, not just for
foreign language teaching/learning, but also in disciplines such as the curriculum
at all levels of instruction (humanities, sciences, arts), as well as within the assess-
ment of records. The outcome of such examination speaks in favour of develop-
ment of principles of a more appropriate evaluation of outcomes, development
of new curricula and of broadening of didactics into different disciplines. If the
appropriate vision can be adopted by the teachers, curriculum developers, re-
searchers, and assessment experts, school programmes have a unique opportunity
to contribute to students’ development of their intercultural sensitivity.

The desire to improve the current situation, a systematic modification of the
educational approach within individual school subjects, the support of a sub-
stantiated empirical practice presented to teachers, a modified teaching process
and determination of the effects of altered actions, active cooperation of prac-
titioners in research, as well as communication between researchers and practi-
tioners were the innovating work within the PERMIT project. The project part-
ners Turkey, Iraly and Slovenia have chosen to use the alternative/interpretative
research paradigm. This has involved conducting, monitoring, describing and
explaining the existing educational processes within different disciplines accor-
ding to an innovative didactic model proposed by the researchers. The procedures
of educational research enriched by qualitative data analysis and interpretation
of the results thereof were complemented with communication and cooperation
between researchers and innovators/practitioners. The development of teaching
units and the aims of intercultural didactics in the courses of humanities, social
sciences, natural sciences, and languages were the results of two years’ research

work.
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LUCIIA COK: INTERCULTURAL EDUCATION WITHIN THE CURRICULA

Humanities is about knowing humankind, understanding human beings as
they are today, as well as exploring their past. Retelling the history of man by
exploring ancient ways of living, and interpreting these from a modern point of
view, and applying ancient beliefs to modern ideas — this is the way to improve
mutual understanding. Communication and exchange of information are the
key to understanding various economic, social and cultural areas, which, in turn,
form the most important platform for the development of shared strategies of
those countries which have decided ro follow a comumon route.

For common issues, common instruments are needed. The balance berween
the rights and duties of every person is crucial, thus it requires an international
fegal instrument. Economic, social and especially cultural rights are not just in-
dividual, bur are the collective rights of groups and nations, and have therefore
been codified into international law. Cultural, as well as economic and social
rights derive direcdy from international human rights law which assures their
protection. 'The most representative and authoritative document concerning
these rights in international law is the Universal Declaration of Human Rights.!
Its fundamental contribution is the legal obligation of governments to guarantee
each individual’s basic rights. This legal charter is based on the United Nations
Covenant on Economic, Social and Cultural Rights. Culwural rights include both
individual and collective rights. Tn this context, education means also increasing
awareness, tolerance and friendship among nations and racial, ethnic or religious
groups. Cultural rights are also made up of one’s ability to participarte in cultural
life, to enjoy the benefits of scientific progress, and to use one’s own language.

The European Union is facing the challenge of a rapidly changing and in-
creasingly heterogeneous society. For this reason, the capacity for effective com-
munication between people and the awareness of cultural differences are be-
coming key elements for dialogue within a civil society. In the context of the
EU policy of promoting ‘civil society dialogue’ among members and beyond,
strengthening contacts and mutual exchange of experiences in widely extended
political contexts, and muldlingualism and interculrural dialogue among states
are priorities of vital importance. The three main aims behind the develop-
ment of knowledge and understanding and promotion of multilingualism are:
to encourage language learning and promote linguistic diversity in society, to
promote a healthy multilingual economy, and o give citizens the tools for un-
derstanding multiculturalism. The international PERMIT (Promotion of the
Civil Society Dialogue Between the EU and Turkey) project is part of this stra-

tegic framework.

1 Adopted by the UN General Assembly in 1948,
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As a dimension of social policy, this endeavour should maintain and increased
social cohesion and management of relations with other societies. The economic
aspect is also involved with regards to language acquisition. Language can also be
created as human capital, enabling an individual to acquire financial means and
improve their standard of living. In such cases, the desire for the accumulation of
knowledge represents a pure linguistic motivation, the aim of which is not just
to learn a second language to improve one’s communication with neighbouts,
nor just to get to know their culture and history, or to help one get along with
others. It also means that one is learning languages and exploring cultures as an
investment in one’s knowledge. For an individual, the knowledge of languages
and understanding different cultures is basically an accumylation of inteliectual
capital (Grenier & Vaillancourt, 1983).

What we are dealing with is interculrural language communication {Cok,
2006), which, together with language competence and skills, is the best means
of communication from the point of view of anthropelogy. Yer the point at issue
is not only communicating culture at a given moment, bue also articulating its
contents and meanings, as well as the relations between the speakers manifested
through the encounter of the speakers’ cultures and languages. Language com-
munication also involves the confrontation of various realities that surround us.
‘Empathic competence’ ~ L.e. the power of identifying oneself mentally with (and
so, fully comprehending) all these realities — opens a passage to a tolerant under-
standing of the ‘Other’. During the process of growing up, when an individual
develops his/her personality, two types of socialization can be distinguished: pri-
mary (taking place within the family) and secondary (in society). Both can be
upgraded with tertiary socialization, which is much harder to achjeve — if it is
achieved at all. The process involves the development of the competence to as-
sess and compare one’s own experiences and values with those of other/foreign
people, the turn from ethnocentrism and narrow identifications to ethnorelati-
vism, common values and the acceptance of differences existing between various
groups.

On the one hand, intercultural awareness is related to the understanding of
culture as an artefact of the mind (academic culture), and on the other hand,
culture is associated with the formation of habits, relations, rules and interac-

tion in sociery (anthropological component of culture). Language learning/
teaching includes both. Syllabuses of higher education courses (university study
programmes) often include the discussion of concepts of ‘high’ culture (Skela,
1999, 68), placed in an ethnic or wider context. In philological programmes, the
academic subject is often called ‘cultural studies’ (in other languages: civilisation,
landeskunde, civiltd); whereas in compulsory education, toreign language cur-
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ricula emphasizes the ‘behavioural’ components of culture and their role in com-
munication, Le. on culturally dependent beliefs/standpoints and influences that
are received and transmitted through language. Intercultural communication and
intercultural understanding/acceptance should become the general objectives of
raising cultural awareness within the framework of teaching (first, second, fo-
reign) languages, humanities in general, the arts, and indeed all disciplines. Yet
when cultural concepts are discussed in class, the target culture should be made
neutral. A favourable or hostile attitude towards a foreign culture and the resul-
ting acceptance/denial of this culture are the consequence of the positive/negative
experience ot education which an individual encountered at school, at home or
in his/her living environment.

Traditional teaching approaches place considerable emphasis on the artefacts
of culeure (in literature, fine arts, history), whereas the modern communicative
approach to language teaching focuses on the selection of linguistic tools in va-
rious communicative situations and the manner of their use. Since intercultural
communication can be perceived as a further stage of the communicative ap-
proach, current teaching of ‘culture’ also includes chapters on ‘behaviour culture’
(cf. Tomalin & Stempelski, 1993). This new perception of culture has made both
the differences and similarities between individual cultural environments much
clearer. In order to raise our cultural awareness, we should not anly observe and
be familiar with differences between the given cultural environments, but also
search for a means of mediation that will help us to gain insight into such en-
vironments and to establish relations between them. Language communication
is the most perfect and the easiest accessible means of transmitting culture. The
knowledge of the cultural norms which are valid in other social and ethnic envi-
ronments is considered a prerequisite for compatisons which eventually enable us
to create our own system of values.

The comparison of different cultures should be carried our in a positive way
and with emotional distance. A positively oriented consideration of cultural dif-
ferences and similarities implies that the individual is no longer the centre of
attention and tries to avoid prejudices which would affect his/her judgement in
advance (Kramsch, 1996)% Intercultural language communication involves not
only the knowledge of rules of linguistic communication, but alse the awareness
of the cultural component of these rules. The ability t distance oneself can be
developed by leaming the forms, approaches, behaviours and effects of interac-
tion in various cultural environments. [t must be stressed, however, that the pro-

2 “Not just discover how things are and have been, but how they could have been or how else they
could be. Neither history nor ethnography provide this imaginarive leap that will enable learners to
imagine culrures different from their own’ (Kramsch, 1996 in Marlicchio, 2002, 92).
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: g c:é.s's:.d;)f.:.s".not involve the alteration of differences by force, or the search for gen-
s 'é.fél._ 'ér:ite;ii"énd rules that would eventually lead to universal, general behaviour.
- Oﬁ-:the'contrarjz, differences should be re-valued in a way rhat enables each indi-
“vidiial to retain his/her idiosyncrasies and those characteristics which define him/

her as a cultural and social being (Kramsch, 1996)?.

RAISING INTERCULTURAL AWARENESS IN EDUCATION

When discussing cultural experience, one should pay attention to the mul-
tiplicity of accepted values and functions that an individual or social group has
acquired through time. Yet it is the case thar individuals who wish to retain their
accepted values are far from being static when performing activities aimed at pre-
serving these values. The dynamics of their memory use is complemented by the
use of their will, with which they strive to transform the world. In the process,
they make use of mediational means of higher mental functions related to culcural
behaviour and practices (perception and active use of intercultural language com-

munication, the formation of active and empathic relations and positions between
participants in the communicative situation, the use of safeguards and incentives
during participation in communication, etc.) and develop the mediational means
as a means of communication and behaviour related to the formation of cultural
memory (Cole, 1996, 113). Culrural memory is developed through the elabora-
tion of more complex ‘tools of remembering’ which help create a new, deeper
culrural experience, which serves as the basis for the further development of rela-
tions between individuals and groups. One of the mediational means of mental
functions is language, which is linked to culture in several Ways:
* language is a manifestation of culture at a given moment and an expression of
the manner through which an individual exhibits hisfher cultural awareness;
¢ certain cultural content is materialized through the use of language tools and
verbalization;
* language forms abstract systems of values and identities, the implicit elements
of which are cultural values and culrural identity.

In education, it is important to examine the implications of an emphasis on
culture, not just in foreign language teaching/learning, but also in disciplines
comprising the curriculum of any level of instruction (humanities, sciences, arts)
and within the assessment of records. The outcome of such examinartion speaks
in favour of a development of principles in a more appropriate evaluation of out-

3 "We are irreducibly unique and different and thar I could have been you, you could have been me,.
given different circumstances — in other words, that stranger.... is in us’ (IKramsch, 1996 in Morlic-
chio, 2002, 92).
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comes, a development of new curricula and broadening of didactics in different
disciplines. If the appropriate vision can be developed among teachers, curricu-
lum developers, researchers, and assessment specialists, school programmes h:iw‘e
a unique opportunity w contribute to the development of intercultural sensiti-
vity in students. The lack of stated goals and outcomes, the absence of curricular
innovarion, a lack of sufficient assessment tools and unfocused learning strategies
are some of the major reasons why a ‘culture learning’ approach has not been suc-
cessfully included in learning/teaching. In order to overcome these deficiencies,
culture learning must be placed in a context where appropriate planning can take
place.

There are a few fundamental framewotks for culture-centred learning: Fgan
(1979) for general education development, Bennett (1993) for the development
of intercultural sensitivity, and Byram and Morgan (1994) and Kramsch (1993)
for the inclusion of culture in the language classroom. The first two are based on
the precepts of continuity, progression, and expansion of competence; they are
dynamic and interact with the maturation levels of learners,

Bennett’s work (1993), especially, provides us with a conceprualization of cul-
tural sensitivity. His model helps us better understand how to integrate culture
in the language classroom and provides appropriate guidance for our decisions.
The development of sensitivity is outlined in a set of six stages which lead the
learner from the ‘ethnocentric’ to the ‘ethnorelative’ perspective. The six stages
are classified under two levels. Thus, on the ethnocentric level: denial, defence,
and the minimization of differences; and on the ethnocentric level: acceprance,
adaptation, and integration.

