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1.0 Introduction

The Symposium ‘Globalisation and images of the otbleallenges and new perspectives
for history teaching in Europe’ was held at the d¥dl Palace in Istanbul on 80
November and 5l December 2008. This was the second symposiuaképlace in the
context of the Council of Europe project: ‘The Ireagf the Other in History Teaching'.
There were 78 participants representing 30 countraand several international
organisations. The symposium was organised jolylyhe Council of Europe and the
Research Centre for Islamic History, Art and C@t@iRCICA). The involvement of
IRCICA in this meeting has added an important neéweahsion to the project. IRCICA
represents the peoples of 57 countries acrossaes@mtinents. Like the Council of
Europe, IRCICA has much experience of bringing tbge educators in workshops to
discuss multi-cultural and global issues.

The symposium was opened by Mr Halit Eren on bed@IRCICA and by Ms Gabriella
Battaini- Dragoni on behalf of the Council of EuropA& Key note address was given by
Ms Cecilia Keaveney, Parliamentarian, Ireland andWiammer Guler, the Governor of
Istanbul, welcomed all participants to Istanbul &imel Yildiz Palace.

The choice of Istanbul for this symposium was syliosband significant because it is
situated at the cross roads of Europe and Asighasich rich history of the interactions of
major faiths and regimes of the world. It is paularly pertinent at a time when the
discords and misunderstandings of Muslim and Ganshistories are exposed in the
global environment; there is a need to settle discand acknowledge the importance of
periods of peace and cooperation between cultuid® intersection of the fates of the
peoples of the world requires a new morality; Ibt@ndespite the vicissitudes of history,
can symbolise the tolerant encounters betweenresltuDifferent beliefs have existed at
different times and modern Istanbul demonstratesirttegration of cultural, economic
and social processes very well.

The Council of Europe white paper on Intercultibélogue: ‘Living together as equals
in dignity’ (Council of Europe, 2008) based on slthvalues of human rights, democracy
and the rule of law provided an important backchotithe symposium. The white paper
offers a new social model for the integration aledndcratic management of diversity,
including the approach to a range of sub-culturesocieties such as regional cultures
and youth culture. The best of the concepts oifralsgion and multiculturalism are
combined in an approach that emphasises the neediaflogue between cultures. In
relation to education the white paper suggestsahaige of intercultural competencies
needs to be identified, developed and taught.eftntitural dialogue allows us to prevent
ethnic, religious, linguistic and cultural dividdsenables us to move forward together,
to deal with our different identities constructiyednd democratically on the basis of
shared universal values” (Council of Europe, 2008phtercultural dialogue is a driving
force for progress and the best weapon againstiskeof new rifts between continents.
This present project on ‘globalisation and imagdstle other provides a critical
platform for the involvement of various agenciedaking forward the aims of the white
paper.
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Before this symposium an understanding of the cerifyl of the project, ‘The image of
the other in history teaching had been recognised;open minded and positive
atmosphere maintained and important personal ctsntkewveloped. During the two days
of the symposium in Istanbul it was clear that tlanplexity continues to grow with
important inputs concerned with the consideratibithe impact of globalisation on the
image of the other and on history teaching. It vere more important to maintain a
positive and an open ended atmosphere, and fqraatlicipants to continue to benefit
from the multiplying personal contacts.

The symposium had four key objectives:

» To highlight the impact of globalisation on histdeaching in Europe

* To identify competencies to be acquired by studants the skills to be attained
by teachers to teach those competencies

* To identify strategies for partnership with othétdry professionals

» To continue to collect examples of good practice.

At the outset of the two days work Arild Thorbjosns), chairman of the project group,
reaffirmed the need to keep in mind key concepthsas multiperspectivity, cultural
diversity and an interdisciplinary approach. Taesd# concepts we may now add
interdependency, mutual respect, collective respditg and self knowledge.

Much of the discussion during the symposium rendnds that education is the key to
learning to live together in today's rapidly chamgiworld. Education, now a global
enterprise, is helping to remove barriers to pgditon of all citizens in society;
education also has the power to remove local piggsd It might be supposed that as
the interactions in the world grow more complex amelamount of knowledge about the
world increases at an exponential rate, syllabused curriculum will become
overburdened and not be able to properly prepageythung for their future. In the
context of history education and globalisation, dessire to include more than national
histories, to teach world history and to teach maeyspectives could be daunting.
However, better education in the global contextsdnet mean simply acquiring more
factual knowledge, or even perhaps more intelldcteancepts. Critically the
consideration of the present global situation deteanew ways of learning; the
development of new competencies and the inculcadiba deeper awareness of the
responsibility of the self towards the world weeliin. Education is also central to the
mission of creating a human rights culture and edgegng respect for all as ‘equals in
dignity’.

2.0 Globhalisation

“The World is one stage and the actions of all thieabitants part of the same drama”
(Nelson Mandela)

Various views on what globalisation means were fpuvard and discussed during the
symposium; most referred to a ‘collective respoitisgb and all noted the complexity
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and fluidity of the notion of globalisation.  Sonaspects of globalisation enhance
chances for us all to recognise our common humanifyor some commentators
globalisation suggests predominantly a standatdisaa reduction of diversity as we all
learn to live together in a global village with aesworld mentality. For others
globalisation is equated with Americanisation or, Eurocentrics, Europeanisation and is
dominated by one set of values. Professor Erfunnstance, noted this view in his
presentation at the symposium. On the other hapdds of the interaction of diverse
cultures are stressed by some thinkers; othersestugdat the processes of global
interaction ‘re-segments and transforms divergiByight and Geyer, 2002). It is hard to
agree a definition of what is an ongoing ‘procesdgher than an extant ‘product’. 1t is
perhaps best thought of as a ‘multidimensionabssbcial processes’ that ‘reach deeply
into the economic, political, cultural, technoloajicand ecological dimensions of
contemporary life’ (Steger, 2003), although eveis tlefinition avoids mention of any
ideological dimensions of globalisation. This sdtprocesses operates unevenly at
several levels as well as on several dimensionsre®er the processes are not linear but
have discontinuities which sometimes produce cdittary results. Fragmentations of
previous stabilities lead to disorientations, blsbao new ways of making sense and
relating to one and another. The processes ganised in networks which transcend
traditional hierarchical groupings within societiaad between societies.  All would
agree that the phenomenon of globalisation doest exd that it has both positive and
negative impacts.

We live now in a world where there is much greatebility, geographical and social,
than was found in the past; people move about thedwas tourists, as workers, as
migrants and as refugees. National boundariesgamged and ethnic distinctions have
become blurred. All this could tend towards thew that the cultural aspects of
globalisation will lead to homogeneity. Howeverlolmalisation is not a single
phenomenon; its forms are different in differenttpaof the globe. Experiences with
intercultural dialogue, which sits very comfortaliya global perspective, have shown us
the diverse forms of globalisation.

A key concept in any discussion of globalisatiothes notion of the interdependence of a
globally networked society or web; in particulatemliependence in the economic arena,
in the environmental arena and in the politicalnareThe removal of trade barriers and
the growth in international trade means that glot@hpetition affects all societies.
Environmental change in recent times has becomesasmgly globally connected.
Ecological systems which were previously separate rmw meeting each other and
environmental damage previously experienced iniqadar regions is now experienced
globally. Pollution of the atmosphere and the osgadiffusion of wastes, risks
associated with nuclear power and acid rain arerdbuntered across the globe now,
causing a global response from new environmentalements which are organised in
international networks.  Both economic concemd @nvironmental concerns have led
to new political behaviour that is no longer maindlependant on geopolitical
considerations, but embraces ecological, economicsacial questions. Sovereignties
are connected by an increasing number of intergowental institutions (Held, 2002).
International effort to improve the management lobgl social issues relies mostly on
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cross boundary networks and individual projectsados, 2004), and there is some
awareness of the need to move global policy towsod®l responsibility and away from
neoliberalism.

Although exchanges between cultures do not prectodments of tension or periods of

overt hegemony, the overarching tendency of glattaraction throughout the ages can
be thought of on the one hand as normative andehewalitative, and on the other hand
enriching in relation to separate and diverse hudeuwelopment. However greater risks
and threats now exist because of advances in témgyand the porosity of boundaries;

against the new threats, no country, not even arhegic power, can be successful on its
own. Humanity needs cooperation and solidaritydxigting dynamics are not making it

easy. Competitive environments cannot be longnigsand hegemonic power makes
institutions of global governance less crediblehér, 2003).

It may well be that the idea of world governmenl wlways be a utopian one, but it is
worth noting that an increasing complex of mulélai and global institutions do seek to
infuence international policy. These institutioase both governmental and non-
governmental and may be global or regional. Ferhistorian the question of whether
the “rhetoric of global governance conceals an tyohg historical continuity in the
geopolitical management of world affairs” (Held 020 is an interesting one.

Globalisation has brought greater welfare to pathe world but for those in developing
countries there are serious problems. Aspectslaifaisation, consumerism, which
affects all our lives, and large scale migratidwsye brought to the fore issues of poverty,
super slums, poor education and urban/rural diyiddisof which occur across many
cultures, and are modern discriminators. Cas@®98) has called the process that
divides today’s world between privilege and depewge fourth-worldisation’. It leads
to social segregation, social neglect and deniafualamental respect for individuals,
populations and regions. It is greatly exacerbatgdhe rapid increase in super slums in
the world’s mega-cities where communities are adglidnd unable to build relationships.
The promise of globalisation as an analgesic topthie of the brutal tectonics of neo-
liberal economic policies, World Bank interventiorand Structural Adjustment
Programmes in the so called ‘third’ or developiny i of the latter part of the twentieth
century, has not materialised. Davis (2006), ssigg¢hat we are now in danger of
having created a surplus humanity

There are new global risks faced by humankind,ushitig global pandemics, organised
crime and money laundering, unregulated digital il®@mments, non-protection of
intellectual property rights and threats to peaag security throughout the world.

The Internet and other communication technolog@éghransformed the way each of us
can now relate to other cultures. In a globalisechnological world all have equal
access to information. There is a global flowddas, which are available immediately
to anyone who has a computer and a modem or ewaabde telephone. However, it is
important to remember that large numbers of theld®population neither have access
to computers nor do they have the means of tra@illtural practices today are not
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bound to fixed localities. Although in some resgettte modern media and the internet
tend to emphasise the homogenising tendencie®béligation they also give rise to new
forms of cultural expression. Roland Robertsor®®)9%or instance contends that global
cultural flows invigorate local cultural niches amgsultant cultural hybridity emerges.

Globalisation is not new; it has long historicabt® Civilisations have never been
closed spaces; there have always been exchangesoreic, travel, commercial,
technological and of knowledge. Historians andoaolulers of different ages and
cultures, including Herodotus, Bishop Otto and Baituta have concerned themselves
with global issues. The relationship of variolies has played an important role in the
past.

It is possible to trace the historical antecedeittoday’s technological discoveries in
earlier technological and industrial developmeritke same applies to political and
economic phenomena of today all of which were @dted in some way by earlier
developments. The globalisation of knowledge can Historically linked to the
interchanges between cultures over time. Severajormexamples of historical
globalising tendencies can be found ranging froenetérliest human migrations, voyages
of discovery and global circumnavigations, the dgwment of interlocking global trade
routes (such as the Silk Road and the spice romteshe spread of communicable
diseases. Other examples of globalisation coutdude aspects and humankind’s
response to the physical world, the relationshithwiimate, soil, use of water and so
forth. In all these examples it is the transforioratover time that characterises the
development and globalising of the process. Thughe historian there are interesting
challenges in researching the various processeglobflisation and aspects of these
processes in different periods and climes.

Contemporary globalising tendencies, however, apjoebe of a different scale in so far
as they affect nearly every aspect of the liveswdry person on the planet. Crisis
situations, whether they are of a financial, traehnological, ecological, terrorist or
political nature, are experienced world-wide. Qs have become increasingly
permeable. The question of whether contemporaolyadisation represents a quantum
leap from the past depends on one’s viewpoint. &omews limit the concept of
globalisation to those processes that are assdciatth the post-industrial or post-
modern society or the neoliberal economic projettile others see an intrinsic link to
modern industrialisation and the continual spreddEaropean imperial power and
industrialisation to the ‘developing’ world. Yethers make links to the development of
economic phenomena of the last five centuries, somde scholars will not accept any
definition that does not embrace human developnreat! its forms from the earliest
times. In reviewing contemporary globalisatiorthe historical context of previous eras
of global interactivity, the period of the hegemarfythe western states in the nineteenth
century could be seen as a temporary aberratiamore long term globalising tendency
of human interaction.

Contemporary globalisation is not only of a diffetrscale, it may be considered to be of
a different kind. In her presentation at the sysipm, Professor Schissler, quoting
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Manuel Castells (1998), reminded us that variou$ofa that have appeared only in the
last 30 years or so, have led to new ways in whiehexperience the world. Castells
listed:

“Chips and computers are new; ubiguitous, mobiectemmunications are new;
genetic engineering is new; electronically integgatglobal financial markets
working in real time are new; an inter-linked capdt economy embracing the
whole planet, and not only some of its segmentses; a majority of the urban
labour force in knowledge and information procegdmadvanced economies is
new; a majority of urban population on the plaretnew; the demise of the
Soviet Empire, the fading away of communism, amdethd of the Cold War are
new; the rise of the Asian Pacific as an equalngarin the global economy is
new; the widespread challenge to patriarchalismnéw; the universal
consciousness on ecological preservation is newl; thie emergence of a
network society, based on a space of flows, antnogless time, is historically
new.” (Castells, 1998)

Whether or not we believe that the globalisationthe last quarter century is of a
different scale, of a different kind or not new alt, it is nevertheless part of our
experience now and is a legitimate field of enqtanythe historian.

Contemporary globalisation gives us a new framesfaounters with imaginary ‘others’.

The ‘other can take new forms, represent new threand be more elusive. In the
ongoing process of globalisation, diversities beeanore visible; there are clearly many
‘others’ and it becomes more difficult to refertt® one symbolic ‘other’ that was used
to help define a national identity in the ninetdeoéntury nation state political world.

Moreover, because of technological developmentsainsport and communication, as
well as computer and Internet technologies, it icimmore likely that each of us will

meet a real live ‘other’ at some stage either pdaflyi or virtually. This gives us a much

stronger possibility of imagining that we are ‘théher’. Globalisation weakens the
concept of us and them.

3.0 The impact of globalisation on history teachig

“Because of the convergence of historical evolu@m technological change.....history
is just beginning” (Castells).

The working groups of the symposium responded é¢ontlajor inputs on globalisation by
discussing some key questions. As one would expgeat immediate conclusions
presented a wide variety of viewpoints; an attetopsummarise the discussions along
with some related comments follows here.

All agreed that globalisation had an important ioipdao a certain extent the effects of
globalisation were already being taught. More ingpatly, it was recognised that pupils
were well informed about current global events awknt global history through their
appreciation of media commentaries. In this cxntee media greatly helps school
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history to be relevant. A consequence of the disaanlern technology could be seen in
students’ use of the Internet for research. Toesertent modern technology means that
expert knowledge has become globally available easler to access, but on the other
hand the very democratisation of knowledge has niadkss reliable. Particularly at
university level, many students refer only to theetnet for sources and it is questionable
how many students check the accuracy of what timely in the worst cases they simply
cut and paste information. Teachers of courseptanan important role here by helping
identify which Internet sites have trusted inforimatas well as teaching the critical skills
needed to make sense of the range of immediatemaftion available on the Internet.

3.1 World history

There is a need for a new approach in history tegchvith a focus on the
interdependence of all peoples in the world. luidde possible to move outwards from
national histories, to European history and so ¢oldvor global history. This approach
would be subject to the difficulty of selection geere may be too much content. So
perhaps it would be better to choose aspects olflwastory that clearly demonstrated
the different types of interaction and interdepewge that different cultures have
experienced and examine these over time.

Symposium participants felt that it was importanuse the teaching of world history to
emphasise the role and impact of certain core huwadmes such as human rights,
tolerance and democracy; by studying history inlaba context the repetition of the
incidence of these values would serve to demomsttair underlying influence on the
history on mankind.

Global history transcends the history of regionsaluse of the approach it adopts. It is
unconfined by space and time, uses methodologie®mparison and connections and
seeks to deepen an understanding of humanity. éfgparadigms that imagined world
developments as a culmination of western historicajectories have given way to
studying historical change in different global spgcregions can be treated relationally
and their interactions are shown within the wodahiext. The dark ages of globalisation
were the rise of the West after the industrial tetton and the belief that world history
was led by western history.

Approaches based on connections underline the tiolaall parts of the world have
always been closely connected and that globalatspis are not new. Ms Zurndorfer
gave a lively presentation at the symposium in Wwisibe showed, amongst other ideas,
connections based on migrations of peoples andextioms based on world trade routes.
The world is seen as a web of communications. @égpnes based on comparisons are
focused on comparison of common phenomena in diftegeographical locations. Ms
Zurnforder gave the examples of economic developmelavery, gender, diet and
housing.

Interest in global history is stimulated by non-tees historians who study the
interaction of their region with the rest of the ndo They emphasise interconnectivity
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and see Euro-centrism as shallow. Interest in alldistory is also stimulated by
international comparative studies of the economacess and failure of different parts of
the world. These studies show that before thesim@l revolution other parts of the
world were well developed.

Zanden (unpublished) remarks that there are two dugstions in global economic

history: economic growth, for which population gtbwis a proxy, and failure to

distribute growth equally. Growth has acceleraa¢c constant rate for the last 2000
years. The accumulation of knowledge is the mogioirtant factor behind growth.

Economic growth is a global process. Inequalityhimi regions (social differentiation)

and between regions (spatial differentiation) idinked phenomenon because of the
necessity of increased specialisation in the kndgde explosion. While social

differentiation has decreased during the lattert drthe twentieth century, spatial
differentiation has increased in the same period.

3.2 Recent history

Another approach suggested by participants wasdosfon recent history and to enquire
how globalisation has changed our view of histong af the world. This would help the
teaching of issues associated with diversifieduraltbackgrounds which perhaps were
brought into greater relief by the phenomenon obaglisation. In focusing on recent
history it would be possible to include media répge as part of the curriculum.
Amongst other things this would help the integmatiof children from different
backgrounds into a host country. It would be puesio teach parallel histories of the
host country and the country of origin.

One of the fundamental issues in understandinglbadgted world today was presented
by Professor Schissler when she referred to cootentmemories of recent history.
Drawing on the work of Maier (2000), Schissler redd to three major narratives of the
twentieth century that exist in the shared memariemdividuals and communities: the
Holocaust, the Gulag and post-colonial memoriebe st is increasingly significant in
teaching history in the context of globalisatioohsler (2008) puts it in this way:

“Postcolonial memories are magnified through woidtkvmigration processes
and the coexistence of people with highly diveraekigrounds as well as social
and economic standing. This poses tremendous dgebefor schooling in the
21st century. History textbooks have hardly evegumeto tackle the questions
of European guilt, of the long-lasting consequerafdsuropean imperialism, of
uneven development deriving from world-wide imbakes) which have their
roots in the past yet are as much transformed eg dre reinforced through
globalization processes.” (Schissler 2008)

History textbooks for the most part have not tadkieore recent issues either. Of course
it is not only textbooks that have these omissiamg#tjcally curricula do not include

controversial events of the most recent times. maither of these facts need prevent
teachers from tackling recent issues. Indeed ithésbues of the very recent past provide



-14-

an excellent starting point to teach critical higtskills. A good measure of historical
understanding can be gained from asking questiomshware not about the past, but
about the future.

The availability of information about very recemnte@ts on the televised media and the
Internet is an obvious source for teachers. Theikéy be able to link the immediacy of
reportage to historians’ wider contexts and look feasons from an historical

perspective. The complexity behind recent and exmpbrary events can be better
understood in a global context with the help otdrigal enquiry and judgment.

3.3 A history of globalisation

There was some discussion on whether history tegcéhould include specifically a
history of globalisation as a subject. This wasnsas revolutionary by one group who
contrasted this idea with the traditional contefrtistory courses that focused on national
histories. In any case, it was recognised thatniake changes would involve
considerable retraining of teachers; the conceptsnd globalisation would need to be
taught to teachers in their training.

Globalisation is a dynamic, organic concept. laigrocess that demands of pupils and
their teachers the capacity to accommodate chagmwhe way in which they view the
world; it demands the development of critical thimk skills. Globalisation places
demands on teachers’ abilities to deal with semsitmatters; in particular the
transmission of appropriate values and the imp#aiapid access to a wide range of
information.

As an objective of history teaching, globalisatiemot compatible with other objectives

that have in the past been seen as appropriatexéomple, the promotion of national

superiority and the development of patriotic valubforeover, there is a possible tension
between globalisation as a key element in the culom and the wishes of society,

politicians and the media who may commonly wantetimphasis to be on national events
and the redevelopment of perceived local cultuadles.

Globalisation leads us away from a history teachivigch emphasises a distinction
between us and them; we and the other. It pointke fact that we each have multiple
identities and acknowledges that | am also therot@me participant illustrated this point
very well by a booklet produced by children enditféve the others’.

3.4 A reflective approach

Teaching history to take account of globalisatiowoives a new approach. The
constraints of time and space are lifted and metbagies of connections and
comparisons can be used. Exposing children temifft interpretations of history gives
them a chance of assessing different values witi@im own lifetime. On first sight this
would appear to mean that children must be exposedmore content, more
interpretations in more contexts. However, it isrenimportant to adopt a reflective
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approach and select content and situations that @kidren think critically about
different interpretations. It is more important fhildren to gain an understanding of
selected examples which illuminate and develophesil skills, rather than learn a string
of unconnected facts. Globalisation should be ssean ongoing process and the focus
in teaching should be on developing skills andaihdity to deal with change. More than
teaching tolerance and a desire for mutual co-emust is required; an emphasis on
interdependency and positive interactions is necgs8arrett (2008) and his team at the
University of Surrey UK, in his work for the Couhaf Europe in developing ‘The
Autobiography of Intercultural Encounters (AIE)’assthe term ‘interculturality’ for the
capacity to experience cultural otherness. Intarcality also involves using the
experience of others to evaluate one’s own culppeadpectives.

3.5 The use of sources

Important pedagogic approaches in the contextaifajisation include the use of sources
to develop critical thinking skills, to seek expddions and to uncover messages that are
distinct from the existing representation of anrévim our minds. Representations are
ways of understanding reality and events that lusitrepresentations may confine us to
relying on rigid non-flexible categories of our ovwenperience. Interactions between
individuals and communities are organised throwggrasentations. This leads to the
danger of thinking in stereotypes. It is therefamportant to teach children to look
closely at any source and establish what it islyeealling us. Sources can be many
things and are used to encourage the developmerdodif skills of interpretation,
evaluation, asking appropriate questions and sgeixplanations for events from many
perspectives. Using sources helps teachers tdageiretheir pupils the notions of ‘how
to think’ rather than ‘what to know’. When usingusces teachers are not giving answers
or asking pupils to memorise, rather they are hglgupils to think historically, to ask
guestions and to solve problems. Pupils can bedagkidentify evidence to support their
interpretations and views; in discussion, a rarfgaews can be explored perhaps arising
from the consideration of contrasting sources ddrmation. Children can be asked to
select sources which illuminate a particular nareatand to write captions to any
pictures they have chosen. The presentations dBlisk, Mr Riley, Dr Harnett and Ms
Leclercq gave stimulating examples of the use ofees.

Using sources in lessons helps to develop key fereaisle skills. In the first place the
pupil could learn how to break down the informatmasented into its component parts,
perhaps making notes under headings given by tehée. Secondly the pupil can
consider the implications of the information andss-reference this to other sources or
knowledge already learned. Next is the skill odleation. The pupil should assess the
validity of the source and the reliability of thefarmation that the source provides.
Lastly there is the skill of recording and arramgihe information in such a way to allow
easy recall; for instance making linear notes, iag and flowcharts.

Then there is a further set of skills related tplging and using the information gleaned
from sources. Firstly the information can be usedexplain why or how something
happened. Secondly pupils can assess possiblpretations, and then form hypotheses
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for further testing. Sources can also be usedsbaerevious hypothesis, supporting or
challenging it. Finally, sources can be used tgosupor sustain a tested hypothesis and
explanation of historical process, thereby seftiribesis.

Effective teaching using sources requires thatheesc are trained to constantly re-
evaluate their own positions and memories; teacherome like pupils when facing
interpretation of sources.

3.6 Developing empathy and understanding the narrativedghe other

Approaches that help students identify with patéicexperiences and people and open
their minds to different cultures are importanf\n approach that develops empathy asks
pupils how they feel about narratives and helpsiestts identify with situations. In
presentations at the symposium Mr Riley and Dr Elirgave several examples to show
how teachers can help pupils develop enquiry shillgelation to different cultures.
Because children may find it difficult to apprehehe extent of diversity, one approach
is to focus on the experience of one individual aed history through the eyes of that
person. Pupils can be led to build a big pictuyelooking at interesting particular
guestions, each of which deals with little picture§he particular can be used to
iluminate the general. In a recently published tdiktbook the events surrounding the
arrival of the first families from the CaribbeanBoitain in 1948 is studied. Pupils are
asked to think about how the arrivals might feefobe they are introduced to more
sources and evidence in the form of transcriptioom® interviews with migrants.

Children generally think history is interesting hese it helps give them a sense of
identity; it also gives children a view of the othdt is important therefore for children to

learn each others historical narratives. Dr Harmpe¢sented the well documented
example of the textbook written for Israeli and d@3aihian children which contains

narratives from both Israeli and Palestinian perspes and leaves a part of the page
blank for pupils to write their own version of ewgndrawing on whatever evidence and
enquiry they can. Dr Harnett presented her owmalaé research into children’s

perceptions of the other; other relevant researah been undertaken mostly by
developmental psychologists and is not well knowtsiole this academic field.

3.7 The tension with national histories

Teaching history in all European countries has kesswociated with nation building and
the development of national identity. However,cte@ag to develop a national identity
pre-supposes that there is a common and accepdgd ofi the signifiers of such an

identity. Whereas in practice the more explicé tkefinition of a national identity is, the

greater the chance that some citizens could fedlideed from it and not subscribe to its
values. All national identities have been articedaover time and they are constantly
changing to accommodate shifting cultural influenaed populations. Living in modern
multicultural societies, the boundaries of any ol identity are always blurred; so
teaching history today inevitably takes accountcoltural diversity. This blurring of

boundaries, along with the features of globalisatéiscussed earlier may lead to
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reorganisation of the methods of history teachiritlp less reliance on national histories
as the basis.

Most teachers agree that a focus on national festas too narrow in the context of a
globalising world, but global history or even traagonal history is rarely taught. This
could be because teachers are illprepared or becthe task is too large. Certainly
curriculum makers do not hasten to make large amnglthough all recent curriculum
developments have included options for the studgomfiparative societies as perhaps a
nod in the direction of world history. Perhapswsderlying reason is the inability to deal
with the teaching of a changing society as it jspeming.

4.0 Textbooks and curricula

“The curriculum should be treasured. There shoulee eal pride in our
curriculum.....Teachers, parents, employers, the anadd the public should all see the
curriculum as something to embrace, support andlrate. Most of all, young people
should relish the opportunity for discovery and iaglement that the curriculum
offers.”(Waters, Director of Curriculum, UK)

In a constantly changing society, curricula andtieaks which support them
continuously have to be reviewed, revised and redewBut how many countries have
changed their curriculum and textbooks in the fast years? In most cases textbooks
and curricula are out of synchronisation with whaople want as well as irrelevant in a
global environment. Not only academics and hiatwsi recognise this; so also do
teachers, parents and pupils. Although much irgmdrtesearch has been done on
analysing textbooks, there is still more to be doResearch into how textbooks are used
in the classroom and what children’s perceptionggitbooks are would be useful.

The work of the Georg Eckert Institute for Intefoaal Textbook Research in analysing
textbooks is now well established and well knows;work will continue to be relevant

in the context of globalisation. Another orgarnisatconcerned with textbook research is
the International Association for Research on Teekls and Educational Media

(IARTEM). IARTEM works to promote research on, amtlerstanding of, textbooks and
educational media; to establish contacts betwekmpaaties interested in educational
media and textbook issues; and to strengthen tbesfon educational media and
textbook issues in teacher education and teacheirtg.

Important work on the image of the other in scHomdks has been undertaken under the
auspices of the Arab League Educational, Culturadl &cientific Organisation
(ALECSO). Under the direction of Professor Bacamer, textbooks in ten countries in
the Arab World have been analysed. In this impartaork text and pictures, sources
and their interpretation have been compared tdsedat extent certain universal values
are represented; how collective memory is represerdnd how different identities are
represented. A reading grid assessed the incidehcencepts and themes about the
‘other’. A set of guidelines was produced for the&pose of improving the image of the
other in textbooks. Complementary to this workaisnew research project at the
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University of Stirling in Scotland, UK, which wiinalyse images of Islam in UK history
textbooks.

Amongst the general conclusions researchers hawedfohat most textbooks gave a
disproportionate amount of space to knowledge antsfto ‘hard’ history, whereas the
encouragement of historical thought and the dewedom of skills and competencies
were not so well represented in the textbooks.

Rewriting textbooks to incorporate new ideas ratatio globalisation means not only
catching up with the present but also catching ugh whe future. But it is more
important to change minds than to change textbo@sldren and their teachers need to
be able to critique textbooks.

The question of state intervention in textbooks amdricula was discussed and
participants reaffirmed that it is not desirable the state or supra-state organisations to
determine what should be taught or how teachersidhiieach. This is because of the
dangers of using history teaching for political endThese dangers have often been
rehearsed. However, currently it appears that iitok possible to totally divorce the state
objectives from those of schooling so this remaangerennial problem. Professor
Schissler reminds us that only when people reailisd their lives are intimately
connected to an increasingly transnational world eébates on world history fall on
fertile ground. She emphasises the need to moay &om a ‘parade of civilisations’
approach, broaden students’ horizons and prepara th cope with the demands of the
present (Schissler et al, 2005). Mr Chubaryancatehis general introduction to the
symposium that supra-state intervention could lee ses positive provided it kept to the
broad level of ensuring that the presence of comuadures is clear.

5.0 Partnerships with other history professionals

“Museums are centres of knowledge and powerful adus for millions.”(Group for
Education in museumsww.gem.org.uk

Education does not only take place in the formélrse of schools. Informal settings,
such as museums, offer potential for learning ame development of social skills.
Learning is often voluntary and self-directed imlsunformal settings. It is driven by
curiosity, discovery, free exploration and the stguof experiences with companions.

Partnerships between schools and other institutsond as museums, heritage sites and
libraries are very valuable. Teachers can work wvni'seum curators to enhance the
experience of their pupils and make it relevanthe particular course of study being
undertaken. In discussion groups on the secondadaye symposium participants
exchanged views and ideas about useful sites o vis
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5.1 Education and the Media

Education takes place through the media as welinathe classroom and informal
settings; the ability to evaluate images and makess of media messages involves
critical thinking skills. In some ways childrereaable to make sense of media images
more imaginatively than their teachers becauséntbges and messages of the media are
more in accord with youth culture than are imagas messages in classroom textbooks.
Nevertheless both producers and recipients of maétiamation share a responsibility to
select and prioritise. Journalists as well as atbus need to have the skills to assess
sources and verify their legitimacy and reliabilityrhere are inevitably different media
interpretations of events in different countriesl aven within a single country. The
challenge is how to extract relevant informatioecagnise bias and advocacy and
distinguish fiction from real evidence. In the tanstaneous messages in the media,
history in the making is correlated with existence.

A variety of media products can be valuable siteshistory learning. These include
newscasts, documentaries, series, comedies andpeggs. The media can bring to life
events which have a major impact on our lives todayl help everyone discover what
belongs to a common heritage. The world is no dordjstant as media reportage is
global.

In order to make the most of a partnership betwegurcation and the media, it was
suggested that historians and teachers of histmyld get more involved in the media as
writers, guest producers and advisors.

Both Ms Evelyne Bevort and Ms Effy Tselikas gaventsresting insights into the world
of the media in education.

6.0 Teacher education

“An overriding objective [of teacher training] sh@tube to open the student’s perspective
and prevent ethnocentric provincialism” (Husen)

The development of teacher competencies is parammuaur consideration of the
impact of globalisation, and therefore the struetand content of teacher education both
initial and continuous in-service remains a keyiéss As yet we are at the starting gate
here. The tenets and structures for teacher adodaroughout Europe still underpin the
teaching of national histories as the work of Psseds Ecker at the University of Vienna
has shown. They are thus preventing the developoieoherent policies to facilitate
the use of history to understand ourselves and®ihe globalising world. A full report
on the structures of initial teacher training isai#able in two Council of Europe
publications: ‘Initial training for history teactse structures and standards in 13 member
states of the Council of Europe’, Strasbourg: Cduo€ Europe Publishing; (Ecker,
2003); and ‘The structures and standards of init&hing for history teachers in South-
East Europe’, Strasbourg: Council of Europe Publgh(2004). The aims of these
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studies are to make available data and informadibnnitial Teacher Training (ITT)
structures for educational planners, training fostns, teacher trainers and for trainee
history teachers; provide a central database ésearch on ITT with regular updates;
establish an international network for the systdamdiscussion and investigation of
important issues concerning ITT, ensuring permanefféction on the relevant needs in
teacher education and training and establish & basdiscussing the development of
common standards at the European level.

One of the current findings relates to the prepaged of initial teacher training in regard
to multi-cultural issues. Only half of all counsiesyllabuses are conceptualised to
prepare teaching in a multicultural environment &owdthe most part only 5% of time is
given to this issue. In many cases there is pimvidor topics such as globalisation,
world cultures, Muslim history, but rarely provisidor developing new competencies in
relation to these areas of the curriculum. Thekwof the University of Vienna is
ongoing and a new programme aimed at developingpetancies for intercultural
learning and dialogue is in preparation.

There is a great chance to make changes to teadbeation during the next ten years as
a new cohort of young teachers replaces an outgmhgrt with ingrained presumptions
about their role.

7.0 A Human History
“History is about understanding the social statehoimans” (Khaldun)

The starting point for considering how to teachtdmg is oneself, one’s attitudes,
behaviours and significant indicators of these; dwav, it is important to avoid inward
looking behaviours related to personal baggageraady made judgments. By starting
with personal attitudes these can be compareditadss of others. Both common points
and differences can be used in a reciprocal walir Titz reminded us during the
symposium that there is a need to think of theohysbf persons rather than the history of
cultures or civilisations.

Because of the focus on national histories, teachistory has relied for the most part on
a conceptualisation of history as the result oioast of outstanding people. However,

the world has been shaped by ordinary people ieB8®s as much as by governments,
leaders and key individuals, (a point made by Mcleecq at the symposium) and social
history has become an important part of teachiatpty today. A study of social history

leads us to consider the human condition and holast changed and developed over
time.

A focus on the history of the human condition, Iedpus to understand ourselves in all
our diversity, may be facilitated by the developmeha global consciousness. The
challenges of globalisation have made it necesgaigonduct an investigation into the
conditions of human life today. Professor Wuld@) has suggested the idea that the
main aim of history teaching should be to developh#torical consciousness and that
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this depends on developing an historical anthrappoloHe asserts that previous worlds,
being historically developed, are modifiable ancempended. An awareness of the
uniqueness, particularity and diversity of histaficsituations is a central goal of
historical anthropology and aims to improve the-seterstanding of human beings
today in which human beings are the subject matteresearch and teaching. This
inevitably takes cultural diversity into account.

In fact, it is important to teach about culturafifeliences because this is what makes it
possible for us to communicate with one and anothEmrough teaching about cultural
differences it is possible for the learner to plbdoemselves in the place of the other and
develop empathy, whilst noticing the common aspeétgifferent cultures will help to
break down barriers between them.

In developing a global or world consciousness wedne “develop an awareness of the
multiplicity of cultural differences and similaes” (Wulf. 2008). Aims of history
teaching can be learning to live together in thespnt and the future and developing a
concern for global citizenship. Learning to livegéther in the present and the future
brings many challenges which are seen in sharprisfthrough a consideration of the
features of globalisation. Amongst these challsrge the notions of the handling of
cultural diversity, sustainable development anctpea

In studying cultural differences in human histoghildren can learn to experience

foreignness. They can learn to think from the pectve of the other and then

experience their own foreignness. This helps taimmise their chances of accepting
stereotypes. There is a risk that encounters mgpiesentations of the other in history
teaching will lead to disregard and indeed emplastisreotypes. To help avoid such a
reaction it is the responsibility of the teacheappeal to the normative rules of humanity
which are embodied in the Charter of Human Rights.

History teaching can help humanity towards the Igled sustainable development and
peace. Both are concerned with helping peopleeweldp responsibility for living
together in the future and are part therefore efdbcial learning process. Both are
inextricably linked to the notion of global and leckive responsibility.

In studying human history the world can be seea asb of interrelationships. Societies
can be seen as generative, creative, interactoadels that fit together. Where confident
local cultures meet globalising tendencies and ggses new vectors of vibrant hybridity
emerge. Hybrid cultural forms are of interest ooty because they mix elements of
different cultures, but because they carry a neMADwhich embodies imitation of
multiple cultural expressions rather than confriotabetween one or more cultures.

7.1 Modes of learning
Developing a global consciousness involves a cenfie of cognitive and emotional

learning modes and of introspective and actionnte@& behaviour. Professor Schissler
offers a definition of global consciousness as tbgnitive as well as emotional abilities



-22-

to grasp the new world contexts” (Schissler 20B8Y). Schissler this consciousness is the
compass we need in order to navigate a globaliserdd. Note, not for the first time, the
emphasis on the verb, globalising, rather tharhembun, globalisation. The goal of the
learning processes is to become a citizen of thddwather than a victim or puppet.
This requires also introspection or self-knowledge action.

7.2 Bringing global consciousness into the classroom

Bringing global consciousness into the classroodifficult because of the mismatch of

curricula to this aim. It is difficult because wlhoice of content should there be to help
stress the positive interactions between diffei@uritures? Which narratives can be
taught to demonstrate that negative interactions lwa thought of as tragedies and
failures of the human endeavour and which narratinest demonstrate interdependency?

A new approach needs to recognise that the workl ihsaded everybody's lives.
Through media exposure we all know about the cedlapf the Soviet Union, the high-
tech wars in the Middle East, global democratisatiethnic nationalisms, and
fundamentalisms. Europe’s hold on the world asdniiagination is being replaced.

But to be aware of the need for change is more litapb than to expand factual
knowledge; a broadening of consciousness shoulddéecloped. Many recent
developments enhance the need for change includiey:existence of tensions and
dialogues between societies; decolonisation; m@naf the broadening of human rights
and social movements leading to liberation of sesctd society previously experiencing
discrimination.

8.0 Summary, conclusions and proposals

This symposium has addressed the question of tpacihof globalisation on history
teaching in Europe and adjacent countries todayiere were significant inputs during
the two days that presented views on the phenomehaiobalisation and these have
been reviewed with some additional reference @vditure on the subject. The notion ofa
collective responsibility and concepts of interdegence and sel-awareness were
considered seminal. Working groups then consitiéhe issues and developed some
concrete ideas for the teaching of history in tgbtlof globalisation; the essence of the
conclusions of the working groups has been predentéhis report with cross references
to the major inputs of the two days from expertd &msome additional research. The
general point was made that there is a need femaapproach to the teaching of history,
with more emphasis on developing critical thinkisiglls and helping children to put
themselves in the place of ‘the other’, the skileanpathy. It was noted that more work
needs to be done on the evaluation of childrertgat thinking skills.

The question of the mismatch between existing culum and textbooks and the
objectives of teaching with reference to globaksatvas raised at several junctures; so
too was the nature of teacher training which wasnse be based on structures that
underpin national histories. These areas, alorth the role of the media and other
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partners in education, were discussed in workingugs on the second day of the
symposium and some of the reflections of the graupsummarised in this report.

