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INTRODUCTION

The Symposiuniearning history to understand and experience caltdiversity today
was held at Council of Europe headquarters in Bérargy on 29 and 30 October 2007 in
the context of the projedthe Image of the Other in History Teachinghere were 111
participants from most of the member states of @mncil of Europe, as well as
representatives of a great many international asgaions involved in intercultural
dialogue, including dialogue between the Muslim lkk@nd Europe.

The impression that strongly emerged from the piesassions, round tables, working
group discussions and other activities in the pgagne, which is appended, was that the
title of the Symposium was not to be understoodredsrring simply to the use of
resources already available in the form of hisadriknowledge or history-teaching
practices. The idea was to come up with new wdyapproaching history and new
teaching methods in which young people could bealgtinvolved. The thread running
through these new approaches was the link betwestoryrand cultural diversity, which
has long been established in the Council of Eusnmbwas reaffirmed on this occasion.

For this reason it seems only natural that thismephould be divided into four sections.
The first recalls the importance the Council ofdp& affords to the historical perspective
as a means of grasping the nature of multicultsmaieties and the way in which they
operate. The second sets out the new profile tgieen to historical analysis so that it
effectively takes cultural diversity into accourithe third section explores the most
suitable ways of ensuring that pupils’ knowledgtitwaes and behaviour reflect this
approach. Lastly, it should not be forgotten tha¢ thew approaches to the very
conception of history and its teaching that wereoadted sometimes differ radically
from what has prevailed up till now. The last saetiwill therefore try to assess how
likely it is that the changes in question will ety be made and, more specifically, the
extent to which the objectives the Symposium wasaee been achieved.

l. REAFFIRMATION OF THE LINK BETWEEN HISTORICAL AN  ALYSIS
AND THE APPROACH TO MULTICULTURALISM

The Council of Europe has long highlighted the kewtribution historical analysis can
make to an appropriate view of multicultural soet This contribution is at the heart of
the projectThe Image of the Other in History Teachiagd was, only naturally,
reaffirmed in some detail at the Symposium.

1.1. The political background to the Symposium

Since its inception, the Council of Europe has $bug make historical knowledge an
instrument for fostering intercultural dialogue the aftermath of the Second World War,
the revision of the school history textbooks usgdha former warring states was the first
evidence of this.



In fact, there is no need to go back that far. Td& two decades provide many
illustrations of the fact that there is still a desto promote an intercultural vision of
history so that everyone can learn about and alsd@rthe existence and key features of
cultural diversity. Recommendation 1283 (1996) stated thistory is one of several
ways of retrieving [one’s] past and creating a cu#l identity. Recommendation (2001)
15 of the Committee of Ministers dmistory teaching in twenty-first century Europe
placed still greater emphasis on the expected kg mEfhistory teaching as a means of
encouraging thelebate based on multiperspectivibiat was essential to the development
and promotion of intercultural dialogue.

It is therefore hardly surprising that the projddie Image of the Other in History
Teachingshould refetto official declarations that have already called Such dialogue.
According to the Action Plan adopted at the Thirdnfnit of Heads of State and
Government of member states of the Council of Eeirap Warsaw in May 2005,
dialogue between cultures is also fostered by ateuunderstanding of histdry The
Declaration on the Council of Europe’s Strategy Beveloping Intercultural Dialogue
(Faro, October 2005) took up and stressed the slaenee. It emphasises in particular the
need to develogknowledge of history, cultures, arts and religiorad [highlight]
elements illustrating both the historical and thentemporary influence of cultures and
civilisations on each other, as well as culturabss-fertilisatiord.

As for the objectives assigned to the activitiegh&f Council of Europe in the field of
history teaching, the 22 session of the Standing Conference of Europeariskdits of
Education explicitly linked them to those of thejeictThe Image of the Other in History
Teaching The study of history should be adapted to theegsingly multicultural nature
of European societies and should seek to promatevdtues upheld by the Council of
Europe, help people to get on with one another, faster mutual understanding in the
various contexts. Changes in the way history idistband new ways of teaching it are
needed in schools and in out-of-school educatiorasdo facilitate intercultural and
interfaith dialogue. It is for this reason thattl®e opening of the Symposium, Mr Jean-
Pierre Titz, Head of the History Teaching Divisi@mphasised the political nature of the
project, which is designed to produce a new recontagon on history teaching. This
shows the extent to which the project can be seea aornerstone of the Council of
Europe's work and how important the Symposium wahae first stage of the project.

1.2. The perspective of the Symposium
Accordingly, the Symposium was designed as a fomiwhich better to explain the

convincing reasons behind the need to use histodeal appropriately with the various
aspects of multicultural societies and the advasgtad doing so.

! Leclef, DaphnéVanaging cultural diversityProject "Democracy, human rights, minorities: eational
and cultural aspects, Council of Europe, 1997.
2Document DGIV/EDU/HISTIM (2006) 07 rev., p.3.
3 .
Ibid.



The opening address by Ms Gabriella Battaini-Dragbirector General of Education,
Culture and Heritage, Youth and Sport, was pamidylinformative in this regard. She
strongly emphasised that multiculturalism was anng issue. The question that arose
was whether it was an advantage or a threat tsocieties. As she saw it, the answer
was not in doubt, so long as there was genuinegcimterral dialogue, the benefits of
which were unguestionable. Such dialogue couldtaemanage the risks inherent in
diversity, through conflict resolution. Accordiggfrom being a danger, diversity, once
properly understood and addressed, became a hkliodaghe richness of a society and
enhanced its image. It allowed the values of tomlega democracy and human rights,
which should enable societies to coexist with degard for their differences, to prevail
and made for mutual understanding. The developwikimtercultural dialogue implied a
knowledge of the history of the societies in whicWwas taking place. All those societies
had been a long time in the making and had expsz@rnurbulent relationships and
numerous incidences of cross-fertilisation. Onlkrmwledge of the past could reveal
their special characteristics and the effects thHegk on current situations and on any
attendant difficulties. In particular, racism, watalism, anti-Semitism and Islamophobia
still existed. One remedy for such deviant atésidhat should never be overlooked was
to reveal the distortions of the past that bredeldatind violence. The skills required for
intercultural dialogue were, moreover, broadly shene as those needed to study history,
for example critical faculties and the ability tatarpret events from different points of
view. The White Paper on Intercultural Dialoguersly to be published by the Council
of Europe would make a point of emphasising therdg/of history.

The other statements during the opening sessioewilde stressed the need for
intercultural dialogue and pointed to its closek lwith historical knowledge. Ms Sue
Bolan, representing the Congress of Local and Ragiduthorities of the Council of
Europe, said that Europe’s history was one of destrn and reconstruction.
Accordingly, the fact that Europe was currentlypace meant that continuing efforts
were needed to maintain this state of affairs. tiie end, it was necessary to promote
intercultural and interfaith dialogue, which waspwssible without a knowledge of the
past and unless that knowledge was applied to theept. Ms Annelise Oeschger,
President of the Conference of International Nornwé&omental Organisations of the
Council of Europe, began by welcoming the projecbtild a Europe in which people
could live in harmony. History was an incrediblyosig weapon because it enabled
citizens to know about the reality of past and @n¢situations and, since anyone could
make use of it, it was the best form of protectagainst manipulation. Mr Frangois
Audigier, who was responsible for introducing thgnfposium, spoke along the same
lines. There were not only peaceful contacts betweultures and civilisations but also
power relationships and conflicts, and this was fiboth the present and the past. The
purpose of history was to know about the past bat questions being asked in the
present day were not foreign to it because the gifested examples of what to do or not
to do. These words echoed the initial remark byAvitd Thorbjornsen, Chair of the
project group omhe Image of the Other in History Teaching the effect that history
helps us to understand the past, the present anfiititre, and this raises the question of
what type(s) of history and what types of histor@macount we need to live together, how
we will live together and to what purpose.



The issues to be addressed at the Symposium waseckarly defined: they lay at the
crossroads of intercultural dialogue and historaadlysis, which need to join forces in
order, as was said during the opening sessionpdace, harmony and solidarity to
prevail within multicultural societies and in ratats between them.

There is therefore reason to believe that thisiesp broader view of both multicultural
societies and the approaches inherent to history.

It is striking that we now refer to multiculturabseties as if all societies were
multicultural. This is explained by the intensifiban of migration and movements of
people in Europe, and indeed throughout the wdrliese phenomena are said to have
made multiculturalism universal, whereas it waseor@stricted to cases where what were
called minorities existed in a country. Nowadaysyéver, as a result of the development
of communications and growing interaction, it iearl that all societies have close
relations with others. Intercultural dialogue i®8es a desirable means of establishing
relations not only between the cultures of a gseciety but among all societies, whether
or not they can be termed multicultural. It is gdch society could be considered as
having a culture whose degree of homogeneity vamghout compromising its
specificity. Conversely, moreover, the presenca diversity of cultures in a society is
far more frequently interpreted as a specific ctigrastic of its culture than as an
obstacle to the existence otalture specific to that society. Accordinglyl thle issues
connected with cultural diversity can be consideasdeing completely general in scope
at European or even global level and not as pedalia few societies.

One senses that historical analysis is similargaldening in terms of scope and the main
themes addressed. Just as cultural diversity usdfceverywhere, there is a need for
multiple histories. Firstly, there is the plurgliof histories that results from taking
account of the diversity of cultures in a particudaciety, each of which has a history.
Secondly, those histories are themselves increlgspigral. In the old days, because
there was virtually no contact except in the exafrtonflict, they could virtually ignore
one another, but now they are constantly observimganother and making comparisons.
Moreover, each history is plural from two pointswidw. On the one hand, depending on
the situations studied and the main concerns, ¥ Imacome more political, more social
or more cultural. On the other hand, having abaedgositivist and scientistic theories,
it is able to offer several interpretations of Hame situation.