The definition of intercultural awareness, which can be considered as a men-
tal representation, covers emotional, cognitive and dynamic areas. Within the
research work of the University of Primorska (LABICUM, 2005-07) the added
self assessment schedule has been piloted (Cok, 2006). It covers the cognitive
area (referring to an individual’s thoughts, concepts, judgement and assessment

activities)’, the emotional area (dealing with emotions and values that the indi-
vidual assigns to his/her nation and national attributes)’, and the dlymzmzc area
(representing his/her aspirations to actively participate in the dynamics of occur-
rences related to nationality)®. .

Researchers from the University Ca’ Foscari Venice, Ttaly, who participated in
the PERMIT project, elaborated a slightly different methodology (see Table 1).

. , . . o
4 Bennetts model includes denial and defence of differences; Byram's methodology: Savoir savasr
Bennett’s model: minimization and acceptance of differences; Byram’s methodology: Savair fa;re. .
i ion j i ¢ : Y : 0ir
6 Bennett’s model: adaptation and integration into intercultural context; Byram’s methodology: Sav

érre.

W
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Tabfe 1: PERMIT elaborated models in paraliel

Bennett Cof — Byram | UP - LABICUM UNT %nice

Emotional: attitude, | Socio-emortional
disposition to cultural

Ethnocentric stages: | Savoirs
Denial of differences

diversity
Defence
Minimization of Savoir faite | Cognitive: discovery | Cognitive
differences of diversity and

modulation of inpuis

Ethnorelative stages:

Acceptance of
differences
Adaptation to Savoir étre Dynamic: transfer of | metacognitive
Differences intercultural
awareness to life
Integration

As the researchers in Venice have done, one could consider three dimensions
(socio-emotional, cognitive, and metacognitive), which in time can be trans-
formed to dynamic, cognitive and emotional {Cok, 2006).

Student response to other languages and cultures could be related to reflection
about language/culture, but also to the implementation of new reaching metho-
dologies and reflecting on the subject taught.

The method for raising student self-awareness in the processes of learning
languages and specific subject discourse and through them, acquiring cultural
awareness.

INTERCULTURAL EDUCATION AND CURRICULA
DEVELOPMENT

There are many procedures which allow researchers to learn about the world
first-hand, to take part in it, either observing or changing it. The educational
environment has a specific structure. Organization and implementacion of edu-
cational material do not always permit one a free choice of the rescarch type and
methods. Some dimensions of education cannot be measured and determined.
The data which teachers, headmasters and others involved in education arrive at
present a picture of school life, which cannot always be associated with a particu-
far educational or sociological theory.

LUCIIA COK: INTERCULTURAL EDUCATION WITHIN THE CURRICULA

The traditional empirical-analytical research calls for the objectivity of the
researcher towards the research topic. This objectivity is most easily ensured by
a researcher who does not take part in the process of framing the research con-
tent. A scientific approach requires generalizations and laws independent of time,
place and circumstances. Hypotheses are generated in advance and confirmed
or rejected through research procedures. Hitchcock and Hughes (1989) call chis
the positivist model of rescarching the social world (causal or positivist research
paradigm). These authors find, as do Fraenkel and Wallen (1990), that the study
of relations, activites, situations or materials from the perspective of participants
is often indispensable in researching the educational social environment. This
research model — based on understanding the diversity and comprehensiveness of
reality, and on accentuating understanding of the importance of the social world
from the perspective of its creators — they call the alternative or interpretative re-
search paradigm. The positivist model of research is associated to a greater extent
with the quantitative methodology, whereas the alternative one is related more to
the qualitative rescarch methodology. Put another way, the former can be classi-
fied into quantitative and the latter into qualitative research.

Guba and Lincoln (1988} talk about the conventional and alternative para-
digms. They also refer to the former paradigm as ‘positivist’ and ‘scientific’ and to
the latcer as ‘nataralistic’. They also present the basic differences between them:

The conventional paradigm is based on the premise that reality is objective,
homogeneous and divisible. Its parts can be examined separately from the whole.
According to the alternative paradigm, reality is subjective, diverse and must be
investigated as a whole.

o The conventional paradigm involves an independent relationship between the
researcher and the research subject. According to the alternative paradigm,
however, there are at least three levels of this mutual relationship: reaction of
the research subject (respondenty), disturbance (intervention) and interaction.

» Within the conventional paradigm, the theories are chosen and the hypotheses are
set in advance. Their examination follows the deductive path. Within the alterna-
tive paradigm, the influence of time and context is decisive. Therefore researchers
can expect a series of working hypotheses; data analysis starts and is already taking
place during its collection and the path to theories and hypotheses is inductive.

» According to the conventional paradigm, phenomena contain relationships
of cause and effect. According to the alternative paradigm, there is a constant
mutual action and influence between all elements of the research context.

* According to the conventional paradigm, research is neutral, independent of
values. In contrast, according to the alternative paradigm, research cannot by-

pass the values and their effect on research results.
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In the case of the international PERMIT project, project partners chose to
use the alternativelinterpretative research paradigm. This involves conducting,
monitoring, describing and explaining the existing educational processes within
different disciplines according to an innovative didactic model proposed by the
researchers. When innovation translates into traditional experimental work and
the procedures of moniroring the effects are measured, researchers supplemenc it
by applying quantitative procedures of data collection and analysis. Creative pat-
ticipation of teachers/practitioners in research work, their part in balancing and
changing the case study, introduction of changes based on findings uncovered by
teachers/practitioners through empirical practice, their motivation to continue
the research and to implement innovations into the teaching practice — all these
confirm the orientation of the case study towards the innovation process which
directly incorporates empirical research, The procedures of educational research
enriched by qualitative data analysis and interpretation of the results thereof are
then complemented by communication and cooperation berween researchers and
innovators/practitioners. In this way individual case studies (of Slovenian, Italian
and Turkish educational pracrices) are brought closer to action research.

Similar to action research, the starting point of our research is the dissatisfac-
tion of teachers and experts with the education model. The desire to improve the
situation, a systematic modification of the educational approach within indivi-
dual school subjects, the support of a substantiated empirical practice presented ro
teachers, a modified teaching process and determination of the effects of altered
actions, active cooperation of practitioners in research, as well as communication
between researchers and practitioners — are all characteristics of our innovating
work within the PERMIT project. The initiative for changes emerged from ex-
perts (hence, “from the outside’): it implemented changes into the teaching pro-
cess and helped practitioners understand the causes and effects of their actions.
Consequently, practitioners developed innovations, yet nevertheless expected
guidance and coordination. Their proposals often helped improve the research
method. Such ‘enlightened’ action must, however, be solid enough to help re-
searchers and teachers/practitioners to arouse the will among their fellow tea-
chers, headmasters and decision-makers within ¢the education system to syste-
matically modify the process of teaching and intercultural educarion.

What was the PERMIT project dealing with in the ‘action research’ of case
studies? The pattern of teachers and students in Turkey, Traly and Slovenia have
followed the research path in several activities: in-service development, definition
and exploring of intercultural communication content, taking part in pilot and
action research, preparing specific teaching activities, being active at seminars and
on online forums in adjusting project activities.

LUCLIA COK: INTERCULTURAL EDUCATION WITHIN THE CURRICULA

In the meantime, researchers and teachers aimed at the following overall and

specific goals:

1. Overall objectives:

» strengthen civil society dialogue through improved quality in education;

» strengthen contacts and mutual exchange of expericnces berween partner
universities on culrural vatues influencing reaching in partner countries;

» develop knowledge and understanding for secondary school teachers about
the EU and Turkish identity, mutual history, and culture and interactions
berween the two civilizations;

* promote knowledge of EU policies and institutions and of environmental, so-
cial, gender and human rights issues in secondary school teachers and pupils;

* develop and promote teaching strategies favouring the valorisation of dif-
ferent mindsets, critical thinking, and studenr participation in class activi-
ties, debate, ethical behaviour and personal responsibility thus favouring che

growth of civil society at the grassroots level.

2. Specific objectives are to establish long-term cooperation among partner uni-

versities by:

* involving them in ‘inventing innovative education material and piloting it
in classes, »

* promoting reflection on teaching strategies and approaches and their conse-
quences on student development as active citizens,

» creating an online community reciprocal exchange and support for teachers,

* providing online services and opportunities of exchange to the secondary

school pupils involved in pilot projects for teachers.

The theoretical input was given at seminars and workshops, organized by

~ project researchers. The questions to be answered were: What is interculrnural?

Do the teachers know enough about interculeuralism? Can they incorporate their
intercultural awareness into their teaching practices {ethnocentric or ethnorela-
tive behaviours)?
Within the frame of the empirical work, the teachers were dealing with the
problem of how to integrate intercultural content as:
* a goal (activity, approach and evaluation criteria of results that lead to new
knowledge, making a more fulfilling and empathetic teaching process),
s atheme (cross-disciplinary, to be used at the international level in an enlarged
cultural environment, but comprehensive of their own cultural context: coun-

try, community, school and class), and
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¢ a tool {schedules and marterials to be provided to the students, planned within
the syllabus as innovative, attractive content) within the student learhing proc-
ess.

The development of teaching units and the aims of intercultural didactics
in the humanities, social sciences, natural sciences, and languages have followed
the main and specific goals. Permanent support to teachers was given by resear-
chers in the interactive approach through live and virrual communication tools
(a forum on the web, e-mail, Skype). Both prior to and during the application of
the interculeural units, the group of researchers and the members of the Scientific
Commirtee were exploring and adjusting the research path,,

Assessing the level achieved in project activities, and especially the informa-
tion on how the teachers planned, prepared and implemented the intercultural
units was possible by analysing teacher data and student questionnaires. The self
assessment tool — the inrercultural teacher portfolio — made it possible to deter-
mine whether the practice in piloting units was truly innovative and whether the
intercultural awareness of teachers had been raised and how the interactivities of
the project succeeded.

Teachers’self assessment tool - the intercultural teaching portfolio

The PERMIT researchers arranged for teachers involved in the project, and
for candidares in the wider implementation following the project, to work on
an intercultural teacher portfolio. Keeping a portfolio was placed into the frame
of reference of the field being developed by the project. In the process of raising
intercultural awareness in students, conceptualizations of individuals, viewpoints
and convictions are formed regarding social reality and the consensus on what is
most valuable to them within society, how the field of intercultural education is
understood, what the role of the teachers in this process is, and what it is that they
will strive to achieve after completing their training.

In working with the portfolio, the teachers also evaluated student compe-
tence, viewpoints and values and drew up a plan on how to continue the work
on the project: they defined the fields in which they wished to deepen student
knowledge, the areas where they wish to improve and enhance in their classes,
and their strong points which could be used to support their future work in the
wider implementation phase. This frame of reference provided the teachers with
an instrument for self-assessment and self-analysis. The portfolio has been used
to gather evidence on investments made into their own professional development
and also into the quality of their classes. They conducted interviews with seudents
on their progress based on self-assessment of their own accomplishments and
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comparing their own accomplishments with the set objectives and quality crire-

tia, thus defining the gaps in the project procedure.

The portfolio has also been used to collect reflections on teacher expecta-
tions, feelings, satisfaction with the results and the level of success in accompli-
shing project goals, and on whether or not the set goals were attainable. Through
different tasks, questionnaires and the process of recording the project develop-
ments, teachers have examined the quality of decisions made and the success of
the cooperation with students, analysing the process of arriving at the end of
the project. Since the process of raising cultural awareness was of essential im-
portance, not only for the project but also for the development of intercultural
awareness within the educarional environment, the exchange of experiences and
selection of the most successtul approaches were most valuable. The majority of
teachers learned through the positive examples set by others and through their
own successes and failures.

Although the portfolio was intended primarily for individuals to record their
own development, the dialogue with a critical partner allows the portfolio po-
tential to be reached. In such opportunities, partners in dialogue present to each
other their own development efforts and, using the portfolio, discuss each other’s
efforts, mistakes, accomplishments and progress.