A rich selection of good practice was offered bg Hpeakers on the second day of the
symposium; it is hoped that all participants wilaintain contact with attendees at the
symposium and continue to share ideas. It shoaillddssible for the Council of Europe
to act as a collection point for examples of gooacfice in relation to the aims of this
symposium.

An overarching theme of the discussions led towtndsoft repeated idea in the work of
the Council of Europe that the teaching of his®inguld be more about a human history
than about political and national histories. Teaghhuman history, the history of
ordinary people, the development of humankind anduaderstanding of oneself in
today’s society and our potential for the future te related to the contemporary global
society by the development of a global conscioustiest “transcends the limitations not
only of national or local reference frames, bubaid paradigms of knowledge that no
longer serve us well” (Schissler, 2008).

If we are to make headway with this new teachiaguired by the social changes of the
world we live in, the first consideration must e tschool curricula. This symposium
therefore recommends that;

1. Pressure is put on national curriculum decisionmakers to recognise the
importance of developing a word consciousness thogh the teaching of human
history in the context of contemporary globalisatim and to reassess school
history curricula in the light of the impact of globalisation on all our lives.
Curricula should be based on competencies, includgnimportant inter-cultural
competencies. Evaluation of the impact of curricuim design should be
constantly undertaken.

Reforming the curriculum, however, is not enoudhte turriculum is delivered and
mediated through teachers who have to developetieisite competencies in relation to
preparing children for the contemporary global worl This symposium further
recommends:

2. That initial teacher training and continuous inservice training is reformed to

help teachers understand what modern globalisatiois. Training programmes

should be constantly reviewed in the light of evechanging global phenomena.
They should focus on the development of importantkdls and competencies as
well as knowledge, and continue to show awarenedsat learning involves more

than simply cognitive skKills.
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Teachers are assisted in their work by the rangedoi€ational textbooks and learning
materials available. These too need reviewingake taccount of a global dimension.
This symposium therefore further recommends that:

3. The Council of Europe through appropriate interrational and neutral
agencies undertakes research into textbook developmt for a global
perspective. Ideally a set of guidelines should bproduced for authors and
editors and their publishers so that common and regar textbooks in classrooms
take cognisance of the objectives of education ftiving in a global environment.

In implementing these three recommendations it Ehbe& borne in mind that curricula,
teacher training and textbook development shoultaethe broad principles of the
Council of Europe: human rights, democracy and rile of law. They should also
promote the concept of the interdependence ofalpfes of the world and explore ways
in which history teaching and learning can be use@ vehicle for teaching sustainable
development and peace.

This symposium has been an important plank in thekwf the Council of Europe in its
project ‘The image of the other’. Participants lith increased understanding of the
complex and fluid processes of globalisation andhaistrong desire to make changes in
their own countries’ education to take account lif hew competencies required by
pupils and teachers to navigate the contemporatyietare world.
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1.0 Introduction

Le symposium intitulé « Mondialisation et images teutre : défis et nouvelles
perspectives pour I'enseignement de lhistoire @mope » a eu lieu au palais Yildiz, a
Istanbul, les 30 novembre et tiécembre 2008. C'est le deuxieme symposium qgsii s'e
tenu dans le cadre du projet du Conseil de I'Eurgpke'image de lautre dans
lenseignement de [I'histoire ». Etaient présentsp@Bicipants représentant 30 pays et
plusieurs organisations internationales. L'orgaiosadu symposium est le fruit d’une
coopération entre le Conseil de I'Europe et le edé recherche sur I'histoire, l'art et la
culture islamiques (IRCICA), dont la participati@ncette rencontre a apporté au projet
une nouvelle et importante dimension. L'IRCICA régente les populations de 57 pays
de plusieurs continents. A linstar du Conseil deutope, ce Centre de recherches
organise souvent a l'intention des enseignants adebers portant sur des questions
multiculturelles et internationales.

Le symposium a été ouvert par M. Halit Eren au neiIRCICA et par Mme Gabriella
Battaini- Dragoni au nom du Conseil de Europe. MOecilia Keaveney, Parlementaire
(Irlande), a prononcé un discours inaugural et Makimer Guler, Gouverneur
d’Istanbul, a souhaité la bienvenue a Istanbutgiadais Yildiz a tous les participants.

Le choix d’Istanbul pour ce symposium est symbaicgi significatif car cette ville,
située au carrefour de Europe et de [Asie, jaliiin passé riche en interactions entre
les confessions et les régimes qui ont dominé lad®moCe choix est particulierement
pertinent a 'heure ou les histoires musulmanehedétenne s’entrechoquent sur la scene
mondiale ; il est nécessaire de régler les dissrtede reconnaitre I'importance des
périodes de paix et de coopération entre les estttlRour que les destinées des peuples
du monde interagissent, une nouvelle moralité s3wap; Istanbul, malgré les vicissitudes
de Tlhistoire, peut symboliser les rencontres toiées entre cultures. Différentes
croyances ont existé a differents moments, et ldem@ Istanbul incarne parfaitement
l'intégration des processus culturels, économigie®ciaux.

Le Livre blanc sur le Dialogue interculturel « VBvensemble dans la dignité » (Conseil
de 'Europe, 2008), fondé sur des valeurs partadéedroits de 'homme, de démocratie
et de primauté du droit, a constitué une importaotle de fond au symposium. Ce

document propose un nouveau modele social poutédimtion et la gestion

démocratique de la diversité, notamment lapprodédoute une série de sous-cultures
présentes dans des sociétés (cultures régionatadtete de la jeunesse, par exemple).
Les concepts d'assimilation et de multiculturalisme fondent dans une approche
soulignant la nécessité d’'un dialogue entre cudtuéen ce qui concerne I'éducation, le
Livre blanc suggere la nécessité d’identifier, éeedopper et d’enseigner toute une série
de compétences interculturelles. «Le [dialoguer@iliturel] nous sert, d’'une part, a
prévenir les clivages ethniques, religieux, lingigises et culturels. 1l nous permet,

d’autre part, d'avancer ensemble et de reconnatisedifférentes identités de maniere
constructive et démocratique, sur la base de valeniverselles partagées » (Conseil de
I'Europe, 2008). Le dialogue interculturel est uoteur de progrés et la meilleure arme
contre le risque de nouvelles divisions entre cemiis. Ce projet sur « la mondialisation
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et limage de lautre » offre une plateforme stgiggie idéale aux diverses agences qui
souhaitent faire progresser les objectifs du Libdenc.

Avant ce symposium, la complexité du projet « L'gaade lautre dans I'enseignement
de rhistoire » a été reconnue, un climat ouvenpaitif a été entretenu et d’importants
contacts personnels ont été développés. Au cowssddex journées du symposium
d’Istanbul, il est apparu clairement que la comjpdexe fait que s'accroitre avec
I'incidence de la mondialisation sur 'image deutee et sur 'enseignement de I'histoire.
Il devient méme encore plus important d’entretenirclimat positif et ouvert et que tous
les participants continuent de bénéficier des aisipersonnels qui se multiplient.

Le symposium visait quatre grands objectifs :

* Mettre en lumiére limpact de la mondialisation $enseignement de lhistoire
en Europe

* Identifier les compétences a acquérir par les atntdi mais aussi par les
enseignants pour les enseigner

« Définir des stratégies de partenariat avec d’'agirefessionnels de I'histoire

e Continuer de recueillir les exemples de bonnesqras

Dés le début du symposium, M. Arild Thorbjornsenégident du groupe de projet,
réaffirme la nécessité de garder a [lesprit des cepts essentiels tels que
multiperspectivité, diversité culturelle et appredhterdisciplinaire. A ces concepts, nous
pouvons a présent ajouter l'interdépendance, Ipes mutuel, la responsabilité
collective et la connaissance de soi.

Les débats menés pendant le symposium rappellesntit aout le rle décisif de
léducation pour apprendre a vivre ensemble dansmande aujourd’hui en rapide
évolution. L’éducation, devenue entreprise globadmtribue a lever les obstacles a la
participation de tous les citoyens a la sociétle; & aussi le pouvoir d’éradiquer les
préjugés locaux. L'on pourrait supposer que, agecomplexification des interactions
dans le monde et faugmentation exponentielle deame des connaissances a travers
le monde, les programmes scolaires vont se trosmehargés et incapables de préparer
les jeunes a leur avenir. Du point de vue de ladiadisation et de I'enseignement de
histoire, le désir daller au-dela des histoirestionales pour enseigner ['histoire
mondiale et de nombreux points de vue pourrait 8éeourageant. Toutefois, pour
adapter léducation au cadre global, il ne suffispde simplement multiplier les
connaissances factuelles ni, méme, les conceptifectuels. Pour prendre en compte la
situation globale actuelle, de nouveaux modes d&@mssage s’'imposent ; il faut
développer de nouvelles compétences et faire prendnscience a chacun de sa
responsabilité & égard du monde ou nous vivoraisSoublier que léducation est
essentielle pour créer une culture des droits lienime et pour faire naitre le respect de
tous « dans la dignité ».
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2.0 Mondialisation

« Le monde est un théatre et les actions de tausdbitants font partie de la méme
piece »(voir Nelson Mandela)

Durant le symposium, le sens de la mondialisatidarmné lieu a une variété de points de
vue, la plupart évoquant une responsabilité calleatt tous mentionnant la complexité
et la fluidité de cette notion. Sous certains atppda mondialisation renforce nos chances
a tous de reconnaitre notre humanité commune. Eertains, la mondialisation serait
avant tout une uniformisation, une réduction deiersité puisque, tous, nous apprenons
a vivre ensemble dans un village global avec unetaiiegg « universelle ». Pour d’autres,
la mondialisation est mise sur le méme pied quendidcanisation ou, pour les
Eurocentriques, que I'européanisation, et ellelestinée par un seul groupe de valeurs —
— point de vue que, par exemple, M. Erhan évoques da présentation. Parallelement,
certains penseurs soulignent des aspects de datien entre diverses cultures ; d’autres
— tels Bright et Geyer, 2002 — affirment queplescessus d’une interaction globale re-
segmentent et transforment la diversité. Diffidie s’accorder sur une définition de ce
qui est un « processus » permanent plutot qu’woekyst » subsistant encore. Peut-étre la
mondialisation s’apparente-t-elle plutét a un ersenmultidimensionnel de processus
sociaux qui, selon Steger (2003), affectent prodomeint les dimensions économique,
politique, culturelle, technologique et écologigde la vie contemporaine — méme si
cette définition ne fait pas référence a une dimsengléologique de la mondialisation.
Cet ensemble de processus opére inégalement ayisiiveaux ainsi que sur plusieurs
dimensions. En outre, les processus ne sont pasires ; ils présentent des
discontinuités qui, parfois, produisent des résslzontradictoires. La fragmentation
d’entités jusqu’alors stables conduit a des déstai®ns, mais aussi a de nouveaux
modes de pensée et d’identification mutuelle. Lexg@ssus s'organisent en réseaux qui
transcendent les regroupements hiérarchiques itraktls au sein des sociétés et entre
les sociétés. Tous, nous admettons que le phénodee i@ mondialisation existe bel et
bien et qu'il a des incidences tout aussi positiyes négatives.

Nous vivons aujourd’hui dans un monde ou la mahiljéographigue et sociale, est plus
forte que par le passé ; que ce soit comme tosyigtevailleurs, migrants ou réfugiés, les
gens bougent. Les frontieres nationales sont igwokt les distinctions ethniques se
brouillent. Cette situation pourrait laisser croicgie les aspects culturels de la
mondialisation conduiront a une homogénéité. Maismondialisation n’est pas un

phénoméne univoque ; ses formes varient d’'un endmia planéte a l'autre. C'est du
moins ce que l'expérience du dialogue interculfusén ancré dans une perspective
mondiale, nous a montré.

Dans toute discussion sur la mondialisation, urcephfondamental est a retenir : celui
de linterdépendance d’une société interconnectéa eéseau mondial — en particulier
dans les domaines économique, environnemental léigpe. Avec la suppression des
barrieres commerciales et fessor du commerce riatemal, la concurrence mondiale
touche toutes les sociétés. Les récents changemavit®nnementaux se ressentent de
plus en plus a léchelle mondiale, des systemedogipues auparavant distincts en
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viennent a se rencontrer et les dégats causésnairdanement dans des régions
spécifiques se généralisent a I'échelon mondialufan de 'atmosphére et des océans,
diffusion des déchets, pluie acide, risques liés@uissance nucléaire, tous interviennent
aux quatre coins du globe, provoquant une réaatiomdiale de la part de nouveaux
mouvements écologiques organisés en réseaux ititer@max. Les préoccupations
d’'ordre économique et environnemental ont fait apfie une nouvelle conduite
politique qui ne dépend plus essentiellement desidérations géopolitiques, mais
englobe des questions écologiques, économiguexietiess. Les souverainetés sont liées
par un nombre croissant d’'institutions intergoueenentales (voir Held, 2002). Les
efforts déployés au niveau international pour miegerer les questions sociales
d’envergure mondiale reposent généralement surésaux transfrontaliers et sur des
projets individuels (Deacon, 2004), tandis queasejdur la nécessité de s’éloigner du
néolibéralisme pour orienter 'action mondiale vene responsabilité sociale.

Bien que les échanges entre cultures n'excluentdgasmoments de tension ou des
périodes de franche hégémonie, la tendance dorsimienitinteraction mondiale au fil du
temps peut étre vue comme normative (et, donc, tatée), mais aussi comme
enrichissante en ce qui concerne la diversité dueldgpement humain. Reste
guaujourd’hui, les risques et les menaces pésdums fourd du fait des progres
technologiques et de la porosité des frontier@htre les nouvelles menaces, aucun pays,
pas méme une puissance hégémonique, ne peut resisietout seul. L’humanité a
besoin de coopération et de solidarité, mais leadygue en place ne facilite pas les
choses. Les environnements concurrentiels mangdenpérennité et la puissance
hégémonique rend les institutions de gouvernancediate moins crédibles (Erhan,
2003).

Certes, l'idée de gouvernement mondial restera-p@ttoujours une utopie, mais il est
intéressant de noter qu’'un réseau toujours plusaeatinstitutions multilatérales et
mondiales tente bel et bien d’influer sur la pglie internationale. Ces institutions, a la
fois gouvernementales et non gouvernementalesepé@voir une envergure mondiale
ou régionale. Pour I'historien, savoir si oui ownra rhétorique de gouvernance mondiale
masque une continuité historique sous-jacente dadsninistration géopolitique des
affaires mondiales (voir Held, 2002) est une quoesintéressante.

La mondialisation a amélioré le bien-étre d’unetipate 'humanité mais, dans les pays
en développement, il reste de graves problémedai@sraspects de la mondialisation,
consumérisme (qui touche toutes nos vies) et ngmtmassives, ont mis en avant des
questions telles que pauvreté, bidonvilles, mardjiéducation et divisions entre milieu
urbain et milieu rural, tous maux qui affectentrembreuses cultures et sont des facteurs
modernes de discrimination. La « quart-mondisatiofx fourth-worldisation », selon
Castells, 1998) divise le monde d’aujourd’hui enpevilege et dépendance. Ce
processus conduit a la ségrégation sociale, arithdra social et au déni de respect
fondamental vis-a-vis des individus, des populatiat des régions. |l se trouve
considérablement exacerbé par la rapide prolitémagies bidonvilles dans les grandes
viles ou les communautés sont divisées et incagablé construire des relations. La
promesse de la mondialisation, en tant guanalgeésey la douleur provoquée par la
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brutale dislocation de la politique économique i&Eohle, par les interventions de la
Banque mondiale et par les Programmes d’ajustersncturel dans le monde en
développement (le «tiers monde ») de la derniemgigpdu XX siécle, ne s’est pas
concrétisée. Selon Davis (2006), nous devons alljowircraindre d’avoir engendré une
humanité excédentaire.

L'humanité se trouve confrontée a de nouveaux eisgunotamment pandémies
mondiales, crime organisé et blanchiment d’argenlyironnements numérigues non
régulés, droits de propriété intellectuelle nont@ges et menace a la paix et a la sécurité
atravers le monde.

Internet et autres technologies de communicatidriransformé la maniére dont chacun
de nous peut aujourd’hui se rattacher a d’autrdsires. Dans un monde technologique
globalisé, légalité daccés a linformation estagiment devenue réalité. Un flux

mondial d’idées circule, qui est immédiatement asddEe a quiconque posséde un
ordinateur et un modem ou, méme, un téléphone eobdutefois, il ne faut surtout pas

oublier que de larges pans de la population moaahaint ni acces a un ordinateur niles
moyens de voyager. A I'heure actuelle, les prasqeelturelles ne sont pas liées a des
localités fixes. Bien qu'a certains é€gards, les iagét Internet soulignent généralement
les tendances homogénéisantes de la mondialisalsodpnnent aussi naissance a de
nouvelles formes d’expression culturelle. Ainsildtal Robertson (1992) affirme que les
flux culturels mondiaux stimulent les niches cudllgs locales, faisant, ainsi, émerger
une hybridité culturelle.

La mondialisation n'est pas nouvelle ; ses racms®riques sont profondes. Jamais les
civilisations n'ont été des espaces clos. Queligsrmgsoient les raisons — économie,

voyage, commerce, technologie et savoir — il gugoturs eu des échanges. Historiens et
chroniqueurs de différentes époques et culturetsmment Hérodote, I'évéque Otto et

lbn Battuta, se sont penchés sur des questiondrd’anondial. Les relations entre élites

ont joué un role important par le passeé.

Il est possible de retrouver remonter les antédédéwistoriques de découvertes
technologiques actuelles dans des progrés techigo&mget industriels plus anciens. llen
est de méme de phénoménes politiques et économigtesls, tous procédant peu ou
prou d’événements du passé. La mondialisation daispeut se rattacher, sur le plan
historique, aux échanges entre cultures qui oanjad le passé. Ainsi trouve-t-on au fil
des siecles plusieurs exemples importants de teadan mondialisantes », depuis les
toutes premiéres migrations humaines, les voyages dcouverte et les
circumnavigations, jusqu'au développement des grandutes commerciales (route de la
soie et routes des épices, par exemple) en pagsania propagation de maladies
transmissibles. Parmi d’autres exemples de mosdi#in, citons, entre autres, la
réaction de rhomme au monde physique, la relagieect le climat et le sol, I'utilisation
de leau, etc. Dans tous ces exemples, c'est lsfoemation au fil du temps qui
caractérise le développement et la mondialisatioprdcessus. Ainsi, pour I'historien, il
est donc fascinant d’'explorer les divers processeismondialisation et leurs divers
aspects a différentes périodes et sous différeats.c
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Dans notre monde moderne, cependant, les tenda@ioeslisantes apparaissent a une
toute autre échelle car elles touchent pratique et les aspects de la vie de chacun sur
la planete. Les situations de crise, quelles doidonrdre financier, commercial,
technologique, écologique, terroriste ou politigeressentent dans le monde entier. Les
cultures sont devenues de plus en plus permédlaarondialisation actuelle représente-
t-elle un bond prodigieux par rapport au passécet®égard, les points de vue divergent.
Alors que certains limitent le concept de monddglen aux processus associés a la
société postindustrielle ou postmoderne ou au p®j@nomique néolibéral, d’autres
voient un lien intrinseque avec lindustrialisatiolderne et avec l'influence constante
de la puissance impériale et de Tlindustrialisatiearopéennes sur le monde en
développement. Il en est méme qui rattachent ladiadisation au développement de
phénoménes économiques des cing derniers sieeltsins savants allant jusqu’a refuser
toute définition qui n'englobe pas le développembumain dans toutes ses formes
depuis les temps les plus reculés. Si fon consid@rmondialisation contemporaine au
regard des périodes antérieures d’interactivité diade, la période de 'hégémonie des
Etats occidentaux au XPéiecle pourrait passer pour une aberration tenimeoaa creux
d’'une tendance plus générale a la mondialisatiolirderaction humaine.

La mondialisation contemporaine n’est pas seuleiieme échelle différente, mais, dans

une certaine mesure, d’'une autre essence. Dangsanmtion, Mme Schissler, citant

Manuel Castells (1998), nous rappelle que divectetas apparus seulement dans les
guelques trente dernieres années ont engendré wWelles manieres d'appréhender le

monde. Selon Castells :

« Les processeurs et les ordinateurs sont nouvedsx télécommunications
mobiles omniprésentes sont nouvelles ; le génietgfre est nouveau ; les
marchés financiers mondiaux €électroniquement ig®get fonctionnant en
temps réel sont nouveaux ; 'économie capitalisterconnectée englobant toute
la planéte, pas seulement certains de ses segreentguvelle ; une majorité de
la main-d’ceuvre urbaine chargée du traitement defofmation et des

connaissances dans les économies avancées estl@ouwge majorité de la

population urbaine est nouvelle ; la chute de I'eegoviétique, le déclin du

communisme et la fin de la guerre froide sont nauxe la montée de la région
Asie-Pacifiqgue au rang de partenaire égal dansohi@émie mondiale est

nouvelle ; la remise en cause généralisée du patiaest nouvelle ; la

conscience universelle de la protection écologigee nouvelle ; et, enfin,

émergence d’une société en réseau, basée swpacede flux et sur un temps
intemporel, est, d’'un point de vue historique, rellev » (voir Castells, 1998).

Quel que soit notre avis sur la mondialisation dineér quart du siecle — elle est d’'une
échelle difféerente, elle est d’une essence diffiéremw elle n'est pas du tout nouvelle —,
reste gu'elle fait aujourd’hui partie de notre evipice et que lhistorien est entierement
fondé a en faire un champ d’investigation.
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La mondialisation contemporaine apporte un nouveae a nos confrontations avec un
«autre » imaginaire. L'«autre » peut prendre dasnes inédites, représenter de
nouvelles menaces et étre plus indéfinissable. Rapocessus actuel de mondialisation,
les diversités deviennent plus visibles ; les «emup sont multiples et il devient plus
difficile de se référer a ce symbolique « autrewh germettait de définir une identité
nationale dans le monde politique des Etats- natinIX® siecle. Qui plus est, étant
donné les progres technologiques en matiere depivats et de communications, ainsi
gue les technologies informatiques et Internetstibeaucoup plus probable que chacun
de nous se trouvera un jour directement confrontié & autre » réel, physiqguement ou
virtuellement. Ainsi nous est-il bien plus loisibd’'imaginer que nous sommes
« lautre ». Avec la mondialisation, la notion «set eux » perd de sa force.

3.0 Limpact de la mondialisation sur 'enseignemende I'histoire

« Etant donné la convergence de I'évolution hisfoei et du changement technologique
[...] I'histoire ne fait que commencer(»oir Castells)

Les groupes de travail du symposium ont réagi auxcjpales contributions sur la
mondialisation en examinant quelques questionsndsfies. Comme lon pouvait s'y
attendre, leurs conclusions immédiates refletentaste éventail de points de vue. Nous
avons essaye de résumer ces débats et quelqueesice mmentaires auxquels ils ont
donné lieu.

Tous les groupes admettent lincidence importaetdadmondialisation dont, jusqu’a un
certain point, les effets sont déja enseignés. Pdp®rtant encore est le constat que les
éleves sont bien au fait des événements mondiatwelacet de I'histoire mondiale
récente grace aux médias. En loccurrence, les aséchntribuent largement a rendre
lenseignement scolaire de I'histoire pertinent. faé que les éleves utilisent Internet
pour leurs recherches peut étre vu comme une coeréq de lusage de la technologie
moderne. Dans une certaine mesure, la technologdeme signifie que le savoir
spécialisé est devenue plus généralement dispoatitfecile d’acces ; reste que la seule
démocratisation des connaissances les a renduas fiailes. Au niveau universitaire en
particulier, nombreux sont les étudiants qui serggit uniguement a Internet pour
rechercher des sources. Combien veérifient I'exaaéitde ce qu'ils trouvent ? Au pire, ils
se contentent de copier-coller des informations.'&pece, bien sdr, les enseignants
peuvent jouer un réle important en aidant a idemttjuels sites Internet contiennent des
informations fiables, mais aussi en apportant teamétences critiques nécessaires pour
comprendre toutes les informations immédiates ditgpes sur Internet.

3.1 Histoire mondiale

L'enseignement de I'histoire nécessite une nouveperoche qui mette l'accent sur
l'interdépendance de tous les peuples dans le m@@edes, il serait possible de partir
des histoires nationales pour s’orienter vers tbiie européenne puis, ainsi, vers
I'histoire mondiale. Mais cette approche préseitdinconvénient de la sélection : que
choisir dans un contenu aussi vaste ? Mieux vaut-@&e choisir des aspects de
lhistoire  mondiale illustrant clairement les dits types d’interaction et
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d’'interdépendance qu’ont connus différentes cuitupaiis examiner ces aspects sous un
angle diachronique.

Selon les participants au symposium, il est impurtd utiliser I'enseignement de
I'histoire mondiale pour souligner le role et lagt de certaines valeurs fondamentales
telles que droits de 'homme, tolérance et démdaxr&in étudiant I'histoire selon une
perspective mondiale, la répétition de lincidengeces valeurs permettrait de montrer
leur influence sous-jacente sur 'histoire de I'launité.

De par son approche, I'histoire mondiale transcd'midoire des régions. Elle ne connait

pas de limites d’espace et de temps, elle recodesaméthodologies de comparaison et
de connexion et, enfin, elle cherche a approfondd compréhension de 'humanité. Les
anciens concepts qui voulaient que les progrés maraeprésentent un point culminant

des trajectoires historiques occidentales, ont dédpas a l'étude des changements
historiques dans différents espaces mondiaux. €gems peuvent étre traitées sous un
angle relationnel et leurs interactions sont pri&sesn dans le cadre mondial. La

mondialisation a connu son age des ténebres : lwémale 'Occident apres la révolution

industrielle et la croyance que I'histoire mondétiett tributaire de I'histoire occidentale.

Les approches fondées sur des connexions priviledjidée que toutes les parties du
monde ont toujours été étroitement liées et quedgrrations mondiales ne datent pas
d’hier. Dans une présentation tres vivante, Mmendarfer a montré, entre autres, des
connexions fondées sur des migrations et des ciomexondées sur des routes
commerciales mondiales. Le monde est vu commessa dle communications. Quant
aux approches fondées sur des comparaisons, éligéressent a des phénoménes
communs a différentes zones géographiques. Mmef@dar a donné les exemples du
développement économique, de l'esclavage, du gele®,régimes alimentaires et de
I'habitat.

L'intérét pour lhistoire mondiale est stimulé pdes historiens non occidentaux qui
étudient linteraction de leur région avec le resla monde. lls insistent sur
I'interconnectivité et, pour eux, I'eurocentrismst superficiel. L'intérét pour I'histoire
mondiale est aussi encouragé par des études cdimparaternationales sur le succes et
[échec économique de différentes parties du mo@@s. études montrent quavant la
révolution industrielle, d’autres parties du mondennaissaient un développement
fructueux.

M. Zanden (inédit) observe que I'histoire éconoreiquondiale contient deux grandes
questions : la croissance économique, dont la saoe démographique est
représentative, et l'incapacité a distribuer laisgance équitablement. Derriere la
croissance, qui s'accélére a un rythme constantisl@000 ans, 'accumulation du savoir
est le facteur le plus important. La croissancenéotque est un processus mondial.
L'inégalité au sein d'une méme région (différericiatsociale) et entre différentes
régions (différenciation spatiale) est un phénomererent étant donné la nécessité
d'une spécialisation accrue face a lexplosion skirs. Tandis que la différenciation
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sociale s’est réduite durant la derniére partiXd( siecle, la différenciation spatiale est
allee en s’amplifiant.

3.2 Histoire récente

Autre approche préconisée par des participantsvilggier l'histoire récente et se
demander en quoi la mondialisation a changé natiet ple vue sur l'histoire et sur le
monde. Cette approche permettrait d’enseigner destigns associées a une diversité de
milieux culturels qui, peut-étre, ont vu leur sefaméliorer avec le phénomeéne de
mondialisation. En ciblant I'histoire récente, drait possible d'inclure les reportages de
presse dans les programmes scolaires, ce quilcoetait, entre autres, a mieux intégrer
dans le pays d’accueil des enfants issus de diffgnmilieux. Sans compter qu'il serait
possible d’enseigner parallelement I'histoire dyspad’accueil et celle du pays d’origine.

L'une des questions fondamentales a la compréhendian monde globalisé est
présentée par Mme Schissler, lorsquelle évoquedesenirs controversés de [I'histoire
récente. S'appuyant sur les travaux de Maier (20B@nna Schissler fait référence a
trois grandes narrations du XXiecle qui existent dans la mémoire commune des
individus et des communautés : I'Holocauste, le &gt les souvenirs postcoloniaux.
La derniére est de plus en plus importante poueigner ['histoire du point de vue de la
mondialisation. Voici ce quen dit Schissler (2008)

« Les souvenirs postcoloniaux sont amplifiés parbigis de processus de

migration et par la coexistence de populationsigioes et de milieux sociaux et

economiques trés divers. Cette situation pose dénsas défis a 'enseignement
au XXle siecle. C'est a peine si les manuels dimstont encore commencé

d’aborder les questions de la culpabilité européedas conséquences durables
de limpérialisme européen, du développement inégab des déséquilibres

mondiaux, toutes questions plongeant leurs racdwss le passé mais se

trouvant tout aussi transformées que renforcées dbs processus de

mondialisation. » (voir Schissler, 2008)

Rares sont les manuels d’histoire ayant abordéjdestions récentes. Bien entendu, ces
manuels ne sont pas seuls en cause ; les programmalige ureusement, ne couvrent pas
d’événements controversés appartenant aux périedeslus récentes. Mais ni fun ni
lautre de ces faits nempéchent les enseignaitsodder des questions récentes. A dire
vrai, les grandes questions du passé trés récratibtin excellent point de départ pour
enseigner des compétences en histoire critiqueerRi@s questions non sur le passé mais
sur lavenir, voila aussi qui peut faire avancerdanpréhension de I'histoire.

Pour obtenir des informations sur des évenemegdsrécents, les médias audiovisuels et
Internet offrent aux enseignants une source éwddrimportant est de pouvoir lier
immédiateté des reportages a des cadres plusdamanant d’historiens, mais aussi de
rechercher les causes selon une perspective fQisgoriDans un cadre mondial, en effet,
la complexité qui sous-tend des événements réadrisentemporains est plus facile a
comprendre en s’aidant d’une investigation et gugement historiques.
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3.3 Une histoire de la mondialisation

L'enseignement de I'histoire doit-il inclure unestuire de la mondialisation en tant que
discipline a part entiére ? L'un des groupes y uoi idée révolutionnaire, comparée au
contenu des cours traditionnels d’histoire quiitétyient les histoires nationales. En tout
état de cause, tous admettent que procéder a phagibement nécessiterait un recyclage
considérable des enseignants, cette formation ddearinitier aux concepts qui sous-

tendent la mondialisation.

La mondialisation est un concept organique dynaei@lest un processus qui exige des
éleves et de leurs enseignants la capacité d’'addptehangement a leur maniéere

d’appréhender le monde ; il nécessite le dévelogmtdiaptitudes a la réflexion critique.

La mondialisation demande a l'enseignant de pouabaorder des sujets délicats ; en
particulier, la transmission de valeurs adéquatesneidence d'un accées rapide a un

vaste éventail d’informations.

En tant qu'objectif de 'enseignement de I'histoiee mondialisation n'est pas compatible
avec dautres objectifs qui, par le passe, étajeges adéequats — par exemple,
promotion d’'une supériorité nationale et acquisititle valeurs patriotiques. En outre, il

peut y avoir une tension entre, d’'une part, la n®lishtion comme élément clé du

programme et, d’autre part, les souhaits de laésdcd’acteurs politiques et des médias
qui, peut-étre, veulent privilégier des événemaatnaux et la ré-acquisition de valeurs
culturelles locales.

La mondialisation nous éloigne d’'un enseignement lustoire qui met en relief une
distinction entre nous et eux — nous et lautrbe Eit ressortir que chacun de nous
possede des identitts multiples et elle reconnaét j@ suis aussi lautre. L'un des
participants illustre parfaitement ce point avee bmochure, produite par des enfants,
intitulée « We the others » (nous, les autres).

3.4 Une approche réflexive

Pour enseigner 'histoire en tenant compte de ladiadisation, une nouvelle approche
s’'impose. Les contraintes de temps et d’espacelsedes et il est possible d'utiliser des
méthodologies fondées sur des connexions et deparaigons. Confronter les enfants a
difféerentes interprétations de I'histoire, c'esirldonner la possibilité d’évaluer par eux-
mémes des valeurs différentes. A premiére vuesribderait que cette démarche veuille
multiplier les contenus, les interprétations etdestextes a proposer aux enfants. Mais
n'est-il pas plus important d’adopter une approcéfiexive et de seélectionner des
contenus et des situations qui aideront les enfanisoser un regard critique sur
différentes interprétations ? N’est-il pas plus ampant que les enfants parviennent a
comprendre des exemples choisis qui éclairent eteldgpent des compétences
historiques, plutét que d’apprendre une série de $ans connexion ? En considérant la
mondialisation comme un processus permanent, igmsment doit s'efforcer de
développer des compétences et la capacité a appehie changement. Il ne s'agit pas
simplement d’enseigner la tolérance et un désicakxistence ; il est nécessaire de
mettre 'accent sur une interdépendance et suindesactions positives. Martyn Barrett
(2008) — et son équipe, université du Surrey, BoyaUni —, dans ses travaux pour le
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Conseil de [Europe et, notamment, dans « L'autgl@iphie de rencontres
interculturelles » (« The Autobiography of Intettihl Encounters », AIE), utilise le
terme « interculturalité » pour désigner la cagac#ét vivre [laltérité culturelle.
L'interculturalité suppose aussid’utiliser 'exjeimce des autres pour évaluer nos propres
points de vue culturels.

3.5 L'utilisation des sources

Parmi d’importantes approches pédagogiques apgigudans le cadre de Ila
mondialisation, citons [utilisation de sources podévelopper des compétences de
réflexion critique, pour rechercher des explicadiogt pour découvrir des messages
s’écartant de notre propre représentation des éwems. Les représentations, moyens
d'appréhender la réalité et les événements, noigefit ; avec elles, nous risquons de
dépendre uniquement de catégories figées de natpeepexpérience pour exercer notre
jugement. Les interactions entre individus et comawiés s’organisent au moyen de
représentations, d’'ou le danger de penser parsy@es. C'est pourquoi il est important
d’apprendre aux enfants a examiner attentivemautegoles sources et a déterminer ce
guelles nous disent vraiment. Les sources — guipnt étre de nature trés variee —
servent a encourager l'acquisition de compétenceteprétation et d’évaluation, le
questionnement et la recherche d'explications suréwenement en I'envisageant de
multiples points de vue. L'utilisation de sourcedealenseignant a développer chez
l'éleve les notions du « comment penser » plutée du «ce qu'il faut savoir ». En
utilisant des sources, lenseignant ne donne pa®penses pas plus qu’il ne demande
aux éleves de mémoriser ; il les aide a réfléaimrs une perspective historique, a poser
des questions et a résoudre des problemes. L'@leuea étre invité a rechercher des
preuves pour étayer ses interprétations et sesoopindans les débats, il sera possible
d’explorer toute une série de points de vue suscjiéut-étre, par lexamen de sources
d’information contradictoires. Les enfants peuv&nt amenés a sélectionner des sources
qui éclairent tel ou tel récit, ainsi qu'a rédigkrs légendes pour des images qu’ils ont
choisies. Dans leurs présentations, Mme Black, MyRMme Harnett et Mme Leclercq
ont apporté des exemples fort intéressants stulislation des sources.

L'utilisation de sources dans les cours contribuelagquisition de compétences
fondamentales transférables. Premiérement, I'éjgwerrait apprendre a analyser les
informations présentées pour en identifier les cosaptes — éventuellement en prenant
des notes sous des rubriques indiquées par I'etaatigDeuxiemement, I'éleve peut
examiner la portée des informations et croisercegglusions avec d’autres sources ou
connaissances déja vues. Troisiemement intervdenbmpétence d’évaluation : I'éleve
devra évaluer la validité de la source et la fighides informations fournies par la
source. Derniere compétence : comment consignesrgeniser les informations de
maniéere a les retrouver facilement ; par exempigrenant des notes linéaires, en faisant
des schémas et des graphiques.

Ensuite vient encore un ensemble de compétencesa@mt I'application et 'utilisation
des informations recueillies a partir des sourdesit d’abord, les informations peuvent
étre utilisées pour expliquer pourquoi ou commeugigue chose s’est produit. Ensuite,
les éléves peuvent évaluer de possibles interfrégatpuis former des hypotheses en vue
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d'une nouvelle évaluation. Les sources peuventiaess/ir a tester une précédente
hypothése, a la soutenir ou, au contraire, a latester. Enfin, les sources peuvent
permettre de soutenir une hypothese testée etlitatpn d’'un processus historique et,
par la méme, d’établir une these.

Pour une utilisation efficace des sources en cld'sseseignant doit savoir constamment
réévaluer ses propres positions et souvenirs. Gotéfra I'interprétation de sources, |l
devient comme ['éleve.

3.6 Développement de I'empathie et compréhensionréeits de I'autre

Les approches qui aident léleve a s’identifier &s cexpériences et a des personnes
spécifiques et qui, de surcrofit, lui ouvrent lasardifférentes cultures, sont importantes.
Une approche qui développe une empathie demandeélauves leur sentiment sur un
récit ou les aide a s’identifier a telle ou teltuation. Dans leurs présentations, M. Riley
et Mme Harnett ont fourni plusieurs exemples mantcamment les enseignants peuvent
aider les éleves a développer des compétencesedtigation vis-a-vis de cultures
differentes. Les enfants pouvant avoir du mal aéipgnder étendue de la diversité, il
sera bon, entre autres approches, de se concenirdiexpérience d’un individu et
d’aborder I'histoire a travers le regard de cettespnne. Les éleves seront invités, par
exemple, a brosser un grand tableau a partir deices questions intéressantes, chacune
se rapportant a de petits tableaux. Le particpkart servir a éclairer le général. Dans un
manuel scolaire récemment publié au Royaume-Unit sdudiés les événements
entourant larrivée des premieres familles des Basen Grande-Bretagne, en 1948. Les
éleves sont invités a réflechir sur les impressides nouveaux venus, puis sont
confrontés a d’autres sources et témoignages sofosrhe de transcriptions d’entretiens
avec des migrants.

En général, les enfants s'intéressent a I'histpiaece quelle les aide a acquérir un
sentiment identitaire ; elle leur apporte aussivus®n de l'autre. Aussi est-il important
gue les enfants découvrent les récits historiquesclthcun. Mme Harnett a présenté
lexemple fort bien documenté d’un manuel scoladlestiné a des enfants palestiniens et
israéliens, qui propose des récits reflétant lestpale vue des deux cotés, une partie de
la page étant laissée vierge pour permettre awegld’écrire leur propre version des
événements, en s'appuyant sur les témoignagesjaétes de leur choix. Mme Harnett a
aussi présenté ses propres recherches sur la percele l'autre chez les enfants;
d'autres études intéressantes menées, essentigflerpar des psychologues du
développement, restent méconnues en dehors deaopamiversitaire.