We can infer that, in order to facilitate interawd! dialogue, this plurality of historical
knowledge needs to be fully exploited with due rdglr the nature and complexity of
the situations in which it is to be used. In placitself at the service of intercultural
dialogue, it must try to avoid the pitfall decribg historians hostile to nationalism and
sectarianism, according to whaarhistory that serves is a history in thralleachers are
therefore faced with two requirements that arealiff to reconcile: the need to teach the
methodology without which so-called historical kredge would be impossible and the
need to instil non-negotiable values. Another conaiple difficulty is how to address the
memories from which historical knowledge is supploge distance itself, but of which
cultures never lose sight.
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The cultural dialogue that history is called uporstipport is now unprecedented in scale
and complexity. It is no longer a matter of eswdihg dialogue simply between a
majority society and minorities, but in all socésti For the purpose of informing and
stimulating this dialogue, history and its teacharg seeing their role extended to areas
that have previously been little explored and ®dblution of thorny problems.

Il. WHAT TYPE OF HISTORY IS NEEDED TO TAKE ACCOUNT OF
CULTURAL  DIVERSITY  AND FOSTER INTERCULTURAL
DIALOGUE?

What profile should be given to history if it is take cultural diversity into account and
foster intercultural dialogue? This initial questifacing the Symposium could not but
appear at once natural and insidious. It goesaligtwithout saying that history should
be interested in cultural diversity, which is togeeat extent the result of historical
developments and is clearly an historical fact. Butistory has to change in order to
embrace diversity, that surely implies two supposg. Firstly, that history as it is
practised is incapable of doing so and, secontdt, ih order to do so history would have
to adopt a new, as yet undefined, profile thatikely to elicit objections, given the
requirements stemming from established, recognibestorical knowledge. As for
fostering intercultural dialogue, this is an undkmg that in many respects seems to be
more a matter of the historian’s personal choieg th professional practice. In order for
it to be otherwise, a different form of history wdue needed, and its validity would
have to be demonstrated or remain in doubt. Thgrassion was often evident in the
discussions during the Symposium: there were whatC¥ristoph Wulf would have
calledopen historiansand those who, in order to conform to historicatimdology and
take account of the constraints of school teactpngferred to stick to methods that were
less innovative but easier to master. The commgmile Gerdien Jonker of the Georg-
Eckert-Institut for research on school textbooks, the effect that historians have
numerous sources at their disposal whereas pupulally work with only a couple of
documents, was a good illustration of the fact thate could be two points of view.
They were almost never diametrically opposed, h@welbecause during the meeting
there gradually emerged a broader conception tdrlyishat made it possible to look at it
from new angles without actually undertaking whatevseen as drastic changes.

2.1. Disarming history teaching

This is the case with the ideadi$arming' history teaching, expressed in the summary of
the discussions of the first preparatory seminartlie Symposium and taken up by Mr
Jean-Pierre Titz in his introduction to the SympiosiWhat this meant was abandoning a
tradition to which many historians have been faitlaind which confined them in many
respects and resulted in various forms of intolegarThis tradition bred the forms of
nationalism and sectarianism that the Council ofope has constantly denounced,
advocating a complete change of approach. Referenspecific features, which is a
perfectly acceptable approach, should not be acaoieg by a refusal to recognise those
of others. On the contrary, the approach to oneiBpdeature should at the same time

“Document DGIV/EDU/HISTDIM(2007)01 p. 5.
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draw attention to everything that links it to othiewhich it needs, not to assert itself by
virtue of opposition and exclusion, but to becoregtmf a network of recognised and
accepted differences. There is always a dangereveny that the old demons will re-

emerge, and this point was made at the Symposiuns. cdoncern to disarm history is

therefore a prerequisite if the investigation ofwmal diversity and the encouragement of
intercultural dialogue are to be fully a matter lfastory.

The implications of this choice were examined moen the point of view of history
teaching than from that of history as a means qtimmg knowledge in itself. This was
only natural, given that both the Symposium andptisgect of which it is a part expressly
concern history teaching. History teaching, howeaévays rests on history as a means
of acquiring knowledge. The frequent mention of ¢ag between history as a means of
acquiring knowledge and what is taught in schot@anty shows this. The most plausible
explanation of the primacy given to teaching pacis that the emphasis on the analysis
and dissemination of good practice made it possdb#void issues that would have led to
discussions that many participants might have d@ned overly long and theoretical.
There were many indications that these issues ineeeerybody’s mind, however. For
instance, several of the plenary session presentataind working group discussions
mentioned the often divergent conceptions of histdrapproaches, for example with
respect to the degree of rigour or conviction thias possible or should be required of
their conclusions. At the risk of being accusedextfapolating, | shall therefore try, in
this report, to explain further what was merelytéghat during the Symposium.

2.2.  Abroader conception of history

The need to teach history in such a way that within pupils’ grasp was reaffirmed
many times. This did not, however, mean keepin@ toarrow conception of history,
based on a strictly defined approach in predetethereas. The prerequisites for well-
founded knowledge, such as methodical interpretaiiosources and the need to distance
oneself from experiences, were not overlooked. tBetregister in which the relevant
analyses could be conducted was opened up corsigeralhe view was that such
analyses could be carried out both dispassionaielihe case of events that had taken
place in the distant past, and in the heat of thenemt, in the case of what were almost
current events. It was also accepted that suctysemlcould equally well be conducted
within the classroom and in other areas of econpeuittural and community life.

Thus it was acknowledged that history can delivemutiplicity of messages that enable
it to be present not only in schools, universiteasd research centres but also in
bookshops and museums and on television and cisereans. We were thus invited to
become aware of the ubiquity of history. This does mean that its image is so blurred
as to be indistinguishable, but that history repnésa range of approaches with different
interests and canons. The resulting messages aractdrised by an uneven concern for
rigour but are nevertheless part of similar effaotsacquire knowledge. The plurality of
these messages is evidence of the plurality obihisitself, and always allows new
approaches, because it jettisons a conception sbdriyi that is too exacting and too
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narrow or simplistic in favour of a conception adtbry as asoft scienceas one French
historian put it.

2.3. History as a dialectic between us and others

The practice of this form of history, especiallyewhit has to confront cultural diversity,
does not, however, open the way to idyllic debaied meetings that encounter no
obstacles. On the contrary, most of what was saithd the Symposium, and particularly
in the working groups, emphasised the difficultids. Mr Audigier pointed out, it is not
cultures that meet but individuals, whose repredestness in terms of the group to
which they belong is variable and who have oftepredictable reactions to the other
party. Moreover, as Ms Luisa Black and Ms Dani¢klerc stressed, the “Other” is
imagined or appears with very diverse faces, edohkhich almost always triggers very
different reactions in the observer or interlocutevery individual is part of an “us”, of a
collective consciousness or mentality that gives br her and others an image that is
always likely to give rise to misunderstandings. crtical accommodation constantly
needs to be made, therefore, to bring into focesirttage of the “Other” conveyed in
dialogue. This is a process that takes time andnslucted in a context of uncertainty, in
contrast to the immediate and unquestionable assesathat a history closed in on itself
allows. Faced with cultural diversity and experesof intercultural dialogue, history is
therefore constructed on this dialectic betweenand others, which is a series of
contrasting points in time. There are, in turn,nmeats of naive trust in the faithfulness
of the images projected by interlocutors, and timegistrust prompted by the discovery
of false images. There is also the difficult ananstimes painful process of exercising
critical faculties, which entails negotiating onesy between sympathy or empathy and
indifference or hostility. Moreover, the dialecitaddles past and present. It takes place
in the present when cultural diversity is a fach apecific point in time. But the meaning
of that point in time can rarely be discerned araispged without reference to the past.
History based on an intercultural perspective loaget to grips with the multiplicity of
such points in time, or levels of analysis, and iha frequent source of difficulty.

2.4.  Anhistory of differences rather than similarties

Like any dialectic, the dialectic between us arterd helps to overcome differences, but
without there being any hope of their completelyagpearing. In fact, the objective of
intercultural dialogue is not to eliminate cultuciaversity, without which it would serve
no purpose. The world of such dialogue is theredore in which differences are accepted
as the norm.

It should be recalled that for a long time, andnany contexts, differences were regarded
as exceptions to a model that could not be cadeasr were even considered deviant.
When the model became less rigid, differences wenely tolerated and were constantly
at risk of being prohibited again when the tidenéat. The totalitarian regimes of the

twentieth century and their more recent versiong gée to many such situations. Every
intransigent ideology, every hegemonic tendencyamy field whatsoever, produces

results of this kind.
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Less dangerously, but equally clearly, the priogiyen to the search for similarities of
whatever sort gives analogous results. Anythirag tloes not fit in with the similarities
identified becomes an exception. This leads toeftablishment of a dominant model
that weakens the position of other systems. Byrast) recognition of the right to be
different is also recognition of a diversity in whidifferences have become part of the
way of life.

2.5. Comparison based on differences

If recognition of differences is to have its fulhpact, advantage should be taken of such
recognition to show that it enables the most rengadomparisons to be made. For a long
time it was generally accepted that it was posdilnly to compare like with like. But
such comparisons were bound to reveal things tleae vdentical, and yet this was of
interest only if some differences were identifield.is for this reason that, according to
contemporary epistemologists, who consider compari® be an essential tool for the
purpose of analysis and acquiring knowledge, drity when it is applied to differences
that a comparison can produce significant inforaratibout the terms of comparison.

This was confirmed on many occasions during the @gmm. When mention was made
of differences in one field or another, the needmtke comparisons was immediately
emphasised. This was particularly clear in one waylgroup, in connection with school
textbooks and good practice. When efforts wereemadpinpoint similarities, the first

impression was one of an impenetrable jungle, bueses of evocative contrasts
emerged when the situation was considered frorpah& of view of differences.

Comparative history has been little practised sob&cause it would come up against
situations too different to enable comparisonsatartade. Taking difference and diversity
into account as the characteristic feature of tlsgismtions would surely be the way to
alleviate apprehension and thus give history anggo comparative dimension, which it
needs if its epistemological status is to havedirfoundations.

It should not be forgotten, either, that a compmariaffords all the terms of comparison
equal importance, at least in theory. Indeed, dlasger of purely guantitative
comparisons is that there is a risk of insidiowiyerging from the terms of comparison
by attempting to classify or to establish a hiengrcComparisons based on differences
make it possible to avoid this pitfall to a largetest, by favouring qualitative
approaches, which are also the ones that histafers: By concentrating on cultural
diversity, history is encouraged to make the compas most in keeping with its nature
and ambitions.

2.6. Infavour of a cultural history

It was only natural that, as people came rounthésée points of view, they expected new
light to be shed on the world of cultures, whiclvdhdecome one of the aspects of past
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and present societies that are attracting the attestition. This has led to a more cultural
or, indeed, a completely cultural history beingisaged.