In order to successfully use the portfolio, we should focus on what is most im-
portant there and take the time to ask ourselves appropriate questions to deepen
our insight into our own work. It is not enough to say, ‘T succeeded in this’; for
this calls for immediate substantiation and proof. The key question the portfolio
compels us to ask is, How can you tell you succeeded?” It is through this question
that we also seek answers to the other questions that are crucial in an individual’s
development:

* What do [ wish to accomplish? What are my expectations?

s What is my plan?

* How will I know whether or not I have reached the set goals? How will I know
my lessons were well prepared and have fulfilled my expectations and the par-
ticipants’ expectations?

¢ What have I learned from this process? What have we realized?

¢ How will this affect my further professional development and work?

Portfolio self-assessment criteria for teaching records were discussed:

» from the point of view of intercultural issues and discipline {descriptors);

= from the point of view of teaching practices and methods (our own pedagogi-
cal background, professional networking, project networking};

* from the point of view of assessment of the diverse learning styles of students.
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The final picture obtained through the use of the portfolio is a rich and fle-
xible representation of the ‘travelled path’, so that the result also reflecrs che
experience of teaching/learning for all project participants: students, teachers,
researchers and project evaluators.

Through the insight into the work of project groups (students, teachers, and
researchers) gained by the evaluation tools (questionnaires for students and tea-
chers, evaluation schedule of teaching units), after having shared experiences,
the evaluation of the project goals can be completed. The project findings and
materials, presented within the PERMIT final report will be implemented, but
the project innovation will continue to serve as a basis for a critical friendship and
exchange of experiences in the future.

K3
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Literary education in intercultural
perspective

NIVES ZUDIC ANTONIC

UNIVERSITY OF PRIMORSKA, FACULTY OF HUMANITIES, KOPER, SLOVENIA

ABSTRACT

Literature seen from the intercultural viewpoint allows us to approach cultures
other than our own in a different manner: a novel creates a ‘large’ listening space
and time chat is particularly privileged and which is often absent when meeting
these cultures in our towns (bilingual inscriptions, a building in Gothic Vene-
tian style, the presence of schools with Italian as the language of instruction). A
novel carries us across unknown cultural grounds which only in licerarure can be
explored fearlessly; it promotes the awareness that each individual, culture and
nation has the right to their own stories and that there is an infinite variety of
stories, none of which is either superior or inferior. A novel promotes identifica-
tion {with characters, events) and changes in viewpoing, and it may generate new
stories that the reader may tell to himself and to other people.

KEY WORDS: literary didactics, literature and inter-culture, literary texts and lta-
lian languagc




INTERCULTURAL COMMUNICATIVE COMPETENCE ACROSS THE HIGH SCHOCL CURRICULUM: .

TEACHING STRATEGIES:
TOWARDS INTERCULTURAL DIDACTICS ¢

Intercultural competence refers to the ability to enter properly into a relation
with a variety of cultural contexts. It demands a knowledge that is sensible to
culture, as well as a motivated mentality and a set of abilities. The fiest step in the
development of intercultural competence is to help our students discover the nu-
merous ways to observe the world around us. In this way they will gain the ability
to live fully in a community that is becoming more global every day.

Interculeural education aims at the development of competence in a certain
culture; that is, at the acquisition of familiarity with the world view and beha-
vioural models ¢ypical of that specific culture. As such, intercultural competence
develops along with learning the language of that culture. Bésicaﬂy, the two lear-
ning areas share the idea of competence as learning objective. In language learning,
the mere knowledge of grammar and vocabulary does not equal competence,
and likewise the knowledge of objective aspects of a culture does not suffice for
the development of intercultural competence. The development of a competence
implies knowledge acquisition which produces appropriate behaviour naturally
and spontaneously.

Culturally general studies of intercultural development do not focus on a par-
ticular culture, but rather they depend on universal categories which allow for com-
parative work. Culturally general studies discuss the level of cognitive contents
required for cultural analysis; how to overcome ethnocentricity; the development
of the appreciation and respect for our own culture as well as for cultural diversity;
how to understand and acquire ability in the process of cultural adaptation, and
to manage identity questions that arise from intercultural contact and mobility.
For example, these questions are common to all aspects discussed in culture learn-
ing within literary language education. Kramsch (1993) emphasizes the meaning
of culture as a context in which “cultural awareness must be seen as a means of
improving linguistic competence and as a result of a reflection on linguistic com-
petence”. Crawford-Lange and Lange (1984) assert that “a study of culture as a set
of facts is a study of its features, while a study of culture as a process is a study of its
essence”. Many Lafayette findings refer ro culturally general aspects. He suggests
that students should be able “to appreciate various peoples and various societies; to
evaluate the validity of statements on culture; to develop the abilities essential to
the identification and organization of information on culrure” (Lafayette, 1997).

Thus the key strategy in language/culture instruction is a gradual develop-
ment of an intercultural competence combined with specific teaching/lcarning
objectives. These are the development of the appreciation of all cultures and the
production of behaviours which are appropriate in a specific culture as well as in
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a variety of different cultures (Zorman & Zudi¢ Antoni¢, 2006). Important fac-
tors that are to be taken into account throughout the entire process of developing
intercultural competence in language instruction is the level of sensitivity to in-
tercultural questions on the part of the students, as well as the teacher’s readiness
and enthusiasm to tackle them. We are confident that teachers who have received
proper training’ arc open to differences in class and are able to develop a group
dynamic that leads students to the observation of differences without the negative
responses referred to by Bennertt (1999} as ethnocentric. The development of in-
tercultural competence is a natural task in language instruction, and it is probably
one of the most important contributions to a more peaceful and liveable future.

A DIFFERENT WORLD VIEW AND PERCEPTION

The majority of language teachers and experts on intercultural issues have
personal experience of how the language used promotes certain world percep-
tions and how it inhibits others (Bennett, 1999). During total immersion in
another language or culture, we enter into conflict with our own world view. If
we are unready to accept a different reality or differences in general we tend to
consider these as improper. Such a world view is actually fairly limited. As Paige
(1993) explains, an unprepared person tends to defend his/her world view and to
remain closed inside his/her reality because of the “emotional reactdion involving
disorientation that occurs when a person is immersed in a culture s/he is unfa-
miliar with.” Fortunately, evidence from intercultural studies shows this kind of
attitude is merely a (brief) initial stage in intercultural development that can be
overcome following adequate and targeted strategies. There are different models
that describe various stages of intercultural development, however, they all show
more or less the same progress: initial negative reaction, acceptance and integra-
tion. Milton Bennett’s theoretical notions elaborated in the “development model
of intercultural sensitivity” (DMIS)® have been verified empirically as well. This

7 A study on language learning in intercultural contexts, carried out by our university in the school
year 2005/2006, which inchuded all language teachers and students attending elementary school
on the Slovene Littoral, showed that teachers need further training in literature in arcas of contact/
border and interculrural education. Teacher training programmes in the past lacked contents related
ta the development of intercultural themes. Furthermote, younger generations of teachers have poor
knowledge of the cultural life of the Italian community in Istria, a sabject which had been discussed
in depth up until the early 1990s, Aficr the declaration of independence from the former Yugeslavia,
however, such ropics were abandoned in Slevenia. As a result, in roday’s (language) instruction, the
presence of the Iralian community in cur area is hardly ever mentioned ar all. Our local authors are
rarely, if ever, mentioned (Zudié Anroni¢, 2007).

8  The ‘development model of intercultural sensitivity is based on two types of research. On the one hand,
a systematic observation of actual behaviours — how people behave when facing cultural diversity; on the
other, empitic verification of a coherent theoretical model designed for accounting for these behaviours.
From the observations made, it becomes clear thar students progress through six clearly identifiable stages
that are explainable by constructivism principles. The constructivism theory that links cognitive psy-
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model uses observable behaviour (verbal statements) as indicators of a condition
beneath (world view) which in turn determines the manner in which people ex-
perience different cultures. The more sophisticated their world views on cultural
diversity, the more these persons become sensible and competent in intercultural
matters. By acquiring a more sophisticated experience in cultural diversity people
develop an ‘open’ world view that applies to each phenomenon inside the cufture
category; in other words, abilities acquired at each stage may be generalized to
any type of culeural diversity. Furthermore, it seems that world views are relatively
stable; people maintain the same general orientation rowards cultural diversity,
independent of the specific culture they compare. In an ethnically mixed area
such as ours, Bennett's model can certainly be used to ovgrcomne negative acti-
tudes towards one culture or the other. It guides students gradually (year by year,
starting with compulsory education) to an open world view that is transferable
to their own reality as well, even if this means accepting the cultural diversity of

others as well as learning to appreciate cultural diversity in order to outgrow the
limitations in their world view.?

THE DEVELOPMENT MODEL OF INTERCULTURAL SENSITIVITY
{M. J. BENNETT'S PERSPECTIVE)

Bennetr's perspective is a conceptual claboration of the development of in-
tercultural sensitivity. Incercultural sensitivity development is identifiable by six
stages leading from the ethnocentric perspective to the ethnorelative one. The six
stages are divided in two groups, as follows:

Ethnocentric stages

[. negation

2. defence

3. minimization
Ethnorelative stages

4. acceprance

5. adaptation

6. integration

chology and post-positivism philosephy claims that our experience of reality occurs essentially through
construcss, namely complex categories, whose torality constitutes our world {(Watdawick, 1984). In other
words, our notions of what is real are produced by categories used to describe it, and these categories are
the means of our experfencing, The constructivism thus facilicates comprehension of the waysti.n which

. persons clevcl.op their abilities w0 a.na.lyse,- percetve, and consequently live, cultural diversity:

9 Vai.'mus studies have been carried out in Slovenia in the past few years studying people’s behaviour
facing culrural diversity. Tn particular, the University of Primorska exrensively investigated culrural
and linguistic diversity in the two bilingual arezs in Slovenia (Cebron, Cok, Mikoli¢, Zudié Antonic)
In the design of our proposal we made mostly use of data that had emerged from these investigations;
because they deal with our own socio-linguistic reality in particular.
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In the following paragraphs Bennett’s model stages are briefly outlined.

Negation of diversity refers to one’s inability to recognize cultural diversity be-
cause his cognitive repertory lacks the categories this diversiry refers to. Con-
sequently, diversity is rejected. Bennett et al. stress the importance of support
here, confidence, a friendly spirit and class cooperation when students begin de-
veloping their ability to recognize diversity, and to acquire cultural information
and explore various aspects of beliefs as well as of culturally diverse behaviours.
Classroom topics should include elements of objective or formal culture (art,
music, literature, theatre and dance), heroes, national holidays, selected beliefs
and behaviours. Cultural contrast is to be avoided at this stage.

Defence against diversity begins when a person notices diversity and generally
judges it (negatively} through evident stereorypes. A typical example from our
territory might be the usc of the pejorative term stiavo™ used by ltalians when
referring to Slovenes, or the Slovene use of makaronarji or lahi or even fascists to
refer to Tralians. At this stage of intercultural sensitivity development, instruction
should primarily aim at the development of attitudes based on patience and tole-
rance. Diversity is dealt with by drawing student attention to cultural similarities
and by a presentation of a particular group or culture diversity. Conflict media-
tion is present, team spirit is built through activities that promore cooperation
and needs and objectives shared by the group are discussed. Some cultural con-
trast may be uscful at this stage. '

At the difference minimization stage, a person is able to perceive superficial
cultural diversity but he minimizes it. Intercultural abilities to cultivate in this
stage include listening, general knowledge about culture, knowledge abour one’s
own culture, an accurate perception of others and the preservation of a non-
judgmental artitude. These abilities reinforce (through the contact with cultural
informants, through opportunities to observe diversity, through emphasis of one’s
own cultural awareness and finally through curiosity) expansion in the direction
from one’s own view towards the views of others. Excessive use of cultural con-
trast is to be avoided.