3.7 La tension avec des histoires nationales

Dans tous les pays européens, l'enseignement deoitle s’est vu associé a I'édification
de la nation et au développement de [lidentité omatie. Néanmoins, enseigner a
développer une identité nationale présuppose umt plei vue commun et accepté sur les
signifiants de cette identité. Or, en pratique sgudéfinition d’une identité nationale est
explicite, plus il est probable que certains citts/ge sentent exclus de cette définition et
nadhérent pas a ses valeurs. Toutes les idemti#ignales se sont affirmées au fil du
temps et elles changent constamment pour s’adaptéévolution des influences
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culturelles et des populations. Vivre dans desésési multicutturelles modernes, c'est
toujours voir se brouiller les frontieres de I'idid nationale. Aussi est-il impossible
d’enseigner aujourd’hui 'histoire sans prendre @ampte la diversité culturelle. Cet
effacement des frontieres, ainsi que les caratitfuess de la mondialisation examinées
plus haut, peuvent amener a réorganiser les m&hd@mseignement de I'histoire en
misant moins sur les histoires nationales.

La plupart des enseignants sont d’accord : metoednt sur les histoires nationales est
une démarche trop étroite dans le cadre d’'un mgiutealisé ; mais rares sont ceux qui
enseignent l'histoire mondiale, ni méme transnai®nles enseignants sont-ils mal
préparés ? La tache est-elle trop lourde ? Reselapuconcepteurs de programmes ne
semblent pas pressés d’apporter de grands chantgerbdan que toutes les avancées
dans ce domaine aient proposé des options pourd&étomparative de sociétés —
mesure qui est peut-étre un feu vert pour 'emssigent de I'histoire mondiale. Une
raison sous-jacente, peut-étre, est l'incapac#ésamer lenseignement d’'une société en
mutation a mesure qu’elle évolue.

4.0 Manuels et programmes scolaires

« Le programme devrait faire I'objet de tous lesisoNous devrions étre fiers de notre
programme... Enseignants, parents, employeurs, métlipsblic, tous devraient voir le
programme comme quelque chose qui englobe, sowtiesélebre. Avant tout, les jeunes
devraient se réjouir de la possibilité de décougest de réalisation que leur offre le
programme. %Selon Mike Waters, Directeur des programmes sasiaRoyaume-Uni).

Dans une société en perpétuelle évolution, progmsnet manuels scolaires doivent
constamment étre revus, révisés et renouvelésc@npien de pays ont changé leurs
programmes et manuels scolaires au cours des eingédes années ? La plupart du
temps, manuels et programmes sont désynchroniséstigetes du public et sans rapport
avec l'environnement mondial. Non seulement uniteerss et historiens reconnaissent
ce défaut, mais aussi les enseignants, les paetnts éleves. Certes, d’importantes
études ont été réalisées sur 'analyse des mascmiisires, mais il reste encore beaucoup
a faire. Des études sur ['utilisation des manuelslasse et sur la perception qu'en ont
les éleves seraient tres utiles.

Les travaux de lInstitut Georg Eckert pour la rexthe internationale sur les manuels
scolaires, aujourd’hui bien établis et connus, icoeront de présenter de l'intérét dans le
cadre de la mondialisation. Autre organisme s'ed8ant a I'étude des manuels
scolaires : IARTEM (International Association fore$®arch on Textbooks and
Educational Media), qui travaille a promouvoir éecherche sur les manuels scolaires et
les médias éducatifs, a établir des contacts dotres les parties concernées par les
guestions liées a ces domaines et, enfin, a rearfolimtérét de la formation des
enseignants pour les questions relatives aux médiasatifs et aux manuels scolaires.
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D’'importants travaux sur I'image de l'autre dans ieanuels scolaires ont été entrepris
sous les auspices de I'Organisation arabe pouudatbn, la culture et les sciences
(ALECSO). Sous la direction de M. Bachir Tamer, f8seeur, des manuels scolaires de
dix pays du monde arabe ont fait lobjet d’une gsal Lors de ces tres intéressants
travaux, texte, images et sources (et leur intéafiod) ont été€ comparés dans un triple
objectif : voir dans quelle mesure certaines valeuniverselles y sont représentées,
comment la mémoire collective y est représentéerdin, comment différentes identités
y sont représentées. Une grille de lecture a peadi@igluer I'incidence de concepts et de
thémes concernant « l'autre ». Un ensemble de tiliescont €té produites dans le but
d’améliorer limage de lautre dans les manuelslaoes. A ces travaux vient s'ajouter
un nouveau projet de recherche (université deir8fjrEcosse) qui analysera des images
de lslam dans des manuels scolaires du Royaume-Un

Entre autres conclusions générales, les chercbatonstaté que la plupart des manuels
scolaires accordaient une place disproportionnée @nnaissances et aux faits, a
I'histoire concréte, alors que l'encouragement e wéflexion historique et au
développement de compétences est largement néglige.

Réécrire les manuels scolaires pour intégrer devel®s idées concernant la
mondialisation signifie non seulement rattrapepiésent, mais aussi rattraper lavenir.
Or, il est plus important de changer les esprits s manuels scolaires. Les enfants et
leurs enseignants doivent avoir la possibilité dégeer les manuels scolaires.

L’Etat doit-il intervenir dans les programmes et feanuels scolaires ? A cette question,
des participants ont réaffirmé qu'il n'était pasisaitable que des institutions étatiques
ou supra-étatiques déterminent ce qui doit étreeigné ni comment l'enseigner.
L'enseignement de [histoire risquerait, en ef@gtre exploité a des fins politiques.
Reste gu’'a I'heure actuelle, comme il ne semblepussible de totalement séparer les
objectifs de I'Etat et ceux de la scolarité, le lpéane demeure. Hanna Schissler nous
rappelle que c'est seulement lorsque les gens emdyont que leur vie est intimement
liee & un monde sans cesse plus transnational epuelébats sur I'histoire mondiale
trouveront un terrain propice. Elle souligne la egsité de s'écarter d’'une approche
tendant a une « revue de civilisations », d’élalegrhorizons de éléve et de le préparer
a faire face aux demandes du présent (voir Schisskl, 2005). Dans son introduction
générale au symposium, M. Chubaryan a noté que,qaeul’intervention supra-étatique
soit positive, elle devait se borner a vérifier daerésence de valeurs communes est
claire.

5.0 Partenariats avec d'autres professionnels diistoire

« Les musées sont des centres de savoir et daptisdducateurs pour des millions de
personnes. $Group for Education in muse ungyww.gem.org. ul

L'’éducation n'est pas seulement l'affaire de I'é€cdDes cadres informels, tels que les
musées, offrent un potentiel d’enseignement et deeldppement de compétences
sociales. Dans ces cadres informels, I'enseignesstrgouvent volontaire et autodidacte.
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Il procéde de la curiosité, de I'esprit de décoteede la libre exploration et du partage
d’expériences avec des compagnons.

Les partenariats entre écoles et autres instigtigmar exemple, musées, sites
patrimoniaux et bibliotheques) sont trés utileseriseignant peut travailler avec des
conservateurs de musée afin d’enrichir lexpériedeses éleves et de I'exploiter pour le
sujet étudié en cours. Le deuxieme jour du sympogsies participants se sont réunis en
groupes pour échanger des idées et des vues ssitatesitéressants a visiter.

5.1 Education et médias

L'éducation se transmet par le biais des médiaglasse et dans des cadres informels ;
la capacité a évaluer des images et a comprendrendssages véhiculés par les médias
nécessite des aptitudes a la réflexion critiqueinB’certaine fagon, les enfants peuvent
comprendre les images médiatiques avec plus d’maéigh que leurs enseignants car les
images et messages que veéhiculent les médias kontep phase avec la culture des
jeunes que les images et messages proposés em d@ass les manuels scolaires.
Néanmoins, producteurs et destinataires partagentrasponsabilité dans le choix et la
priorit¢ des informations présentées. Journaligtest comme éducateurs doivent
posséder les compétences nécessaires pour évadusources et pour en vérifier la
legitimité et la fiabilité. Certes, les interprétais de tel ou tel événement peuvent
différer d’'un pays a lautre, voire dans un mémgspd.'important est d’extraire des
informations pertinentes, de faire la part entigjymés favorables et défavorables et, bien
sUr, de distinguer entre fiction et réalité. Dags inessages immédiats que transmettent
les médias, I'histoire en train de se faire eseris correspondance avec l'existence.

Une variété de produits médiatiques offre des sitBsessants pour lenseignement de
histoire — notamment, actualités, documentairegries, comedies et feuilletons
« mélos ». Les médias peuvent donner vie a deseéwemts qui ont une forte incidence
sur notre quotidien, et aider chacun a découvrirquoe appartient a un patrimoine
commun. Le monde perd de sa distance des lorsegueportages des médias couvrent
toute la planéte.

Pour exploiter au mieux un partenariat entre édoicaet médias, des participants
estiment que les historiens et les enseignantstdife doivent intervenir davantage dans
les médias a titre d’auteurs, de réalisateurs ebdseillers.

Mmes Evelyne Bevort et Effy Tselikas ont toutesdeffiert des visions intéressantes sur
le monde des médias dans I'éducation.

6.0 Formation des enseignants

« Un objectif primordial [de la formation des erga@nts] devrait étre douvrir les
perspectives des étudiants et de prévenir le poislisme ethnocentrique.(woir Husen)

Dans notre examen de [lincidence de la mondiadisatile développement des
compétences des enseignants est essentiel ; aussiutture et le contenu de leur
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formation, tant initiale que continue, demeureld-eine question capitale. Pour 'heure,
nous sommes encore sur la ligne de départ. Dane ttiurope — et comme l'ont
montré les travaux de M. Ecker a luniversité dervie —, les principes et structures de
la formation des enseignants s’appuient encore lmumseignement des histoires
nationales ; ce qui empéche le développement digpek cohérentes propres a faciliter
I'utilisation de l'histoire pour nous comprendragus et les autres, dans un monde en
pleine globalisation. Un rapport complet sur lesucures de la formation initiale des
enseignants est disponible dans deux publicatian€dnseil de I'Europe : «Initial
training for history teachers: structures and sadsl in 13 member states of the Council
of Europe » (la formation initiale des enseignatitsstoire : structures et standards dans
13 Etats membres du Conseil de 'Europe), Straghditnitions du Conseil de I'Europe
(Ecker, 2003) ; et « The structures and standafrdst@l training for history teachers in
South-East Europe » (les structures et les stasddedla formation initiale pour les
enseignants d’histoire en Europe du Sud-est), ®itag, Editions du Conseil de
'Europe (2004). Les objectifs de ces études souttimes : proposer des données
concernant les structures de la formation initidies enseignants a lintention des
planificateurs de formation, des organismes de dbion, des formateurs d’enseignants et
des enseignants-stagiaires d’histoire ; fournir bexse de données centrale régulierement
mise & jour pour les recherches en formation iaities enseignants ; mettre en place un
réseau international d’échanges et de recherchegrmgtiques sur des questions
stratégigues touchant a la formation initiale deseé&nants ; assurer une réflexion
permanente sur les besoins liés a la formationedsgignants ; et, enfin, établir une
plateforme en vue d’élaborer des normes communes/aau européen.

Parmi les conclusions actuelles, I'une concerreafzacité opérationnelle de la formation
initiale des enseignants quant aux questions miiltielles. La moitié seulement des
pays ont congu des programmes pour 'enseignenmeaeheronnement multiculturel et,
généralement, le temps consacré a cette questidapasse pas 5 %. Dans bon nombre
de cas, il est prévu d’aborder des sujets tels moadialisation, cultures du monde,
histoire des Musulmans, mais rarement de développenouvelles compétences en
rapport avec ces domaines du programme. Les travemes a 'université de Vienne se
poursuivent, tandis qu’'un nouveau programme visardéveloppement de compétences
pour 'enseignement et le dialogue multiculturedsen préparation.

Quoi qu'il en soit, la formation des enseignantarpait bien étre appelée a changer dans
la prochaine décennie lorsqu'une nouvelle générat® jeunes enseignants remplacera
une génération sortante peu disposée a son notveau

7.0 Une histoire de 'humanité
« L’histoire consiste a comprendre I'état socialltemme »(voir Khaldun)

Comment enseigner [histoire ? Pour répondre aecettestion, le mieux est de
commencer par sorméme, par nos attitudes, par coosportements et par leurs
manifestations les plus signifiantes — en évitagigst important, les conduites
introspectives, le repliement sur soi et les jugetsdout faits. En commencant par des
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attitudes personnelles, I'on pourra les compareelies des autres. Points communs et
différences se prétent a une utilisation réciproduecours du symposium, M. Titz nous
a rappelé qu'il est nécessaire de réfléchir atbliie des individus plutét qu’a celle des
cultures ou des civilisations.

Parce que lenseignement de l'histoire est cenirdes histoires nationales, il a presque
toujours reposé sur une conceptualisation faisantl'distoire le résultat d’actions
accomplies par des personnes hors du commun. @ hele a été modelé par des gens
ordinaires autant que par des gouvernements, defs et des individus marquants
(comme la observé M. Leclercq durant le symposjum) l'histoire sociale est
aujourd’hui devenue une part importante de I'enseigent de lhistoire. Une étude de
I'histoire sociale nous entraine a considérer ladition humaine ou, plus précisé ment,
ses changements et son évolution au fil du temps.

L'intérét pour l'histoire de la condition humaine- gui nous aide a nous comprendre
nous-mémes dans toute notre diversité — peuréheussé par le développement d'une
conscience globale. Les défis de la mondialisatiomt aujourd’hui imposé une
exploration des conditions de la vie humaine. S&onWulf (2008), le principal but de
lenseignement de I'histoire devrait étre de démdo une conscience historique, ce qui
dépend du développement d’'une anthropologie higierj et les mondes antérieurs,
parce qu'ils sont historiguement développés, sardifimbles et ouverts. Une conscience
du caractére unique, de la particularité et deiardité des situations historiques, voila
qui compte parmi les principaux objectifs de I'angiologie historique. Cette conscience
vise a ameéliorer chez I'étre humain d’aujourd’hai donnaissance de soi, 'homme
devenant alors le sujet de recherche et d'ensegnentCette démarche prend
inévitablement la diversité culturelle en compte.

De fait, il est important d’enseigner les difféereaculturelles car c'est ce qui nous permet
de communiquer I'un avec lautre. Grace a cet gmeanent, lapprenant peut se mettre a
la place de l'autre et développer de 'empathiecatrelevant les aspects communs de
cultures différentes, contribuer a faire tombembstacles qui se dressent entre elles.

En acquérant une conscience mondiale, nous devdésedopper une conscience de la
multiplicité des différences et des similitudes tomdlles » (voir Wulf, 2008).
L'enseignement de lhistoire peut avoir pour olifi@apprendre a vivre ensemble dans
le présent et 'avenir, mais aussi de développemntérét pour la citoyenneté mondiale.
Apprendre a vivre ensemble dans le présent et tavenir est source de nombreux
enjeux qui, vus a travers le prisme de la monditii;, apparaissent plus clairement.
Parmi ces enjeux, citons la gestion de la diversitturelle, du développement durable et
d’'une paix stable.

En étudiant les différences culturelles dans thist de 'humanité, les enfants peuvent
apprendre a expérimenter « 'étrange-té ». lls eptiapprendre a penser selon le point
de vue de lautre, puis vivre leur propre «étratige. Cette démarche contribue a
minimiser le risque d’accepter les stéréotypes.tgSerl'on peut craindre que les
confrontations a des représentations de [lautres déenseignement de [histoire



-45-

conduisent a négliger et, finalement, a mettre xamgue les stéréotypes. Pour éviter ce
type de réaction, c'est a I'enseignant de renvayes régles normatives d’humanité
inscrites dans la Charte des droits de 'homme.

L'enseignement de lhistoire peut aider I'humanitééaliser les idéaux de paix et de
développement durable. Ces deux idéaux s’inscridens le méme projet — aider les
gens a prendre la responsabilité de vivre ensedidnts I'avenir — et, par conséquent,
font partie du processus d’'apprentissage socials Teux sont inextricablement liés a la
notion de responsabilité mondiale et collective.

En étudiant I'histoire de I'humanité, le monde pétrie vu comme un tissu d’incidences
réciproques. Les sociétés peuvent étre considéadame des lieux génératifs, créatifs et
interactifs qui s’emboitent. La ou des culturesales bien assises rencontrent des
tendances et processus globalisants, se font jeunaliveaux vecteurs d’hybridité
dynamique. Or, les formes culturelles hybrides doté#ressantes non seulement parce
guelles mélent des éléments de différentes cudturmais aussi parce quelles
transportent une nouvelle « ADN » qui réunit detiplels expressions culturelles au lieu
de se confronter a une ou plusieurs cultures.

7.1 Modes d’apprentissage

Développer une conscience mondiale suppose unéueooé de modes d’apprentissage
cognitifs et émotionnels et de comportements ipiectfs et orientés sur 'action. Selon
Hanna Schissler, la conscience mondiale est laci@&paognitive et émotionnelle a
comprendre les nouveaux contextes mondiaux (vomisSker, 2008), cette conscience
étant la boussole dont nous avons besoin pourdiogsr dans un monde globalisant. A
noter (et ce n'est pas la premiére fois) laccamtle verbe (« globalisant ») plutét que
sur le nom («globalisation» ou « mondialisatiy.n t'objectif des processus
d'apprentissage est de devenir un citoyen du momde une victime ou une
marionnette ; ce qui nécessite également intropefu connaissance de soi) et action.

7.2 La conscience mondiale en classe

Faire entrer la conscience mondiale dans la ciestsgifficile en raison du décalage entre
cet objectif et le programme scolaire. En effeglguontenu choisir pour mieux souligner
les interactions positives entre des cultures ibiffies ? Quels récits enseigner pour
montrer que des interactions négatives peuvento@ingidérées comme des tragédies et
comme des échecs aux efforts de homme, et quédstsr illustrent le mieux
l'interdépendance ?

Une nouvelle approche doit reconnaitre que le maneeavahi notre vie a tous. Par le
biais des médias, nhous sommes tous au fait detidfément de 'Union soviétique, des
guerres de haute technologie au Moyen-Orient, ddélmocratisation mondiale, des
nationalismes ethniques et des fondamentalismesnprise de 'Europe sur le monde et
sur son imagination est en train de perdre sa place

Etre conscient de la nécessité d’'un changemenplastimportant que d’étendre les
connaissances factuelles ; il faut favoriser Igissement de la conscience. Cette
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nécessité d'un changement est renforcée par de reambet récents événements :
existence de tensions et de dialogues entre seci@écolonisation, migrations,

généralisation des droits de 'homme et des mouwmtsTeociaux entrainant la libération
de secteurs de la société auparavant victimessdermination.

8.0 Résumé, conclusions et propositions

Ce symposium a abordé la question de I'impact dedadialisation sur lenseignement
de lhistoire daujourd’hui, en Europe et dans dagsplimitrophes. Durant ces deux
journées, le phénoméne de la mondialisation a ddiené& d’importants points de vue,
enrichis de références supplémentaires a des cas/@psacrés au sujet. Responsabilité
collective, interdépendance et conscience de guaties ces notions ont occupé le devant
de la scene. Des groupes de travail ont ensuitemiagales problemes en jeu et proposé
des idées concretes pour I'enseignement de I'nistdila lumiére de la mondialisation.
Les arguments essentiels présentés dans ce rapmoétté confrontés aux principales
contributions apportées, durant ces deux jours, ges experts et des eétudes
complémentaires. La conclusion générale est quesdignement de I'histoire doit faire
l'objet d’'une nouvelle approche, en mettant davgetéiaccent sur le développement
d’aptitudes a la réflexion critique et en aidarg lenfants a se mettre a la place de
« lautre » — la compétence d’empathie. Quant eaxpétences de réflexion critique
des enfants, il faut multiplier les travaux permattde les évaluer.

La question du décalage entre les programmes euatmscolaires existants et les
objectifs de lenseignement dans le cadre de ladiati®ation, a été soulevée a plusieurs
reprises ; de méme qu'a été évoquée la nature derd@ation des enseignants, jugée
fondée sur des structures qui sous-tendent lesireistnationales. Ces points, ainsique le
rble des médias et autres partenaires de léducalkis groupes de travail les ont
examinés le deuxiéme jour du symposium. Le fruitee réflexions est en partie résumé
dans le présent rapport.

Le deuxiéme jour du symposium, les orateurs orpgsé un vaste éventail de bonnes
pratiques. Souhaitons que tous les participantsyamposium restent en contact et
continuent d’échanger des idées. De son c6té, lesd€ilode IEurope devrait pouvoir
centraliser les exemples de bonnes pratiques eaviec les objectifs de ce symposium.

Un theme dominant des discussions a soulevé lidéeyrrente dans les travaux du
Conseil de 'Europe, que I'enseignement de I'higtaioit davantage traiter de I'histoire

de 'humanité que des histoires nationales et igotis. L'enseignement de I'histoire de
'humanité, I'histoire des gens ordinaires, le déppement de 'humanité mais aussi une
compréhension de nous-mémes dans la société acttele notre potentiel pour lavenir,

autant de points pouvant étre rattachés a la gocwndiale contemporaine par le
développement d’une conscience globale qui « teamabe les limites non seulement des
cadres de références nationaux ou locaux, mais @essnodeles de savoir qui ne nous
correspondent plus bien. » (voir Schissler, 2008).
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Si nous voulons faire des progrés avec ce noudignement, rendu nécessaire par les
changements sociaux du monde ou nous vivons, pedaecupation premiere doit étre le
programme scolaire. En conséquence, ce sympositifesfaecommandations suivantes :

1. Faire pression sur les responsables des prograrem scolaires pour qu'ils
reconnaissent 'importance du développement d’'unecmscience mondiale par le
biais de l'enseignement de I'histoire de I'humanitédu point de vue de la
mondialisation contemporaine, et pour quils réévalent les programmes
d'histoire en prenant en compte limpact de la montlisation sur toutes nos
vies. Les programmes doivent étre fondés sur des ropétences, notamment
interculturelles. L'impact de la conception des prgrammes doit constamment
faire I'objet d’'une évaluation.

Mais réformer le programme ne suffit pas, car fra@smet par le biais d’enseignants qui
doivent posséder les compétences requises pouarprées enfants au monde global
contemporain. Ce symposium fait donc aussi lesmeecandations suivantes :

2. Réformer la formation initiale et continue des aseignants afin de les aider
mieux comprendre en quoi consiste la mondialisatiomoderne. Les programmes
de formation doivent étre constamment révisés comgttenu de I'évolution
permanente des phénomenes mondiaux. Ils doivent piiégier le développe ment
d'importantes compétences et connaissances, ainsieqcontinuer & montrer que
lapprentissage exige davantage que de simples aptles cognitives.

Pour mener a bien leur tache, les enseignants aidés par léventail des manuels
scolaires et des matériels pédagogiques disponBles outils doivent, eux aussi, étre
révisés pour prendre en compte une dimension miendia conséquence, ce symposium
fait également les recommandations suivantes :

3. Le Conseil de I'Europe, par le biais dagencesternationales, réalise des
études sur I'élaboration de manuels scolaires darie cadre de la mondialisation.
Il serait souhaitable que des directives soient pduites a l'intention des auteurs
et de leurs éditeurs afin que les manuels scolaire®uramme nt utilisés en classe
integrent les objectifs d'un enseignement visant daciliter la vie dans un

environne ment mondial.

Lors de la mise en ceuvre de ces trois recommamgatione faut pas perdre de vue que
les programmes, la formation des enseignants é&bbdéation des manuels scolaires
doivent refleter les principes fondamentaux du @dmke I'Europe : droits de 'homme,
démocratie et Etat de droit. D'autre part, ils @wiv promouvoir le concept de
linterdépendance de tous les peuples du mondepdbrer les voies a suivre pour que
lenseignement et lapprentissage de [lhistoire esbi vecteurs de paix et de
développement durable.

Ce symposium a constitué une plateforme importaoter les travaux menés par le
Conseil de IEurope dans le cadre de son projeinage de l'autre ». Les participants
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sont repartis avec une meilleure compréhensiompaeEsessus complexes et fluides de la
mondialisation, mais aussi avec un réel désir gangér I'éducation dans leurs propres
pays afin de prendre en compte les nouvelles caanpés nécessaires aux éleves et aux
enseignants pour évoluer dans le monde d’aujourd@tae demain.
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PRESENTATIONS

l. Welcoming address of Mr Halit EREN, Director Gereral of Ircica

Your Excellencies the Governor of Istanbul, the rfbenof the Parliamentary Assembly
of the Council of Europe, the Director General diugation, Culture and Heritage, Youth
and Sport, dear scholars, experts and participants,

Welcome to IRCICA on the occasion of the SymposaumiGlobalisation and Images of

the Other: challenges and new perspectives foroHisteaching in Europe?” It is a

pleasure for IRCICA to be co-organising this synmpwswhich marks an important stage
of the Council of Europe project on the Image & @ther in History Teaching. For our
Centre, participation in this project of the Colirefi Europe has added an important
dimension to research programs we have been canguoh themes relating to the

images of different nations and cultures of eaclhegtand issues of dialogues and
exchanges among them.

IRCICA is an intergovernmental organisation ofyfiieven states and has history as one
of its main fields of activity. Within the OIC fraework IRCICA is assigned the
responsibility of making better known and presegtime true image of Islam and Muslim
cultures to peoples of the world. Thus IRCICA repms the Muslim countries in forums
where zones or regions of common cultures are septed by their international and
regional organisations. In this capacity IRCICA ahnated and participated in several
collaborative research and interactive culturaledgyment programs jointly with states
and with counterpart organisations including UN raoges and regional organisations in
all continents. The aim of such IRCICA projects Inasinly two aspects. The first is to
produce references in world’s major languages @bucational and academic purposes
and also for public opinion; the second aspecbisdntribute to mutual recognition
between different cultures by organising multictdiluencounters around professional
activities such as restoration of cultural and #eckural heritage, artistic and
architectural competitions, for example, the tearyprogram of annual architectural
workshops we organised in Bosnia and Herzegovidatlaen current ten-year program of
architectural studies and workshops concerning AdsJerusalem.

Again in this inter-governmental status IRCICA he&gn conducting for some years now
a project to examine and if necessary revise teeoiy textbooks used in the OIC-
IRCICA member countries with respect to referenteseach others’ histories and
cultures. This project is conducted in stages @dfion the basis of regions and in
cooperation with the concerned countries’ goverrmen

Diversities between peoples became more visibleéhé process of globalization as
interdependencies grew. While long distance raistidbecame everyday practice,
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juxtaposition of cultures in common geographicaitexts acquired deeper sense for the
present and future of societies. In consequenceld wommunity became increasingly
conscious of the challenges and prospects broughthis process in educating the
coming generations with the appropriate positisoris.

The project of the Council of Europe towards analyzand developing positive
understandings of the “Other” is of extreme impoct in this context. Similar purpose
efforts undertaken or to be undertaken elsewhesealso much relevant and necessary.
Generating a new vision of the “Other” is a need dd nations with regard to one
another. But it is equally needed on a larger sdadéveen the world’'s faiths, between
the broad cultural and faith communities or “cidliions” as is commonly termed. In
Europe, Asia and elsewhere 20th century has segaor mwars and discords between
nations which later reached settlements and refitiens. It is high time to consider
also settling the centuries-long misunderstandangs misinterpretations between Islam
and Christianity, Europe and the Muslim world.slthigh time to consider modifying the
histories of conflict into more realistic historigisat would acknowledge the periods of
peaceful coexistence and fruitful exchanges betwhese faiths and civilizations which
also lasted centuries. Significant evidence to gunés of peaceful coexistence is found
in the history of Istanbul as in the history of ve#a and eastern parts of Europe. One of
the main objectives of IRCICA is to contribute tows this aim and | hope attention will
also be directed to this question within the framewof the Council of Europe project.

Indeed in the age of globalization a new “morality”’now required in approaching the
Other, and such morality needs to be establisheah dtersection of faiths and cultures,
so that coexistence in a global context becomesralige one and not one necessitated
by the conditions. Education, especially historyeation, is certainly the key towards
this aim.

Before concluding | wish to express my gratitude ¢hntributions to the Presidency of
Yildiz Technical University and Prof. Dismail Yiksek, President of Yildiz Technical
University, for kindly providing the halls and féites for the working sessions to

continue in the afternoon. | would lke to expresg thanks and appreciation to Ms.
Gabriella Battaini- Dragoni, Director General of Edtion, Culture and Heritage, and Dr.
Jean-Pierre Titz, Head of the Division of Historyugation, Council of Europe, and their
colleagues, for the excellent collaboration. IRCI&Aeady to continue to contribute to
this important project in all the ways within iteropetence. | welcome you again, and
wish you a good meeting.
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Il. Allocution de Madame Gabriella BATTAINI-DRAGONI , Directrice
Générale de I'éducation, de la culture et du patrimine, de la jeunesse et du
sport, Coordinatrice pour le Dialogue interculturel

Monsieur le Président, cher ami,
Mesdames,
Messieurs,

Je tiens tout d’abord a vous remercier, MonsieurPfésident, ainsi que tous vos
collaborateurs de I'RCICA, pour recevoir ce sympas dans ces merveilleux locaux
mais aussid’avoir créer toutes les conditionsraleail fécond et de dialogue entre nous.

Je pense que lon ne pouvait trouver de meillewr $iymbolique pour nos échanges que
votre ville d’Istanbul, dont, malgré les vicissiaglde I'histoire, on ne soulignera jamais
assez le r6le guelle a pu jouer comme lieu deartme entre les cultures et il faut le dire

comme lieu de tolérance et de compréhension eadreultures et les religions.

Le dialogue interculturel est devenu au Conselllegope, I'un de nos themes de travail
prioritaires au cours de ces derniéres annéelgpprticulierement depuis le troisieme
Sommet des Chefs d'Etats et de Gouvernement dueCdeslEurope qui a eu lieu a

Varsovie en 2005.

Il est inutile que jen rappelle icitoutes less@ns,

Tous autour de cette table, sommes bien consaerdsitant au sein de chacune de nos
sociétés que dans le contexte plus large de la imigattion, le développement de nos
capacités a comprendre et écouter lautre, a rémpees choix et ses valeurs, ses
traditions et son histoire est une condition duaosxement de relations harmonieuses.
C’est aussi la condition nécessaire pour perméétngergence de nouvelles créativités et
d’'un nouveau dynamisme culturel que la diversit® ddtures porte en elle-méme.

Mais nous savons aussi que cela ne va pas de so..

Trés t6t, le Conseil de 'Europe a été consciestdbngers et des dérives possibles que
pouvait générer la diversité culturelle si elleitétaal comprise ou mal gérée. Replis sur
S0i, agressivité, rejet de lautre sont suscepti@eonduire a des ruptures de la cohésion
sociale et & la violence sous toutes ses formes.

La tenue du présent symposium dans le cadre detpsoj « I'image de lautre dans
lenseignement de I'histoire » doit se comprendresice contexte.

En juin 2008, les Ministres des Affaires étrangatesConseil de I'Europe ont lancé un
Livre Blanc sur le dialogue interculturel dont leus-titre est « vivre ensemble dans
légale dignité ». Pour la premiére fois 'on a &gs de mettre en évidence les valeurs
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fondamentales et les stratégies qu’en tant qu'asgdon paneuropéenne, le Conseil de
I'Europe souhaitait promouvoir non seulement dansddre des travaux qu’elle réalise
entre les états membres mais aussidans ses nslatiec les autres parties du monde.

Sans rentrer dans les détails de ce Livre Blanc flaneu I'honneur d'assurer la
coordination, je voudrais en souligner trois messaigs.

Le Livre Blanc insiste particulierement sur le fqite le dialogue interculturel repose sur
des valeurs partagées par tous : les droits denhf® universels, la démocratie et la
primauté du droit sont des valeurs qui primenttsutes les autres. Ces valeurs partagées
forme la base indispensable pour notre vivre enkemians égale dignité et pour la
confiance entre tous les partenaires.

Le second principe qui me tiens particulieremeniodur est celui de I'égale valeur et
dignité de chacun et de chaque culture. Il n'y a ga dialogue interculturel véritable
sans respect mutuel.

Et enfin je voudrais réaffirmer que le promotion dialogue interculturel est la
responsabilité de chacun- individu et groupe sodialLivre Blanc montre clairement
pourquoi et comment tous les acteurs de la socléséjndividus, les gouvernements
nationaux, les autorités publiques locales et r&des, la société civile, les communautés
religieuses, les médias, les partenaires sociauvenb s’'impliquer dans le dialogue
interculturel.

Dans ce contexte I'histoire et 'apprentissage’listbire occupent une place particulaire.
Dans la plupart des situations de rencontres inlerelles quelle qu'en sott la nature, les
premiers échanges portent souvent sur [lhistoing, Kaffirmation de références
historiques fondatrices et sur les relations comgdeque les differentes histoires de
chacun ou de chaque groupe peuvent entretenir.

Jaime a répéter le plus souvent possible queemjare discipline sur laguelle les Etats
fondateurs du Conseil de I'Europe ont décidé dmetala coopération éducative, et ce
des 1950, fut 'enseignement de I'histoire.

Dans le contexte encore sidifficile de 'immédiafmeés guerre et des débuts de la guerre
froide, les fondateurs ont été trés vite conscigutsin effort devait étre fait rapidement
dans le domaine de lenseignement de I'histoirepTouvent en effet 'enseignement de
I'histoire a été utilisé dans le passé comme umungent de propagande, de justification
de politiques ultranationalistes agressives et pobes et il convenait donc, selon la
formule utilisée plus tard par TUNESCO, de prentlyates les mesures permettent de
« désarmer l'histoire ».

Il faudra attendre 2001 pour que le Comité des &fiies adopte le premier, et
aujourd’hui encore le seul, document politique Senseignement de [lhistoire dans
'Europe du XXléme siecle. Cette Recommandation &tets membres souligne en
particulier que l'objectif premier de l'enseignerh@i® I'histoire est la formation d’'un
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citoyen conscient et actif, capable de jugemergqamnel, ouvert sur les autres et sur le
dialogue et, avant tout tolerant et respectue uxidférences.

Il en est découlé une réflexion trés approfondie le8 méthodes et les approches
pédagogiques a mettre en ceuvre.

Le concept central autour duquel cette réflexiogudieu est celui de multiperspectivité
des approches. En d’autre termes il s’agit d’admeftie tout moment de l'histoire, tout
évenements historiques peut faire I'objet de peimemu d’interprétations différentes
selon le contexte dans lequel on l'aborde, sel@entiaditions ou la philosophie de
I'histoire.

Ce que nous espérons de ce symposium sur [limpactlad mondialisation sur
lenseignement de l'histoire est que vous nouseaid mettre en évidence non seulement
au niveau des concepts mais aussi dans la pratguament lextréme complexité du
monde dans lequel nous vivons, marqué par desaattens multiples et intenses entre
toutes les cultures du monde, peut étre prise mptoet valorisée dans les programmes,
les méthodes et les formes de l'apprentissagehitolire au-dela méme de la salle de
classe.

Ne nous cachons pas gque les problémes auxquelsakons a faire face sont difficiles.

Ainsi qu'il 'a déja été mis en lumiere lors du gymsium précédent sur « Apprendre
I'histoire pour vivre et comprendre la diversitéltatelle aujourd’hui » qui a eu lieu a
Strasbourg en octobre 2007, la bonne volonté ebolane foi sont des conditions
nécessaires mais non suffisantes. Le dialogue elesepersonnes n'est pas seulement
une question de mots, il s’agit aussi d’é motiolesgcdnnotations, de non-dits, de vrais ou
de faux malentendus relevant souvent de empldadgues ou de références culturelles
propres & chacun des interlocuteurs.

Il convient dans ce cadre de faire nécessairemengrds efforts d’acquisition de
connaissances et de compréhension qui dépassevensda simple exposé de faits
historiques.

Nous savons aussi que la prise en compte de lesité/eles cultures et donc des histoires
pose un grand probleme quand aux contenus desapnowgs. |l n'est pas possible que
lenseignement de lhistoire puisse sensibilisedainer un minimum de connaissances
sur toutes les cultures, toutes les interprétat@mnsoutes les histoires spécifiques. C’est
pourquoi au-dela des savoirs qu’il faut néanmoiagtrirer mais fort difficiles a définir,
c’est bien au niveau des compétences interculeetles capacités de recherches et de
réflexions, de la disposition au dialogue et d’deode lautre qu’il convient de faire
porter les efforts.

Pour progresser dans cette direction il me sembtessaire de mobiliser d’'une part
lensemble des instruments, des sources et desnaaye chaque individu peut avoir a
sa disposition afin d’appréhender, d’apprendresidire de I'autre. Nous avons la chance
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aujourd’hui de disposer d’'instruments qui, s'ilsnsbien maitrisés, donnent a chacun un
acces jamais connus jusqua présent a l'exploragibfa découverte des histoires des
autres. Encore faut-il que ces moyens soient iesélEns des stratégies éducatives
globales bien mises au point.

A coté de cette mobilisation des instruments it faussi créer les synergies entre tous
ceux qui contribuent non seulement a I'enseignementhistoire a 'école mais aussi a
son apprentissage dans les autres moments de la vie

Nous avons déja dans les travaux précédents seutjge de bonnes liaisons entre le
monde de I'école et les activités parascolairesmédias, les nouvelles technologies de
linformation, les musées et l'action culturelle général, sont susceptibles de créer les
conditions les plus fécondes d’un dialogue intdrecel et de permettre au citoyen, tout

au long de sa vie d’'apprendre et de réflechir syatentiel créatif de la diversité de nos

histoires.

Il N"échappera a personne que toute action d’atiaptaet de réforme profondes de
lenseignement de [lhistoire supposera un efforttipalier sur la formation des
enseignants et des autres acteurs. Des acquisé@net® réalisés mais des réflexions
doivent encore étre menées pour redéfinir les ctampés professionnelles
supplémentaires qu'il faudrait maitriser désormais.

Monsieur le Président, Mesdames, Messieurs,

En vous remerciant encore une fois tous d’'avoiepte de participer a l'effort que le
Conseil de 'Europe a entrepris dans le domainenqus réuni aujourd’hui, j'espere que
nous pourrons a l'issue de notre rencontre, tiesrabnclusions qui nous permettrons non
seulement de faire des progres dans la comprémeds®changements du contexte dans
lequel nous vivons mais dans la facon dont nousrrpos, a I'école et au-dela,
développer une pédagogie de I'histoire qui puissgribuer activement a I'établissement
d'un dialogue interculturel garant d’un futur phisi tolérant et riche de nouveaux
« vivre ensemble »



-55-

lll.  European Teaching History in Secondary Schoolunder conditions of
globalisation
A.O. CHUBARYAN, Director, Academician, Institute of WorldHistory,
Moscow, Russian Federation

The content, methods and structure of school listbeducation is being animatedly
discussed in many European countries in recensyé&aie content of history textbooks is
a main line of such discussions.

We need hardly mention that all such discussior @ven hot arguments are also
connected with interpretation of historical eveimgeraction of old and new concepts of
national, European and world history as a whole.

Most animated discussions of some previous yeaistace in Russia and the countries
of so-called «post-Soviet space» and the CentihlE@stern Europe. They occasionally
resembled the discussions that took place in Geyratier the Second World War.

Today's history of many countries has undergoneimergoes a deep and sometimes
«total» revision.

Such revision is a basis for issuing new textbcahs educational editions, changes in an
approach to the new textbooks.

The question is not only about teaching. Histor@adnts in many European countries are
discussed by a general public including politicjgnsblic figures and mass media.

The Western countries also begin to emphasizesthes.

Professional historians and public figures increglyi raise the question what modern
historical approach is preferable («forgetfulnesisarepentance»).

Another explanation of the interest in history skdwby general European public and

various European organizations is that historyuetfices establishing and mental

structure of young generation, making various publereotypes and patterns, images of
neighbors and general image of «other people»olidtecomes an important factor of

tolerant upbringing in this context.

All these things explain the today’s attention tstdrical education showed by the
Council of Europe.

The issue of making a modern history textbook amsddesignation (should it be a
collection of facts or an aid teaching to think aocdnceptualize historical events
independently?) is a matter of common interests.