The changes that led from a history that was Igrgellitical, sometimes ironically
referred to as the history of battles, to a saa@ cultural history were hardly mentioned,
but the importance to be afforded to the perceptam symbols that punctuate the life of
a society was fully recognised. It is common kredge that cultural history calls for
attention to be paid to these - indeed, this istwhakes it original. It may also be
considered that what underlay, or was implied bgnyof the comments was a reference
to the concept of mentality, which has elicitednsach interest among cultural historians
that there are those who believe cultural histdiguédd have focused on the study of
mentalities.

The appropriateness of giving significant spacthéhistory of culture in cultural history
also emerged. This was recognised as essentialugecavery culture is part of a
historical process, which means that it experiemssdisacks that give it a very different
existence from the almost miraculous one with wtsoime myths endow it. Cultures,
like anything with a history, are likely to haverpes of growth and decline, of being
recognised and celebrated and of being neglectedeor forgotten.

It was therefore cultural history that appearedfier the most revealing picture of a
society, through its perception of that societyehaviour, both actual and imagined. It is
from this angle that we can hope to make histoaghéng more attractive by allowing

people into the experience of others. It is alse firm of history most conducive to

bringing out differences, which can be explained therefore better understood. In any
event, cultural history was clearly seen as the Wway of enabling the dialectic between
us and others to provide comprehensive imagest@retand prompt us to take a clear-
sighted look at ourselves

2.7. Interestinthe key concepts of cultural higiry

The interest in cultural history was also explicidemonstrated by the importance
afforded to an enhanced perception of its key cptscdor example culture and identity.

Moreover, the working documents the Secretariat pragpared for the Symposium had
stressed the need to clarify these at least,wsutd probably not be possible to come up
with indisputable definitions of them. Some preatiohs and several statements in the
working groups attempted to do this.

The concept of culture was not completely disendafgem the plurality of sometimes
conflicting meanings, embracing at once aspectdailly life and literary and artistic
output. Nevertheless, what prevailed was what Mif\kaferred to as a comprehensive
vision of culture that included its various facathout favouring or excluding any of
them. Accordingly, the culture of a society wasrsen terms of the various ways in
which it held sway over its environment. Frequelnservations about the organisation
and functioning of cultures enabled their naturbdgadentified more clearly. It was noted
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that no culture could be either completely closedully open to others and that the
common destiny of all cultures was therefore irah cross-fertilisation, which it
would be unrealistic to seek to limit or stop. Th&henticity of a culture was therefore
always more relative than absolute and stemmed fronethe fact that it was professed
by public opinion than from actual facts. Intetawhlism should therefore be seen as
something natural to every culture and individu@his was overlooked solely as a result
of circumstances that were unfortunately all toeqfrent. This should not, however,
prevent the clash of cultures from being seen #élsofizgical. Accordingly, the call for
intercultural dialogue would not appear to be a endcewards a new, undiscovered
horizon but a return to normality that overcomesea@mly obstacles.

The other key concept of cultural history that idid much comment was identity, on
which useful light was shed. There was consideraidreement on the subject, in
particular with regard to recognition of the veitgtand polymorphism of individual
identities, which stem from the multiplicity of ed all individuals have to assume. Their
family role, their working role and their socialeomake them play different parts that do
not usually have the same profile or share onljage traits of a common physiognomy.
Most of these roles depend on the society in whidy can be played out. There is
therefore an unshakeable relationship between paksdentity and collective identity,
even though it is not possible to see them as be&sgd on the same model. Individual
roles and collective roles are not always the saknendividual and a group do not react
in the same way to difficulties and failure in tberies of roles they have to assume.
Disturbances of the individual personality as auliesf dissatisfaction with the roles
themselves or the frustration resulting from thwgor execution are welkknown in both
their mild and their serious forms. The equivalhénomena at the collective level are
far less well known or at any rate give rise t@lptetations that are debatable. Be that as
it may, access to a core identity on both levelsoseasy. This is probably particularly
clear in the case of national identity, which seamaser to have been fully achieved,
whether it is considered to be based on the idea odtional character or on that of a
mentality, as suggested by cultural anthropologisis social psychologists, and even by
some historians. Attempts to apply these conceptmya result in views that are
oversimplified or unduly rigid. In the final anaigs we are faced with identities that are
far more complex and far less homogeneous tharavesldo imagine initially. However,
this is also reason to be optimistic about the céanf intercultural dialogue. When such
dialogue is rejected by an individual or group, aa@ hope that it is only one aspect of
the identity in question that is hostile to dialegand assume that another aspect may be
in favour of it. This is obviously what makes imteltural dialogue a temporal process.
Sometimes it is necessary to wait for the time wihbacomes possible.

These aspects of identity have never, of coursen lethout consequence for the way in
which the image of the “Other” is seen. The playabf identities under which the

“Other” may be perceived was noted: sometimes alpse neighbour in every respect,
sometimes as a stranger, geographically and clijtwlatant, with a whole series of
variations between these two extremes. Such exmu&sehave led to two versions of the
image of the “Other” being distinguished, as hapweith all images: one in which the
image is taken to be simply a mirror image, in otherds a faithful portrayal of its
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subject, unless the mirror is flawed, and anothexhich the image is, on the contrary, a
construct that has been carefully elaborated, waiththe attendant risks. Everything
militates in favour of the mirror image being a darous illusion. In the first place,
subjectivity intervenes in the view of the “Othethhd this means we are not dealing with
an ordinary mirror but with a distorting mirror.e®@ndly, because of the multiplicity of
its component roles, an identity cannot be conves@ely in the role that is seen by
another party, who would in that case be expedaiegetceive the invisible. The sole
possibility that remains is that of an image asegption, which is probably a source of
error, but then the errors are the responsibilitthose who make them. We can thus be
considered responsible for the images we have ladrgt which we cannot hope to
capture on film.

As in the case of identity, which we have just ¢deed, we find there is a sort of natural
state of intercultural dialogue because, unlessargecompletely closed to the outside
world, we cannot help but forge an idea or constodiche “Other” and, in doing so, we

begin to communicate. Although this process magrotbke place unconsciously and
almost automatically, there is every reason to ssppthat in most cases an effort is
required. This seems to demonstrate that a magburie of intercultural dialogue is that it

is potentially something that happens automatidalliythat it attains practical expression
only in the effort to get through to the “Other"tlvivhom dialogue is to take place.

2.8. Features of an approach to history that risesto the challenges of
multiculturalism

The analyses outlined above made it possible totiigethe features required if history
was to rise to the challenges of multiculturalism.

Above all, light must be shed on aspects of theeldgpment and state of societies that
have up till now remained largely obscure. This nigght should make it easier to
identify situations that are connected with theturnel of a society and their possible
effects on political, economic and social phenoménas also necessary to trace the
development of a society in itself and in relatiorothers by paying greater attention to
cultural factors over the long term, whereas tHestors have usually been mentioned
only in times of crisis. This can clearly be seemeilation to struggles by minorities, for
example in the Balkans, to defend their languages teaditions. These struggles are
hardly ever mentioned except in times of crisis apen conflict with the majority group,
although they have for years affected every monudrthe lives of the communities
concerned. This approach to history also needsvio the players in the situations that
are being analysed the same consideration as offiggial interpreters and external
observers. This is where the concern to give ththér” and his or her image all the
required attention should be leading. The “Othdiddd be treated as another “I”. The
expressiorsocial facts are not thingsalso applies to history. It nonetheless has to be
agreed that in analysing the motivations of theower players, historians have usually
concentrated on the logic of interest and the lw@laxf power at the expense of the most
deep-seated and most subjective components of peesonalities. The emperor may

®Monerot, Julesles faits sociaux ne sont pas des chopBesis, Gallimard, 1946.
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have no clothes in fictidnbut not in history books, except in biographiesjch can in
many cases be criticised for being indiscreet arxdious. In short, the history to be
advocated if it is to be in tune with multicultusah is a history that recognises, in all its
aspects, the presence and initiatives of indivsliahll their dimensions and not just in a
single role that obliterates all the others. Thigficourse fully in line with the values to
which the Council of Europe subscribes.

. HOW CAN THIS HISTORY BE PASSED ON TO YOUNG PE OPLE?

While the Symposium took place against this cona@idbackground, the questions that
were most explicitly raised were of a more pradtieure. They concerned whether and,
if so, how one could hope to pass on this historyaung people, the ways in which to
proceed and the conclusions that might be reachedias only natural that these
guestions should have arisen, for two reasonstlyitis seems that a history geared to
multiculturalism would have to take a different apgch from the one history teachers
have followed so far, so it is not at all surprgsithat further details should have been
expected of the avenues to be followed. Seconefghers may have the impression that
it is planned to use concepts and types of analyifs which pupils are unfamiliar and
may therefore wonder whether it is possible to niddeen accessible to their pupils.

3.1. Reaffirmation of the relevance of multiple otlooks

The feeling is nonetheless that insurmountable aoltest are not inevitable. This is
because the approach based on multiple outloakscepted as the most relevant one and
is already well-established in teaching. Indeeceréehwere few statements at the
Symposium that did not refer to the opportunitiesfifered when it came to bringing
history teaching into line with new requirements.

There is no need to go into detail here about wiaimultiple outlook approach entails.
It is a concept to which numerous official Coureifl Europe documents refer and one
that has long been central to the work of the Hysiiieaching Division. Even an outline
presentation of the approach is enough to makleat ¢hat it enables history teaching to
embrace the various repercussions of the interegnulticulturalism. The multiple
outlook approach essentially involves discovering axploiting the different approaches
to the work of interpretation, which is consideté& cornerstone of efforts to acquire
historical knowledge. Such knowledge is formed tigio the various interpretations that
may be give to a single event, the idea beinganigular, to foster multiple viewpoints
or understand conflicting views. The most plausiblehe numerous possible points of
view is selected. There is therefore a pluralisnkmdwledge that accords with that of
society, and we can clearly see how the new appesato history may come into play
here. History has to bdisarmedin order to make for the broadest possible range of
interpretations, whereas a history hampered byibiagherently restricted. Ideally, at the
very least, no society’s history should be ignoreotherwise the chances of having a
wide enough range of possible interpretations oitlwto base the chosen one will be
reduced. The practice of adopting multiple outlosksuld also foster an interest in all

8 Asin Hans Christian Andersen’s famous tale.
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the facets of an event and therefore in its cultaspects, because otherwise the range of
possible interpretations will again be restrictedstly, it goes without saying that, when
multiple outlooks are adopted, the freeze framethefimage of the “Other” will throw
up, in dealings between us and the “Other”, a wlelges of questions that will provide
scope for interpretation. There is therefore eveason to hope that, with the multiple
outlook approach, we will find ourselves far moréen on familiar ground than in
uncharted territory. This is, moreover, what theu@wml of Europe’s history teaching
policy is seeking to achieve: as soon as it intcedluthe multiple outlook approach, it
linked it with multiculturalism.