The acceprance stage is the first of ethnorelative stages, people appreciate cul-
tural difference and realize that other cultures offer alternative solutions to the
problems of human existence. At this stage people become able to comprehend
and elaborate phenomena occurring in their living conrexts. Furthermore, stu-

10 Seizve is a term used by Italians living in neighbouring areas to define Slovenes as a barbaric, cul-
turally less developed people (although etymologically it is simply the Venetian dialect for “Slavic’).
On the other hand, Slovenes refer pejoratively to Tralians as makaronarji or labi, as well as {less
frequendy) the term fascist. (Examples of pejorative terms for other peaples of ex-Yugostavia are also
frequently used in our territory, though beyond the scope of this paper.)
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dents refine their own categories of cultural contrasts by cultural diversity orien-
ted learning. They tackle cultural relativism questions and are able to distinguish
these from questions of ethic or moral reladvism. Abilities used by students in
this stage, besides specific cultural knowledge, are the knowledge and sensitivity
to cultural context, respect for other people’s values and beliefs as well as tolerance
of ambiguiry.

At the adaptation to variety stage, individuals have developed the capacity to
Jook at the world through the eyes of ‘the Other’ and acquire communicative
abilities to communicate with them. In the adaptation stage a person learns to
cake upon himself eventual risks, to solve problems, to be flexible, to adapt so-
cially and ro follow different communicative models. Learnipg strategies required
to acquire these behaviours include the use of observers, case studies and rescarch
strategy acquisition. Topics to discuss are humour, cultural deviance and more
Sophisdcatf:d examples of diversity.

At the final stage, of diversity integration, individuals find themselves inside a
process of developing an adaptable idenrity that is not based on a single culture.
It allows them to evaluate situations on the basis of various perspectives as well as
to communicate constructively with the Other. This stage is difficult to achieve
in class. At this stage, learners conduct intensive introspective activity by asking
themselves: Am [ able to interact culturally with others? Do I know how to be-
have culeurally? Am I able to act flexibly? Am I able to adapt to specific roles in a
diverse culture although remaining true to my cultural values?” The content used
to stimulate these questions is a theoretical perspective on ethical and cultural
behaviours which occur when students shift from one culture to another (Ben-
nett, 19993

An essential quality distinguishing this model from the others lies in highligh-
ting the importance of the constant challenge of balancing and offering support
when students grapple with contents and processes related to cultural learning,.
The content involves what is to be learned (cultural models such as friendship,
respect; heroes, holidays, etc.). Processes arc what is done with contents in class
(stimulate curiosity, identify abilities to manage diversity, promote cooperative
activitys enable students to work autonomously by using research strategies). A
fess challenging process involves memorization of facts and information that stu-
dents easily access. A more challenging process is based on the use of research
cechniques ahead of the student’s (complete) awareness. However, a less chal-
Jenging process involves content that students are already familiar with. They are
anfamniliar with highly challenging information. A key to achieving efficacy is an
adequate combination of support and challenge. If both content and process are
Jess challenging scudents ‘relax’, as Bennert puts it. When presented with a highly
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challenging level of both content and process students ‘turn away’ frightened by
the difficulty of the task. Only a combination of a more challenging content and
a less challenging process or vice versa leads to the development of students’ abili-
ties and knowledge.

The value of Bennett’s model in education lies in the specification and the
description of intercultural sensitivity development which helps teachers observe
what happens in the classroom, plan class work and evaluate students in terms of
reference to individual stages of the intercultural sensitivity development process.

DEVELOPING INTERCULTURAL SENSITIVITY IN LANGUAGE
INSTRUCTION

The development model of intercultural sensitivity is highly useful to lan-
guage teachers because of its division into stages as well as the general applicabi-
lity of its principles to language and culture learning. The model suggests that the
essence of cultural learning resides not in acquiring certain knowledge but rather
in the ability to alternate between different cultural perspectives. Thus, there is a
series of advantages in the application of the development model of intercultural
sensitivity. The paramount advantage is undoubtedly its value in developing an
intercultural mind in our students — a mind that is able to comprehend inside
and ousside our own culture as well as others. In this definition, cultural learning
relates to communicative competence and to theoretical concepts’about success
in language learning,

Adopting a culturally general approach to intercultural competence, the mo-
del allows for cuiture instruction even when teaching a specific culture is felt to
be inappropriate. Also, when a specific culture is rargeted, the model suggests a
larger and a more general contexr that allows for a cultural instruction that devel-
ops intercultural abilities that allow for generalizarion.

Another key feature of the model is its emphasis on the necessity of having
one’s own cultural awareness at the very beginning of the process, a notion con-
sistent with the idea of a deep interrelation between the acquisition of one’s first
and second language. This model also ascribes great importance to the way one
relates to cultural similarity and diversity, considering culeural diversity as crucial
for the development of intercultural awareness. A tension between similarity and
diversity is present in language as well; teachers decide when to disregard simila-
rity and emphasize diversity. A time schedule is fundamental; the model supplies
its users with information on material presentation which aims at progress.

Although success in language learning is not a specific goal of Bennett’s deve-
lopment model of intercultural sensitivity, the model represents a useful support
to the philosophy of language learning. As such, the proposal of Bennett et al.
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(1999) is open to expansion with results arising from our field research.! On the
basis of research data we were able to associate beginning learners with the first
stage in intercultural competence. Their progress to subsequent stages must be
gradual and well judged (although students might occasionally experience a lack
of progress) up o the highest levels of advanced communicative competence
when students have absorbed the principle of change in cultural perspectives,
on the condition they were given an adequate study programme. Based on these

content expansions, we recommend dividing up language instruction as shown

in Ta,ble 1.

Tabie 1: Intercultural sensitivity development

Linguistic | Level of interenltural

Jevel sensitivity Activizy
Beginner Stage I: Negation and. | * exploring and recognizing cultural
Defence diversity and similarity

* cooperative learning in class

Intermediate | Stage II: * yole playing games

Minimization * exploring perceptions about ones own
and Acceptance cultuve and other cultures
* field learning

v simulation and activities on
intercultural awareness (empathy)

Advanced Stage [11: Adapration | e activities on culture shock and

and Integration humour among cultures

* using autobiography, fiction and film
* experimental teaching

s cultural contrasts

° value systemns

® case studies

Table 1 shows that we chose to divide Bennett’s development model of inter-
cultural sensitivity into three stages, combining negarion and defence in Stage 1
(Beginﬂef) ; minimization and acceptance in Stage IT (Intermediate); adapration
and integration in Stage 11T (Advanced).

S

11 Data an the Slovene Littoral have emerged from a study carried out by the University of Primorska:
Lingua comie ponte per und comunicazione ¢ apprendiment interculturale: Moduli per Uinsegnaments,
(Language 5 & Bridge for Intercultural Communication and Learning: Teaching Modules) LABICUM
(2(}0&2007), UP ZRS and the British Council {project coordinator Lucija Cok).
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The model is supposed to be used in the design of a study programme that
would integrate culture in language study programmes in order to develop in-
tercultural competence alongside language efficiency. We are confident that by
evaluating student progress in both linguistic and cultural efficiency, cultural
complexity levels as well as linguistic efficiency will increase.

In designing an intercultural sensitivity development programme, it is, how-
ever, necessary to pay attention to the educational process itself, by using reaching
methods proper to tension reduction (Balboni, 1999; Cok, 2006). In general,
students consider higher-rate-risk activities as the most demanding. For exam-
ple, a number of college students in Slovenia find it difficult to tackle role pla-
ving games in front of their peers,” and the same situation has been observed in
adults in other countries as well {Balboni, 1999; Bennett, 1999; Zudi¢ Antonid,
2007).

LITERATURE AND CULTURE

Int the past, knowledge regarding culture used to enter schools almost exclu-
sively through literary instruction, which was thus considered as a culture bearer
and a strong motivational tool for language learning. Such an approach can no
longer be accepted because it is utterly inappropriate to the continuous and rapid
change in the society that in turn causes constant change in the needs of stu-
dents as well. Today it is crucially important to introduce culture instruction
in linguistic curricula, where culture is understood as a routine of everyday life.
Also, knowledge about cultures makes language instruction more interesting and
motivating.

Students who have reached a high level of knowledge are usually more aware
of the world around them. To them, literature is an excellent tool for the promo-
tion of intercultural didactics because they are able to enter worlds that are spa-
tially and temporally different and/or distant, to reflect on difference (of males or
females; of the young or the adulcs; of Slovenes, ltalians or foreigners; of someone
living in the North or South, etc.) and consequently to reconsider their respon-
sibilities. Literature instruction also enables teachers to show students how to
establish a dialogue with the text, its author, schoolmates and the teacher giving
rise to emotions which can be shared by everyone. These are the aspects of litera-
ture learning that make it more than a plain formative process, but rather a strong

motivation particularly important to intercultural discourse.

12 Usually, this phenomenon occurs because Slovene students are not accustomed to this type of acti-
vity in langnage classes (which is mostly ex-cathedra reaching). Due to large numbers of students per
class there is also little space for discussion. Certainly, these work forms are not appropriate to the
development of delicate topics that relate t cultural vision and are very intimate and personal,
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Kramsch (1993) designed a theoretical approach to the cultural analysis of
literary texts based on the critical dialogue concept, that is, on the neeld of stu-
dents to interact with a particular language and its contexr. These are defined
extensively as the following:

+ the culture of a text including its form: oral or written;
* the reactions of other students to the text; and
* culture and relations between students and the teacher during instruction.

In such a dialectics, language learning does not aim only at reading, writing
or speaking acquisition, but rather at discovering the various interrelations thar
occur between the speaker and the listener, between the writerand the reader, and
the text or cultural context at the centre of the dialectics. In this way, Kramsch
integrates language and culture.

This dialectics is based on the important concept of subjectiveness understood
as intersubjective, intertextual and intercultural. Intersubjective relations in the
classroom, including the teacher, lead to the awareness of a multiplicity of voices,
experiential diversity, ethnic, racial and gender craits, as well as the rest of iden-
tity sources involved in the discussion. As a result, numerous levels of meaning
which contribute to the discussion are created. Particularly in literacure instruc-
tion, readers’ voices do not always coincide with the voice of the text. An inter-
textual approach to literature allows readers to interact with the author’s voice.
When readers exchange meanings with text, this dialogue allows for a variety of
interpretation, perception and experience. As a consequence, the student’s world
opens up to a set of attitudes and values thar make literature and culture insepa-
rable (Kramsch, 1993).

The conception of the intercultural recognizes the subjective nature of cach
culture. An individual’s experience and perception can easily overcome stereo-
types originating in information exchange. In such a conrext, culture and Jan-
guage are taught and learned through interpersonal processes, examination of
differences and an interdisciplinary approach to language and culture analy-
sis. In literary discussion, emphasis is on the individual, on the interrelation
of literature and social sciences and on the examination of differences between
languages and cultures; Giroux (1992) refers to these as ‘crossing borders’ (a
very important factor, particularly for the comprehension of our cultural rea-
lity). This pedagogical approach is based on the meeting of conditions which
allow students to write, speak and listen in a language whose meaning becomes
manifold and ‘resists permanent rejection’ (Giroux, 1992). Traditional pedagogy
envisages the teacher as the head of a subject and distributor of knowledge.

However, by allowing students to concentrate on the perspectives, experiences
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and products of others, they will express their own perspectives willingly. They
will thus cross the border between information exchange and personal participa-
tion. Once this border is crossed, students themselves ate seen as authors of their
own learning.

The result is learning openness to variety and multiplicity of voices, as well as
the negotdation of meaning in a variety of texts and contexts in which learning
takes place (Kramsch, 1993).

In language programmes, overcoming borderlines connects language and cul-
ture inextricably. Furthermore, it represents a basis for a personal insight into
culture that cannot occur through the mere exchange of information.

The peculiarity of our reality requires the use of literary texts through which
students acquire cultural contents about their home milieu. These texts reawaken
the empathy essential to a change of view. The use of literary texts is also con-
sidered essential to intercultural didactics because it reassures students who are
initially hesirant to participate actively in a topic and agree to participate as ob-
servers. Students themselves decide when and how much to get involved in the
topic discussed.