* * *
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As we mentioned above, discussions on interpretatib historical events and their
representation in textbooks are held in many caoastr

For example, the issue as to interpretation of ¢lregolonialism has arisen in France.
Some people suggest rejecting any condemnatiomgpily in school textbooks) of
French colonial system in the course of the digouss

In Italy, some people appeal for revision of thes8hlini’'s regime and significance of
ltalian Resistance.

Germany returns to comparative approaches to then&@etotalitarian model compared
to Stalin’s one.

It is undoubtedly that the most abrupt changesistotical conceptualization of events
took place in Russia, the countries of the «poste®space» as well as the Eastern and
Central Europe.

Currently, history textbooks in Russia are criimizfor insufficient patriotism. There are

a lot of scientific publications dedicated to aclesgive role of Russia suggesting to leave
all negative judgments of some events of the RosBistory, especially those related to
the XX century.

The former Soviet Union republics also encountebfams.

One prominent Ukrainian historian called the preessthat take place in historiography
of many post-Soviet countries a «nationalizationesmvereignization» of history.

Some historians from Ukraine, Baltic countries aadhe other countries claim to Russia
on the basis of historical events of the XX centang the remote past.

Generally, the critical attitude of many textbooksued in former USSR republics
creates a tension in relations between historiaom fRussia and the most radical
scientists of such countries.

At the same time, it is necessary to lay a speeraphasis that Russian historians
maintain normal scientific contacts with many oeewmost scientists.

Three years ago, the Association of Directors ef @S Historical Research Institutes
was established on our motion. The Associatioruahed directors of most CIS countries
including Ukraine and Georgia. We already conducteeetings in Moscow, Kiev,
Dushanbe and Chisinau. The meetings are very awmtistt. We discuss disputable
issues. The summer trainings of young historiaks pdace simultaneously with those of
the Association.

We also plan to create a special group to reviestva@mpare history textbooks of the
CIS countries.
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Today we see that government agencies of many Gesitity to intervene not only into
training management but also into its content.

Such attempts take place in Ukraine and Russiae smuntries of Eastern and Central
Europe, in France and England, Italy and other t@m

Sometimes such intervention is confined to statégnand recommendations given by
responsible persons and, sometimes, administraie@sures or even executive acts are
in use. They may concern even such issues as rietetpn of historical events, i.e. they
are unacceptable and inadmissible as violate timeiples and codes of scientific work
and the right given to authors of textbooks andhess to have their own opinion.

Such acts are a consequence of the pressure pektlgmist nationalistic forces and
attempts to use history for their political andatbayical purposes.

The animated discussions are also conducted inecoion with other issues of history
teaching.

They are responsibility of current leaders and,engenerally, that of modern generation
for historical events of the remote and not so remast.

The repentances and apologies for the past hiataients made by various figures in
the last ten or twelve years just made relationaden history and modern politics more
closer.

If the general condemnation of Nazi regime andrisies in the postwar Germany laid a
foundation of that process then today we actualglavith very selective «penance» (for
example, for one of another demonstrations of dalsm or some actions of the
Inquisition). It may be justified from moral poiaf view and is useful for upbringing but
gives a rise to subjectivity and makes history deleat on government agencies.

A succession of the past and present is of spe@alficance for Russia and the post-
Soviet countries.

It makes us to observe a rather ambiguous proc&smse public figures and even

politicians and mass media insist on responsibalitynodern Russia for actions of Soviet
leaders made in the 20s - 30s and the post-was gsaif they do not notice that modern
Russia is another state and that the legal redpibitysof Russia for its USSR past is

determined by the international agreements on ®swes (the Agreement on nuclear
weapons, the International treaties and agree meuossian property abroad and..).

These issues are not a subject of pure historwehse and education. They take an
effect on all sides of present life including schbistory teaching.
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It obvious that any interpretation of and teachimstory at any educational level is a
business of professional historians who should @éanmmodern politics avoiding to
deteriorate a general political climate which jugnerates distrust, hostility and
alienation.

It should note the trend to a definite unificatiohEuropean educational systems that
takes place in the European Union. Generally spegki is a normal process following
globalization.

The Bologna process uniting most European counirnekiding Russia is the most
illustrious process of modern education.

However, today we face with unification attemptsottier kind. We mean the projects
that provide for elaborating definite general cqseof some important events of
European and world history (including national dviEs of European countries). Such
projects are already started by special expertpgou

Such an approach would be explained and justifredespect of a specific general
textbook of the European history.

Unfortunately, the latest practice evidences thatextremely difficult and impracticable
to create even a bilateral common history textbook.

It means that the question is not a creation otifipetextbook but an attempt to
implement or even to dictate one or other concaptsinterpretation of historical events.

Such attempts seem to be a major threat to sdemidrk, a pluralism of opinions and
concepts that constitutes a political, legal andaimfmundation of any scientific research
and educational activities conducted by sciendists teachers.

In our opinion, it would be important and expedietot ensure continuous and
constructive discussions enabling participants $8 @housands of new documents
(including archive ones), to conduct scientificld@gue, to compare various opinions and
viewpoints and to reveal common opinions.

The historical experience as a whole evidences #wt historical monopoly or
unification infringes a freedom of creation and tight of a person to independent point
of view.

By the way, it seems that history textbooks maytamnvarious representations of one
historical event to conduce speculative powers tflents, to accustom them to
independent choice of opinion, to tolerance an@woews and viewpoints.

* * *
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It would be excellent to elaborate some organipatiomeasures related to the issues
under review that could take place under aegib@{touncil of Europe.

Taking into consideration that composition of commtextbooks is an extremely
difficult work, we could try to enable internatidri@ams to prepare educative materials
for history teachers from different countries. Suséterials would provide for topics on
the latest achievements of historians from varicosintries, the most disputable
historical problems, on new archive documents etc.

It would be expedient to hold regional or generatdpean seminars for history teachers
(including ones under aegis of the Council of Eejop

The further training courses for high school teaskeould be also expedient.

Many countries have an experience of such cou@&as.could think about such courses
in a wider context by inviting professors who woddd their lectures and audience from
various European countries.

The animated discussions on so-called «nationapomemts» in school education took
place in Russia in the recent years. The problehovs to combine the materials related
to the entire country with historical features aécor other region.

European countries encounter similar problems. Ak about multiple expatriate
communities in Europe. We would think how to repmshistorical events for the Arab
community in France or for the Turkish communitydarmany.

* * *

Speaking about general purposes and prospectsstufribal education in globalizing
Europe, we should emphasize one of the most impoptable ms.

The issues related to perception of other people become one of the most popular in
the world history and political science of receaeass. We mean formation, evolution and
fixation of perceptions and images related to otlwuntries, nations and persons. The
process leads to establishing definite and ratltalbles stereotypes connected with
historical traditions, political, psychological aather factors.

These stereotypes (both positive and especiallgtneg affect bilateral and international
relations.

The images are especially important for relatiogtsvieen neighboring countries.
These images of alien have an internal aspecs ¢bnnected with relations between

representatives of various nations and races inconeitry that often give a rise to
interethnic conflicts.
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A secondary (high) school is an important place ivheeople can be trained how to
prevent and overcome them. Tolerance and respeoth&r nations and races, other
views and values is crucial for all European coigstrthat have a multinational
composition.

The world community needs various tolerance prograntiuding educative ones.

We primarily mean affirmation of tolerance prin@plthrough the curriculum accepted
by all schools of Europe. History is one of the tmasportant subjects of such
curriculum. Learning of historical traditions andperience has a great impact on
forming and fixing images, perceptions and steneesy

It may be recommended by the Council of Europeetucation. It is advisable that most
textbooks in various European countries containdba of tolerance and mutual respect.

In addition to the subjects, the extra-curriculatiaties in the spirit of tolerance and
mutual respect may become an important task ofrelzay school.

The Council of Europe could give such recomme naatio
Generally, we could conclude that the conferencelshearings similar to Istanbul forum

— 2008 may have a positive influence on quality emmglrovement of European historical
education.
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V. Globalisation and History Teaching. The Need to develop Historical
Anthropology
Professor Christoph WULF, Freie Universitat Ber{germany

1) In view of the political and cultural conditions tfie world society that have been
created by globalisation it is not sufficient tcaté history on a national basis,
limiting its purview to the European context alone.

In all European countries the teaching of histoag been related to nation building.
History teaching has contributed to the buiding odtional identity, national
consciousness and the development of a nation $teédl European countries teaching
history has meant and still means teaching theewgse national history within the
context of European history. This orientation wasdpminant in history teaching in the
19" and 28" centuries. Due to its focus on national historythimi the context of
European history, it was restricted to politicadtbry and a conceptualisation of history
as the result of the actions of outstanding hunaings. It is only recently that this
orientation has changed and social history andsoime cases, historical anthropology
have also become an integral part of the teachimgstory.

Today history teaching also includes a considemadibculture and cultural diversity. In
this context | would like to distinguish two defioins of culture. The first sees culture as
including art, music, literature, the performingisamand architecture. The second is
broader and thus embraces ‘“the practices, repedsamg, expressions, knowledge, skills
— as well as instruments, objects, artefacts alidralispaces associated therewith — that
communities, groups and in some cases, individiegnize as part of their cultural
heritage” (UNESCO Convention on Intangible Cultusgritage).

2) The characteristics of globalisation: One-wontgentality vs. cultural diversity

In spite of these important changes there arevstily few cases in which history teaching
is oriented towards our present-day Europeanigadind globalization. Today history
teaching must respond to new challenges assocwtbédthe process of globalization.
Globalization is a complex phenomenon which hasodopnd influence on the lifestyles
and self concepts of most Europeans. Globalisatomow all-pervasive in almost all
areas of life in Europe, with the result that thfeats of crisis situations such as the
current crisis of the financial markets and banks exerted not only nationally, but
worldwide.

Today many areas of human living are affected bajlsation.

Among many other aspects, the following six dimensiare of constitutive importance
for the process of globalization (Wulf/Merkel 2002)

1. transnational financial and capital markets, thebiitg of capital and the
increasing influence of neoliberal economic theory;
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2. company strategies and markets with global strasegf production, distribution
and cost minimization by means of outsourcing;

3. transnational political bodies and the declininfugnce of the nation state;

4. patterns of consumption, lifestyles and culturglest and their tendency towards
uniformity;

5. the new media and tourism; research, develop mehieainnology;

6. the one-world mentality.

To these characteristics we must also add the lgabian of poverty, suffering, war,
terror and the exploitation and destruction of rgtwhich are related to colonialism and
capitalism and have long been ignored.

These developments are leading to a separatioheofpolitical from the economic
spheres and to a globalization of lifestyles andis® in the importance of new
communication media. These are not linear proce3sesy are disrupted in many places
and produce contradictory results. They have diffieobjectives and decision-making
structures and are organized in networks, likeatmzs. They do not run parallel in space
or time and they are subject to a wide varietyiférent dynamic forces. They are multi-
dimensional and multiregional and deeply rootedhan centres of neoliberal capitalism.
The dominance of a globalised economy over politifa and the globalization of
lifestyles by means of the increasing presentatibexperience as images in the new
media help to bring about changes in the way wekwali this has been accompanied by
a decline in the influence of the individual natistates, while cultures have become
increasingly permeable and homogeneous, resuhitigei development of new ways and
spheres of life.

The question arises as to what this scenario nmeatsstory teaching and to what extent

it takes these developments suitably into accoliihiatever the case may be, there is now
a need for discussion in the teaching of historyualihe development of and changes
associated with Europeanisation and globalisafidris discussion is leading to a partial

re-organisation of ways of teaching history, withassociated reduction in the reliance
on national histories as explanatory basis.

The challenges of globalisation have made it neggsdo conduct a thorough

investigation into the conditions of human lifetasy stand today. This is the task of a
contemporary anthropology, which can no longerdshuced to ethnology, philosophical
anthropology or anthropological issues in the Mhis& sciences, but must be

reformulated asistorical and cultural anthropologyThus defined, anthropology must
set itself the task of elaborating a body of knalgle that makes a contribution to
improving human beings’ understanding of themsekes the world and takes cultural
diversity into account. This anthropological knoside must include a reflection of its

historicity and culturality, thus providing a fraraéreference for teaching history in such
a way that the anthropological perspective is ithet If we are to grasp the situation of
human beings adequately today, we also need, tomebe, to understand the historical
and cultural co-ordinates of globalisation.
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3) A double historicity and culturality as the malements of a historical anthropology
whose goal is to contribute to the development lnstorical consciousness.

In my view, the main aim of teaching history isdevelop ahistorical consciousness
based on historical and contemporary structures pimeinomena. This is a more
important than imparting a large number of his@riacts, which are usually more or
less unconnected and not sufficiently understoadiay, history needs to be taught in a
way that helps to reduce the wealth of historicadwledge by focusing on a knowledge
that relies on thoroughness, i.e. on gaining arerstdnding of selected examples. A
historical consciousness is centred on an awarehasgrevious worlds such as those of
the Middle Ages and the Renaissance and our coworamp world are historically
developed worlds and that they are thus modifiavleich makes theropen-endedA
historical consciousness includes an awarenesefuhiqueness and thus also the
particularity and diversity of historical and culilisituations. This historical awareness is
the central goal of &istorical and cultural anthropologyhat aims to improve the self-
understanding of human beings today and in whielptienomena of human beings are
the subject matter of research and teaching (WA@#22002a, 200b).

In our attempts to impart a historical consciousnee need to grasp tleal nature of
the historicity and culturalitythat is, that both our own times and the era wikich we
want children to become familiar with have theirrohistorical and cultural character.

Based on the common understanding of the demisebariding abstract anthropological
norm, today’s anthropology attempts to relate tlsohicity and culturality of its con-
cepts, views and methods to the historicity anducality of the themes, objects and is-
sues under examination. This places historicalraptiogy somewhere between history
and the human sciences, where both the findingh@fcritique of anthropology and
those of the human sciences can be used to taellevestions on human nature. At the
heart of these efforts lies a restlessness of rtivad cannot be stilled. Research in
historical anthropology is not limited to certainlttral contexts or single epochs. By
reflecting on the inherent historicity and cultitsal of their research today
anthropologists can leave behind the Eurocentr@itthe human sciences and focus on
the unresolved problems of the present and theefutu

4) The issues addressed by historical anthropobyy its procedures and the imparting
of historical consciousness carried out with theam telp to deal competently with
cultural diversity. In terms of globalisation thimeans that we need to develop an
awareness of the multiplicity of cultural similagis and differences. In the final analysis,
it means that globalisation is not a single phennare but that it comes in many shapes
and sizes. Thus, the forms of globalisation segbhina differ substantially from those in
the USA and those that exist in India are not thee as those found in Europe and
Africa.

History is shaped by cultural diversity and cultulersity is shaped by history. There is
no single definition of history, but a diversity définitions. Definitions of history and of
cultural diversity are pluralistic and manifold ame must therefore consider different
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definitions, methods and paradigms of history. Thatvdegree does teaching history
mean teaching political, social and economic hytoinspired by the “Ecole des
Annales” and the “Nouvelle Histoire”, in Franbéstorical anthropologyhas become an
important paradigm for the teaching of history (WR00a, 2002b, 2004). To help
children to understand the historicity of their fhas and of their feelings is an important
part of history teaching.

Historical anthropology views the diversity of autl developments from the point of
view of the definition of culture that | delineatadnoment ago. Rather than a process of
globalization that encourages a uniformity of hukiad, we need a reflexive, critical
and heterogeneous process of globalization. How@verder to achieve this it would be
necessary to modify a number of the changes that ilkeady taken place and to ensure
that cultural diversity, the fascination of othesseand anthropological reflection on
historical and cultural differences are integratethe dynamics of globalization.

As experiences with inter-cultural communicatiod amter-cultural learning have shown
us, the meanings of the same cultural phenomenas#uodtions can often differ,
depending on who is responding to them. This igstitlated, for example, by the
differences in meaning attached to words in Europeaguages which originated from
the Latin wordnatura The associations and connotations of the GerrNaut”, English
“nature”, French “nature” or Spanish “naturaleziffed widely, even though the cultures
in which they developed share a long common histdrywe compare them with the
meanings of the Japanese word for nature, “shi,z@a”find even greater differences
(Imai/Wulf 2007 ; Suzuki/Wulf 2007). The term alsashboth descriptive and normative
meanings in Japanese, however, its associationstiomal aspects and atmospheric
nuances are very different from those of the Eumopeariants. Different cultural
backgrounds naturally lead to differences in petioapand experience. For example, it
was Japanese primatologists who first discoveremt tmacagque monkeys had a
sophisticated culture and were capable of cultiaining. It was Japanese attitudes to
community and society that enabled them to noticeliehaviour much earlier than their
European or American colleagues.

In the light of the one-world mentality which stilominates the discussion on
globalization, it is imperative to highlight histcal and cultural differences, even where
appearances may be deceptively similar. It is thas makes it possible to communicate
with the other. If human beings were aware of ttieiess in themselves and their own
cultures, this would open up new possibilities tmderstanding the otherness of other
people and other cultures and of developing a wathioking from the point of view of
the other — deterological way of thinkingWVith the increasing awareness of differences
and alterity and the recognition of cultural diveyst is increasingly becoming possible
to identify common aspects of different culturesl do break down barriers between
them. One of the aims of globalization is to creat®omogeneous world. As a result, the
ability to perceive and accept differences is etiskand can even help to prevent violent
conflict. However, even acceptance of cultural dhitg has its limits; for many people it

is related to issues of human rights and globalcgthlt must be accepted that
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disagreements will arise with members of other wek in this context. Wherever
possible, such disputes must be conducted witlematurse to the use of force.

Living conditions in the 2% century are strongly influenced by the struggleveen the
uniformity of globalization and movements which dmpize cultural difference and
diversity. These include the conflicts between glebal and the local, the universal and
the singular, tradition and modernity, the spiritaiad the material, necessary competition
and equal opportunities, short-term and long-texfiections, the rapid spread of knowk
edge and the limitations of our human capacityopecwith this (Delors 1996).

Humankind is now faced with three special challsngdich are also challenges to the
teaching of history in the 21st century. They aséated to thehandling of cultural
diversity, the consideration of sustainable develept and education for peace.

5) History teaching as dealing with alterity andémlogical thinking.

In order to be able to deal competently with cudlutiversity we need to experience the
other, alterity. Neither people nor cultures canvdiep satisfactorily if they cannot
mirror themselves in others, if they do not engaige influence each other. Both cultures
and individuals are formed through exchange wittheos. Reciprocal exchange
processes allow relationships to develop betweeplpeand their alterities and broaden
the horizons of their lives and experience in tlmecess. Such exchange processes
include the giving, receiving and returning of atigg donations and symbolic goods.

Historically, European cultures have developeddtstategies to reduce alerity to the
known and trusted. One of these is European rdtigralogocentrism— which has led

to foreign cultures and people being judged acogrdo their adherence to logocentric
norms. Whenever other cultures fail to live up les expectation they are degraded and
not regarded as being of equal value. The secormtegy centres on European
individuality and theegocentrismthat goes with it. This egocentrism led to the
development of a high esteem for the individual amdincrease in individualist self-
assertion at the cost of community. The third stzagtemployed to reduce alterity to
European standardseshnocentrismwhich has also led to an over-valuing of European
culture and a corresponding under-valuing of oth&éhe effects of these strategies are
still apparent in the dynamics of globalizationagdand constitute an obstacle to dealing
with culural diversity productively (Wulf/MerkelGD2; Wulf 2006).

In many areas processes of contact, encounter acithlege are determined by the
circulation of capital, products, workforce and $giic goods. The dynamics of these
processes lead to meetings between people andesulind engender both material and
immaterial relationships. They occur within the nfiework of global power structures
and are intrinsically unequal, being determinedcbgsolidated power relationships that
have their roots in history. Despite the fact thatny such processes are influenced by
capitalist market movements and therefore fueluadity, they also promote encounters
with the alterity of other people and cultures (Wnstein 1999).
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Societies and cultures are constituted by contaitt alterity. The experiences of other

people and cultures are central to the developmEnhildren and adolescents. People
can only understand themselves as reflected byhaodgh the reactions of other human
beings and cultures. This implies that knowing elwss means that we must be aware
that we do not really understand alterity.

How is it possible to accept one’s experiences thEio peoples without triggering
mechanisms that reduce them to the known and tf2iSteere are several answers to this
guestion, which differ depending on the contexte @iay to bear the alterity of strangers
is based on the experience of one’s own foreignnassfeeling surprised by one’s own
feelings and actions. Such events can promotebfléxiand curiosity about the alterity
of other people and cultures.

Thus, in order to be able to understand and engatbealterity, we need to experience
our own foreignness. This experience constitutdmsis for developing the ability to
think and feel from the perspective of the othdreterological thinking — in the context
of which the engagement with the non-identical i& central importance. Such
experiences can be expected to increase sensdnttythe readiness to surrender to what
is new and unknown. In turn, this results in adyetbility to bear complex situations
emotionally and mentally without acting out stesges.

Obviously, these options for human development atso be subverted into their
opposite. In such cases, the encounter with culwadation is met by violent action

aimed at reducing difference to sameness. Because esfforts mostly fail, a vicious

circle of constantly escalating violent action essuwhich results from mimetic

processes of mutual imitation and has only oneaéc(Wulf 2006, 2005).

To avoid encounters with cultural diversity anaeety ending in rivalry and violence, we
need normative rules. These have been formulatetheinCharter of Human Rights,

which has come to command authority far beyondthendaries of the European culture
from which it emerged.

6) History teaching takes place in schools. Manytledm, especially the inner city
schools in big cities, can be perceived as zonegooftact between children and
adolescents from different cultures (the 300 pugilshe primary school where we are
carrying out the Berlin Study on Rituals, come fromore than 20 different ethnic
backgrounds). Here differentiation, transformatiand hybrid formations are of central
importance. These terms are inter-related. Theiterntonnectedness is obvious
(Audehm/Velten 2007)

1) Differencescreate boundaries and contribute to rendering tbdgnamic. It is not
possible to form a cultural identity without difeaices. Thus, for example, in the
processes of inclusion and exclusion that takeeplacrituals, differences are created
which are crucial for their performative characfene category of difference takes on a
special importance in the UNESCO convention onucaltdiversity, in which cultural
difference is defined as a universal human rigat tbrms the basis for cultural identity.
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The ways in which heterogeneity and alterity araltdeith are crucial to this cultural
diversity, which is created by acts of differentat(W ulf 2006).

2) Transgressiorconsists in overstepping the limits set by ruies;ms and laws on the
one hand, and overstepping culturally created baued on the other. These acts of
transgression can be non-violent, but they fregueai$o involve manifest structural or
symbolic violence. In dealing with cultural divdsgsiboundaries are often transgressed,
leading to the creation of something new. Transgoes change norms and rules, ways
of life and practices. They change and shift ba&r@erd create new cultural relations and
constellations in the process. In addition, in ordeunderstand these processes we need
to make a thorough analysis of their contexts, domy on the origin of the change or
innovation in question.

3) The creation of newybrid cultural formsby means of difference and transgression is
a crucial issue. As the communication and intesactbetween different countries
becomes ever closer and faster, and economic,igadlisocial and cultural exchange
becomes more intensive, more and more hybrid @llfarms come into being. Bhabha
first used the term hybridisation to define culfurantacts in a non-dualistic and non-
essentialist way by describing them in terms ofrtfienction of creating identity by
means of a “third space”. The third space is lihintais a space in-between which
emphasizes its own in-between-ness. In this limisaace, borders are subject to
subversion and restructuring and hierarchies amdepoelationships are changed. The
crucial questions are to what extent these prosesssult from performative practices
and how these new forms of hybridization are created. Téey mixed forms in which
elements belonging to different systems and cositebénge their character in a mimetic
process, leading to a new cultural identity. Thisnitity is no longer constituted by
distinguishing oneself from an other, but in miroatiy assimilating oneself to the other.

7) History teaching as education for sustainableelepment.

The aim of sustainable development is to realizecoatinuous process of all-
encompassing social change which is to sustain ghelity of life of the current
generation while securing the options of future egations to design their lives.
Sustainable development has become recognizedwasy af improving individual life
chances and of promoting social prosperity, ecorcamowth and ecological safety.
Agenda 21, ratified in 1992, led to the implemeintatof the ,world decade for
sustainable development® by UNESCO (2005-2014). dihes that were pursued in this
decade differed according to world region. In E@oporking towards sustainability
means first and foremost effecting an ecologicatigtivated change in the economic
system. In less developed countries the term id ns@inly with reference to efforts to
ensure the provision of basic services and edutatith the aim of catching up with the
more developed countries. The goal of educatiorstmtainability is to enable people
actively to design an ecologically sane, econoryicaroductive and socially just
environment taking global aspects into consideraf ulf/Bryan 2006).
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Sustainability is a regulative idea. Like peacesaih never be fully realized. Sustainable
education is an important prerequisite for the gedd realization of
sustainability/sustainable development?. As sucktagability education is directed at
the individuals whose sensitivity and responsipilit wants to promote. To this end it
needs to start with existing structures and, alvmearing in mind individual and social
conditions, to develop the creative abilities otigg people. By this | mean the ability to
shape their own lives and their own lifeworlds iocardance with the premises of
sustainable development. To do so, they need abketo learn from concrete problems,
study their contexts and prepare reflective acti®ostainability education implies a
reflective and critical understanding of educatimd a readiness to participate in relevant
individual and social learning processes. To timd eninimal standards for sustainable
development studies need to be developed thatslmguto the multiple perspectives of
sustainability.

Education for sustainable development should coutii to the establishment of social
justice between nations, cultures, world religiamsl generations. The central principles
of sustainability include, alongside the promotand refashioning of the environment
and economic conditions, also global responsibditg political participation. With these

goals, which go far beyond the protection of thei®mment and resources, education
for sustainability takes up ideas that were pregpepeace education in the 1970s (Wulf
1973, 1974). However, at that time there was litleognition of a need for social justice
between generations and the growing importancéefiask of sparing non-renewable
resources.

8) The contribution of history teaching to educatior peace.

Due to the existence of modern weapons of massudesh humanity still faces an

unprecedented threat of war and violence. Peace de®me the prime condition for
human life. Its production and preservation is key only for the survival of individuals,

generations and nations, ,but also for that of hnityaas a whole. In the context of
history teaching it is therefore imperative thatrrtimula both cover the conditions that
lead to war, violence and destitution and searahways of rendering them less harmful
or even overcoming them.

Education for peace is pedagogy's contribution wercoming these conditions. It
recognizes that they are often due to systemiclgnabrooted in the macrostructure and
can only be partly reduced by education. Educabopeace is based on the idea that a
constructive manner of dealing with the major peold currently facing humanity must
be part of a lifelong learning process that begnshildhood and continues throughout
adult life.

In the early 1970s peace research showed that pmadeé not be brought about by a
change in consciousness alone. The experiencd® glelace movement have confirmed
these analyses. The absence of peace and the ggeasdeviolence are too deeply rooted
in social structures to be overcome by human styiior peace alone. Peace requires
additional political action directed at reducing thiolent structures inherent to the
international system and to society at large.
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Education for peace must draw on central guidingasdsuch as ,organized lack of
peace”, “structural violence“ and ,social justiceThese ideas emphasize the social
character of peace and guard us from fantasiesnufipmtence and naive problem
reductions. According to Galtung's differentiatiomhich is still valid today, peace not
only denotes the absence of war and direct viol¢aceegative definition of peace), but
also needs to be understood as the reductionuftstal violence and the production of
social justice (a positive definition of peace).cAading to this understanding of peace,
history teaching must not only tackle war and dingalence between nations and ethnic
groups, but also address the violent conditioth@base of society (Galtung 1973; Wulf
1973, 1974; Senghaas 1995, 2000).

History teaching in the context of education foa@e condemns both organized open
violence and structural violence. As an alternativeromotes processes of non-violent
conflict resolution, the realization of social jiostand the improvement of co- and self-
determination. It is conscious of the fact thaisia process rather than a state and that,
despite its apparent unattainability, peace musair its unconditional objective.

The overcoming of apathy and the experience of plesgness is the precondition for
any peace-related learning process that can pawal for a disposition to act. One way
to learn consists in linking one’'s own experiencdsdeficiency with major global
problems. The insight that certain macrostructoaaiflict formations determine and even
endanger one’s own life leads to a motivation t@ampion peace. Thus, beyond
imparting relevant insights, education can bringuwbchanges in attitude and promote
political commitment, both of which lead to changepolitical action.

Teaching history in the context of education folagee requires the establishment of
certain standards if it is to further non-violeetulning processes. It will also develop
forms of participatory and autonomous learning. SEhdearning processes place great
responsibility for initiative in the hands of thecipients of peace education. They are
encouraged to develop their visions of peace acohaciousness of the historical causes
and the general changeability of conflict formasipthis contributes to the conception

and development of “real-utopian” blueprints foaabing the world. At the same time it

ensures that education and people’s perceptiorraifigms are orientated towards the
future.

In conclusion | would like to propose three moradag principles | believe we need to
observe if we are to improve the teaching of hystor

9) Teaching history and the expansion of our urtdexding of learning

A modern understanding of teaching history mearisomdy learning facts, but also
learning how to live together, to act and to beldie1996). As our Berlin Study on
Rituals has shown, this means integrating mimgu@rformative and poietic modes of
learning in order to create intensive encountersh wistory (Wulf 2003; Wulf et al.
2004; Werler/Wulf 2006; Suzuki/Wulf 2007).
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10) Teaching history as a performative process

Teaching history is not merely a cognitive procehs;staging of the body also plays an
important role in rendering historical knowledge beaiied. Three aspects of
performativity are important in three explicit waysirstly, teaching history is itself a

historical and cultural performance; secondly,hi teaching of history language is often
performative and a mode of action and thirdly, teag history has an aesthetic
dimension that needs to be considered in the psaxkteaching (Wulf et. al. 2004; Wulf

2007; Suzuki/Wulf 2007; Wulf/Zirfas 2007).

11) The learning of history as a mimetic process

History is learned in mimetic processes. In thesegsses past events are represented in
children’s imaginaries (Huppauf/Wulf 2009). In mitiegprocesses a representation and a
creative imitation of past events take place. Tgtoumimetic processes both an
individual and a collective imaginary, that is, iWidual and collective historical
consciousness, are created. Without mimetic reptasens history remains inanimate
and does not enrich children’s imaginaries (Wuldl20Gebauer/Wulf 1995, 2004, 2005).

12) History teaching in Europe as an intercultupabcess

History teaching in Europe is amtercultural task which includes European and glbb

perspectives(Wulf 1995, 2006); today cultural diversity is seas the wealth of

humanity. This view on history teaching has resuftem the anthropological turn | have
been talking about, which is leading to the develept of a more comprehensive
approach to teaching history today.
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V. Navigating a Globalizing World. Thoughts on Deveoping a World
Consciousnes's
Professor Hanna SCHISSLER, Georg Eckert Institotd rfternational Textbook
Research Europe, Braunschweig, Germany

At the heart of any social change one often
finds fundamental changes in regard to
our conceptions of knowledge and thought
and learning, changes whose fulfillment are
impeded and distorted by the way in which
we use language in talkking about the world
and the mental activities of human beings trying
to cope with the world
Jerome Bruner

The current trends and manifestations of the gipigl word are pertinent to schooling
and education in a number of ways, either becahesg directly or indirectly influence
what school (and university) education is all aboubecause knowledge of these issues
and developments is increasingly necessary in dgoderovide the young with orientation
and a deeper understanding of the world in whiclalvive.

What “counts as history”and what is needed in order to teach young peiplkhe
present has changed dramatically in the face ofdinderritorialization of important
economic, social, cultural and political structurdéile most teachers as well as scholars
agree in theory that a focus on purely nationatohysis too narrow in the face of a
globalizing world, transnational (not to speak débgl history), are still rather the
exception than the rule in our classrooms. Whydg? Is the task too overwhelming in
the face of the complexities of the current worlgdt lack of knowledge on behalf of
teachers? Is it the tardiness of curriculum-devalept that favors the all too well known
national approaches to history teaching? Or isiibileness in the face of the magnitude
of the task to deal creatively with the acceleratddnge that we have come to call
globalization? In what follows, | will elaborate ofnrames of reference for history
teaching in a globalized world.

! pParts of this presentation have been taken fromnHaSchissler, “Navigating a Globalizing World:
Thoughts on Textbooks, Teaching, and Learning,” @untexts. The Journal of Educational Media,
Memory, and Society, issue 1, volume 1, 2009, 298-2

2 Jerome Bruner, “The Language of Educatio®gcial Research. An International Quarterly of Sacial
Scienced (1982), 835.

% David John Frank, Suk-Ying Wong, John W. Meyerd afrancisco O. Ramirez, “What Counts as

History: A Cross-National and Longitudinal Study bhiversity Curricula,” Comparative Education
Review 44/1, (2000) 29-53; Jacques Hymans, “What CowastsHistory and How Much Does History
Count? The Case of French Secondary EducatiorHainna Schissler and Yasemin Nohoglu Soysal, eds,
The Nation, Europe, and the World. Textbooks inn$idon (New York and Oxford: Berghahn Books,
2005), 61-81; Linda SymcoXvhose History: The Struggle for National Standadrdghe Classroom@New
York: Teachers College Press, 2002).
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While professional historians frequently relativipdobalization and point to different
waves of global trends since the sixteenth — amdnagince the nineteenth — centuries,
some developments and features that are decisnesly have only appeared in the last
third of the 28" century. These developments and features comstiagisively new ways
in which we experience the world. Manuel Castallis three volume oevre on today's
network society, in 1998 listed the following:

“l do believe that there is a new world emergingthis end of millennium....
Chips and computers are new; ubiquitous, mobilectahmunications are new;
genetic engineering is new; electronically integgatglobal financial markets
working in real time are new; an inter-linked capi#t economy embracing the
whole planet, and not only some of its segmentsgew; a majority of the urban
labor force in knowledge and information processimg@dvanced economies is
new; a majority of urban population on the plagetew; the demise of the Soviet
Empire, the fading away of communism, and the einth® Cold War are new,;
the rise of the Asian Pacific as an equal partmehé global economy is new; the
widespread challenge to patriarchalism is new; uh&versal consciousness on
ecological preservation is new; and the emerge heeretwork society, based on
a space of flows, and on timeless time, is histdiginew. ™

First: It is these developments which frame of ¢berent world and human experience.
To provide orientation, they thus need to be undeds Second: These developments can
be described historically as well as systematically

However, in order to navigate, we need a compasis.cbmpass is the development of
consciousness, by which | mean — referring to gfendion of Gerald Hiuther “the ability

to become aware of our perceptions as well aseelings,” to self-observe, and the ability of
“building meta-levels on which internal processes refiected and analyzed.Ultimately,
what we need, is a world (or global) consciousndsdefine “global (or world)
consciousness” as tlwegnitiveas well as themotionalabilities to grasp the new world
contexts. Closely connected is the understandirgnefsown placein the world (which,
again, hagognitiveas well agmotionalaspects). The goal of the cognitive as well as the
emotional learning processes is the abilifyact in the face of the complex interrelations

* Manuel CastellsEnd of Millenium Vol 11l of The Network Society. The Information Age: Economy,
Society and CulturéOxford: Blackwell, 1998), 336. He continue¥t this is not the point | want to make.
My main statement is that it does not really maitgou believe that this world, or any of its feats, is
new or not. My analysis stands by itself. This ig world, the world of the Information Age. And shis
my analysis of this world, which must be understagked, judged, by itself, by its capacity, or paaity,

to identify and explain the phenomena that we olisand experience, regardless of its newness. After
if nothing is new under the sun, why bother tottynvestigate, think, write, and read about it?”

® Or as the neuroscientist Gerald Hiither has ptwith consciousness we mean the ability, to becamare of
our being in this world.” In order to develop caimusness, the brain needs to be able to selfx@hd®y building
meta-levels on which intemal processes are refleahd analyzed, the brain can develop the ahilityecome
aware of its own perceptions and intentions, tpgleathe ways it has become what it s as weltsasole and
posiion in the world."Bedienungsanleitung fir ein menschlisches Geli@ittingen: Vandenhoeck &
Ruprecht, (2001) 2005), 115. (My translation.)
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of the world, emphatically put: to become a citizgfrthe world instead of a puppet or
even a victim of globalization. In order to navigan a globalizing world, we thus need
knowledgeemotion introspectionandaction The key is not an inconceivable amount of
new knowledge about a globalizing world (obviouglere can never be enough
knowledge), but it is the combination of the fouactbrs: knowledge emotion
introspectionandaction.How do they relate?

Teaching and Learning in a Globalizing World: Knedge

First, let me unfold ten points that frame conterapp experience and need to be
understood not only in their functioning, but alsotheir historical development. These
are: the “network society,” the multiple moderrstief today’'s world, education in the
globalized network society, the changing world obrky changing life worlds,
consequences of today’s predatory capitalism, gfardtionalization and delegitimation
of politics, multiple consequences of migratiore gocial segregation and the need for
coherent self images of host societies, and finadyitention over memories.

1. The “network society,” new forms of communication through internet andgm
a new mobility which manifests itself in internatad exchange programs and the
opportunity to travel and to see the world, opemsimmense opportunities for
some. Among other things, it leads toateleration of work and life processes
that previous generations would never have bees bfathom. However, one
should not forget that the majority of the worlgispulation neither have access
to computers (despite the fact that internet cafées spreading to the furthest
corners of the globe), nor do they have the necgssaans to travel. The access
to modern communication technologies is very unevEme acceleration of
communication, which new technologies make possixenes with a price on
social as well as individual lives. Email and tigernet as accelerators for all
kinds of communication and work processes deedcapeople in new ways.
Access to information has become highly diversdwak increased as much as it
has become less reliable. “Expert knowledge” has way become democratized
(see the success of the online encyclopedia Wika)eldut also has become very
volatile.

2. Multiple mode mities. Empirically, the globalization process producesaald of
“multiple modernities” und uneven, yet synchronized developments.
Globalization enhances integration on the one hand, on the other hand,
proliferates difference. In the end there is “onerld” indeed, but not a world
where everybody has adjusted to the same (westtrmjards of modernity. “The
peoples of the world are pulled into processedaifad interaction and emerge re-

® Manuel CastellsThe Rise of the Network Societyl | of The Information Age: Economy, Society and
Culture,(Oxford: Blackwell, 1996).

" Michael Geyer, “World History and General Educati¢iow to Bring the World into the Classroom,” in
Hanna Schissler and Yasemin Nohoglu Soysal, €de, Nation, Europe, and the World. Textbooks in
Transition(New York and Oxford: Berghahn Books, 2005), 19%:2Dipesh Chakrabartyrovincializing
Europe. Postcolonial Thought and Historical Difface (Princeton: Princeton University Press [2000]
2007).
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segmented and transformed in their diversity.”

3. Education. Globalization has affected education itself inltipie ways’ as well
as the work prospects of people who had or did haoee access to education.
While the world is growing together, it is at thense timefragmenting in new
ways and along new seam®his needs to be understood, and young people (as
well as teachers, who are supposed to guide thegyaio this world) need to
have at least a basic understanding of these meses well as of the fragility of
peoples’ lives (including their own) in this glozig world.