3.2.  Concepts difficult to place within pupils’ gasp?

The question arose, however, as to whether linkimyltiple outlooks with
multiculturalism entailed the use of concepts timght be difficult or impossible to
convey to pupils. This particularly concerns thengapts of culture and identity, which
inevitably arise when one is dealing with the pesird inherent in multicuturalism. They
are hardly covered at all in school textbooks msdas. The question is therefore
whether this situation can be changed, at leastarsenior classes of secondary school,
as these concepts may be considered too complgwtorger pupils.

This is true of the concept of culture, whose caxpy and lack of precision can be very
discouraging. As Mr Wulf pointed out, there hasmbeetransition from the concept of
culture as literary and artistic output to a conenesive conception of culture embracing
all the reactions of a group to its environmenherfk is then a risk, however, of having to
go into the arcane distinctions to be made betvwerns such as culture and civilisation
or culture and lifestyle. It would, however, seewsgible to explain even to middle
school pupils that one has to try to make suchimtigbns without being afraid of
possible difficulties, which are normal. This woytdovide salutary experience of the
caution that is essential when choosing terms,li@iieg a linguistic and cultural process
of prime importance, but one that does not alwdifer @absolute clarity. From this point
of view, the comparison of certain terms could beyinstructive because it would show
both the scope for precision and what has to evéegue. For example, the distinction
between culture and folklore would be relativelge# folklore were considered both a
significant aspect of culture and a stage in igedgment. It does indeed concern most
aspects of culture, from ways of life to artistatiaties such as singing and dancing, but
it also serves as a memory of culture at a padictilhe, with all the attendant emotions
and facets, which are used to gain recognition feodominant majority or to preserve
traditions considered to be under threat. It wdaddpossible to promote the concept of
culture by pointing out that it is now an indispable key to dealing with and
understanding the modern world, in all its chanastie features, because of the
prevalence of multiculturalism, which is the haltlaf societies that are determined to
live their culture precisely in all the dimensiahat have just been mentioned.

Identity is also a strikingly complex concept. Quagticipant referred to it as shifting. It

varies from one region to another and may be contiyxsased, tribal or religious. It is
not the same in a centralised state as in a sepacahmunity. There armurderous
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identities as is the case in Lebanon. It was thought thatddncept of identity was
accessible to secondary school pupils, however.pBmallel with the personality could
be useful and eloquent here. Children experiene€'lthand the “Other” when they are
very young and are able to sense what is theirsvamt concerns them. Role-playing
centring on a personal identity also begins verlyeds for the collective identity, for a
long time it appeared impossible to see it as mimgopersonal identity. Given the
strictly unitary perception that existed of thedatthere was an inevitable risk of viewing
the collective identity as an organic whole. Yeice familiarity has been established
with a plural personal identity, there should bere®son not to see the collective identity
in the same way. This would seem to be borne owkifook at the concept of “nation”.
The romantic conception that equated it with a gremnaintained the dual illusion of a
person and an entity that were totally homogen@mdscompletely united. The time has
come, however, to recognise plural nations in wiilural communities see themselves
as nations within a nation, as is the case in Balgand Spain. Care has to be taken not to
push the analogy between collective identity andsquaal identity too far, but it may
certainly help to provide a clearer idea of the péxity of behaviour and reactions
within a society and in that society’s relationshathers.

It would seem that these approaches can also ketip show how excessive a culture’s
claims to absolute originality or authenticity afdiis would be a very good thing. Such
claims always preclude multiple outlooks and fudll farms of nationalism and
xenophobia.

3.3. The trend towards a cautious change in teacig practices

The view was that children could be made to work tbe new issues without
insurmountable difficulties. This probably explainghy most participants did not
consider that radical changes in teaching practe®s needed. This was the impression
that emerged from the discussions on the subjeitieimvorking groups.

Some concerns were voiced, for example the nedabter arempathetic understanding
of the “Other”, adopt a comparative approach to the historicabants of different
countries, reconsider the accounts in use in oo@s country and be honest when
assessing one’s own history or culture.

It was generally accepted, however, that it wassipds and indeed necessary, to
conform to accepted historical methodology, whichtaded interpretation and the
exercise of critical faculties. It was not felatithe anticipated contribution of the new
information and communication technologies wouldvastly different from what could
be expected in the case of history teaching leasedeto interculturalism. It would seem
that the new technologies have the advantage dlitdéiog exchanges among pupils
from different countries and cultures and makingrenmformation about the “Other”
available and easy to access. On the whole, tligipants were more eager to report on
their usual practices than to envisage extendingaically changing them.
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This may at first sight seem disappointing, butmay be equally be a reason for
optimism. If history lessons can be given a multimal and intercultural slant with these
quite modest changes, that is to be welcomed. it Imacompletely unrealistic to hope
for much greater changes when one remembers howy mamitious reforms have

become bogged down.

3.4.  Scope for further investigation

Nonetheless, several presentations at the meetnmmha&sised that the usual historical
methodology and in particular critical analysis ldoloe used to investigate areas that had
as yet been little explored or not explored at all.

This concerned in particular the concepts thataniben we consider cultural diversity,
beginning with the idea of the “Other”. These agpts also include notions such as
culture and cultural identity, as well as natiogsad patriotism and racism. Unlike facts,
systematic observation of which leads to a pregéseription or unambiguous definition,
these concepts are systematically expressed witliswthat always have multiple
meanings. There is never a single, accepted definibf such terms as pluralism,
nationality or foreigner. In different contexts aad different times, they have both
positive and negative connotations. In accordangh tistorical methodology, pupils
must therefore use their critical faculties in ortte identify these different meanings and
avoid using the terms incorrectly when interpretangituation or in a discussion with
someone else. Moreover, while the imprecision eséhterms may make concessions
necessary, those concessions must remain withiagtegmined limits. The concern to
avoid offending the “Other” should not prompt one &gree with him or her
wholeheartedly without proper discernment. Thesutdi of course vary according to the
profile of the “Other”, which should be identifies clearly as possible in order to avoid
misunderstandings.

In pursuing this approach, we are seeking to reffiistorical methodology so that it is
more attuned to cultural diversity and intercultatalogue. For example, by maintaining
the prerequisite of an analysis of the sourcedi@®obligatory starting-point for seeking
historical knowledge, we will shift the emphasisvésds procedures that are more
directly linked to the examination of multicultured ntexts. It will be possible to foster an
understanding of the debates and controversieswsuting the history of a period, a
country as a whole or one of its components. Ometeach children to identify bias and
tendentious interpretations, to ask the most relewguestions, and to understand
causality, continuity and change. One can also rtiake understand that it is impossible
to have an accurate view of the past without célseéixamining the values of the time.

3.5. The importance of context
Such investigations also entail paying attentioodntext. As we have just seen, ignoring

it entails a risk of serious misunderstanding abitiet meanings of the concepts and
words used and the interpretation of situations.
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Indeed, many comments made at the Symposium ermgebdashis point. Affording
importance to the context does not just mean takaogunt of the conditions that prevail
in the classroom in terms of the psychosocial atwlcational profile of the pupils, for
example. In future, taking the context into acdoshould mean that pupils have more
direct experience of the situations they study.yT$leould therefore be helped to see the
“Other” as a very real and very diverse being whayrbe an immigrant, a refugee or
someone who is from another country or of the oj@osex, or who belongs to a
different generation or socio-occupational categdvyile these are perceptions that can
be fostered with respect to the present, similarases are possible with regard to the
contexts of the past. To this end, it is necestagive the past a personal dimension, by
talkking about a slave rather than slavery, or artledentified persecuted person and his
or her family rather than the Holocaust. Use nausb be made, of course, of all the
resources available so that the past is no longejuced up in a purely abstract manner
but is reconstructed through being brought badikdgo Our civilisation, where the image
reigns supreme, has long made this possible, prdwvitlat pupils are taught how to read
images in the same way as they are taught to reitd mvtexts. Older and sometimes less
spectacular resources, such as literary worksbegnst as useful. Travel writers are of
particular interest here: they take pupils to lamd®re the faces and behaviour of the
“Other” are striking because they are so unusudidafferent rom what is found in their
everyday surroundings.

Such efforts ought to have been made already ifoaths of history teaching, whatever

their perspective. It is only natural that they sohave seemed even more important in
the case of history teaching that is geared to ptowy interculturalism. The threat of

abstraction loomed over this form of history teaghbecause of the greater place it is
supposed to give to the history of other countriagher than history that is closer to

home and more familiar. It is recommended that vhdues that make intercultural

dialogue possible should be respected, but thateelting threat of abstraction should
not be overlooked. These are all reasons for triongrevent history teaching based on
these concerns from becoming so abstract thabies the pupils’ heads, for this would

cause them to skate over the issues to be addregibedt really going into them.

3.6.  Making use of environments outside school

Countless aspects need to be taken into accoumtVew, in order to give concrete
expression to everything that needs to be evokedlation to interculturalism. It is for
this reason that one of the leitmotifs of the Sysipm and the preparatory seminars was
that this could not be done solely with the resesravailable in schools. It seemed
essential to be able to count on initiatives oetssghools and co-operation among the
various partners concerned. There is a very withggabf such partners and they have
been identified many times. They range from assioeis in which the members mix
with teachers and regularly co-operate with themgecialised institutions that may up
til now have had only infrequent contact with sol® The ideas expressed in this
connection shed light on ways of taking advantafjghe objectives pursued in the
various sectors in order to make the diversity olfuzes better known and facilitate
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dialogue between cultures as well as improving hbration of the activities of the
various partners.