Discussing literature from an intercultural standpoint allows us to approach
cultures different from our own: a novel creates a ‘long’ listening space and time
that is particularly privileged and is far too often absent when meeting cultures
in our towns (bilingual inscriptions, a building in Gothic Venetian style, the
presence of schools with Italian as the langnage of instruction). A novel carries us
across an unknown cultural ground that can easily be accepted to explore without
anxiety. A novel promotes the awareness that each individual, culture and nation
has the right to their own stories and that chere is an infinite variety of stories,
none of which is either superior or inferior. A novel promotes identification (with
characters, with events) and changes in points of view, it often generates new sto-
ries that the reader himself may tell to himsell and to other people.

RELATIONS BETWEEN A LITERARY TEXT AND THE PERSONAL
EXPERIENCE OF STUDENTS

Literary education should aim at developing students’ reading awareness and
stimulating them to approach literary texts with interest, curiosity and a desire
to broaden their cultural experience. The achievernent of these aims is crucial to
the achievement of intercultural education objectives. In order to succeed, lite-
rary didactics ought to privilege student-text interaction by promoting a series of
operations that open a direct dialogue between students and a literary text ac va-
rious levels of complexity: from a basic global comprehension to a more detailed

textual analysis, interpretation and transposition.
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The meaning of texts will emerge from a co-constructive work as a result
of everyone’s active participation in discussions of such an ‘interpretative com-
munity’. The teacher’s task is ro stimulate the adequate didactic approach, to
promote discussion among students and to encourage text interpretation. On the
one hand, students must realize that a free interpretation is not always approp-
riate because the culrural horizons of a piece of literature must be respected. On
the other hand, reachers must not suggest a tigid conventional interpretation,
since it is the literary work itself that reserves a range of unpredicrability and
divergence that represents a precious didactic tesource. This is why we consider
essential the quality of perceptive teachers able to combine prearranged oudines
and improvisation, rationally strucrured work with opennesg to classroom cues
even when these are unpredictable (Armellini, 1987).

When appropriate and feasible, students ought to be prepared to read literary
texts through questions or activities that reawaken the desire o explore the text.
Here, advisable types of tasks are based on topics which emerge from the texts
and stimulate further engagement in the exploration of topic tepresentation by
the author. Particular care in planning and presentation of these activities is re-
quired when a literary text is tackled in the classroom with the idea of developing
intercultural objectives as well.

Avery importanc difference between literary and non-fiction texts lies in the rep-
resentation of material. Frequently, in a literary text the author uses a form and lan-
guage which allows readers to establish an organic relationship beeween the content
and the way it is expressed. Form and style often contribute to stress or emphasize
the message itself. The use of modern texts (poetic or narrative, song lyrics) which
are close to the young is very suitable for this type of approach. However, it does not
exclude the use of canonical (Italian) fiterary texts or the discussion on how these
create particular metaphorical or musical effects. In text analysis, a close relation
between language and experience soon becomes clear. A student without personal
experience is unaware of the reality or the situation discussed and is therefore unable
to grasp the feeling conveyed by the text. As such, a text may have a verbal impact
on a student, rather than a prompt impact on the memory of his experience.

A student’s experience may be used in class by ‘revealing’ the text topic through
activities (or questions) which relate the text to appropriate areas of his experience
and comprehension, remaining however oaly a starting point in a process rhat
aims at ‘activating’ expetience and creating the necessary connection berween
‘text content’ and ‘what this literary element means to me’. Unless we are able
to activate student experience, a great many literary texts remain inaccessible to

students and therefore hardly a basis for the development of an appropriate in-

tercultural discourse.
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Another important factor in developing a suitable intercultural didacrics
through literature is historical analysis and the actualization of texts. Mattei (1988)
states that according to receptive acsthetics ‘a written literary text remains inactive
[...] unless a reader is able to enter a literary character and thus give the texr life
and sense’. A literary work is brought to life if there is permanent comprehension
and transposition activity which considers characters and texts from different ages
as protagonists, in constant dialogue between the present and the past.

A good teacher is able to actualize 2 text by highlighting values, feelings and
emotions which constitute a continuity with the past, and at the same time by
stimulating a hermeneutic approach which distinguishes clearly the expectation
horizons of his/her students from the cultural horizons of the text. On the one
hand, this allows texts to avoid anchorage to a historically limited age, and on
the other, to prevent perspective deformation caused by an overly contemporary
interpretation. A crucial task in intercultural didactics through literary texts lies
in the students’ work on unknown texts in order to learn to ask new questions,
to surprise their own judgement in order to assume momentarily the aurhor’s
judgement and that of the era of the text, and finally to transpose it and derach
from it. As a result, students learn to relativise and comprehend ‘the Other’ and
‘the different’.

Activities which promote relativism are based on an active exploration of a
literary universe; on a direct ‘immerssion’ into texts in order to stimulate the cu-
riosity of students and favour their direct involvement in the analysis and the
interpretation of the texts and cultures discussed.

In such a didactic approach, modular planning is favourable because it fa-
cilitates the students’ efforts in grappling with the complexity of literary phe-
nomenon. Modular planning allows a gradual focusing on a particular literary-
cultural topic and it favours a pluralism of perspectives. Moreover, in language
and culture curriculum planning, the importance of a set of possibilities within a
continuum must be reaffirmed.

Various limits may occur in instruction, for example texts prescribed by a
teaching curriculum, administrative conditions, a large class size, ideological and
cultural models which affect the nature of teaching methodology, text choice
and the students themselves. At any rate, in literary didactics with intercultural
content a continuum is preferred to rigid regulations and, despite limitations,
teaching should always strive for a negotiation of literature and a practical realiza-
tion of the culture curriculum in class. In our opinion, teachers will thus continue
asking themselves what to teach, how to do it and why.

A particularly important aim in culture instruction is to offer students the
opportunity to enter many differenc types of interaction with members of other
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cultures. Supported by teachers to avoid the perpetuity of stereotypes, students
will draw informed conclusions and develop sensitivity towards the perspectives
of others, experiences and products. In intercultural perspective oriented curricu-
lum, literarure will hardly be approached by teachers who do not feel adequately
prepared in cultural contents, both in terms of theoretical knowledge and in ex-
periential acquisitions. To achieve better knowledge, teachers must become life-
long learnets themselves and at the same time they must be confident that what
is important is not having the right answers but rather knowing how to explore
various possibilities with students, how to observe cultures, analyse them and
how to suspend judgement until hypotheses may be verified.

DEVELOPING ITALIAN LITERATURE AND CULTURE
INTERCULTURAL CURRICULA

From the discussion so far, we can conclude that language instruction must be
related to culture. Such an orientation development among teachers, researchers
and teacher trainers is 2 unique possibility to contribute to the development of
intercultural sensitivity among students. The intercultural sensitivity applies to
cultures present in student environment (for example, Slovene, Ttalian and Croat
in Slovene Istria) as well as to cultures of other languages studied. It ought to be
offered in second-language instruction up to the secondary-level education as
well as in teacher training.

In order to achieve interculrural sensitivity, language and culture instcuction
must take into consideration the principles of competence continuity, progres-
sion and expansion. Advisable perspectives are dynamic and able to interact with
students at various levels of maturity. They should also supply teachers with
guidelines for the evaluation of student development and consequenty for cur-
riculum planning,

Language and intercultural sensitivity oriented learning pus students in con-
tact with a large variety of human dimensions as well as their mulriple expressive
modalities. Neither culture nor language is a static entity; the same is true of our
interactions with other people. Linguistic and cultural sensitivity allows us to go
beyond language scructures, and the use of cultural facts considered in isolation: it
allows us to learn about ourselves and to comprehend, accepr, respect and develop
empathy. Language and culture development thus implies a rise in the responsibi-
lity of students as well as teachers by relating to others and promoting a process of
awareness cxpansion which results in a greater perspicacity of different language
and culture worlds. Such ethical considerations make diversity questions central
to language and culture curricula and fundamental to the exploration, compre-

hension and interaction with multiculturalism in our homeland and abroad.
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As it has been stressed before, these principles may only be achieved through
a mutual respect between students and teachers which develops in class. Such
respect allows students and teachers to realize that they all learn in classroom by
working together though they are not equal {Balboni, 1994; Ceserani, 1999).
The responsibility for learning success is shared; students discover what to learn,
teachers investigate how others learn once they have discovered what is to be
acquired. They all learn, but in different ways. They respect each other and learn
from one another. Reciprocal respect is a prerequisite for both teachers and stu-
dents involved in language and culture learning.

In culture oriented language learning curriculum planning is related to con-
nective, practical and emancipating' perspectives. By developing these perspec-
tives in curriculum planning, students will acquire the ability to convey personal
meanings, to comprehend their relations to a larger cultural context and o ex-
press themselves and act for the purpose of improving the human condition.

Culrural learning processes are thus supported by language use, and language
is constantly used to express culture. Teachers prepare students for coping with
linguistic difficulties before these occur spontaneously: students learn vocabulary,
discover communicative strategies by talking to people, interviewing them and
by documenting their scudies. The aim of language acquisition is thus well de-
fined: to discover one’s own as well as other people’s culture. Such an approach
to language and culture learning aims at discovering and developing one’s own

awareness of others.

CONCLUSION :

This paper is intended to contribute to the ongoing debate about the applica-
tion of intercultural sensitivity development in language instruction. Based on
the need for knowledge of the referendial theoretical perspectives which direct
learning, our contribution offers guidelines for classroom use.

There are a variety of reasons why people seldom know the behavioural pat-

terns typical of other cultures. These patterns cannot be dealt with only within

language education, because they are closely related to the family, the society in
general and specific historic circumstances, etc. In individuals there is often some
kind of exaggerated nationalism that makes them consider their culrure as better
than the new, the different. Such negative attitudes towards cultural diversicy are
unlikely to disappear as long as a person is nor ready to receive, to comprehend

13 In emancipating learning, culture is the central ropic. Here, language learning aims are highly indi-
vidual, and students’ range of choices is optimal. I this type of learning, students asks questions [tke
“Why is culture important?” and “How can I use language to affect cultural knowledge?” (Lange,
2003).
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and to deepen their acquaintance with diversity. By introducing intercultural
education in the early years of language instruction, we shall contribute ldrgely to
the inclusion of each individual into the society around him.

The task of teachers should thus be to guide students and support them in the
discovery of new patterns, open new horizons and bring them to new experience,
rather than merely to supply students wich well-defined models. Both teachers
and students will thus become aware of the need for a permanent development of
both linguistic and intercultural competences.
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ABSTRACT

This paper discusses various approaches to acquiring intercultural communica-
tive competence which forms the theoretical framework for activities within the
PERMIT project.

Firstly, the basic concepts and strategies proposed by the cross-cultural approach
and the intercultural approach are introduced, so as to prove their relevance for
achieving the main goals of the project.

Secondly, some tools and devices developed for the purpose of the PERMIT
project are briefly presented along with the facets of intercultural education

which they were meant to enhance. A special section is devised to commenting

on the data gathered via student questionnaires from Slovene secondary students
which were based on the above theoretical insights and, therefore, informed va-
tious activities within teacher training workshops.

Finally, the main outcomes of the project, namely, a set of cross-curricular teach-
ing materials developing intercultural awareness, are commented upon, giving an
overall assessment of the PERMIT project’s achievements.

KEY WORDS: intercuftural communicative competence, intercultural citizenship,

cross-cultural approach, intercultural approach
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INTRODUCTION

The importance of intercultural dialogue among all chose forming or aspiring
to enter the European Union underpins all the activides of the PERMIT project.
On the one hand, the aim of the project is to promote the best practices in rai-
sing intercultural awareness rhat have so far been developed in the participating
tertiary institutions and, on the other hand, the goal is to give an opportunity
to teachers and students in the three countries (Turkey, Traly and Slovenia) to es-
tablish new international ties that would prompt mutual interest into respective
cultures and facilitate gaining first hand experience, knowledge and understan-
ding of these diverse cultural environments.