4. Scarcity of work; unemployment; new composition oflabor force; income
gaps. Technological developments have renderesrk an ever-scarcer
commodity Whole regions are being de-industrialized. Congmroutsource
work and go where-ever labor is cheap. The indai&ation of agriculture and
unjust trading relations between “developed” andda@rdeveloped” countries are
responsible for hunger and misery for the poorest the widening of the gap
between rich and poor countri&s.There are no longer “normal” working
biographies, in which people were trained for a jalhich they would
subsequently stay in for the rest of their workimgs, as used to be the model of
western welfare states. A good education no longearantees life-long
employment or sufficient income, and no longer dib@s/en guarantee entrance
to the labor market. It has become more difficdt ffoung people to gain
professional training as well as access to higlgercation. Even if they count
themselves amongst the lucky ones who have receavgdod education and
training and eventually find work, they might hateechange jobs several times
over their lifetimes and face extended phases efmptoyment. The composition
of the labor force in economically developed coiestthas changed dramatically.
Women and minorities are numerically on the incgeaghile the traditional male
breadwinner is in declin€. The productivity of work has increased to such a
degree that it increasingly marginalizes human rdabod renders people
superfluous. Global as well as regional inequafitpvides cheap labor and
undermines the structure of work in developed coesit while only partially
aiding those regions of the world in which labocieap. Anew underclas$as
developed in industrialized countries, and the ywmleyment rates of less
developed countries are rampant. In fact, unempdoymates in Arab, African,
Latin American and Asian countries defy imagination

8 Michael Geyer and Charles Bright, 68.

® On leamning in the global era, see: Marcelo M. rBaérozco, ed.Learning in the Global Era.
International Perspectives on Globalization and Eatliion (Berkeley:University of California Press, 2007,
Neda ForghaniGlobales Lernen. Die Uberwindung des nationalenoBiinnsbruck: Studienverlag 2001);
Volker Lenhart, “Die Globalisierung in der Sichtrdéergleichenden Erziehungswissenschatgitschrift
fir Padagogiké (2007), 810-824; Eckhardt Fuchs, @&ildung International. Historische Perspektiven und
aktuelle Entwicklunge(Wurzburg: Econ, 2006).

10 5ee the passionate accusation by Jean Ziddgex Imperium der Schand@liinchen: Gold mann, 2008);
idem: “Alle finf Sekunden stirbt ein KindTagesspiegehpril 27 (2008), 8.

11 Manuel CastellsThe Power of Identitwol II, chapter 4: “The End of Patriarchalism,34-242; Sennet,
Corrosion of Character
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5. Life worlds. Globalization has dramaticallghanged and destroyed life-worlds
that many in what used to be called the “first” &imel “second” world have taken
more or less for granted, creating dramdtions of social inequalitywithin
communities as well as between countries and eweminents. Besides
destroying a world of work that many in the libesatieties of the West as well
as in the former state-socialist societies thowghild last forever, or at least for
the lifetime of the current generation, these champgvork-worlds have been
seriously impacting family as well as politicalstturest? Mobility is a must in
today's world of work, but it all too often tearpaat families and produces
instability in family and other relationships.

6. Predatory Capitalism. With the globalization of financial markets anddea
relations a kind opredatory capitalismhas emerged, which poses serious threats
to the monitoring capacities of political systeréce the world financial crisis
has erupted, this has become obvibuswhile capitalism has become
internationalized and de-territorialized, politicgystems have not been able to
keep up with these developments. Political systdonsthe most part remain
anchored in nation states. These uneven develogreeribusly weaken and limit
the capacity of national as well as internatiorgdrats, preventing them from
acting in a prudent manner. While profit is prizat, the losses are socialized
and the burden is frequently placed on the taxpayegain: the recent
developments provide ample evidence for this, while hopes are high that
politicians will be able to create new rules foe thlobal economy, and especially
its financial institutions.

7. De functionalization and delegitimation of politics Companies have a firm grip
on political institutions, because of the impendihgeats to move production sites
to more profitable locations. The public sectodéxreasing in many developed
countries. Services and infrastructure are priedtiand outsourced, becoming
more vulnerable to corruption. Under the dictatesopposed rentability and

12 Manuel CastellsThe Power of Identityol Il of The Information Age: Economy, Society and Culture,
chapter 4: “The End of Patriarchalism: Social Moeats, Family, and Sexuality in the Information Age”

(Oxford: Blackwell, 1997), 134-242; Richard Senndhie Corrosion of Character. The Personal

Consequences of Work in the New Capitalidew York: Norton, 1998).

13 Charles Maier has analyzed in a thoughtful artible most encompassing or fundamental sociopdiitica
trends of current world develop ments; namely, theence, ascendancy, and subsequent crisis of what
he has called the “territoriality” of the modern ndo He defines “territoriality” “simply as the “pperties,
including power, provided by the control of bordfeolitical space, which until recently at lease¢ated
the framework for national and often ethnic identitin many ways, territorial claims are “evapordafi
before our eyes.” As an organizing principle, temality was “a powerful geographic strategy tontrol
people and things by controlling area.” Politicasbd on nation-states, however, will only work,cadég

to Maier, when “identity space” and “decision sga&e congruent. This congruency has been in agssoc
of rapidly dissolving since the 1970s, thus undeimg the territorial foundation of power. Charlesaigf,
“Consigning the Twentieth Century to History: Alative Narratives for the Modern Eralhe American
Historical Reviewl05 (2000), 807-831, here 807-809, and 816.
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liberalization, what used to be public services iamFeasingly being outsourced.
Railroads, institutions of education and even pissare privatized. What Max
Weber considered the main feature of modern stigesionopoly of legitimate
force, is being undermined by the worldwide inceeas private armies. It is not
only in Irag that mercenaries operate in shadynsate necessary consequence to
be observed everywhere is the de-legitimizatiopaditics, which is increasing at
a frightening pace. In many countries (and not anlgisintegrating states in
Africa!), the self-service mentality of politicahd economical elites is rampant.

8. Migration, displacement, racism. People are migrating in ever-increasing
numbers, a process which can only be compared thihvdlkerwanderung
(“Barbarian Invasions”) of the fourth and fifth denes. For the first time in
human history, more people live in cities thanha tountryside, a trend which is
accelerating. Conglomerates of mega-cities ardhernicrease. The multiple fates
of many individuals and families are concealed béhhe sheer numbers. It is
this involuntary migration, expulsion, and flightiweh constitute the signs of our
times. People are forced to migrate because tlieicircumstances no longer
support them economically, or because of confliotsor between countries.
“Otherness of one kind or other and poverty have become-tlileatening for
ever-increasing numbers of people. Racism, ethyiaitd religion provide the
‘rationale” for limitations of access, expulsionerpecution, and murder.
Displacement is rampatt. Manuel Castells has coined the terrfoutth
worldizationi’ for the processes that privilege some and throkeis into utter
poverty, dependency, and ignorance. “Fourth woakiem” is one of the many
consequences of worldwide migration and a neodbeturbo-capitalism
contributing to increasing social injustite“Fourth worldization” excludes entire
regions and even continents, but also occurs wi@dbimmunities or between rural
areas and cities. In this process, centers anglpies drift apart and relentlessly
attribute or withhold life-defining chances for pdm This dynamism of ever-
increasing gaps of wealth also unfolds in the nambtanced metropoles of the
industrialized parts of the world. The overlap otial disadvantages deriving
from migrant backgrounds with those with a socimss background leads to
social segregation and the concentration of disaideged children in certain
schools and neighborhoods. Social neglect as wetha absence of economic
chances manifests itself not least in schootfhg.

14 Jean Ziegler, Specid&apporteurat the United Nations for the right to food hasnlelued a passionate
accusation against the industrialized countriepeeially the European Union, which, he claims, ieatly
responsible for the increase of hunger migratimmfAfrican countries to the shores of Europe duésto
economic policies in the agricultural sector: “Tlngpocrisy of the commissioners in Brussels is
abominable. They organize famine in Africa on tmedand, whilst criminalizing the famine refugees o
the other.”Jean Ziegler, “Alle finf Sekunden.”

15 castells The End of Milleniunchapter 2.

18 On the impact of migration on teaching and leagrsiee also Barbara Christophe, “Migration in German
Textbooks: Is Multiperspectivity an Adequate Resgaffi in: Contexts. The Journal for educational Medi
No. 1, 2009 and Elizabeth P. Quintero, “In a WoolkdMigration: Rethinking Literacy, Language, and
Learning Texts” ibid.
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9. Social segregation and coherent self image of hosbcieties. Ever more
frequently, the middle classes are deserting pualwols, leaving the new and
old immigrant populations as well as their teachergheir fate. Among other
things, these developments put teachers in a posithere they must educate
children of highly diverse backgrounds in societiest are less and less sure of
their identities. The social integration of migrgmdpulations poses tremendous
problems for host societies. Increasingly, in modexgration societies, the host
countries face multiple identity issues. The chagke for teachers in today’s
multi-ethnic classrooms is to develop a coheredt @mprehensible self-image
of society, on the one hand sensitive to differelasel on the other hand
promoting a vision of coherence, social integratiamd developments.
Developing and conveying a coherent and comprehienself-image of society is
difficult to achieve when traditions are no longerbe taken for granted, when
parts of the long-established population feel urgiege from migrants, and when
significant groups of migrants feel socially, ecomcally, politically and
culturally excluded for the most part from theirrsundings and consequently
tend to segregate and to withdraw into their owmicminities.

10.Contentious memories. Holocaust, Gulag, Postcolohism. Memories are
constituents of human communities, and individ@edsvell as collectives gain a
sense of identity through shared memory. In thesgume time of multiple
displacement and upheaval, memories have becomeasiogly politicized and
contentious. In the public spheres of nations, widubcultures, and also on a
global level, competing memories fight for recogmit Identification processes
through memory are carried out among other thimgscihools. The historian
Charles Maier has analyzed the ways in which comgpanhemories are played
out in the present. The twentieth century was nwrkg wars and horrendous
state-organized crimes in Europe and all over tbeldv The “moral narratives”
of the twentieth century are essentially victimr&® and signify the competition
of two western trajectories into modernity: The jpab of ethnic purity, which
ended in the Holocaust, and the project of equalityich ended in the Gulag
After the world historical caesura of 1989, memerad 70 years of communist
rule have begun to compete with Holocaust memanetheir claim that their
subject was the most horrific producer of humanimis. The Holocaust as well
as the Gulag memories, which have profoundly imftiezl public debate and
consciousness in the last decades, has its own [bese narratives continue to
be there, and they need to be dealt with. Howeterchallenge of the present,
according to Maier, lies increasingly in thgnificance of postcolonial memorjes

YAnd, I would like to add: in the genocide in Rwaratad the Cambodian “killing fields”. The Holocaust
as well as the Gulag produced narratives ancharetkiritoriality.”*” While they continue to inform the
negotiations of identity in Western countries, botrratives have essentially become history thareseh
Maier's view. They have the capacity to become pdweor western self-understanding, according to
Maier, preciselbecausehey have run their course, and people now caratadlut and negotiate them and
try to make sense of what happened. These narsatiapire debates about restitution, judicial sriahd
the proper form in which to commemorate locatiofitaror and victims of terror, which informs muchh
public debate in European countries and also tlirer places in which state-organized crimes haenb
committed (such as Chile and Argentina).
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and those are here to stay for a long time. Pastil memories are magnified
through worldwide migration processes and the ctemce of people with highly
diverse backgrounds as well as social and econat@ading. This poses
tremendous challenges for schooling in thé 2éntury. History textbooks have
hardly even begun to tackle the questions of Earopguilt, of the long-lasting

consequences of European imperialism, of uneverlolewment deriving from

world-wide imbalances, which have their roots ire ghast yet are as much
transformed as they are reinforced through gloaadin processes.

These are the ten points that | think are fundaatémtunderstanding today’s globalizing
world. Obviously, one could easily add additionales, and one could be more
differentiated on those that | have only briefleg&ihed.

But there are stikmotion introspectionandaction, the other important aspects for
developing a world consciousness to be dealt Withthoughts on these issues will
necessarily, because of time constraints, be rattiei.

Teaching and Learning in a Globalizing World: Enooti

Research has meanwhile established the connedi@ween knowledge acquisition and
emotion. The neuroscientist Antonio Damasio, intipakr, (but others as well, like
Gerald Huther, Manfred Spitzer, Wolf Singer) hasndestrated that cognitive skills are
of little use, if for some reason or other thattpdrthe brain, where emotions are located,
has been ,turned off* as a consequence of a tragiident or some severe illness. We
know about this also through Asberger’s patieisse patients, who have a milder form
of autism and function reasonably well, except tihaty cannot pick up the emotional
vibes, and thus miss context. Their intellectualités are well developed, but they lack
anchoring. The psychiatrist and writer Oliver Sabks written poignant stories about the
loss of emotional abilities in his famous book abBithe man who mistook his wife for
his hat.” Knowledge systems everywhere have undergmamatic developments (in the
humanities and in the social sciences, we spe#ieodhallenge of postmodernity; in life
sciences, the advancement of (medical) imagingnigcies, which allows researchers to
actually look into the brain, a veritable revolutibas taken place in our understanding of
such issues as: Case and effect of human actiom;dwm®es memory function? What
promotes, what impedes learning?). “We only leahatwe already know” is the short
formula that tries to signify not only an episteogital given, but a mechanism that
neuroscientists have described as the ways in whietwiring of the brain functions:
Learning functions in such a way that it buildspyevious experiences. Experiences are
always emotional experiences (that is why studesmtse mber that they had to sit still in
school, they remember boredom or excitement, teeyember whether they liked or
disliked, respected or disrespected a teachertheytrarely will remember the contents
of lessons to be learned). It would go too far laberate on this further. All the human
qualities that are important in human communitié® empathy, the ability to walk in
somebody else’s shoes for a while, or sympathyatiiity to feel somebody’s misery
and pain, or the spiritual virtue of mindfulnesse anchored in our emotional abilities.
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They are indispensable for learning, and the kndgdeabout these connections can be
put to use for learning about the world in whichlwe, shape, and try to preserve.

Paradigms of knowledge are under revision on alhts, most pronounced in the life
sciences and in physi¢8. We are in the middle of a veritable scientifivatution and a
shift of paradigms. Wellestablished paradigms ehse-making, like the binary
oppostitions that have been common in Western thoagth scholarship for the longest
time and subsequently “naturalized” as polaritieside and outside, good and bad, male
and female, domination and submission, subject @dct, subjective and objective
knowledge are under attack from many sides, noledgt from neuroscience. These well
known opposites have constituted the fundamerteftays, in which knowledge about
the world has been constructed, even of the alidityyste matically conduct scholarship
at all. The disembodied mind of the observer wasideal. The instrumental view of the
world, which we owe to the Newtonian scientific oéition, was based on the
assumption that nature needs to comply with humémiions, and that human action
follows rational law. Scholarship, however, whigsts on the division of subject and
object, is not emotionless, it has only elevateel particular emotion — the determination
to have no emotion, coded as “objectivity” — toeadl of absoluteness that excludes all
other emotions? The price for this is the disconnectedness todbject of research
commonly praised as scholarly objectivity. The slivh between the mind and that which
is thought about has led (and continues to do sojams to believe that they themselves
are not part of that which they research, be thtsine or history, but are called upon to
rule over nature as over history and thus domitteevorid and each other. This is what
| would like to call the objectivist illusion. Morand more people come to understand
that what many call holistic approaches to undeditegy and being in this world, is a
more promising way of understanding and living.

Teaching and Learning in a Globalizing World: Inspection and Self-Positioning

The actual development of globalization and theiadognd cultural revolution of the
1960s and 1970s that had quite an impact on westarieties as well as simultaneous
changes in other parts of the world have shattenady traditional beliefs and made
guestionable many social arrangements, like patwarfamily and social structures.
Claims to universal principles, civil rights movem® feminism, and increasingly,
claims stemming from colonial and post-colonialdeigs continue to have a major
impact on people’s life-worlds. However, the waysvhich these developments manifest
themselves are anything but predictable. Liberativtom oppressive traditions,
interconnectedness, an immensely accelerated dade,droadened horizons, and the
possibility of cosmopolitanism for the select fesvone side of the story of thmeultiple
modernitiesn which we live. The “postmodern condition,” dretother hand, has created

18 Stephen KernA Cultural History of CausalityErvin Laszlo,Holos. Die Welt der neuen Wissenschaften
(Petersberg: Via Nova, 2002).

19 Morris BermanComing to our Senses. Body and Spirit in the Hiddistory of the WegfNew York: Bantam
Books, 1989), 112-13.
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enormous ambiguities. The condition in which ‘thenter no longer holds,” forces
people to continuously construct and create newtitdes, to adjust to a kind of “liquid
modernity”, as Zygmunt Bauman has put’itThe postmodern condition has multiple
social as well as personal consequences. As mucdheafiuidity of meaning and the
search for new identities is liberating for manyomhere suppressed by tradition, by
religion, or by rigid gender constructions, the fpasdern condition is not easy to endure.
On a personal level, the weight of achieving coheeein one’s life has been placed
almost exclusively on the self, which can lead &vese exhaustion and a serious
overburdening of individuals who have lost the -safifient truths and mental as well as
intellectual securities, which unquestioned traai used to provide and on which
previous generations were able to réiyThose who have ventured far enough in their
own personal development and who have learneddonlith the postmodern insecurities
can experience freedom and disorientation simudtasly. On the other hand, those who
are pushed aside, exploited, or enslaved by tHeatifong world and who cannot easily
embrace new promises and freedoms, or those whosianply overwhelmed or
overstrained by the demands of the current wonlcluding the demand to make sense of
a world that is changing so rapidly, might be teedpto search for crutches that give
them some resemblance of stability and orientatidiney are easy prey for
fundamentalisms of all kinds. The danger of fundataksm is that people without
guidance in making sense of what is happeningdmtiwho have little or no education,
who feel that they are being ‘thrown” into an oeemplex, if not hostile, world that
thoroughly overburdens them, thus living in consfear of disintegration, start to dig in
their heels? If educators can help students to endure the axitylof this world and
gain personal stability, they can contribute a gdeal toward bringing young people into
adulthood, who have a coherent view of the worldvad as of their own place in it.
Introspection and the personal strength to endunsecurity, together with the
strengthening of self esteem and the ability topesate with others, together with a
willingness to broaden one’s horizon and to takeew information, is what will help to
support young people to position themselves in dbaent world — and to make a
difference. With this, | come to my last point: Télility to act.

Teaching and Learning in a Globalizing World: Acfin

20 Bauman, Zygmuntliquid Modernity (Cambridge: Polity Press, 2000); see aloltifs in Fragments.
Essays in Postmodern Moralif@xford: Blackwell, 1995)Postmodernity and its Disconter(tdew York:
New York University Press, 1997); also: Anthony d&ms,The Consequences of Modern{8tanford:
Stanford University Press, 199MWtodernity and Self-Identity. Self and Society ia ttate Modem Age
(Stanford: Stanford University Press, 1991); “Liyiin a Post-Traditional Society,” in Ulrich Beck,
Anthony Giddens, and Scott Lash, eBgflexive Modernization. Politics, Tradition ands#fgetics in the
Modern Social Order(Stanford: Stanford University Press, 1994); DaWdrvey, The Condition of
Postmodernity. An Enquiry into the Origins of Cu#tiChange(Oxford : Blackwell, 1990).

21 Alain Ehrenbergla fatigue d'étre so{Paris: Editions Odile Jacob, 1998).

22 Fyndamentalism does not only come in religiousmfar It is not a traditional phenomenon; it s
eminently a sign of the contemporary world and actien to postmodernism as much as to global
inequalities.
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Globalization and the neo-liberal commitment towatbnomic growth continue to
produce rampant inequalities, tremendous richesdare and horrendous poverty for the
many. Climate change and the uncontrolled spreaduélerous technology have led to
dangerous environmental situations. Conflict ovee fproliferation and control of
weapons of mass destruction has not eased butagene The new instability of the
global age has also led to a crisis in spiritual salue orientations. The new interest in
religion and spirituality takes many in Europe whave experienced decades of
secularization by surprise. Rampant experiencdsagmentation in the world cry out for
new syntheses and sense-making.

According to William H. McNeill, the doyen of worléhistory in the United States,
humanity is at a crossroads, in a profound transiind seems to be living on the verge
of a fundamentally new stag@ The “Club of Rome” stated in 1992 that we werehe
middle of a “revolution of humankind.” While mangt®lars conduct their business as
usual, some — especially physicists and evolutpdologists, but also psychologists,
philosophers and even historians — assume that rikinghis in the middle of an epochal
caesura. In this situation, it is imperative thdwieators provide orientation.

The current condition of the world requires newng®iof reference and a consciousness
that transcends the limitations not only of natianalocal reference frames, but also of
paradigms of knowledge that no longer serve us,watimately being anchored in a
mechanical nineteenth-century view of the worldthis context, let me remind you of
the quote by Jerome Bruner, with which | started prgsentation: At the heart of any
social change, one frequently finds fundamentahgean our conceptions of knowledge,
thought, and learning. It would thus be rather sbighted to just set on broadening of
factual knowledge, and perhaps also intellectuacepts. The gobal condition requires
an awareness of the changing world in which we dwd our own place in it. It demands
that we deal with time and space beyond just mastehis world, beyond domination
and efficiency. It requires the cognitive as wellthe emotional abilities to grapple with
our own place in the world as well as with the egneg world society and the new
context that embraces the globe. Achieving thisiireg not just more factual knowledge,
but the broadening of our consciousness and thimgviess to develop a new awareness
as well as the ability and determination to act.

To summarize: Educators need to be aware of thariealprocesses that have changed
the face of the world and they need to be ablerdeige a basic understanding of these
developments that make up and also trouble thiddwdtowever, giving orientation
requires more than conveying new facts and alegtogents to new contextual frames
embarked up in recent years by teachers of wosltbtyi and transnational developments
as well as of geography and social studies. Thetienad ability to cope is equally
important, and this might even be the greater ehgé for education. Developing this
ability: not only providing a new body of knowledgesaching beyond the “tried and

23 ¢ suspect that human affairs are trembling on tkeege of a far reaching transformation,” William N
McNeil, “The Changing Shape of World History,” imifp Pomper, Richard H. Elphick, Richard T. Vann,
eds,World History: Ideologies, Structures, and Idewrtii(New York: New York University Press, 1998),
49.
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true” of past reference frames, but also assistivg development of “higher order
thinking,” in other words: promoting and developirg new form of (world)
consciousness is the challenge that educatorseairegftoday.
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VI.  The Global Economic History Network (GEHN) Project: In Retrospect and
Prospect
Ms Harriet T. ZURNDORFER, Leiden University, 230\ REIDEN
The Netherlands

Introduction

Globalization is thdeitmotif of our times. It is a word we encounter in ouvergday
lives, and refers to the interdependence and imtewxection among peoples and societies.
It is the result of the interplay of many facto@nd not merely something that
EuroAmerica has imposed on the rest of the warldecent times. In my presentation
here, | should like to introduce a project in whibtlk history of the globalization process
has been central, i.e. the Global Economic Histteiwork, or GEHN, which took place
between 2003 and 2006. | hope to show what GEHy have to offer academic
historians, teachers, and others who wish to leaore about global history. But before
| focus on GEHN, | should like to say a few word®at globalization.

Globalization has deep roots in the past: singhiptoric times when generations of
hunter-gatherers roamed the world, to thousands of years laternithe Silk Road
flourished and brought Europeans in touch with Asiand the splendors of their
civilizations, and several hundred years thereaftden thedNew World (2) explorations
linked Europe to the rest of the world. Moreovéistorians who write about
globalization also have a long history. One thinksHerodotus (495-25 BCE) whose
cosmopolitan interests caught the attention of Reanan orator Cicero, and of those
medieval Christiarnistorians, such aBishop Otto of Friesing who included discourses
on Asian and African civilizations in their narrsgs. Ambitions to create even better
global histories blossomed in secular form duritg tEnlightenment, but almost
disappeared during the nineteenth century whemigtery of that particular institution,
l.e. the nation-state, dominated historical thigkamd writing. Thus, one may argue, that
the ‘return of global history’ is in fact a rebagily recent phenomenon: it would take the
dreadful destruction and deep cultural shock ob world wars in the twentieth century
to encourage subsequent generations of intellsctuad educators to question the
assumptions of their predecessors, a project tHaglieve, is still very much in the
making.

Nowadays, due to the present worldwide economgissrive know that globalization is
not a figment of our imagination, but an everydaygl certain factor of our lives. What
happens to the market in London or New York widla&ffect those living as far away as
Parimarabo or Soweto, or Goa. Such is our wordd ¢&ven ordinary people know that
their lives are connected somehow to forces, ecamand otherwise, beyond their reach.

Historians have not ignored this phenomenon ofriredatedness, angve can now
distinguish between two kinds of global history witing. The first kind has its origins
in the work of University of Chicago emeritus fassor Wm. H. McNeill. McNeill who
devoted his entire career trying to overcome Eurb@eapproaches to historical writing.
It is the very idea of ‘connection’ that has fodrite core of his historiography. In a
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steady stream of books and articles, publishedhén last 50 years or so, McNeill
demonstrated how the connections or patterns tdraaotion and exchange, cooperation,
competition between regions were related to a setieerse matters, such as the spread
of plants and diseases, the impact of nomad imrnasor wars of conquest, and the
consequences of religious conversion or the sgliveiof indigenous communities. In
his vision the world is composed of a web of han@mmunication. Thus, in
McNeill's analysis of New World explorations, Cétapher Columbus’s extension of the
web to the Americas led to conquest but also tcetthange of New World potatoes
and maize for Old World horses and smallpox. (2)

Now, we turn to the second way of approaching evom global history, i.e. through
comparison Inbroad brush terms, this kind of global higtaims to compare common
phenomena in different geographical locations. s&hghenomena may include
institutions, organizations, social practices,gielus beliefs, economic processes and so
on, while the geographical frameworks may be asevad continents or as limited as
regional areas within the same national bounddnyother words, this kind of global
history extends geographical catchment areas (fhentocal to more encompassing units
extending across county, regional and national Qaues as well as to continents,
oceans, and separable cultures) for a diversityopiics. To date, this kind of global
history has generated a certain appeal which mayneasured in the growing list of
publications that compare economic developmentdeerthe family, youth, marriage,
diet, housing, health, military organization, gav@ent, slavery, nationalism, religions,
fundamentalism, revolutions, and not least, hunigtrits across bordefé.

Another manifestation of the growing interesthistsecond kind of global history was
the Global Economic History Network project. Iretdiscussion, | intend to outline this
project, reveal its results, and finally mentionalvielevance it has for that what we are
all so concerned, i.e. global citizenship.

The GEHN Project

The Global Economic History Network project consisbf an international group of
some50 academics, specialized in the study of eithemBpe, India, China, Japan,
Southeast Asia, Africa, or Latin America, and repesenting six disciplines (history,
economics, economic history, anthropology, geograph and sociology), and
affiliated to 27 universities in ten countries, including Britain France, the
Netherlands, Germany, Italy, the USA, Turkey, Indig Taiwan, and Japan, who met
together on a regular basis over the period from 208 to 2006. The organizer of this
enterprise was the distinguished professor of ecomic history at the London
School of Economics, Patrick O'Brien Professor O’Brien was able to obtain from the
Leverhulme Trust a substantial grant to fund GEHBssentially, the project involved
three mairactivitie s:

24 On comparative global history, see the importatitia by Patrick K. O’Brien, “Historical traditiomand
modern imperatives for the restoration of glokstdry,” The Journal of Global Historg.1 (2006), 3-39.
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(1)--a program of 10 workshops held over the ttyes's in locations all over the globe.

(2) --teaching fellowships for Network memb&r spend one month at one of the
four partner institutions supporting the projectS@, Univ. of Calif. [Irvine],
Leiden U.,Osaka U.) in order to gain experienceachéng global history in
locations outside their home schools.

(3)--a specific research project focusedhenglobal history of cotton textiles.
Given that cotton was the world’s first global cootity, it seemed appropriate

to pay much attention to it.

The mission of the project was to promote research, teachingd, @operation in the
developing field of global economic history. ThetiWork members shared a common
assumption: that for millennia most people in nplates have been preoccupied with
obtaining the food, shelter, clothing and manufetartifacts required to sustain a basic
and only most recently, an agreeable standardvofgl Thus, our mission was to pursue
the history of material life in all the GEHN reg® and to analyze the divergence in
productivity and standards of living across timed aspace. In our meetings and
correspondence, Network members were in fact engagianswers to what is the mega
problemof our time: namely, when or why some societiesated largely in the West
and North of our modern world) became and remafinexdt, while the majority of the
world’s seven billion people who reside in courgrieo the East and South) are poor?

To answer this question, the ten GEHN workshopse of which took place here in
Istanbul in 2005, focused dime themes including cotton textiles as global history. The
four other themes included:

--State formation and markets

--Imperialism and colonialism

--Economic cultures

--Science, Technology and Useful Knowledge

Thus, two workshops each focused on one of tfiesdopics, and contributors were
expected to demonstrate how their specialist knbgdeof a particular region was
relevant to the workshop theme. The chronologytledse papers ranged from 1500 to
circa 2000. Each workshop was organized by a lozavenor who circulated the papers
before the meeting, and stimulated the publicatbbnthe papers, either in recognized
academic journals or in specially compiled volumEsr example, the papers on cotton
textiles will appear early next year in volume psibéd by Oxford University Press, with
the title The Spinning World’: A Global History of Cottdrextiles, 1200-18500ther
papers have appeared in a series of online publisaknown as ‘Working Papers’ of the
London School of Economics, while all the worksip@pers have been put online, and
remain there today. The portaladdress of GE$IN i

http://www.Ise.ac. uk/collections/economichistoryMH Default. htm

where under ‘Conferences’ and ‘Working Papers’ udel the members’ individual
contributions. Another product of the GEHN projeghas the creation of aew
publication The Journal of Global Historywhich has been available since 2006.
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To give an idea what kind of papers in globaldrigtwere presented at some of the
GEHN workshops, | list here a few of ttides:

(1)---“River Control and the Evolution of Knowledge: A @parison between Regions
in China and Europe, ¢.1400-1850" (Karel Davids)

--“Gender and the Global Textile Industry, 1825-@0(anet Hunter)

(2)---"Japanese Imperialism in Global Resource Histokddru Sugihara)

--“The Meanings of Trade: Indian Cotton, Gendarwl the Fashion System in Europe,
€.1500-1800" (Beverly Lemire)

(3)--“Wages, Prices, and Living Standards in China, Japad Europe, 1738-1925"

(Bob Allen et.al.)

At this point, |1 should like to insert a few perabmemarks about my own experience
with GEHN. | myself have spent most of my carstidying and teaching late imperial
Chinese history, that is the period from 1550 t@0L9 The GEHN meetings afforded me
the opportunity to assess China’s path to modatioiz in a global contextln one of
my papers,entitled ‘Regimes of Scientific and Military Kndedge in Mid-Nineteenth
Century China: A Revisionist Perspective’, | tamhong and deep look at what kinds of
useful and reliable knowledge Chinese scientistseamgineers had at their disposal, and
what kinds of globalizing discourses on scientdiod military knowledge did in fact
penetrate the mindset of these Chinese intellectaad scholar-officials in the 19
century. By determining how these men accommodatadicular facets of ‘useful and
reliable knowledge’ into their own heritage, | walsle to locate at what stage, and under
what circumstances, the pursuit of this knowlediged into Chinese political and
economic agendas at a given time. Such an appreaithits emphasis on the efficacy
of incentives, institutions and cultures surrougdithe production and diffusion of
knowledge in the West and China, became one afisdratural circulation, rather than
bifurcated knowledge, the West versus the Rest.

Now looking back from the perspective of severdng distance, | can honestly say that
the GEHN project was one of the most intellecsatisfying and stimulating occasions
in my life. | think the Network brought not onindividual benefits to its members —
meeting new colleagues and learning from them —disd to the academic fields of
history and economic history. As the papers afmigations indicate, the level of global
economic history has now reached greater levelsadolarly excellence, and the field’s
prestige and prospects are now heightened, thankisetbrilliant efforts of Professor
O’Brien.

GEHN and Global Citizenship

This leaves us with the final part of my discussioday: what relevance does GEHN
have for global citizenship? | think one of the smomportant things that GEHN
demonstrated was the relatively short period (twthtee centuries, and not much more)
of Western geopolitical, scientific and technol@dichegemony. Thus, with the
information we gained from the project, we are drepirepared to make an inventory of
past experiences, and to show our students mosegliclat what points economic
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performance diverged. We can no longer write andyraarrative of Western triumph
over the rest of the world, but rather we can mapwhen the divergence of the rich
and fabulous economies of Asia occurred, and Eunmpved from the fringe of the
world economy where it had been located for so.loWge also may think about how the
so-called ‘Rise of the West may prove to be atre¢ly brief intermezzo from circa
1780-2000, as now we confront two new global supeers, India and China, whose
roots in globalization stretch back thousands eérs.

The second thing that makes GEHN applicable toaloitizenship is that it was a forum
for learning about global diversity in all its colegity, and for gaining better
understanding of human agency (and in particularatiency of women) in the making
of the modern world.

In Conclusion

Let us hope that more and more professional haterirom systems of education from
all parts of the world see as their public roladweal the universal in the personal; the
global in the local; to trace reciprocal connectibetween east and west, north and south
. While we know that historians as well as théudents still exert attachments to their
own institutions, celebrities, heros, communitiefhnicities, and religions, we should
also be able to convince them that our long-comuewtorid begs for greater knowledge
of the other.

| end discussion with one of Patrick O’Brien’s daite citations:
“Folly, noted the 18 century gentleman Bolingbroke, will be remedied Historical
study which should serve to purge the mind of ehestional partialities and prejudices.

For a wise man after all looks upon himself astiaemi of the world.2°
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25 Cited by O'Brien, “The Restoration of Global Hisy,” p.39.
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VIl.  An attempt to understand globalisation: historian’s assessment
Dr. Cagri ERHAN, Professor of Diplomatic History, Ankaraalversity, Turkey

Yet it has been more than two decades of its lauihds still quite difficult to describe
the term “globalization™ Is it an economic term? phlitical one? A socio-cultural
phenomena? Is it an ideology? Or a comprehensdealmerent structure, which include
all those dimensions? Is it a phenomena of the tlatntieth and early twenty-first
centuries; or do we witness the third globalizatieave in history after the ones during
the age of discoverie 15"-16" centuries anége of imperialismin19th centuries? Or,
can we say the globe is more global than the &@stury? Do we really share each others
cultural values and trying to cerate a common wagldtem of values? Or a dominant
package of economic, political and socio-culturalues is penetrating and dominating
into other ones? Is this process is voluntariljoocibly implemented?

Whether we accept it or not; support or opposevet,are all aware that, the world has
been passing through a historical period since faleof the Berlin Wall, which is
something quite unsimilar to any of the previousptlrs of the history. It is quite
unsimilar because:

- Theland anddistances—though the same size geographically-has becoraesm
and shorter.

- The population —though increased in multiple terms- seems mogeiaioted to
each other.

- And thetime —though a minute still has 60 seconds- is padasigr.
Today, you can find more Chinese, Japanese, Indigbanese, Turkish
restaurants in

European cities when compared to ten years agmatuotally, you can find Mc Donald’s
and Coca-cola everywhere.

In fact there are many different approaches, palaiity political arguments about
globalization?’ Those, who were always skeptic about possible eprences of
globalization feel extremely happy since eruptidnhe global economic crisis. Because,
according the anti-globalists, this is a clear dignthe end of the neoliberals, which was
the ultimate defender of economic globalizatiornd, if infrastructure still influences,

26 Roland RobertsorGlobalization: Social Theory and Global Cultytendra, Sage, 1992, s. 8.

27 Barrie Axford, The Global System: Economics, Politics and Cult@gford, Blackwell, 1996, ss. 11 —
25.

28 Riccardo Petrella, “Globalization and Internatibration: The Dynamics of the Emerging World Order”
Robert Boyer ve Daniel Drache (eds§)ates Against Markets: The Limits of Globalizatibondon, New
York, Routledge, 1996, s. 66.
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if not determines, the superstructure, the decadeheconomic globalization will bring
the end of political and socio-cultural dimensiofig as well.

Is this a correct assumption? Nobody knows. Nobayws, as nobody had predicted
the current economic turmoil one year ago.

After almost two decades gfobalizationexperience, today very few people asserts that
there is no globalization at all. There exists @agrconsensus among the intelligentsia of
the world, that whether we like it or not, globalibn is a phenomena. And it has
positive or negative impacts over every single aispeour life.

However only a small number of us question its amahitecture.
Only a few of us try to penetrate its real manner.

The term “globalization” became a popular-if nomtaus- cliché which is used as if it is
a” sacred” expression; non existence of a refsrda it, might decrease value of any
academic or even political speech!

In order to scientifically weigh my comment, | gdiagd it. | searched for a five word
phrase in google. The phrase was “in the age difagjiration”. And | limited my search
with only pdf files. Google turned with 28000 resulBut | continue for narrowing the
results. This time | checked with google scholaw] & reached 9360 books or articles
including the term “in the age of globalization'hd phrase “global age” had 10500 files;
and the word “globalization” has 902.000 findingsGoogle scholar. This are relatively
good results, when compared to 10.100 resultsnt@ade of the other” and 27.500 results
for “history teaching.” In this point we can jumprettly into the case of influence of
globalization on teaching history.

Every day millions of professors, teachers, tea&hgainers, parents and students are
doing the same thing like me. They are enteringrivdt to reach knowledge, but how
many of them are checking whether the informatieytreached is accurate?

| believe, personal experiences can be sharedthathisands of other experiences, and
become generalized, when they are expressed. oheréfwill continue with my own
experience in the class. Though | teach in the amsity level, | am sure many of you
may have the same situation in your pre-univerdagses.

When | give homeworks or term papers to first grad@ my class oDiplomatic
History, 80% of them do not visit the library even onced arepare their work “online”.
Of course this is not bad totally. However, almbatf of them present absurd works,
with inaccurate knowledge. Furthermore, some ofrtle/en do not prepare anything
original, but they cut and paste.

Is this an impact of globalization on history teagf? For me, clearly yes. Therefore, as a
history teacher, globalization is good, becauselesits can reach infinite information
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sources, for free and fast; but on the other haimlhbad, because the information online
IS not necessarily always trustful.

Of course, it is not as “black and white” as itrese

The questions we have to ask us are: How can wéoas&epresented in the global age in
a more effective way in history teaching? How canlbwing library back to students’
concern? Or do we need to? How can we overcomprtiiem of “vickipedization” of
homeworks? Or is it not a problem?

A top to bottom —in this case definitely not a battto top- movement should be started.
International organizations, such as UNESCO, CduntiEuropean, OIC etc. can
separately or jointly develop some lists of trustedine sources for history teaching.
This main guidelines can be enriched by nationakgoments. And finally, the teacher at
the classroom knows which electronic sources candeel by the students and which
should be avoided.

| spent a lot of time with the internet issue. Besmal believe it is the most serious source
of threat in history teaching today. Let’s thinlgédher: from where do you think your
students, our students take their historical forom&t From 3-4 hours per week history
classes? Of course not! Think once again about anashd internet. Maybe our
governments are preparing our history textbook®uph a very long, solemn and
scientific processes. But someone, without any etea] scientific even humanitarian
sensitivity can write on a so called encyclopediabbg on the net and this is more
attractive for many students unfortunately.

So, here we come to subject of globalization amd history textbooks. When | try to
answer the question, ‘what is the most visible ictpaf globalization on history

teaching?”, before | refer to the internet, | wourddlicate the textbooks and curricula
first.

Lets remember together, our textbooks, those we wen we were students, and those
we used as teachers in classes 10-15 years agolesndompare those books, not for
their physical appearances, but for their contextd, for their spirit.

Indeed, history textbooks have a spirit. This $g®in penetrate into pupils minds and can
turn them into ultraconservative, radical, xsenophacist, facist, intolerant human
beings, or into tolerant, objective, ethical, humamdividuals.

Globalization facilitated wide and intensive spresidsome values all over the world.
Common bases of many societies such as the humhts,ridemocracy, rule of law,
ethnic and religious tolerance etc. were the mdssded concepts of post Cold War
years?® This concepts were also used as frameworks opetations between counties.