Many possibilities were mentioned, for instancealelithing or strengthening contacts
with neighbours from different cultures with whit¢he youngsters are unfamiliar or
which they do not even know exist, and arranginghe inhabitants of a city or region to
discover a little-known past whose influence il peerceptible. For example, a guided
tour of some urban neighbourhoods may reveal thg-dtanding presence of non-native
communities and unsuspected cross-fertilisatiopeé&slly in cases where communities
co-exist on an uneasy basis, all forms of encourdgéreen them as a result of initiatives
of this sort may lead to improved mutual undersiagcand defuse any aggression.
Revealing the complexity of people’s origins andvpding opportunities for contact are
clearly means of offering a particularly concratedduction to cultural diversity, which

enables pupils to see and feel things far morerlgléhan in a lesson. Without such
practical experience and additional opportunitibere is a risk that lessons will be too
vague to inspire the sort of thoughts that can maldifference and elicit an active
response.

On another front, emphasis was placed on the ldereffiall the schemes to ensure that
specific periods in the history of certain cultume® not ignored and do not simply
disappear. Such schemes were considered particajppropriate where they concerned
immigrant or foreign communities. For example, vehenembers of such communities
have fought alongside the host country, they shbeldaccepted and their right to be
different should be more effectively recogniseadhitidtives of this sort could therefore
usefully be made better known and young people ldho& more widely involved in
them so that they obtain a broader experiencehefr@ultures.

It goes without saying that similar projects aiik store desirable in areas where latent or
open conflict is rife. Opportunities are needed tlwo sides which have so far ignored
each other or have false images of each other &, m@metimes for the first time. This is
the objective of thé&estival of Invasionsn Cosenza, which brings together the various
communities of the Italian town so that they ardtdseable to envisage the future
together. Projects of this sort require that thgamisers have the ability to motivate the
people concerned, and in many cases great deteiomris. needed in order to overcome
the frequent disappointment. There are still enoamfflictual situations in Europe for it
to be hoped that such initiatives will spread.

Exchanges of young people for educational or mapdiatly cultural purposes in easier
contexts, and even in situations of conflict, wefecourse also discussed. Language
courses have a very important part to play here. &overy long time, improved
proficiency in the foreign language was the onljeotive. This does have a certain
intercultural dimension, but it is one that is Ugudaoo implicit to have a sufficient
impact. Fortunately, largely because of the CowriciEurope’s insistence on the need to
link learning a language with learning about thé&ure, the two increasingly go hand in
hand on such courses. It also emerged at the Sympoand particularly at the two
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preparatory seminars, that there are a great mssocmtions whose primary task is to
organise encounters in order to enable peopleatm Ebout the culture of the “Other”.

Museums were also mentioned many times as providipgortunities for very
stimulating contact with past and present manifesia of different cultures. It was
agreed that their permanent collections and tempoexhibitions were not always
presented in such a way as to provide the infoonatioung people need to draw
maximum benefit rom them. The drive to attract gneatest possible number of visitors
or the weight of purely museographic imperativeemfresults in the picturesque or
aesthetic dimension being given precedence oveprthasion of information that would
be meaningful to young people. It nonetheless nasrdie case that the objects displayed
always provide interested teachers and guides coeddo adapt to their audience with
valuable aids to conjuring up a culture as a wlaslgoing into detail about some of its
aspects. It was also pointed out that museumsnatfee ibest position to give new life to
chapters or periods in cultures that have beenmscobf the vicissitudes of history.
Particular attention was paid in this connectionMaslim culture, which may be
considered to have become detached from that dMd& in the thirteenth century, and a
number of exhibttions designed to make good tlfismere cited. Other similar examples
concerning Europe itself were mentioned, such a&s Tllinn Museum programmes,
which seek to resuscitate forgotten communities teaditions from the past. The work
being done by museums was therefore rightly comsitiéo be an excellent example of
how history teaching can be supplemented outsid®dadc although the objectives
pursued by such teaching and those of museumsaedways the same.

The gap was still more marked in the case of thdiamegoarticularly the audiovisual
media. There has been a spate of historical praxhgcin the cinema and on television
but they are very rarely of the standard needednde a significant contribution to
historical knowledge. Their main aim is to elicitnelter of emotion, rather than offer a
credible or plausible reconstruction of the pasrywfew of them are worth more than a
passing mention, but the few that are deserve teifgled out. One was a television
series that provided a very authentic picture af tmltures enjoying uneasy relations,
through its portrayal of their everyday customs amdmantic plot involving members of
each culture. In this case, the television dran@eeded in conveying a better idea of
the opportunities available to people separatedsteyeotyping and prejudice to get
together than would have been possible by meansgdnt argument. Yet successes of
this sort are quite rare and the craze for sehias dre not of this quality does little to
contribute to the acceptance of other people, alatigtheir differences.

The representatives of the Arte channel invitedh® Symposium were quite honest
about this. Their historical programmes invariablyn into budget problems because
they require recourse to expensive specialistssidBs, the tyranny of the ratings has so
far been a handicap for such programmes. Onesserib strong ambitions of historical
accuracy attracted only a limited audience. Thennbés directors do not want to stop
broadcasting historical programmes, but they ateoptimistic about how well they will
be received.
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The point was made that if, despite its shortcos)jirspme audiovisual material is to be
used in history teaching, a sound education impnéting images is needed. This would
enable pupils to distinguish between productions@interest at all and others that are
acceptable. This would lead them to discover doctianes: some of them are excellent,
and their producers need to be encouraged. Imageagdn would also give pupils a

different view of the most common works. Once rthisaccuracies and even the myths
which they perpetuate have been identified andcs#d, these shortcomings would

become a significant factor. Historical televisiprogrammes would thus provide

opportunities for pupils to exercise their critidatulties and would end up being a less
facile and less suspect means of learning hishgnks to image education, the need for
which is not in doubt, there would be continuitythe treatment of iconography, from the

illustrations in textbooks, which pupils must leawrinterpret, to filmed sequences.

It was inevitable that the Internet should haverbeentioned as an external aid, on the
grounds that it made a vast number of sources andmdents available to teachers and
pupils. Nevertheless, very serious reservationg wepressed as to their reliability. They
are seldom checked and the case was cited of @ammicof an interview involving two
politicians that had never actually taken placeprpriate training in how to use what is
available seems to be needed here, and it coulddmahe exercise of critical faculties.
This is, however, a huge and somewhat discouraigsig because young people are not
interested in advice about how to use computers.

Rather surprisingly, little was said about the prés this because the press has been used
in schools for years and the relevant guidelinesnaw well-established?

3.7. Training teachers and other stakeholders

As has been said, there was discussion about tgreelef educational innovation needed
for history teaching to be directed or redirecteorantowards interculturalism. In any
event, it seemed that history teaching had to baptad to some extent at least to this new
approach, if only because of the new skills requifehis seems even more important in
the case of teachers. They are required to workohoperation with outsiders whose
training profile is very different from their owmd who have activities and contacts of a
completely different nature and deal with peopl®wften have nothing in common with
pupils. These stakeholders are in a situation coaslya to that of teachers, but their
concerns and ways of working may seem very differdns not surprising, therefore,
that training issues should have been discusskeshgth in the working groups and that it
was considered vital to come up with answers ifdhveas to be any chance of achieving
the objectives of the Symposium and the ProjEue Image of the Other in History
Teaching

3.7.1. Teacher training
Attention obviously focused on teacher trainingphably because it was a field more

familiar to the participants, most of whom were alwed in school or university
education. This no doubt also explains why the ireduchanges in teacher training were
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considered mainly in light of the prevailing trendghich have already sought to be
innovative for some time now and do not, therefeeem to be serious obstacles to the
further innovations needed. Indeed, there was aectaus among all the countries on the
attitudes teachers should have towards their papits on the teaching methods to be
used. Everyone agreed that teachers must, withmamndmning their authority, have a
close relationship with their pupils and understémr reactions. It was also agreed that
every subject should be taught in such a way thatptupils were actively involved in
acquiring knowledge and skills.

Among the qualities training should instil, frequemention was made of skills with no
direct connection with history teaching or with ttleange of approach required of it.
This is true, for instance, of the need, mentioimedll the working groups, to develop
teachers’ critical faculties and inculcate expertia the analysis and application of
curricula. It also applies to the use of the téagimethods considered most relevant, for
example methods designed to present the subjeet stimulating way, in its most
tangible aspects, and the to attention that neebs paid to assessment and its results.

The view was taken, however, that working methdug tvere more in tune with the

intercultural perspective in history teaching coldd grafted on to these existing
practices, which are now those most commonly fodldwin teacher training. For

example, development of critical faculties is prtraining in all subjects, but it could be

given a particular slant in the case of historgteas. Critical thinking should be applied
to all the materials available for teaching hisfoirpm textbooks, written sources and
illustrations to external aids. Similarly, effotts get through to the pupils should make it
possible to establish a dialogue with them in ordehelp them discover the image and
identity of the “Other”. Nor was it forgotten theachers’ critical faculties should also
be applied to themselves so that they could ideptigjudices and preconceptions that
were likely to affect their relationship with certapupils and set examples that ran
counter to the attitudes they wanted to instiharh.

The participants admitted that it was sometimeg sgeary to go a stage further if teachers
were to be fully capable of teaching in a way tihatd up to new expectations. It was
acknowledged that, as far as teaching methods wereerned, it was becoming
necessary to train teachers to ensure that puddpted a cultural viewpoint when
referring to the concepts arising from the phencanéering studied. The analysis
involved is a very complex one, and it is for tlgason that there is a need for training in
the muliple outlook approach, which should makeadssible to avoid over-hasty, one-
sided interpretations and simplistic views of titHer”. The emphasis in training should
be on the elements of the curriculum that relatdit

There did not really seem to be any suggestioris asw to achieve continuity between
the training usually offered to teachers and tlaening required to teach history in a
manner that was fully in tune with the multicultisen of the modern world. Indeed, it
was even considered that in some countries theotesthcle was the fact that history
teachers’ initial training was still not sufficidythorough.
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It was also argued, however, that initial trainiagen when it is of good quality, needs to
be significantly supplemented and elaborated onwAshave seen, image education is
crucial, and it requires a training programme selit Collaboration with associations and
authorities offering extracurricular activities, itonnection, for example, with the
preparation of visits to museums and exhibitiondl, require a significant investment in
terms of time, planning and management. This ibgsly more a matter for in-service
training than initial training. In any event, ifstory teaching is to be geared more to
multiculturalism, teachers will have to do morectinvey to their pupils the meaning of
the relevant concepts and terms and their conootati There is a whole new aspect of
training to be developed here.