A brief examination of the goals set in the project proposal yields a clear set of
core objectives which are geared towards developing intercultural communicative
competence in all participants. The main goals are:

» strengthening contacts and exchanging intercultural insights on cultural values
between partner universities, thus inﬂuencing teaching practices in partner
countries;

+ developing knowledge and understanding among secondary school teachers
about the EU and Turkish cultural identities, about mutual history and past
interactions between the two civilizations.

Furthermore, the PERMIT project proposes to “strengthen the dialogue with-
in civil society” by bringing elements of citizenship education into the classroom,
such as human rights, ethical behaviour, personal responsibility, critical thinking
and environmental issues, so as to favour the growrh of a civil society at the grass-
roots level.

In order to achieve its objectives, the goals of the project are to expand inter-
cultural and citizenship considerations to subjects who would traditionally shun
these issues, thus proposing a radical rerhinking of established teaching practices,
based on the conviction that in a closely knit multicultural society interculrural
sensitivity must permeate subjects across the curriculum.

To bring about a change of attitudes and teaching practices envisaged by the
PERMIT project, a series of national and international workshops were planned
for teachers. However, we also considered it important to assess the overall stance
towards intercultural and citizenship topics of teachers and students ptior to
launching the project, as well as to provide teachers with a simple tool for asses-
sing student progress in this area.

This paper, therefore, first examines the theory underlying the approaches
adopred in promoting intercultural awareness and sensitivity, continues by ad-
dressing a few focal points in assessing intercultural communicative competence
in scudents and comments on the salient issues that transpired from the analysis
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of the questionnaires. In conclusion, a few brief observations are made on tea-
ching materials produced by Stovene teachers within the PERMIT project which
can be considered examples of a successful implementation of the interculeural

approach and education to democratic citizenship.

CROS5-CULTURAL VERSUS INTERCULTURAL APPROACH

Interculeural awareness and competence is at the centre of many aspects of life
in a globalized world. Amidst constant technological advancement daily contacts,
real or vircual, with culturally and linguistically diverse groups have become a
normal event for pupils from an early age. It is therefore important for teachers
and promoters of intercultural communicative competence to ask these ques-
dons: How do pupils read and interpret the information and signs transmitied in
these contacts with other cultures? What do they notice and why? What assumptions
are rriggered and why? How does the multicultural envivonment influence pupils’ at-
titudes and values, their worldview in general?

Furthermore, we must consider which teaching approach can best help them to
cope with the challenges presented by multicultural environments and how to integrate
it into our teaching practices. A brief exarnination of theoretical trends dealing
with the development of intercultural sensitivity and intercultural communica-
tive competence which underpin some of the approaches used within the Permir
project will help us grapple with these aspects of education. /

In the field of research of communication between people from different cul-
tural backgrounds two quite distinct approaches have been adopted to raising
awareness and sensitivity of otherness, namely, the cross-cultural approach and
the intercultural approach. They both share common tenets and principles. In-
deed, although they even intersect in many aspects, they tackle the common field
of research from different angles. The cross-cultural approach originates from
the USA and draws mainly on anthropological research principles. In fact, in
American universities coutses on cross-cultural communication are normally of-
fered within the departments of anthropology and communication studies. The
intercultural approach, on the other hand, derives its methods from the teaching
of languages and has developed within European universities mostly within de-

partments of applied linguistics.

Cross-cultural approach

The cross-cultural approach to analysing communication in multicultural set-
tings draws on insights offered by anthropological, culturological, psychological
and communication research. Its development began in response to the needs of
diplomats and businessmen for a better understanding of foreign cultural envi-
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ronments and it therefore tries to compare cultures and identify their distinctive

features. .

An early attempt to map the distinctive Jeatures of cultures can be found in the
work of E. T. Hall (1959, 190-192), who introduced concepts such as Aigh con-
tesct and Jow context cultures (Hall, 1977, 35-52), as well as cultures functioning
within monechronic and polychronic time systems (Hall, 1966, 25-32). According
to this theory, communication in a high context culture is highly ritualised and
encodes little explicir information in a message, requiring thus a deeper under-
standing of behavioural patterns; whereas in a low context culture messages are
rather explicic and straightforward. In terms of the embeddedness of culture in a
time system, Hall suggests that people from various societieg_have different ways
of managing time requirements. The monochronic time system is characteristic of
cultures which expect people to compartmentalize and plan their activities one at
a time, while the polychromic time system describes cultures in which people tend
o engage in several activities at the same time.

Further tools for a cross-cultural analysis were provided by Hofsrede’s (1980)
five dimensions of culture, namely, power distance, uncertainty avoidance, indivi-
dualism versus collectivism, masculinity versus femininity and long versus short term
arientarion, which condition our behaviour, norms, values and beliefs, forming
the soffware of the mind of individuals from each cultural background and thus
defining a person’s expectations or responses inculcated by the cultural environ-
ment. While Hofstede’s analysis instruments are based on a large-scale investiga-
tion and his approach has had a large following in business circles, it has also been
criticised in terms of promoting an oversimplified view of behavioural patterns
and can, therefore, lead to stereotyping.

The above approach can also be criticised for neglecting the role of language
as a salient and informing element of each culture, for overlooking the centrality
of language for anthropological research, a facet of culture defined by Whorf in
the first half of the previous century with the claim that “the linguistic relativity
Pr;'mzp[e which means /.../ that users of markedly different grammars are pointed
by their grammars toward different types of observations and different evalua-
tions of externally similar acts of observation, and hence are not equivalent as
observers but must arrive at somewhart different views of the world.” (Carroll,
1956, 221).

The gap has been amply filled by Anna Wierzbicka’s impressive body of work
into cross-cultural linguistics. Within the domain of contrastive semantics her
research analyses the semantic components (conceptual primitives) of core vocabu-
lary of numerous languages and concludes that there are only about fifty universal
conceprs and just one absolute semantic universal: the meaning of the personal
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pronoun /" (Wierzbicka, 1996, 36-37). Within the field of cross-cultural prag-
matics, her analysis of speech acts across a wide range of fanguages further illus-
trates the implications of cultural and linguistic conditioning on cross-cultural
interactions (Wierzbicka, 2003).

The theory of cross-cultural communication attempts to intertwine cultural
and linguistic insights also in the approach developed by Els Oksaar (1997). Tal-
king about ecode-switching behaviour in multicultural and muldlingual environ-
ments, she analyses communicative acts in terms of culturemes, defined as commu-
nicative behaviour patterns, and bebaviouremes, which comprise verbal, paralin-
guistic, nonverbal and extraverbal elements. As a tesult, her cultureme theory not
only expands the field of research to include semiotics, but can also be viewed as
a bridge between the cross-cultural and intercultural communication approaches,
contrasting and comparing cultures in a holistic manner as well as raising aware-
ness of the processes enhancing intercultural communication.

Anorher attempt to integrate both the cross-culeural and the interculrural ap-
proach to communicating across cultural boundaries is given in M. ]. Bennert’s
{(1993) integrative approach to global and domestic diversity. Postulating radical
constructivism (Kelly, 1963) as the basis for ethnocentrism, the authors devised
a model of gradual increase of intercultural sensitivity that leads from the initial
ethnocentric stages (denial of cultural difference, defence against such difference,
minimisation of its importance) to more advanced ethnorelative siages (acceprance
of cultural difference, adaptation to such difference, 2 final cultural integration
and identification with the adopted culture).

What sets the intercultural approach apart from the cross-cultural approach
is thar the former seeks to build on the common ground, the similarities and the
integrative elements of cultures in contact while developing a deeper understan-
ding of the defining elements of an individual’s own cultural conditioning, while
the latter compares and contrasts cultures within various parameters in order to
discover and understand the differences, thus focusing on unveiling a somewhat
simplified system of behavioural features constituting the ‘otherness’ of unfami-
liar culeural environments. Promoting distinctions between cultural circles and
analytical oversimplifications can also lead to conclusions predicting the inevira-
bility of a future “clash of cultures” (Huntington, 1997).

intercultural approach

Drawing on lessons learned from the rich rradition of the language classroom,
the intercultural approach focuses on understanding one’s own culture, on a criti-
cal assessment of the limits and impositions of our own cultural conditioning
thus helping us to decentre and empathise with people from other cultural envi-
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ronments as we engage them orying to convey our meaning or understand heirs.
Just as having a good command of our mother tongue helps us acquire  foreign
language while contrasting the two linguistic systems, intercultural awareness
helps us to realise the differences and to overcome mishaps thus easing commu-

nication flow. Since both the communicative and collaborative language teaching

appro
methods to intercultural dialogue, extending intercultural communicative aware-

aches have proved successful, applied linguists have tried to extend these

ness to mean language awareness and cultural sensitivity, because “language /.../
used in the context of communication is bound up with culture in multiple and
complex ways” (Kramsch, 1988, 3).

Coming from a tradicion of strong group identification in, terms of ethnicity
or religion, originating from the political organisation in nation states (Bauman,
1999}, the need for intercultural dialogue, equal rights and mutual respect of
culturally diverse groups is stressed in the founding documents of the EU such as
its Charter of Fundamental Human Rights, which says in its preamble that “the
Union contributes to the preservation and to the development of these common
values (freedom, equality and justice) while respecting the diversity of cultures
and traditions of the peoples of Europe as well as their national identities...”.
Likewise the Treaty establishing the European Community (Article 3) states the
intent of “fully respecting /.../ cultural and linguistic diversity” of member states,
thus promoting a new model of cultural integration that requires intercultural
communicative competence (ICC) from each individual of the Community.

In order to achieve ICC and, therefore, be ready to actively participate in
such a diversified community (in terms of nationalities, culrures and languages),
Michael Byram (1997, 2008a} proposes “an integrated framework for language,
culture and citizenship education” based on “five orientations” that prepare lear-
ners for interacting, understanding and empathising with the viewpoints of people
with different values and beliefs, and different norms and expectations. Building
on respect for otherness and promoting a critical reassessment of student’s ‘own’
culeural environment, this approach emphasizes the ‘oneness” of humanity, posi-
ting cultural differences as a challenge which can successfully be integrated into
our classroom practices, in the same way as learning foreign languages.

The approach is structured so as to foster mutual knowledge of interlocutors
in rerms of their social backgrounds, history, practices, perceptions, products,
insticutions, etc., as well as the processes of interaction as part of the cognitive ori-
enation. Within the evaluative orientation attitudes of curiosity and openness are

romoted, as well as a readiness to suspend disbelief about other cultures and to
question beliefs about one’s own. The comparative ovientation furthers the skill of
interpreting documents, events, tenets, customs, values from another culture by
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developing the skills for explaining and relating these facets of culture to events,
documents, customs... from one’s own culture, thus helping us to identify areas
where misunderstandings can occur and promoting empathy as an approach w
overcome potential conflict. It is mainly in this dimension of intercultural educa-
tion that insights and devices developed within the cross-cultural approach can
fruittully be adopted. The communicative orientation leads to the development
of linguistic, sociolinguistic and discourse competences. The action orientation
advances skills of discovery and interaction, whereby chese skills can be employed
under the constraints of real-time communication and interaction. Integrating alf
these elements into our classroom practices leads to achieving the critical cultural
and political orientation, an ability to evaluate practices, perspectives and products
critically in one’s own environment as well as in other cultures and, on the basis
of explicit criteria, enhance efficient communication with persons from other
culrures in a foreign language with the purpose of engaging with and affecting in
some way an (international) community.

Intercultural communication thus concentrates on developing skills which
can enhance intercultural awareness, a tolerance of ambiguity, openness to diver-
sity by drawing on research in che field of linguistics, ethnography and political
science. It promotes intercultural dialogue as an active, engaged attitude of each
individual to discovering and dealing with diversity while also critically evalua-
ting one’s own cultural identity, thus building a common ground within which
communication can take place. It leads present and future members of the EU
to aspire to developing intercultural communicative competence as a precondi-
tion to adopting an intercultural democratic citizenship which does not postu-
late cultural otherness as something to observe, copy and adapt to in conrtacts
with foreigners as proposed by the cross-cultural approach. Instead it prepares
us for active participation in a multicultural society and a daily engagement with
a kaleidoscope of culturally and linguistically tinged behaviour parterns, beliefs,

values and world views.