2% Martin ShawGlobal Societyand Intertanional Relatigr@ambridge, Polity Pres, 1994, ss. 9 — 10.
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Similar to many other areas, area of history teaghiso was influenced by rise of those
values. | don't have the exact number but | courtedeast 72 countries in the world
which has changed or reviewed their history texso@mnd history curricula in the last 10
years. This is more than one third of the all coest

It was 43 years ago when French and German hisgsgarted to write a joint textbook
but it was only after the cold war, during the afglobalization they finally finished it.

Today, Chinese, Japanese, Koreans try to pursigathe way.

Turkey and Greece, erased many non friendly temmghair history textbooks. Those
efforts are not only sustained on erasing and eatizgng controversial issues in the
textbooks, but on the other hand new subjects amdepts, which we were hard to see
twenty years ago in the textbooks are also addetthéocontents. Among those | can
count; immigration, women in history, non-discrition, global issues such as climate
changes, epidemics etc.

We are organizing an international conference ifaboration with Council of Europe
and Islamic Conference in order to discuss howverapme intolerance in our societies.
How can we contribute in the field of history teany?

All those clearly shows that we are under influemteo called “global values”.

On the other hand, we should not forget that, dldbadencies and popular pressures
over the governments also force them to be morsparent and more accountable.

In some places of the world, including Europe, e tage of globalization, history
teaching is no more perceived as a tool of natigildlng or national citizenship creation.
It is rather perceived and used as a tool for gtlganing trans boundary co operations,
establishing trans national coexistences, andiogeatipra national institutions as well as
supra national identities, such as European identit

But, what about other parts of the globe? Is itsils to use history to create an upper
identity in the society in which a national conscie have not been established yet? Is it
possible to have an European identity before hawingurkish, Greek or Bulgarian
identity? And can you build both identities at #a&me time, avoiding confrontation with
each other®

Globalization brings people together from everywhend paves the way for multiethnic
and multiculture societies. However, at the endhefday, people possess a citizenship
and should be trained with respect to their cotmtnistory education system. How will

it work? Teaching common values should not necégsaoid to teach national values.
And inthe globalization age how to decide whatasional and what is not.

30 Joshua S. Goldsteimternational RelationsNew York, Longman, 1999, pp. 608 — 609.
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But, here a danger is hiding itself. If we do n@iat ourselves from old diseases such as
using the concept of “others” to facilitate cregtitus”, this may lead new and more
dangerous divisions, if not clashes in our contiennstead of cooperation and
coexistence.

Consequently, the nature of history teaching mesad inclusive as possible. No others
should be created. No enmities should be firedndigative images should be created.

Is it possible?

Let’s train the teachers first. The rest will follo
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VIII. L’histoire et la mondialisation, les implications pour l'enseignment de
I'histoire
M. Jean-Michel LECLERCQ

La mondialisation est un aspect du monde contempdant I'évidence et limportance
sont unanimement reconnues. Cependant les higonensont pas toujours convaincus
gue son étude leur incombe. Dés lors aborder cenghéle [histoire et de la
mondialisation doit surtout conduire a précises apports souhaitables de l'histoire a la
connaissance de la mondialisation et ce guilpliquent pour 'enseignement de
I'histoire.

1. Les réticences a faire de la mondialisation unbjet de la connaissance
historique

Les historiens ne manguent pas darguments pousidé@mr que l'étude de la
mondialisation ne les concerne pas directement.

lls peuvent d’abord rappeler que la mondialisagshun processus qui par sa nature est
avant tout de la compétence des économistes, depagdes, des sociologues ou des
politologues.

Les réticences des historiens s’expliguent aussiepgu’étudier la mondialisation les
conduirait a faire de l'histoire immédiate conteguelle ils ont toujours tendance a
mettre en garde. Cette histoire immédiate manquetarecul nécessaire. Elle naurait
pas la possibilité de s'effectuer sur une portientedmps assez longue et assez bien
délimitée pour aboutir a une compréhension aussi fmindée que celle du passé.

Une autre raison, sans doute encore plus essentiels hésitations des historiens a traiter
de la mondialisation est qu'a leur avis, pour leefails devraient renoncer a la plupart de
leurs cadrages habituels (Etat souverain, Etatimathistoire nationale, politique,
économie, culture nationales) qui sont de moinsems utilisables si 'on se place dans
la perspective de la mondialisation.

2. Les difficultés a céder devant ces réticences

Pour autant de nombreux historiens n'oublient pagux-mémes et les sociétés ont
toujours considéré leur réle comme étant d’appauteréclairage sur le présent. On ne
voit pas pourquoi la mondialisation ferait exceptialors quelle est une série de
phénomenes trés complexes susceptibles d’avoirepescussions sur tous les aspects de
la vie des sociétés contemporaines.

C’est pourquoi, face aux historiens qui jugent grélile de se tenir a I'écart d’une étude
de la mondialisation, il y a ceux qui sont convamad’avoir & I'entreprendre pour que la
démarche historique ne soit pas accusée de setaésser des enjeux majeurs de
'époque et étre de ce fait taxée d’insignifiance.
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3. Quelle connaissance historique de la mondiali@an ?

Encore faudrait-il que cette approche historiqudadeondialisation apporte bien ce que
l'on en attend. Or ce n'est pas toujours le cas.

3.1 La banalisation de la mondialisation par sa périodiation

L'importance qu’ils accordent traditionnellement leachronologie conduit souvent les
historiens a considérer la mondialisation comme@rogessus se déroulant de I'Antiquité
a nos jours et a la découper en des périodes agaotine sa singularité mais se reliant
les unes aux autres. Or on pourra toujours repracke telles démarches de relativiser
loriginalité des étapes et des formes de monditdis gquelles dégagent. Ce sera
d'autant plus le cas a propos de la mondialisadetuelle facile a estimer d'une
originalité incomparable notamment a cause de dpbtionnel développement des

moyens de communication qui la caractérise.
3.2 L’histoire mondiale comme histoire de la mondialistion

Une autre formule envisagée pour I'histoire de ndialisation est celle d’une histoire a
léchelle mondiale au lieu de I'échelle national@ @ prévalu jusqu’ici. Cette histoire
mondiale s'imposerait pour tenir compte de l'infgyvéndance qu'entraine désormais la
mondialisation. C’est du reste cette interdéperelaqei a été le theme du Congrés
international des historiens en 2000. Mais I'higomondiale, comme les tentatives
d’histoire universelle, risquent de se limiter xtpposer des histoires sans dégager des
convergences ou des contrastes d’ensemble dorgntiftation obligerait a des
généralisations abusives ou a des recherches iibfessa cause de leur ampleur.

3.3 L’histoire de la mondialisation comme histoire des caractéristiques des
sociétés dans le contexte de la mondialisation

Pour échapper a ces ambiguités, la connaissartceidie devrait se soucier davantage
des caractéristiques que la mondialisation actuelld dorénavant aux sociétés. Deux
aspects devraient principalement retenir latemé cet égard

D'abord les répercussions de la création des Natibmies aprés la seconde guerre
mondiale Avec le pluralisme que doit entrainersdelmque Etat membre linstauration
de la démocratie. Avec le multilatéralisme qui doiinduire tous les Etats membres a
abandonner la recherche de la puissance par leegueur s’engager dans un partenariat
et une coopération pacifiques. Ainsi I'histoire iique des rapports de force entre les
Etats ne suffit plus pour rendre compte des reiatiet des initiatives au plan mondial.
Les gouvernements, méme lorsqu’ils continuent airagles visées de puissance ou
d’hégémonie, doivent désormais faire une placeidéaux de paix et de coopération.
Au plan intérieur ils doivent aussi laisser s’erpei les réactions a leurs diverses
initiatives. C’est ce qui se produit avec les mouneats d’opinion comme ceux pour la
promotion de la démocratie, des droits de 'lhommela défense de I'environnement qui
soutiennent, réorientent ou contestent leurs diwsill y a donc une entrée en scene
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spectaculaire des sociétés avec des capacitéhidiek trop longtemps insoupgconnées et
négligées. C’est a celles-ci qu'il faudrait accortteute lattention pour saisir ce que la
mondialisation contemporaine a de plus spécifiqueglus déterminant.

Par ailleurs la mondialisation entraine le dévedoppent de mégapoles et de conurbations
gigantesques dans lesquelles se concentrent désnsifl’adultes et d’enfants venus
pour la plupart de zones rurales ou ils avaientade®litions de vie trés différentes. Ce
sont donc des populations en rupture avec leurteaxis antérieure parfois pour le
meilleur et parfois pour le pire avec tous les pesus de distanciation d'avec une
ancienne culture ou de découverte d’'une nouvellss Eopulations sont également de
plus en plus concernées par les mouvements asioomtles courants d’opinion qui se
produisent dans ces agglomérations et cela peut aussi de sérieuses incidences sur
tous les aspects de la vie de ces sociétés.

L'histoire de la mondialisation devrait donc étleg centrée sur ceux-ci. |l s'agirait de
mettre en relief tous les facteurs qui influencdet maniere souvent dramatique les
comportements et les attitudes de leurs membres Mg aurait lieu aussi de relever
toutes les capacités d’initiatives qu'ont désorntaiigs citoyennes et leurs citoyens tant
au niveau local gu'au plan mondial en particulier ga formation d’une opinion
publique de plus en plus susceptible d’avoir urdience internationale. Ce devrait donc
étre une histoire plus sociale, plus économiquplet culturelle dont la nécessité est
depuis longtemps ressentie mais qui s’est peu étsge jusquici. Selon Marx les
hommes font lhistoire mais ne savent pas I'higaju’ils font. Le moment serait venu
gue les historiens sachent mieux ce que sonthesdes et les hommes qui font I'histoire
dans le multilatéralisme et le multiculturalismendispensables pour un monde de la
diversité et du dialogue.

4, Les implications pour I'enseignement de l'histoe

Une place faite a la mondialisation selon cettesgztive dans I'enseignement de
I'histoire serait susceptible de donner a celuiecila fois un nouvel intérét, des
orientations et des pratiques susceptibles detlersplus complétement dans l'axe du
ProjetL’image de l'autre dans I'enseignement de I'histoir

4.1 Un enseigne ment plus motivant

On peut d’abord penser que cet enseignement deraialisation serait plus motivant
parce qu'il aborderait une actualité qui est Hamiliére aux jeunes a cause de la place
qui lui est faite dans tous les médias en parécudur Internet qu’ils utilisent tellement.
Ensuite ils ne pourraient pas non plus ignorer nesnbreuses répercussions de la
mondialisation sur leur propre vie et celle de lumille notamment en matiere de mode
de vie ou d’emploi et c’est un autre facteur deumga stimuler leur intérét pour celles-
Ci.

La question est depuis longtemps posée de savdars beaucoup de domaines, il n'y
aurait pas de meilleures chances d’intéresserdeg®en leur proposant d’étudier ce qui
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est plus proche d’eux dans le temps plutdt qu'uss@aplus lointain. On s’est surtout
interrogé a ce sujet pour l'enseignement de lérdture ou pour les enseignements
artistiques. Il serait sGrement opportun de leefar propos de l'enseignement de
I'histoire.

Mais ce qui pourrait aussi rendre plus motivanteaeteignement de la mondialisation,
c’est qu’il apparaitrait vite comme permettant deur débrouiller et mieux comprendre
des situations dont la complexité est en méme t&wpente et déroutante. La meilleure
utilité d’un enseignement est celle qui doit pettreetie s’orienter, de trouver des reperes.
C’est bien celle que peut revendiquer I'enseigndgrdenia mondialisation s'il est bien
congu.

4.2 Un enseignement propice a une bonne pratique dhistoire

Cet enseignement de la mondialisation devraitedgaht étre propice a une bonne
pratique de I'histoire tant pour ce qui est du eskcdes faits que pour ce qui est de leur
interprétation.

Cette forme d’histoire immédiate n'empécherait pds recourir a des sources et d’'avoir
a les traiter selon les méthodes requises. Sarn gawumi les sources disponibles, les
médias écrits, radiophoniques ou audiovisuels caaipnt une place importante.
Toutefois les archives ne manqueraient pas noa alec les nombreux documents
officiels déja accessibles relatifs au multilatisrake et au multiculturalisme aux Nations-
Unies, a 'Unesco ou a 'OCDE sans parler bien mdtedu Conseil de I'Europe.
L'interprétation a faire de ces matériaux ne déféit pas de celle a effectuer sur des
matériaux plus classiques. lls offriraient notammene occasion de ressentir plus
fortement la nécessité de la multiperspectivittndDé&e contexte de la mondialisation
s’expriment et se confrontent en permanence daggpde vue parfois trés différents, des
arguments d’'une inégale validité, des discours plusnoins fondés. Ce sont autant de
raisons pour que le besoin de recourir a la mukjpectivité et sa pertinence soient
encore mieux ressentis. Il y aurait aussi mainesagsions de vérifier gqu'un nouvel
élément peut toujours venir remettre en causentagprétation précédemment proposée.
On serait ainsi sans doute conduit a voir aussingem ['histoire immédiate se
transforme elle-méme progressivement en histoiten Pgassé quand elle se déroule
maintenant depuis deux décennies. En fin de colepteonditions seraient réunies pour
quefaire de I'histoiresoit possible a propos de I'histoire immédiate nwa propos de
I'histoire du passe.

4.3 Unenseignement plus centré sur une histoire ltwrelle et sociale

Pour aborder I'histoire de la mondialisation comhhistoire des sociétés dans le cadre
du multilatéralisme, il y aurait lieu de réservareuattention prioritaire aux Nouvelles
Technologies de lNnformation et de la Communicati TIC). C’est en effet, comme on
la vu, leur essor spectaculaire qui a largemenmpe a d’innombrables milieux de
bénéficier d’'une audience inconnue jusque la peursl points de vue sur les questions
les plus diverses.
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C’est donc un phénoméne technologique dont il yaidulieu de souligner le
retentissement culturel considérable et son origgnaCela aurait bien des avantages
pour faire prendre conscience de I'importance aa®r aux aspects culturels et sociaux
dans le traitement de la mondialisation et de kesgité de ne pas les négliger dans
lapproche d’autres situations. On pourrait dedees montrer aux éléves que la culture
n'est pas la notion abstraite qu’ils ont trop temzka a imaginer mais des aspects tres
concrets de la maniere dont les individus et &@sSéses organisent leur existence. Il
serait ainsi possible de les faire accéder égalenmerta notion d’'une culture comme
construction d’'une vision de la société et dedoptiur se la représenter avec ce que cela
implique de recours aux images et aux symboleslaDen passerait naturellement a
toutes les incidences sociales des NTIC telles lggeprofondes modifications des
relations entre les personnes qui auront entrs dis contacts d’une fréquence, d’une
facilité, d’une rapidité inconnues jusque la. Désaloppements des NTIC on ne pourrait
pas dissocier ceux linformatique dont les appioreg au monde de la production ont
aussi des conséquences sociales innombrables.deasmi le marché d’une profusion et
d’'une variété infinie de produits provoque de proffe changements dans les habitudes
de consommation. La production de ces biens eptiaie transformation compléte des
conditions de travail et d’emploi. Ainsi grace atlide de la mondialisation, le contexte
social et culturel des événements qui la constitysourrait acquérir une densité
comparable a celle gu'avait jusqu’ici le contextdiffue. Il ne s’agirait pas de substituer
le premier au second mais de lui donner toute @eepl Et une fois qu'on l'aurait fait a
cette occasion, il ne serait pas exclu que danstrd'a occasions, la primauté rendue au
politique apparaisse moins comme un retour a lanater que comme un manque, celui
de la société dont la voix aurait été indiment tédau silence.

4.4  Unenseignement qui inclut 'éducation a I'imge

Ona bien vu 'importance que I'étude de la moridéion doit réserver aux NTIC. On a
déja noté aussi sur ce plan I'essor des média®-atigliels qui deviennent un moyen de
communication presque hégémonique. Cette situatiobien entendu de profonds
retentissements sur le statut et le role de lindayas les sociétés.

Leur évocation dépasserait le cadre de cet expda& il faut au moins signaler les
modifications qui en résultent pour la formationl@tportée de limage de soi et de
'image de l'autre. Pour ce quiest de celle-dé était avant la mondialisation en nombre
limité parce qu’elle se constituait a travers descontres assez sporadiques avec des
personnes ou des productions de la culture ou at¢ Elle est maintenant la série
innombrable des portraits diffusés en permanemrcpalsonnages des plus célebres ou
des moins connus. En fait dorénavant il vaudragtuxiparler des images des autres que
de limage de lautre. De la sorte, les catégodeslautre auxquelles on se fiait jadis
deviennent des abstractions inapplicables danéalité. Peut-on encore définir lautre
comme un voisin familier ou comme un étranger &imbu encore comme un ami ou
comme un ennemi quand on 'entend a la radio omilea la télévision au fil des jours a
des milliers d’exemplaires sans compter avec tesisriessages qui nous parviennent par
IInternet ? Et parallelement I'image de soi trowee nouvelles ressources pour s'affirmer
sans avoir besoin du détour pas l'autre qui sedephilosophes et les psychologues était
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indispensable pour faire I'expérience constitutilee 'altérité. Chacun a désormais la
possibilité de propager a des horions illimités image de lui gu’il peut peaufiner a sa
guise en espérant pouvoir l'imposer comme sa seelarésentation crédible.
Etymologiguement limage était I'effigie d’une albee, celle du défunt représenté sur la
paroi de son tombeau et conformément a cette eridimage a été longtemps la figure
d’'un autre qui n’était pas la. La conjonction deriandialisation et de I'essor des NTIC a
instauré la présence permanente d’'un autre presguiendu avec tous ses semblables
dans un univers reconstruit quand il n'est paseirtQuant a limage de soi, en dépit de
sa prétention a la singularité, elle s’'inscrit dane série de reproductions de quelques
modeéles répondant a des modes qui regnent dasde®ulomaines y compris dans la
politique. C’est pourquoi il y a une profusion dages qui n'est un gage ni de diversité
nide fiabilité.

Ainsi est inévitable la concurrence entre les insamiiertes par I'histoire quiont la paleur
des temps révolus et les images servies par le€ Ul ont la vivacité des couleurs de
lactualité. C'est encore le cas quand elles repméent ce qui n’est plus dans des fictions
ou des évocations de périodes révolues. Le presbigctif que devrait s’assigner une
éducation a I'image serait donc d’apprendre a faicistinction entre ces deux univers et
a étre capable de les mettre en complémentarité.

Il'y aurait lieu également que cette éducationraage invite a s’interroger sur le rapport
entre la multiplicité des images et leur crédiilpour souligner que leur nombre n'est
jamais un gage d’authenticité ni d’exactitude et dgs efforts pour se prémunir contre
les stéréotypes et les idées précongues restesitrmee ssaires aujourd’hui gu’hier. On
retrouverait donc une occasion de valoriser la tionccritique de l'histoire et de son

enseignement.

En adoptant ces diverses approches, I'enseignedeeria mondialisation aurait deux
avantages. Elle permettrait de faire accéder aaspects les plus significatifs. Elle
mettrait & disposition les outils intellectuels igk nsables pour que ses conséquences les
plus profondes sur la vie des sociétés et desithagivne soient ni sous-estimée ni vouées
aux gémonies. C’est ce qui justifie pleinementdéetconsacré a la mondialisation dans
ce Projet.
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VIII. History and Globalisation, what implications for history teaching ?
Mr Jean-Michel LECLERCQ

Everyone recognises the reality and importanceladfadjsation as an aspect of today’s
world, but historians are not always convinced tieet study of globalisation is their

responsibility. So a discussion of history and gldation should chiefly aim to identify

the contributions history should make to our knalgle of globalisation and their

implications for history teaching.

1. Reluctance to make globalisation a subject ofdtorical knowledge

Historians have plenty of arguments to show thatdtudy of globalisation is not their
direct concern.

They can first point out that the globalisationgeass is by nature primarily a matter for
economists, geographers, sociologists or poliscantists.

Another reason for historians’ reluctance is thatdging globalisation would mean
dealing with immediate history, which they alwaynd to warn against. They say
immediate history does not allow them to step baclough and cannot cover a
sufficiently long and clearly defined period to githem as sound an understanding as
that of past history.

A further and probably still more essential readon historians’ reluctance to study
globalisation is that they believe it would meawirgg up most of their usual framework
concepts (sovereign state, nation state, natioistdrly and national politics, economy
and culture), which are increasingly hard to usenfthe perspective of globalisation.

2. Refusing to give in to this reluctance

Yet many historians bear in mind that they thensgklnd society have always viewed
their role as being to shed light on the presens hard to see why globalisation would
be an exception, since it is a series of very cemplhenomena that can affect every
aspect of the life of contemporary societies.

So besides the historians who prefer to stay aveay & study of globalisation, there are
those who are convinced that they must undertakestbdy to prevent charges that the
historical approach takes no interest in major €owtorary issues and is therefore
insignificant.

3. Approaches to historical knowledge of globalisain

Of course this historical approach to globalisatiteeds to meet our expectations, and
that is not always the case.
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3.1  Trivialising globalisation by dividing it into periods

As historians traditionally attach great importarice chronology, they often regard
globalisation as a process that has been unfoliamg Antiquity to the present day and
divide it up into periods which have their own distive features but are connected to
one another. Such approaches can always be artidis blunting the originality of the
stages and forms of globalisation they identifynd all the more so when it comes to
today’s globalisation process, which is easy tandeés far and away the most original,
particularly because it is distinguished by theeptmnal growth of communication
media.

3.2  World history as a history of globalisation

Another approach to the history of globalisationodake it as history on a world scale
instead of on the national scale that has prevatetar. This world history is considered
necessary to take account of the interdependerateglbbalisation now causes, and
which was in fact the subject of the InternatioGaingress of Historians in 2000. But
world history, just like attempts to construct avensal history, runs the risk of merely

setting histories side by side without pointing ayerall similarities or contrasts which

could only be identified by making excessive geleatons or conducting research ona
scale impossible to contemplate.

3.3  The history of globalisation as a history of t& features of societies in the
global context

To avoid these ambiguities, historical knowledgewth concentrate more on the features
that the current globalisation process confersamesies. Two main aspects deserve to
be singled out here.

Firstly, the repercussions of setting up the Unhations after the Second World War:
the establishment of democracy is expected to tr@sgplluralism in each member state,
and multilateralism is expected to cause all thenber states to stop seeking power
through war and commit themselves to peaceful peship and co-operation. Thus, the
political history of power relationships betweeatst is no longer sufficient to explain
relations and initiatives worldwide. Even governtsetinat continue to strive for power
or domination now have to make room for the idedlpeace and co-operation. On the
domestic front, they also have to let people voibeir reactions to the various
government initiatives. That is what happens withvements of opinion such as those in
favour of promoting democracy or human rights arserving the environment, which
support, redirect or challenge government decisi8nssocieties have entered the scene
in spectacular fashion, with capacities for infloethat have been too long unsuspected
and neglected. All our attention should be focusadhese if we are to grasp the most
specific and determining factors in conte mporagpglisation.

Globalisation also results in the growth of hugbaur clusters and conurbations which
house millions of adults and children, most of theam rural areas where they had very
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different living conditions. So these populatior@své broken with their previous lives,
sometimes for better and sometimes for worse, @eqang all the processes associated
with moving away from a former culture and discawvgra new one. They are also
increasingly involved in the grassroots organisa&iand trends of opinion that emerge in
these metropolitan areas, sometimes with serionsetpuences for all aspects of life in
these societies.

So the history of globalisation should concentratee on those aspects. The idea would
be to highlight all the factors that often dradticanfluence these people’s behaviour and
attitudes. But it is also important to pinpoint it capacities for initiative these citizens
now have at both local and global level, particlylawith the emergence of a public
opinion that is increasingly able to attract inegrmnal attention. So this should be a more
social, economic and cultural kind of history, wihiwve have long felt was needed but
which has not materialised much so far. Marx shit people make history but are not
aware of the history they make. It is high timedrgans were more aware ofthe men and
women who make history in a context of multilatesial and multiculturalism essential to
a world based on diversity and dialogue.

4. The implications for history teaching

Incorporating globalisation seen from this perspecinto history teaching would renew
interest in the latter, opening up new avenuesiamdducing practices that would bring
it more fully into line with the project ohhe Image of the Other in History Teaching

4.1 More stimulating history teaching

Firstly, teaching about globalisation in this wapuwd be more stimulating because it
would address current events with which young peapé very familiar as a result of

wide media coverage, especially on the Internetiwhbiey use so much. Secondly, they
could not ignore the many repercussions of gloatdis on their own lives and those of

their families, particularly in terms of lifestydend employment, and this is another factor
likely to fuel their interest in these issues.

For a long time teachers have been wondering wheitenany areas, they might not
have a better chance of arousing their pupils'régeif they suggested studying events
closer to them in time rather than in the distasitpThe question has been asked mainly
about literature and artistic subjects, and it $hozertainly be asked about history
teaching.

But what might also make teaching about globalisatnore stimulating is that it would
soon be seen as a more effective tool for untaggdind understanding obviously and
disconcertingly complex situations. The most usé&fattion of teaching is to help pupils
find their bearings. That is what wellconceivedcieing about globalisation can claim to
do.
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4.2  Teaching conducive to good history practice

Teaching about globalisation in this way shouldoalte conducive to good history
practice in terms of both factual research andpmédation.

This form of immediate history would not prevenstbrians and teachers from using
sources and dealing with them according to the iredumethods. Among the available
sources, considerable importance would probabgchtto the press, radio, television,
cinema and other audiovisual media. However, theseld also be archives, with the
many official documents on multilateralism and nawitturalism available from the
United Nations, UNESCO and OECD, not to mentionGloaincil of Europe of course.
The task of interpreting these documents would ddifierent from that of interpreting
more standard material. In particular, they wouliroan opportunity to be more aware
of the need for multiperspectivity. Globalisatiana subject on which sometimes widely
differing viewpoints, arguments of uneven streregtl sound or less sound positions are
constantly expressed and confronted — all the meason to be even more aware of the
need for and relevance of multiperspectivity. Therculd also be many opportunities to
realise that a new element can always call a pusvioterpretation into question. This
would probably also show how immediate historylitgeadually turns into past history,
now that it has been taking place for two decadeshe end of the day, it would become
possible tanake historywith immediate history as well as past history.

4.3  Teaching with a closer focus on cultural and @l history

To deal with the history of globalisation as thestbry of societies in the era of
multilateralism, special attention would have to gmed to the New Information and

Communication Technologies (NICTs). As we have seemintless circles have been
able to attract unprecedented interest in theiwvwien a very wide range of issues mainly
because of the spectacular growth of NICTs.

So it is important to underscore the originalitydasonsiderable cultural impact of this
technological development. It would be very useiful building awareness of the
importance to be attached to cultural and socjgeets in addressing globalisation and of
the need to take them into account in approachihgrosituations. This would show
pupils that culture is not the abstract idea théyoa often tend to imagine, but covers
some very practical ways in which individuals andisties organise their lives. It would
also make them understand that culture is the vemyplp construct a vision of society
and tools to portray it, with the use of images amthbols this entails. That would
provide a natural link to all the social effectsNICTs, such as the far-reaching changes
in relationships between people who communicaté wiiprecedented frequency, ease
and speed. The development of NICTs could not bsodiated from that of computing,
whose applications to production also have cowtsexial consequences. Marketing an
infinite wealth and variety of products causes puntl changes in consumer habits. The
production of these goods completely transformskimgr and employment conditions.
Thanks to the study of globalisation, the sociad @nltural context surrounding the
events concerned could acquire a substance contpdroathat so far associated with the
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political context. It would not be a question ofkecing the latter with the former, but of
assigning the social and cultural context its rfighplace. And once we had done it on
this occasion, it is conceivable that on other siass the fact of restoring pride of place
to politics might be seen less as a return to nbth@n as a loss — the loss of society,
undeservedly silenced.

4.4  Teaching that includes image literacy

We have seen the importance a study of globalisatiost attach to the NICTs. We have
also noted the huge expansion of the audiovisualianevhich are almost becoming the
dominant means of communication. Of course thigasitn has a profound impact on the
status and role of images in society.

That lies beyond the scope of this presentation.l Baust at least point out the resulting
changes to the formation and scope of the imageetifand the image of the other.
Before globalisation, images of the other were tiehiin number because they were
formed through fairly sporadic encounters with widiiials or productions from the world
of culture or art. They are now an endless serfesoastantly broadcast portraits of
famous or little known figures. In fact it would better, from now on, to refer to images
of others rather than to the image of the othee fipes of other that we used to rely on
thus become abstract concepts which cannot beeapilireality. Can we still define the
other as a familiar neighbour or a distant strangera friend or an enemy, when we hear
or see thousands of copies of the other day inod&yn the radio or on television, quite
apart from all the messages we receive via thereté At the same time, self-image
finds new ways of asserting itself without needittg refer to the other, which
philosophers and psychologists said was essehta¢ iwere to undergo the founding
experience of otherness. Everyone can now sendoolimitless horizons an image of
self they can refine on as much as they wish, enhtipe of being able to impose it as the
only credible portrait of themselves. Etymologigalin image was a picture of absence —
the absence of the dead person portrayed on tHeofMais or her tomb — and for a long
time, in keeping with this origin, it depicted ahet who was not there. The combination
of globalisation and of the expansion of NICTs maoduced the permanent presence of
another who almost merges with all those felloneoghin a reconstructed or even virtual
universe. As for self-image, although it claimsb® distinctive, it is part of a series of
reproductions of a few models reflecting the fashiprevailing in all areas including
politics. The result is a wealth of images whichamgntees neither diversity nor
reliability.

So the images offered by history, which are as paldimes gone by, and the images
provided by the NICTs, which display the vivid cols of current events, inevitably
compete. They also compete when they representsetieat are no longer fiction or
period pieces. The first objective of image literatould therefore be to teach pupils to
distinguish between those two worlds and be ab&e®them as complementary.

This form of image literacy should also encouraggilp to wonder about the
relationship between the huge number of imagesthew credibility, pointing out that
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their number is never a guarantee of authentiaitgomuracy and that we need to make
just as many efforts to combat stereotypes ancdopmved ideas now as in the past. So
this would be an opportunity to highlight the @ati function of history and history
teaching.

If it adopted these approaches, teaching aboutagéabion would have two advantages.
It would give pupils an understanding of the maghiicant aspects of globalisation and
provide them with the intellectual tools they needavoid either underestimating or
condemning wholesale globalisation’s most profouegercussions on the lives of
societies and individuals. That is why there isrguweason to include a globalisation
component in this Project.
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IX. Ms Luisa DE BIVAR BLACK, Portugal

Visual sources are sources of information:

- Students belong to the image generation; they stutly reference to concrete
visual images; they see more movies than theylieaks.

- Teachers belong to the word generation; they sluciéh reference to word
descriptions; they read a lot.

- Students should be able to look at visual sources describe them in words
(accurate description is a skill)

- Teachers have to learn how to read pictures

Visual sources are powerful tools that provide usignsights into the past. Students
should read the pictures, including symbols, stgrby describing its main elements: an
accurate description is the basis of an accurtepretation.

The sounds of silence in a globalized world - sonexamples:

What famous handshakes can tell you?
- world leaders shaking hands: who looks the mosfidem and relaxed in the
situation?
- Standing on the left in photographs can give aebétpression than standing on
the right; it also enables you to get the upperdhahthe handshake in the
photograph.

Why are most meetings between diplomats endedantidindshake?
Why do secret orders, fraternities, and sororitiedude handshakes among their secret
rituals?The handshake represents an expression of equality.

The meeting of diplomats to discuss a peace initige for two warring countries:

The handshake gives a sense of equality to theimgeetven when the diplomatic
meetings occur in times when one side has a drardgtiomatic advantage over the
other thehandshake can often serve to equalize the two dipttats with each other
rather than equalize the parties they are reprmgent

Another example of political use of the handshakerply equality is in the Presidential
debates: at the beginning of the debates, the datedi shake hands,

Brazil: visual sources on slavery
Other perspectives: everyday life; colonial sogietiyersity; arts.

What do we teach?
- Does history teach students how to me morisafl
- Does history teach students how to learn/thipift
- Do we teach howto look at the lessons of history?
- Do we teach that?
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What is relevant enough to pass to the new generati?
- What do we need to know in order to understand tie@mwvorld became what we
perceive it to be today?
- We should not present history as a simple subgetittear narrative and a bag of
facts.
- The reasons behind the facts are more importanh tte chronological
knowledge of the facts

Modem history pedagogy trains students:
- in the rules of evidence and logic.
- how to find evidence through patient analysis afrses.
- how to place themselves in time and space and megather sort of knowledge

Teaching the students to understand information:
- What is essential and what is trivial
- What is/is not a reliable source
- What is propaganda
- What is an argumented judgement and what is bias

What is/is not a reliable source?
- Isthis a fact? Is this an opinion?
- What is the source of information?
- Who wrote it?
- What was the purpose?
- How reliable is it?
- How can you tell?

Teach skills to teachers so that they are afwe teach skills to students.
Becoming a good history teacher is a long prodess:long is long?

A lack of ongoing training and support at bothialiaind in-service levels is a reason for
poor outcomes.

We should develop school mechanisms that involuelesits, parents, and whenever
possible the wider community.
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X. Pedagogical Approaches
Dr Michael RILEY, United Kingdom

The presentation considers some pedagogical apmedbat can be used with younger
secondary pupils in Europe in order broaden themwedge of other cultures and
civilisations and to develop their understandingh&f concepts and processes of history.
The three examples focus, in particular, on creatrys in which visual sources can be
integrated into sequences of learning.

Using images to explore diversity

This enquiry helps pupils to grasp the huge extdrthe Muslim world in the middle
ages, and what a diverse range of lands and cslit'encompassed. To make these
grand themes accessible to pupils, the enquiryiis ijpon one man’s story. The man is
the great Muslim travelleibn Battuta, who journeyed from north-west Africa to China
via Russia and east Africa. In his later years Battuta dictated his memories so we
have a written record of his experiences.

The enquiry begins with a powerful story of how IBattuta wept with loneliness at a
very early stage in his travels and asks pupilpitbure the scene. This becomes the
theme for the whole enquiry as they are placedlm as a picture researcher and given
this challenge in the form of an email from a psibdir:

As you know, we are publishing a modern versiothefRihla (journeys) of Ibn Battuta.
We want it to be a really good interpretation oé thiorld he knew.

The trouble is that the original Rihla had no pias. It is full of fine descriptions and
amazing tales about life all over the world in th" century. Ibn Battuta keeps saying
“l saw these things with my own eyes” — and we wianhelp our readers by adding
some pictures that give a good idea of what headlgtaaw.

This is where we need your help. We have summdaiaseyou some of the things that
Battuta saw. We have also included some picturas we may want to include. We
want you to tell us which ones we should use and wh

As you know, Islam has sometimes discouraged péaplepainting realistic scenes. It
has been hard to gather a good selection of imadiesie have included any that aren’t
really suitable, be sure to tell us. Good luck!

In the sequence of learning that follows, pupisdre@bout some of the places that Ibn
Battuta visited and his experiences there. Theygaren various pictures very few of
which would serve neatly as illustrations. Some ilmayrom the wrong date or the wrong
place or they may even be of modern scenes. Ih ease the pupils must weigh up
whether or not the picture could be used in thekbaad if so, with what caption. In
effect they are evaluating sources and trying éotbem constructively and honestly.
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At the end of the enquiry pupils have to work wathers to prepare a presentation to the
editor about which pictures they have chosen ang wkhe editor (i.e. the teacher!) can
then ask lots of awkward questions. All this willhpupils to understand how history is
interpreted and packaged for public consumption.

Analysing pictures and devising enquiry questions

This example shows how to move pupils into analgsid to develop their skills of

setting up valid enquiries Using an image of Empekkbar at the building site of

Fatehpur Sikri we ask pupils to enter the imagd@bottom and walk their way through.
What do they see? hear? smell? touch? By askitigeim to explore the picture from
inside, we are giving the time and place a chaanckatve an effect on the imagination
before we move into abstract analysis. Almost ity the pupils themselves will

begin to analyse: why is that happening there? \lghye holding that? Who is more
important here?

Having engaged curiosity, the teacher can movelpuptio framing enquiry questions.
However, pupils will need more information if thaye to frame or choose appropriate
questions. This is where some skilful “teachelirngl with pictures is needed. Using a
few more images of Akbar and of his empire, stusldatgin to get the idea that he was
an amazing figure, with great significance. Onbyrare they ready to select and justify
an enquiry question that they think would be fasting, revealing and big enough to
guide the learning for several lessons. Depenolimgow much practice they have had at
this, they could be given full freedom to devisesfions or they could choose from a list
provided by the teacher. The aim of such a tadtrishem to distinguish between what
we may call “big” and “little” questions and to skew the “little” questions may well
serve the bigger one.

Exploring history in outline and in depth

The enquiryHow did relationships between the Indians and thitisB change 1800-
19007

explores Britain’s changing relationship with Inddaring the nineteenth century. The
sequence of learning allows pupils to develop aterstanding of trends and links over
time, but it does so by investigating five relalyveinknown case-studies in some depth.
The hook is provided by the story of Thomas Coryateseventeenth-century English
adventurer who walked to India in 1615. Pupils wotk what Coryate’s experiences in
India tells us about the bigger story of Englisdiém relations. They then go on to
analyse five ‘hidden’ stories from the nineteerghtury:

The story of the Prime Minister’s Granny
The statue’s story

The hedge’s story

The mesahib’s story

The MP’s story

agrwNE
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Pupils produce summary sheets to summarise the fiets from each story. At the end
of the enquiry pupils arrange their summary sheatsa graph to indicate how the
relationship was between the Indians and the Bradlsanged during this period.
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XI. Pupils’ perceptions of cultural diversity in the scope of history teaching
Dr Penelope HARNETT FHA, Reader in Education andtiovial Teaching
Fellow, Department of Primary, Early Childhood andeducation Studies,
University of the West of England, Bristol

In terms of history education, children and youege are constantly confronted with
images of ‘the other’ in a range of contexts - bmoks, cartoons, adverts, films,

promotional videos. News media provide imagedefdther in the contemporary world.

Most images have been packaged in a particulartevpyesent a particular perspective of
‘the other’. Although accounts may be varied anddvi- they might also be open to

challenge. A fundamental purpose of education rhasto encourage young people to
guestion the images which they are presented wathuestion how they are created and
whether different images might present alternatinderstandings of ‘the other. The

multiple perspectivity approach to history learnengd teaching is embedded within the
project on ‘the image of the other in history teagh

Developing a sense of self through studying ‘therer

In analyzing the image of the other we are alsovided with opportunities for

considering our own identities. As we seek arididin of ‘the other’ we are inevitably
involved in considerations of differences — whaitss'the other’ apart from ourselves.
Simultaneously as we identify difference we asarch for similarities and ties which
bind us to our common heritage. In terms of teecial identity therefore children and
young people develop their identifications both dbsorbing the social and cultural
beliefs of their own communities and also througgtidguishing themselves from other
communities ( Tajfel: 1982, 1981; Tajfel and TurhéB86)

Various research studies indicate ways in whicild@m’s and young people’s social
consciousness develops. Barrett's ( Barrett andh8oan-Barrow: 2005) review of
research on the development of children’s viewshefr own national groups and their
knowledge, beliefs and feelings of people who bglmndifferent national groups reports
on the considerable variability which occurs in ldf@n's development which is

dependent on the specific national and socio- @llteontexts in which they are brought
up. In addition, socially mediated representatignsmass media and education for
example ) of nations and different national groupgact on children's knowledge and
understanding.

There is thus a considerable body of researchdinkéh the development of social

consciousness which may be pertinent in analyzimigren’'s and young people’s views

of ‘the other in history teaching, but which alsalicates the varied responses which
may arise.



-117-

History and the development of positive self iderties.