This is why it was frequently pointed out that iasvessential for prospective and
practising teachers to be better informed aboubhelbut-of-school resources available to
them. The point was made, of course, that the idermation and communication
technologies offer numerous opportunities, thouggntion was drawn to the danger, for
teachers and pupils alike, of using the Internghouit the required precautions. What is
available on the Internet should be checked with thmost care, particularly where
culture and history are concerned. This also appt the media: all the working groups
reiterated that media education was imperativebfoth teachers and pupils. It was
mentioned that UNESCO had just published a medmatibn handbook.

All'in all, the teacher trainers are likely to haa@me away with the impression that their
work is cut out but that they are not going to hevstart from scratch.

3.7.2. Training of other stakeholders

The need for co-operation between teachers andr qihdies involved in raising
awareness of interculturalism was a leitmotif ire tiscussions. Such co-operation
implies that efforts be made to train players wihatheir activities, do not always draw
sufficient attention to what they are doing to em@knowledge of the "Other”. It is as
if they were doing intercultural work without sagiso or even realising it.

However, unless something escaped me, hardly anytiomewas made during the
Symposium of practical experience in this sectdwe @nly exception seems to have been
a brief reference to training for museum guidesp vane apparently as receptive as
teachers to the need to adopt an interculturalosar in order to improve contact with
the public and make it more fruitful. In a diffeteway, the initiatives presented by
several associations during the preparatory sem@aphasised the issue of training for
their workers.

Here, however, training seemed to be the respdibgibf authorities that have their own
preoccupations and traditions, which are quiteedsfifit from those that prevail in teacher
training. It is more often a question of learnimg the job than of attending courses
affording considerable space to theory, except aqgshwith regard to communication.
Self-training also seems to be quite common. Thisid way implies that there is a
special form of training that is diametrically oged to training for work in schools. It
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was pointed out that teachers are now invited spldy autonomy on all fronts. This
should also apply to their personal developmententhiey are working and particularly,
perhaps, to everything to do with interculturalism.

3.8. The importance of the individual

The corollary of the emphasis on personal initeithas the importance to be afforded to
the individual, not just in terms of his or her gmmal development, but on a far wider
scale. Numerous comments at many levels referrégetandividual as playing a decisive
role.

At the very start of the Symposium it was statealt th was not cultures but men and
women who would be meeting and engaging in dialodiés does not of course mean
that cultures themselves are unable to make confd&ir reciprocal influences and
cross-fertilisation were rightly cited as evidemdfethe fact that they can. But it is clear
that such results are identifiable only through W@ds and behaviour of the people
involved.

Attention should also be drawn to the great sti@slson the importance of individuals
when it came to forging an image of the “Other’islonly once it is related to individuals
who have actually been encountered that this incageattain a degree of generality and
be free of gross distortion. The essential starpioot for forging such a perception, on
which everything else hinges, is therefore thevidaial's experience of the profile of the
“Other”. The “Other” must first be identified as ardividual in a particular situation that
is based on his or her socio-economic status, @t@up sex and other characteristics. It
is only on this basis that a concept of othernbas is not abstract and empty but plural,
like the identities on which it is founded, can fogged. In the dialogue, or rather
dialogues, to be established, cultural diversitgasnething that is both observed at the
start and ever-present. The teacher’s role asdividoal was not forgotten either: as
someone pointed out, what makes pupils love hiswapove all the person who teaches
it.

3.9. Favouring local initiatives

The importance afforded to context and the indigidaiso led to local initiatives being
favoured as they were seen as the best means ofsadty and resolving both the
guestions to which cultural diversity in societieay give rise and those connected with
history teaching focusing on such diversity. Relasi between communities from
different cultures most often have to be managetcdl level. Cultural diversity at
every level will probably mean that consideratioiti e given to adapting the content
and methods of history teaching to pupils in défgrschools, who often do not have the
same expectations or the same ability to assimiNate is offered to them. Here again, it
is at local level that the most appropriate deasioan be made. This, at least, is what
can be inferred from what happens in the counwiesre local authorities have powers in
this area.
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The local level was also seen as that where they fioems of support outside the school
can most easily be mobilised in order to give etlooathe full intercultural dimension
that is sought. It is desirable that such suppbaotuld come from bodies acting at grass
roots level, which are easily accessible and rgaatile to contact one another in order to
negotiate the action to be taken. This is why theal (municipal or regional) level
seemed the most appropriate both for the purposelagting action to needs and for the
sake of speediness. The increasing autonomy of d&owh regional government in the
wake of decentralisation policies, which the Colindi Europe has always supported,
should make it possible to pursue this approachowit encountering major obstacles.
The fact that local initiatives were given by faetgreatest attention does not mean that
importance of the national level was ignored opdied, however. Frequent attention
was drawn to the need for overall consistency.

3.10. Froma segmented study of history to a comphensive approach to leaming

The intercultural approach to the teaching of mgtnd the training recommended for
the people who will be teaching it are rather défe from what has prevailed so far.

To simplify somewhat without completely distortindnat emerged from the debate on
this subject, it was generally accepted that thegee the following differences. Up till
now, history teaching has essentially involved loating knowledge that results in a
reconstruction of the past that cannot necesdagilysed to understand the present. It has
not been absolutely impossible to draw lessons fioenpast that can be applied to the
present, but great care has been needed to apsimhdainto questionable uses of history.
National history, with its unacceptable tendencylharify founding heroes or saviours,
aroused very mixed feelings. When used to corteilia civic education, it might be
reassuringly prudent, but it still elicited misgnys.

History teaching focusing on the characteristic snofticultural societies and designed to
help young people to deal with the attendant chgls has other objectives and other
approaches. Enabling pupils to forge a concepticaociety is doubtless one of its goals,
which do not seem to differ radically from thoseaopolitical history geared to training

citizens. But a society where intercultural dialegs possible is based on respect for
universal values that are not linked to a partictype of society, except insofar as they
are characteristic of any democratic society woliythe name, this being the only

reference model. We are thus dealing with politic€s most universal aspect, the aim
being to create a place in which to live, whichindispensable if individuals and the

community are to be assured of living in a climaftéreedom and fairness. This explains
why this form of history cannot radically dissoeiats approach to the present from its
approach to the past. It needs to start with a Kedge and analysis of the past in order to
interpret and act upon the present. It is alsotfis reason that we cannot confine
ourselves to the knowledge to be found in books.Nake to be able to call on practical
experience in order to find clear traces of thet plast will help us to grasp its meaning

and shed more light on the choices to be madeuatgins that we experience. Clearly,
therefore, this form of history needs to cover rfegtations of the various cultures, in the
form of monuments and objects displayed in musewms$y be in contact with people
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who belong to these different cultures in ordektmw and understand them better. In
other words, it entails making the transition fromare study, restricted to the acquisition
of knowledge, to a more profound and comprehengiven of learning, if not one in
which knowledge is acquired mainly through actugdezience.

The expressiodoing history so common in what might be described as schaoigs|
therefore needs to be given its full meanidging may be appropriate to all subjects, but
there are good reasons for thinking that it is rfasre apt in relation to the study of
history. In other words, history teaching shouifbra pupils the opportunity to engage
in what one participant called a “historianistichpaoach covering a whole range of
operations. These include collecting informatiaomira wide variety of sources (archives,
visits to monuments and museums, meetings and ssigns with different types of
people), developing skills that can be used torpnéd present and past events and
defining the attitudes and behaviours to be enedagccordingly. Without our
necessarily embracing constructivist arguments ftim of history learning should at
least be considered a process that requires timsdEved to pursue highly creative
approaches, seeking out the necessary informatidd eawing conclusions from it in the
light of the context and discussions with the wigesssible range of people. This would
narrow the gap between the history of researchethatory in the classroom.

Here again, such an immense task cannot be acahegliin the school environment
alone: close co-operation is needed with all tlaeygids concerned with interculturalism.
Their number and fortunately their skills shouldwyrsteadily with the proliferation of
situations of concern to them. It goes without sgythat teachers should also become
involved in this process. Their initial and in-sieev training equips them less and less
with a stock answers to every situation. With thgupils and with the partners with
whom they work, they will keep having to come ughaew solutions to problems that
will constantly crop up.

It also emerged that learning history in this wayilong process that is not confined to
one’s schooldays. This must be one of the best pkasnof the need for lifelong learning
and of its benefits. Lifelong learning will be esfial because multiculturalism is such a
vast and changing phenomenon and so full of costrd®t if we do not regularly
readdress it we will have little chance of graspalgits characteristics and nuances.
Another reason it is essential is that lifelongriteag is crucial if people are to lead a
lucid and stimulating life in a multicultural sotyeand rise to its challenges: lucid so that
they know about the changes in composition andilprttiat directly affect the attitudes
of the various communities to one another, and uéiting because the possession of
such information enables everyone to adopt the \betamost appropriate to situations
in which there will always be risks of misundersteng, confrontation and conflict.
Those who succeed in feeling that they have reamedopriately in such circumstances
will have the satisfaction of knowing that theirage of the “Other” and of others was
such that they were able to avoid the problemswioatld have arisen with less suitable
approaches. People will also have the opportuaitgke a good look at themselves and
discover what another person or other people heamdd about them. This will validate
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a point frequently made during the Symposium aedtieparatory seminars, namely that
it is necessary to know the “Other” if one is ttaat self-knowledge.

3.11. Adapting syllabuses and textbooks

Putting such learning into practice depends onraév&ctors that received a great deal of
attention. One of the most important is that teeslaand other stakeholders should be
trained in such a way that they are effectivelyppred to adopt this approach. It was
realised, however, that there could be a wide gapd®en the objectives set and actual
situations. It even seemed, on occasion, as ifrtheing of history teachers was far less
satisfactory than that of teachers of other subje®yllabuses and school textbooks were
seen as the most serious obstacles, however.