[t seems that Byram (2008b, 16) also identifies a close relationship berween in-
tercultural communicative competence and the actual interiorisation of language
use when he draws a fine line between multilingualism and plurilingualiasm:

We need to be precise in our use of language and terminology. Another ex-
ample is the distinction between ‘multilingualism’ and ‘plurilingualism’, a dis-
tinction which is made in two ways. The first way is to use ‘muldlingualism’ to
refer to geographical spaces and ‘plurilingualism’ to refer to people. Slovenia is a
multilingual space in which several Janguages are present, some of them used in
schools as media of instruction, some of them taught as subjects, some of them
not recognised in schools. In this multilingual space, thete are some people who
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use more than one language and are plurilingual but there are others — probably
very few, in fact — who use only one language, and are ‘monolingual’. Fhis is a
saciolinguistic usage.

The second way to use the distinction multi/pluri is when referring to indivi-
duals. This is 2 psychological usage. The CEFR (Common European Framework)
says that some people know a number of languages which are kept separate in
their minds and experience; this is sometimes referred to as ‘co-ordinate’ capacity
in languages. Other people are considered ‘plurilingual’ — another term is ‘com-
pound’ capacity — because they do not keep their languages separate:

Plurilingualism (...) does not keep these languages and culeures in strictly
scparated mental compartments, but rather builds up a communicative com-
petence to which all knowledge and experience of language contribures and in
which languages inter-relate and interact in different situations (...} a person can
call flexibly upon different parts of this competence to achieve effective commu-
nications with a particular intetlocutor. (CEFR, 4)

Thus this second definition of integrating various languages into actual com-
munication proposes spontaneous “code switching” between languages as a high-
er level of interiorisation of cultural awareness and self-awareness. On Bennert's
(2008) scale it would probably coincide with the highest level of ethnorelativism,
namely, integration, but an integration that does not overlook or deny cultural
and linguistic distinctions and, therefore, does not lead o acculturation.

Despite marked differences between the cross-cultural and the intercultural
approach in terms of the methods used in analysing communication in multicul-
tural settings and in terms of approaches to overcoming hindrances to communi-
cation, the two approaches both contribute to a better understanding of an area
of studies that is focal in a globalised world and has been generating increased
attention so as to confirm the claim that developing intercultural communicative
competence can be defined as the tertiary socialization (Byram, 2008a, 106).

Assessment of intercultural awareness and sensitivity

Drawing on the above theoretical insights and in keeping with the specific
needs of the PERMIT project, a questionnaire® was devised that would help
us gather insight into an array of issues concerning student awareness of cross-

cultural and intercultural matters, as well as regarding the way they relate to

otherness.

14 The questionnaire for students was firse devised by Mirjana Benjak and Neva Cebron for a research
within the project Obrazovanje zu interfuslturalny kompetencij, University of Rijeka, Faculty of Axts
in Pula (funded by the Ministry of Science, Education and Sports of the Republic of Croatia, 303-
1401173-D983) and then slightly adapted for the purpose of the PERMIT project.
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In Slovenia the questionnaires were administered to 139 students artending
the second and/or third year (16 or 17 years old students) of secondary school.
Six secondary schools were selected in the coastal region {Ginnasio Gian Rinalde
Carli Capodistria - Koper, Srednja gostinska in ruristi¢na Sola Tzola, Gimnazija
Piran, Ginnasio Antonio Sema Piran - Pirano), the Notranjska region (Solski
center Postojna, Gimnazija Tlirska Bistrica) and Ljubljana (Gimnazija Bezigrad).
In order to have a more representative sample of the answers of students, both
Slovene and Italian minority schools were included, as well as a school leading to
the international baccalaureate.

While the scope of this paper does not allow for a lengthier report on the
data gathered, a short summary of the salient points, regarding perception of
intercultural issues and the grasp of core issues of our multicultural society by the
Slovene students, can help us trace the path followed in organizing the activities
of the PERMIT project.

The present article limits examination of the data gathered with the question-
naire to the following aspects:

* the frequency and type of contacts that students previously had with people
from different cultural backgrounds, as well as a brief analysis of the observa-
tions triggered by diverse behavioural, belief and value systems,

* student awareness and sensitivity to cultural diversity present in their own en-
vironment, their knowledge and understanding of various cultural groups and
of the formation of their own cultural identity,

* student attitudes towards core issues of a culturally heterogeneous society,

* the intercultural topics that had been discussed in the classrooms and the
teaching methods which students found most suitable in dealing with cultural

diversity.

Frequency and nature of intercultural contacts

With respect to frequency and type of contacts with people from other cul-
tural backgrounds students were first asked:

» whether they had had contact with people abroad, either through travelled or
via the Internet,

» what was the reason for establishing such contact,

* when travelling, how long they stayed in a foreign county,

» which countries they had visited.

The great majority (97.19%) of students stated that they had travelled abroad
mainly for tourism (79.9%) or to visit relatives (46%), but often also within stu-
dents exchange programmes (21.1%) or school excursions (58.3%). The average
trip abroad lasted between one and two weeks (50.7%). As to the places visited,
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they listed all the European countries, with the neighbouring countries featuring
prominently (Italy and Croatia were mentioned by 84.9% and 84.2% of students
respectively, Austria by 66.9% of students), but more distant places were also
mentioned (USA by 10% of students, Egypt by 4.3%, Japan, Jordan, Jamaica,
Cuba were mentioned once each).

Furthermore, we inquired about student contact with persons from other
countries via the Internet, which revealed that most of them (79,1%) kept regu-
lar contacts with foreign friends or relatives abroad over longer periods of time (6
months to 5 years).

From the above it can be concluded thar the teenagers interviewed had been
exposed to numerous and varied contaces with different cultural environments,
so that we also wanted to find our how they perceived people from other cultural
environments, namely,

» what was their experience with people of other nationalities or from other
cultural background;

» what similarities they noticed when mixing with people from other nationali-
ties or other cultural backgrounds.

While the vast majority of students replied thar their experience with people
of other nationalities or cultural background was mainly positive (completely
positive 40%, quite positive 40%, more or less positive 16%, not particularly
positive 2%, nort at all positive 196), they also stated that they often did not mix
at all with foreigners during their trips abroad (39.6%). This reluctance to en-
gage with foreigners may also explain why they observed little difference between
their own culture and the one they had come in contact with (no differences at
all 12.2%, no particular difference 10.8%, more or less no difference 33.1%,
quite some differences 17.3%, complete difference 12.2%). On the other hand,
their responses could also suggest that they have so far only achieved a limited
intercultural sensitivity and, therefore, have not stepped over the threshold of the
ethnocentric stage (Bennett, 2004, 153).

Students’ ranking of similarities among cultures seems to confirm the above
conclusion. The question regarding similarities among langnages would require
some additional explanations, as to what criteria they used in ranking all fan-
guages they had encountered as similar (completely similar 33.8%, quite similar
23.1%). In all other arcas, i.e., body language, habits and customs, behaviour,
food, attitude to money, leisure time, work and family, parriotism, religion or
faith, they most often decided that the other cultural environments were “more
or less similar” or “quite similar” as shown in the Table 1.
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Table 1: Ranking of similarities observed in people from other cultural back-
grounds or other nationalities?

20 not more | quite | completely
particularly | or less | similar | similar
a) language 14.5 12.4 16.2 23.1 33.8
b) body language 3.6 17.3 353 26.6 13.7
¢) habits and customs 5.8 13.7 39.6 23,7 14.4
d) behaviour _ 5.8 13.7 32.4 33.8 10.8
d) food 7.2 17.3 30.2 25.2 16.5
f) attitude to money 9.5 19.4 28.8 23.7 14.4
g) attitude to leisure time | 7.2 17.3 345 | 259 10.8
h) attitude ro work 5 12.2 38.1 30.2 10.1
i} attitude w family 5 12.2 36 26 16.5
J) patriotism 5.8 2011 33.1 22.3 11.5
k) religion / faith 6.5 23 353 | 209 10.8

Caltural diversity in our immediate environment
In order to elucidate the above points further, the questionnaire also enquired
about the multicultural elements in their immediate environment which could
have a strong bearing on their perception of differences and similarities of various
cultural circles. Therefore, the following data were examined:
* citizenship;
* nationality;
» mother tongue;
 mother tongue of father;
» mother tongue of mother;
 languages spoken in their environment;
¢ nationalities living in their environment;
° foreign languages that they had studied;
* languages they could speak.

While 71.2% of students declared Slovene citizenship, a further 4.2% claimed
a dual citizenship (Slovene and either Croadan, Italian, Serbian, Montenegrin,
Canadian; one student declared a dual Italian and Argentinean citizenship),
2.2% declared Croatian citizenship, 0.7% Bosnian citizenship, 0.7% Serbian
citizenship, 0.7% Italian citizenship. However, 20% of students simply refused

to declare their citizenship status.
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In terms of nationality, 75.5% of students regard themselves to be of Slovene
nationality, eight (5.8%) of Serb nationality, three (2.1%) of Italian nationality,
four (2.9%) of Croat nationality, three (2.1%) of Albanian or Kosovar nationa-
lity. Appurtenance to other nationalities, namely German, Spanish and Argen-
tinean, was declared by only one student in each instance. Furthermore, there
were a few students who declared themselves to be of a mixed nationality: two
students (1.4%) claimed both Slovene and Iralian nationality, one student (0.7%)
claimed a Slovene and Croat nationality, one (0.7%) a Bosnian Croar national-
ity, and one (0.7%) a mixed Slovene, Iralian and Croatian nationality. Only five
students (3.6%) refused to state their nationality.

As to the mother rongue, 71.9% of students consider Slovene their mother
tongue, 5% named Serb to be their mother tongue; the same l:crcent regard Croat
as their mother tongue, 3.6% ltalian, 2.2% Bosnian, 1.4% Albanian. There were
also students who deem more than one [anguage as their mother tongue, namely,
Ttalian and Slovene 2.9% of students, Croat and Italian 0.7%, Slovene and Croat
0.7%. A few students Jisted languages such as Serbo-Croat, German or Spanish
under this category.

As shows the Table 2, affiliation with Slovene language drops some when we
inquired about the mother tongue of their parents. 67.6% of students declared
Slovene as their mother’s mother tongue, and 66.9 with respect to their father’s
mother tongue. However, other languages from our environment increased in
proportion, namely, Italian (4.3%, 2.9%), Serb (7.2% in both instances), Croat
(7.2%, 9.4%), Bosnian (3.6%, 2.9%), Serbo-Croat {1.4% in both instances). In
some individual cases additional languages were introduced as parents’ mother
tongue: Montenegrin, Spanish, German, Polish and French.

Table 2: Overview of data related to citizenship, nationality and mother
tongue

mother's | father's

citizenship | nationality Z;‘::: mother | mother

tongue tongue
Slovene 71.2 75.5 71.9 67.6 66.9
Serb 0.7 5.8 5.7 7.2 7.2
Italian 0.7 2.1 3.6 4.3 2.9
Croat 2.2 2.9 5 7.2 9.4
Bosnian 0.7 2.2 3.6 2.9
Albanian 2.1 1.4 1.4 2.9
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5 mother's | father's
citizenship | nationality Zc:;:: mother mother
tongue tangue
dual/mixed 4.2 3.5 3 1.4
Macedonian 0.7
Serbo-Croat 0.7 1.4 1.4
Montenegrin 1.4 0.7
Spanish 0.7 0.7 0.7 0.7
German 0.7 0.7 0.7 0.7
Polish 0.7
French 0.7
Undeclared 20 3.6 43 2.9 2.2

We can conclude that round 30% of participating students experience the
multicultural and multilingual dimension within their family, although cultural
variety originates mainly in the bilingual, Slovene and Iralian coastal region of
Slovenia and in the close relationship with the nations from former Yugoslavia.
In fact only 31.7% of students declared that they only spoke Slovene in their
family, whereas 46.7% claimed that they communicate within the family in Slo-
vene and other languages, such as Italian (5.6%), or in the Istrian dialect (0.7%),
or else in many languages including Iralian, Croatian, Istrian, Albanian, Serb,
Montenegrin, Bosnian, English, Spanish, German, and even Hungarian. 8.4% of
students stated that chey did not speak in Slovene in their families at all, bucin a
mixture of other languages, mainly Italian and other languages (3.7%) or Croat
and other languages (1.4%), or Serb (1.4%), or else a mixture of English, Ger-
man, Spanish and French (1.9%). In some cases (14.3%) students preferred not
reply to the question regarding the languages used in their homes.