At this stage it is worth referring to one of th@shextensive projects which has linked
personal identification with learning about the tpd3ata from the Youth and History
project 1991-1998 suggest that during this peribere was a growing realization
amongst young people that they were members adpeurbut that this identification
was different for young people from different memis¢égates. The project involved
guestioning some 31,000 15 year old students frémifferent countries across Europe
and the Middle East. Of the many points raisedheyproject, the conclusion noted that
although teenagers recognized their European taesjtithey still had strong national
affiliations. Moreover, students from countriesigéhhad recently undergone political
change demonstrated a stronger interest in hiskany in those countries where there has
been more stability ( Angvik, M. and von Borries:1897)

The link between history and a young people’s sehddentity is evident from research
studies which explore students’ conceptions ofohys Traille ( 2007) for example
asked African Caribbean children for their vieavsthe importance of history for them
and identified the following characteristics froneir comments that history was for:

- making people feel proud of their ancestors;

- giving people a sense of knowing where they caomjr
- bolstering self esteem and helping academic pe Hoces
- helping people ‘fit in’;

- teaching lessons of respect and ‘never again’.

Similar links between a positive self image andre® history are also in evidence in
the following remarks from a Romanian study invotyil26 pupils and 26 graduate
students and teachers. History is,

‘....very important because it justifies our nationadndity’;

‘It is very good to know your genealogy. You musivkwhere you have your roots’.

‘ You are more confident when you know that theme loe written a history of your
people;

‘ History teaches us not to forget that we are Roaraand shows to us the price paid
by our ancestors in order that we have today oun eauntry and languagd’Murgescu
and Mihalache: 2007).

Such examples are important starting points fotyamey how children might respond to
images of ‘the other’ in history. If learning hisyois viewed as supporting a positive
self image and developing a strong collectiveniie then learning the history of ‘the
other might not always correspond with studentXistng and/ or preferred

understandings of themselves. In short, investigaithe other’ in history teaching may
be sensitive and raise challenging and controvessiaes in the classroom.
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Historical understanding is filtered through existing understandings and funds of
knowledge

Various research studies indicate the personas wayhich young people make sense
of history in the classroom and that learning ootes from particular lessons may vary
between students depending on their different funtiknowledge and experiences
outside school (Von Borries:2000, Wertsch:1994 rtéédn and O’'Connor:1994,) It is
worthwhile drawing attention to some of these stadiince they provide us with insights
which are relevant in discussion about studying dther'.

For example. Traille (2007) researching young peapi African Caribbean descent
commenting on learning about the slave trade ifiestsome key factors occurring in
some history lessons which may create potentisidgenThese include:

1) the imposition of identities — students of Afric@aribbean heritage felt that often
teachers imposed identities on black people inpd®t which they could not
identify with;

2) the ways in which teachers’ stereotyped peoplderpast and presented only one
view

3) the language which teachers used to describe p@ogtie past.

Such comments are powerful reminders of how iagrnn history may become

personalized and this may influence how pupilsarie to view ‘the other’ in history.

Examples from my own work with trainee teachersl aildren from a range of cultural
backgrounds exploring the British Empire and Conmwmadth Museum at Bristol in the

UK, indicate how children’s and trainees’ interput&ins of the Museum were rooted in
their own experiences ( Harnett: 2005, 2006).

In conflict situations personal feelings are paracly influential and the ability to
recognize different viewpoints may be limited. Tdreation of a history textbook under
the auspices of PRIME to teach both Palestiniahlamaeli school children about each
others’ historical narratives is a remarkable aahment and says much for the
determination of those involved in the project.islworthwhile to consider some of the
pupils’ perceptions of this book and the rangepifhimns held on ‘the other’.

Comments ranged from;

It is nice to know the narrative of those on thieeo side’,

and, Even if there are differences, there are also seimé@arities in the narratives,’
to

" Our narratives are fact, but theirs are propagand

‘It is good to know their narrative, but still agiis the true one’

‘ They try to twist the reality and the history(.Adwan and Bar-On:2007).

These comments remind us of the sensitivities whkicdying history in conflict zones
creates — but also remind us of how firstly ‘théest is characterized by stereotypes and
secondly how difficult it may be to dislodge thésdiefs.
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Stereotyping ‘ the other’

The challenge for educators is to encourage yowuplp to question the stereotypes
which they hold of ‘the other. These stereotypesich young people hold are not
confined to historical understanding. For exampieye is evidence of the stereotypes
which young people hold of different countriesparticular countries associated with the
developing world. Often young children have negatperceptions of such countries
associating them with poverty, lack of food andegahlawlessness ( Scoffham: 1999 ).
This might also be linked with a sense of supeowhich some children attach to
themselves when discussing developing countrigmt-the west has something to teach
the rest of the world.

‘| reckon like some of our technology we shouldediv Africa’

‘Yeah, give Africa some knowledge on how to buiigher houses’. (Holden:2007 ).

Textbooks — Representing ‘the other

It is not the remit of this paper to analyse teg®presenting children with the history
of ‘the other’. There have been numerous analy$@smgs in which authors represent or
omit ‘the other’ in their texts. Such analysevédeen conducted on a global scale
across different periods of history. However, thieas been comparatively little research
on how children interpret these textbooks. In fatether children do indeed draw the
same conclusions from textbooks that their authatesnded or that textbook analysts
suggest.

This is an important omission in the field of teodtx research. All texts are opento a
multiplicity of readings; readers will interpreexts within their own conceptual
frameworks and experiences. Whilst textbook analgan trace the dominant discourse
within textbooks, they cannot assess the impatite@textbook on the readers.

A small study undertaken by Hoodless (2006) suggést this might be a fruitful area
for future research. The 11 year old childreioodless’ study were able to articulate
their views on authors’ intentions and how theyeveaflected in the stories which were
written. Commenting on the story of Boudicca, queé an ancient British tribe, the
Iceniwho led a revolt against the Romans, thiyddr old demonstrates a sophisticated
understanding of a history text;

| think it’s like based on the time. Stories chamg¢he time they’re told. If at that time
you don’t think much of people...., you'd be writatgput them in a horrible way. It can
completely change the image of somedh&odless 2006:346).

Perceptions such as these are important startimjspto develop learning and teaching
about ‘the other’ in a globalised world.
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Some conclusions — what can we learn from childres’'views?

The insights from these young people’s perspegtimay encourage us to think about the
implications for history teaching about ‘the other’

Teaching strategies need to consider:

- children’s existing perceptions, experiences amdi$ of knowledge

- use of language — how ‘the other’ is described@mirasted with ‘ the we’

- ways in which children may be socialized withirglabal perspective

- challenging stereotypes

- opportunities for children to explore their own argtandings and to debate
issues and interpretations in the classroom.

In addition, further research using a range of owtliogies is needed to explore the
current perceptions of young people in Europe abbeithistories of other people in a
globalised world.

This might include:

- large scale questionnaires to provide data emablcomparisons to be made
between different nationalities and different cotge

- case studies to explore children’'s perceptions tbe ‘other in different
classrooms and contexts

- exploration of the different interpretations whichildren make of textbook
accounts and how textbooks influence their peroesti

Finally there needs to be a recognition that emland attitudes are key factors in
exploring ‘the other’ in history within a globalsevorld.
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Xll.  Guide pour l'amélioration des contenus des mavels d’histoire de
l'enseignement secondaire dans les pays arabes
Monsieur Bachir TAMER, Professeur de didactiqueisttire
Faculté des Sciences de Education
Université Mohammed V, RABAT, Maroc

La création de ce guide s’inscrit dans le cadrepldun d’action mis en ceuvre par
FALECSO pour contribuer au dialogue entre les ands et les civilisations. Un
dialogue qui se fonde sur le respect de lautreplltalisme, de la diversité, sur la
compréhension et la tolérance entre les peuples.

Le guide est élaboré sur la base de deux étudesntjainalysé des manuels scolaires
d’histoire en usage dans I'enseignement secondaigix pays arabes.

La premiére d’entre elles est une analyse de costamée sur les expressions, les
concepts et les indices relatifs a la conceptior deautre ». Elle a été réalisée a
partir d’'un échantillon de thémes historiques oli «autre » est obligatoirement
présent. Les moyens d'expression historique et flesnes de communication
contenus dans ces manuels ont également été prégpte.

La seconde étude analyse les discours qui traresmbelt vision idéologique et
épistémologique considérée comme la toile de faxlabnnaissances proposées par
les auteurs des manuels. Elle a repéré les dit&yesignifications du « moi » dans
ses relations avec I' « autre », ainsi que les asaptes de chacune d’elles et ce qui
surgit de leurs interactions.

En outre, une grille de lecture pédagogique a 8liéée afin d’examiner, d’'une part
le référentiel scientifique des programmes d’histoid’autre part les choix des
instances éducatives au sein des pays arabes nésqar I'étude.

Cette grile a mis en évidence les problématiquese® contradictions liées aux
fonctions sociales et éducatives de I'enseignermerithistoire, notamment lorsque
ces derniéres sont traversées par la mémoire tiedlgropre a chaque société.

Mis a part les défis que la recherche historiquealerelever face a la mondialisation
d’aujourd’hui — par le recours a des propositiceie$ qu'une écriture d’une histoire
mondiale ou qu'une plus grande place faite a 'appe comparative —, le guide
recommande de procéder particulierement a :

. Une révision des programmes d’histoire dans les pagbes, dans le sens
d’une conciliation des fonctions sociales et édiveatde I'enseignement de
I'histoire. Cette révision devrait s’intégrer daums plan d’action commun,
sur la base de deux référentiels :

- scientifique, avec des concepts structurant lanassance
et la méthode historiques.
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- éducatif, avec pour visée lacquisition du cqricge temps
historique dans toutes ses dimensions.

Une adaptation de la lecon d’histoire aux mutatidnsmonde actuel, afin
que les compétences et les themes historiques isgamt davantage
lexercice de [lesprit critique et le développemea¢ la conscience
politique, et favorisent lassimilation de la dis#é culturelle ainsi que
lambition d’une citoyenneté mondiale.
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Xlll.  «Enseignement de I'histoire, mondialisation et éduican aux médias »
Evelyne BEVORT, Clemi

Table ronde : innovations pédagogiques et stragédgeréforme en vue de prendre en
compte la globalisation dans 'enseigne et histoire

L'éducation aux médias est apparue au milieu desemsoixante-dix avec pour objectif
prioritaire de transmettre des connaissances etaepétences sur la construction des
messages médiatiques permettant & tous de dévelappesprit critique vis-a-vis des
médias.

L'éducation aux médias propose désormais dans adebmeux pays une approche
globale, transversale aux différents savoirs osganien disciplines en développant la
connaissance des fonctionnements des médiasadraarches critiques a leur égard .
Cette démarche permet a chaque enseignant de pgeelies axes d'éducation aux
meédias les plus cohérents avec leur démarche tiistip en letires, en sciences, en
histoire ou en langues.

Dans le méme temps, elle renouvelle et revivifee davoirs disciplinaires en les ancrant
dans des apports médiatiques constituant un emdroent plus immédiat pour les
éleves.

L'intérét que l'étude et la pratigue pédagogiques dmédias représentent pour
lenseignement de l'histoire peut paraitre évide$t les instructions officielles ont déja

en partie intégré cette dimension, il faut convepiten revanche, certains enseignants
sont troublés par la difficulté d’intégrer cettesthire immédiate «trop chaude » , sans
distance suffisante.

Cette réaction est compréhensible mais regrettelle au cours d’évaluations, nous
avions pu recueillir l'appréciation d'éleves quitismient qu’ils comprenaient que
lenseignement de Trhistoire était utile et justifdes lors qu’il leur fournissait des
éléments de compréhension face a lactualité btdllan

Education aux médias et enseignement de I'histomésent souvent leurs méthodes et
leurs outils en travaillant sur la notion d’événamesur le réle de limage dans

lapproche des événements ou sur la dimension d&aun a la citoyenneté.

Des formations s’appuient sur des notions communesdeux domaines telles que la
notion de point de vue ou de pluralisme, la notém sources (journalistiques ou
historiques) ou la réflexion sur le temps et laéduhistorique et médiatique.

A titre d’exemple, le nouvel enseignement de Itiist en France s’integre dorénavant
dans ce que le socle commun intitule « La culturmdniste » ainsi définie«: la culture
humaniste permet aux éléves d’acquérir tout a la fe sens de la continuité et de la
rupture, de lidentité et de l'altérité On retrouve ici les traces du travail du Conseil de
I'Europe qui situe lhistoiredans cette tension entre le fait de forger sa pragentité
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culturelle et d’acquérir une vision plurielleCe besoin est renforeédans une époque
marquée par I'ouverture a d’autres espaces et attes civilisations ».

Nous sommes bien la dans une démarche qui se prabogegrer dans sa présentation
du monde une réflexion sur la pluralité des poadsvue, sur la variété des sources
afférentes et les écritures du monde qui en déoguteutes questions trés liees a
léducation aux médias.

Le travail d’éducation aux médias dans le cadréedeseignement de I'histoire et de la
mondialisation se justifie pleinement & deux niveau

D'abord parce que les médias sont depuis leurr@iges éléments constitutifs de poids
dans I'écriture de I'histoire.

Ensuite parce que les médias sont intimement liepracessus de mondialisation. lIs
sont aujourd’hui portés par des supports de ddfuddtalement globalisés et dans le
méme temps, ils véhiculent dans 'ensemble dedagi¢ des contenus quicontribuent de
facon inégale a cette mondialisation.

Reprenons le premier point. Il sufft de se pencher les recherches entreprises
internationalement dans le domaine pour repérer émiimtement I'importance des
travaux en la matiére. Les éditeurs universitagreautres proposent frequemment des
collections intitulées « Médias et histoire » qaua montrent que toutes les formes de
médias sont explorées ducinéma a la sciencexfiodiu dessin de presse aux archives de
I'information télévisuelle.

Les chercheurs ont pris 'habitude de s’y référansddde nombreux domaines et pour
différentes périodes.

Mais, I'importance des médias se double du fait gaesont eux qui écrivent I'histoire au
quotidien pour des millions de jeunes en leur apmdrle présent dans la quask
instantanéité et en revenant sur certains faiggaggé a leur facon et en fonction de leurs
logiques internes.

Or en tant que sources, les médias doivent étreidénés dans une double globalité :
celle de leur propre systéme d’information (le &ys d’information britannique, turc ou
brésilien..) et celle des circuits de diffusionmdirmation planétaires (le circuit des
agences de presse, la diffusion par satellitea ouinérisation des médias,...).

La critique de ces sources et leur mise en contexteiert ainsi forcément une approche
qui integre des notions d’éducation aux médiadivela au fonctionnement des médias, a
la hiérarchie de linformation, a leurs contrainfesitiques et économiques mais aussi
aux effets induits par les mutations techniqueaudifférents langages a l'oeuvre. Elle
a méme généré tout un courant de recherche ssiolite des médias.

La nécessité de ce rapprochement entre enseigneteehhistoire et éducation aux
médias n'est pas nouvelle puisque des la fin deg®emsoixante-dix, la revue des
enseignants d’histoire et de géographie, en Framiajt que d€s mass media...jouent
un réle si massif, si encombrant, si...dangereux méuoi nous appartient d’apprendre

a nos éleves a ne pas les subir passivement. »

Ondirait sans doute les choses différemment adijour mais 'objectif reste le méme :
permettre aux jeunes de repérer la part priseg#rgique médiatique et ses modalités
dans sa présentation des faits et des événements.
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Enseigner I'histoire en intégrant la dimension d@ gcriture par les médias nécessite
d’interroger les conditions de production de I'imfiation médiatisée et les liens entre le
meétier de journaliste et celui d’historien.

Dans les années 30 certains journalistes s’ingeiditaléja de leur responsabilité pour
étre a la hauteur des événements dont ils traitd#rs I'exercice de leur métier. Eux que

Paul Nizan dénommait « historiens de I'immédiat n eiférence a [I'historien
universitaire.

Mais, les médias de 2008 ne sont plus ceux desasnéxante-dix ou méme de la fin du
vingtieme siécle.

L'incroyable mutation des supports a ouvert la ol de diffuser sur lensemble de la
planete des textes, des images et des sons a niiblesedes publics. Certains
professionnels bénéficiaient déja de possibilitésiegues quoique moins performantes.
Aujourd’hui, dans la plupart de nos pays, toutvidli est susceptible de recevoir tout
type de document avec un équipement grand publade.

Plusieurs aspects interviennent dés lors. Je nteratque quelques-uns :

1. Dans le meilleur des cas, ces messages sorspiofnellement organisés par des
journalistes au sein de médias. Cela signifie aimain le respect de certaines regles
collectives et d’'une part de déontologie. Nous savoependant que 'avenement de la
rapiditt des communications a tendance a sur-gglorke direct, l'instantané et a
minimiser le rdle de médiateur du journaliste gapérait derriere les images ou les sons
avec tous les risques que cela comporte : pas aled@ des sources, emballement dans
l'interprétation, débordement émotionnel... Mais nteusavons aussi, ce n'est pas le fait
général et certains documentaires de grande quaditdé susceptibles de livrer des
éléments originaux collectés avec sérieux et destrettre une part de la complexité et
de lépaisseur historique de certains événemeatdwtilité.

2. Mais beaucoup de textes médiatiques sont aufuuindroduits par des individus
isolés ou organisés sans maitrise réelle d’unecgogue déontologie qui n’hésitent pas a
diffuser tous azimuts des images ou des écritslgpdriais d’Internet. 1l y a la bien
entendu une formidable réserve de points de vubsgruer lorsque l'on fait métier
d’historien mais pour un jeune confronté a cettefysion, il est bien délicat de faire la
part du véridique, du probable ou de la rumeur.

3. Ajoutons a cela que les éleves ont systématigonemmecours pour leurs
recherches a la médiation des moteurs de rechetathe Google, en particulier ce qui
introduit un nouveau biais. Le mode de fonctionneinée ces outils doit étre pris en
compte afin de comprendre la logique particuliéae esultats obtenus.

Ces différences considérables conduisent a déwwiogmez les éleves la qualité de leur
jugement et leur perspicacité face aux textes rnigdies de tous ordres.

4, Les acteurs de lhistoire au jour le jour, savemncore plus quhier utiliser les
armes de la communication pour faire passer leimt ple vue.

Et larsenal s’est élargi avec les outils numériae les procédés qu’ils générent. On
nen est plus a la falsification (souvent maladrpides photos ou des actualités
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cinématographiques. Ces stratégies s’appuient d@seisur des effets de buzz ou de
virus ou sur des techniques pour lesquelles leonale document primaire n'a plus de
raison d'étre. Les images acquierent une plastipiiccomplexifie a outrance la méthode
d’analyse.

Ce n'est la gu'un apercu de quelques questionsodd fjlue nous pose lévolution des
médias

Le processus de globalisation en cours nous iacitee vigilance particuliere quant aux
changements supplémentaires qui interviendront afogur et a leurs conséquences.
N’oublions pas que le regard porté sur les auses@s largement lié aux représentations
médiatiques qui nous sont proposées. La mondimlisatargit encore leur spectre et
donc leurs conséguences possibles.

Pus que jamais le travail des enseignhants d’héstoians cette perspective dewra
s’appuyer sur une réflexion dynamique sur les nsdia
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XIV. Mondialisation et apprentissage de I'histoire: Le role de la télévision grand
public
Madame Effy TSELIKAS, Journaliste, VINCENNES, Franc

L'école est le lieu d'apprentissage de I'histoikdais d'autres espaces jouent aussi un

role : la famille, les associations, les partis,dgndicats, les clubs, les cercles, les bandes,
... (en un mot, les tribus auxquelles nous apparte tmus), les museées, les expositions,

les voyages, et ... les médias, quisonttous amsdiums » a la fois. Médias : presse

écrite, radios et télevisions, et maintenant, h@eérPrenons le cas de la télévision grand
public en essayant de voir ou et comment elle jougle de « professeur virtuel ».

L'histoire a la télévision se retrouve dans plusieniveaux :

e dans les news lactu chaude come on dit. Quand un évenemeiveadans un
pays, les journalistes sont bien obligés de paeleeplacer dans son contexte, sinon il
peut étre incompréhensible. Pouvait-on comprendrelgue chose au déroulement de
léclatement de la Yougoslavie, si on ne se rentgitss en mémoire I'empirez ottoman
et la période communiste ? Exemples encore plwsnté¢ en Gréce, en ce moment on
met sur pied le cadastre (la Gréce est le seul gdyiwope, avec I'Albanie, a ne pas
avoir encore de cadastre, c’est une conséquentidpige). Qu'avez-vous a la Une des
journaux, dans les articles sur les bataillesarude la propriété ? Les firmans du sultan
du 16° siécle ou les bulles d’or du tsar du 18¢lsi qui donnent droit a tel ou tel titre de
propriété. Vous avez quelque chose d’analogue, mmipre page des journaux
lithuaniens. Comme il est devenu plus qu'urgenté&aménager le centre de Vilnius (la
capitale lithuanienne est capitale européenne deullure cette année !!), il a fallu
retrouver les propriétaires de nombreux immeubiesedtre-ville, & ou se trouve la ville
historique juive. Avec la difficulté inhérente toire, du fait qu'aujourd’hui cette
propriété est plus symbolique que réelle (La commuté juive de Vilnius compte
désormais peu de membres), les journaux lithuanieapposaient les arguments
mémoriels des associations juives (souvent dess Efais ou d’Israél) a ceux de la
municipalité, favorables a une rénovation menédtambattant.

» dans les discours politiques L'exemple le plus frappant de [irruption de
I'histoire dans les médias ces dernieres annéela bataille sur les lois mémorielles qui
a lieu en France : lois de repentance pour I'esgjay pour le génocide arménien, pour
'holocauste, ou loi de réhabilitation de la natarglisatrice de la colonisation, ... Cela
a donné (et donne encore) une forte activitt médiat Autre exemple : Le parti
nationaliste italien a décidé de donner 1500 earokaque famille qui appellerait Benito
son garcon nouveau-né, en hommage a Benito MusQlimdit mieux ?
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* dans les documentaires ou émissions historiques, ireo méme dans des
chaines de télévision entieres consacrées a I'His¢o: chaque pays a sa chaine
historique, ses documentaires et ses émissiormigises. Exemple d’actualité : la chaine
SKAI en Gréce vient de faire un tabac avec une ywtan intituléeEmeis, oi Ellines
«Nous, les Grecs » qui est un panorama de I'néstgrecque sur une vingtaine de siécle.
Et la France n'arréte pas de revisiter son histopar de nombreux documentaires,
consacrés a ses périodes douloureuses (Verdunlldaaration durant la seconde guerre
mondiale —93, rue Lauriston(siege de la Gestapo) -, le fascismelLa- Cagoule- la
guerre d’Algérie, ...) oua des moments plus joyelexFront populaire L'été 36-, ...
Quand elle ne joue pas a transposer les méthodesstigation policiere en fabrication
d’émission historique, comme poles détectives de l'histoiresur France 5, ou la
premiére de la série fut consacrée au r6le de BmiMitterrand durant la seconde guerre
mondiale, ou encore a réaliser des docu-fictionreminvention de 'Europe diffusé
sur Arte en novembre 2008

Chacune de ces contributions de I'histoire vigelgvision mériterait un exposé a elle
toute seule. Mais pour notre sujet, la télévisicand public, j'ai voulu aller voir de pres
comment I'Histoire arrive vraiment a toucher le mgtgoublic. Pas seulement nous, les
grands experts de la didactique de I'Histoire, nmiaist un chacun : notre voisin du
dessous, notre grand-meére, notre gamin en plaise d’'adolescence, notre cousine
venue de province ; Comment tous ces téléspecsadetivent (ou non) a avoir quelques
clées de compréhension du monde mondialisé danselleitpu vivent, comment ils
retrouvent des repéres, refont la connexion avers eropre histoire et surtout comment
ils évoluent en retrouvant des repéeres, en bouscidars propres préjugés, en un mot,
comment ils se réapproprient I'histoire. Cette aaeréte de la télévision, ce sont les
séries télévisées (autrement dit, les serialsfeleiletons, ...) avec comme fleche pour
atteindre son but, 'arme de I'émotion. Utilisaet Imlémes schémas affectifs qui régissent
nos vies (La relation au temps, a lespace, leonode rendez-vous, ...), ces productions
sont des mises en scene selon un schéma simpfé, surcle quotidien des gens, pour
une durée de chaque épisode (environ 26 minutedpuverture, un désaccord (on s’y
chicane) qui se résout (on se rabiboche)a la finadeéquence (jusquau prochain
épisode).

Il'y une progression dans le temps de I'utilisatitenl' histoire dans les séries télévisées.
En simplifiant, on peut retrouver trois grande péta:

» d'abord, par la prise de conscience des aspects has de I'histoire nationale

C’est aux Etats-Unis que cette dimension a émdrgéfeuilleton Roots (Racines) a
«enseigné » (et le mot est faible) a tous les riaails leur part d’histoire lié au
commerce triangulaire et a lesclavage. A travees decits de vie, des amours, des
trahisons, des meurtres et des luttes, les Amésicant pu s’identifier a leurs récents
ancétres, aussi bien les Noirs que les autres, WABRlescendants d'émigrants.
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L'élection d’un président métis cette année a étiue possible aussi par cette lente
prise de conscience, que le feuilleton a distilldéne autre série a joué aussi un rble
important dans la conscience américaine , d¥edbcauste avec la magnifique Meryll
Streep dans le rGle de Sophie.

En France, ce que ni lécole, ni la politique n'eve réussia rendre perceptible, la réalité
de lesclavage, a été acquis par plusieurs séliifgsées par la chaine publique France 3,
en prime time La grande Bék€1997), mais surtoufropiqgues amer$2007), nommée
ainsi en référence a Tristes tropiques. L'histaieela plantation Bonaventure dans les
Antilles francaises a été filmée comme une graméeqfie historique, permettant de
sremettre en cause le silence assourdissant qoereg France sur lhistoire de la
Martinique, de la Guadeloupe et de l'esclavage dees territoires. Cette fiction
télévisuelle a parlé pour la premiere fois aux Eadande la métropole et de l'outre-mer
vide de ce fameux Code noir, premier statut jutidigle 'esclave érigé par Colbert sous
Louis XIV. La qualité de ce travail n'a été podsilgue par une collaboration étroite
entre la scénariste et une historienne. |l neissag pas ne pas tirer des larmes de
culpabilité pour un crime que les téléspectatelasament pas commis, ni d’accuser et de
dresser les uns contre le autres, mais de rapgeadrc’est une partie de I'histoire de
France. Qu'il fallait ladmettre, vivre avec danseudémarche de pédagogie historique et
non de repentance. En évitant les explications tnamichéennes, c’était contribuer au
travail de mémoire que la France a trop tardé ra,faout en faisant connaitre a tous les
Francais I'histoire de leurs compatriotes des Wéss productions demandent un vrai
travail professionnel pour étre de qualité, avepadaticipation du milieu de recherche
historique. Sinon, cela donne des productions epraductives, comme l'a été la série
Les secrets du Volcarf2006),qui se voulait I'équivalent pour I'lle d Réunion. Mais
avec trop peu de moyens et beaucoup de stéréoftyppgeu d'acteurs locaux, ...), le
résultat n'a pas été concluant.

Une autre histoire, celle des femmes, a été misinages sur France 2 par Jean-Louis
Lorenzi, avec la sérika traversée des espoirs (2008 bal des célibataires (20Q5)
Chat bleu, chat noir (2007)ou le personnage féminin, incarné par ChristimaliR
montre 'émancipation f€minine a partir de la Geede 14-18 jusqua laprés-guerre, en
passant par la Belle Epoque.

Un autre exemple réussi est la s&€mmaradesdiffusée sur France 2 en 2007, ou une
bande de copains communistes traverse lapresegudgrarmistice a la fin de la guerre
d’Algérie (1945-1965)

* puis, par la prise en compte des situations inteutturelles intemes au pays

La petite mosquée dans la prai€BS, chaine publique canadienne) a été diffusee e
2007 et fait réference au célebre feuilleton araedriparfaitement aseptisé, qui a fait le
tour du mondel.a petite maison dans la prairida, au contraire, rien de politiquement
correct ou de vision simplificatrice : toutes Etuations sont inattendues, pour aider a
combattre la peur qui nait de I'ignorance. Dans pekte communauté prés de Toronto,
on voit évoluer des personnages musulmans, telamdgmme médecin, voilée mais
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aux idées féministes qui va s’opposer a Armar, deivel iman. Le jeu de ces
personnages non caricaturaux sont destinés arirele ce qui tracasse, d’en faire un
rire citoyen, d'ou le nom jeu de mots de la proauct FUNdamentalist Film. Cette série
a eu un succes fou au Canada et a été achetédaporrance par la chaine cryptée
Canal +. Une précédente série BBQ Muslim (BBQdemsé de barbecue) avait ouvert
la loi du genre, traquant lobsession sécuritairétrigue tournait autour de familles
musulmanes canadiennes, accusées de terrorismarley leur barbecue avait explosé
dans leur jardin.

Les Allemands pratiquent aussi cet exorcisme &g déries teéléviséeJurkish for
Anfanger (le turc pour débutants) sur la chaine ARD metseane une famille
recomposée dans I'Allemagne d’aujourd’hui. Dorisie tAllemande bon teint, tombe
amoureuse de Metin, un inspecteur de police doeigirque et ils s’installent, avec leurs
enfants respectifs, dans une grande maison quendaarde pas a surnommer « la bande
de Gaza », tant les noms d’oiseaux et méme lessdoaqolus) volent ; les uns traitant les
Allemands de pommes de terres et les autres dedménlail. Ce passage sur le gril de
tous les préjugeés existant dans la société alleenasidvue régulierement par 2,5 millions
de téléspectateurs et a permis de désacraliseelfons entre ces communautés qui
ignorent tout 'une de l'autre.

Les Espagnols ont aussi des séries télévisés de géme, les Polonais aussi (avec des
résurgences des inimiti€és, basées sur lhistoimgeeAllemands et Polonais. En Gréce,
les feuilletons sont souvent a 'avant-garde dyard porté sur la société actuelle. Alors
gue rien ne filtre dans les news ou les progranmimbstuels sur les composantes sociales
de la population du pays que sont les minorités@phones, slaves, tziganes, ...) ou les
immigrés (plus de 20% de la population!), comméssgétaient invisibles, le public a pu
voir ces dernieres années a de nombreuses sérles prntagonistes étaient un jeune de
la minorité tuque ou un émigré albanais. Cesw@lélas a la grecque en disent plus long
sur la société grecque d’aujourd’hui que bien digses savantes.

et enfin, par des séries transfrontalieres qui dépsent les frontiéres
(physigues et mentales)

L'exemple qui me tient a coeur dans cette catégmsticelui du feuilleton turce gendre
étranger(en turc) eLesfrontieres de 'amoulen grec) dont je donne plus de détails en
annexe. Depuis le succes de cette série, d’antesuivi, plus ou moins réussies et ont
essaimé dans tout les Balkans, puisant dans dstter@ commune a tous les peuples de
la région, commd.e chuchotement des mémoids Mehmet Binay (réalisé par une
équipe mixte) ouEvet Roumeli Avec parfois le danger d'une instrumentalisation
nationaliste de I'histoire, comme polua vallée des loupgJne production francaise avait
amorcé ce mouvement en 2005, ou a travers le peagendu bey macédonien Zilfikar,
Le dernier seigneur des Balkaf®005) avait raconté en une fresque en 4 épis@des
destin tourmenté de la région dans la premiéreiénit XX siécle.

Mais un phénomeéne tout aussi intéressant se passdas pays arabes, ou les feuilletons
libanais, syriens, ... voyagent dans tout le momdbea Les exemples les plus frappants
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sont ces séries turques, trés libres de tdour et Les années perdyegui mettent en
émoi toutes les capitales arabes de Rabat a Bagdades messages exprimées dans
cette fiction (mariages mixtes, enfants hors masisegchétype du méme pas macho)
brouillent les images traditionalistes et interpetlles femmes arabes.

Cette « internationalisation » des séries est etiepdue au fait qu'une série télévisée
colte chere. Pour la rentabiliser, il faut pénétdéautres marchés et donc la vendre a
d’autres pays. On finit méme par inclure les auprays déja dans la fabrication Ces
séries télé (telenovelas, sitcoms, serials, ...) mtignes héritieres des feuilletons du
19 ° siecle. Elles utilisent les mémes ressortdatbeication et remplissent les mémes
fonctions auprés du public. Mais, a notre époquenmadialisation, s’y rajoute la
dimension de [linterculturel et du plurinationaled séries télé, méme si elles sont
fabriquées dans un pays, sont de plus en plusndestia étre diffusées dans d’autres
pays. Cela a été la regle pour les séries nordieanées ; depuis la chute du mur de
Berlin, cela est devenu un marché porteur pousda®es sud-américaines dans tous les
pays de I'Est sous toutes les formes possiblesaginables : sous-titrées, doublées par
une seule voix, surdoublées (langue du pays suaiarmu espagnol). Sans oublier les
séries syriennes, égyptiennes ou libanaises destia@ monde arabe, surtout pour la
période du ramadan, les désormais feuilletons ranestjues ou encore les séries
asiatiques. Avec le retour de manivelle, qui faie des pays, méme les plus petits, se sont
mis eux aussi a produire leurs propres séries, ptusr « coller » a la réalité de leur
propre société. Et il faudrait parler aussi d’'ueedance qui monte, celle des séries
communautaires.

Pour conclure, je dirais que la (jeune) histoirs déries télé raconte de fagon trés
pertinente évolution de notre monde et de noSésés. Toutes les questions qui se
posent a nos sociétés peuvent étre étudiees piasime des séries télé : globalisation
ou retour sur des identités particulieres, ancidayes I'universel ou le spécifique,

rencontre des cultures ou choc des civilisationsin®ess ou art, suprématie d’'une
langue ou naissance d’'un nouveau langage, insttafisartion des histoires et des
memoires, ...

C’est pourquoi, partant du principe que la natut®aeur du vide, je préconise a tous
les historiens de participer a cette aventure igl@&Ve. Il faut en étre, ne pas rester
dans sa tour d’ivoire d’enseignant ou de chercheatler sans avoir d’'a priori et sans
pourtant étre naif. Des expériences intéressaetésns jour ces derniers temps dans
cette direction. Par exemple, le feuilleton gédpmple Gaza Sderot (la vie malgré
tout) sur Arte en 2008, qui raconte la vie vécue dagws @tés voisines, lune
palestinienne et l'autre israélienne était d’abprévue uniquement en diffusion
Internet. Devant son succes (malgré l'interruptimrur cause de guerre), elle vient
d’accéder au petit écran, ou encore le feuilletaaractifLa mine de charbosur le
site Le Monde.
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Annexe 1

lUn feuilleton nommé ambassadeur

Récit: Ou comment une série télévisuelle damne le piandiplomatie

Ce quattendent impatiemment les Grecs, en cess jdl@utomne, ce ne sont ni les
résultats des élections ni méme les indemnisagiossincendies de cet été, ce sont leurs
retrouvailles avec ...les Turcs.

En effet depuis deux ans, a 9 heures du soirukes se vident et les écrans s’allument :
« Les frontieres de famour », feuilleton turc, éstrendez-vous quotidien de tous les
Grecs. Un succés fou, une audience inespérée paqareimiere chaine privée du pays,
Mega. La nouvelle série tant attendue redémarce®hbre.

Entendre parler turc en prime time (car rien néstblé, tout est sous-titré) aurait été
impensable il y a encore quelques années, vu Eenb@ux historique entre la Gréce et la
Turquie et les différents encore en suspens eagedéux pays : Chypre, minorités
réciproques, querelles d’espace aérien et de fomdins. Le soutien a lentrée de la
Turquie dans I'Europe par Athenes a fait avancecl®ses.

Pourtant, c’est une telenovela, au schéma classiqumeour, gloire et beauté -, mais
corsée par la donne géopolitique, qui réussit gaale diplomatique. L'intrigue est
savoureuse : Nazli, la fille d’une fabricant de lbats d’une ville de province de Turquie
aime Nikos (le gendre étranger, c’est le nom dullé&on en Turquie), armateur grec
d’Istanbul (Constantinople pour les Grecs). Deuxamaux , deux familles, des voisins
tres présents. Ici, pas de haine Capulet et Mountdigs deux familles, la turque et la
grecque, sont favorables a cette union. Mais, &uhdois, cet amour va étre mis en
danger par lextérieur, concentrant tous les ctdesculture possibles : grec et turc,
musulman et chrétien, femme et homme, provinceapitale, milieu artisan et milieu
richissime. Et quand a leur tour, les grands-garesont touchés par Cupidon -
l'aristocratique « yiayia » grecque Evangelia st madré grand-pére turc a la belle
moustache, Mehmet, le vétéran kémaliste de la kdtetre les « ennemis du peuple
turc »-, c’est la cerise sur le gateau.

Tous les téléspectateurs grecs vivent littéralerdans les salons des deux familles, ils
se vautrent dans les sofas aux napperons brogestetipent aux interminables agapes,
avec les mille et un mezzés sur les tables. llscontd’abord que c’était une émission
réalité, avec des « vraies gens » et non pas tesragpourtant fort céleébres en Turquie),
tant tout leur paraissait familier, tout leur pérleEt lors de la « volta », la promenade du
soir, ilIs commentent sans fin 'épisode, en s'émra chaque fois : « c’est pas possible,
ils sont comme nous, on est pareil ». Comme dansitoir réfléchissant, ils voient leur
propre image dans cette société «a la turca smpdrtance de la famille, source de
toutes les joies et de toutes les frustrations, die tous les refuges ; la puissance de la
figure patriarcale ; la quéte d’'indépendance éemies entre intrigues et volontarisme, ;
le statut de lenfant-roi et gavé d’aujourd’hui delesses moyennes; les traits de
caractere a peine caricaturés comme la jalousi& de&les »méditerranéens, le goUt pour
les affaires et les combines, la perte des tradhtidaméricanisation grandissante du
mode de vie, ... L' « ennemi » se révele intime.
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Le feuilleton surfe sur lactualité palpable desixipays : la rencontre des amoureux un
bel été sur I'lle de Simi, a quelgues encabluremd®te turque est plausible depuis que
les Turcs peuvent, avec un visa allégé, passerulmg¢e sur les iles voisines. La jeune
femme blonde qui s’occupe des enfants, Natalidinwecd’un proxénéte, dit la réalité de
tous ces émigrés balkaniques attirés par les deuxeaux eldorados de la région que
sont la Gréce et la Turquie. La télévision, entréséions téléréalité et académies de la
chanson auxquelles participent tour a tour, l'afitke de la famille ou le fils du voisin,
joue aussi son propre réle. Et la vie d’aujourd’aussi, comme partout : le démon de
midi pour les deux péeres de famille, les premier®ié adolescents pour le plus jeune
fils, les difficultés du quotidien, ...

Rien n'est tabou, tout est dit dans un scénasel&itout en dentelle : a chaque épisode,
un événement extérieur ou le commeérage d’'un vasmet le fragile équilibre en
danger : la tension monte tout au long de I'épasochacun se braque et se jette des
anathemes a la figure en se recroquevillant dapsogae culture. Et puis, tout se dénoue
dans une ambiance bon enfant, ou par une astutetdgue, chacun relativise de facto.
Mais — et c’est la force et sGrement la raisonuateés de cette série dans les deux pays —
tout a été est évoqué : le passé douloureux, leseshacentenaires, les préjugés
réciproques et tout a été balayé dans une désatiafi lucide et joyeuse de tous les
dogmatismes religieux et les fanatismes natiomslisk le mien est aussi dérisoire que le
tien ».