3.11.1. Curricula

Syllabuses were attacked on the grounds that theng wesponsible for the lack of
information about the history of certain countréax cultures. The loopholes extended
over varying areas and periods and, in certain t@sn concerned groups of varying
size. As was the case during the first preparagerginar, mention was made of the very
inadequate space given in most curricula to modeal Muslim culture. The history of
Byzantium and the Orthodox world has likewise beegely left out for years. Mention
was also made of the persistently widespread ld@dtention afforded to the culture of
certain minorities, for example in the Balkan coigst

The reasons for this unfortunate state of affaesenonce again identified, without there
being much hope of any adjustments being madeal®ydes are overhauled only when
they are considered seriously flawed. This is wkaturrently happening in the Arab
countries, as Mr Mongi Bousnina, Director GeneralAAECSO, reported. In other
situations, adjustments are often difficult to mate very minor. As curricula are
criticised more or less everywhere for being o\aalkedd, adjustments to the balance of the
various countries’ or cultures’ history are almadways rejected because they would
place an even heavier burden on syllabuses. Indacinterest in a more comprehensive
approach to history teaching tends to lead to Isylas being pruned rather than fleshed
out. The solution most frequently adopted to corspémn for areas that are omitted or
skated over is the introduction of optional them&4ile in theory this should encourage
attention to be paid to neglected areas, in pmdticsually results in emphasis on the
fields that are already most prominent. In addjtioarricula are still very often set by
central authorities, which are unused to giving,d@&inclined to afford, the necessary
space to the history and culture of groups of alerimediate size. Attention was
nevertheless drawn to the consequences of extresentialisation, such as obtains in
Spain, where each Autonomous Community is ableite gonsiderable space to its
language and culture. It was also pointed out tdibnal history does not usually have
the primacy it had twenty years ago and, wheres istill dominant, it is no longer
completely divorced from the history of other caigs.
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3.11.2. School textbooks

The content of school textbooks illustrates thiargde very well. It is now quite unusual
for them to indulge in stereotypes of other nation®express intolerant viewpoints. At
one of the round tables Mr Noureddine Dougui quaeslrvey of textbooks used in 27
Arab states, which bore out this view. Another epé&mmentioned was that of a textbook
produced jointly by specialists from Germany andri€e in order to offer points of view
acceptable to teachers and pupils in both countitiesaim being to obtain authorisation
from the authorities to use it in the classroomor khstance, instead of using the
expressiorbarbarian invasionswhich is insulting to the Germans, reference @&lento
themigrationof Germanic peoplesSimilar work is now being done through co-opemati
between Germany and Poland. Mention was also médesarvey of school textbooks
used on both sides of the Mediterranean, beingutad by UNESCO, ALESCO and
the Georg-Eckert-Institut fur internationale Schulbustschung These initiatives were
dictated by a concern to move beyond the deepdeatagonism generated by centuries
of conflict and misunderstanding. While there igoamd chance that they will succeed,
this is because they have enjoyed the official edpihat ensures that the books will be
widely used in the same way as others. This paintrucial because the “European”
textbooks produced by authors from several Euromeantries have been little used in
schools: where they could be employed, which washeays the case, they tended to be
regarded as supplementary material that could bé iighere was time or when it was
considered appropriate.

It could be that publications of this type wouldvéanore chance of being widely used if
they were as different as possible from official standard textbooks. This is the
perspective reflected in the book published untteraegis of th&eorg-Eckert-Institut
on Muslim societies in the modern dgérhe book does not retrace the history of Muslim
societies but offers, with respect to various Mustraditions, from Morocco to Egypt
and Turkey to China, a wide variety of insightitite contexts of those traditions, such
as the law, the economy, religion and the artibicitage. It enables every teacher,
according to his or her interests, to focus onasgect, while encouraging him or her not
to dissociate it from the others. This makes fompcehensive learning whereby the
knowledge sought is acquired through a multipliafycontributions. It is an excellent
example of the openness and inventiveness thatldshcharacterise this method of
learning.

It is for this reason that it would perhaps beléuto seek to provide all the resources
needed, whether in the form of instructions in Babys or contributions from textbooks
covering every register. Perhaps, on the contriary,only natural that, on embarking on
this learning method, one should not immediatedgaver everything that should go into
it, but merely everything that needs to be sougltso that this approach can be used.
The initial impression may be that something iskiag, but it would be a false
impression because there are, in fact, many egisgsources that need to be identified
and used. Accordingly, the role of teachers ahthalother stakeholders is how not so

" Gerdien Jonker, Pierre Hecker, Cornelia Schno (B uslimische Gesellschaften in der Moderne.
Ideen — Geschichten - MaterialieBtudien Verlag, Vienna, 2007.
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much to accept all the existing resources on a dat to identify them and encourage
pupils to find them. This is not a pretext for esmating them from their educational
duties: the idea is to place those duties in amatdwgister.

IV. AN ATTEMPT TO TAKE STOCK

Now that an attempt has been made to give an atoduhe discussions that took place
at the Symposium and the views that were expresissdappropriate to try to take stock,
on two fronts. One the one hand, we need to conste feasibility of the changes in
history teaching called for by the conclusions thete reached. These changes were
often presented not so much as radical innovatsrextending or building on trends that
were already identifiable. Nevertheless, they magoenter obstacles that have to do
with regulatory frameworks and the practices oftaier stakeholders. It is probably
difficult, however, in the short term to assessltkelihood and scale of resistance. It is
for this reason that the Secretariat set objectiveshe Symposium whose attainment is
more easily measurable in that they concern théecbof the Symposium itself. After
rapidly exploring the first question, | shall thene concentrate on the second in this
section.

4.1.  Anexciting but difficult undertaking

As far as the first question is concerned, a pipgit in the first preliminary seminar

clearly pointed the way by stressing an epistemoddgoncern. He considered that it
was difficult but exciting to envisage a historydiversity and plurality that would offer

a dual system of interpretation, providing a peticep forged of the tensions and
contradictions resulting from different points aéw, but one that was also universally
intelligible and enabled the greatest number opfedo appropriate a history that was
often conflict-ridden, with the ambitious aim of kiag it an instrument for co-operation
and sharinf

In fact, this ambition seems to be more and morargon in the modern world, given the
growing interest in, and respect for, the righbéodifferent, which needs to be thought of
in connection with respect for the truth, of whigthis a facet. It is because no one
possesses the truth but everyone has to seektithdaight to be different has to be
accepted as a manifestation, albeit a partial amh dlawed one, of that truth The
importance to be afforded to differences and thecelto be given to them when
comparisons are made came out very clearly at tbeting. The emphasis on the
appropriateness of a multiple outlook approachdtmhy was in keeping with this.

There is no guaranteeing, however, that all hiatwiwill agree to go down this road. Mr
Audigier said that replacing the history of wargl axonflicts with that of co-operation
and exchange was a political rather than an acadeloiice Many similar reservations

are conceivable. The cultural history that the ri@wn of history teaching should favour

8 Statement by Jean Petaux at the first prep aratemyinar.
®Louis Marmoz and Mohamed Derrij’interculturel en questions. L'autre, la culturé l&éducation.
2001, Paris, I'Harmattan, p.39.
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does not appeal to all circles of historians, amyerthan comparative history, which
should also receive more coverage with the multqpldook approach, does. In 1988 it
was still possible to read in a specialised jouthat people were constantly calling for
the development of comparativism but that in pcacti remained the excepti

Consequently, we can foresee a great deal of déddaitey place, and the outcome is too
uncertain for the matter to be resolved quicklywill be possible for a long time yet to
contrastscientific history with political history, but also to discuss what is meant by
scientific history: certainly not what is advocatbg the disciples of posttivism and
scienticism, who are less and less persuasive.iBatscientific history one that, as is
argued by many representatives of the professtones to identifyplausible plot$?, one
that a French historian calledsaft scienceor one whose spirit is, in the words of one
participant, one ofuidity? In much the same way, the vision of society priechdoy the
Council of Europe will probably continue to be saaore as one option among others
than as the only option. In order for it to be othise, intolerance and distrust of others
would have to become impossible. But is this noidaal that, like others, will for the
foreseeable future remain a remote possibilityelathan a predictable development?

From this very general point of view, there is wa$o believe that the chances of the
changes of approach called for by the Symposiumgoput into practice are not non-
existent, but nor is there any certainty that therges will take place. This is, after all,
hardly surprising, for reasons connected both with Council of Europe’s chosen
approaches to societal matters and with the balaihpewer between the various schools
of thought when it comes to history. Moreover, with wishing to be ironic, | am
inclined to add that in the final analysis it wobld illogical to expect a meeting held to
motivate the advocates of respect for differenaes @dialogue to result in conclusions
that enjoy unanimous support. It is, on the comgjranighly desirable that these
conclusions should continue to be debated, probabtyso that they can be rejected but
so that they can be re-examined and taken a stageerf or moderated. It is equally
important that those who apply the ideas expresbkedid do so in the belief that they are
acting autonomously and are fully responsible foaithey are doing and should not feel
that they are following orders. Indeed, it washis spirit that the objectives were set for
the Symposium and it is to these that we must now in order to produce a more
modest but clearer analysis.

4.2. Achievement of the objectives set for the Syposium

The information document prepared by the Secrdtagd four objectives for the
Symposium:

- to define global strategies for learning histaraimulticultural society;

- to identify and clarify key concepts;

- to identify teaching methods and material for thening of all stakeholders;

- to collect a first set of examples of good practice

10 Annales ESC 1988 Paris Armand Colin No. 2.
1 As Paul Veyne put it.
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There is every reason to believe that progress mwiade towards each of these
objectives.

4.2.1. Definition of strategies

The strategies needed to implement a new approaeatning history in a multicultural
society were defined as being global ones and Vg explicitly described .

The concern for a global approach means, firsilpftat history should be studied in the
broader framework necessitated by multiculturaiet@es. This led to a clear formulation
of what should be encouraged and what should b@&edolt is desirable to move away
from the national framework, which is no longer ayjuarantee of a homogeneous society
within impermeable borders. The history that calhst referred to in connection with
the term “nation” is now that of its components,ievthhave more or less harmonious
relations with one another, and no longer the tystd an identity with no fault lines.
This history is also that of all the reactions aadinter-attacks that it has triggered in the
country concerned and elsewhere.