When asked about the languages spoken in their wider environment, 50% of
students related thar they communicate in other languages beside Slovene, main-
ly in Tralian (24.5%) and English (24.5%), buc also in Croat (7.9%}, German
(49%), Spanish (4%), French (3.4%), Albanian (1.4%}, Serb (1.4%), to men-
tion just the more frequently named languages. Students also listed a number of
nationalities and minority groups that they had noticed in their environment,
most prominently Iralians (49.6%), Croats (48.2%), Serbs (39.6%), Bosnians
(38.1%), Macedonians (11.5%) and Kosovars (11.5%), but also Montenegrins,
Muslims, Hungarians, Austrians, Germans and Roma. Tt is interesting to notice
that very few students mentioned the Roma community {7.9%), in spite of the
fact thar this group is the seventh largest minority group (STAT, 2009) in Slo-
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venia and is often present in media reports. Furthermore, the second and the third
largest minority groups in Slovenia, the Muslims and the Hungariatts (STAT,
2009), were hardly ever listed (Muslims listed by 2.2% of students, Hungarians
only by 2.9% of students). The fact that the Muslims are listed among the ethnic
groups, and not as a religious group, can be explained with the established Slo-
vene classification (STAT, 2009), while the Hungarian and Roma communities
settle mainly in regions excluded from our research sample.

The great variety of languages used within the family and in the immediate
environment can, perhaps, explain the surprising replies in the Table 1 regar-
ding “similarity of languages”. According to Byram’s definition of plurilingualism,
such claims could suggest a high level of intercultural awargness, an interiorisa-
tion of diverse cultural influences into oneness, into one’s own cultural identiry.

Furthermore, when asked to evaluate their stance toward “otherness”, stu-
denes’ declared attitude to diversity in terms of nationality and culture in their
environment is mostly positive or very positive as shown in the Table 3.

Table 3: Replies to questions regarding student attitudes towards members of
other nationality/ies or culture/s in their environment

o et more ,
particularly | or less quite | complezely

a) [ respect their .

dissimilarity 3, 5,8 14,4 | 24,5 48,2
b) T accept their

dissimilarity 2,2 7.9 24,5 | 28,1 34,5
¢} I am aware of che

richness of cultural 3.6 8,6 23,7 | 22,3 38.8

diversity
d) 1 try to overcome 3 ¢

prejudice and stereotypes 2 > 20,1 | 3L,7 33,1
e) I feel part of a plural

community 9.4 10,8 18,7 1 27.3 30,2

It is, however, important to notice that the more passive attitude of “respect
to dissimilarity” generares more prompt agreement than the more demanding,
active engagement suggested by claims, such as “I accepr their dissimilarity”, “I
try to overcome prejudice and stereotypes” or “I feel part of a plural community”.
On the scale proposed by Bennett (2004) these replies position our student at a

relatively low level of the ethnorelative stage in the development of their intercul-
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tural sensicivity, somewhere within the stage of acceptance, and still at a distance
from the stage of integration.

As to attitudes toward foreign languages, 97.8% students considered it im-
portant to speak more than one language, some even affirm that they can speak
three (27.3%) or four languages (43.2%). The languages studied most often are
English (91.4%), Italian (41%), German (38.8%), Spanish (16.5%), French
(17.9%), but a few students also mentioned learning Croat, Serb, Russian, Japa-
nese, Hungarian and Chinese. Slovene is listed among studied foreign languages
in 13.6% of answers, probably mainly in Italian minority schools, but in some
cases also at the International School Bezigrad.

In view of the above data it can be claimed that our students have had con-
siderable exposure to various aspect of multicultural encounters, that they are
aware of the cultural variety in their immediate environment, and what is more,
frequently experience cultural and linguistic diversity within their own families.
This exposure appears to have generated a keen interest in studying languages and

an open-minded attitude in intercultural encounters.

Intercultural issues discussed at school

Slovene high-school programmes alrcady deal with 2 range of intercultural
topics, as can be concluded from answers to the question: which of the topics
listed had been discussed in their classes, reported in the Table 4. It appears that
respece for other cultural groups, ethnic, religious or linguistic, as well as respect-
ful communication within the peer group is tackled quite frequently.

Table 4: Sorme intercultural topics discussed in high-school classreoms

Never | 2 3 4 | frequently

a) a respectful exchange of views 25 10,8216 18,7 19.4
berween students

b) respect for different ethnic groups | 10,1 | 14,4] 18 | 25,2 27,3
¢) respect for other religions 7,2 | 12,2.237]27,3 24,5

d) an oEen a.ttl.tude tlo other cultural 72 1120223259 25
and linguistic environments

e) other intercultural issues 72 10712929 9,4

What is more, students seem tw feel the need to discover other aspects of
various cultural environments and list a number of topics that they would like
to know more about such as lifestyles, political systems and events, litesature, lan-
guage, religion, festivals, customs and rituals, history, poverty, multiculturalism
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abroad, moral values. They expect to acquire much of their intercultural know-
ledge at school, but consider the media, their family and each individual »most
responsible for their attitude towards persons from other cultures and of other
nationalities« as can be concluded from the data compiled in Table 5.

Table 5: Ranking of responsibility for attitudes to other cultures and responsi-
bilities

no ot more or quite | Completel
particularly | less Y
a) the parliament 10,8 11,5 29,5 30,9 15,1
b) the government 9,4 10,8 36,7 23 17,3
c) schools 4,3 12,9 25,2 36 19,4
d) the media 4,3 10,1 22,3 25,9 34,5
¢) the family 9,4 10,8 18 26,6 31,7
f) each individual 2,2 12,9 23,7 25,9 30,9

With regard to teaching approaches which students consider most approp-
riate for acquisition of intercultural competences, they seem to prefer direct “co-
operation with students from other countries” (76%) to learning via various tools
offered by the “computer technology” (55.4%), but also to favour it over “project
wark” (44.6%) or “lab work” (17.3%). Their replies speak in favour of adop-
ting Byram’s (1997) framework to enhance ICC, primarily the action orientation,
which extends learning spaces to field-work and self-study. These data had there-
fore a direct bearing on approaches developed within the PERMIT project.

Methodological approaches observed in the new teaching materials
In order to achieve the main aim of the PERMIT project, namely, to implement
a cross-curricular approach which would enhance intercultural awareness and thus
strengthen the dialogue within the civil society by including elements of citizen-
ship education such as human rights, ethical behaviour, personal responsibiliry,
critical thinking, as well as environmental issues, teachers were invited to re-think
their classroom practices within a series of narional and international workshops®.
The theoretical insights listed earlier informed a teacher’s portfolio with a series of
activities meant to help them reconsider the salient issues of ICC and focus on to-
pics that lend themselves best to discussing the role and aims of intercultural com-

15 Approaches developed within the LABICUM project ac UP FHS, resulring in texthooks “Close
Otherness” (Zudi¢ & Malti¢ 2007, Cebron 2008) informed largely the activities proposed by the
Slovene partners in these events.
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munication in a multicultural world. Elements of the portfolio were also designed
16

to help teachers and students monitor their progress* in acquiring ICC against a
clear set of criteria, The outcome of such teacher training activities was new tea-
ching materials, developed and piloted by teachers in all three councries.

The materials produced by the Slovene teachers were designed for a number
of secondary-school subjects, namely, English, Italian, literature, history, philoso-
phy, biology and mathematics. The approaches they advance reflect in many ways
the needs and preferences expressed by their students in replies to the question-
naires. Firstly, they mostly include a strong element of cooperation with stu-
dents from Turkey and Italy, whereby information and insights acquired from
their international peers inform the activities and discussions in the classrooms.
Secondly, these new teaching materials cover a number of topics proposed by
students, such as religion, way of life, literature, artitude to muldculturalism,
but also introduce new ones, for example, the attitude roward water resources
in various cultures, the lottery and how gambling is viewed in different cultural
environments. Thirdly, the materials seek to upgrade intercultural awareness by
prompting students to think critically of their own behavioural patterns and as-
sumptions, so as to develop empathy and overcome stereotypes or prejudice.

While these topics give an opportunity for cross-cultural comparisons, they
also motivate students to reflect on and reassess practices established in their own
environment, thus promating a deeper understanding of the society at large. At
the same time these approaches have generated new interest in other cultures,
not just for the partner countries but also beyond, and provided students with
new methods of gathering information and drawing conclusions from it, helping
them to keep an open mind when interacting with peers from various cultural
environments.

Future use of the piloted teaching materials will undoubtedly require further

refinement but the comments in the teachers’ articles accompanying the new ma-

 terials suggest a high degree of confidence in the new teaching practice, as evident

from the following quortes:

“It is hoped that the PERMIT experience related to life science would lead o
development of intercultural competence in students and other teachers involved
into this process and would contribute to the ongoing academic discourse on
intercultural experience in the literature of teacher education.” (Dr. Liliana Vi-
sintin, Biology teacher)

“Through these discussions we are trying to make students more sensitive and
willing to deal with questions that demand reflection and help them investigate

16 The criteria for ICC assessment were adapted from the Inca Project {Leonarda da Vinci Programme
2002-2004) Portfalio of Intercultural Competence.
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the foundations of our cultures.” (Dr. Marjan Simenc & Mare §tempihar, Phi-
losophy teachers) ¢

“We are trying to awaken in them some sort of interest and curiosity, T want
them to wonder, to perceive and to at least look for a way out of the Plato’s cave
of shadows of things.” (Bojana Milutinovi¢, teacher of Slovene Language and
Literature)

“... students learn about the history of these two religions, as well as analyze
and contrast the main spiritual messages, principles, morals, legends of various
religions. They consider the role that religion plays in Italy, Turkey and Slovenia
by posting questions to the international PERMIT students. Thus the teaching
macerials developed within the PERMIT project can help students develop not
only tolerance of otherness, but also a positive attitude to various religious prac-
tices in different cultural environments.” (Sonja Skrlj Pockaj, History reacher).

Conclusion: what has been achieved and where do we go from here?

This project has had many positive effects. The enthusiasm generated among
teachers and students can certainly be listed among the most manifest ones. A
great interest and curiosity triggered by contact with people from other cultural
circles, as well as a hunger to better understand and engage with this intriguing
otherness that has transpired from their activities and results.

It can be concluded that the positive attitudes expressed in student replies to
the questionnaires have been enhanced by the teaching materials and the acrivi-
ties proposed in them, thus giving students an opportunity to develop intercul-
tural awareness in a much more structured fashion.

This positive feedback to practices followed in the Permit project can lead us
to conclude that cross-cultural and intercultural approaches proposed to teachers
and students yielded good results, but we also have to admit that implementation
of theoretical approaches into teacher training worksheps, into teaching materials
and assessing intercultural competence proved a difficule task. The success re-
ported in teachers’ comments above is due to a great extent to their competence,
professionalism and creativity.

Administering student and teacher questionnaires, or a similar investigation
tool, at the end of the experiment could help us more realistically evaluate the
progtess achieved, as well as aid in further refining the teacher training framework
and teaching activities in order to help us determine a successful way of leading
students from the ethnocentric stage to the ethnorelative stage (Bennett, 2004) of
intercultural sensitivity, to aid them in the discovery of themselves in others, the
others in themselves and, therefore, o acquire skills needed for an intercultural
citizenship (Byram, 2008a).
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