Cette prise de conscience télévisuelle a été bepuptus efficace que des dizaines de
réunions diplomatiques. Le changement de mentditéoit concretement : des voyages
s'organisent de plus en plus ; les enfants etsetifants retournent la ou ont vécu leurs
ancétres ; les Turcs en Grece (lonanistan) et fle€sGen Turquie (Asie Mineure), des
jumelages entre cités se font, on s’échange dectrdité et de leau. Et tout
dernierement, de nombreux pompiers turcs partiepéGrece a la lutte contre les
incendies.

Mais la question fondamentale demeure : qui faintslleur baklava, les Turcs ou les
Grecs ? La suite au prochain épisode...

Décryptage de cette aventure télévisuelle, devenue événediglo matique

- dans la maison de productiomencontrer linitiateur du projet, les scénaastles
documentalistes pour qu’ils nous racontent la genksfabrication, les difficultés
rencontrées, les joies inespérées, ...

- sur_les lieux de tournagecapter les ambiances, entendre les acteursaidéens,
voir leur évolution au fur et a mesure de la série

- dans les deux publics grecs et tursaisir le plaisir, les étonnements des diffé&sent
téléspectateurs, en quoi cela a changé ou norrdgard sur I'Autre (et sur eux-
mémes)
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Annexe 2

lLos Ricos tambien lloran (Les riches pleurent aussi)

Récit:

Marimar (Maria del Mar) va telle réussir a entdans les bonnes graces de sa future
belle-mere ? Et comment celle-ci peut accepterspure fils adoré, Sergio épouse cette
jeune fille belle certes, mais pauvre. Et quel dareenir du bébé mis en route. Et, et, et

Tous les jeudis soir, apres le journal télévisélad@VT (Télévision togolaise), toute la
famille, tout le quartier se réunit chez le voistelui qui a lélectricité, pour ne pas
manquer I'épisode de la telenovela mexicaih@s"ricos tambien llorah (les riches
pleurent aussi). Homme, femme, enfant, chrétiersutman, animiste, tout togolais de 7
a 77 ans se prépare a participer a ce cérémomicd.iistalle sur des petits bancs en bois,
on se re-raconte les épisodes précédents, on faseote et surtout, on spécule sur ce
gui va se passer ce soir, avec la convocation figuee belle-mére. C'est sur ce rendez-
vous donné que tout le monde est resté sur saldesemaine derniere. Réponse ce soir.

Mais attention, les premieres images du générigparaissent, des fondus enchainés de
visages, quelques plans en extérieur sur une nwsgjwpeuse. Le show peut
commencer, sur [écran, mais aussi devant : omjogt on approuve bruyamment, on
demande au voisin ce qu'on na pas bien comprisarQules derniéres images
s'éteignent, chacun donne son avis sur ce qu'adiéafaire Marimar pour ne pas se faire
autant humilier par sa future belle-mere. Et ldaerele la semaine, on commente sans fin
ce qui va se passer : et si, et si, et si...

Au méme moment, & Moscou, a Damas ou a TelAvivrilkr ou une autre de ses
“soeurs” fait battre le coeur des Russes, desebraly des Israéliens.

A Theure ou l'on parle beaucoup de “choc desweak, de “clash des civilisations”, ou
religion, histoire et mentalités dresseraient destieres supposées infranchissables entre
les peuples, nous nous ferions “petite souris @wimique”, pour aller écouter ce que la
diffusion de cette méme série “fabrique” dans gags aussi différents (dans leur
géographie, leur climat, leurs valeurs, leurs cnogs, leurs relations familiales, ...) et
“toucher de Tloreille” comment ces telenovelas jotuesur des “universaux”
psychologiques (le bien, le mal, la culpabilitégntimentaux (famour, la haine, la
jalousie), sociologiques (le désir d’ascension alecile pouvoir, 'appat du gain) et
géopolitiqgues (frustration par rapport aux vraigidentaux qui vivraient tous dans le
luxe et la liberté totale).

Décryptage Voyage dans 4 pays de 4 zones culturellesrdiftés : Russie, Togo, Syrie,

Israél (2 lieux a chaque fois : famille ou groupespectateurs, et télévision émettrice),
pour dessiner a partir de ces réactions, limaginaiun pays, en contre-jour de la
telenovela.
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* Regarder les émissions avec les téléspectateumsgistrer leurs réactions durant la
diffusion, les interviewer en les faisant réagir s qu’ils ont vu, ce qu’ils ont aimé ou
détesté, les personnages auxquels ils se sontfiéepourquoi, comment). Pourquoi,
comment regardent t'ils ces émissions, ce queleataapporte ?

* Interviewer des responsables de la chaine émefioice connaitre leurs motivations,
leurs critéres de choix, leurs motivations “poliésg” (role de succédané social)

Avec des ethnologues et des spécialistes de la coioation - en France, intervenants
possibles Dominique Wolton (directeur de la revuerrhEs/CNRS, spécialiste des
médias) et Dominiqgue Desjeux (professeur de conmatioh interculturelle a la
Sorbonne et consultant) - et pour les autres paysernés, spécialistes et universitaires,
essayer de comprendre les enjeux de cette “mosati@ih de I'imaginaire”, ce que cela
dévoile de notre monde et de notre culture d’adjdwr.

Avec en contrechamp, les reportages de la “faboigtfaits a TV Azteca, a Mexico, la
ou naissent ces telenovelas, par des interviewprdducteurs, de concepteurs, de
scenaristes, d’acteurs.

Comment cela se monte une telenovela, quels en Issntingrédients financiers,
artistiques, marketing ? Y a t'il des recettes ponrsuccés assuré ? Ce qui est valable
pour le Mexique et TAmérique latine, est-il déalimle pour les 110 pays dans lesquels
sont vendues ces séries ? Tient-on compte de ¢es gwblics pour modifier, moduler,
enrichir les épisodes? Y a t'il des épisodes spaqgmur I'exportation ?

Tout le business sur ce ces telenovelas : les Isiteset qui entretiennent le suspense,
avec “potins”, photos, vie privée des téléactej@sy, concours, les revues spécialisés,
les clubs de fan, les collectionneurs, les venepmduits dérivés (tee-shirts, posters,
accessoires), les extensions payantes : cons@jisgaax, conseils de beauté,

L’intrusion de la fiction dans le réel : ces ségedtes ont donné leurs noms, a travers la
planéte a d’'innombrables lieux (bars, restaurasdsons de coiffure) et surtout a des
enfants.
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XV. The Training of History Teachers in Europe: situaton and tre nds
Dr Alois ECKER, Center for Didactics of History, al Sciences and Civic
Education, Vienna, Austria

Mr president,
Dear friends and colleagues,

First of all I would like to thank the Council ofubpe and IRCICA for this invitation. It

is a great honour and a pleasure to work with galay. — As a historian working at the
university of Vienna, Austria, | would also lke &xpress my gratitude to our Turkish
colleagues for this opportunity to work with youtms marvellous city of Istanbul, the
former capital of the Byzantine and Ottoman Empire.

| would like to present to you today preliminarguts of a comparative study on teacher
education of history teachers in Europe. This stumybeen accomplished just recently -
with the support of experts from 20 European caestr at the Centre for Didactics of
History, Social Studies and Civic Education at thaversity of Vienna. We plan to
publish this comparative study in spring 2009 ie thamework of the Council of
Europe’s Publishing.

During the past ten years we were able to realifiesapilot study on Initial Teacher
Training for History Teachers (ITT-History) betwe@A98 and 2001with 13 member
states of the Council of Europe, followed by a secpilot study between 1999 and 2002
in the framework of the Stability Pact for SOE imtihg all the countries of South East
Europe as well as Greece and Moldova.. Duringdbeyears we were able to extend the
network of reseach on ITT-History with the suppoftthe European Commission
(Socrates-Programme, 2004 — 2006).

The outcomes of the two pilot studies, the courgports and the first results of the new
comparative study on a European level are availallethe webportal of the ITT-
network: http ://www.itt- history.eu

A

group of researchers all over Europe has beenimgmin elaborating a database on
Structures and Standards of Initial Training fostdAry Teachers in Europe.

The information of this database has been collectétd the help of a standardized

guestionnaire of about 100 pages. To ensure tbatdlected data were up-to-date and
correct the results of this investigation had béshback to the national ministries of

education as well as to the representatives oEthecation Committee, i.e. the Standing
Conference of Ministers of Education to the CounéiEurope. The feedbacks from the
contributors and from the ministries of educatiogrevincluded into the final versions of

the country reports.

The Vienna based project group then produced timepacative study on a European
level, including as well data from the European cadion database Eurydice, the
UNESCO world database on education and the O EClesttiEducation at a glance”.
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Background of the study

It is important to notice that the focus of thisngmarative study was not on teaching
history in the classroom but on the level of ediocedf the history teachers themselves.
It is also important to notice, that the study ooty focuses on the conteaf teacher
education (WHAT to teach?), but also on the stmegtwf training (HOW to teach?). We
started from the assumption that it is of equalortgnce to look on the (structural) level
of the organisation of learning and teaching, &well of institutional andommunicative
structures of the learning proce§%e structures of training have an influence om th
guality of learning. Dealing with the topic of ouroject (The image of the other) we may
say, that the possibilities of understanding theotfand of understanding each other are
hindered by multiple barriers on the organisatidee| of communication. | will present
to you some results of a comparative study on aofaan level dealing with the
institutional and the communicative dimension @figng and teaching history.

The study focuses on the first years of teachecatibin for history teachers, the 3 to 5
years of study at universities, pedagogical unitiessor teacher training colleges, and
the first years of post-graduate training or indutt when the graduates normally get
involved in school education.

Teacher training and the first steps of teachedstation have become a highly relevant
issue, especially on the level of internationaleadional policy, including the European
Commission: The fact that one of the 10 workingug® of the European Council of
Education in the framework of the Lissbon processldadicated to “Teacher education
and training” may prove this.

Initial teacher training in particular is a crucpériod in the formation of a teacher’s

identity and career. Initial teacher training forthe basic structure of the professional
life of the future history teachers. It therefoezgied to be of broader interest to ask in
which structures the coming generation of histeachers are educated today.

The most recent study describes the structuresstamtards that apply to the initial
teacher training (ITT) for history teachers in tiwerEuropean countries: Austria,
Belgium/NL, Bulgaria, the Czech Republic, Estorfanland, France, Germany/NRW,
Greece, Hungary, Italy, the Netherlands, NorwayaRa, Romania, Slovakia, Slovenia,
Spain, Sweden and the United Kingdom (England aad4Y.

Aims of the study

This study has the following aims:

— Make available data and information on ITT-struesyrfor educational planners,
training institutions, teacher trainers and alsotfainee history teachers

— Provide a central database for research on ITT vatfular updates (and possible
follow-up studies) in the future
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Establish an international network for the systeendiscussion and investigation of

important issues and problems concerning ITT andthis way, supporting the

reflection on the relevant needs in teacher educand training.

— Establish a basis for discussing the developmertomimon standards for history
teacher training at the European level

— Recommendations and guidelines could be elaborateteacher trainers, teacher
training institutions, ministries of education aimternational organisations involved
in European education cooperation.

— As a by-product of this study, the network of higtdeacher trainers and persons

responsible for education that is created throtgiould elaborate on the standards

devised here and make known the results of theysitudsuitable publications or

events in the various countries.

Introduction to some main dimensions of results:
1. Quantitiatve aspects of ITT
The first part of the study highlights some dempgreal figures:

Over 16 million students were enrolled in terti@gucation in the European Union in
2002'. From the data we have collected in our study ey add: In the year 2002/03

- More than 1 million or approx. 6,25 % of all stutem tertiary education were
teacher trainees. This means that a million ofesttglin one of the 27 European
countries followed studies on a tertiary level &cbme a teacher either in primary
or in secondary education.

- More than half a million of these students (3,13%gre enrolled in subject
history studies (including geography and/or sostiadlies), and finally:

- Over 120 000 students (~ 0,75%) wanted to becosterkiteachers.

2. The social situation of history teachers and job prspects for trainee history
teachers

The second part provides basic demographic datat abe clients of teacher training, the
reputation of the job and about graduates’ curaawt future job-opportunities, and then
discusses the main standards in training curricula.

Who are the students?

We did not always receive exact data on the prapomf male to female history
students/graduates trained to work as teachersekerwwe did find it a clear trend that
even today, more than half of all history teachartower and upper secondary schools
are women, and the number of female history teagchdr continue to rise. In general,

31 Eurydice / European Commission (2005) Key Dat&dncation in Europe 2005, Brussels, Luxembourg:
Office for Official Publications of the European idn, p. 140; see alstuttp://www.eurydice.org
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the last century was marked by an increasing fesaiiwin in the profession of teaching,
and this trend has not stopped yet. History teagrisimo exception to this trend. The last
five years have seen an increasing feminisatioarcigg history teacher trainees and
graduates?

This trend towards feminisation continues in moskttlee countries, for example in
Austria, Czech Republic, United Kingdom, France ngary, Netherlands, Norway and
Spain. A deviating tendency was observed only idg&ia and Estonia, where the
percentage of female teachers in lower and upmemsiary schools is already rather high
by comparison (over 70% in Bulgaria, approxima®@d@s in Estonig®) In general, the
percentage of female history teachers is highdowé¢r secondary school. In terms of
regional distribution, the percentage of femalddnisteachers is higher in eastern and
south-east European countries than in central asdenn European countries.

What do history teachers earn?

It is no great surprise that history teaching is among the best-paid jobs in Europe. History
teachers’ salaries — at both lower and upper sacpadhool — are “above the average” income (in
relation to the per capita GDP)in three of our survey countries (Austria, Estofialand). In ten
countries (Belgiun/NL, France, Hungary, Italy, TRetherlands, Norway, Slovenia, Spain,
Sweden, UK), the salaries of history teacherinfallthe “middle class® range. Teachers' salaries

in Poland and Slovakia are below average. Howthesituation of history teachers in eastern and
south-east Europe is rather different. Generadiioty teachers are regarded as middle-class wage-

32 More than 65% of Austrian history graduates trdib@work as teachers were women.
33 See the country reports.

34 See Eurydice (2005), pp.136. The GDP is an indicaf the general standard of living in a counfegr

this survey we have used the Eurydice indicatorschwtilustrate the financial position of teachers i
relation to the average standard of living in theiruntries. The respective figures were obtained by
“dividing the gross annual salary (minimum and maudn) in national currency by the per capita GDP (at
current prices in national currency) of the countoncerned ... Gross annual salary is defined as the
amount paid by the employer in the year — includifigponuses, increases and allowances such as fitvos
cost of living, end of year (if applicable), holidpay, etc. — less the employer's social security pension
contributions. This salary does not include anyeotfinancial benefits in respect of additional ftians,
further qualifications or specific responsibilitis

% Salaries were classified as “above average” wieaghers’ “minimum salaries” were above 100% and
“maximum salaries” above 150% in relation to the pa&pita GDP. The “middle class” category applied t
those countries where teachers’ “minimum salariegre higher than 50% and “maximum salaries”
between 100% and 150% in relation to the per capibd. Salaries were classified as “below average”
when teachers’ “minimum salaries” and “maximum sial’ were below 100% in relation to the per capita
GDP. — “Minimum salary is the salary received bwdeers ... [either in lower or in upper secondary
schools, AE] ... who are starting teaching, havingnpleted their education, initial training and trial
period. Maximum salary is the salary received bacteers ... who are at the end of their career, that i
during the last year prior to retirement.” See Hicg (2005), p.137.
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earners there, t0o, but this is primarily a scaégory which is not necessarily related to their
actual income — in most countries (Bulgaria, CZRepublic, Romania) the financial situation of
young teachers forces them to take on a secoriraijdb to earn an additional incoffieand
maintain even a minimum standard of living; in Bulg and Romania this problem still affects
also older teachers.

When do graduates start to teach history?

If we look at the picture of job opportunities igraduates in history teaching today, we
may conclude that there is a shortage of placéwanthird of the European countries —
and thus we should not recommend young stude sttty ‘history teaching’.

But will the situation remain like this within theext five, ten or fifteen years?

This kind of information would certainly be usefior teacher trainers, since it not only
affects their own job opportuntties, but would alsake it easier for them to define the
objectives and contents of their courses and adsri¢n our opinion, for example, it should
certainly make a difference for teacher traineretiwr their students will start to teach
history only in ten years’ time and not alreadynme years’ time.

Looking at the table on age distribution above w&a generally say that the percentage of
teachers over the age of 40 is rather high. Acogrth the Eurydice study, almost half of

Europe’s 6 million (primary and secondary) teaclaesover 40 years old. Teaching staff
are generally older at secondary school than atgny school, and staff tend to be older

in western Europe than in eastern Europe.

The charts above show that between 18,5% (Ausirid)49,6% (Romania) of (history)
teachers are over 50 years old in all the survegedntries. This means that a
considerable number of teachers will retire witthie next ten years. Assuming that the
job conditions of history teachers — with respectdtirement age as well as contract of
employment/working hours, class size, number abhyslessons per week, and the form
of classroom teaching by single teachers — willagnmore or less the same, history
teachers’ prospects of finding a job are likelhirtgprove considerably at the end of this
decade.

This rather simple prognosis also applies to tlwise decade of the 21st century. The
chart shows that the number of teachers over 465 ygaon average 60%, starting with
51,2% (Spain) and going up to 88,2% (!) (Italy).uShdemand for secondary-school
history teachers may be expected to increase ewvesnimthat decade.

Even though it does not directly concern the footshis study, we would like to point
out that these data may also be used as an indiohtm-service training of history
teachers. They show that more than 60% of hiseaghers in Austria, Estonia, France,

% We introduced this fourth category to give a maceurate description of the financial situation of
history teachers. Even though teachers may be derexl to be “middle class” wage earners, they still
often depend on additional incomes.
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Netherlands, Norway, UK underwent their initialitiag between the late 1960s and the
early 1980s. This implies, among other things, thahost countries these teachers were
trained to teach history through a narrative stm&ctand were never exposed to pupil
centred forms of learning (for example group wodk) process-oriented methods of
learning and teaching (for example project worlky, were the trained to teach history in
a multicultural approach. Only those history teashever 40 years of age who have
taken in-service courses in active methods of legrmay be expected to possess up-to-
date knowledge and skills in these fields.

3. Institutions of teacher education — entitlementor teaching history

The third part of this overview of the results afr&comparative study is devoted to the
organisational structures of ITT and their possileplications on the standards
regarding the competencies and skills of futuréohysteachers.

For more than a century all prospective teachersupper secondary education have
received their teacher education at universitiesririyy the last two decades university-
level teacher education has become the norm atstovieer secondary education — and
the trend goes beyond that level:

As concerns initial training for history teacherfslawer and upper secondary education,
the picture is mostly the same: Studies at unitiessiuniversities of applied sciences or
pedagogical universities prevail to a large extdris is the case in almost all the
countries: For the entitement of a history teacbérupper secondary generadr
vocational education (ISCED 3) students follow #sicat universities. As concerns the
entitlement of a history teacher iver secondary generaducation (ISCED 2), the
overall picture is the same, although there arees@owuntries reporting, that initial
training for history teachers takes place alsmstitutions like ‘pedagogical academies’,
‘Colleges for Higher Education’ and ‘Teacher TragiColleges'.

Practical training is provided in cooperation wsdtondary schools.

Thus, most teacher trainees who want to becomé Histiory teachers” (that is qualified
to teach both at lower and upper secondary sclarel)initially trained at university,
pedagogical university or Colleges of Higher Ediaratoday.

The Model of Training

The Eurydice indicators distinguish between twommaodels of initial teacher training:
“The theoretical and practical professional tnagnmay be given either at the same
time as th3(=§ir general courses (the concurrent madedfter them (the consecutive
model). ..:

87 Eurydice/EC (2005) Key data, p.185.
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Regarding ITT for history teachers at all threeelswof education (ISCED 1, 2, 3), the
distribution in our sample of 20 European countwes as follows:

— concurrent: eight countries follow only concurremtdels (Austria, Czech Republic,
Greece, Hungary, Poland, Romania, Slovenia, Slayaki

— concurrent and consecdutive: five countries havé dmtms (Belgium/NL, Bulgaria,
Finland, The Netherlands, Norway);

— concurrent and modular: another two countries ligexesloped concurrent forms with
a modular approach (Germany/NRW, Sweden);

— consecutive: the remaining five countries have eonsve models (Estonia, France,
Italy, Spain, United Kingdom/EW).

The concurrent model normally prevails in instéus which prepare trainees for
teaching at lower secondary school, while the ocouisee model is dominant in
institutions which prepare trainees for teachintpater and upper secondary level.

A brief look at the regional distribution of the dwtypes of training shows a

predominance of consecutive models in western anthern European countries, while

the concurrent model is more common in centrale@agtern European countries. On the
surface, thus, our findings correspond to the daturydice.

However, in fine-tuning these data, our overviewwdd that there is a dominant trend
towards concurrent models all over Europe.

This trend, however, could be turned back by cotxep training which are (again)
under discussion in the context of curricula-refemuithin the Bologna-Process.

4. Institutional cooperation and coordination

The training structures in ITT are rather heteregass both on the national level and,
sometimes, also on the level of the training insbins themselves. Academic courses
and courses of subject didactics and general pegitagoften do not seem to be very well
co-ordinated. Still, the question of institutionad-operation concerns a number of
different levels.

Our study focused on a particular sector of orgaimsal co-operation — the links

between institutions which are responsible for geineourses and those which are
responsible for practical training. What we fousdthat there is very little co-operation
between different institutions involved in ITT tnrig programmes. Generally, there is
very little co-operation between universities as diee of academic and

pedagogical/didactical training and schools asd®df practical training.
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We received information only about a few models nehastitutional co-operation is
established by contracts between institutions. Ehtbe case with partnership models in
England, with the organisation of practical tragnirat IUFMs in France, the
“Kooperationsschulen” in Austria and with the coeation between universities and
secondary schools concerning practical traininBuigaria.

The second form of partnership model which we foisdontracts between a training
institution and an individual expert, for exampla advisory teacher in a secondary
school who also trains students in their practgtalge. These forms of contracts exist
with partnership models in the Netherlands, Noraag Austria.

It will probably not come as a surprise that evetiiv individual institutions there is a
lack of effective co-operation and co-ordinatioriieen the institutes or departments
involved in ITT. Regarding themselves primarily @aces of research, university units
pay little attention to what is happening in tragicourses. Besides, there is still little
awareness of the fact that inter-institutional gemation is a key factor in improving the
guality of learning and teaching at universities.

Interdisciplinary co-operation, team teaching andamwork among trainers

What has been said for the quality of inter-insiitoal co-operation also applies to inter-
personal co-operation. The quality of training cear will improve if there is effective
co-ordination at different levels of the trainevgrk. As long as there is no explicit co-
ordination and planning on the trainer level, iilwe hard to achieve a co-ordinated
learning process on the students’ side. This faistamportant with respect to both the
contents to be taught and the social competenzibs acquired. Contents which are not
explicitly related to each other by the traineskrto remain isolated and not reflected
also in the work of the students. As long as theyrat reflected upon and productively
dealt with in the learning process, conflicts ie droup — conflicts between teachers and
students as well as conflicts among students, significant as they might be — will
impede learners in developing the necessary sociapetencies.

Even today, co-ordination between trainers remedtiser abstract. This co-ordination is
formally based on the structure of curricula antlabyses. But which trainer is really

interested in what is going on in other courses-oag as there is no institutionalised
need to take an interest? Who really knows whabhéris colleague teaches in another
history seminar? Which historian knows the contexitthe psychologist's course, and

which didactician knows those of the archaeologisturse?

5. Relation between academic, didactic, subject didaictand practical training
We also looked at the relation between academicsesucourses of general pedagogy/

didactics, courses of subject didactics and of fpak training during the period of
university studies®

% ncluding induction/post-graduate practical tragi
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There are slight differences between the individaintries, but in most cases academic
(subject history) courses make up between 70% &A@l &f all courses in this period.
The highest share @fcademic coursem all courses is 80% (Spain: universiti€s)the
lowest share is approximately 60% (France: [UFM).

In most countries, 0% to 20% are devoteccdorses of general didacticthe average
share is approximately 10% (0% in Spain: univeesit0% in Hungary: universities).
Between 5% and 20% of all courses are dedicatedulmpect didacticsof history
(Fachdidaktik)(5% in Spain: universities; 20% in France: IUFM).

From 0% to 10% are devoted poactical training (0% in Spain: universitie¥) 10% in
Austria: universities, and France: IUFM).

University studies are followed by a longer permfpost-graduate training in some
countries (Austria, Estonia, France, Netherlandpais UK), especially in those
countries where consecutive models prevail. Paatgite forms of training are usually
organised in close co-operation with teacher tngininstitutes and schools (France,
Netherlands, UK) or they take place at school (BastSpain, Estonid) With the
exception of the French model, these forms of imgimre not — or not closely — linked
with preceding training courses at university.

6. The content of subject history courses: Nationahistory — European and
World history

National history and the construction of natioréntity through history remain the
predominant issues in all concepts, regardlesslloditierences and variations. The
development of the academic discipline of histaryhie second half of the 20th century,
which may be regarded as a counter-movement tanaticoncepts of history, has
certainly had its reverberations in school curagblut in most of the countries these new
tendencies are only an appendix to the nationalcgmh to the subject. In spite of the
scientific debates and alternative conceptions asmects (such as economic, social, or
new cultural history, historical anthropology oethistory of everyday life; problem-
centred and theme-centred approaches) it is caeslidbe predominant task of history as
a school subject to familiarise the next generatigih the history of the national state
and to devote a large part of history lessonsduireising it.

We also looked at the relation between local, mafioEuropean, and world history in
school curricula as well as in ITT curricula. Thetal we received are approximate data,
but they do show a distinct tendency. Only few dnes reported that national history
takes up less than 20% of all lessons (Belgium/Ngenerally, between 30% (Austria,

% Followed by various forms of induction with praetl training at school.
40 For universities in Spain see footnote above.

“1In most countries these history teacher traineesive a lower salary (approx half of the salafyla
time teacher usually earns) during this periodratpical training at school.
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Czech Republic, France, Finland) and 40% (Greecmgity, Norway) in ITT curricula
and up to 55% of all courses/lessons in the schoalicula are devoted to national
history. The percentage is even higher at loweoséary school, where national history
generally forms an important part of school curacuin the majority of countries school
curricula attach more weight to national historgrthTT curricula.

As concerns the content of curricula, the emphbass generally moved during the last
two decades from national history to European histiviore than this, the curricula
sometimes now show a tendency to Eurocentrismst¥orld history or global history
were not so well develop so far.

7. Content of Curricula: The proportion between Pditical, Social, Economic
and Cultural History

Hand in hand with a strong emphasis on nationabtyisgoes the tendency to teach
history as a field of political developments rathiesin an issue of economic, social and
cultural developments and changeslitiRal history remains the predominant aspect of
history in ITT and school curricula. The triad “ieaial history, political history,
chronology” still defines the three main pillarshadtory teaching and training in Europe.
When comparing the percentage of political historgecondary school curricula and in
university curricula we noticed a slight tendenoy give more emphasis to social,
economic and/or cultural aspects of history at ewsity. Our experts explained these
findings by the fact that curriculum planners parenemphasis on poltical history during
the first years of school education whilst at urswy they allow a bigger diversity of
historical aspects.

8. The basic conce ptions of the subject “history”
There are actually four forms of history in secangschool curricula:

— history is taught as a single subject. This iscd®e in Bulgaria (see next item), Czech
Republic, Estonia, Portugal (to some extent in grad and higher), Russian
Federation and the UK (Key stages 1 and 2);

— history is taught in a fixed combination with geaghy. This has been a long
tradition in the Romance language countries, Spaemce, Portugal (grades 5 and 6),
but is also the case in Bulgaria (taught in gradeith geography, one hour per week
for each subject;

— history is taught as an integrated subject, thathistory, social studies and political
education” (Austria), or “history and civics” (Netttands)

— history is taught under the umbrella of a broadsjext, such as “man and society”
(Hungary) or “social studies” (Norway), or togetheith “civics” (at some schools in
the UK at Key Stage 3). A new curriculum is und&cdssion in Bulgaria, and will
probably be called “history and civilisation”.

This brief overview already shows that there afeedint forms of dealing with historical
information and knowledge at secondary school.
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Let us take a look at the concepts of history which behind the curricula taught in
secondary schools. To a certain degree, the fauctstes correspond to different
concepts of dealing with the past (though thisoisnecessarily so in all cases). While the
tendencies analysed are found in all curricula,nibén emphasis in the presentation and
construction of history differs considerably froountry to country.

The first concept places more emphasis on polideal cultural history, whereas the
latter takes a more traditional approach, focusinghe history of architecture and the
arts. The positivist concept of historicism thahcentrates especially on the development
and changes of political power, including the camgion of the respective “nation” in its
relation to “the world” and its “cultural contribiahs to the eternal heritage of mankind”
still seems to be the dominant idea behind thisicular structure. This approach has
come to the fore again in eastern and south-eaSteapean countries since the downfall
of communist regimes, but also continues to plaingortant role in western Europe.

The second concept has its origins in the idea oftional history that shaped the
national state. Its central message concerns theichdevelopment of the nation’s
political power in time and space. This idea can be found in eeargiculum, but the
emphasis that is placed on it differs consideraBlylonialist and imperialist traditions
seem to have played a bigger role in the developwitiis concept in some countries;
the combination with geography is evidence of thpdrialistic concept that stood behind
this structure of history teaching which also ddiask to the late 19th century. Today,
more attention is usually given to encouraging [suginalytic and critical skills through
teaching combined forms of history and geographmjrey at enabling them “to make
informed judgements about the economic, politisatial and environmental issues of
everyday life.#?

Man and society, the central question of everydogical theory of the 20th century,
forms the background of the third concept of higtowhere aspects of social and
economic history are added to, included in, orgraged into traditional political history.
This approach favours problem-oriented and thematigs of dealing with the past;
these would also require a new methodological aggrdo history teaching which is not
yet sufficiently developed and supported. The gaesalso arises why this concept
prevails in countries such as Austria or the Ndamels, which have lost much of their
political influence in the 20th century.

The fourth concept is based on the idea of fornsitigens through integrating history
into the wider context of the organisational depatent of societies, covering aspects of
political education, the history of law and indtituns, the development and organisation
of political structures, institutions of the stated civil society. This form, too, may be
applied either to legitimise the political powerfglee day or, on the contrary, to critically
analyse and discuss the evolution and changes l@itaband societal structures. The
idea of developing communicative, critical skillsdugh civics education prevails in the
normative texts of curricula. However, the examptesntioned in the curricula suggests

42 Shennan, Margret (199Tpaching about Europ€assell Education, London, p.58.
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that forming “good citizens” and ‘“true patriots” sdill the most important objective of
this concept.

9. Courses dealing with multicultural aspects

In the questionnaire there were 3 questions deafiitg multicultural aspects in the
teacher training curriculum.

a) B8.31 Is the ITT curriculum conceptualised tepare teacher trainees to teaching
history in the context of a multicultural society?

5 countries out of a sample of 19 answered NO

11 countries said YES

3 countries gave no answer.

Within those who answered YES, the answer remaomsetimes uncertain, e.g. “to a
certain extent — The aspect is much more traindSET”

b) to get a quantitative idea of what it means @¢opbepared to teaching history in the
context of a multicultural society, we asked as@®d question:

B8.32 During the whole period of studies (includpgst-graduate training), how much
time is given to multicultural aspects in histopye@ase give an average percentage):

As far as we got a concrete figure in percentagen@vers), most of the answers were:
5%. Only one country reported: 10% (Greece) anather7% (Belgium).

It is significant, that among those who answered Yikthe first question, 7 countries (of
a number of 11) answered to the second question 08anost cases with the comment
“Impossible to give percentage” or “Much dependtba choices the students make.
Courses on multicultural issues are available @& history departments. In practical
training, the history teacher trainees have oppities of teaching in multicultural
classes.” or “The professors mention that it is stamtly present, though could not
express it in numbers.”

In a third question we asked for more precise méntion about the form and the content
of courses dealing with multicultural aspects:

B8.33 Form and contents of courses dealing witlioultural aspects

Please give a description of the form and the austeof courses dealing with
multicultural aspects (number of courses, type adrses, aims, contents, structures,
length)

These were some topics:

* Nationality problems: studying concepts such asietty, ethno-national conflict,
pacification techniques (26 lecturing hours).

* (Education in) multicultural Europe

* Multicultural world, World cultures, Cultural stus

 Courses and workshops on multiculturalism and disagon (“educazione
interculturale™)

* (Medieval) History of Muslim States; the Ottomanra
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» History of the Arab World
* SocialEconomic History of Migration, Family, Labo.u.

To conclude: the information we got is not convigcthat the trainee history teachers are
already well prepared to teaching history in a multural society, even in those
countries who report that there exist efforts irs thirection. The awareness for the
development of intercultural competencies in teaduication for history teachers has
just started.

Therefore, if we want to educate the next genemadiohistory teachers for the promotion
of intercultural learning, for global aspects irstbry education and for intercultural
competencies, there remains a lot to do:

- onthe organisational level of institutional cocgtérn
- onthe methodological level of teacher training

- onthe level of curriculum development and

- onthe level of development of teaching material.

Needs and possible next steps regarding teacher edtion in the project “The image
of the other:

Disseminate the results and extend the networkidnwork with teacher trainers, policy
makers and representatives of teacher trainingutishs

Apply for a new comparative study on ITT includitigge countries of the Mediterranean
world

Develop the new questionnaire of such a projectioay with the countries involved
Develop additional comparative studies on more ifipecissues, such as:
structures of in-service-training for history teard) concrete concepts for the
development of intercultural competencies

Develop training programmes for the promotion aéinultural dialogue

Establish a permanent network for ITT in a globerigpective.

Thank you for your attention!



-150-

XVI. Définir et acquérir de nouvelles compétences
Mme Danielle LECLERCQ

Le projet « L'image de lautre dans I'enseignemeatlhistoire » a bien mis en lumiéere
la nécessité de faire évoluer I'enseignement, notanm en développant une pédagogie
active, basée sur la réflexion et I'esprit critique

Dans un monde globalisé, ou I'information circuite et parfois mal), les éléves comme
les citoyens risquent d'étre surinformés et matimés. Si nous voulons former des
citoyens démocratiques, vigilants, engagés, il is’agoins de transmettre des
connaissances que de former a apprendre, de daoeseclés de compréhension du
monde.

Le cours d’histoire doit étre une «reconstructioperée par les éleves eux-mémes, sur
base de documents multiples, voire contradicto{®eda suppose de développer chez eux
des

1. compétences généralespmme :

= apprendre a se poser des questions,

* mettre enroute une démarche de recherche
= sélectionner des informations pertinentes

= critiquer et analyser,

= confronter les documents,

= organiser les informations recueillies....

2. des compétences spécifiqguesomme

= (dentifier une source
= s’interroger sur sa fiabilité,
= différencier un document original et reconstitué,
= distinguer un fait et une opinion, un fait et soteiprétation,
= distinguer témoin et spécialiste,

Définir et acquérir de nouvelles compétences

Pour développer ces compétences chez les éleviesit ipénéraliser dans la formation
des enseignants lacquisition de compétences pezfles (attitude ouverte et critique,
capacité de décentration, écoute compréhensive,. eteet des compétences
professionnelles, comme

= ['éducation interculturelle (méthodes et contenus)
» |a formation aux méthodes actives

» |a capacité a travailler en équipe et en parteparia
= [approche comparative,

= etc...
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Il faut encore produire des manuels et des ouéilagogiques adéquats permettant aux
professeurs d’histoire de mettre en place destgingad’'apprentissage nouvelles, qui les
aideront a développer ces compétences chez l@wss2|

Cela signifie de profondes transformations, quideaent du temps et des moyens.
L'enjeu le mérite bien!



-152-

PROGRAMME

Sunday 30 November

09.00 Official opening (Yildiz Sarayi, Cit Kasri)

Mr Halit Eren, Director General of Research Cerfor Islamic History,
Art and Culture

Ms Gabriela Battaini-Dragoni, Director GeneralEafucation, Culture and
Heritage, Youth and Sport of the Council of Europe

Ms Cecilia Keaveney, Parliamentarian (Ireland),ervber of the
Committee on Culture, Science and Education of Rleliamentary
Assembly of the Council of Europe

Welcoming address by Mr Muammer Guler, Govewidstanbul

10.00 Coffee break

10.15 General introduction to the Conference:(Silahhane, library)

11.15 Break

President: Mr Halit Eren, Director General of ResbaCentre for Islamic
History, Art and Culture

Mr Alexander Chubaryan, Academician, Directotltd Institute of World
History of the Russian Academy of Science:
“Teaching and learning history in the context oblghlisation process”

Professor  Christoph  Wulf, Freie  Universitat Berli FB
Erziehungswissenschaften und Psychologie:

“Globalisation and history teaching: the need toveé®p a historical
anthropology”

Mr Arild Thorbjgrnson, Chair of the Project Group
“The achievements of the Project “The Image of @uer in History
Teaching”
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11.30 First round table: globalisation and the role of hstory teaching in a new

13.00

15.00

16.00

16.15

context ?

Professor Hanna Schissler, Georg-Eckert-Iristifar International
Textbook Research:

"Navigating a globalising world: thoughts on devalny a World
consciousness”

Ms Harriet Zurndorfer, Senior Research Scholdfaculty of
Humanities, Department of Chinese, Leiden Universit

“The Global Economic History Network Project, inetRospect and
Prospect”

Dr Cagri Erhan, Associate Professor, Faculty d¢folitical Sciences,
University of Ankara :
“An attempt to understand globalisation : Historigsrassessment”

Mr Jean-Michel Leclercq, member of the Progrctup:
“History and Globalisation: what implications fdristory teaching?”

Lunch (YTU, Restaurant Cati)

First session of working groups

Group n° 1: Silahhane, library
Group n° 2 :Yildiz Sarayi, Cit Kasri
Group n° 3 : YTU, Senato Hall
Group n°4 :YTU, Small hall

Coffee break

Resumption of working groups

17.30 Synthesis in plenary(Silahhane, library)

Monday 1 December

ChairmanshipMr Arild Thorbjgrnson, Chair of the Project Gpu

09.00 Second round table Pedagogical innovations and reforms strategies with

view to taking into account globalisation in histoy teaching (Silahhane,
library)

Ms Luisa de Bivar Black, history teacher traine



10.30

10.45

13.15

14.30

15.00
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“History teaching and Globalisation : The use olustes”

Dr Michael Riley, Director Schools History Peoj:
“Globalisation and Images of the Other, Pedagogiabroaches”

Dr Penelope Harnett, Head of Department for BrymEarly childhood
and Education Studies, School of Education, Unitsersf the West of
England:

“Globalisation and Learning History : pupils’ views”

Professor Bachir Tamer, Director, Department didactic of social
sciences, Faculty of sciences of education, Unityekdohammed V:
“Searching for new tools when teaching history tihe context of
globalisation: a guide to analyse history textbdoks

Ms Evelyne Bevort, Deputy Director, Clemi (Centde liaison de
léducation et des médias de l'information) :
“History teaching, Globalisation and Media Education

Ms Effy Tselikas, journalist :
“Learning history in the context of globalisatiorthe role of television”

Coffee break

Second session of working groups

Group n° 1: Silahhane, library
Group n° 2 :Yildiz Sarayi, Cit Kasri
Group n° 3 :YTU, Senato Hall
Group n°4 :YTU, Small hall

Synthesis in plenary(Silahhane, library)

Plenary : Training actors of history learning

Prof. Mag. Dr. Alois Ecker, University of Viean Department of
Economic and Social History :
“Training of history teachers in Europe : situatiand trends”

Ms Danielle Leclercq, history teacher trainer:
“History teaching and globalisation: define and aog new
competenceés

16.30 Coffee break
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17.00 Conclusions and recomme ndations byir Brian Carvell, General Rapporteur
General discussion

17.45 Closing ceremony