This is why, when history is learned in this watyisinecessary to use political, economic
and social concepts that are defined sufficientatlly to make it possible to describe
and understand very varied situations and offergmetations that are acceptable rather
than hurtful from an outsider’'s point of view. Tegample of preferring the expression
“migration of Germanic peoples” to “barbarian inas” has already been quoted. As
we have just seen, a similar change is needed mipect to the term “nation”, a
designation which entities such as the Autonomoasn@unities of Spain are now
claiming, whereas it was until recently restrictec ntities whose political, economic and
cultural unity was much more strongly asserted motlaer level.

The same global strategy is to be found when iteota putting the learning of history
into practice. It should no longer be confinedhe subject of history alone. Giving it a
multicultural dimension also means that historywdthdoe taught as part of all the other
subjects. This extension of its scope can be jedtiis a means of making up for the
inadequate amount of time allocated to historyheway; which is lamented everywhere,
but this solution, which might have appeared tambeexpedient, is becoming natural in
the context of multiculturalism, since the practioé interdisciplinarity in teaching
foreshadows, or is tantamount to, interculturalcjae.

The desire to ensure that such learning no lorad@stplace in schools alone but benefits
from all the external assistance available is paithe same global strategy and stems
from the same concern to bring together differartucal worlds and engage them in

dialogue. The various stakeholders that have topmyate, be they associations that
promote multicultural contacts, museums with eximbs on cultures and areas of

history that are not particularly well known or needealing with comparable themes,

each have their own culture. But this culture nuasit aside conceptions and practices
that are too specific if it is to be capable of ecommicating with others.
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The list of evidence that global strategies havenbehosen could be even longer. The
often repeated emphasis on the need to adopt, tahas, strategies that take the context
into account provides a basis for a model. Thenttta to be given to context means that
a strategy should not deal with an isolated aspeatsituation but with all its facets.

There is therefore little doubt that the objectofedefining the most appropriate global
strategies was amply achieved. The very concepat glbbal strategy was clarified and
the various ways in which such a strategy couldided were outlined and a few details
provided.

4.2.2. ldentification of key concepts

The new approach to history teaching needs to bedban key concepts that have not as
yet often served as a reference in the study adrlyisit is essential to define them more
precisely if this approach is to produce results.

Progress seems to have been made here too. Whgrddti been used already, most of
the concepts in question were still beset by uagast and ambiguity. This was true of
the notions of culture, personal, collective antiomal identity, and authenticity, which
are bound to crop up regularly as soon as one dedls cultural diversity or
interculturalism. The same is true of the ideahef tOther”, which has to be defined in
these contexts.

The meanings to be afforded to these concepts wustantially clarified. In most
cases, clarification entailed either an extensibth@ir usual meaning or, on the contrary,
a tighter definition, designed to prevent misuseli@e was seen from the broadest
possible viewpoint, as embracing not only literamd artistic output, but also, more
particularly, all the ways in which a social groappropriates its environment. Similar
approaches were taken to the concepts of idemdyeathenticity. In particular, attention
was drawn to the plural aspect of every identithether individual or collective, and
therefore to its relative character, which rules amy claim to absolute unity or
authenticity. With respect to the image of the ‘@thwhat emerged was the need to give
the “Other” an actual face, such as that of a @i or immigrant, and to go further into
how “otherness” tended to pigeonhole people.

The very concept of history was shown to be of mglexity that had not always been
properly grasped. A clearer distinction was madeveen history and memory. Above
all, the various types of messages put across btprigiwere more clearly itemised:
mention was made of those stemming from the worlprofessional historians, those
served up as accounts by the media and thoseingstitim a biased or even sectarian
approach to history.

It is true that these clarifications did not produdgorous definitions but merely ideas
and notions whose scope was more clearly markedather than concepts in the sense
of highly structured constructs. Yet it is diffictto see how it could have been
otherwise. The most prominent specialists in thendn sciences are constantly debating
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the meanings to be given to these terms. Cultues shot have quite the same meaning in
cultural anthropology as it does in the sociologyknowledge. Historians are still
debating whether or not their discipline is an éxawence. It is therefore not at all
surprising that the Symposium should have studofbconcepts.

In the final analysis, one may wonder whether thithe fate of any analysis based on
interculturalism. Such an analysis has to brea@udh frontiers or abolish them, but at
the same time it has to confront differences timpleasise distance and separation. On
the one hand, an intercultural analysis is drawm&ans of identifying contrasts and
divides but, on the other, it has to embrace sdnatthat are far from clear on account of
the displacements and overlap caused by the megtisgcieties and their cultures. This
means that what seemed to be a firm foundatiorhetoutset becomes unstable and
confused. Thesesoft concepts are not, therefore, debased conceptshost most
appropriate to interculturalism. This was anothéeriesting outcome of the Symposium.

4.2.3. Methods and materials for stakeholders

This report has already drawn attention to thera@steshown in teaching methods and
materials.

Given their professional background, the participamost of whom work in schools or
universities, paid great attention to work in tHassroom. The preference is now for
methods that prompt pupils to become very activeyolved in developing their own

skills. The means of instilling and fuelling motiian were clearly identified. First-hand

experience and encounters with the “Other” weresaned essential. Contacts with the
various types of out-of-school environment wereoat®nsidered indispensable and,
indeed, rewarding. In short, it was invariably awactive type of teaching that was
advocated, on the grounds that this was the best twaenable pupils to acquire

knowledge and develop skills at the same time.

Insofar as the chosen approaches focused on makingf actual experience, they could
be recommended not only for teachers but for akesholders. Indeed, other players
sometimes seemed to be even better placed inatsd. Teachers clearly have to leave
the classroom mentally and physically in order @eksout this experience. Other
stakeholders are almost always in the midst of it.

It should be emphasised that no recipes or stanaadkls for training were suggested.
The complexity of the issue, which derives from dieersity of situations, may account
for this, but there is also another reason. Sihde stressed that pupils should exhibit
autonomy, it is only natural that the people whainrthem should display the same
capacity. Evidence of this was the tendency to doon self-training, particularly in
connection with the initial and in-service trainiofall stakeholders.

There is no doubt that the reflection requiredistdry is to be taught from a multicultural

perspective has a far-reaching consequence thds tedoe highlighted. It makes trainers
and young people feel more responsible for putiig practice the desired responses to
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the issues raised by the new characteristics oétes. Everyone now feels directly
concerned by cultural diversity all the time and aware that, unless cultures are
prompted to engage in dialogue with one anotheretlis a risk of tragic confrontation.
The only means of avoiding this would seem to hreatfb individuals, whatever their
situation and role, to take their destiny into tlein hands in order to foster, in the niche
that they occupy, mutual understanding. If thipuieement is emphasised, stakeholders
will have the best possible basis for finding tlsources needed to take the most
desirable initiatives, effectively and completehdependently. This does not, of course,
rule out the possibility of jointly devising inifiand in-service training schemes, but it is
to be hoped that these will be requested by thdwe will benefit from them rather than
offered or virtually imposed by those organisingrth This would be the best guarantee
of their quality and relevance.

This brings us to a frequently expressed conceontaipaining, which is how to assess it.
In such training, as in the self-training that aftaccompanies it, appraisal is an
irreplaceable analytical and guidance tool. Eaxchvidual's appraisal of his or her self-
training, possibly with the assistance of an adys®uld seem to be decisive when it
comes to choosing the additional training needduchvwill of course also have to be
assessed. We are therefore seeing both a new appm#aining and a consolidation of
the most valuable aspects of the training nornmathvided so far.

4.2.4. Collection of good practice

There is no doubt either that a substantial setxamples of good practice was collected
both during the Symposium and at the two prepayasEminars, whose valuable
contribution should again be mentioned here.

The case studies presented at the three meetimgeroed exemplary practices in most
of the areas worth taking into consideration. Ihosds, it is possible to make pupils

aware of the multicultural perspective in variouayg, in particular by going more

deeply into the image of the “Other” by addresdiigyor her history and culture, which

have often played an unacknowledged role at impbdtages in the development of a
society. In the area of exchanges between schodi®ther forms of placement, schemes
have been developed that are no longer limitednjproving language skills, but have

been broadened to include familiarisation with aol@trange of types of heritage. The
role that museums and the media, particularly ticavisual media, can be expected to
play also received sustained attention.

Mention was made of the conditions that had to le¢ imsuch practices were to be of
high quality. The first is, invariably, thoroughgparation, which entails setting out the
objectives to be achieved and the approaches tmlbgted as clearly as possible. This is
essential. Equally important, in some cases,l@@tecautions to be taken to ensure that
participants in an activity are not disconcertediisappointed because it does not match
their interests or is not in keeping with their asbabits of analysis and thought. On the
basis of these elements it would surely be posdtlestablish a typology of the most
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desirable practices, which would be another farmfrmegligible benefit of the
Symposium.

With respect to good practice, it was often remdrikethe meeting, as at many others,
that, once good practices have been selected, imp®rtant to make sure they are

disseminated - otherwise they will have an insidft impact. The Seminar also

produced encouraging results here, largely becad® importance afforded to context.

This meant that it avoided giving the illusion tlgiod practices were universally valid

and could be disseminated without encounteringaaltess. What emerged instead was a
clear awareness that a practice, however good, snéedbe adapted to any new

environment to which it is transferred. There wavem any claim that the examples
presented were immediately transposable. If a bgppivere attempted, it would merely

concern a series of fundamental characteristidshfee to be respected: it would be like
a plan to build houses that can be adjusted to aakeunt of the needs of their future

occupants. There is nevertheless reason to h@ethé requirements, which are the
same as those that facilitate intercultural diaéggwill not be so different as to be

irreconcilable. Acceptance of the differences befveultures would, in a way, result in

the emergence of a common culture, which would meanhthe dissemination of good

practice, although it would not take place entiralyhindered, would come up against
fewer expectations that were impossible to meet.

*

There is therefore every reason to hope that everyoho took part in the Symposium
came away with two convictions: firstly, the cortwa of having a better understanding
of what experiencing and understanding culturakdiity is all about and, secondly,
thanks to the new approach to history teaching Waet outlined, that of having a tool
with which to address cultural diversity, using thest appropriate knowledge, skills,
attitudes and behaviour. This should improve thenclas of seeing the values upheld by
the Council of Europe gain wider acceptance irsti@eties of the twenty-first century.
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